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Introduction

Intensive  Courses-What Are They? What Do They DO?

A word you see often in this field is “intensive.” Zntensive conversation classes.  Intensive beginners’
classes. Intensive company classes. Intensive English Intensive program. Intensive. But what does it
mean? Hard work? Lots of hours? Burnout? Frustration? Results, even?

This issue tries to answer these questions by focusing on threegeneralizations about intensives: (a) in-
tensives prepare students for a specificgoal, i.e. to enter a university, to work in America, to pass an exam.
To reach this goal students often must learn skills, such as cross-cultural skills or library skills or
presentationaI skills, not directly related to language; (b) intensives begin and end. They are not on-going,
extensive classes; (c)  students and teachers spend a lot of time together in and out of class. Managing both
requires a special feel for how much students can learn and how much teachers can teach in a specific time.

Universities, companies, and language schools offer intensives. The contributors to this issue examine
how intensives function at each and raise questions about how teachers and administrators view intensive
courses. These questions lead to ideas for more research. The articles, by Gordon, Igawa, Tamaru,
Johnston et al., Vaughan, and Modica, plus a conversation with Bob Ruud, are inside. At the end of

the special section, you’ll find a summary of the research questions they raise.
Two threads run through the articles: (1) intensives are difficult. Consequently they reinforce students’

belief that learning English is difficult; (2) intensives create their own special set ofproblems. They try to
cover too much. They seem to run contrary to what we know about language acquisition.

Most of the articles address these problems. Andrew Vaughan argues that companies should build
up a pool of competent English speakers in extensive classes before resorting to intensive courses.

Jim Gordon argues that intensives can do little for older, low-level company students who are on their
way to overseas assignments. He outlines a relatively stress-free intensive and suggests some activities.

Jennifer Zgawa discusses intensive courses for pre-school children, courses for which most EFL
teachers are not prepared.

Yoshiko Tamaru believes that intensives must include time for review, reflection, and study. But
rather than planning the intensive with a clear goal, organizing the material to reach that goal, and then
creating a timeframe for the course, teachersgenerally begin with a timeframe into which course material
is crammed.

For Susan Johnston and her colleagues at Temple University the pressures of dealing with the rigors
of academic intensives while simultaneously adjusting to a new culture create tensions in teachers which
the language program and the university must address.

Marc Modica suggests that simulations, commonly found in business intensives, alleviate some  of the
tension of intensives, but create additional problems for teachers and administrators.

Bob Ruud describes the type of student-solid in grammar but with weaker listening skills-who
benefits most from  the intensive programs at the Language Institute of Japan. He also discusses the
importance of memorization and the mastery ofcontml language in an intensive course, and in language
learning in general, topics which, after a long hiatus, are being reexamined in light of the weaknesses of

more communicative approaches to language training.

Tom Hayes
The International University of Japan

Niigata-ken
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Company Training
Programs-Intensive or
Extensive?

By Andrew Vaughan
Sumikin-lntercom,  Osaka

As the lack of positive results from years of ‘Eng-
lish Conversation” classes becomes apparent, many
Japanese companies are changing their approach to
language training. There is a trend away from "Eng-
lish Conversation” or “Language Classes” and towards
a skills or performance-based approach, away from
“one-shot” English lessons toward a structured pro-
gram that focuses on language, cross-cultural, or busi-
ness skills. This means that companies, managers,
and participants are beginning to view such training
as directly related to their work, and are thus increas-
ingly willing to deal with such issues as attendance,
punctuality, and home study time. As a result, the
teaching situation in most company pmgrams is now
greatly improved over that of three or live years ago.

Change is slow, however, and in smaller to medium-
sized companies instructors still face poor attendance
and a high dropout ratio. Unfortunately, the students
who most need training, and who use English on a
daily basis, are the worst offenders due to the pressure
of work. The expansion of international business in a
company means that those employees most involved in
“internationalization” can not find the time to attend
training programs. We find ourselves teaching those
who have the time (but who frequently do not need) to
learn what we teach. This leads to the “English as a
hobby” syndrome, where courses are seen as useful
only for honeymoons or shopping trips abroad, are
viewed as a job perk, and must compete with ikebana
and go clubs.

In these courses, attendance remains a major
problem, making it difficult to work on any skill which
requires study over an extended period of time, such as
presentations, business letter writing, and negotia-
tions. Because of erratic and unpredictable atten-
dance, the instructor must plan each lesson as an
isolated unit. A cycle is created of poor attendance
leading to conversation-type classes which lead in
turn to poor attendance, since participants see no
relationship between the training and their work. It is
very difficult to break this cycle once it has been
established.

To solve the attendance and lateness problem, and
to meet the need for English Language training, many
companies use intensives ranging from one or two
days to a week or even a month’s residential stay in an
immersion-type program.  Unfortunately, intensives

often supplant extensive training courses, with little
attention paid to their differences and relative advan-
tages and disadvantages. Companies and the instruc-
tors involved in these intensives must be aware of
what can and cannot be achieved in an intensive, or
series of intensives, format in place of an ongoing
language/business communication training program.

I believe that intensives are a useful addition to a
program,  but do little more than address some of the
symptoms of an extensive program-poor attendance,
lateness-while adding problems of their own.

The two major problems include:

1 .  the time gap that in most cases occurs between
the intensives themselves and/or between an
intensive and an actual performance (if any)
using English; and

2 .  using intensives which focus on language skills
for low-level students. In my experience many
company employees, who have been out of a
study situation for many years, cannot take the
“intensive” input. With no time for reflection,
internalization, or home study, as much as 50%
of the input may be lost soon after the intensive
if there is not some form of follow-up program.
Since Japanese students often blame them-
selves for failure, attempting to force-feed a
student English can have the opposite effect to
the desired one-reinforcing students’ percep-
tions that they “are poor at English.”

Where an intensive program exists in tandem with
an extensive program, however, the company may
prepare a pool of semi-competent speakers who can
then feed into intensive programs as the need arises,
and who can handle the intensive class. The lower
levels of the extensive program  can work on the lan-
guage skills that many employees clearly require. The
higher levels of the extensive program  can work on
communication skills involved in international
business. Intensives can then be used where they seem
to be most effective-focusing not on language but on
a specific business skill or performance.

Intensive Programs
It is easy to give an action-packed one-week or

weekend intensive with lots of activities and games,
and then leave. The company and participants are left
with a feeling of achievement, enjoyment and satisfac-
tion; initial feedback is generally very positive. This
training also has a shock effect which companies
appreciate, reinforcing as it does the two popular
conceptions that “English is difficult”  and “it’s neces-
sary to persevere to achieve success.” I question,
however, how helpful this shock will be to the manager
who is sent three months later to negotiate a licensing
agreement in Arkansas. Equally, being proficient  in

Intensive Courses
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Monopoly will rarely help an engineer give an effective
technical presentation. That is the negative side of
such intensives: rarely do they lead to long-term im-
provement in business performance. Feedback, if col-
lected at a later stage, usually rates such intensives
low on usefulness but high on enjoyment.

Even where the content of the intensive is linked
to the work place, however, there is frequently too long
a time between the training and the actual perform-
ance. For example, we have recently begun a 70-hour
“intensive” for mill workers who will be sent to the
North of England to install a plant; they will not
actually leave Japan for another year or so, but they
are studying now “because they have the time and they
will be too busy later.” It is questionable, however,
what effect these 70  hours will have when they arrive
in the United Kingdom after more than a year. If the
same class were spread over the year and linked to an
extensive home-study program, the training would be
much more effective.

In our experience, an intensive program can bene-
fit a company only if the company clearly defines its
aims and content and if the participants are selected
on the basis of both needs and proficiency level.

An intensive program can be useful in the follow-
ing situations:

1 .  To focus on a specific  skill that will be used by
the participants in the immediate future, e.g.
an intensive on presentational speaking within
a month of going  to an international conference.
Other skills that can be covered in such inten-
sives include negotiation skills, business meet-
ing skills, report writing, and presentations.

2. For pie-departure training (as in week- or
month-long immersion-type programs) if the
participants are despatched  almost immedi-
ately after the program. Any delay longer than
a month will negate the benefits accrued. Par-
ticipants also need to have reached a certain
level of language proficiency, although the
realities of business mean that this is not al-
ways the case, especially in Japan.

3 .  As an introduction to an extensive period of
study, e.g., a one-week intensive for new em-
ployees who will enter a three-year program of
extensive study.

Intensives are useful if they are used as a band-aid
for specific problems-to raise a specific level of per-
formance for a specific task. To do this the participants
need a level of competence which permits the focus of
the intensive to be on a business skill (telephoning,
writing, meetings, negotiations) and not on language
per se. This is rarely the case in Japan, where the
English proficiency level is usually fairly low on the
list of criteria used by personnel managers to select
employees for overseas business assignments.

Intensives that focus only on language, whether
taught through games, texts or drama, do little to solve
the long-term problem of raising and maintaining the
communicative level and business performance of a
company’s employees in English. Unfortunately, this
is how they are increasingly being used in Japan. For
this task an extensive program which allows time for
reflection and home study is a more suitable format,
given that appropriate content and an enforceable
attendance policy can be settled before the program
starts.

Extensive Programs
One of the peculiarities of Japanese personnel

policies is that it is often impossible to identify in
advance (at least publicly) which employees will be
sent abmador will be transferred to sections which use
English on a daily basis.

Where an extensive program exists, however, the
company can develop a pool of employees who can be
sent into an intensive program on short notice-prior
to despatch overseas or transfer to an international-
related section or department, or immediately before
a business performance requiring English.

Extensive programs also allow a company to raise
and, more importantly, maintain the employees’ over-
all proficiency in basic business communication/lan-
guage skills. This raised level of proficiency can then
form a base from  which intensive programs can be
developed.

The most effective programs are those which sup-
plement an on-going training program with short,
focused intensives which work exclusively on skills
which will be needed in the short term. The extensive
program can work on the general principles involved
in business communications-presentation skills,
hosting overseas visitors, company/job descriptions-
while the intensive program can allow an intensive
period of study on a particular aspect of these perform-
ances; for example, to prepare and receive coaching on
a specific  report or presentation. An example of how
such a program might look is given in Figure 1.

In Sumitomo Metals, new employees enter the
International Business Communications program and
remain in the program until they have reached a level
that the company deems sufficient for its needs (in this
case completing Intermediate 3). In addition, older
employees who need English are able to enter the
program, given their commitment to an established
attendance policy. After reaching a level of compe-
tence (completed Intermediate 2) high enough to cope
with the content and language of a skill-based inten-
sive, the employees are eligible, on a needs basis, to
enter one or more of the two-day intensives: Technical
Report Writing I, II, III; Business Letter Writing;
Presentational Speaking; Technical Presentations;
Business Meetings & Discussions; Giving a Plant
Tour.

This program allows participants to work on their
overall proficiency  in business communication in an

extensive program, and also permits them to focus on

Intensive Courses
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SUMITOMO  METALS’ IBC PROGRAM
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certain specific business skills in an intensive format
according to their needs and workloads. Only an in-
tensive, or only an extensive program,  cannot meet all
the needs of the company or of its employees.

Few companies, however, choose a combination of
formats-perhaps due to time or money constraints
most view the decision as an either/or proposition,
and the instructor must deal with participants with
different needs, learning styles and abilities, and so
cannot satisfy the participants or the company.

Some Considerationa on Content and Design
In Japanese companies the instructor frequently

has no input in the decision-making stages where the
kind of program  which will be instituted is chosen.
The decisions are made instead by personnel manag-
ers or marketing people, who usually have a limited
understanding of the academic issues involved, and
whose decisions are often made on the basis of conven-
ience or cost alone. For an effective program to be
developed, however, in terms of both cost efficiency
and improvement in performance, it is essential that
instructors or program administrators be involved in
the program from its inception.

August 1990

Whether extensive or intensive, any program  must
address basic issues such as needs analysis, curricu-
lum structure and design, textbook selection before the
class begins. There is no point going into a classroom  for
a two- or twenty-hour period clutching a box of rods, a
game of Monopoly, and a copy of the latest textbook.
This improves neither the motivation and attendance
nor the business performance of the participants, but
will reinforce the notion that studying English is akin
to ikebana or tea ceremony-a fringe benefit that has
no relation to work.

A one-size-fits-all approach, whether in an exten-
sive or intensive program, will rarely meet the specific
needsofmost participants or companies  involved. Figure
2 illustrates the approach to company training that, in
an ideal situation, would be followed. Where instruc-
tors have input to these earlier stages a course can be
designed which is more in tune with the needs of the
company and participants; such a course will have
fewer problems in motivation and attendance.

To conduct an effective program, the instructor
needs to try to influence or have input in the preceding
steps-constraints, needs analysis, etc. To go beyond
the one-shot free conversation level, an enforceable
attendance policy must be established. Both the in-
structor and the participants need to have a clear view
of the company’s view for the course, which often vary
fmm very specific-installing welding  equipment in
Iraqi nuclear plants-to extremely vague--“level up,”
or "internationalization.’

If there is a specific goal, and if the participants’
proficiency level is high enough, then an intensive or
extensive format can be applied, depending on such
factors as time and nature of need. If the goal  is a
general one of “level up.” as is frequently the case in
Japan, or to provide a pool of employees capable of
conducting business in English, then either an exten-
sive program  or a combination of both extensive and
intensive may be considered.

Before a decision on the most appropriate format
can be made, however, and before the class begins, the
following issues need to be clarified during the steps
outlined in Figure 2. These steps must involve the
person responsible in the company for administering
the program as well as the participants themselves,
and if possible the participants’ managers. Although
this requires a great deal of time, the end result in
terms of educating the customer and in terms of course
efficiency makes it a very worthwhile investment.

1. Course constraints:

How many hours  will the course be? At what times can
it be held?

Whether inside or outside working hours, during
the working week or at weekends. Although most
companies prefer to have training programs out-
side of work time, scheduling during the working
day tells participants that the company views this
training as part of their work responsibilities, and
not as a pastime.

Intensive Courses
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Course Constraints
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Figure 2

What will the attendance policy be?
An enforceable attendance policy is essential if
any meaningful content is to be covered, we recom-
mend a minimum of 75%, below which a partici-
pant is dmpped fmm the course and asked to
rejoin later. This is the most crucial issue for any
successful program;  unless a policy is agreed on
before the start of the course it is unlikely that the
course will be successful. Establishing a workable
and effective attendance policy requires a great
deal of perseverance and time, but the benefits of
such a policy are well worth the time and effort
involved in persuading people of its value.

How will the students be selected; what criteria will be
used?

Whether the course is voluntary or compulsory,
whether any attention is paid to job performance,
previous international experience, language abil-
ity or study history.

How was/will  language proficiency be measured?
Be wary of letting students decide their levels; be
careful of students who score high on a placement
test being allowed to put themselves into a lower
level where they may dominate.

What does  the company see as the purpose of the course?
Do participants view it in the same way?

We once designed an elaborate course  following
discussions with the personnel manager. The
course included extended self-study on American
labor practices and taxation laws. After starting
the course we discovered that the participants and
participants’managers viewed it simply as a hobby
for which no homework was expected.

How much time do participants have to do home study
tasks?

This information is best obtained from partici-

pants directly. A rule of thumb is to divide the
figures given by a minimum of two.

What equipment do you have access to?
Ideally desk space, with access to a photocopier,
word processor, OHP  machine, and audio-visual
equipment.

2. Needs Analysis:

Will you use an interview or a written format?
Each requires a large investment of time, espe-
cially if it is necessary to ask for and get the
information in Japanese. An interview is more
effective. Managers have no time for forms and are
rarely willing to commit themselves on paper.

What kind of study history do the participants have?

Who will be the information sources?
Don’t rely on the personnel manager or the com-
pany member who speaks the best English. In-
clude the participants’ manager in this stage if
possible.

If the company’s needs are very specific then the
task of curriculum design and textbook selection are
somewhat simplified, although the problem  of mixed
level or language ability not being a criterion of selec-
tion for posting may remain; if the purpose is vague or
ill-defined, the instructor will need to opt for ‘generic”
business skills (presentation, hosting overseas visi-
tors) that work on possible performances in the partici-
pants’ or company’s future work experience.

3. Syllabus Design:

What balance of Business/Technical/Social/Language
Performances is appropriate?

The higher the level, the less stress there should
be on language and the more on performance.

Which methodology is appropriate?

4. Text Selection:

Is it possible to incorporate realia or student-generated
material into the course?

While potentially very useful, realia in English
usually need to be  adapted for Japanese students.

Is it possible to develop your own material or to use a
combination of self-developed and commercial mate-
rial ?

This requires an interest in materials develop-
ment, access to a word processor, and an enormous
amount of time.

Will you use a single text or multiple texts?
Although a single text will rarely meet all the
needs, cost may be a factor here, especially in
purchasing tapes.

Will the text be used in class or for home study?

Is the level appropriate?
Frequently commercial materials are aimed at the

Intensive Courses
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high-school or junior college markets, and are
inappropriate for adult business learners.

If these steps are followed and if some of these
issues are addressed by the instructor, the company,
and the participants, then an informed decision on an
extensive or intensive format can be made, and the
likelihood of the course meeting the needs and expec-
tations of all involved will be much greater. When the
instructor first enters the classroom all parties to the
training will be aware of what will happen and why,
and will be able to adapt and adjust to the training
situation as required.

Future Research
There is a dearth of research material on this

issue, and on company training programs in general.
The above observations are made solely on the basis of
working with Sumitomo Metals and other companies
over the last seven years. Clearly there is a need for
further research into the advantages and disadvan-
tages of intensive and extensive programs. From July
of 1991 we intend to adjust our program to allow new
employees to select from one of three options of study.
Fmm their second year employees will be required to
complete a certain number of hours within a two-year
period, but may choose whether they fulfill the time
requirement in an extensive program only, an inten-

sive program only, or in a combination of both. If
suitable testing instruments can be developed we hope
to be able to measure the improvement (in both com-
munication skills and language) of the three groups
before and after the study period. Hopefully this infor-
mation can then be used in the preliminary discus-
sions when companies are selecting which type of
program  to adopt.

Conclusion
The decision to adopt an intensive or extensive

pmgram of training in a mmpany needs to be an
informed decision, and not based solely on convenience
and cost. Although it may be that one or the other
formats will suffice, in most cases a combination of
extensive and intensive programs  will be required to
fully meet a company’s training needs. In either case,
instructors or program managers need to have input
into the decision-making process well in advance of the
start-up of any program.

Andrew Vaughan is manager of Sumikin-Intercom, a
subsidiary of Sumitomo Metals, where for the last
seven years he has been involved in the design and
teaching of in-company programs for business and
industry. He is co-author of Ready for Business, a pre-
intermediate business text.
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The Control English
Course: A 36-Hour
Multilevel English Course
for True and False
Beginners

By Jim Gordon
Sugiyama Jogakuen University, Nagoya

Japanese companies have been sending more and
more of their employees to English-speaking countries
to  work .  O f ten  the  no t i ce  o f  t rans fer  comes  one  o r  two
months before the actual date of departure. As a result
language  schoo ls  across  Japan am having  to  dea l  wi th
a special kind of language learner: he is 40 or older,
with a family that may or may not be moving to the new
country. Usually he does not want to move. Finally, his
most recent sustained exposure to English was in high
school, over twenty years ago. Here, indeed, is the
profile of a stress-laden language learner.

In the intensive courses I have taught for such
students, ages ranged from the early twenties to fifty
and older. The younger students typically could an-
swer  s imp le  ques t i ons  about  themse lves ,  the i r  f ami ly
and their jobs. Discussion questions that strayed into
the perfect tenses, the conditional, or complex sen-
tence construction were too difficult  for these younger
students. The older students, on the other hand, froze
up  whenever  they  were  asked  the  s imples t  ques t i on  in
English, and usually disappeared from  the class after
one or two lessons. Only when an older student had to
attend because of imminent overseas transfer did he
‘stick it out” for the entire course. But at the end of the
course  there  was  very  l i t t l e  measurab le  improvement
in the older student’s English. Two factors conspired to
cause  th i s  s i tuat i on .

First, the older students felt a great deal of stress
because of the coming transfer. A factory worker would
be expected to train foreign workers in the operation
and maintenance of complicated equipment-in Eng-
lish. An executive would be asked to perform office
tasks in English, everything from conferring with
clients to writing and responding to business letters.
The pressure to perform these tasks well in a foreign
language/culture was an obstacle to learning.

Second, the course did not accommodate a wide
range of ability. Consequently, the younger students
benefited most while the older students floundered.
The course obviously needed to be redesigned to meet
the needs of a multilevel classroom. In addition, the
c lassroom atmosphere  wou ld  have  t o  be  as  suppor t ive
for the students as possible in order to balance the
st ress  they  f e l t .
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The following is a description of a 36-hour course
designed to meet the needs of the classroom  situation
outlined above. The goals and outline of the course will
be discussed; then, specific activities in the course will
be described and linked with the overall goals.

Goals of the Course
The course aims, first, to reawaken previously

learned language that has not been used for many
years. In a 36-hour  course the amount of language
reactivated will not be great, yet any recall that does
take place should give students added confidence and
a sense that they know more English than they thought
they did. This leads to the second goal, which is to
convince students that they can be effective language
learners. Remember that we are dealing with students
who are 40 or older and who have had very little
successful  experience in speaking English. All too
often these students come to the language classroom
with the “I can’t speak (i.e., learn) English” mindset.

The course is designed to combat this preconceived
notion of failure in the students by creating a *can do”
atmosphere. This atmosphere is achieved in several
ways: first,  the course begins at a very low level-
alphabet review and simple greetings. Second, the
students are not rushed in the practice phase of learn-
ing. Instead they work in small groups practicing
material which is presented by the teacher. Third,
there is little direct correction of mistakes by the
teacher. The teacher encourages self-correction and
additionally encourages the better students to correct
their peers when in the small groups. All of these
factors blend together to create a confidence-building
atmosphere  in  the  c lass room.

The third goal of the course is perhaps the most
important  and  invo lves  the  control  language.  The goal
is to provide  students with fluent use of the language
tools that they need, either to move into a higher-level
class or, in some cases, to move directly into the new
job situation. Either in the classroom or the work
place, these essential control  English phrases allow
students to be understood on the most basic level in a
variety of situations.

Since these control  phrases will be so important to
the students when they move beyond the classroom  to
the work place, control  language has been completely
integrated into the course. The control phrases are
presented by the teacher in conjunction with the vo-
cabulary and short conversations. Also, students are
encouraged to use the control phrases when practicing
in small groups. In this way the mntml English is
learned in context.

Multilevel Aspect of the Course
Company classes are usually multilevel with re-

gard to students’ language ability-managers find  it
easier to justify one large ‘intermediate” class instead
of two or three separate classes. With this in mind, the
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Control English Course (CEC)  course has been set up
to accommodate several levels of students. The low
level students are challenged by the vocabulary and
student-centered items while the higher level stu-
dents may move quickly to the more challenging con-
trol sentences. During small group practice the upper-
level students can act as instructors, using the control
English to conduct the practice and also correcting
errors under the supervision of the teacher. The added
responsibility of directing small group learning helps
the upper-level student develop as an instructor, a role
that many of the students will be placed in when
transferred to a foreign office.

The Course Description
The course syllabus is divided into twelve units

ranging from a review of the alphabet in Unit 1 to
simple descriptions and food items in Units 11 and 12.
Each unit contains three content areas: vocabulary,
student-centered content, and control  English. Stu-
dents move fmm the basic vocabulary items to the
student-centered content which, in most cases, is re-
lated to the vocabulary. The two ‘contents’ are linked
through the contml English. For example, in Unit 1
students practice using the sentence “How do you spell
X?” while spelling the individual words of the greet-
ings that comprise the student-centered content. Unit
6 vocabulary focuses on expressions of time and the
student-centered content is the daily routine. With the
addition of such control sentences as “I’m sorry,” “I
didn’t hear you,” and “Could you repeat that, please?”
students are able to have “self-contmlled” discussions
about their daily routines.

A word about the sequencing of the contml Eng-
lish. The sequencing has been shaped by two consid-
erations. First is movement fmm short and simple
phrases to longer and more grammatically difficult
sentences. The second consideration is the students’
needs for the particular unit. Control phrases that
naturally fit into the context of the unit are used. As
the course progresses students acquire an increasing
fund of control English that can be used in each
successive unit. After  the teacher has become familiar
with the students she or he can expand the amount of
new phrases, keeping in mind the two considerations
given above.

Students’ language production is kept to a mini-
mum during the presentation of the vocabulary items
at the beginningofeach unit. Non-verbal cues are used
to indicate comprehension. Later, during the student-
centered practice, students use formula sentences and
short answers. Throughout the lesson, however, the
teacher both models and expects the students to use
appropriate control language to facilitate the learning
process (Krashen & Terrell,  1983).

A Sample Unit
The following is a description of Unit 1 which

comes fmm the teacher’s manual. The lesson begins
with the presentation of the vocabulary (in this case
the vocabulary consists of the alphabet) to the whole
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group. With the alphabet written on the board, the
teacher uses a pointer to indicate the letter being
modelled. The teacher says each letter in turn and the
students respond as a group. In the later units the
vocabulary items are presented in the same way. As
the process continues the teacher uses one or two
control  sentences as they are needed, making sure that
the control  content is used in context to support the
presentation instead of being the focus of a parallel
presentation.

After sufficient whole group practice, the class is
divided into small groups for further practice. In each
group one student at a time acts as the teacher and
leads the practice, in the same way that the teacher led
the presentation. Using the pointer the group leaders
elicit responses from the other students in the group.
While this is going on the teacher circulates, listening
for errors and encouraging the use of the several
control sentences modelled  earlier. Instead of correct-
ing errors at this point, the teacher only monitors the
amount of errors. If errors impede the smooth flow of
the group practice, or if the student leaders accept
faulty responses from  the other students, the teacher
reconvenes the large group and conducts the presenta-
tion again.

Once the teacher is satisfied that the students can
produce the new material with a minimum of errors,
students play a game which requires knowledge of the
new material to win. The game provides  the final test
ofstudents’ability to use  the new language in a setting
where reflex responses result in success (Lozanov,
1979).

The student-centered material is taught using the
same presentation/practice/game format, with the
control  language first modelled  by the teacher and
then used by the students. In Unit 1 the student-
centered material consists of a simple greeting be-
tween two people. The students practice the greeting
in both the large and small group setting and then the
teacher introduces the control sentence: “How do you
spell X?” The students use this sentence to ask each
other the spelling of the words in the greeting.

Each unit focuses on discrete language material.
However, the control sentences are used throughout
the course. In fact, with each new unit several new
control  sentences are introduced so that students
acquire an expanding amount of control English, all of
which is applicable to the small group practice work.
After twelve units the students should be able to use
these contml sentences fluently.

Conclusion
Students have responded well to the Control

English Course. In the short span of 36 hours students
come away with a new confidence about their ability to
learn English and, more importantly, their ability to
control their learning environment. This latter ability
serves as a bridge from the classroom to the work
place, where the students will continue to learn Eng
lish with the help of the control  English acquiredin the
CEC classroom. In addition, through the extensive
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group work practice, students come to rely on their
peers for help in learning. This reliance on self and
peers in the learning process will aid students in
language learning situations in which they have no
teacher.
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Teachers often come to Japan with extensive train-
ing in teaching adult conversational classes and corpo-
rate intensive business English courses, and are rarely
prepared for another type of student they may be
asked to teach-a pre-school child on the verge of
moving to an English-speaking country. There is ex-
tensive literature on child second-language acquisi-
tion, but what little information is available on child
second-language instruction pertains to the elemen-
tary school child and is largely irrelevant to the pre-
school child because of differences in cognitive devel-
opment between the two. Teaching a foreign language
to a preschooler requires a greater understanding of
the development and functional language needs of
very young children rather than of second-language
acquisition theory, which focuses largely on structural
acquisition. In addition, the teacher confronts the
dynamics of a triadic relationship involving the par-
ent, child, and teacher.

The parent is of great importance in pre-school
education. Mom-as is usually the case in Japan-is
the link between the classroom experience and the life
experience. It is crucial for Mom to be present at and
included in lessons. She also learns the material so as
later to review it with her child and to relate it to their
everyday life. If a parent or other adult family member
cannot be present. the lesson can be recorded for them.

He sees children as having natural motivation to
learn, practice, and master.

The age at which children begin to speak their first
language is the earliest age to consider beginning
second-language instruction. Obviously, if a child is
not ready to speak in his or her native tongue, he or she
won’t be ready to speak in a foreign language. This
paper discusses the pre-school child (i.e., the pre-ele-
mentary school child), who will not enter a formal
classroom after moving to the target culture. This
child’s contact will be primarily with family, other
children, and their families. There will probably not be
large demands on him or her linguistically. Such a
child may not be aware of what English is, in that it’s
a language spoken somewhere where people don’t
speak Japanese. All the child may realize is that I
communicate differently from mom and dad, and most
likely everyone else he or she comes in contact with. In
the brief time we will have together it is unlikely that
the child will realize the presence of two separate
systems. In a well-known documentation of the  simul-
taneous acquisition of two languages by his daughter,
the linguist Werner Leopold (1978) writes that only
after two years did she demonstrate knowledge of
distinction between the two languages.

In spite of this,  parents still want their children to
take lessons. In what little time them is in an intensive
situation, the child, as well as the parents, is exposed
to the target language and culture, and the parents are
unburdened of some of the anxiety they feel in antici-
pation of the relocation. Still, the child may not realize
a need to communicate in my way, that is, in English,
right away, and it may take some time for the child to
move from mimicry to actual unsolicited production.
Therefore my goals for the child are not as much
productive competence as much as they are receptive
competence. I want to expose the child to as much
relevant language as possible and yet keep production
expectations minimal. Productive competence (i.e.,
speaking skills) is sure to improve at a rapid-fire rate
once in the target language environment. However,
any English the child does produce should be acknowl-

My approach to teaching children has been
heavily influenced by two pioneers in educa-
tion, Maria Montessori and Shin’ichi Suzuki;
the following discussion is based largely on
their approaches. Montessori likened children
to sponges, absorbing everything around them.
She maintained that children have a natural
desire to learn and that this desire should be
fostered not by forceful and overly structured
courses of study but by developing children’s
natural abilities for learning at their own readi-
ness through naturally fun, stimulating activi-
ties. The process is similar to that by which
children learn their native language. Suzuki also bases
his method of instruction on six elements of the first-
language acquisition process: exposure, example,
imitation, encouragement, repetition, and refinement.

edged and developed within the ability of the
child.

On one hand it is important to exploit and
encourage any English the child produces; on
the other, it is essential not to tell the child that
it’s wrong or dame to say something in Japa-
nese. English .is a coordinate system to Japa-
nese, not a replacement. When a child persis-
tently says “o-ringo”  for "apple,”  I simply say,
"Yes,  but it’s also an apple.” Gradually the
child realizes that with me that red, juicy
object is an apple. In Life With Two Languages
(1982),  Grosjean observed that a person-lan-

guage bond exists in the eyes of children and explains
the strictness of this association: “One strategy used
by the child (to differentiate two languages) is to
determine which language is spoken with whom and to
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keep to that language. This makes the choice of words
and rules simpler and reduces the effort needed. When
the person-language bond is broken, the child is at a
loss and becomes upset” (p. 199). Therefore, it is best
not to speak Japanese to the child, or the relationship
may become established in Japanese, not English.

Correction is a subject that requires more space
than I have here, but I will point out as Harding and
Riley have in The Bilingual Family (1986) that even if
we don’t correct grammatically incorrect but true
statements (e.g., “apple red”) and we do correct gram-
matically correct but untrue statements (e.g. “blue
apple”), the child will eventually form both grammati-
cally correct and true, as well as untrue, statements.
In this way, it is important not to over-correct; and just
the same it is important not to over-praise a child.
Children am acutely aware of what is good and what
is bad, and they will take you less seriously (clearly
demonstrated in their behavior or comments1 if you
praise them for something which is obviously not
right. Instead, I try to encourage the child to try again
or to say something in a different way.

It’s also important not to bore the child. It’s neces-
sary to move systematically not only from one activity
to another, but also within an activity. If steps are
skipped and a child is not prepared for an activity, he
or she will lose interest. Susan Grilli,  an early child-
hood educator, maintains that “[children] know when
they are being bored, and they will walk right out on
you if you are not interesting or if you are pushing
them too much” (1987, p. 80).

One easy way to make lessons more fun and
meaningful for the child is to have him or her sham
them with his or her Mom. Mom’s presence is not only
beneficial to the child, but also helps the parents
understand how their child is learning and progress-
ing in the new language. Also, if the mother doesn’t
speak English, this is an opportunity for her to learn,
too. At the beginning mothers are usually very con-
cerned that the child isn’t speaking English. “You
speak to Asami in English, but she speaks to you in
Japanese. Does she understand?” Of course  she under-
stands, if she is responding appropriately in Japanese.
This is difficult to discern if the teacher doesn’t under-
stand Japanese. If you don’t speak Japanese, and the
parents don’t speak English, arrange a short confer-
ence and ask someone to interpret for you. Explain to
the parents that the child will not always respond in
English, and that that is OK. Assure them that gradu-
ally the child will begin to produce more and more
English without being prompted.

It’s important to assuage parents’ concern about
this matter. Parents are always amazed and pmud
when their child comes out with something in English.
I have a four-year-old student who corrected her fa-
ther’s pronunciation  one day: “It’s not ‘you are wel-
come.’ It’s You’re welcome’.” Imagine the expression
on the same father’s face when his daughter responded
without hesitation to my "So,  will I see you next
Monday?” with ‘Yes” and walked away.

Parents also express a lot of worry about their
child’s ability to cope in the target language and
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culture. This is often compounded by their anxieties
about their own abilities and the much greater linguis-
tic demands they will encounter in the new culture. It’s
important to assure the parents that their child will
‘pick up” English very quickly once he or she arrives in
the host culture and sees the need to speak English in
order to mmmunicate in the new environment. The
child may very well become the impetus in getting the
parents to adapt to the new culture.

To help the parents and the child feel more com-
fortable, have the lessons in the child’s home, if pos-
sible. The learning environment should be rich and
full of language. A typical classroom  with table, chairs,
and white board lacks this richness, whereas the
child’s home is replete with familiar and relevant
realia. It is easier to relate the lesson material to the
child’s life if you are in the child’s most natural envi-
ronment, that is, the home.

I like to begin each class with a warm-up exercise.
We begin with some stretching and then move on to
some simple pronunciation exercises. This is an oppor-
tunity for the child to experiment with oral language
in its simplest form-sounds. We might make a vowel
sound and hold it for as long as we can. Or perhaps we
will alternate two sounds back and forth (e.g., aaa-iii-
aaa-iii-aaa-iii”) until we run out of breath. These
warm-ups quickly become a fun and expected ritual of
each lesson.

Eventually the child might even initiate an exer-
cise. As much as children rely on those things that are
consistent in their lives, they also have vivid imagina-
tions and short attention spans and will sometimes
change their focus suddenly. Sometimes the child will
not be responsive to my carefully planned lesson and
I must be prepared and willing to adapt to the child’s
lead, gradually maneuvering the focus back to my
original plan. For example, if I want to work on fruits
and the child would prefer to thmw my realia around,
then I can review playground vocabulary (‘throw/
catch/roll  the apple/peach")  while gradually coming
back to the fruit exclusively. It’s important to know
how and when to change from one activity to another
and to be aware if the child is prepared linguistically
for an activity.

I’d like to look now at actual material covered in
lessons. The lessons are short and material should be
limited to that which is semantically significant to the
child. I try to cover the following inexhaustive list:

names-recognize and respond appmpriately to
questions and commands about individuals’
names.

kinship terms-immediate family (mother, fa-
ther, sister, brother,  grandmother/father) and
friends; recognize and respond appropriately to
questions and commands about student’s family
and friends.

colors-eleven colors (red, blue, yellow, green,
orange, purple, pink, black, white, brown, and
grey),  recognize and respond appropriately to
questions andcommands about the colors of items.
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fruits and vegetables-recognize and respond
appropriately to questions and commands about
the names and colors’of fruits and vegetables, as
well as likes and dislikes.

body-recognize and respond appropriately to
questions and commands about external body
parts and eye and hair color.

simple descriptives-opposites  (hungry/thirsty,
big/little, long/short, hot/cold, happy/sad), recognize
and respond appropriately to questions and com-
mands about family members, fruits, vegetables,
and body parts using these adjectives.

playground vocabulary-recognize and respond
appropriately to questions and commands about
common equipment and actions, incorporating
names, colors, likes and dislikes, and body parts.

I’d like to share with you my “First Day” lesson
plan and a lesson on colors. The number of class hours
required for each depends on the progress of the child.
I prefer 30-minute  sessions, daily, if possible. Again,
always include the child’s mother in activities. The
more people communicating in English, the better.

"First Day” Lesson
Objective: Student will learn and recognize and

respond appropriately to questions and commands
about individuals’ names.

Materials: two hand puppets with names (I use
Joan and John Rabbit); 3 or 4 pictures of assorted
characters and/or persons.

Procedure: Warm-up. Introduce myself ("I'm  Jen-
nifer” or “My name’s Jennifer.“) Follow with the child’s
name and the names of the puppets and pictures of
characters and persons. Repeat several times. The
child may begin to say the names at this point. If not,
encourage him or her to repeat the names (but do not
insist on this).

Next begin asking yes/no questions. Use the two
puppets to demonstrate the question and answer roles.
John asks Joan, "Are you Joan?” and Joan answers,
"Yes.”  Joan should then ask John the same question.
Then one of the puppets asks you, and you ask the
puppets. Finally, ask the child his or her name and the
other names he or she has learned. Keep the pace quick
and rhythmical; too slow a pace allows lots of room for
doubt and fear to develop (Grilli,  1987). Also keep in
mind that the answers should be in the affirmative at
this point, and that although you may provide  a full
answer with subject and verb (“Yes, I am.“), the child
might only produce "yes.”  This is completely accept-
able. The child is not expected to learn the pronoun
system and the conjugation of be here, but simply to be
able to recognize and respond appropriately to yes/no
questions. There’s no need to simplify your language;
constant guesses and elaborations on the child’s one-
word utterances are great linguistic input.

Introduce the negative response and What’s your
(my/his/her)  name?” in the same way.

Finish up each session with an activity. Place the
puppets and pictures around  the mom. Demonstrate

the game by calling out a name and running to the
appropriate reference point. Have the child run with
you. Next, call the names and have the child do the
running. After a few minutes of this, change roles.
Have the child call out the names while you do the
running. Run to the wmng reference point once or
twice to check comprehension. The child won’t be as
afraid of making mistakes if you make mistakes, too.
Remember, mistakes are OK! They provide a great
opportunity to learn.

Colors Lesson
Objective: Student will learn eleven colors.
Materials: eleven pieces of index card or paper,

each a different color-red, blue, yellow, green, or-
ange, purple, pink, black, white, brown, and grey (I use
about 10 cm in diameter paper circles colored with
crayon); a children’s book with lots of pictures and
clear definition among the colors (such as Richard
Scarry’s Best word Book Ever).

Procedure: Warm-up. Review previous lesson’s
material. Introduce the colors gradually. Start with
the three primary colors-red, blue, and yellow. Once
the child knows and can say all three colors, ask yes/
no ("Is  this blue?“) and wh- (What color is this?“)
questions. Then add colors in increments of two, fol-
lowing the list above and the same procedure.

Using the book, point to things and ask, What
color is this?” Then change roles. If the child points to
a different object, and he or she may, that’s OK

Next go back to the color circles. Hold them in your
hand. Ask the child to turn his or her head (demon-
strate) and take one color  circle away. The child indi-
cates what color  is missing. Change roles. Continue in
the same way, gradually increasing the number of
circles you take away.

Finally, play the activity used in the “First Day”
lesson, using colors instead. I also like to read The
Color Wizard (Brenner, 1989). As I read the story,
whenever a color word appears I point to an object that
color on the page and have the child supply the word.
"The Color Song” (Zion, 1984, p. 13) is also good. The
child need only sing the colors  and follow along with
you doing the actions. Children love to sing songs and
be read to. Even if they only understand some of the
words, they enjoy singing the tune or looking at the
pictures. Books and songs are fun ways to learn to use
the language.

J. A. Comenius, a 17th century Czech scholar and
educator, offered some prudent advice for teachers of
any discipline: work slowly and on that for which there
is utmost need; stoop to the child’s level and help him
or her comprehend in any way possible. Teach not as
much as can be taught but as much the child can
understand.
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Summary:
Planning Intensive Programs: Points to Consider

By Yoshiko  Tamaru

Many teachers feel there are students  who are fit for intensives and those who are not. Students  who do well in intensives are
described as (1) strongly motivated, (2) determined, (3) flexible, and (4) willing to take risks and make mistakes. These characteristics
also describe students  who do well in other courses.  But they are problematic for intensives because of the intensity of the curriculum,
which can lead to a slow accumulation of stress over the intensive unless breaks, review days, study days, or other stress-reduction
gaps are incorporated into the syllabus.

Tamaru argues that before they  are thrown into the rigors of an  intensive, students need to know first  how to cope with the course.
An orientation to the course  can prepare students for the stress  that will follow, and if regular  breaks are scheduled the students can
look forward to  them and manage their progress  accordingly.

Different  learning styles and strategies should be considered when designing the course syllabus, and discussed at the initial
orientation. The most important aspect of the syllabus, however, involves how much to ask students to do. Many intensive programs
overwork studenta, and teachers suffer from a kind ofhypochondria, where if students  are not working, then there must be something
wrong with the course.

How much to  give students to  do also involves consideration of how much time students put into  studying, review, and preparing
for class. A danger ofincluding too  much in a syllabus is that teachers are the first to know that there is too much work involved, and
tend to rush students through the material simply to say that they have done so. This easily leads to a teacher-centered class, with
the teacher furiously pushing the students through the material.

In theory intensive courses should arise from a goal that students must meet. To prepare them to meet the goal, the teacher must
decide how much the students will have to  do. Then a time frame for the intensive can be set. In practice, however, an arbitrary time
is often first  set for the course. Simply getting through the material within the time frame then becomes the goal.

In short, intensives could be more effective if the following are considered:

(A) goals and objectives are clarified before the course begins.
(B) what to include in the syllabus must be considered not only in light of the students’ needs, but in light of the nature of the language.

for example, for an English program  to attempt to comprehensively cover the four skills is easier than it would be for a Japanese
program, where writing skills are more difficult to teach and take much longer to be acquired by students.

(C) the order of material presented in the syllabus must be carefully weighed so that intrinsically difficult  topics are not introduced
in the last days or weeks of the course, when students are most burned out. In this sense there is some justification for exposing
students at the beginning of the course  to material that is too difficult for them, and then to work on this material  throughout the
course until it begins to make sense to them. For example, to introduce difficult Japanese verb conjugations at the end of the course
might be to overwork students, but to introduce them to the conjugations at the beginning, perhaps even before they are pmducing
the language, will give them ample time to study the material, or to at least be aware of it, so that they will be prepared to use
it when it is covered more thoroughly at the end of the course.

(D) students are oriented to learning and coping strategies at the beginning of the course.
(E) the schedule is flexible, allowing for review days and minor adjustments  in intensity and the amount of material covered. Review

days give teachers a chance to gain feedback from  the students. For example, during review days in an intensive writing course
that stresses the development of cri tical thinking, students can discuss their reactions to the course with the teacher.

Yoshiko Tamaru. M.A. Applied Linguistics, Reading University, teaches Japanese at the International University of Japan. She has
17 years  experience teaching Japanese in Singapore, China, Australia and Japan.
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Academic English
Programs in Japan:
Issues and Approaches

By Susan S. Johnston,
Patrick R. Rosenkjar, Kimberly Graves,

and Janice Buffler
Temple University Japan

Academic English language programs operate in
most major universities in the United States to pro-
vide prospective under-graduate students with the
necessary language skills to perform well in the
American university community. These programs offer
students training in all language skills, with an em-
phasis on academic reading and writing. Recent shifts
in global economics have resulted in the export of an
increasing number of such academic English language
programs  to affluent  countries like Japan. Establish-
ing and administering such a program  in Japan re-
quires the consideration of a special set of cultural
factors that are directly related to faculty and student
concerns. In one way or another, all of these factors
involve communication-between the administration
and the faculty; among the faculty themselves; among
teachers and students.

By its nature, an intensive academic program
implies that students accept that learning English is
their primary goal. They must be willing to devote this
period of their lives to the challenge of learning the
language sufficiently  well to do high quality under-
graduate work in English. This goal requires exten-
sive contact with the language; twenty hours per week
would be a minimum to provide sufficient  input for the
task. Most of this time should be spent in the class-
room,  but some of it could be profitably and efficiently
spent in a supervised self-access center such as a
language lab or study skills center. A maximum class
size of twenty help5 to insure that students receive
sufficient teacher attention. Student estimates of the
requisite amount of contact time can sometimes be
astonishingly low, and teachers and administrators
must be prepared to educate students as to the neces-
sity of spending large blocks of time on the goal of
learning English. Additionally, a great deal of time
must be devoted to English language study outside of
class. Again, students need to be made aware of the
minimum expectations regarding homework.

Mere input without student effort to understand it
is not sufficient by itself to promote  language acquisi-
tion. Therefore, the second requirement of an inten-
sive academic program is challenging, appropriately
graded study materials that are interesting to stu-
dents and 50 evoke maximum effort to learn. Because
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the environment outside the school does not support
English acquisition, students  must be stretched to
their limits within the school. For academic purposes,
the primary focus should be on reading and writing,
with proportionally less class time devoted to listening
and speaking.

Every instructional program strives for an out-
standing faculty that is professional, committed, and
hard-working. The faculty, as a group, creates its own
professionalism and ethic, but the administration can
facilitate the development of this ethic by creating a
positive working environment. To be successful at
this, specific factors related to the ambient culture and
the special needs of newly arrived faculty should be
taken into account.

For example, many new instructors arriving in
Japan experience varying degrees of culture shock.
Living and working in either a densely populated
urban area or an isolated rural location can also cause
unexpected difficulties  The demands of dealing with
a new culture or a stressful or uncongenial physical
setting may cause frustrations that spill over into the
work place, such as irritability, depression, or even
physical illness. For expatriate teachers in Japan with
no other local ties,  the school community usually
becomes the major social support network. Instructor5
need to feel that their institution will assist them in
overcoming the major difficulties caused by living in
Japan. Ways in which the school can help include
assisting in the location of initial housing, arranging
social outings to  places of interest in Japan, locating
appropriate medical care, offering Japanese language
classes, and providing help in dealing with various

bureaucracies.

" . . . teachers and administrators
must be prepared to educate

students as to  the necessity of
spending large blocks of time on

the goal of learning English.”

One factor that can adversely affect foreign in-
structors is the pace of life, particularly in the larger
cities. Frequently, a hectic lifestyle is established
during an instructor’s first year in Japan, with one
primary job and numerous small arubeito at a wide
variety of locations. This kind of overcommitment may
cause a teacher’s overall energy level, enthusiasm,
and sense of satisfaction to suffer. As one solution, the
educational institution may be able to provide  supple-
mentary positions for instructors within the school
that will enable teachers to commit their energies
mainly to the primary institution.

Fostering faculty morale is an important goal for
all educational institutions. Creating it in Japan is
particularly challenging because of the stresses men-
tioned above. So, administrators in academic lan-
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guage programs should pay particular attention to
creating an atmosphere of mutual trust and support
within the school. Teachers should know that their
opinions and experience9 play an important role in
institutional decisions. A management structure that
include9 faculty committees can contribute to this
sense of fair play by enabling individual faculty
members to share in important policy decisions. Elected
personnel committees and policy committees ensure
that the faculty  has a voice in

will enable them to use English in some way. A good
example of this is an English conversation club through
which students and instructors socialize in English. It
is also desirable to help students bridge the gap be-
tween English study and undergraduate work by
providing adjunct language courses attachedto under-
graduate core courses in the first few terms after they
leave the intensive English language program. These
courses continue to develop language skills while as-

sisting new undergraduates in
major issues and decisions. Shar- “For Japanese students, learn- coping with the demands of actual
ing in decision-making helps to ing the cultural expectations of university-level work.
create a more positive and confi- Reflecting an educational
dent faculty better able to cope the American academic commu- system imbued with Confucian

with the frustrations of living in nity is neither simple nor easy.” values, Japanese society places
Japan. heavy emphasis on test-taking. Al-

Further factors that may though Western societies also have
positively affect faculty morale include professional qualifying tests, these tests do not carry the signifi-
in-service workshops, a well-stocked professional re- cance  of the “rite of passage” that Japanese entrance
source library, and academic freedom in the class- exams do. Because most American universities re-
room. Communication is equally important in increas- quire a certain TOEFL score for admission, Japanese
ing confidence and trust and becomes more difficult students quickly equate this exam with the Japanese
and more crucial as a program expands. Setting up entrance exam and earnestly begin to study for the
avenues for communication such as newsletters, bul- test. This often results in a focus solely on the exam
letin boards, and representative meetings is vital to itself and not at all on the development of English
the health of a program  and the overall morale of the proficiency as a means of doing well on the exam. One
faculty. All these elements serve to maintain the high of the most difficult  challenges is to educate Japanese
level of enthusiasm that is the best antidote for burn- students to the fact that our achievement and profi-
out in a high-stress overseas environment. ciency exams (SAT, ACT, and TOEFL) are not the

The most important single population within any same as the Japanese university entrance exams. Rote
school is the student body. The special characteristics memorization is not an effective method of studying
of young Japanese students directly determine cur- for any of the American aptitude or achievement
riculum, style of instruction, academic advising, and exams. In fact, many students with low English profi-
personal counseling. For Japanese students, learning ciency should be told NOT to study for the TOEFL
the cultural expectations of the American academic because such efforts are not as productive as actual
community is neither simple nor easy. They must communicative contact with the language. Efforts to
understand that they will be expected to actually learn instruct students about the exam and give them test-
English. They need to be encouraged to take responsi- taking strategies are sometimes effective, but cultural
bility for their own learning by expectations on the part of stu-
asking and answering questions dents are amazingly impervious
and by completing assigned “Japanese students and their to change. In fact, student pres-
work. Quite often, this begins parents  should be carefully sure can even cause teachers to
with a matter as simple as class
attendance: students need to be

informed about course require- alter their teaching to cater to

ments, the evaluation system "TOEFL  mania.” Therefore, it is a
brought to understand the im- great challenge to make the cur-
portance of being physically and employed, and the consequences

riculum of an intensive academic
mentally present in their classes. of academic failure.” English program responsive to
Additionally, Japanese students
will probably be unfamiliar with
student-centered classrooms; their high school experi-
ence is likely to have taught them that classrooms are
places where teachers talk and student9 listen.

Although the English taught in intensive pro-
grams in Japan is EFL by definition, most textbooks
and instruction emphasize ESL, that is, the English
being taught will be used as the students’ second
language during their academic careers. The program,
therefore, should emphasize daily use of the language
as if it were being learned in an English-speaking
country. The curriculum should respond to this need
by providing a wide range of exposure to English.
Students should be encouraged to seek situations that

students' cultural  expectations re-
garding the appropriate way to

study for the TOEFL without compromising  educa-
tional goals.

Because of the fundamental differences in the
educational philosophies of the  two cultures, Japanese
students and their parents should be carefully in-
formed about course requirements, the evaluation
system employed, and the consequences of academic
failure. The policies of academic English programs,
which reflect the basic values of the parent U.S.
institution, must be carried out without discouraging
students. Academic policies, such as those concerning
probation and dismissal, must be carefully explained
to students.
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Communication with students about academic
matters can be accomplished through individual con-
ferences with studentsand parents. Instructors can
profitably meet with students two or three times a
semester to explain policies and to report on individual
progress. All academic advisors, whether they are
classroom instructors or trained counselors, must be
aware of the cultural expectations of students. They
must be able to communicate effectively with students
in either Japanese or English  specifically adapted to
the students’proiiciencylevel. Japanese students must
understand that they may not all progress  at the same
rate in English, regardless of their effort. This concept,
a difficult  one for most Japanese to understand, must
be constantly repeated and emphasized.

When Japanese students choose to attend an
American university, they often do not realize the
degree of effort that will be necessary for success. Nor
do they understand the amount of time required to
keep up with their studies. As a result, entrance into
an American academic environment can be a source of
culture shock for students even when the school is
located in Japan. For example, grouping by language
proficiency rather than by age undermines the normal
peer-group solidarity expected in Japanese society.
Some students can become confused and need to speak
with others, in Japanese, about their feelings. There-
fore, although counseling is not common in Japan, a
gentle system for encouraging students to talk with
professional counselors in their native language can
helpthemadjusttothechallengetheyareundertaking.

In evaluating student performance, attention
should be given to creating instruments that are not
culture-bound or culturally insensitive. These instru-
ments should not only have content validity but should

Subscribe to Cross Currents. Available at
substantial discounts only to JALT members.
See the furikae form in this issue for details.

also be relevant to student interests and experience.
For example, Japanese students are likely to have
little knowledge of issues such as shoplifting or di-
vorce, while American freshmen could be expected to
have definite opinions about these topics. Cultural
relevance, then, should be a controlling factor in the
construction of materials or testing instruments. One
of the best ways to take this factor into account is to
consult native Japanese faculty and staff regarding
the cultural suitability of particular test items.

Although Japanese students are accustomed to
being evaluated, they are not accustomed to evaluat-
ing their instructors. Many American universities,
however, ask students to evaluate their courses and
instructors at the end of each semester. Japanese
students are unlikely to have had training in the
critical thinking skills necessary to articulate con-
structive criticism. Students need to be instructed
about the purpose of these evaluations and encour-
aged to give honest critical feedback.

In summary, differences between Japanese and
American culture make communication the most im-
portant factor in academic English language programs
in Japan. Because differences in language, culture,
and individuals easily cause misunderstandings, the
establishment of effective channels of communication
among administrators, faculty, and students is vital to
the success of such programs  in Japan.

Susan S. Johnston is director and Patrick  R. Rosenkjar,
Kim Gmves, and Janice Buffler  are assistant directors
of the Intensive English Language Program of Temple
University Japan in Tokyo. They are interested in all
aspects of development and administration of aca-
demic Engl ish language programs.
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Simulations in Intensive
Language Programs:
Handle with Care

By Marc Modica
The International University of Japan, Yamato, Niigata

Introduction
The word intensive derives from the Latin to

stretch or to strain. For veterans of intensive language
programs, that origin may come as little surprise. In
fact, judging fmm experience, we may have expected
something more along the lines of to overload, to
stress, to exhaust, or even to debilitate. But intensive
language programs  need not fit those descriptions-at
least not completely.

Intensive programs  are intended to prepare stu-
dents for their linguistic and paralinguistic needs
upon leaving the class in as  short a time as is practical.
Planning curriculum for an intensive language pro-
gram is not significantly different from  planning for
extensive programs: both require systematic consid-
eration of student needs, goals, and objectives  as well
as sufficient and appropriate attention to testing,
materials, teaching, and evaluation (Brown,  1989). In
an intensive program,  however, the care given to the
amount of material covered and the teaching pace of
the overall program  is more critical than in extensive
programs where margins of error in trying to second
guess [sic] content and teacher/student burnout may
be proportionately less significant.

In an intensive curriculum, there is often a ten-
dency to try to include too much and to drive the
students too quickly through an overload of material.
This not only exhausts teachers, students, and pro-
gram directors but can discourage and dishearten
them. Students may begin to feel incapable of complet-
ing their assignments and teachers may start to take
more and more control  of classroom time in order to
rush thmugh the prescribed materials (see Tamaru,
this issue).

One partial solution to the problems of material
overload and student/teacher burnout is the inclusion
in the curriculum of an extended simulation. Although
simulations have intrinsic hazards of their own, if
coordinators are aware of these hazards and take
necessary precautions in simulation design and man-
agement, they may find creative and effective ways of
overcoming them.

This paper discusses a simulation that is con-
ducted at the International University of Japan, out-
lines some of its strengths and shortcomings, and lists
ways that simulations can be used to overcome some of
the problems inherent in intensive language pmgrams.
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The paper concludes with a list of precautions that
should be taken when conducting any simulation.

The IUJ Summer Intensive English Program
The International University of Japan (IUJ) i s  a

two-year English-medium graduate university with
schools in international relations and international
management. The School of International Relations
(IR) is an interdisciplinary program  which includes
lectures, seminars, and a final thesis in English. The
School of International Management (IM)  is an Ameri-
can style MBA program  taught in affiliation with
professors from American universities,  predominantly
Dartmouth University’s Amos Tuck School of Busi-
ness. The business school emphasizes the case study
approach pioneered by the Harvard Business and Law
Schools. About half of the students in both schools are
foreign; the other half are Japanese company men
between the ages of about 25 and 35.

Before starting classes in the autumn, the Japa-
nese attend a twelve-week summer Intensive English
Program (IEP).  The program  offers ten weeks of inten-
sive instruction in language and academic study skills
in an English-only environment and is designed to
prepare students for the kinds of academic work they
will confront in their respective schools. In the first
and twelfth weeks students take entrance and exit
TOEFL and pragmatic criterion-referenced tests.

The IEP curriculum regularly includes classes in
text skills (predominantly EAP reading and writing)
and seminar skills (EAP  and general speaking and
listening), and additional classes in computer-aided
instruction, language lab, and accuracy development.
For the last two years, 1988 and 1989, we have also
included an extended simulation as part of the regular
program, in part to  deal with some of the very issues
raised in the intmdudion.

Simulationa
Simulations differ from traditional language class-

room activities in the degree to which they formally
recognize the need for setting a careful balance be-
tween realism and structure in a consciously simu-
lated target environment (Jones, 1982).

Simulation designers must of course systemati-
cally set curriculum objectives that consistently con-
form with student needs outside the classroom. Just
as importantly, however, they must design materials
and employ teaching techniques/methodologies that
integrate realism and structure in an environment
that, as best as possible, transcends the inevitable
artificiality of the traditional classroom.

Jones (1982) argues that simulations are both
popular and effective in language classrooms because
they (1) remove the teacher, who as “Controller,” is in
an ideal position to monitor language and behavior, (2)
pmvide realism of both action and (usually) documen-
tation, (3) contain built-in motivation, and language
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which is cohesive in action, focusing on points of duty
and function, (4)  help break the ice, (5)  are useful for
cross-cultural training, and (6) are an excellent means
of assessing language ability.

Simulations are particularly effective in intensive
programs in that they can (1) effectively include con-
tent usually covered in other classes, (2) resuscitate
flagging teacher and student interest and motivation
in an extended or exhausting curriculum, (3)  reduce
the level of burnout, and (4) allow teachers pressed
with an overload of material to maintain a student-
centered class environment.

There are, however, certain inherent and recur-
rent problems to be faced in running any prolonged
simulation. These result from the need for: (1)  teachers
to become familiar with large amounts of peripheral
information related to the simulation such as  account-
ing procedures and busineea and financial terms and
customs, (2)  daily attention to student and teacher
motivation, (3)  detailed understanding on the part of
both instructors and students of the simulation’s
purpose, direction and schedule, and (4) a consistent
and concerted effort on the part of the simulation
coordinator to maintain sufficient and appropriate
communications between participants. Suggestions
on how to cope with these problems will follow an
overall description of a simulation run at the Interna-
tional University of Japan.

The Yamato 21 Simulation
During the five week Yamato 21 simulation, stu-

dents were divided into competing consortiums that
“bid” on a land development project in Niigata Prefec-
ture on open farming and forest land adjacent to the
IUJ campus. Each consortium was responsible for the
planning, negotiation, and presentation of its bid
proposal with the success or failure of each group
depending on its ability to: (1)  construct a feasible
project; (2) persuade investors of its potential profita-
bility; and (3) win the final bid from the regional
development agency.

Each group had about six members, ideally includ-
ing at least one banker, a securities or insurance
company employee, someone from a manufacturing or
industrial background and, if possible, someone in
construction. These differences in expertise increased
the need for information sharing along the lines of a
two-way information gap task (Doughty & Pica, 1986).

After meeting to discuss each member’s area of
expertise, the consortiums attended a mock press
conference in which the director of the regional Yamato
Development Agency (coordinator) described the proj-
ect, the agency’s and the community’s expectations for
the project,  and the constraints the consortiums had to
contend with, including financial, environmental and
zoning limitations. Students and “members of the
press” (faculty) asked questions.

Alter the press conference, the consortiums formu-
lated bid projects. They requested additional informa-
tion in formal business letters to the Development
Agency Director and written replies were returned by
the simulation coordinator using real information
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obtained through the city office or local businesses.
The consortiums then submitted their bids to the
financial backers (faculty), making arrangements by
phone to meet with them for about thirty-five minutes.
During the arranged meetings the consortiums made
twenty-minute formal oral presentations using over-
head projections and other appropriate graphics pre-
pared on the university’s Macintosh PCs. The backers
then asked tough questions about the bids. Each group
saw all five backers, tailoring presentations to the
interests of the financiers based on biographical infor-
mation prepared by the simulation coordinator. This
was done to maximize planning and practice of the
presentations while minimizing the boredom that
usually accompanies repetition.

Bounds of negotiations with the backers followed,
with each consortium vying for a share of the backers’
limited investment capital. Backers were instructed to
haggle over interest rates and collateral and to ask for
changes or concessions based on their political or
economic interests. Since the final bid award depended
in part on a consortium’s success in obtaining funds,
consortiums were usually unwilling to concede points
without obtaining something in return.

Each consortium then wrote up its bid proposals
and presented the proposal orally, with each student
contributing.

Yamato 21 was thus designed to improve the
following language and business related skills:

l Basic oral communication in English
l Ability to function on a committee
l  Telephone English
l  Negotiation
l  Business correspondence
l  Business presentations
l Word processing and computer software use
l Overall confidence  in English

Yamato 21 was quite successful in improving  the
above skills. Committee work, telephone communica-
tion, business presentation, and computer use skills
showed particular improvement. It was also reward-
ing for all participants to see skills introduced in the
first half of the program  put to use in solving a realistic
business problem.

In addition, teachers and students alike were
happy to have more student-centered activities and,
through working together and in competition with
each other, students developed a stronger sense of
community and the commitment and motivation that
goes along with that feeling.

Student response to the simulation was generally
positive but on some points mixed. AB mentioned
above, many appreciated the opportunity to work
closely with fellow students on a long-term project and
the majority felt well prepared to make formal oral
presentations. There were complaints, however, con-
cerning the realism of the project: some felt the project
was too constrained and structured while others felt it
was not constrained or structured enough. In addition,
several students expressed doubt that the simulation
had significantly improved  their language skills.
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A discussion of some of the weaknesses in Yamato
21 and some general suggestions for avoiding similar
simulation problems follows.

Discussion
It’s always a challenge to establish an appropriate

balance between realism and structure, particularly
when simulation participants have prior if somewhat
limited experience with real-world situations recre-
ated in the simulation, in this case business pmject
planning. I believe, however, that the difficulty in
striking a manageable balance was exacerbated in the
case of the Yamato 21 simulation by the inherent
simulation problems  cited above.

It was difficult  for instructors to grow adequately
familiar with all the information necessary for carry-
ing out their roles as financial  resources. Most EFL
and even most EAP instructors are not acquainted
with the workings of interest rates, collateral, ac-
counting procedures, etc. As the summer faculty come
for only the ten weeks of teaching, it is impossible for
them to take part in the preliminary planning of the
simulation and difficult  to find sufficient  time to re-
view what is necessary in order to fully play their roles.
Coordinators can compensate for this kind of problem
by preparing briefing packets carefully outlining the
necessary details of teacher and student roles. Ideally,
they should be finished and distributed to the visiting
faculty on or prior to their arrival on campus. This
would give them the time to review the information
and ask questions. Great care should also be taken to
involve all faculty in planning wherever possible.

In the Yamato 21 simulation, details concerning
local demographics, local industries, and fictionalized
project constraints were kept, for the most part, in the
hands of the simulation coordinator. This was done in
part because of the impossibility of predicting what
information would be requested by the students and
because much information had to be gathered or fic-
tionalized as the simulation proceeded. Other simula-
tions may also require collection of additional informa-
tion as the pmject proceeds. It is advisable, however,
to see that information is distributed and commonly
shared by all instructors as it comes up.

Student motivation did not seem to be a problem
during the 1989 simulation. Fmm outward appear-
ances, students were active, involved, and generally
enthusiastic. In fact, Yamato 21 seemed to have a
generally positive effect on motivation throughout the
curriculum. However, some comments on course evalu-
ation forms and later conversations did reveal pockets
of student skepticism and hence, presumably, small
groups of unmotivated students. This is particularly
worrisome because the willing suspension of disbelief
necessary when participating in a simulation can be
easily upset by just one vocal skeptic.

This coming summer we will monitor motivation
more closely thmugh weekly meetings between the
coordinator and a representative from  each consor-
tium who will report on his or her group’s progress.
This will not only allow us to keep better track of
motivation but will also serve as a means of catching
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other problems which may arise.
All Yamato  21 participants were well aware of the

simulation’s schedule from the very beginning. Daily
and weekly schedules were pmvided and changes were
carefully noted and explained in faculty and class
meetings. It is less certain, however, that everyone
was as equally acquainted with the overall purpose of
the project or the direction of the separate tasks
involved.

The purpose of the project was to improve profi-
ciency in basic English language and business commu-
nication skills with each component part directed
toward subskills necessary to complete the task. Thus
group committee work was assigned not just for the
students to mme to some conclusion concerning the
design or implementation of the bid proposal,  but more
importantly to improve  student ability to elicit or
supply information, express agreement, or disagree-
ment and state opinioneskills introduced in the first
five weeks of the summer session.

Unfortunately, both teachers and students be-
came preoccupied with simply reaching a quick com-
petitive conclusion, often forgetting the ultimate pur-
pose of the exercise. Although the coordinator is con-
vinced that students made substantial progress  in
improving language and business communication
proficiency, because of this lack of focus on purpose
and direction, the results were certainly not optimum.
In addition, progress  that was made was probably not
completely appreciated by the students.

This coming  summer’s simulation will therefore
include an initial orientation session in which the
purpose of the pmject and all of its constituent tasks
will be  made explicit, both verbally and in written
form. Although simulations are intended to emphasize
language use rather than language instruction, stu-
dents and teachers should not lose sight of the fact that
the ultimate goal remains improved  language profi-
ciency. It is expected that a clearer sense of purpose
and direction will keep all participants on track and
serve to promote motivation in both students and
faculty.

In sum, many of the problems that typically arise
in conducting extended simulations should be signifi-
cantly  remedied by sustained communication between
the coordinator and the participants, both student and
faculty. A consistent and concerted effort on the part of
the simulation coordinator to maintain sufficient and
appropriate communication between all participants
would have made Yamato 21 even more successful
than it was.

Despite its shortcomings, IUJ’s summer intensive
simulation was effective in dealing with several prob-
lems commonly confronted  in running an intensive
language program.  If simulation coordinators and
summer intensive program  directors are aware of the
pitfalls discussed here in running extended simula-
tions, and if they take adequate precautions to prepare
thorough briefing materials and keep open clear chan-
nels of communication with staff and students, then
simulations can serve well to effectively distribute
content material, promote and maintain student in-
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terest and motivation, reduce student/teacher  burn-
out, and maintain a student-centered class environ-
ment.

References
Brown, J.D. (1969). Language program evaluation: a

synthesis of existing possibilities. In K. Johnson (Ed.),
The second language curriculum Cambridge: Cambr-
idge University Press.

Doughty, C., & Pica, T. (1966). ‘Information gap” tasks:  Do
they facilitate language acquisition? TESOL Quarterly,
20(2), 305-25.

Jones, K. (1962). Simulations in language teaching.
Cambridge: Cambridge University Press.

August 1990

Marc Modica, MA. TESOL, University of Washington,
is assistant professor at the International University of
Japan. He coordinated the 1989 Yamato 21 simulation
and is now director of the 1990 Summer Intensive
Program.

SubmissionsSubmissions are sought foare sought fo
“Teaching English in“Teaching English in

Junior HighJunior High & High High SchoolSchool

A Special Issue of
The Language Teacher,

December, 1991.
Deadline for submissions is
August 30,1991. Contact Eloise
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Interview: Bob Ruud
Director, The Language Institute of Japan, Odawara

By Tom Hayes

Hayes: Could you describe your basic intensive?

Ruud: Our trademark course is a four-week intensive,
which we call the residential, English-only communi-
cation course. Students live here. The second weekend
they can go home, but a lot of them stay around that
weekend, too. They are forbidden to use Japanese at
length, intentionally, during the four weeks.

What happens if they do?

The first time they are sent to my office  and I give them
a strong  warning. The second time they are sent back
to their company. The point of the course is to start
thinking in English, and to do that they have to
express everything they need to say in English. If they
have another outlet for saying what they need to say,
they will make less progress. This is hotly debated in
some circles.

How do you know what they need to say?

August 1990

“The point of their coming
to a course like this is to
interact with people, not
to study something they

could study on their own.”

after 8:00 p.m.  and sitting at their desk
and grammar rules or vo-
cabulary for a couple of hours, then they are
wasting their time. The point of their coming to a
course like this is to interact with people, not to study
something they could study on their own.

I also say at orientation, ‘I'm going to give you a test.
It’s an educational kind of test. It’s not an evaluative
kind of test, and I’m going to keep on until you pass it,
and when you pass it you will have learned the most
important skill that you will acquire. So what I would
like you to do is write these three sentences: Could you
repeat that please? What does that word mean? I don’t
understand what to do. I keep on repeating that until
they have written it down. And we keep on until they
can reproduce those sentences any time they want to.

The key is, do they want to? I tell them, ‘Commu-
nication is the skill of reproducing that sentence.

That’s 50% of it. The other
We have individual confer-
ences and students fill out
forms and students and teach-
ers get together to find out as
much as possible about what
the students need. That is not
easy with 32 students in a
course, especially since we
have a wide variety of fields
represented in the classroom.

Isn’t there the danger that stu-

“I  tell them, You have to
teach us what you need to

say and we will help you say
it clearly. You have to teach
us the kinds of things that

you will have to understand,
and we can help you under-
stand them more clearly’

dents will feel the course is
then a business course, and not an English one?

50% is do you do it when you
need to? If you don’t under-
stand, are you asking the
question? Do you have the
courage, do you have the con-
fidence  in yourself to ask a
question when you need to?
If you do, even the lowest
student here can become an
independent language
learner.”

Teachers here expect
that kind of question. Of

course, we know that sometimes
when you go out into the world

In our brochures and in the curriculum orientation
that we do the first day, I tell them that this is not a
business course. It’s a business communication course.
I tell them, “You have to teach us what you need to say
and we will help you say it clearly. You have to teach
us the kinds of things  that you will have tounderstand,
and we can help you understand them more clearly.”

you can’t always ask a question-you can’t in-
terrupt  at a given point in time. But there will come

a time when you can ask and the key is to do that when
you have the opportunity to do it. So on the walls of the
classroom we have charts with different kinds of con-
trol language-questions for clarification, repetition,
confirmation, etc., and we set up situations where it
has to be obvious to the teacher whether the student

Do you also discuss how to cope with the intensity of the
course at the orientation?

understands or not, and if they’re asking questions,
that’s great. If they’re not, they’re sometimes prompted,
and sometimes prodded, into doing so.

Yes. Because one basic problem we have is that stu-
dents will generally work much harder than we want
them to. They are in class 9 hours a day, and I tell them
that if they are rushing off to their dormitory room

Is the control language sequenced?

Yes. Within our conceptual framework we concentrate
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in the first week on the language of description and the
language of explanation. ‘This is a blank It’s used for
blank" etc. ad infinitum. In the second week it’s the
language of comparison. In the third week the lan-
guage of process. The fourth, problem solving. Natu-
rally, there are certain questions for clarification that
go along with that kind of comparison, or problem
solving, such as conditionals, or speculation. The stu-
dents are evaluated on how well they use the language
and how willing they are to use it.

You mentioned the term “conceptual framework.”

Right, and let me give you some background. The
students who are here from the joint ventures are gen-
erally not going overseas. They are dealing with for-
eigners in Japan. The others generally go overseas
within a couple of months. But some of them are part
of a company’s general international development
plan with no specific plans to go overseas.

We deal with the challenge of having students with
different needs by having a conceptual framework as
a curriculum. It

teria  meals with students seven times a week. We look
for someone with a fundamentally constructive ap-
proach to problem  solving. But I think any administra-
tor would look for that kind of teacher.

Do your teachers have to absorb a lot of new material
related to business when they come to LIOJ?

It’s an advantage in some ways not to know too much
about business, as long as teachers don’t have some
kind of 1960s holdover phobia about business. If they
are genuinely interested in such things as how tunnels
are constructed, how golfballs are made, how interna-
tional financial transactions take place, that’s what
we need: teachers who can convey an honest curiosity
about those things and ask questions of the students
and know how to guide them in makingwhat they need
to say clear.

How would you react to the points that the pressure of
intensives reinforces students’ belief that learning
English is difficult  and that the heavy pressure forces

them back on study skills they learned
might be a little bit in high school?
of an exaggeration
to say that we don’t
have a syllabus be-
forehand. New
teachers are given a
syllabus, essentially

“New teachers have to learn
the system first, so we

a teaching calendar,
based on what an-
other teacher has
done be-fore them.
This becomes a syl-

generally take the option of
deciding what to teach away
from them and concentrate
on how to teach. We do a lot

cf supervision, a lot of

Students are underestimated, and in
communicative language teaching too
often not enough pressure is put on
students. If students feel that there is
an overall supporting atmosphere and
the pressure put on them is in the

interest of their own
progress making, if

they know the teachers
and administrators be-

labus after the fact.
The syllabus is designed to meet the needs of
each specific class, and we emphasize the im-
portance of continually creating new materi- Y
als to meet the needs of the individual class.

New teachers have to learn the system first, so we
generally take the option of deciding what to teach
away from them and concentrate on how to teach. We
do a lot of supervision, a lot of training.

When are teachers left to operate on their own?

Teachers are never completely on their own. We have
afull-time academic supervisor for the intensive course.
And I do some observing. Veteran teachers are ob-
served at least once per term. Newer teachers are ob-
served once a week. Our teachers get so used to being
observed that it’s no big deal. Ours is the most rigorous
observation schedule I’m aware of.

What kind of teachers do you look for?

M.A.s with two years experience. Experience in busi-
ness or international relations is also valuable. We
look for someone with a lot of energy; generally people
who are quiet and introspective are less well-suited to
this program  than people who don’t mind eating cafe-

- -

“Students are underesti-
mated, and in communica-
tive language teaching too
often not enough pressure

is put on students.”

/

lieve that they can make a lot of progress, and if they
know the teachers know what to do to facilitate that,
then students don’t mind pressure. About the second
point, I think learning is pressure and I also think that
memorization plays a very important part, especially
at the lower levels, in getting students to a point where
they can get through routines in communication.  There
are lots ofthings, especially in speaking, that they can
memorize to build their confidence, such as “Excuse
me. Do you mind if I join you?” I tell the teachers to
have all the students memorize that sentence fmm the
first day.
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What you’re saying seems to
run counter to a lot that we’re
told about second-language
acquisition.

The results of what we do
here are pretty well docu-
mented.  The notion of opti-
mum input and monitor the-
ory we take quite seriously.
I think essentially what

“It seems that one of the most
important things students go
into intensive programs for is
quick progress and it’s abso-
lutely essential for programs
to be accountable in terms of

the kinds of progress stu-

Could you elaborate?

If someone has a relatively
adequate listening score but
a low grammar score, he will
not do very well linguistically.
But especially if he’s an older
student we feel we have to
put him at the top of his class.
If we have a group of eight

dents are making.” 
students we don’t want to put

Krashen was saying in the that older student at the bot-
natural approach is that if tom of the class.
you have something that you This relates to testing.  We
must do in the target lan- do three kinds of tests: listen-
guage, and you have some kind of access to the lan- ing, grammar, oral communication, and they
guage that you need, that adds up and will show are balanced equally. Most of the time we divide
results. the 30 or 32 students into four groups accordingto

It seems that one of the most important things stu-
dents go into intensive programs  for is quick progress
and it’s absolutely essential for programs to be ac-
countable in terms of the kinds of progress students
are making. This is especially important in academia
now with so many Japanese students entering branch
campuses of U.S. universities. I think intensive pro-
grams need to be aware of what the students will need
when they leave the program,  and teach toward it,
whether it’s getting 500 on a TOEFL test or being able
to cope with general academic assignments at a uni-
versity.

What  about  s imulat ions?

We do use simulations prepared by teachers both
outside and at LIOJ, but in a more general sense we
like to think that LIOJ itself is a simulation of an
international community. And in our residential pro-
gram we have the privilege of using teachers, for
example fmm the Philippines or from  India, who are
not right in line with the native-speaker concept.
Students generally understand, as do mmpanies, that
they will not always encounter native speakers. Na-
tive-speaker/non-native speaker distinctions are not a
problem for the students.

What problems do you have with students? What stu-
dents are just not cut out for an intensive programs like
LIOJ's?

Low-level students are a problem, as are older stu-
dents. We recommend that students be at our level of
2.0 before coming to LIOJ. That’s about a 400 on
TOEIC. We also  recommend that companies choose
students from a pool of students, from extensive courses
for example, who are best suited for this intensive. I
think that’s a good way to deal at least partially with
that problem. We tell the companies, ‘If the student is
too low, don’t send them here.”

Older students are more problematic. If an older
student comes in who is very low, is the lowest student
in the course,  we can predict not much success and
there is very little we can do.

placement score, but we also look at the scores
relative to each other, and at the student’s age. If we
find a young student whose placement score is very
low, but who has a high grammar score, we think
“excellent.” This student has a lot of passive knowl-
edge, has never talked to foreigners before, and will be
a different parson when leaving alter the four week
course. If we see an older student, who has exactly the
same overall score, but his listening smre is higher
than his grammar score, we think, Well, the goals for
this student will be different.” There is no reserve of
vocabulary and grammar. What he gains will not show
up as clearly on the TOEIC, and if the placement score
is too low to put him at the higher end of the lowest
class here, he maybe frustrated and he maybe shamed
into not making much progress  or enjoying himself
here. He may even mme away thinking he is incapable
of learning English, which in fact may be the case.

So although we do have older students who make
some progress, the trend haa been that younger stu-
dents make more progress, especially younger stu-
dents with high grammar scores. Generally, people
who are too far beyond minimum or independent
working proficiency stand to gain less from  our pro-
gram. If they are linguistically very strong  but haven’t
worked very much with foreigners, the program  can be
very effective, as just getting comfortable and confi-
dent around other peoples is worthwhile in itself.

Do you do  follow-up studies on your students after they
leave LIOJ?

I wish we could do that more systematically. We do
have good relationships with our regular customers.
We visit them and stay in touch and we discuss
individual students and their performance and we
talk about their TOEIC scores after they leave the
course. We also have a couple of plants out in the real
world, former students and former teachers who know
a lot about the real  needs of the international work
place.
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Questions to Consider
By Tom Hayes

4 .

5 .

The contributors to this issue have raised the following
research questions:

What is the optimal sequencing of material in an
intensive course?

What is the optimal number of review and reflec-
tion days that should be included in an intensive
course?

What is the optimal length of time  between the end
of the intensive and the real-world use of the
intensive material?

Are intensive courses language-specific? Should
the content of Japanese intensives be organized
differently fmm English intensives? If so, how?

How might findings in cognitive science, psychol-
ogy, and other fields improve the sequencing of
material within andevaluation ofintensives? What
could they tell the intensive course designer about
the cognitive constraints that stress and pressure
put on learning a language?

What needs to be considered in implementing a
systematized approach to evaluating the results of
an intensive over time?

Which skills are most easily impmved in an inten-
sive course? Why?

Are intensives inappropriate for lower-level stu-
dents? If not, how can they be improved  for these
students?

The TESOL ‘90 Convention

The 24th annual TESOL Convention, "ONTRACK”
in San Francisco (March 6th to March 10th),  sur-
passed all attendance expectations. There were an
estimated 7000 participants to enjoy the sites, sounds
and flavors of the “City by the Bay,” despite the recent
devastating earthquake. The San Francisco Hilton
could barely contain the TESOLers,  who came to-
gether to make and renew professional and personal
contacts, as well as to learn about the latest workbeing
done in our field.

Although this was my 5th TESOL Convention, it
was my first as the Representative of JALT. The
memories I brought back from San Francisco are quite
different from those of previous conventions. The “rep”
of a TESOL Affiliate certainly is kept busy attending
formal and informal functions. Following is a short
review of the week.

Affiliate Leader Workshop
The week began with the Affiliate Leader Work-

shop the afternoon of March 6th. Each TESOL Affili-
ate is requested to send a representative to meet and
compare notes with the representatives of the other
affiliates. We divided into two groups-U.S. Affiliates
and Non-U.S. Affiliates, in order to discuss our indi-
vidual concerns. The discussion of the Non-U.S. Affili-
ates centered on how to get representation of our

membership on the TESOL Board. With such a large
part of the membership of TESOL being its many
Affiliates and members outside the U.S., we were very
concerned that our interests be taken more seriously.
We also discussed the different ways Affiliates raise
funds and get speakers. Some of us were also amazed
as well as dismayed when Affiliates  fmm countries
with devaluing currencies gave us the figures: the cost
of a TESOL membership in Argentina is equivalent to
the average teacher’s monthly salary! It goes without
saying for most Argentineans, attending a TESOL
Conference is out of the question.

After rejoining the U.S. Affiliates,  we discussed
the TESOL Travel Fund, which was created in at
TESOL ‘89 as an on-going fund to help pay the ex-
penses of international delegates who would other-
wise not be able to attend the annual TESOL Conven-
tion. TESOL requires that an Affiliate  send a delegate
to the Convention once every two years in order to
maintain affiliate  status. TESOL offers monetary
assistance to four or live affiliates each year, but with
the growth of Affiliates outside the U.S. in recent
years, the need seems to be greater than can ba  mat by
TESOL. Many of TESOL’s  affiliates are financially
stable and believe it is in the best interest of all of us
around the world to help insure that all Affiliates can
be represented at the TESOL Convention. I learned
that many Affiliates  consider themselves affiliated
with each other, not only with international TESOL.
TESOL just happens to be a good opportunity to meet
and exchange ideas and information. With all this in
mind, 14 Affiiiates have contributed a total of $4,500
to the fund. Questions were raised, however, as to why
the other Affiliates  haven’t contributed, and how to
make this a truly on-going fund. A Task Force was set
up to look into this situation.
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Affiliate Council Meeting
Another obligation TESOL Affiliates  have is to

send a delegate to the Affiliate Council meeting, which
met from 8 to 11 the morning of the 7th.

This meeting includes reports from the First Vice
President and the Affiliate Coordinating Committee,
and elections of the Affiliate Council’s nominees to the
TESOL Executive Board (three nominees to the gen-
eral election, one of whom will be elected), and its
nominees to the TESOL Nominating Committee (to be
elected at the Legislative Assembly to help find candi-
dates for the various TESOL offices).

The Non-U.S. Affiliates were pleased with the
cooperation of the U.S. Affiliates  at the Council. All
three nominees to the TESOL Executive Board were
from outside the U.S., including JALT’s own Tom
Robb. This means one of them  will definitely be elected
and sit on the TESOL Executive Board for three years.

Japan Get-Together
JALT hosted its annual social event at the Conven-

tion, where current or former residents of Japan, as
well as prospective residents, could have a relaxed and
informal exchange. The Convention is so big that this
event provides an important opportunity for us to meet
with old friends and give information about Japan to
others who am interested.

Legislative Assembly
This is the all-TESOL annual business meeting

where every TESOL member has voting rights. Here
the elections were held for the nominating board, and
the Non-U.S. members of TESOL were given more
input into choosing candidates for the TESOL offices.
The delegates from  Sweden and Venezuela will sit on
the nominating board.

The Legislative Assembly is a good place to get an
overview of the  TESOL organization and its activities,
as well as a look at what’s coming up. In the process of
getting business accomplished efficiently, it gives a
good sense of the commitment and pmfessionalism of
the organization.

Announcements were also made regarding TESOL
'91-the 25th Annual Convention to be held in New
York from March 24 to 28. The Affiliates hope that we
can be represented 100% at the anniversary celebra-
tion. Perhaps you’ll be there, too?

Reported by Aleda Krause

Hot Fun in the City: RELC

During four sweltering days out of Singapore’s
summer, April 9-12, participants predominantly,
though not exclusively, from the Southeast Asian
region exchanged ideas and questions at the 25th
Regional Seminar on Language Testing and Language
Programme Evaluation. Sponsored by the Regional
Language Centre (RELC)  which is an educational
project of the Southeast Asian Ministers of Education
Organization (SEAMEO),  the conference was yet
another means by which it has been fulfilling its
general aim of assisting member countries in language
education development. (Member countries include

Brunei Darussalam, Indonesia, Democratic Kampu-
chea, Lao People’s Democratic Republic, Malaysia,
Philippines, Singapore and Thailand). More specifi-
cially, RELC assists member countries to improve the
standards of language teaching by conducting ad-
vanced training courses, supporting research and
publications, and by sponsoring regional conferences,
seminars and workshops. By the conference’s end, it
was quite clear that this year’s regional seminar was
a thorough success.

Throughout the wellorganized four-day confer-
ence, delegates, presenters and participants delved
into the recent trends and developments in the theory
and practice of testing and programme  evaluation,
each with an eye to applying what was learned to one’s
home situation. With a menu which included live
plenary sessions, two panel discussions, nineteen
workshop,s  and seventy-one presentations, partici-
pants were able to choose from a variety of topics and
to exploit numemus opportunities for learning. More-
over, lunch was provided  at no additional cost to all
seminar participants and a number of tables were set
apart for interest groups to interact with prominent
speakers on a more informal basis.

While it is true that RELC does not draw the large
number of “celebrities” that TESOL does, its strength
lies in its level of infomality and, because of its smaller
scale, the numerous opportunities to discuss issues
with other participants. (For those who are interested
in dropping names, the following cast of characters
were present: J.D. Brown, Keith Morrow, David Nunan,
John W. Oller, Adrian Palmer, and Charles Stansfleld
among others. Flying over from the land of the rising
sun, seven presenters from Japan were on hand: Vivien
Berry, Richard Berwick, Steven Ross, Mark Sawyer,
Randolph Thrasher, Rand Uehara, and Katsumi
Yuasa.) Furthermore, for participants from member
countries, it provided an excellent opportunity to make
lasting contacts with fellow teachers in the Southeast
Asian area and that-it may be argued-will leave a
far greater impact upon the teachers who attended
than any lecture which may have been heard.

What? Sounds like all work and no play? Guess
again, Jack. It was rather intense, but Orchard Road
was just a five-minute walk and a million miles away
from the confernce. Along that yellow brick road, one
could find  a thousand shops with hawkers willing to
give you a deal of a lifetime, from jewelry to tailor-
made suits to electronic goods. And, of course, there
were numerous restaurants to satisfy one’s appetite
for exotic dishes.

In sum, the conference was a complete success: the
speakers represented a wide variety of countries and
concerns, the size of the conference was large enough
to offer numerous  avenues of study and yet small
enough to provide  daily opportunities for intimate
discussions, accommodations at the RELC Building
were affordable and comfortable, and the city of Sin-
gapore was a tourist’s delight. For those with enough
insight to get in on a good thing, the theme for next
year’s conference will be on Language Acquisition and
the Second/Foreign Language Classroom (April 22-
26). See your travel agent-soon.

Reported by Rand Uehara
The International University of Japan
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A 1-year college
course for
fluent reading
i n  E n g l i s h  

Reading Faster and Better is a l-year college
English course in fluent reading which presents
ways of reading often neglected in Japan. The
emphasis on speed is effective to counteract
ingrained habits of passive and inflexible reading
accumulated over years of close and careful
translation. To equip students with the flexibili-
ty needed for faster understanding, various
strategies are practiced, according to clear goals
in each case. Included for practice are: predict-
ing content before (and while) reading, scanning
for specific information, skimming to get an
initial overview, paragraph reading, distinguish-
ing main ideas from details, figuring out un-
familiar vocabulary, and grasping the overall
structure of complex sentences.

This range of abilities contributes to reading
speed and flexibility by putting the students in
active command of their own reading: they are
trained to clarify their goals and to determine
the strategies for achieving them.

The reading passages, chosen from among
many according to students’ preferences, as well
as the exercises, take in the wide variety needed
for an effective and highly motivating course.

~~~. _ Shoichi Ando  and David  A. Sell~. -~

HIGH-INTEREST READINGS
WITH TRAINING IN...
Predicting content
Skimming to get an overview
Grasping the organization of a passage
Predicting what will follow in a passage
Scanning for specific information
Distinguishing main ideas from details
Paragraph reading
Phrase reading
Figuring out unfamiliar vocabulary
Grasping sentence structures

OTHER OPTIONAL EXERCISES
IN THE TEACHER’S GUIDE
Optional discussions and small-group practice
Optional extensions to listening comprehension

(PRICE LIST) with tax
l  Textbook . . . . . . . . . . . . . . . . . .¥1,650
0 Teacher’s Guide . . . . . . . . . . . . . . . . ¥500

r - - - - - l

For further information and examination copies. please contact:

; tfmmR%  i
; COUPON
L f.F.J  90-O ;- -

seido language institute
12-6 Funadc-cho, Ashiya-shi,  Hyogo 659, Japan 7659 hRRlgR8i~P~l2-6 TEL 0797(3 1)3452

FAX 0797(3 1)3448
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JALT  News
IMPORTANT DEADLINE

Suggestions for motions for the JALT-National
Annual Business Meeting, to be held at the JALT ‘90
International Conference, must be submitted to the
President no later than August 20th.

Mail to: Deborah Foreman-Takano, 2-19-804
Noborimachi, Naka-ku, Hiroshima 730.

ANNOUNCEMENT OF
MEMBERSHIP  DUES INCREASE

At the recent Executive Committee meeting on
Sunday, June 24, a number of important financial
matters were on the agenda to be dealt with by the
respective representatives of JALT’s 36 chapters in
concert with National Officers and Committee Chairs.

Half of the chapters had representatives at the
Chapter Representatives’ meeting on June 23. This
informal meeting has been held before each ExCom to
enable chapters to discuss their respective local con-
cerns, and also items on the ExCom Agenda. The
Chapter Representatives’ meeting this time proved an
especially useful opportunity for details to be given
and misunderstandings to be cleared up regarding
JALT’s current financial situation along with neces-
sary and desirable actions for the future.

Representatives of the Financial
Steering Committeejoined the Chap-
ter Representatives to work on  a plan
that would be viable for chapter func-
tioning and programs and would also
enable the national organization to
operate efficiently.

Plans this year included raising
membership dues. This was under-
standably a difficult  area for deci-
sion-making; but constructive ideas
were offered from many of the meet-
ing participants, resulting in a deci-
sion to raise dues somewhat in all
categories except student member-

The new membership dues, which became effec-
tive July 1, 1990 (including new memberships and
renewals after that date), am:

Regular Membership ¥7,000
Regular Joint Membership ¥12,000

(¥6,000 /person)
Group Membership ¥4,500
Student Membership ¥4 , 0 0 0

(unchanged)
Overseas  Membership ¥7,000
Associate Membership ¥7 5 , 0 0 0

(with Conference privileges)
¥6 0 , 0 0 0

(without Conference privileges)

For details, please refer to the furikae form in the
back of this issue.

This information no doubt has already been dis-
persed to the membership by the representatives who
attended the ExCom meeting or by Chapter officers
who have received notification from the Central Office.

Those members who have already sent in their
dues at the old rates between the period of July first
and this announcement will have the term of their
membership pro-rated to ten months instead of a full
year.

Inquiries concerning dues may be directed to
Christopher M. Knott, General Manager, or Yumi
Nakamura, Central Office Manager, at the JALT
Central Office  in Kyoto (see p. 1).

TESOL
at

MANCHESTER
Levels: B.Ed, Diploma, M.Ed

Attendance: Full-time, Part-time, Summer, Distance

Enquiries to:-
Centre for English Language Studies in Education

Manchester University
Oxford Road

Ml3 9PL
England

Tel: 061-275  3467
Fax: 061-275  3519
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CHOOSE THE BEST

BBC BEGINNERS’ ENGLISH

l TWO stages from False Beginner to

Lower Intermediate level

l Up to date methodology with

activity based approach

l Listening and Speaking skills

carefully integrated

THE LOST SECRET

l Unforgettable and gripping video

action at Elementary level

l Systematic revision of basic grammar

and language for use in everyday

situations

l Students’ Book (monolingual and

bilingual) and Teacher’s Guide

available

To: MEYNARD  PUBLISHING LIMITED

111 ~

Matsuoka Central Bldg. 8F,  1-7-1 Nishishlnjuku,  Shinjuku-ku, Tokyo 160
Tel:O3-344-4181  Fax:03-344-6809

~ Please send more information :
q BBC BEGINNERS’ ENGLISH U THE LOST SECRET

MEYNARD ~ Name:
PUBLISHING ~ School:

LTD. ~ Address: ~~~~
~ (School/Home)
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JALT ‘90
Omiya City and the Conference Site

This year's conference will be held in Omiya, a city
of nearly 400,000 located in the south of Saitama
Prefecture, 30 kilometers north of Tokyo.

Omiya (literally “big shrine”) is known for Hikawa
Shrine, one of the most famous in the Kanto area.  By
the Heian period (794-1185),  a village, the present
Omiya City, had sprung up around the large shrine
and its various approach roads. The shrine is a short
20-minute  walk form the conference site.

Another of Omiya’s attractions, Bonsai Village, is
located near the shrine. It consists of Japanese-style
houses fronted by rows and rows of bonsai. Visitors can
walk freely through the village and enter gardens as
they please. After a stimulating day of conference
presentations, you may want to visit Bonsai Village to
restore your peace of mind.

Fourteen minutes away on the Tobu-Noda  Line is
Iwatsuki, the famous doll-making center in Saitama.
Perhaps you’ll find that perfect souvenir doll while you
take a short break from  the bustle of the conference.

Omiya is conveniently located as the first station
north of Tokyo on the Joetsu and Tohoku Shinkansen
lines. It can also be reached by the Saikyo Line from
Shinjuku (a 30-minute  ride) and the Takasaki, Tohoku
and Keihin-Tohoku lines from Ueno (30 minutes).
There is also a direct bus fmm Narita airport (2 hours).

The site of the conference is Sonic City, an ultra-
modem convention center located a mere l-minute
walk from the West Exit of Omiya Station. The center
boasts a large main hall, many conference rooms, and
an impressive display area.

Also located nearby is an array of places to eat-
including a good Chinese smorgasbord lunch, a pleas-
ant Japanese-style Shabu-Shabu restaurant with koto
music in the background,  and an Indian restaurant
frequented by many in the Omiya chapter.

Not to be forgotten, of course, are all the late-night
delights of Tokyo itself. Conference participants may
choose a hotel in Saitama or decide to stay in Tokyo
itself to take advantage of what the city has to offer.

Hospitality and Social Events
The conference banquet will be held at the confer-

ence site on Saturday evening. Get ready to warm old
friendships and start new ones. A party and a theater
play are planned  for Friday evening. Details will
appear in the September The Language Teacher.

Accommodations
Hotel arrangements have been made through 1.C.S.

(International Convention section of J.T.B.) for hotels
in Omiya. Prices range from  the Palace Hotel (Y9,300
single) to the Marroad  Inn (Y6,200  single). Details will
appear in September.

A Preview of the Program
As the conference rapidly approaches, prepara-

tions for the programs  are well underway. The pro-

gram committee has sent out acceptance letters and
the local committee is working diligently to make this
another exciting and rewarding JALT conference.

The program  includes a number of colloquia that
again promise  to be an integral part of the conference:

Bilingualism
Japanese Language Education (Nihongo Kyoiku)
Global Education
Grammatical Consciousness Raising
New Perspectives on Listening
Video Challenges for the ’90s
Vocabulary Acquisition

In addition to the colloquia, a numberofmundtable
discussions are also planned that will allow for greater
audience participation and a less formal discussion of
issues. The following mundtable discussions are cur-
rently being considered:

American Universities in Japan
Business and English
Computers and Composition
Extensive Reading
Feminist Issues in Language Education
Global Education
Publishing

Others may be organized later; check this column for
further details.

Poster Sessions: Advice for Presenters and
Browsers

Poster sessions will again be a featured part of this
year’s JALT conference, and those attending are urged
to spend some time examining the posters. The infor-
mal atmosphere, and the opportunity to browse and
examine individual posters mom closely are just two of
the advantages offered  by poster sessions.

The following are a few suggestions to help those
presenting posters to prepare an effective display.

Size: By “poster,"  JALT usually means a piece of paper
or poster board no larger than 110 cm by 120 cm,
horizontal or vertical. As space is limited, presenters
desiring a larger area should contact the poster ses-
sion chair, Mitch Terhune, 244-26 Mukonoso-Nishi,
Amagasaki-shi, Hyogo-ken 661, to make arrangements.
Design: Bold, innovative, arresting, and informative
are qualities to aim for in a poster. Clarity is appreci-
ated by all, but especially by those whose hectic sched-
ule leaves them without a great deal of energy to
decipher a muddled message. Color and a good layout
help viewers “get the message.* Both humor and sobri-
ety have their mles and rationales, and each may be
suited to a particular topic.
Points to remember while designing a poster:

Content area and the feeling you want to convey
Type of people you want to look at the poster
Effect you want it to have on people
Materials you have available
Information you want to include
Need for people to see the information
Noise and distraction of the conference

By keeping these in mind, and applying your knowl-
edge of exactly what is to be communicated, you am
sure to attract interested viewers to your poster.

37



The Language Teacher XIV:8 August 1990

JALT’ 90 lZlRi’i:%  <%$0

38



The Language Teacher XIV:8 August 1990

My Share
Listening  lessons. even with some of the more enterpris-
ing recent textbooks,  can be rather  uninspiring for
teacher as for learner. Here are a number of challeng-
ing activities for use with learners at all  levels by
teachers who also like to be active.

Some Active Tasks for Listening
by Brian Bresnihan

Many of the tasks I describe below are more com-
monly used as reading activities than as listening
activities. I have, however, found them to be at least as
useful when used as listening tasks.

I have done these types of tasks with students of all
levels of English proficiency. They seem to reduce the
puzzlement and frustration my students feel when
faced with difficult materials. Thev also make the
classroom much more lively and much  more enjoyable
for both my students and me. Furthermore, when they
do these kinds of tasks, my students seem to under-
stand and remember a great deal more of the materials
I present than when they just listen and answer
questions afterwards.

Categorization
One of the tasks I call categorization, locating and

identifying as part of a group specific sounds, words, or
phrases in a text. Here is one way to have your
students do this kind of task.

1. Choose a text. (If it is not an audio or video text,
you can tape it or read it aloud.)

2. In class, tell your students to listen to it. (I would
recommend more than once.)

3. Tell them to write down (or call out) certain
kinds of words they hear, for example those which end
in “ing,”  contain a/d/ sound, give a positive feeling, are
funny, long, indicate organization, are not understood,
or am reminiscent of Italy while
they are listening. (For variation,
tell some students to write down
one kind of  word while others write
down different kinds of words.)

4. Then tell your students to
compare their lists with others in
the class, either the same or differ-
ent kinds of lists.

After seeing what others have
written, my students nearly al-
ways ask for just  one last chance to
get something out of a text even if
they have heard it a few times al-
ready.

Cloze Completion

extraction, taking nonsense words (errors) out of a
text. Cloze is a common reading exercise or test, but it
can also be a listening exercise. However, it is much
more difficult  for the responder, so the text used
should be much simpler than it would be for a usual
cloze reading exercise. Here is one way to do this task
orally.

1. Choose a text and mark the words you will leave
out. (I do not suggest eliminating every seventh word.
For your first try, choose nouns which have already
appeared in the text and are near or at the end of
sentences.)

2. In class, tell your students to listen while you
read aloud.

3. Tell your students to write down (or call out) the
word they think comes next whenever you stop speak-
ing. (If they cannot guess a word you can read what
comes  after it or tell them the number of letters it has,
the first  letter, or the part of speech it is.)

4. If they write down the words, tell them to
compare their guesses afterward.

5.  Once they have finished working on the original
set of words you have taken out, you can mad it aloud
again, either the same way or eliminating different
words.

Noise Extraction
Extracting noise, what you do when a train comes

by while you are talking with someone on the phone or
what you do when your child is crying and you are
trying to get those last few papers corrected, can be
done by adding into the text words which create
syntactic or semantic errors. The students’ task is to
find  these errors.

1. Choose a text and write in the words you will add
or retype it adding those extra words. (The words must
create syntactic or semantic errors.)

2. In class, tell your students to listen while you
read it aloud.

3. Tell your students to write down (or call out) the
errors they find  while they listen  to the text. (Or they
can raise their hands, tap their desks, or clap their
hands when they hear something not correct.)

4. Again, if they are writing down the words, tell
them to compare their guesses afterward.

5.  If some errors are not found,
students can always listen to the
text again.

Doing either of these listening
exercises takes some practice for
both teacher and student. Be sure
you have practiced reading the text
aloud before trying it in class par-
ticularly with noise extraction.
Hints, repetition, and encourage-
ment will probably be needed the
first time you try either of these
activities with a class. but after

enjoy it.
that you will all learn how to do and

Strip Story Completion. .
Two more active tasks are cloze completion, guess-

ing what the missing words are in a text, and noise
Combining the two tasks above with questions to

be answered concerning prediction, either what the
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listener thinks will happen next or what had happened
earlier in the text, makes a nice lead into a strip story
completion, sequencing texts. Again, this is not un-
common to see as a reading exercise, but here is a way
to do it as a listening activity.

1. Choose a text and break it into five sequential
pieces of about two paragraphs each.

2. Change the first paragraph of each of the five
pairs into a cloze passage and the second paragraph
into a noise extraction passage.

3. Record each of the  five pieces on a separate tape.
4. In class, separate your students into five groups.
5. Give one tape and one cassette player to each

group.
6. Tell your students to play the taps and to do the

two tasks required on it. Responses must be written
down.

7. After they have completed these two tasks, tell
them to each write a summary of what they heard
followed by what they think might happen next or
might have happened before.

8. Next, tell them to get into new groups with no
students from the original groups together.

9. Then tell your students to read each other’s
papers and order them. (Or tell, not read, what they
remember to the other members of their new groups.)

Listen and Look Up
Another active task is listen and look up, listening

to a text, turning off the video or audio cassette player
or in some way stopping listening, and then telling
another person or other people what you have heard.
As the name implied, this activity resembles read and
look up. This last activity that I describe below is a
little impractical unless your students have their own
audio cassette tapes.

1. Tell your students to bring their pocket size
cassette players to the next class meeting. (You will
need at least one for every two students.)

2. Choose a text, cut it up into an even number of
pieces, and number each piece sequentially.

3. Then separate the pieces into two piles in the
same manner as dealing a deck of cards to two people
one card at a time.

4. Put these two piles of pieces onto separate pages
retaining the original order of the pieces on each page.

5. Record each of the two pages (A and B) on a
separate tape. (Be sure to leave some space between
each of the segments.) The make copies on your stu-
dents’ tapes. Label each tape A or B.

6. In class, give your students their tapes, each
with one half of the whole text on it, and tell them to get
into pairs with someone who has a differently labeled
tape.

7. Tell the students with tape A to listen to the first
segment only and then to tell the information (not
necessarily in the same words) to their partners.

8. Tell the students with tape B to do the same
thing with their first segment as their partners did in
step  7 .

9. And repeat alternating steps 7 and 8 for each
segment till the tapes are finished.

If the listeners in the activity above are asked to
write down what is said, all four skills can be covered
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at once. The listeners will be doing a dictation, listen-
ing to a text, stopping listening, and then writing down
what has been heard. (For a detailed explanation of a
large variety of such tasks, see Dictation: New Meth-
ods, New Possibilities by Paul Davis and Mario Rinvo-
lucri  C.U.P., 1988.) Each speaker can then read what
has been written and explain how to correct anything
that was misunderstood.

A Last Word
These are just a few of the ways you can have your

students to active tasks with listening materials. John
Fanselow in Breaking Rules (Longman, 1987) has
developed a system to help one discover an unlimited
number of ways to arrange classrooms, classroom
procedures, classroom activities and tasks, and class-
room communications. For all of the activities I have
mentioned, you will have to decide exactly how long or
difficult each text or piece of text should be and the
exact details of the tasks you ask them to do. The
possibilities are endless. If the activity is too hard or
too easy, you can make adjustments and change it
accordingly the next time.

Brian Bresnihan  is an instructor at Temple University
Japan in Tokyo. He has also taught in New York City
and in  Hiroshima.

JALT-Computerland
Education  Program

Through an arrangement with Catena Corpo-
ration, any JALT member in good

standing will be able to purchase
any Apple Computer product

from Computerland
stores  fo r  a  25% d is -
coun t .

In addition, for
every purchase, Catena Corpo-
ra t ion  w i l l  g ive  JALT a  5% com-
mission, which will go directly
into the newly established
Yoshitsugu Komiya Scholarship

Fund,  admin is tered by the Execut ive Com-
mi t tee .

For further information, please contact the
, JALT Central Office (see p.1).
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JALT
Under Cover

Elementary Communication Games: A Collec-
tion of Games and Activities for Elementary
Students of English. Jill Hadiield. Surrey: Thomas
Nelson and Sons Ltd., 1895. Pp 96.
Take 5: Games and Activities for the Language
Learner. Michael Carrier and The Centre for British
Teachers. Surrey: Thomas Nelson and Sons  Ltd., 1986.
Pp 96.

For teachers who have "the notion that language
teaching can be, and perhaps even ought to be, fun”
(Oller  1983) and who wish to bring enjoyable and fun
elements into their classrooms, games are one of the
more effective approaches. Well-designed games inte-
grated into daily lessons can teach specific language
points and functions and can be an interesting and
rewarding way to motivate students. Games can be
particularly effective with Japanese students who
generally associate English with displeasure because
it has been taught as an examination subject.

Elementary Communication Games is a collection
of 40 communication games based on a functional
syllabus. This book is rich in games for elementary
level students. Each game is well equipped with copy-
ready materials such as picture cards, mle cards, and
forms. These relieve teachers fmm spending time on
preparing teaching aids, and professionally and at-
tractively presented materials make it easier for stu-
dents to maintain a sense ofreality and interest. As the
title says, the games are designed especially to develop
students’ communicative competence. A variety of
techniques are employed to achieve this: information
gaps, card games, problems and puzzles, mle plays
and simulations, and others too numerous  to mention
here. The activities fall into three types: pair work,
small group work, and whole class. The games are
listed by functions practiced at the beginning of the
book, and with structural and lexical indexes provided
as a cross-reference at the end. Preceding the game
materials are “Teacher’s Notes” that clearly state the
type of activity, function, exponent, lexical areas,
essential vocabulary, and instructions for the game.
Keep in mind that target structures and functions
should be  introduced before the game. Since the author
focuses on successful communication, each game places
weight on cooperative versus competitive elements,
which “often distorts the language used” and empha-
sizes fluency rather than accuracy. The author sug-
gests using the game as free communication practice
after cumulative linguistic and functional practice.
Consequently, the games can be used to help teachers
diagnose students’ performance. The target level is
elementary; each game is written within the context of
one specific function with limited structures.

I found the lexicon to be a pretty heavy load for the
elementary level student. It would be more suited for
adult “false beginners.” The success of these games
owes a lot to clear instructions. Since some games are
not so simple, I suggest demonstrating. I strongly
recommend trying the whole procedure out by yourself
before class. Otherwise, you could be headed for disas-
ter, especially if you are working with a large group of
students. Be aware of the  time factor! The length of the
game differs according to the difficulty and complexity
of the game, the nature of the class, and class dynam-
ics. There are other factors which will affect the length
of the game which are not always predictable: attitude,
motivation, and comprehension. I found that it took
longer than I estimated because once students became
involved in the game, it was difficult  to stop. I had to
be a bit more flexible about time. Generally, the more
familiar you get with the game and the students, the
more easily you can estimate time. These games work
best with a small group. The teacher can facilitate the
activity, monitor students’ performance, and give
corrections if necessary. Corrections should be limited
during the game so as not to interrupt the communica-
tion. Errors  should be dealt with after the game or on
a separate occasion.

I tried the games in a class of fifty students. That
is a far fmm ideal situation. However, you can elemi-
nate this disadvantage by providing clear instructions
to help students understand the goal of the game,
review (or study) structures and vocabulry  before the
game, select a group leader who can be a moderator
and secretary to take notes about questions or prob-
lems during the game.

If there is anything to complain about with this
book, it is that some lexical items and exponents were
very British. I sometimes deleted the unfamiliar names
or places and changed them to familiar terms for both
students and myself. The important point here is to
make it easy for students to become familiar with the
game so that they can concentrate on communication.

Take 5 consists of a variety of games and activities.
Unlike Hadfield"s book, Take  5 is for all levels of stu-
dents. All the games and activities were developed and
tried out by experienced teachers fmm the Center of
British Teachers. In the introduction, Take 5 dis-
cusses the advantages of the games, the selection and
preparation of the games, timing, classroom  manage-
ment, and corrections. This was a very good general in-
troduction for games.

The games are divided into seven sections fmm A
to G: language points (grammar points), production
games, word games, pronunciation  games, fillers,
projects and activities, and communication games.
134 games are introduced in this book. The five de-
tailed indexes (alphabetical, language points, skills,
levels, and applicability indexes) provide  help in find-
ing the right game. Each game has a complete expla-
nation on the methodology which lays out the proce-
dure step by step. Most of the  games have alternatives
so there are actually more than 134 games in this book.

The language point games were very successful as
remedial work with college freshmen. All of them  were
conducted aurally, so they became good listening and
speaking exercises with a "hidden”  agenda: to review
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certain grammar points such as tense, conditionals,
and question forms. When it was necessary, I provided
a written exercise to reinforce particular language
points. These games were ideal starters for students
who were fed up with formal grammar explanations
and exercises. Moreover it took only a small portion of
the whole class time. Section A has 28 language point
games and Section B has 18 production games which
provide practice over a wider range of language points
in a less structured manner than Section A.

I like to prepare several games to integrate in my
weekly lesson plan. With these games on hand, I can
use them whenever I need a starter, a short time filler,
or to review some language point. The word games,
puzzles, riddles, and fillers  worked best as short time
fillers. I found the six communication games loose, less
structured than the ones in Elementary Communica-
tion Games, and oriented more toward free conversa-
tion.

Many of the games in Take 5 have a competitive or
point-scoring element which the authors encourage
the teacher to take advantage of, with careful consid-
eration of the nature of the class, age group, and
students’ interest. My opinion is that individual
competition puts pressure on students and it may
discourage some from expressing themselves in Eng-
lish. Group or team competition will reduce this type
of inhibition.

Concerning the regular use of game activities,
Carrier raises two points: “This [regular use of games]
ought not be become a meaningless habit. . . the ele-
ments of surprise and variety should be carefuly  main-
tained.” There should always be some rationale be-
hind the activity.

Game hooks are great stimuli not only for students
but for teachers. They can give you great mileage in
bringing out your own creativity.

Reviewed by Kasumi Yamamoto
Osaka Kun-ei Women’o College

Reference
Oller, J. & Richard-Amato, P. (Eds.). (1983). Methods That

Work: A Smorgasbord of Ideas for Language Teachers.
Rowley, MA: Newbury  House.

Images. Gaynor Ramsey. Harlow, Essex: Longman.
1987. Pp 64. ¥950.

Originally published in 1987, Images has recently
been reprinted and is now included in the Longman
series of supplementary books at the Intermediate
Speaking Skills level. Images is a slim collection of 28
black and white photographs that serve as visual
stimuli for a variety of speaking and writing tasks. The
photographs cover a number of topics which range
from travel, work, music and fashion to sexism, reli-
gion, the police, and emotions. Each photograph is
accompanied  by five or six discussion activities which
strongly favour pair and group work. Initially learners
are encouraged to examine the photograph carefully
and to speculate about what might exist beyond what
they can actually see. I found these activities, entitled
“Think about the picture” and “Use your imagination”

especially productive as lead-in tasks. University
students soon realised that there could be no single
"correct"  answer in this type of activity and became
increasingly skilled at interpreting the photographs in
a lively and creative way.

Additional activities under the headings ‘Talk to a
partner” and/or "Group  opinion” allow the learner to
explore the topic further. In some units these activities
continue to use the photograph and its setting as the
stimulus; in others the learners are required to com-
plete a task related to the overall theme of the unit.
Task types here include the exchange of ideas, experi-
ences or anecdotes; story-building, list-making, role
play, and vocabulary work. These activities generally
work very well to promote  close involvement and
cooperation in pairs or small groups.

The final discussion activity, "What about you,"
may be more demanding for Japanese students since
it requires learners to reveal their more personal
responses to, or innermost feelings about the topic in
question. In her introduction the author admits that
this section may be problematic for some learners and
suggests that it be omitted or used selectively. I found
that some sections could be used without much diffi-
culty,  while others required greater sensitivity. On the
whole, they worked best as small group discussions.

A writing task is included at the end of each unit.
These tasks involve writing letters, messages, instruc-
tions, descriptions, stories, or factual reports. They
could be used as homework or as group  writing activi-
ties in class and function as follow-up work for the
preceding discussion activities.

A vocabulary reference section completes the book.
For the teacher, this suggests vocabulary areas for
each unit and for the learner it provides a list of
vocabulary items that may be useful in the discussion
and writing tasks.

Images may be used in conversation or discuseion-
type classes with learners  at a low intermediate level
and above. The topics would be of general interest to
young adult and adult learners. I found each unit to be
sufficient for a 90-minute  class and with 28 units, the
book provided enough material for a college-level
academic year. On a more practical level, several of my
students also commented favourably on the fact that
this book was one of the most inexpensive and light-
weight of their textbooks.

One small criticism I would make is that although
most of the photographs are well-chosen, some am
rather dated.

At first sight Images may not appear especially
impressive. Teachers may wonder at the efficacy of
some of the activities and a little time and patience
may be needed before learners bewme accustomed to
the materials. However, one of its attractions for me is
the way in which Images encourages pair and group
interaction among learners by means of the meaning
ful and motivating content and direction of its activi-
ties. This frees the teacher to provide language sup-
port where needed, to listen in on the proceedings, or
simply to take part in the activities themselves, with-
out having to devote undue time and energy to getting
the learners to speak in the first place.
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For my discussion class, Images proved to be a
useful, quietly efficient  resource.

Reviewed by Antionette Meehan
Tokai University

Dictation: New methods, new possibilities. Paul
Davis and Mario Rinvolucri. Cambridge: Cambridge
University Press, 1988. Pp 122 (paperback).

The authors’ stated aim is "to put a useful but now
undervalued area of work back on the language teach-
ing map.” This teaching resource book widens the
parameters of traditional dictation to provide  a varied
range of activities: varied both in purpose and in the
level of teacher and student involvement. A useful and
very comprehensive introduction clearly sets out the
positive attributes of the dictation activities. Students
can be active both during and after the activities.
Three other attributes are particularly applicable to
Japan: they are useful for mixed-ability groups, can
help deal with large groups, and are particularly
suited to the non-native speaking teacher.

The sixty-nine suggested activities are grouped
into twelve sections which include ‘correction” (sec-
tion 1), “the telephone” (3), “Text reconstruction” (7),
and “Lost in thought” (8). Within these sections there
are a wide range of activities. It is not possible to
represent these adequately in a brief selection of
examples. However, to give a few: ‘shadow dictation”
and “passing the buck” in section 1 show the potential
for dictation as a cooperative task. "Piecing it together”
and “mutual dictation” in section 7 are both examples
of the combining of dictation and information gap
activities. As a result, dictation is no longer a solitary
act and as with many of the book’s ideas, students
focus on the text. This allows it to lead on to other
activities, rather than being an isolated task.

The book should be used selectively. Some activi-
ties are better suited to multilingual classes and oth-
ers are specifically aimed at certain first language
groups. The appropriate levels are indicated by a clear
diagram accompanying each activity, but that may
have to be adjusted to the realities of teaching in
Japan. The activities themselves may benefit from
adaptation and that is positively encouraged by the
authors. The texts used are examples. This book suc-
ceeds as a resource book of exercises which in the
authors’ words "are offered as starting points for your
own invention.” That could change a few ideas about
dictation.

Reviewed by Anthony Robins

The sections on reading theory and the very recent
research with think aloud techniques are very compre-
hensive and welcome.

Thirty pages detailing the different theories of
reading that have been proposed, and which are still
considered current, may seem unduly detailed and
perhaps even confusing. However, it is a credit to the
writer that she has made the effort to connect  these
contributions and present them as they relate to the
foreign language part of learning to road.

The discussion of schema theory and transfer from
first language reading skills is also helpful, but again
very detailed, I would not advise an exclusive reliance
on the review presented here. The research is exten-
sive and a more leisurely and thorough  treatment
would be  necessary for a full appreciation of its import.

Barnett’s real interest appears to be in strategy
use in reading. In addition to an attempt at a taxonomy
of reading strategies, we get details of a study con-
ducted by Bamett, which yields more questions than
results. As she points out, this is to be expected and is
still meaningful  within the environment where the
research took place. This was French classes in the
United States, and for that reason is of interest to
practitioners in Japan.

The applications and practice section that takes
up the last half of the book would seem less pertinent
than the review of the research. Barnett provides
copious explanations of all aspects of the reading
process.  Others (Nuttall;  Wallace) have provided  more
concrete and creative expositions on the same themes.
More care with the editing of this section would have
been helpful: at least one section heading has been
omitted and occasionally lines are repeated on facing
pages. The 25 pages of the reference section are ex-
tremely valuable for further reading about the area
(although Wallace is omitted).

In conclusion, I can warmly recommend the book
for readers who are interested in the state of foreign-
language reading  research. The practical applications
of the research are more imaginatively covered else-
where, but the presentation here is informative and
comprehensive.

Reviewed by Torkil Christensen
Hokusei Junior College

References
Nuttall,  C. (1983). Teaching Reading Skills in a Foreign

Language. London: Heinemann.
Wallace, C. (1988)  Learning  to Read in a  Multicultural

Society. Englewood  Cliffs, NJ: Prentice-Hall Interna-
tional.

More Than Meets the Eye: Foreign Language
Learner Reading. Theory and Practice. M.A.
Bamett. Englewood Cliffs, NJ: Prentice Hall Regents,
1989. Pp 230.

More Than Meets the Eye provides  a detailed re-
view of the status of research into foreign language
reading, and contains suggestions for how to apply
these findings in the classroom. The survey of the
research is well arranged, thorough, and up-to-date.

NOTICE: The Language Teacher Book Review
Editor is away on vacation; therefore, no new books
have been listed this month. Requests  for review
copies may be sent in at any time. Responses will be
sent out based on the order in which requests were
received as soon as possible after  her return.
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RECENTLY RECEIVED
The following materials have recently been re-

ceived from publishers. Each is available as a review
copy to any JALT member who wishes to review it for
The Language Teacher or the JALT Journal.

Notations before some entries indicate duration on
the holding list: an asterisk (*) indicates first notice in
this issue; an exclamation (!) indicates third-and-final
notice this month. All final-notice  items will be dis-
carded after August 31st.

CLASSROOM TEXT MATERIAS
G R A D E D  R E A D E R S
Adamson,  D. (1989). International hotel English: Communi-

cating with the international traveller.  New York:
Prentice Hall.

Arnaudet,  M. and Barrett, M. (1990). Paragmph develop-
ment: A guide for students of English (2nd ed.).
Englewood Cliffs, NJ: Prentice Hall Regents.

Azar,  B. and Azar,  D. (1990). Understanding and using
English gmmmar (2nd ed.)  (Workbook Vol. A only).
Englewood Cliffs, NJ: Prentice Hall Regents.

Banks, C. and Rowe, T. (1990). Readings in English 1: The
day the mountain moved. Readings in English 2:
S n e a k e r s  a n d  b l u e  j e a n s ,  a n  i n t r o d u c t i o n  t o  f i c t i o n .
Englewood Cliffs,  NJ: Prentice Hall Regents.

Connelly,  M. and Sims, J. (1990). Time & space: A basic
reader  (2nd ed.). Englewood Cliffs, NJ: Prentice Hall
Regents.

Crandall, J., Corasaniti  Dale, T., Rhodes, N. and Spanos,  G.
(1989). English skills  for algebra. (Center for Applied
Linguistics) Englewood Cliffs,  NJ: Prentice Hall
Regents.

English Language Center, Brigham  Young University.
Expeditions into English: Writing 1 and Reading 1. (A
beginning integrated skills series.) Englewood Cliffs,
NJ: Prentice Hall Regents.

!Flower,  J. (1989). Build your vocabulary 1, 2, and 3. Hove:
Language Teaching Publications.

Frank, M. (1990). Writing as thinking: A guided process
approach.  Englewood Cliffs, NJ: Prentice Hall Regents.

!Garvie, E. (1990). Story as  vehick: Teaching English to
young children. Clevedon: Multilingual Matters.

Keane,  L. (1990). International restaurant  English:
Communicating with the international traveller.  New
York  Prentice Hall.

Knepler,  M. (1990). Grammar with a purpose: A contextual-
ized approach New York: Maxwell Macmillan.

Lipp, E. (1990). From paragmph to term paper: A reading
and composition text for advanced students. New York:
Maxwell Macmillan.

Lites, E. and Lehman, J. (1990). Visions: A pre-intermediate
grammar. Englewood Cliffs, NJ: Prentice Hall Regents.

McGill, E. and Oldham, N. (1990). Computers for business
people. New York: Maxwell Macmillan.

McGill, E. and Oldham,  N. (1990). Computers in the office.
New York: Maxwell Macmillan.

Prince, E. (1990). Write soon! A beginning text for ESL
writers. New York: Maxwell Macmillan.

!Rcdman,  S. and Ellis, R. (1989). A way with words:
Vocnbulary  development activities for learners of
English. Cambridge: Cambridge University Press.

Reid, J. (1988). The process of composition (2nd ed.).
Englewood Cliffs, NJ.: Prentice Hall Regents.

Rice, A. (1990). Countdown! Taking off into  content reading.
New York: Maxwell Macmillan.

Robertshaw,  S., Hamhlen, R. and Feldman, R. (1990).
Reading first:  Building reading competence (2nd ed.).

New York: Maxwell Macmillan.
Smalley, R. and Ruetten,  M. (1990). Refining composition

skills: Rhetoric and grammar for ESL students (3rd ed.).
New York: Maxwell Macmillan.

Swan, M. and Walter, C. (1990). The neu,  Cambridge
English course 1 (student’s, practice book). Cambridge:
Cambridge University Press.

Tiersky,  E. and Tiersky,  M. (1990). The U.S.A.: Customs and
institutions (3rd ed.). Englewood Cliffs, NJ: Prentice
Hall Regents.

Watkins-Goffman, L. and Berkowitz, D. (1990). Thinking to
write: A composing-process approach to writing. New
York: Maxwell Macmillan.

Weissberg, R. and Buker, S. (1990). Writing up research:
Experimental research report writing for students of
English.  Englewood  Cliffs, NJ: Prentice Hall Regents.

IWhite,  R and Williams, E. (1989). Formula one. (student’s,
workbook by H. Imbert;  teacher’s by H. Imbert,  R
White and E. Williams; cassette  by R White, E.
Williams, H. Imbert  and J. Olearski).  London:
Macmillan.

Woods, E. and McLeod, N. (1990). Using English grammar:
Meaning and form. New York Prentice Hall Interna-
tional.

TEACHER PREPARATION/
REFERENCE/RESOURCE/OTHER
Baldauf, R and Luke, A. (Eds.).  (1990).  Language planning

and education in Australasia  and the South Pacific
Clevedon, Avon: Multilingual Matters.

Byram, M. and Leman, J. (Eds.). (1990). Bicultural  and
trilingual education. Clevedon, Avon: Multilingual
Matters.

Duff, A. (1989). Translation (Resource Books for Teachers).
Oxford: Oxford University Press.

Hardisty,  D. and Windeatt, S. (1989). CALL (Resource Books
for Teachers).  Oxford: Oxford University  Press.

Hedge, T. (1989). Writing (Resource Booka for Teachers).
Oxford: University  Press.

Hudelson,  S. (1989).  Write onz  Children writing in ESL
(Center for Applied Linguistics) Englewocd  Cliffs, NJ:
Prentice Hall Regents.

!Norris, W. and Strain, J. (Eds.).  (1989). Charles Carpenter
Fries: His "oral approoch" for  teaching and learning
foreign languages. Washington, D.C.: Georgetown
University Press.

Nunan,  D. (1989). Understanding language classrooms: A
guide for teacher-initiated action. New York: Prentice
Hall International.

Sheerin, S.  (1989). Self-access (Resource  Books for
Teachers). Oxford:  Oxford University Press.

The Language Teacher welcomes well-written
reviews of other appropriate materials not listed above
(including video, CALL, etc.) but please contact the
Book Review Editors in advance for guidelines. Well-
written, professional responses of 150 words or less are
also welcome. It is The Language Teacher’s policy to
request that reviews of classroom teaching materials
be based on in-class use. All requests for review copies
or writer’s guidelines should be addressed to the Book
Review Editors.
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International Hotel English
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(Cassette available)

NEW!
International Restaurant English
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EngIish includes a multilingual (6 lan-
guages)  glossary. (Cassette available)
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Telephone: (O3)238-l050 Fax: (03)237-1460 Telex: 650-295-8590
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IN THE PIPELINE
The following materials are currently in the proc-

ess of being reviewed by JALT members for publica-
tion in future issues:

Allsop. Making sense of English grammar exercises (Self-
study edit ion).

Brander .  Three little words A ,  An .  The .
Brinton,  et al. Content-based second language instruction.
Brooks & Grundy (Eda.). Individualization and autonomy in

l a n g u a g e  l e a r n i n g .
Chan. Process and practice.
Chaudmn.  S e c o n d  l a n g u a g e  classrooms.
Clark. Talh  about literature.
Corson.  Language policy across  the curriculum.
Dechert  (Ed. ) .  Curren t  t r ends  in  European  s e c o n d  l a n g u a g e

acquisition research.
Dewar. Computers: From beads to bytes.
Doff. Teach  Eng l i sh .
E l l i s .  S e c o n d  l a n g u a g e  a c q u i s i t i o n  i n  c o n t e x t .
Fox (Ed. ) .  Collins essential English dictionary.
Fried-Booth,  et  a l .  Collino  COBUILD Engl ish  course

photocopiable tests.
Gass, et al. (Eda.). Variation in second language acquisition:

Psychololinguistics.
Gaaa,  et al. (Eda.).  Variation in second language  acquisition:

Discourse and pragmatics.
Hill & Holden  (Eda.).  Creativity in language teaching.
Hughes. Testing for language teachers.
Johnson.  The second language  curriculum
Johnson & Snowden. Turn on!
Kelty. The  Engl i sh  workout.
Krashen.  Language acquisition and language education.
Lewis, et al. Grammar and practice.
Maple. New wave 2.
McDougal,  et al. University  survival skills.
McLean.  F a c t u a l  w r i t i n g .
Nunan.  Designing tasks  for the communicative  classroom.
Ramsey & LoCastro.  Talking topics.
Smith .  Issues f o r  t o d a y .
Sobel & Bookman. Worda at work.
Taya-Polidori.  English phrasal verbs in Japanese.
Thomas. Advanced vocabulary and idiom.
Trueba.  Raking silent voices.
Walker.  Computer  s c i ence .
Wil l i s  & Wi l l i s .  Co l l ins  COBUILD Engl i sh  course  3 .
Wright .  P i c t u r e s  f o r  l a n g u a g e  l e a r n i n g .
Yalden.  Principks of course  &sign for language teaching.
Yates .  E c o n o m i c s .
Zimmerman.  Eng l i sh  fo r  s c i ence .

FUKUI
“MacEnglish:  The Newest in CAI"

by Ed Miller

Ed Miller, president of Nichi Bei  Gaigo Gakuin  in
Fukui,  gave a presentation in June of the latest devel-
opments in MacEnglish.  The format and functions are
still being developed through  cooperation between
Nichi Bei,  Tokyo and the United States.

The programmes are Executive English, aimed at
giving examples of Business English in situations;
Let’s Talk, offering more general conversation; “Pro-
nunciation Plus;” and INFORM, which uses a maga-
zine format.

The first three programmes were  demonstrated
and then participants were provided with a terminal
on which to try out INFORM  for themselves.

All four programmes use graphics to set the con-
text for dialogues (often very humorously); make use  of
handy word helps; give the option of listening to the
dialogues at native-speaker or at reduced speed; and
allow you to record  your own voice onto the disk for
comparison. Everything is operated using a mouse so
there is no confusing keyboard to deal with.

The audience benefited greatly from seeing the
computers in use and being able to evaluate them fmm
first-hand experience.

Miller stressed that a computer cannot teach and
can never replace the teacher (good news or not?!), but
that it can be an effective supplement and motivator.

ff ‘\‘\
Submissions are sought forSubmissions are sought 

“Teaching English to“Teaching English to
Children”

A Special Issue of
The Language Teacher,

March, 1991.
Deadline for submissions is

August 30,199O.
Contact Eloise Pearson (see p. 1)

for more information.
\, -//
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A workbook has also been designed to provide a link
between computer use and classroom activities.

The writer’s attitude towards the effectiveness of
computers was certainly changed by this presenta-
tion. Particularly impressive were the opportunities
for self-study offered.

words from the Japanese Ministry of Education's course
of study.

One way for teachers to make sense of the various
issues shown on TV is to catalog the current events.
Cates mentioned Reardon’s Schema for World Prob-
lems as a model for identifying world order values and
areas of concern and Kniep’s Four Dimensions for
Global Awareness and Social Concern as a step by step
method for handling specific issues.

Reported by Kat Lockyer

HIMEJI
The Promotion of Extensive

Reading Programs
by Beniko Mason

Mason of International Buddhist University re-
ported on "The Promotion of Extensive Beading Pro-
grams” at our April meeting. She guaranteed’reading
improvement” and “happiness” to those who partici-
pate in Extensive Reading Programs. Therefore, why
not use a method, she asks, that helps students not
only to read, but also to become good readers-and in
addition, to become independent readers?

Mason began her presentation by surveying the
main problems in extensive reading classes, and then
went on to outline the extensive reading program she
developed at IBU, and ended by discussing the in-
sights of four years of research on students who have
participated in her efforts over the years to improve
reading.

Of special interest were the various types and
levels of graded readers (Heinemann,  Collins, I..ong-
man, MacMillan, Oxford, Yohan, Kodansha, etc.) that
she has used, the procedure she follows, and the
teacher’s role. Her procedure, for example, includes in-
class and out-of-class tasks, written summaries, prog-
ress diaries, peer discussion and summarizing, and
teacher consulting; while the teacher’s role ranges
from  that of “policeman” to motivator, coach, model,
and praiser.

Reported by Jeris Strain

HIROSHIMA
Global Issues in

Language Education
by Kip Cates

Does studying about tropical  rain forests, hunger,
and other topics of worldwide concern have a place in
the foreign language classroom? In May, Kip Cates  of
Tottori  University and Guest Editor of The  Language
Teacher’s May Special Issue on Global Issues in Lan-
guage Education introduced the justification, models,
methods, and resources available to teachers who are
interested in presenting global issues to students.

While such phrases as ‘work for a better society”
and "contribute  to the welfare of mankind” appear in
the learning objectives of foreign language teaching in
many countries including Japan, these words are
nowhere to be found in the curriculums or anywhere
else. Even though teachers in Japan may hesitate to
deal with these controversial and emotional issues,
officially they must according to the above quoted

As for EFL in Japan, introducing world problems
into the class contents, finding out about social studies
books and educational packets available fmm abroad,
and developing an active learning, studentcentered,
world-centered approach  were suggestions Cates made
to help teachers and students as co-learners explore
global issues while studying a foreign language.

Reported by Ian Nakamura

KANAZAWA
Think Globally, Act Locally:

Issues for the ESL Classroom
by Sue Kocher

With the May edition of The Language Teacher
featuring “Global Issues in Language Education,” Sue
Kocher’s May talk on the subject was splendidly oppor-
tune. It was splendid in other ways, too.

Kocher argued forcefully for the inclusion of values
and issues in the content of what we teach. Placing
language teaching within a world-wide trend towards
greater responsibility, Kocher argued that part of a
teacher’s duty was to raise awareness and concern for
a better world. She even found a quotation from the
Mombusho to prove the point.

Passing from theory to practice, Kocher demon-
strated how global issues might be incorporated in the
classmom, and made suggestions as to how to exploit
each of the four skills. She also had good advice on
ways of motivating students to become involved on an
individual basis.

An exhaustive resource list, a video donated to the
chapter, lesson plans for environmental teaching ac-
tivities-these were some of the other benefits mem-
bers gained fmm the talk. All in all, this was an
uplifting, even inspirational talk and one the Ka-
nazawa chapter can warmly recommend to others.

Reported by John Dougill

KOBE
Large Classes:

Methodology and Technology

Kobe Chapter’s two-day conference in May on the
above theme drew more than 100 participants. Chal-
lenging the common assumption that large classes
present an obstacle to effective teaching and learning,
plenary speaker Brian Tomlinson judged the chief
pmblem to he in the negative attitudes which the
language teaching profession tends to have towards a
class size of over 40.  Learning, he suggested, requires
energy and the teacher can generate and sustain this
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energy more easily in a large class. Other advantages
listed by Tomlinson were:

1) the security given to weaker, “threatened”
students who can "hide”  in a large class (and
still learn)

2) the greater pool of experience and knowl-
edge available

3) the smaller likelihood of a few strong stu-
dents dominating the class.

Tomlinson then demonstrated some of the tech-
niques he uses in his own large university class,
emphasizing the teacher’s role as source of input.
Acknowledging that in large monolingual classes
students revert more to their Ll, he argued that this
could be utilized to promote fluency in English and
explained his “3-phase model”: English input (aural
and written); group discussion by the students in
Japanese to make the input accessible and meaning-
ful; and finally, the inter-group presentation of views
in English.

Other presentations includedtesting through timed
information-exchange activities (Stephen Ryan),
poetry writing in composition classes (Stephanie
Hawkes), class management techniques, and com-
munication strategies using video. Indeed, the wealth
of ideas and issues addressed in the conference con-
tributed greatly to its success.

Reported by Michael Skelton

MORIOKA
Developing Cultural Awareness

by Jim Batten

In June, Mr. Jim Batten of the Institute of Lan-
guage and Culture at Ibaraki Christian College pre-
sented his thoughts on *Developing Cultural Aware-
ness.” Mr. Batten has a wide background in this area,
and his presentation featured video-taped material
demonstrating some of the techniques he uses. Draw-
ing fmm a variety of other sources, he explained his
philosophy by beginning with a definition of intercul-
tural understanding as a ‘person to person” experi-
ence. He outlined the “Four Stages of Acculturation,”
and “Four Stages of Culture Shock” with many ex-
amples fmm his own many years of living and teaching
in Japan.

He included in his presentation academic mate-
rial, and an excellent description of the cross-culture
simulation, “BaFa BaFa.” He also gave participants a
useful bibliography for those interested in exploring
this topic further.

Reported by Elaine Voci-Reed

NIIGATA

still another gap exists between the usual activities
presented at local JALT meetings and the reality of
classes in most Japanese schools. This gap very often
discourages many of the JALT attenders who are
public school English teachers, whether JTEs or AETs,
because it is a gap they cannot fill in so easily as the
information gaps they expect their students to do.

At the April meeting, Kimie Okada demonstrated
how she and her colleagues are effectively filling in
this gap in the various projects they have undertaken
at Tokiwamatsu Gakuen, a private high school for
girls in Tokyo. The success of these projects  (i.e.,
Beading Library, Team Teaching, “Basic Uses in
English [Books 1 & 2],”  and English Day) were re-
vealed  in short videos of the ‘noisy students” commu-
nicating in English in their classes. The audience
could easily understand why the projects are so suc-
cessful by doing and enjoying some of the communica-
tive activities the students have in their everyday
classes.

Teachers at Tokiwamatsu Gakuen are always
trying to learn from  their students how to make their
approach more learner-centered and how to incorpo-
rate communicative aspects into their day-to-day
teaching. Their sincere efforts have resulted in text
books which can be used in other Japanese high
schools.

Reported by Hiroyuki Watanabe

SAPPORO
Choosing ESL Films:

What and Why?
by C.A. Edington

Those who attended the June meeting were re-
warded with an outstanding presentation on the use of
feature length movies as a medium for teaching EFL.
The title of the lecture mentions the What and Why”,
but the primary focus was on how to use video movies
effectively. Participants received a twelve-page hand-
out that will be an invaluable aid in the future. Eding-
ton told us how to select films, but the handout already
listed over fifty  items that she had researched thor-
oughly and classified by function. Excerpts of some of
these films were used to demonstrate a variety of tasks
for active viewing of the films. Her students must be
learning to understand authentic speech, body lan-
guage, and cultural insights fmm viewing preselected
clips of a movie and then watching the entire film when
they are ready for it. She  said that she spends 2-30
hours preparing worksheets and researching the movie
to select scenes that are appropriate for the lesson
points she wishes to cover. Her primary teaching
situation concerns listening; however she pointed out
that that is a logical take-off point for advanced con-
versation classes. There are unlimited opportunities
for discussion on a variety of issues raised in films.

If we prepare for our classes as well as CA. Ed-
dington  was prepared for this lecture, our classes will
never  fail to produce  results. We are grateful to Boston
University for letting her return to Japan so that we
could receive the benefit of her knowledge and experi-
ence in this area.

Reported by Ken Hartmann

More Emphasis on
Communicative Aspects in

Teaching and Learning English
by Kimie Okada

While information gaps have become popu-
lar as effective teaching/learning activities in Japan,
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A fun and lively course designed
especially for young learners.

Get Ready! is based around songs and activities
suitable for children who are learning English for the
first time. Get Ready! is useful for both your small
and large classes.

Now available in both
American and British editions!

Get Ready! has two levels, each divided into 60
steps. Each step consists of one page in the Pupil’s
Book, a half page in the Handwriting Book, one
page in the Activity Book and a half page in the
Numbers Book. This is how a representative unit fits
together (Get Ready! 1,  Step 33).

STEP 33

1
Pupil’s Book + Handwriting Book + Numbers Book Activity Book I)

__-------_-_------__---------------------------------------------------

To: OXFORD UNIVERSITY PRESS
2-4-8  Kanamecho,  Tosh ima-ku,  Tokyo 171 Telephone:  (03)5995-3801

Please send me a FREE inspection copy of GET READY! 1/2  (American/British).

Name:

School:

Address:
(Home/Schoo l )
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SENDAI
Achieving the Speaking-

Listening Balance
by Shari J. Berman

Shari J. Berman gave a workshop in May in which
she used parts of a textbook, Getting Together, and
clips from TV commercials and movies.

Six pages from Getting Together were used as
worksheets. One of them,  Activity 8: Are you ‘in style?”
had ten multiple choice questions that indicated the
personality type of the respondent. Berman then dis-
cussed procedures for worksheets  and called on par-
ticipants for answers. Discussion was also carried out
in small groups.

For the video part the presenterused clips from TV
commercials and movies. Berman said that to put
together such a collection takes much time and effort,
not to mention expense. On a worksheet numbered 1
through 16 with descriptions of greetings and intro-
ductions, participants marked what they heard while
watching the clip. Another clip consisted of McDonald’s
and Diet Pepsi commercials. The worksheet for this
consisted of six columns labeled Number, Product,
Music, People, Key words, and Children. Check marks
were made by the participants when these items were
seen or heard on the clip. Movie clips of Tootsie and
Moonstruck were also used. The presenter called on
participants, who had been given numbers, for their
observations. The participants were in two teams
whose efforts were evaluated on a competitive basis.

Reported by Harry Neale

SHIZUOKA
A Perspective on

English Composition and Beading
by Dean Hinton

At the May meeting Dean Hinton of Prospera
Language Institute described how a difference in view-
point between himself and his students resulted in an
interesting opportunity for instruction.

He began by explaining his own development as a
person and, more particularly, as an artist. He stressed
that his perspective is more that of an artist who
teaches rather than a teacher who paints. By chance
Mr. Hinton  asked his students to draw a table in class.
He found that most of his students drew a table which
did not fit his own concept of how a three dimensional
object should be represented on paper. The simple act
of representing a table had revealed a difference of
view between himself and his students which caused
him to develop a whole mini-course on the difference in
the development of the use of perspective in Japanese
and Western art. He found that discovering a point of
cultural divergence enabled him to capture his stu-
dents’ interest and to lead them to challenge both
reading and writing materials which would normally
be above their level.

Honton made it clear that though others may not
be able to duplicate his own experience (because of
differences in experience, students, etc.), it served as

an example of how a simple event in the classroom  can
reveal differences in cultural perspective which can
serve as “springboards” to develop motivating teach-
ing materials.

Reported by John Laing

SUWA
Lake Suwa Charity Walk

JALT-Suwa’s first Lake Suwa Charity Walk on
May 27th provided a rare chance for all those con-
cerned with improving the lake to come together. As a
group we actually viewed the whole lake up close,
discussed what could be done, and raised money for
research purposes. Over 230 walkers took part in the
sixteen kilometer course around the lake. Eighty of
them, including women with babies and senior citi-
zens, finished the whole course. Some participants
came from as far as Tokyo and donations came from as
far as Sendai.

Through this walk, JALT-Suwa feels it has greatly
raised public awareness of the problems of Lake Suwa
and has brought its surrounding communities to-
gether in a common cause. Other fruits of our labor
were the acceptance of JALT by the community, wide
coverage of our chapter by the media, and the creation
of the first bilingual map of Lake Suwa as a whole (the
latter a project in itself involving days and nights of
work). A million thanks go to Julian Bamford for
providing invaluable information.

Reported by Mary Aruga

TOYOHASHI
Exploring Teaching Techniques:

Videos & Discussion
Thanks to Mr. Kazunori  Nozawa, President of

Toyohasbi chapter, at our May meeting we enjoyed
three different  videos all of which were stimulating,
informative, and instructive. A discussion followed
each video.

The first video was about Mr. Terry Weeks, a
highly regarded teacher from  the U.S.A. In the video
he made a visit to a Japanese private high school,
whose students are mostly returnees, to teach about
"the pioneer spirit” in a broader sense. He made them
think about new "frontiers”  in English. In his class,
English was purely a means of communication, and
the students were totally involved in the topic.

The second video was English Teaching with
Video-A  Guide  to Using Video in the Classroom,
produced  by BBC. It showed concrete ideas, describing
nine techniques for using video in the classroom.

The third video was concerned with group-work
activities and was produced  by the British Council. It
presented lots of games, activities, techniques, and
materials.

If we try some of those ideas, well have to choose
appropriate ones to make effective use of them. It
requires a great amount of time, endurance, courage
and also flexibility.

Reported by Tomoyo Kumamoto
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LONGMAN
PHOTO
DICTIONARY

M A R I L Y N  S R O S E N T H A L  A N D
D A N I E L  B  F R E E M A N

N O W  A V A I L A B L E  I N
B R I T I S H  A N D  A M E R I C A N

E D I T I O N S !

I O NA M E R I C A N  E N G L I S H  E D I T
N O W  C O M P L E T E

C O M P O N E N T S

Longman  Photo Dictionary Student’s Book
Beginning Workbook
Beglnning Cassette
Intermediate Workbook
lntermedlate Cassette
Wallcharts, Set 1
Wallcharts, Set 2
Pronunciation and Spelling  Workbook
Pronunciation and Spelling  Cassette

B R I T I S H  E N G L I S H
E D I T I O N

C O M P O N E N T S

Longman  Photo
Dictionary  Student’s
Book

For more mformatlon
contact:  Longman  E L T .
Longman  Penguin  Japan
Co. Ltd. ,

Gyokuroen Building,

Actlvlty Book
(forthcoming)

I-13-19 Sekiguchi,

Bunkyo-ku,  Tokyo 112.
Telephone: (03) 266-0404
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YOKOHAMA
LIOJ Annual Open House

In June, members of the Language Institute of
Japan (LIOJ) came to Yokohama, and gave four inter-
esting presentations on various linguistic and lan-
guage teaching themes.

First, for the benefit of junior and senior high
school English  teachers, Joseph Astillero demonstrated
different kinds of games to maximise student interest
in class. Even simpler games for vocabulary building
and reinforcement had a mixed native and non-native
English speaking group participating earnestly.
Meanwhile, Thomas Clayton discussed the political
uses of language, particularly on a macro level. This
was a precis  of his upcoming Cross Currents article.
The main statement was a plea to language teachers
to “be aware of the political implications of their
actions in language teaching.”

In the second half, Paul Corrigan instructed on the
uses and production of video  programmes for language
teaching. Video can be used by students as well as
teachers for evaluation. It can be a maximum partici-
pation exercise as well, he explained. Kim Edwards
talked about explanation strategies to another group
at the same time. Part of this was to do with different
kinds of quizzes which can help students ”work  around
unknown words or phrases to overcome potential
communication breakdowns.” She showed us activi-
ties involving often-used idiomatic patterns used to
help students "explain” classification, purpose, con-
trast, comparison, and more.

The thirty or so people who came benefited from
well-prepared presentations. Unfortunately, local
chapter members who couldn’t come did miss out on
something worthwhile.

Reported by Howard Doyle

SUBSCRIBE TO THE
TESOL  NEWSLETTER

JALT members who are not members
of TESOL may now subscribe to the
TESOL Newsletter at a yearly (6 issues)
rate of ¥2,500  surface mail, ¥4,700  air mail.
This informative and useful publication
includes hints and techniques for teach-
ing and short articles and reports on new
trends and teaching situations all around
the world. It’s a quick and easy way to
keep up on the latest activities of the
TESOL organization, too. Send in your
subscription using the furikae form found
in this issue.

ulletin
oard

Please send all announcements for this column to Jack Yohay
(seep. 1). The announcement should follow the etyk and format
of TLT and be received by the 25th of the second month prior to
publication.

APOLOGIES

As the phrase “Anything received on or after the
26th will go into the following issue of The Language
Teacher” does not apply to announcements with time
value, the half-page notice of a May 26 event which
appeared on p. 69 of the June issue should have been
discarded when it arrived too late for the May issue.
The editors regret any inconvenience caused to The
British Council.

THE WORLD’S CHILDREN
EFL Lesson Plans

The first World Summit for Children, September
29-30 at the United Nations, preceded on September
17 at 9 a.m. with the lighting of candles in classrooms
around Japan, is intended to give immediacy to  the
problems of hunger and poverty facing children world-
wide. To help bring the real word into the classroom on
this occasion, candle-lighting ceremony and pre-cere-
mony lesson plans with background information are
available from: Lori Zenuk-Nishide, Kyoto Nishi High
School, 37 Naemachi Yamanouchi, Ukyo-ku, Kyoto
616; tel. 076-321-0712,  fax 322-7733.

CALL FOR PARTICIPATION
Language Education

Interaction and Development
Hue, Vietnam, March 30-April, 1991

The aims of this conference are to promote interna-
tionalunderstanding and to stimulate new approaches
to the teaching of languages, especially through the
appropriate applications of new technologies in devel-
oping countries. Conference themes include: language
and education in social and cultural contexts; cross-
cultural understanding and language learning, recent
technology in language learning; materials for lan-
guage learning; discourse analysis and its educational
applications; language policy; modem language teach-
ing for Asian students; language assessment; lan-
guage and international understanding. Plenary speak-
ers include Michael Halliday and Christopher Can-
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dlin. Write to: Mr. Mike McCausland, Co-convener,
Language Education Conference, School of Education,
TSIT, P.O. Box 1214,  Launceston, Tasmania, Austra-
lia 7250; tel. 003-26-0245/fax  003-26-3664. Discount
rate for registration before Oct. 1.

CALL FOR PAPERS
International Conference on

Teacher Education in
Second Language Teaching

Hong Kong, April 17, 18, 19, 1991

Proposals for papers and workshops are invited
which address the teacher-education issues of: devel-
opmental approaches, research, action research, in-
quiry-based strategies, and innovations. Send propos-
als to: Conference on Teacher Education in Second
Language Teaching, c/o Department of English, City
Polytechnic of Hong Kong, 83 Tat Chee Avenue,
Kowloon, Hong Kong by November 30.1990. Fax (852)
788-8894; Tel.: (852) 788-8850.

INTENSIVE COURSES
IN PHONICS

Yoko Matsuka, M.A. TESL, will conduct, entirely
in English, two-day workshops in the theory and
practice of teaching phonics, including up-to-date in-
formation about language acquisition, practice in
“teacher-talk” and games, and individual checking of
pronunciation by native speakers of English: in Oki-
nawa (8/2-3),  Hakuba (8/18-21  and 22-25), Himeji (S/8-
9), Numazu (10/20-21),  Osaka (11/17-18),  and Tokyo
(X93-9). Apply to: Matsuka Phonics Institute, S-6-3
Tamagawa-gakuen, Machida,  Tokyo 194; tel. 0427-28-
6421.

THEATRE-IN-EDUCATION
October &November 3, 1990

Booking is now open for the autumn tour of Zensekai
How Much?! Recommended for universities, junior
colleges, senior high schools. With drama, music, and
the latest data, a Japanese, a Kenyan, a European,
and an American challenge students to review our
future. How do everyday lifestyles on four different
continents-the technology we use, the waste we cre-
ate-affect our environment? Skillful audience in-
volvement gives practice in heard and spoken English.
Preparation and follow-up materials are provided.

Staging requirements: an empty mom large enough
to seat the audience (max. 200) on the floor, with space
for the actors to circle around them. Performances last
about 90 minutes. Oct. 8-10, 31-Nov. 3 in the Tokyo
area; Oct.10-13,  Tohoku; Oct. 15-20,  Kanto;  Oct. 22-27,
Kansai and Oct. 29-31, Chugoku; flexible scheduling.
Bookings and full details: Susan Morris, Administra-
tor, Passe-Par-tout, 72 St. John Street, London EClM

August 1990

4DT,  U.K. Tel. 44-71-251-0074; fax 44-71-490-4186.

INTRODUCTION TO S.A.P.L..
and S.A.P.L.  FOLLOW-UP

Osaka, Aug. 24-28 (Intro.)
Aug. 29 (Follow-Up)

This is a five-day introductory mm-se in Self-
Access Pair Learning recommended for anyone who
wishes tn use the course  Threshold. The course leader
will be Tom Pendergast. Place: DIDASKO Learning
Center near Awaza subway station, Chuo Line. The
SA.P.L. Follow-Up on the 28th is for coordinators who
have done the introductory course and have had sev-
eral months of experience with S.A.P.L. Info: DI-
DASKO, 6-7-31-611 Itachibori, Nishi-ku, Osaka 550.
Tel.: 06-443-3810.

CALL FOR PAPERS
International Conference on
Spoken-Language Processing
Kobe, November l8-22, 1990

Chaired by Prof. Himya Fujisaki, Tokyo Univer-
sity, this will be the first international conference on
spoken-language processing  by both humans and
machines covering broad aspects from basic research
to applications within many areas. Please direct all
inquiries to: Prof. Morio Kohna, Kobe City University
of Foreign Studies, S-l Gakuen-Higashi-machi,  Nishi-
ku, Kobe 673; tel. 078-794-8207, fax 078-794-8169.

A Reminder

from

the Editors

The 25th of the second month
prior to publication is the final deadline
for receipt of all submissions, Including
all announcements (positions, bulletin
board, and meetings). Anything re-
ceived on the 26th or after will go into
the following issue of The Language
Teacher.
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Please send all announcements for this column  to Jack
Yohay (see p. 1). The announcement is to follow the
style and format of TLT and be received by the 25th of
the second month prior to publication.

If there is no announcement for your chapter,
please call the contact person listed below for
information.

Bill Casey, 0472-55-7489

Hiroyuki Kondo, 0776-56-0404

Topic: Grammar for Communication, TOEFL, and
STEP

Speaker: Donna Stripling, Philip D. Smith
Date: Sunday August 26th
Time: 2.00-5.00  p.m.
Place: West Chester University, l -3-29 Nagahama.

Chuo-ku; tel. 092-761-0421
Fee:
Info:

Members free; non-members ¥300
Shane Hutchinson 092-823-1414
The workshop will focus on grammatical

structures and ways of making them fun to learn. Part
will be spent on teaching ourselves English grammar
(e.g. the difference between “going to” and “will”).Dr.
Smith will follow with advanced-grammar activities
geared to the TOEFL and STEP tests. Ma. Stripling
has many years of teaching experience. Dr. Smith is
Dean of West Chester University.

Dates:
Place:

Theme:

Guest

Speaker:
Lectures:

Summer Workhop  at Kusatsu
August lath, 19th,  20th
Kanto-Koshinetsu  Kokuritsudaigaku Semi-
nar House, Kusatsu-machi, Gunma-ken
377-17; 0279-88-2212
Listening in English as a Foreign Lan-

guage
Call for presentations: Presentations by
participants will be appreciated, for shar-
ing is one of our main purposes.
Thomas Scovel, Ph.D., Professor of Lin-
guistics, San Francisco State
University
Let’s Listen to English; “Many second lan-
guage researchers agree that listening is of
primary importance for successful first or
second language acquisition, but how can
teachers effectively teach listening skills?”
These three talks are designed to answer
this question.

Registration: For both participation and presentation:

Morijiro  Shibayama, 2-38-4 Hirose-machi,
Maebashi-shi, Gunma-ken  371; 0272-63-
8522. Max. 40 participants.

Fee: ¥5,000 (¥2,000  discount for presenters)
Room and Board: ¥6,400 for all three days (some extra

beds available for family members)
Schedule:

Sat. Aug. 18
11:00-12:00
12:00-13:00
13:00-13:20
13:30-l 5:00
15:30-17:00
17:30-19:00
19:30-20:30

Sun. Aug. 19
7:00- 8:00
8:30-10:00

Check in
Lunch
Orientation
Participants’ presentations
Participants’ presentations
Dinner
Group discussions: “Sharing Ideas”

Breakfast

10:30-12:00
12:00- 13:00
13:00-14:30

15:00-17:00
17:30-19:00
19:30-21:30

Mon. Aug. 20
7:00- 8:00
8:30-10:00

‘Let’s Listen to English (l),”
Dr. Scovel
Participants’ presentations
Lunch
“Let’s Listen to English (2),
Dr. Scovel
Participants’ presentations
Dinner
Party! Party!

Breakfast
‘Let’s Listen to English (3),”
Dr. Scovel

10:30-11:00 Summary and Farewell

N.B. As the Kusatsu International Music Festival will
be being held, we will be willing to reschedule our
programs if many of you wish to attend one of the
concerts.

Barbara St. Clair, 05383-7-7658

Akito Ozaki, 0792-93-8484

Marie Tsuruda. 082-289-3616 or Ian Nakamura, O&48-
48-2876

No August meeting. The second Sunday of each  month
is the customary date.

Info: Takashi Ishii 0292-41-0356.

Yasuo Teshima, 0992-22-0101 (W)

Kimiko Oshigami, 0764-29-5890

No August meeting. On Sept. 9 Keiko Abe will present
‘Activities for Young Learners.”
Info: J. Patrick Bea, 07457-8-0391
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Christopher M. Knott, 075-392-2291

Vickie Rooks, 0899-33-6159

Natsumi Onaka, 0196-54-5410

Leo Yoffe,O262-45-6626

No August meeting. On September 23rd Lesley Stouff
and Donna Stripling will discuss “Using Newspapers
and Magazines”.
Info: Sue Bruell 0958-49-0019

Helen Saito, 052-936-6493

Denise Vaughn, 0742-49-2443

Carl Adams, 0252-60-7371

F’ukiko  Numoto, 0862-63-6648

Karen Lupardus, 09889-8-6053

Margaret Saeaki, 048-644-3643

Naomi Katsurahara, 0736-32-4573

Ken Hartmann, 011-584-4854

No August meeting. The Summer Seminar, August 3-
5 in Morioka, is recommended; see July issue of The
Language Teacher or call Natsumi Onaka, 0196-54-
5 4 1 0 .

John Laing, 0542-48-6861

Mary Aruga, 0266-27-3894

Shizuka  Maruura, 0878-34-6801

Sachie Nishida. 0886-32-4737

Don Modesto, 03-360-2568

No August meeting.  On September 16th Rita Silver
will discuss “Peer- and Self-Evaluation.”
Info: Masahito Nishimura 0532-47-1569.

James Chambers, 0286-27-1858

Greta J. Gorsuch, 03-228-7443

Ayako Sasahara 0236-81-7124

Brenda Watts, 0832-54-0420

No August meeting. The regular second-Sunday-of-
the-month format will resume with a meeting Septem-
ber 9th.
Info: Bill Patterson 0463-34-2557.

/ .

A Reminder from the Editors
The Language Teacher welcomes mean-

ingful, well-written contributions, but requests
that the guidelines in the editorial box on page 1
be followed. Those wishing unused manuscripts
to be returned should include  a stamped self-ad-
dressed envelope. ALL Japanese language copy
must be submitted to the Japanese Language
editor.

The final deadline for all submissions is the
25th of the second month prior to publication.

k /
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Positions

Please send all announcements for this column to Jack Yohay
(seep. 1). The announcement should follow the style and format
of TLT and be received by the 25th of the second month preced-
ing publication.

Although JALT cannot protect job applicants
from discrimination, The Language Teacher will
not publicize sex, age, religious, or racial re-
strictions. Restrictive notices are edited to the
bare minimum.

(HIMEJI)  Part-time teachers of English to start in
April, 1991. The positions are open to both native and
non-native speakers of English with M.A. in ESL,
Linguistics, or British/American Literature. Please
send your resume to Fumio Yamamoto, Jo Himeji
Dokkyo University, 7-2 Kamiohno, Himeji 670.

(HIROSHIMA) Full-time TESL/TEFL  openings in
September, 1990, and in March, 1991. Requirements:
native speaker and a B.A. or higher. Preferred: teach-
ing experience in TESOL, math, history, or related
subjects. Living in Japan or prior experience living
abroad a big plus. Japanese language ability not re-
quired, but helpful. Two-yeamontract, renewable. Com-
pensation depends on qualifications. Please send your
resume and a copy of your diploma to: Jun F. Kumamoto,
Hiroshima College of Foreign  Languages, 1-3-12 Senda-
machi,  Naka-ku, Hiroshima 730. Tel.: 082-241-8900.

(HlROSHIMA) Full-time positions for Japanese teach-
ers of English  and other subjects. Openings in Septem-
ber. 1990. and in March. 1991. Recmirements: native
Japanese; college or uhversity graduate. Preferred:
teaching experience. English language abilities should
be good. Compensation depends on qualifications.
Please send your rirekisho and a copy of your diploma
to: Jun F. Kumamoto, Hiroshima College of Foreign
Languages, l-3-12 Senda-machi,  Naka-ku, Hiroshima
730. Tel.: 082-241-8900.

(KITA-KYUSHU)  National University seeks an
English-as-a-foreign-language instructor, beginning
April 1. 1991. Requirements include M.A. or its equiva-
lent in TEFL,  literature, linguistics or related fields,
and a few years’ teaching experience. Responsibilities:
to teach six weekly classes in spring semester and
seven classes for fall semester. Salary ¥5,260,000 to
¥’l0,080,000  depending on qualifications. One-year
contract. renewable to 3 years.  Benefits ¥500.000 for
research expenses per annum, travel expenses plus
baggage allowance (self, family), a fully furnished
residence for ¥49,000  monthly. Send by Sept. 20,1990:

August 1990

resume. recent photo, copies of degrees and verifica-
tion of past employment, list of publications if appro-
priate, at least one letter of recommendation, graduate
and undergraduate transcripts, and an explanation of
"Why I’d Like to Teach in Japan” to Prof. Shuzo
Yamanaka, Department of Foreign Languages, Fac-
ulty of Engineering, Kyushu Institute of Technology,
l-1 Sensui-cho,  Tobata-ku, Kita-kyushu  804. Tel.: 093-
871-1931; fax 3723.

(KYOTO)  Full-time/part-time native EFL instructors
needed starting April 1,1991  to teach reading, speak-
ing, listening and writing in an expanding content-
based program. Must have previous teaching experi-
ence and TEFL training is desirable. Competitive
salary/benefits. Send resume  to:  Kyoto Nishi High
School. Course of International and Cultural Studies.
37 Naemachi Yamanouchi, Ukyo-ku, Kyoto 615. For
more information contact Mr. Duming or Ms. Zenuk-
Nishide, tel. 075-321-0712.

(KURE) English teacher from September 1, 1990  with
a college degree and teaching experience. Full-time
position with approximately 22 teaching hours a week.
Please submit a personal history and two letters of
recommendation. For more information call Yoshiko
Kawagoe at 0823-21-2414.  Kure Y.W.C.A.,  3-1 Saiwai-
cho, Kure,  Hiroshima 737.

(MATSUYAMA)  One EFL instructor needed starting
April 1, 1991, to teach freshman and sophomore Eng-
lish. Native speaker of English with an MA. in TEFL.
Knowledge of Japan and/or experience in teaching
Japanese students helpful. Six classes/week. Two-
year, non-renewable contract includes salary (roughly
¥3,600,000/year),  air fare to and from Matsuyama,
partial payment of health insurance, and other bene-
fits. Resume, transcripts, and coy of diploma should
reach us by September 20 and will not be returned.
Chifuru Takubo, Registrar, Matsuyama University, 4-
2 Bunkyo-cho, Matsuyama 790.

(MATSUYAMA)  One EFL instructor needed starting
April1, 1991, to teach freshman and sophomore French.
Native speaker of French with an MA. and with
coursework in teaching French. Knowledge of Japan
and/or experience in teaching Japanese students help-
ful. Six classes/week.  Two-year, non-renewable con-
tract includes salary (roughly ¥3,600,000/year),  air
fare to and from Matsuyama,  partial payment of health
insurance, and other benefits. Resume, transcripts,
and coy of diploma should reach us by October 9 and
will not be retumed. Chifuru Takubo, Registrar, Matsu-
yama University, 4-2 Bunkyocho, Matsuyama 790.

(NAGOYA) Full-time associate instructor, native
English speaker, beginning April 1, 1991. Two-year
contract; renewal possible. Minimum teaching load of
14 periods/week plus office  hours and participation in
program planning. Compensation depends on qualifi-
cations. M.A. in ESL/EFL,  English, linguistics, or
related field required. Send resume, graduate and
undergraduate transcripts, statement of career goals,
and at least two recommendations including one from
a faculty member of most recently attended graduate
school and one fmm present or most recent employer
to: Peter Garlid, AI Search Committee, Department of
English, Nanzan Junior College, 19 Hayatocho, Showa-
ku, Nagoya 466, by October 15.
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(NIIGATA) The Graduate Schools of International
Relations and International Management of the  Inter-
national University of Japan offer a full-time position
beginning in September, 1990. Salary Y4.5-6  million/
year, subsidized housing, other benefits. Requirements:
M.A. or Ph.D. in TEFL or Applied Linguistics, or
equivalent; minimum two-year university level teach-
ing experience; interest in politics, economics, man-
agement; adaptability to rural environment. Duties:
teach 9-15 hours/week (32 weeks/year); assist in cur-
riculum development and coordination, testing, and
extra-curricular activities. Conditions: English-me-
dium university, 1.5 hours from Tokyo by "bullet”
train; highly motivated multinational student body;
small class size; excellent computer facilities; faculty
committed to both teaching and research. Send CV,
photograph. two recommendations, and a statement of
research and  professional interests immediately to
Jan Smith. Recruitment Coordinator, Ennlish Lan-
guage Program, IUJ, Yamato-machi,. Minami Uon-
uma-gun, Niigata 949-72. [Tel.: 0257-77-15211

subject area, and two years of college teaching experi-
ence. Send resume and transcripts to: Tokyo American
Community College, 1-53-1 Yoyogi, Shibuya-ku, To-
kyo 151. for more information, call 03-375-2345.

(TOKYO) Columbia University seeks qualified ESL
instructors for possible positions in the Japan branch
of its American Language Program, starting October.
Requirements: an M.A. in TESOL or related field, 3
years of college-teaching experience and native-Eng-
lish-speaker fluency and pronunciation. Knowledge of
American college life a must; experience in content-
baaed instruction and/or TOEFL a plus. Please send
resume and cover letter to Shelley A. Saltzman,
Director, A.L.P., Columbia University Language
Center, 1-5-l 7 Roppongi, Minato-ku, Tokyo 106.

(OSAKA/KOBE) ESL/EFL  instructors with M.A. in
TESL or applied linguistics and minimum of two
years’ teaching experience, preferably in a college-
level intensive language program. Contract may start
soon or the initiating time is negotiable: a) Assistant
Chief Instructor (annual gross income: ¥6 million); b)
Senior Instructor (annual gross income: ¥5-5.5 mil-
lion, depending on experience). Special school loan
may be granted. Requirements:

(TOKYO) ESL instructors, group lessons for adult
learners at four locations from October. 1990. Full-
time 18 contact hours/week (five-day work week, in-
cluding 2-3 evenings) starting from ¥320,000/month,
part-time from ¥4,000/hour, LL assistant instructors
from ¥2,500/hour (both mainly evenings and morn-
ings). Sponsorship for one-year contracts available for
full-time. TESL or related qualification and minimum
two years relevant experience preferred. Send resume
and cover letter indicating area of specialization (special
skills, test preparation, materials development) to Ted
Quock, Simul Academy, Kowa Building # 9  2F,  l-8-10
Akasaka, Minato-ku, Tokyo 107.

1) An official letter of release and official income
report from the present employer.

2) A screening test might be conducted if the
candidate has not been employed with a Japa-
nese institution during the past year.

3) Only those who are eligible should apply and
refrain from asking further information on the
telephone.

4) A proper visa (residence status).
Please send your resume and a letter of recommenda-
tion to Mr. Y. Kurata, Personnel Director for Instruc-
tors, National University, 3-12-19 Nishinakajima,
Yodogawa-ku, Osaka 532; tel. 06-885-2210; fax 3310.

(OSAKA) Four-year women’s college requires a well-
qualified teacher for the ‘English through drama”
course commencing April 1991, full-time for two years.
Contract is non-renewable. Salary is in accordance
with qualification and experience.. Application forms
from Mr. T. O’Brien. Ohtani Women’s College. 1824
Nishikiori, Tondabayashi, Osaka 584: tel. 072l-63-
6620 (evenings).

(SEOUL, KOREA) Full-time ESL instructor. Monthly
starting dates. Salary W1,000,000/month.  Require-
ments M.A. or B.A. in TESOL or related field or
experience. Benefits:  Partial housing, mund-trip
airfare, four weeks vacation, 50% health insurance.
Send resume, copy of first page of passport, and refer-
ences to: Fred Linkenhoker, Head Coordinator, Eng-
lish Training Center, 646-22 Yoksam-dong, Gang-
nam-gu, Seoul 135, Korea.

(TOKYO) Los Angeles City College affiliate seeking
part-time instructors with background and experience
in TESOL, English Comp., Language, Linguistics, and
Speech. Minimum qualifications: proper  visa, M.A. in

(TOKYO) Part-time instructors with background and
experience in teaching English as a second language
required for positions starting the second week of
September. Japanese nationals with an American
M.A. are also invited to apply. Send resume to: Robert
E. Dell. McKendree College Japan. 538 Wasedatsuru-
maki-cho, Shinjuku-ku, Tokyo 162;  tel.: 03-5273-0521,
fax: 0563.

(TOYOHASHI. AICHI)  One full-time Foreign Lan-
guage Instructor (Gaikokujin  Kyoshi) needed starting
April 1. 1991. Native sneaker of English: to teach
general English  courses (oral communication,  compo-
sition, etc.) and a selective course (Sougou  Kamoku) to
undergraduate students. Field: Teaching English as a
Second/Foreign Language, Speech & Communication,
American/British Literature, Linguistics, or related
field. Degree: M.A. preferred. Participation in meet-
ings and other college activities expected. One-year
contract but renewable. Salary depends on age and
experience. Please send, to arrive by October 31: (1)
curriculum vitae with a half-length or passport photo-
graph; (2)  a list of publications; (3)  copies  of up to 3
publications;  (4)  academic transcripts: and (5) a health
certificate issued by a public hospita1, t.o  Prof. Takeshi
Terasawa, Dept. of Humanities and Social Engineer-
ing, Toyohashi University of Technology, l-1  Hibari-
gaoka, Tempaku-cho, Toyohashi-shi 441. Further in-
formation: call Prof. Nomura, 0532-47-0111 ext. 411.

(UTSUNOMNA) English Language teacher; 12/18/
24 month contract. Sponsorship, Salary ¥210,000 plus
air fare and bonus. Accommodation available. Call Mr.
Muramatsu at 0286-24-0665 or send resume to
Utsunomiya English Center, Shimoko Bldg. 6F,  4-3-
16 Babadori, Utsunomiya, Tochigi 320.
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MEET THE NEW KID

MUZZY IN GONDOLAND

MUZZY COMES BACK

l  carefully crafted ELT video for young learners.

l  Fully supported with work cards, student books, teachers notes,

song cassettes, and games.

nAppropriate  for all ages through junior high school.

l  It’s fun, it’s clever, and it works.

l  Each 75 minute video is a full colour  animation specifically

designed for learning English.

MEYNARD
PUBLISHING

LTD.

To: MEYNARD PUBLISHING LIMITED
Matsuoka Central Bldg. 8F,  1-7-1 Nishishmjuku, Shinjuku-ku, Tokyo 160
Tel :03-344-4181 Fax : 03-344-6809

Please send more information ;
1MUZZY IN GONDOLAND q  MUZZY COMES BACK

Name:

School:

Address:
(School/Home) Tel:
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1990 Guidelines for Submissions to
The Language Teacher

All English-language copy, regardless of destination, must be typed,
double-spaced, on A4-sized  paper, with three centimeter margins. Manuscripts
should follow the American Psychological Association (APA) style. Materials
which do not conform to these guidelines will not be considered. If it is possible,
please submit a disk copy (Mac preferred) in addition to a paper copy when
submitting full-length articles.

All materials in Japanese should follow as closely as possible the format in
which they are to appear in The Language Teacher. This means, for example, that
titles and the author’s name should appear in romaji in the proper locations.
Please refer to the Guidelines for Japanese Articles found in The Language
Teacher, January, 1990, for more exact information. Note that all Japanese-
language copy must be sent directly to the Japanese-language editor (address,
page 1).

Such things as chapter presentation reports and announcements of meet-
ings or positions must also follow the format in which they are published in The
Language Teacher. Please read the appropriate sections found in The Language
Teacher-1, 1990. Submissions to these columns should be sent directly to the
column editor (names and addresses appear on page 1 of every issue of The
Language Teacher, but as these editors may change during the year, please check
the most recent issue).

The deadline for submission of chapter presentations, reports, bulletin
board announcements, announcements of positions, and meeting announce-
ments is the 25th of the month, two months before desired publication.
Articles, My Share, JALT Undercover, and Opinion contributions may be
submitted at any time.

The editors of The Language Teacher and the JALT Journal reserve the
right to make minor adjustments in the style of a manuscript to have it conform
to the general style of the publication, without necessarily consulting the author.
The editors of The Language Teacher also reserve the right, due to prior planning
and consideration of space, to publish an article in an issue other than the one
intended or desired by the author. Where this is considered to be undesirable by
authors, they are requested to so indicate when submitting their manuscripts.
Those wishing unused manuscripts to be retuned should enclose a self-ad-
dressed envelope with the proper amount of postage.

The editors regret that, as JALT is a not-for-profit organization, remunera-
tion for, or reprints of, articles cannot be provided to authors.

For complete guidelines, please refer to The Language Teacher,
January, 1990.
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JALT  JOURNAL

JALT Journal welcomes practical and theoretical articles concerned with foreign
language teaching and learning in Japanese, Asian and international contexts.
Areas of specific interest include the following: curriculum and teaching methods;
classroom centered research; cross-cultural studies; teacher training; language
learning and acquisition; and overviews of research and practice in related fields.
The editors encourage submission of full-length articles, short articles and reports,
reviews, and comments on earlier JALT Journal writings (for the “Point to Point”
section). Articles should be written with a general audience of language educators
in mind. Statistical techniques andunfamiliar terms should be explained or defined.

Style
JALT Journal uses the Publication Manual of the American Psychological Asso-

ciation (available from the Order Department, APA, 1200 17th St., NW, Washing-
ton, D.C.). Consult recent issues of JALT Journal or TESOL Quarterly for examples
of documentation and reference lists. This is a strict requirement. Also, remember to
give precise page numbers of cited work in both the text and reference list.

Format
No longer than 20 pages, including reference list, typed on A4 or 8 l/2” x 11" paper,

and double-spaced. Writers must supply camera-ready diagrams or figures (if any)
before final publication.

Materials to Be Submitted
l Two paper copies of the manuscript
l One Mac, IBM PC, or 9801 computer disk version. (The disk will be returned.

If the manuscript is not on disk, please send an extra paper copy.)
l Abstract (less than 200 words)
l Japanese translation of title and abstract (if at all possible)
l Running head title (about 5 words)
l Biographical sketch (no more than 50 words)

Evaluation Procedure
Manuscripts are subject to blind review by two readers. The author’s name and

references that identify the author should appear only on the cover sheet. Evaluation
is usually completed within two months.

Restrictions
Papers sent to JALT Journal should not have been previously published, nor

should they be under consideration for publication elsewhere. We regret that paper
manuscripts cannot be returned.

Book Reviews
If you are interested in or currently are doing a review for the JALT Journal, con-

tact Jane Wieman directly (address, p.1).

Address for Manuscripts and Inquiries
See page 1 of the most recent issue of The Language Teacher for the Editor’s

address.
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MEMBERSHIP INFORMATION
JALT is a professional organization dedicated to the improvement of language learning and teaching in

Japan, a vehicle for the exchange of new ideas and techniques and a means of keeping abreast of new developments
in a rapidly changing field. JALT, formed in 1976, has an international membership of some 3,700. There are
currently 36 JALT chapters throughout Japan. JALT is the Japan affiliate of International TESOL (Teachers of
English to Speakers of Other Languages) and a branch of IATEFL (International Association of Teachers of
English as a Foreign Language).

Publications - JALT publishes The Language Teacher, a monthly magazine of articles and announcements
on professional concerns, and the semi-annual JALT Journal. In addition, members can enjoy substantial
discounts on Cross Currents (Language Institute of Japan).

Meetings and Conferences - The JALT International Conference on Language Teaching/Learning
attracts some 2,000 participants annually. The program consists of over 300 papers, workshops, colloquia and
poster sessions, a publishers’ exhibition of some l,000m2,  an employment center, and social events. Local
chapter meetings are held on a monthly or bi-monthly basis in each JALT chapter, and National Special
Interest Groups, N-SIGS, disseminate information on areas of special interest. JALT also sponsors special
events, such as the annual Summer Seminar for secondary schoool  teachers, regular In-Company Language
Training Seminars, and special conferences on Testing and other themes.

Awards for Research Grants and Development - Awarded annually. Applications must be made to the
JALT President by September 15.  Awards are announced at the annual conference.

Membership - Regular Membership (¥7,000)  includes membership in the nearest chapter. Joint
Memberships f¥l2,000),  available to two individuals sharing the same mailing address, receive only one copy
of each JALT publication. Group Memberships (¥4,500/person)  are available to five or more people employed
by the same institution. One copy of each publication is provided for every five members or fraction thereof.
Applications may be made at any JALT meeting, or by using the postal money transfer form (yubin furikae) found
in every issue of The Language Teacher, or by sending a check or money order in yen (on a Japanese bank) or dollars
(on a U.S. bank) to the Central Office. Associate Memberships are also available to organizations that wish to
demonstrate their support of JALT’s goals. Please contact the Central Office for information about privileges,
rates, and how to apply.

CENTRAL OFFICE:
LIONS MANSION KAWARAMACHI #111, KAWARAMACHI  MATSUBARA-AGARU, SHIMOGYO-KU, KYOTO 600

Tel.:  (075) 361-5428 Far (075) 361-5429 Furikae  Account: Kyoto 5-15692, Name: "JALT”
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