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Introduction

BACK to BASICS: JALT 94 20th Annual International
Conference on Language Learning and Teaching

“pasics-the simplest and most important aspect of a
subject which you need to know in order to do it or un-
derstand it.”

Collins Cobuild Dictionary

The Site Committee has used the “Back to Basics” theme in
our planning for the conference. This region has a long
tradition of welcoming guests. The people of the Shikoku
Pilgrimage looked forward to this part of their journey.
Likewise, we made hospitality a priority of our preparations.
We are also trying in all possible ways to make this a
“green” conference. Our symbol will be the hand woven
cotton bags, made at a Burmese refugee camp in Thailand, to
be given to all who attend. We look forward to seeing you in
October!
Kimiyo Tanaka & Ruth Vergin
JALT ‘94 Conference Local Site Co-coordinators
When | hear “Back to Basics,” | think of my 8th grade English
teacher standing over me while she explained grammar to
the class. | had always believed English grammar was boring,
but she brought it alive with her easy to understand defini-
tions. She helped change the course of my life, and | am
continually grateful. With the Featured Speaker Workshops,
we are trying to recreate the same personal, hands-on experi-
ence for you.
Linda Kadota
JALT ‘94 Featured Speaker Workshops Coordinator

One criterion used by the reading committee when vetting
proposals was appropriacy to the conference theme. “Back to
Basics,” allows for wide interpretation. The presentations this
year range from a traditional basic, pronunciation, to a
modern basic, e-mail. A historical display is being organized
to help members understand the origins of the conference-a
chance to get back to our basics as an organization and see
where we have come in the past 20 years. From the tradi-
tional welcome through the hands-on-workshops to the final
panel, the volunteers planning this conference hope that
those who attend will find their basics and use this founda-
tion to build their teaching and learning styles.
Ruth M. Maschmeier
JALT ‘94 Conference Program Coordinator
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Feature

The Basics of Designing Your Own Teaching

When I heard that the theme
of this year’s JALT Confer-
ence was to be Back to Basics,
my heart sank.

The slogan Back to Basics
made me think of blinkered,
frightened people, unwilling
to face up to the challenges
of the present, and trying to
hide in a fictional golden age
that never was. In such a
case, basics just means old ways. On other occasions,
Back to Basics is a slogan used by the powerful to
manipulate other people into accepting something
less than they might have a right to. Then, basics
means the minimum. In the context of English lan-
guage teaching, the slogan has usually been used in
both these senses as part of an emotional plea for a
return to the mechanistic teaching of grammar.

I have been lucky enough to be invited to work
in Japan twice before, in 1987 and in 1992. On
each occasion, | spent two weeks working with
Japanese teachers of English. | found them open-
minded and forward-looking. Like most teachers
everywhere, they were dissatisfied with the status
quo, eager to develop their teaching in ways
which would be sensible in, and sensitive to, their
own living and working environments.

So, Why Back to Basics?

After thinking about this question for a while, |
realised the extent to which | was forcing my
interpretation of a phrase onto a situation which |
knew so very little about. And | reflected how
typical that is of people who travel from one place
(whether that’s a school or a class, a family or a
country) to another. How often we carry around
with us our understanding of one situation and
shake it at other people in their situation. How
often, in ELT terms, we arrive with our “meth-
ods” and our “materials” and explain to other
people how they should “use” them or “adapt”
them. And if they insist on working away at their
own concerns in their own ways, we discuss
among ourselves their “resistance.”

So, | tried to approach Back to Basics again, with
a positive eye, and see what else it could mean,
away from the negative connotations which it
usually has for me. After all, to the people
organising an event like the JALT Conference,
Back to Basics obviously means something differ-
ent from trying to live in the past.

by Julian Edge
Aston University, England

| started to think that it might mean something
like stopping to reconsider what really are the
important bases of our teaching.

So | tried that. These are some of the basics for me:

. Most important of all in the teaching
process (despite the differing impressions
one sometimes gets), is the teacher. This
is not the teacher as the implementer of

some method or other, but the teacher as a

whole human being with a particular (and

changing) set of skills, talents, strengths,
values, and potentials. These are the people
who help others to learn, the people who
use their control over the environment to
encourage the growth of the learners in
their care.

Students have learnt (and continue to learn)

foreign languages with all sorts of different

teaching methods and materials. In ELT, we
have grown up enough to know that there is
no “best method” of teaching English, sepa-
rate from the teachers and students in-
volved in that teaching.

. As each student is ultimately responsible
for his or her learning, each teacher is ulti-
mately responsible for his or her teaching.
The culture of blaming the textbook dies
away as we cease to have inflated expecta-
tions of what any textbook, or any method
can do.

. Just as learners learn effectively in different
ways, teachers teach effectively in different
ways, as they express their own strengths,
skills, and talents.

. As teachers, it is useful for us to have a

clear idea of what our own individual

strengths, skills, and talents are. At the
same time, we do not wish to isolate our-
selves from our colleagues. We need ways
to confirm our belonging, as well as ways to
collaborate in helping each other find our
different best ways forward.

Building good teaching does not involve

insisting that one way is right and others

are wrong. It involves taking responsibility
for our own decisions and respecting the
right of others to be different in theirs.

¢ In order to take responsibility for our deci-
sions, we have to be constantly (well, perhaps
not constantly) involved in investigating our
own teaching and basing our own develop-
ment on those investigations.

August 1994
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Feature: Edge

"Enough!" they cried. And it is. These are some
of the basics of being a teacher, as | understand it.
These are the basics | would like to get back to in
my workshop at the 1994 JALT Conference.

The workshop will introduce activities which
aim to help teachers raise their awareness of their
own strengths, and help them appreciate the
differing gifts of others. On the basis of this in-
creasing and shared self-awareness, participants
will learn techniques for enhancing collaborative
communication. In this context, each participant
will devise an action plan for his or her individual
teaching situation.

Participants will also be introduced to a larger
framework for the continuation of this type of
peer-support, through which teachers can con-
tinually renew themselves by getting back to the
basics of their own selves and of their own under-
standing of their own experience. The workshop
will be actively-based and there will be on-going
discussion and evaluation of the activities and
what might be learned from them.

To put all that another way, if you participate
in the workshop, | hope that you will:

§ find out something new and relevant about

yourself;

# learn some new communication techniques

for working with colleagues;

# go back to work with a new teaching plan to

put into action;

§ have a chance to evaluate a framework for

continuing professional development.

I acknowledge that these are very ambitious
goals to set for the few hours that we have to-
gether. Not everyone who turns up will attain
those goals, but I think it worthwhile to set them,
and | know that some participants will find them
satisfyingly fulfilled.

So in a sense, you see, | am still coming along
with my suggestions for what you might do,
based on my understanding of what has hap-
pened somewhere else. And in that sense, it has to
be that way, if you will allow that an outsider
such as myself has anything at all to contribute.

Let me close this brief article by trying to make
sense of that last remark. | have been actively
involved in ELT for almost twenty-five years,
during which time a whole range of new and
exciting approaches to, and methods for, ELT
have appeared. | have spent some years of my life
suggesting that teachers in various countries
should adapt some of those methods to suit their
own situations. It is as though the methods come
first and, if the students don't fit into them properly,
then the students are a problem. Or the teachers are
a problem. Or the textbooks are a problem.

I am now working from the conviction that the
students and the teachers in their situation come
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6

first. With time and patience, with goodwill and
inquiring minds, appropriate (and ever-changing)
"methods" will arise from each situation.

What | want to do is to work for a few hours
with people who have a little time, a little pa-
tience, some goodwill, and inquiring minds. |
want to show you a way of working with col-
leagues which some teachers in very different
places (but also in Japan) have found interesting
(and perhaps even useful).

You will decide if it is interesting or useful to
you. No one is going to try to take you into any-
thing. If it is, you will use it. If it is not, well, |
shall do my best to ensure that the three hours
themselves are time well spent, together with
people of goodwill and inquiring minds.

Julian Edge has published a large number of articles
and four books: Mistakes and Correction, Coopera-
tive Development, Essentials of English Language
Teaching, and Teachers Develop Teacher Re-
search. He now works at Aston University, England,
where he has overall responsibility for the Teacher
Education component of the distance-taught MSc in
Teaching English. His workshop is sponsored by
Longman.

-

Submissions for
The Language Teacher
Wanted

2500-word submissions on the following
subjects are desired: FL curriculum de-
velopment, foreign university branch
campuses in Japan, homestay prepara-
tion for language students in foreign
countries and Japan, CALL/CALI, lan-
guage school/FL program management
and how it affects teaching, student gen-
erated projects, creating student aware-
ness of learning resources available to
them, juku teaching, Japanese high school
and university entrance exam testing,
teaching of natural discourse styles, stu-
dent evaluation of foreign language
courses at university, junior college or in-
house company FL programs, and teach-
ing FLs to young Japanese children.
Please contact Gene van Troyer, Editor
address on p. 2).

N
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Feature.

Professional Development and Empowerment
for Program Administrators

As the field of EFL and the EFL job market continue
to evolve, many teachers have already assumed, or
will need to assume at some time in their careers,
administrative or managerial responsibilities, often
without prior training in management. Administra-
tion in the EFL context holds its own set of particu-
larities. On the one hand, individuals must possess
expertise in the EFL field itself: knowledge in
TESOL, linguistics, methodologies, language. On the
other hand, they must also make use of management
skills in the supervision of programs.

Growing Interest in Management Training

Although annecdotal, it would be significant to
consider the following two points | have observed.
Over the past four years of attendance at TESOL
International conferences, 1990 in San Francisco, 1991
in New York, 1992 in Vancouver, and 1993 in At-
lanta, | have witnessed substantial growth both in
the number of seminar/workshop offerings within
the Program Administration SIG and in attendance
at these events. Second, informal polls during the
seminars have indicated that up to 90% of those in
the audience had been teachers before moving into
program administration, the majority without formal
training in management. In the case of former teach-
ers becoming managers, we may come into manage-
rial jobs with a "teacher" mind-set: primarily
concerned about the daily realities of the classroom,
student issues, teacher and pedagogical concerns, in
short, ready to fight battles to win better tangible
conditions. | remember coming into my present
management position ready to do all the things for
the teachers that | wished my former supervisors had
done for me.

Yet, supervisory roles and job functions differ
greatly from teacher roles and job functions, and
therefore require a different set of skills. An adminis-
trative position can vary in its scope and can include
any of the following responsibilities: decision-mak-
ing, negotiating, mediating, justifying, calculating
budget projections, defending stances one does not
necessarily agree with, announcing difficult deci-
sions, formulating policy, confronting teachers with
supervisory problems, economizing to make pro-
grams run on shoe-string budgets, making difficult
cancellation and cutback decisions, coordinating,
scheduling, hiring, evaluating, firing, running meet-
ings, motivating-empowering-rewarding teachers,

by Virginia Hamori-Ota
The American Language Institute;
The American University of Paris

compiling program statistics, synthesizing data,
providing leadership, dealing with teacher contracts
and local labor regulations, supervising office staff,
proposal and grant writing, dealing with student
needs and grievances, public relations, editing docu-
mentation, program marketing, politicking, interfac-
ing between the organization and the outside,
internal communications, harnassing the creative
energies of team members.....And the list can go on.
In addition, some program administrators may be
expected to concurrently assume teaching duties.

How to Do It?

The question is how to fulfill the responsibilities of
a manager while still remaining empathetic to
teacher needs and concerns. We must be careful to
avoid falling into the trap of "administration versus
faculty” or the "us against them" attitude so preva-
lent in many institutions. Ultimately all components
of a team need each other to function as a whole:
There would be no curriculum or courses without
teachers, and there would be no student recruitment,
marketing, and enrollment services without adminis-
tration. Here there might be some insight to be
gleaned from the Japanese system: Full-time teachers
are usually expected to administrate, and certain
duties may be assigned to faculty on a rotation basis.
In this way, traditional divisions between faculty/
administrative departments have been replaced by a
"process team," thereby involving more people in
more levels of the work process. This practice coin-
cides interestingly enough with one of the newest
theories in management presented in Reengineering
the Corporation (Hammer & Champy, 1993).

So, empathy can be an asset that former teachers
bring with them to the managerial job. As well,
creativity, enthusiasm and sensitivity so often found
in teachers can lead to innovative problem solving
and strategizing. Yet, regardless of their personality
types, former teachers will probably find that they
need to further develop their organizational and
analytical skills, as well as the ability to look at issues
from an impersonal standpoint. Most importantly,
all aspects of EFL administration do share one thing
in common: They involve both cross-cultural and
human sensitivity on a day-to-day basis.

Means of Empowerment
I would like to discuss three specific means of

August 1994
7



Feature: Hamori-Ota

empowerment that exist for EFL administrators
confronted with the issues outlined above.

The most accessible resource we can avail our-
selves to are figures within our organizations who
can serve as mentors while we become familiar with
the demands of our new jobs. These colleagues are
an invaluable source of in-service learning and guid-
ance. As newcomers to the program administration
area of EFL, we should seek out those who can serve
as mentors, and thereby tap into an already existing
system of assistance. In Japan the "senpai/kohai"
relationship is assumed to exist when a younger and
older colleague are working together. Rather than
viewing it as just another cross-cultural barrier, we
can put the system to work for our advantage and
professional development.

Second, we can make an effort to acquire knowl-
edge in the field of management, human resources
management, and organizational behavior by enroll-
ing in courses for our further education. We can also
draw upon current theories and new writings from
management gurus as a resource. These theories and
writings are usually meant to apply to the corporate
world, yet certain parallels can be drawn for the
benefit of running educational programs. EFL pro-
gram management has much to extrapolate from this
area, and in almost all cases, our own personal devel-
opment can also be enhanced. Although not the
focus of this article, current trends in the field in-
clude the above-mentioned Reengineering the Corpora-
tion: A Manifesto for Business Revolution, and the
theories coming from The Covey Leadership Center
outlined in The Seven Habits of Highly Effective People
(Covey, 1990) and Principle-Centered Leadership
(Covey, 1992). Of great significance is also the work
by The Harvard Negotiation Project, whose newest
publication is Beyond Machiavelli: Tools for Coping with
Conflict (Fisher, Kopelman, & Schneider, 1994).

In addition to mentoring and drawing on the field
of management as a resource, there is another means
of empowerment within our immediate reach. Pro-
gram administrators, due to their positions in the
organizational hierarchy, face an isolation from both
their inter-organizational colleagues and their intra-
organizational counterparts. Whereas teachers from
various schools regularly convene to share pedagogi-
cal ideas, we need to overcome a reticence anchored
in tradition, perhaps due to a perceived taboo of
giving away institutional/program secrets, to con-
vene for the purpose of discussing managerial strate-
gies and techniques. An effective way to deal with
the issue of isolation that program administrators
face is to form a support group that meets on a regu-
lar basis.

Networking for Support

Speaking from my experience in Europe, in Paris,
France, through TESOL-France and independently,
two groups provide a forum for discussion, a place
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for learning new skills, support from people in
analogous situations (people who would usually
term themselves competitors on a regular business
day) and intra-organizational contacts for network-
ing. Through these intra-organizational contacts we
gain a wider view of the spectrum of programs in
operation and their different structures, as well as a
view of how internal constraints vary from organiza-
tion to organization. As administrators we can there-
fore seek alternative solutions to recurring problems.

In Paris, The Wheel group was originally formed as
an off-shoot of TESOL-France, so that human re-
sources managers in industry and language school
administrators could meet on a regular basis to keep
abreast of trends in the field of training. Meeting
topics and guest speakers are chosen by consensus
and the venue rotates from location to location,
turning like a wheel. All 50-some members have
agreed to come together for non-commercial pur-
poses and the membership list is kept private, not
given out or sold.

A second Program Administration group was
formed as a result of collective enthusiasm during a
management seminar given at the local British Coun-
cil. Drawing on the expertise of group members as
well as invited speakers, this groups meets for the
purpose of providing support, networking, and
continued professional development for those work-
ing in program administration.

Conclusion

The support group is perhaps the most vital tool,
because its presence is perpetual and accessible. It
can be a place for skills development through the
sharing of new ideas and information study-group
style. It provides the opportunity to meet counter-
parts from other organizations and form a network.
It serves as a source of connection for administrators
in similar situations. How many times have we felt
the "sandwich" feeling of being squeezed between
levels which can't identify with us: be it teachers,
who don't always understand the constraints we are
under, be it other administrators, who don't always
understand the pressures we face, and perhaps either
of these groups are native or non-native, adding
another dimension to the issues we must deal with.
In the context of programs in a foreign setting, ad-
ministrators from native and non-native countries
will bring different perspectives to the table, and the
melting pot of ideas can result in a fresh outlook for
all parties involved. | hope that Matsuyama 94 may
represent an initial forum for what later might be-
come JALT NSIG, Program Administration.

References
Covey, S.R. (1990). The 7 habits of highly effective people. New York:
Fireside, Simon and Schuster.
Covey, S.R. (1992). Principle-centered leadership. New York: Fireside,
Simon and Schuster.

HAMORI-OTA, cont'd on p. 47.



Feature

Designing Task-Based Materials

Introduction

Task-based curriculum development differs from
traditional approaches to the design of language
programs and materials in that the design process
begins, not with an inventory of linguistic items, but
a typology of texts and tasks which are derived from
an analysis of learner needs. The point of departure
for designing programs is therefore target tasks
(those things learners might potentially need to do
outside the classroom) and pedagogical tasks (class-
room tasks that promote acquisition), not lists of
grammar, vocabulary, functions, and notions. Deci-
sions about which of these linguistic features should
be taught, and how they can be integrated into pro-
grams that are basically focused on the communica-
tion of meaning, are made with reference to
predetermined target and pedagogical tasks.

In this piece, | shall describe the procedure which
is used in developing materials based on tasks, texts,
and topics. There are seven essential steps in this
process, and they are set out below.

Step 1: Goal and objective setting

The first step is the selection of goals and objec-
tives which are relevant to the communicative needs
of the target groups of learners. Without tying tasks
to clearly specified goals and objectives, one runs the
risk of ending up with sequences of tasks which are
not sequenced and integrated in any principled way.
The following sample goals have been taken from
the ALL guidelines, which were developed to assist
those involved in the development of a range of
second and foreign languages.

Broad goal
Communication

By participating in activities organised around use
of the target language, learners will acquire commu-
nication skills in the target language, in order that
they may widen their networks of interpersonal
relations, have direct access to information in the
target language, and use their language skills for
study, vocational, and leisure-based purposes.

Specific goals
To be able to use the target language to:

« establish and maintain relationships and dis-
cuss topics of interest, e.g., through the ex-
change of information, ideas, opinions,
attitudes, feelings, experiences, plans

« participate in social interaction related to
solving a problem, making arrangements

by David Nunan
University of Hong Kong

making decisions with
others, and transacting o
obtain goods, services,
and public information
obtain information by
searching for specific
details in a spoken or
written text and then
process and use the
information obtained
obtain information by
listening to or reading a
spoken or written text as a whole, and then
process and use the information obtained
give information in spoken or written form,
eg, give a talk, write an essay or a set of in-
structions
e listen to, read or view, and respond personally
to a stimulus, e.g., a story, play, film, song,
poem, picture

Broad goal
Learning how to learn

Learners will be able to take a growing responsi-
bility for the management of their own learning so
that they learn how to learn, and how to learn a
language.

Specific goals
To develop
« cognitive processing skills (to enable them to
understand values, attitudes, and feelings; to
process information and to think and respond
creatively)
« learning-how-to-learn skills
« communication strategies (to enable them to
sustain communication in the target language)
(Adapted from Scarino et al. 1988)

Step 2: Syllabus development

Having identified the communicative goals and
objectives which will underpin the materials, one
then needs to develop checklists of items which
are relevant to the goals and objectives, as well as
to the proficiency level of the students. These will
be used as the raw ingredients, to be drawn upon
in subsequent stages in the materials develop-
ment process, and might include topics, language
elements (grammar, vocabulary, pronunciation
features, functions, and notions), text types and
task types. The example below is a checklist of
pedagogical task types.
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Figure 1

Sample Pedagogic
Task Types

Gloss Example

Classifying
Looking ahead
Brainstorming
Selective listening

Over to you

Selective reading

Rehearsing

Cooperating
Discovering
Practicing
Discriminating

Using what you
know

Putting things that are similar
together in groups

Predicting what is to come in
the learning process
Discussing things in a group to
come up with new ideas
Listening for key words and
information

Thinking and taking about
your own opinions, feelings,
and ideas

Looking quickly through a
written text for specific infor-
mation

Saying or doing something
over and over to improve per-
formance

Sharing ideas with other stu-
dents

Looking for patterns in lan-
guage

Doing controlled exercises to
improve knowledge and skills
Identify which information in a
text is important and what is
unimportant

Using what you already know
to understand new information

In identifying text types, | look to the world out-

side the classroom. In

a recent set of materials | drew

on the following sources of written text: letters (for-

mal/informal);

newspaper extracts, picture stories;

Tdecom accounts, driver’s licenses, missing person’s
declaration forms; social security forms; business
cards; memo notes; photographs; family trees;, draw-

ings, shopping lists; i

nvoices, postcards; hotel bro-

chures; passport photographs; swap shop cards;
street maps, menus, magazine quizes, calorie
counters; recipes; extracts from a play; weather fore-
casts; diaries; bus timetables; notice board items;

housing request forms;

star signs, hotel entertain-

Feature: Nunan

ment programs, tennis court booking sheets; extracts
from film scripts; high school year books; notes to a
friend; seminar programs; newspaper reporter’s
notes, curriculum vitag; economic graphs.

Having identified one's raw ingredients, these
need to be mixed together. This step must necessarily
be tentative, for once one has collected and analyzed
one's data, other combinations may emerge as more
sdlient or useful.

Step 3: Develop unit flow charts

Another important set, and one which is aso
designed to strengthen the interna structure of the
materials is the development of unit or lesson “flow
charts.” These show the sequencing of the tasks
within the materials. If one is producing materias for
commercial production, one would aso need to
decide on the number of pages and the internal
structure of each unit.

Step 4: Collect language data

Step 4 involves collecting samples of spoken and
written language. Here, one is guided by the checklist
set out in the preceding step. The collection of authen-
tic data is an essential feature of my approach to task
based materials development, and is, in fact, one of the
most interesting and enjoyable steps in the process.

Step 5: Text/task analysis

Having collected one's data, the next step is to
analyze it for the linguistic features it contains, and
to decide what learners will need to be able to know
and do to comprehend and produce similar lan-
guage. One then returns to the syllabus checklists
and checks these items off.

Step 6: Task chains

Steps 1 through 5 are essential preliminaries to the
actual writing process. Having worked through the
steps, one is in a position to begin the actual writing
process. In drafting materials, | try to adhere to the
“task dependency” principle, in which succeeding
tasks draw upon and are dependent upon the tasks
which have come before. Again, this principle is
designed to strengthen the internal coherence of the
materials  themselves.

Figure 2

Topics/Texts

Language Focus

Functions
Physical description | Exchanging personal
Greetings Information
Party conversation
Police report
Postcard

Structures Tasks

Statements & yegno | Classifying

questions with be Selective listening
Personal information
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Step 7: Incorporate language focus elements

The final step is the creation and incorporation
into the materials of relevant language focus exer-
cises. Whether they precede, are integrated with, or
follow the communicative tasks will depend on the
learners, the program for which the materials is
being written, and your own preferences as a
teacher.

(Source: Nunan, D. (1994). ATLAS: Learner-centered
Communication. Levels 1 & 2. Boston: Heinle &
Heinle.)
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Fealure

Basis and Basics: Corpus Evidence and

Vocabulary

Corpus evidence has aways been a fundamental
part of work at Cobuild, ever since it was first set
up, back in 1980, at the University of Birmingham
England. This has meant that al researchers at
Cobuild have been able to base their work on fact
rather than intuition, and to make statements
about the English language with much more
confidence than would otherwise have been pos-
sble. And a every level, from the commonest
words to the rarest, the corpus has shown up
interesting and unpredictable facts about the
way words behave, as well as confirming some
of the basic facts about English that we all take
for granted.

We were fortunate enough at the beginning to
have a corpus of 7.3 million words of recent En-
glish, including I 5 million words of spoken lan-
guage. This corpus was much larger than any
other corpus available at the time. Within 5 years,
the corpus had grown to nearly 20 million words.
Fourteen years later, we are now working with
the 167 million words of the Bank of English:
more than 20 times the size of our origina corpus.
This huge amount of extra data has enabled us to
confirm beyond any doubt the points
about language behaviour that we
observed in our first corpus. Equally 9
important, it has enabled us to &
describe much more surely the N
behaviour of rarer words, phrases,
and meanings-those which show ~~
up perhaps only once in every ten
million words of language.

Establishing Priorities

What sorts of things have we
learned? How does this affect the way
vocabulary is described in dictionaries--the
kinds of reference materials we produce at the
Cobuild project? For a start, it means that we are
able to ascertain and establish priorities. We can
state with authority what the commonest words,
structures, and meanings are in current English.
These are the ones that learners of English must
become proficient with in order to understand
and produce English. Now, it has long been
known that the, the definite article, is the com-
monest word in English, and that words such as
a, and, in, of, are aso extremely common. The

\8, ﬁ/

o B2%

by Rosamund Moon
Cobuild, HarperCollins
& the University of Birmingham

grammatical  words are,
predictably, high frequency
words, and learners have to
deal with them right from
their very first lesson. But
which ones should they
learn first? The corpus can
help, for example, by show-
ing which prepositions are
the most important, and
this in turn suggests the
order in which teachers
should present them. You would probably guess
that in is commoner than out (of), or that on is
commoner than off. But would you have guessed
that in is nearly 100 times as common as out (of),
and more than twice as common as on, which in
turn is nearly 10 times as common as its "oppo-
site” off?

And what about the commonest lexical words?
Here are some of the most frequent ones in the
Bank of English: get, government, know, new,
people, say, think, time, way, year. Again, this
may well confirm your own intuitions, though
you might be interested to know that said

and says are much commoner than the
other forms of the verb say; that time

is 5 times commoner than times;
and that year and years are both
amongst the commonest 100 word-
forms in English, and roughly as
common as each other. Similar

/ sorts of information and facts about
the English vocabulary helps teac-
ers and writers preparing course

materids for different levels of profi-

ciency. It helps us at Cobuild decide

which words to include in different kinds or

level of dictionary.

You might have been surprised to see the word
government up there amongst the commonest
lexicl words in the Bank of English. Looking
more closely at its distribution in the corpus
shows that it occurs much more frequently in
some kinds of text than others. newspapers and
“serious’ journals rather than everyday conversa
tion, fiction, and popular magazines. This is pre-
dictable, given the contrasts in subject-matter of
these kinds of text, although even in those genres
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where government is less common, it still occurs
on average more than 200 times in every million
words. What is less predictable is that govern-
ment is significantly more frequent in British
English than American English. We can think of
reasons why this is so, once we have the informa-
tion, but it is precisely the sort of thing that we
should never have guessed without the help of
the computers and corpus at Cobuild.

Corpus and Meanings

Similar points can be made about other aspects
of vocabulary. The corpus helps us to sort out
priorities in terms of meanings: which meanings
of which words are commonest, and which have
varied distributions in different kinds of lan-
guage. We can then use this information to build
better dictionaries, and to choose more robustly
which meanings to include in smaller dictionar-
ies. For example, the corpus shows us clearly that
formations such as meaningfulness and shaki-
ness, lethargically and reciprocally, or words
such as pragmatics and pumpernickel occur
around once every 10 million words. They might
be worth including in our biggest dictionary, but
not in our smaller ones.

Idioms are notoriously infrequent, and dictio-
naries often fossilize ones which are no longer
current in English. It’s entirely a matter of chance
if expressions such as all fingers and thumbs,
long in the tooth, shoot the breeze, or spill the
beans turn up in smaller corpora. Even now, with
167 million words, many idioms occur only 3 or 4
times, but once we find them 10 times or so, we
can feel more confident that they really do exist.

The corpus-with the help of automatic com-
puter analysis-also helps us with respect to
understanding and describing phraseology.
Even common words occur repeatedly in fixed
structures and patterns, and language that fails
to follow these patterns may well sound “un-
natural” even if it is not actually wrong gram-
matically or semantically. For example, the
word routine occurs on average 30 times in a
million words: amongst the 5000 commonest
words in our corpus. Its commonest meaning
can be a regular procedure, or a series of jobs,
exercises, or other activities that form part of a
regular procedure. Here are a few occurrences
trom the corpus:

. ..had to change their daily routine and
lifestyle.

. .include the floor exercises as a regular part
of their fitness routine.

. ..settled back into the routine of their studies.

. .thecked  up on you as a matter of routine.

It is typical of this meaning of routine that it

follows an adjective or noun, or occurs in a struc-
ture with of. It is also typical that it collocates
with words such as basic, daily, matter, training.
The corpus shows us this, and our dictionaries
can be constructed on the basis of this kind of
information that feels intuitively right but cannot
be reached simply through intuition. It is pre-
cisely these sorts of patterns, structures, and
collocations which make discourse well-formed.

Conclusion

There are many other things which the corpus
shows up, such as the ways in which collocation
and phraseological patterns help to distinguish
apparent near-synonyms such as small and little
or gap and gulf. There isn’t the space to go into
these now, but the workshop will give us time to
show how corpus data leads to a clearer and more
robust view of the English language.

In the workshop, corpus data will be presented,
and participants will have the opportunity of
working with it. In particular, attention will be
focused on looking at phraseological patterning;
at the differences in vocabulary between different
genres and registers of English; and at near-syn-
onyms. In this way, participants will be able to
see for themselves how effective the corpus is in
understanding the workings of the English lan-
guage. The corpus provides the basis for a “revo-
lution in language description, "and enables us to
know so much more about the basics of English
vocabulary.

Rosamund Moon’s workshop is sponsored by Harper
Collins, Japan.
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Feature

English Idioms in Use

1: Introduction

Fixed and idiomatic expressions of various
kinds have long interested language teachers.
Publishers often devote special supplementary
teaching materials to them and produce special
dictionaries of idioms aimed at language learners.
And yet, compared with the amount of research
into distribution and use that language forms
have been subjected to in recent years, we still
seem to know little about how idioms are actually
used in speech and writing and what their natural
contexts are. Here | would like to look at some
natural contexts of use and to examine what sorts
of functions idioms perform.

2: Evidence for the evaluative function of idioms

If we could establish a significant correlation
between the occurrence of idioms and features of
discourse, we might go some way towards under-
standing one of the most interesting questions
concerning vocabulary choice: Why should lan-
guages ‘duplicate’ ways of saying things, offering
the literal and idiomatic options that seem to
operate theoretically at least, at many many
places in a discourse?

Considerable support for the view that idioms
have an evaluative role comes from computational
analysis of written texts of a wide variety of
types, where the evaluative function of idioms
seems to be most significant (see Moon, 1992).
There is also plenty of evidence in spoken data.
One of the very few books to describe idiom use
in naturally-occurring spoken English is Strassler
(1982). Strassler found that idioms are much more
likely to occur when a speaker is saying some-
thing about a third person or about an object or
other non-human entity, rather than about the
speaker him/herself or about the listener(s) (p.
103). This he attributes to the evaluative function
of idioms and the risks to face and interpersonal
relations which can stem from the self- or other-
abasement which idioms often entail (p. 103; p.
109). To say to someone “I'm sorry to leave you
twiddling your thumbs” (instead of "I'm sorry to
keep you waiting/to waste your time”) expresses
a certain dominance and confidence on the part of
the speaker and a potential offence and loss of
face to the listener which the non-idiom alterna-
tives do not carry.

3: The evaluative function in narrative
1 shall try to illustrate that idioms occur with

by Michael McCarthy
University of Nottingham, UK

the interpersonal restric-
tions suggested by Strassler
and in a definable relation-
ship with certain discourse-
types and genres. As the
main vehicle for our ex-
amples, we shall turn to oral
narrative as a clearly de-
fined genre with an identifi-
able discourse structure
(see Labov 1972), and we
shall observe that idioms do
seem to occur at significant junctures in orally
performed stories, not just randomly.

Idioms in narrative data often occur in seg-
ments where the teller is evaluating the events of
the narrative. Evaluation here refers to Labov’s
(1972) notion of the necessary function whereby
story-tellers make the events they are telling
worth listening to. Evaluative clauses in narra-
tives forestall the question “So what?” (“Why
should | want to listen to this story? What’s excit-
ing/special/funny about it?*). Idioms also occur
in codas (again in Labov’s sense; the coda, at the
end of a story, provides a “bridge* between the
story world and the real world of the teller and
listeners). Here are some examples from real
spoken data, with idioms underlined:

1) [Speaker A is telling a story about her very old

dog]
A: He’s sixteen, he’s very geriatric.

B: Yeah, our dog was really ill.

A: | thought he was going to die actually. It
would have been awful, actually, just to
see, to see him peg out on the kitchen floor
(laughs).

(data courtesy of Lucy Cruttenden, 1988)

2) [Speaker A has just told of a series of calami-
ties he experienced on a recent holiday; first
speaker B comments on the events]

B: Still, pretty horrendous, though.

A: Oh, it was very unsettling, . . . still, so many
other unsettling factors | didn’t know
whether | was on my head or my heels that day.

(author’s own data, 1989)

In the first example, “It would have been awful,
actually, . . .," with its conditional tense is a typical
comparator in Labov’s terms, where the teller
evaluates actual events by comparing them with a
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possible world; it is in this "possible" evaluative
segment the idiom occurs, and it is predicated
upon a non-human, non-present entity (the dog).
In the second example, the idiom evaluates the
whole situation, and acts as a coda, summarising
all the events and referring to "that day" (as op-
posed to the "this day" of the teller and listeners).
But here the idiom refers to the first person (the
teller). Personal oral narrative is a genre in which
speakers often tell tales that evaluate and abase
themselves (for humor, to create social solidarity,
to increase informality, intimacy, etc.), and so we
should not be surprised to find first person-refer-
enced idioms in this kind of data. Moreover, as
McCarthy (1991, p. 139-40) points out, story-
telling is often acollaborative enterprise, and lis-
teners have the right to evaluate events, too. Here
we might also expect to find idioms, but they will
have to be ones that are careful not to abase the
teller, unless the relationship between teller and
listener(s) is very relaxed and on equal terms. In
our data we do in fact find listeners evaluating in
this way:

3) [The same speakers as in extract 1, later in the
discourse. B is now reciprocating with a story
about her old dog being put down]

B: ... she wasn't in any pain and she was as
alert as ever, that was the awful thing, but
her body was just giving out, her leg, and so
my Mum said, thought, "Right, next day."

C: Don't know where to draw the line, do you?

(Lucy Cruttenden data, 1988)

Speaker B uses giving out ("ceasing to func-
tion") to evaluate the poor dog's situation. C also
uses an idiom to evaluate the events, but refers it
to the impersonal you, thus greatly lessening risk
to face (it is worth considering the opposite effect
of "you don't know where to draw the line" ad-
dressed as a direct second-person singular pro-
noun to the teller).

4: Everyday sources of idioms in text

Teachers often face the difficult task of trying to
find appropriate texts for aspects of language
they wish to teach. Idioms are particularly chal-
lenging in this respect. One kind of data that
seems frequently to contain idioms is the popular
horoscope, and, given what we have said above,
this should not surprise us at all. It is your (the
reader's) narrative, (fore)told and evaluated by
the astrologer. The writer has the dominant
role, and may wish to inform you, warn you,
encourage you, advise you, but not terrify you,
insult you or alienate you. Additionally, the
horoscope has to be sufficiently general to be
able to apply to any reader who is of that birth
sigh and must not be too topic-specific. Two
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examples of horoscopes follow from popular
magazines:

4) Nice aspects to Saturn on 5 and 10 November
suggest you'll make headway with work or
study, ....

(More magazine, 30.10-12.11.1991: 64)

5) An unexpected night out with someone close
will add some colour to your life this week.
(Best magazine, 14.11.1991)

In most popular magazine horoscopes (though
in British ones there are noticeably fewer idioms
in horoscopes in the "quality" magazines), idioms
occur with a much higher frequency than
Strassler's suggested figure of every 1,150 words
for spoken data. In a random 300-word sample
from the data collection our samples quoted
above are taken from, no less than 13 idioms
occur. So, not only are popular horoscopes an
extraordinarily rich natural source of idioms for
the language teacher, but they show how vocabu-
lary distribution is crucially dependent on genre
and register.

5. Conclusion

What the present short study shows is that
idioms do not occur randomly in data merely as
alternatives to more literal ways of saying things.
Rather, they seem to occur at significant points in
the creation of discourse structures, have impor-
tant evaluative roles, and are extremely sensitive
to interpersonal concerns such as face. What is
more, their distribution is more concentrated in
some genres than in others.

What this seems to suggest is that second lan-
guage teaching should not ignore idioms and other
fixed expressions or treat them as some sort of icing
on the cake, or as some frivolous addendum to the
real business of learning a language, but should
bring them into the centre of language learning and
look at them again, very hard indeed.
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Why Do So Many Language Students Fail to

Learn to Communicate?

There are many reasons, some of which are com-
pletely out of any teacher’s control, why some of
our language students fail to learn to communi-
cate; but clearly, as teachers of these students, we
must take at least some of the responsibility for
this failure. What have we been doing wrong? In
the following | would briefly like to suggest some
aspects of what we have been doing wrong, as
well as how we might do some of it right.

Whose World is It?

In a traditional language class, when students
walk into the classroom, they move from their
world into the teacher’s, When they leave the
classroom, they return to their own world, and
maybe take with them some of the knowledge
that has been imparted. But their world outside
the classroom and the teacher’s world inside
the classroom feel distinct and unrelated. No
wonder they forget so much of what they were
taught. And no wonder they usually can’t use
the little they can remember spontaneously or
communicatively.

Bringing the worlds together

One of our primary roles as language teachers
must be to narrow this gap between the classroom
world and the students’ daily reality.

Some ways of achieving this are:

(1) introducing new language targets
through techniques which make learning
feel student-initiated;

(2) personalizing language practice at every
stage of a lesson;

(3) making extensive use of games and ‘fun’
activities; and

(4) distinguishing between the step-by-step
development of communicative skills and
the learning of functional expressions and
dialogues.

1: Student-initiated learning

This means that when students enter a class-
room we don’t hit them with explanation, pattern
practice or mechanical eliciting of language tar-
gets. Instead, we use techniques which encourage
the students to feel they are discovering new
words and structures which they genuinely
need. The key question to ask ourselves is Do
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the students feel they are
learning what they want to
learn or what the teacher
wants to teach?

At the beginning of a
lesson, mystery is more
important than clarity. One
of the best ways of creating
this mystery is through a
focussed warm-up activity.
This activity is a puzzle
which is fun, at the right level, and requires the
target words or structures in order to be
solved. The students’ interest in solving the
puzzle motivates them to search for the new
language targets, and this is when we lead
them towards discovering these new words and
structures for themselves.

I call this process ‘creating a need,” and propose
that probably our most important role as lan-
guage teachers is to ‘create a need’ for target
words and structures before the students encoun-
ter them in a textbook. We cannot expect the
students to produce these words and structures
with spontaneity and flexibility unless we have
done this.

Example: Target: All, most, some, none
Write the following on the board:

noses

study hard

don’t do homework

gorillas

The students might be able to solve this puzzle
without any help. If they need help, lead them
towards the target language by asking questions
like How many of you are gorillas? The class may
decide that none of them do their homework or
that some of them are gorillas, but this just adds
to the fun. The students then make their own
sentences about the class, their family, their club,
etc. using the four sentences All of us..., Most of
us ....Someof us .., Noneofus...

2: Personalization

Personalization is often introduced too late in a
lesson. It is often only after the meaning and
usage of a new structure have been practiced in a
non-personalized way that students are encour-
aged to give examples using their family, their



friends, their city or other things which have
more relevance in their daily lives.

If we want our students to be fully involved in
the learning of new language targets, these new
words and structures should be personalized
during warm-up activities, comprehension check-
ing, follow-up activities, written exercises..... in
fact, at every stage of a lesson.

For example, consider these two ways of check-
ing the students’ comprehension of the sentence
“Richard’s a teacher”:

Method A: Teacher:
Student 1.

What does Richard do?
He’s a teacher.

Is Richard a ballet dancer?
No, he isn’t.

What?

What does he do?

He’s a teacher.

You?

What do you do?

I’'m a student.
Akebono?

What does Akebono do?
(etc...)

Teacher:
Student 1.
Teacher:
Student 1:
Student 2:
Teacher:
Student 2:
Student 3:
Teacher:
Student 3:

Method B:

They do something similar for other key sen-
tences in the text.

All of this can be done at a fast pace, using
humor and examples which the students are
genuinely interested in. After they have gotten
used to the technique, the students will ask the first
question and think of follow-up examples, and the
teacher’s role will become more periph-
eral.

3: Having Fun

A traditional tendency has been
for teachers to use ‘fun’ activities
at the end of term or on other
special occasions, not in ‘real’ R
lessons. Recently, these kinds of
activities have been gaining more

“
respect, but there is still a tendency Ma tsuy

for them to be used for practicing
language which has previously been introduced
by more conventional methods.

This division of lessons and courses into serious
parts and fun parts defeats the point of the fun
activities. How can the students suddenly be
expected to produce new language spontaneously
and with feeling in these fun activities if they
have only practiced this language in rational
activities where they haven’t been fully involved?

By having fun all the way through a lesson, the
students can relax and sense and feel new words
and structures, and are thus more likely to be able
to produce them spontaneously and communica-
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tively. This doesn’t mean that the students just
have fun; every fun activity can have a purpose. It
also doesn’t mean that the students shouldn’t
learn to talk about serious subjects; they can also
do this in activities where they are fully involved
and enjoying themselves.

4: Step-by-Step vs Functional Patterns

It is important to distinguish between the long-
term development of communicative ability and
the short-term learning of functional patterns.

It is sometimes considered that the best way to
develop communicative competence is to memo-
rize and practice functional patterns. If one of our
students is going to London next week, it may be
highly relevant to teach shopping or restaurant
dialogues, and this will certainly improve the
student’s ability to communicate in London. But it
is questionable whether learning these functional
patterns will make much difference to that
student’s ability to communicate in the long term.
Of course we need to teach functional patterns
because we never know when our students will
be visiting London or New York, but most of our
students are unlikely to have many opportunities
to speak English in these kinds of situations.

So Where Does this Leave Us?

If we lead our students towards discovering
English in a clear step-by-step structural se-
quence, building their confidence, keeping them
fully involved, and putting them in situations and
activities where they can use these structures to
achieve meaningful goals, there is a pretty good

chance that they will learn to communi-

Notice the emphasis on discovery.
The idea is for our students to al-
ways feel they are learning what
they want and need to express
themselves, not what we want to
teach. Learning something is com-
> pletely different from being taught

6\ something. The more we teach, the
fo less motivated most of our students
will be to learn.

Probably the most fundamental problem we
face as language teachers is that over 90% of lan-
guage students fail to learn to communicate.
Unfortunately, most of us were part of the 10%
who succeeded when we were students, and so
hang on to traditional assumptions. If we want
our students to learn to communicate effectively,
it is time to question many of those assumptions.

David Paul is based in Hiroshima, where he operates
David English House. His workshop is sponsored by
Heinemann ELT.
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Forward to the Basics

Technology is a tool. Just as paper, pencil, books,
and tape recorders have made learning easier,
multimedia computers have brought new capa-
bilities into the learning environment. The pur-
pose of this paper is to suggest ways to use
multimedia computers and software to improve
language learning, not by revolutionary new
methods, but by doing the basics better. By basics,
1 mean such things as listening and speaking
practice, providing support and feedback, focus-
ing on key points organized around an effective
syllabus, and engaging the learner through inter-
active tasks that are both interesting and effective.
Though there are many approaches and meth-
ods of teaching languages, there are some basic
points that most language teachers will accept as
generally valid. Some of these points include:

1. Language learning involves the acquisition
of skills that improve only through regular
exposure and practice.

2. Of the four skills (i.e. listening, speaking,
reading, writing) listening is the key skill.

3. Language input should be comprehensible
and should be in context since meaning is
often contextual.

4. Many language students dislike language
learning, partly because of frustration and
embarrassment, and partly because of its
irrelevance to their lives.

To some extent each of these points can be dealt
with effectively by the traditional classroom
teacher armed with a blackboard, taperecorder,
visuals, and a sensitivity to the differences in the
learning styles and personalities of students.
Since class time is limited however, this is easier
said than done; the result has generally been
unsatisfactory for both teachers and students.
With the addition of multimedia computers into
the mix however, each of the above points can be
addressed more effectively.

Skill Acquisition

Language learning as skill acquisition has par-
ticular significance in that the role of practice is
elevated in importance. Practice is necessary to
enhance long term memory and to make the ac-
quired language more immediately accessible as a
tool for communication. In this model, knowledge
of grammar and an extensive vocabulary are also
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necessary, but they play the
role of modifying and cor-
recting language rather
than being the primary
source of the language.

We have all encountered
students who have learned
about a language but are
unable to converse with any
degree of fluency. These
students are handicapped
because they attempt to
formulate sentences from
their conscious base of learned knowledge about
language, rather than use their internalized
knowledge to shape and modify language as it is
generated from an acquired language base. In
other words, intensive practice is necessary if one
is to acquire a language. Without an internalized
language base, fluency is severely limited.

The problem with practice is where, how, and
when to get it. An obvious weakness in most
classroom learning situations is the lack of prac-
tice opportunities. There simply isn’t enough
time. The large number of students and the range
of levels in a class also makes it difficult to pro-
vide meaningful feedback even when practice
occurs. Though worksheets and homework as-
signments can be used, the kind of practice they
provide is generally limited to text-based exer-
cises with a focus on grammar. These are cer-
tainly important types of exercises, but they
aren’t enough.

With the availability of multimedia computers,
new possibilities emerge for providing the kind of
practice that hasn’t been possible in the classroom
or at home. Practice means practice however, and
this may not be as easy to define or provide as
one might think. What kinds of practice are best,
and how often, and in what order? These become
crucial questions.

Effective Practice

In the study of music, for example, effective
practice is not something that comes naturally.
Very few students are disciplined enough to prac-
tice difficult musical passages again and again.
Rather, they content themselves to struggle
through one piece after another, never really
mastering anything, and never building the
physical coordination skills necessary to prepare
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them for more difficult pieces. As a result, frustra-
tion increases and motivation drops until the
student either quits or stops making progress alto-
gether. Because of this, not only a good teacher is
necessary, but the development of good practice
skills is essential, especially at the early stages.

In language teaching similar issues must be
faced. Even with the best computer and
courseware material, students must be given a
good orientation and periodic coaching as to
how best to practice. Merely sitting back and
racing through the courseware will accom-
plish very little. Such a passive ap-
proach isn't practice, and quickly
becomes boring because the em-
phasis is on skimming the con-
tent rather than on skill
building. The emphasis,
just as in music, must be in
the development of skills,
which means, at the very
least, lots of repetition, hard work, and
focus. The computer is ideal at provid-
ing the kinds of tasks necessary to pro-
vide this kind of practice, but the student has to
know how to set goals and practice with those
goals in mind.

Listening, the Key but Neglected Skill

In language teaching, listening is often referred
to as the key skill. Especially for the beginner,
intensive listening practice is vital. In fact, the
ratio of listening to speaking activities should be
the greatest at this stage. Modeling, repetition,
redundancy and simplification are essential.

At higher levels, students understand more and
they can begin to apply learning strategies to fill
in the gaps of their understanding. They become
less dependent on modeling and can begin to
guess the meaning of a new word or structure. A
higher percentage of listening input is compre-
hensible, which means less need for repetition,
redundancy, and simplification. As a result, the
ratio of speaking to listening can increase. The
importance of reading increases too as a means to
increase vocabulary. However, for the beginner,
quality listening input is essential.

In my own classroom observations of teachers
and classrooms | have often been struck by the
lack of effective listening activities, especially at
pre-intermediate levels. In many cases the listen-
ing input provided by the teacher was either
inappropriate or of poor quality.

What seems easy to the teacher or to a native
speaker is often extremely difficult for the learner.
Listening and repeating even a simple phrase
involves the ability to "chunk" the language, hold
itin short term memory, and then pronounce
the sounds necessary to repeat it. Repetition
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and reinforcement are essential, along with a
careful build-up. All this takes time and cannot
be rushed.

It is also better to use shorter phrases spoken at
normal speed than longer phrases spoken very
slowly. Shorter phrases are easier to hold in short
term memory while normal speed delivery helps

increase the ability to chunk the language. Un-
fortunately, many teachers tend to either de-
liver short phrases too slowly or they spit
out phrases that are too long and awk-
ward.

Perhaps because listening work is
so difficult and takes so much time,
little classroom time is devoted

to it. Instead, much time is
devoted to talking about
language, giving transla-
tions for individual
words, and explanations.
As a result, though many
teachers agree that listening is impor-
tant, classroom observations indicate
that listening may be the neglected
skill. Of course this is an area where multimedia
computers can be particularly effective.

In the multimedia programs that | have de-
signed | have tried to create activities that are
similar to the kinds of things | have done when
tutoring students individually or in very small
groupsto:

1. Provide listening input and repetition with
text suppressed;

2. Provide visual aids to aid comprehension,
to contextualize, and to add interest;

3. Provide a means for students to listen and
repeat and then compare their own speech
with that of the model;

4. Provide listening tasks and comprehension
checks;

5. Adjust the listening input and variety of
tasks according to performance;

6. Provide translation and text support; and to

7. Provide content and language suitable to
the language level of the student and se-
guenced according to the needs of the
learner.

With such activities as these, a learner can get
as much or more effective listening and speaking
practice in a twenty-minute period than in several
hours in the average classroom. That assumes,
however, that the learner knows how to practice.

Comprehensible  Input

One key point about effective listening practice
is that the input must be comprehensible. Without
comprehension, any amount of speaking and
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listening will be ineffective and parrot-like. This
was a major problem with language laboratories,
where students often repeated phrases with little
understanding of what they were saying.

With multimedia, the visual support is there,
along with comprehension checks. Graphics,
pictures, and text can all be timed to provide clues
to meaning. When necessary, students can have the
additional support of translation. This reduces
unnecessary frustration and wasting time.

Without question, visual support helps with
meaning. Visual and auditory memory work
together. In addition, visuals help learners store
and retain audio input. Experienced teachers
know this: Drawing on the blackboard or spend-
ing hours searching for good visuals is a language
teacher's constant task. When interactive tasks are
added, for example by using a "mouse" to click
on an answer or to indicate a choice, then this
type of physical task involves the learner with the
material in yet another way. ldeally, a learner
should be actively involved, by making choices,
getting repetitions, checking a glossary, recording
their voice, and answering questions.

All of these activities help to make language
input both comprehensible and truly input. It
isnOt enough to have comprehension. Without
input, the language just flows in and out, without
making an impact on memory. This is where
interactive courseware is different from the pas-
sive viewing of a videotape or the listening to a
tape. Interactive activities are essential, effective,
and enjoyable.

Learner Dislike of Language Learning

To many, language learning is torture. | remem-
ber well my own painful experience when | was
learning to speak Fijian in a total immersion class.
Some phrases were simply too long for me to
process. | felt stupid and was in a constant state
of stress. | believe it was that experience which
contributed to my development as a language
teacher. My empathy for the student pushed me
to find ways that would support the learning
process and reduce unnecessary anxiety. Because
of my own limited short term memory, for ex-
ample, | was careful not to expect too much from
the short term memory of my students. As are-
sult of this, | especially enjoyed teaching students
at the beginner stage, and the results were gener-
ally gratifying.

The most critical period in second language
learning is at the beginning stage. With little or no
internalized language base of their own, students
are vulnerable and dependent upon the teacher or
teaching materials. Appropriate input and models
are necessary before asking students to generate
their own language. If this isn't done well and
patiently, the resulting anxiety leaves the student
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with a language phobia that can last for a lifetime.

The strengths of the classroom are many: It is
an excellent place for the teacher to present infor-
mation, instruction, and to give general guidance
and direction. The classroom is also an excellent
place for group work, language modeling, and a
variety of other activities, such as role plays, pair
work, and question/answer sessions.

However, a major drawback of the classroom
for many students is the public nature of student
performance and the resulting anxiety that can
make language learning a truly horrible experi-
ence. At the other extreme are those ambitious
students who want to speak beyond their means
at too early a stage. This can result in much class-
room time being wasted as a student searches for
the next word while everyone else waits. This can
be a big drag on the class if not handled with care.

In this respect, the experience provided by
multimedia courseware can be a welcome and
effective sanctuary where students can build up
their proficiency before having to perform in
public. They can also move at a pace that better
matches their learning style, with as many or few
repetitions as they need.

As for relevance and motivation, teachers need
to show students how tasks and materials work
together. Students like to see their own progress
and can appreciate well designed activities that
are appropriate to their level. Topics and other
content taken from books or multimedia
courseware can generally be personalized or
extended with only a little effort. For example,
after studying a lesson that traces through the life
of Einstein, students can make their own time line
or select important dates in their life or someone
they select. This can be an interesting way to
work on the past tense or on other structures that
may be the topic of the day.

In conclusion, though there will always be
teachers and students who are overwhelmed,
discouraged, or disinterested, | believe that sig-
nificant advances can be made for those who are
serious about making language learning more
effective and enjoyable. Used with care and an
open mind, technology can be a powerful way of
moving ahead by doing the basics better.

Lance Knowles is an educational software designer
with many years of language teaching experience, and
president of DynEd International. His workshop is
sponsored by DynEd Japan.
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Video in the ELT Classroom: The Role of the
Teacher

The teacher plays a key role
in the success or failure of
any video used in the lan-
guage classroom. It is the
teacher who selects the video,
relates the video to students’
needs, promotes active view-
ing, and integrates the video
with other areas of the lan-
guage curriculum. Any
video‘s chances of achieving
the important goals of moti-
vating students’ interest, providing realistic listening
practice, stimulating language use, and heightening
students’ awareness of particular language points or
other aspects of communication can be improved or
destroyed by the way in which the teacher intro-
duces the video and the activities which the students
carry out in conjunction with viewing.

Video is an extremely dense medium, one which
incorporates a wide variety of visual elements and a
great range of audio experiences in addition to spo-
ken language. This can be baffling for many stu-
dents. The teacher is there to choose appropriate
sequences, prepare the students for the viewing
experience, focus the students’ attention on the con-
tent, play and replay the video as needed, design or
select viewing tasks, and follow-up with suitable
postviewing activities.

Published language-teaching video materials
usually provide guidance for teachers. Indeed, the
most sophisticated of these are usually part of a
multimedia package that, in addition to the videos
themselves, includes viewing guides, student text-
books, teacher manuals, and audiocassettes. ELT
video series such as The ABC News ESL Video Library
or Family Album USA present carefully designed or
selected video material in contexts geared to stu-
dents’ interest and are accompanied by student
workbooks featuring a variety of viewing activities.
However, even if you are using a published course,
you may want or need to modify the lesson materials
provided or possibly produce your own lesson plans
to fit your timetable and the specific needs of your
students. If you are planning to select your own
authentic video material or to use language teaching
video as supplementary material, you will have even
more preparation to do. The aim of this brief article

by Susan Stempleski
Hunter College, City University of New York;
Teachers College, Columbia University

is to present some guidelines which will help you
plan your video lessons effectively and exploit the
video material to its utmost effect. While there is no
one “right way” to use video, teachers planning to
use the medium for intensive language presentation
and practice, especially those teachers who are less
experienced in using video, might find the following
suggestions helpful.

Guide Students Toward Appreciating Video as a Language
Learning  Tool

Television and video are so closely associated
with leisure and entertainment that many, if not
most students watching video in the classroom
expect to be only entertained. Teachers need to
lead students to an appreciation of video as a
valuable tool for language learning and help them
to develop viewing skills which they will hope-
fully apply to their video and television viewing
experiences outside the classroom. When we
watch television or video for entertainment, we
usually do so passively. For example, we do not
normally concentrate on such things as the ges-
tures or other non-verbal signals used by the
people on the screen, or listen carefully for the
intonation in their voices. Elements such as these
are what make video such a rich resource for
language learning. It is your job as the teacher to
get students to focus their eyes, ears, and minds
on the video in ways that will increase both com-
prehension and recall and add to the satisfaction
they gain from viewing. The video will still re-
main entertaining, but the students will also come
to a recognition of how the medium can be used
for learning.

Make the Video an Integral Part of the Course

Video’s true potential in language learning is only
achieved when it is used as a integral part of a
course. If you are planning to use video as supple-
mentary material, be sure that the sequence fits in
with the overall goals of your course. One way to do
this is to bring in the video to introduce or expand on
a theme or topic that is already part of the curricu-
lum or that is dealt with in the students’ textbook.
For example, in my high-beginning level ESL classes
at Hunter College, | have quite successfully used the
first three minutes of the “Koko” sequence from the
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National Geographic documentary Gorilla to intro-
duce the unit "A Talking Gorilla" in the students'
reading textbook Explorations.

Use Short Sequences

It is difficult to specify an exact sequence length
without identifying a particular video sequence, but
in my own experience it is better to exploit a short
(three to five minutes) segment of video thoroughly
and systematically rather than to play a long se-
guence which is likely to result in less active viewing
on the part of your students.

A word of warning: When you use short isolated
sequences from authentic video documents such as
situation comedies, feature films, or documentaries,
you must expect your students to be interested in
other parts of the video concerned. You should be
prepared to respond to this interest. For example,
you might choose to eventually exploit the whole of
an episode or the serial of which it forms a part, not
just the sequence that you have chosen for a particu-
lar lesson. Alternatively, you may wish to make the
whole video available for student viewing outside of
regular class time, in a resource center for example.

Familiarize Yourself with the Material

Most teachers would not dream of presenting a
print-based lesson in class without first reviewing
the materials themselves. You should follow the
same practice in using video. Treat the video mate-
rial as seriously as you would treat any other lan-
guage teaching material. Before presenting a video in
class, view the entire sequence yourself, preferably
several times and with the video transcript in hand.
If you are using suggested activities from a pub-
lished video language course, and if time allows, try
doing the activities yourself, in order to anticipate
difficulties or questions your students may have.

Treat the Video as Both a Visual and Audio Text

A video sequence is a text, somewhat like a lan-
guage presentation passage in a book or a dialogue
on an audiocassette. However, whereas the most
important element in a written passage or on an
audio cassette is usually the words, a video sequence
contains not only words, but visual elements (and
often sound effects and music) that provide essential
evidence on behavior, character, and context, which
are not usually in the script. When planning your
lessons, it is important to consider not only the video
script, but the video itself. Test the degree of visual
support in a video sequence by viewing it first with
the sound turned off to see how much you can com-
prehend based on the pictures alone. Does the cam-
era focus on the person who is speaking? Does the
body language suggest anything about what is being
said? Are there location shots which help to establish
the context by indicating where a particular scene
takes place?

Feature: Stempleski.

Scenes with a high degree of visual support are
more useful for presenting language. However, if
you are using video as a stimulus to elicit language
from the students, some ambiguity may be desirable.
For example, if you want the students to hypothesize
about what is being said, you will not want the visu-
als to make what is being said so obvious that there
is nothing left for them to hypothesize about.

Design Lessons That Provide Opportunities for Repeated
Viewing

Once is not enough. Unless students are extraordi-
narily gifted and at near-native levels of language
proficiency, they will need to see and hear a video
sequence several times if they are to understand the
situation, identify characters, observe and recall the
language and other facets of the video in any detail.
In my own experience, students are usually happy
and eager to view a well-chosen sequence again,
particularly if they are provided with a variety of
viewing activities that require them to focus on
different aspects of the video, such as cultural differ-
ences, body language, vocabulary, or language mod-
els. Present the activities to the students before each
viewing in order to focus their attention on the par-
ticular viewing task at hand.

Plan Activities for Three Stages

Teachers can promote active viewing and increase
student comprehension and recall by planning
video-related lessons for three stages of activity:
previewing, viewing, and postviewing.

Previewing activities: These prepare the students to
watch the video by tapping their background knowl-
edge, stimulating interest in the topic, and lessening
their fear of unfamiliar vocabulary. One way of
doing this with a drama sequence is to announce the
situation and ask students to predict the content. For
example, students are told they will see a scene
showing a man buying a plane ticket at an airport,
and are asked to write down five items under each of
two headings: Sights (things they expect to see) and
Words (words they expect to hear).

Viewing activities: These primarily facilitate the
actual viewing of the video. They involve playing and
replaying the entire sequence or relevant parts and
requiring students to focus on important aspects such
as factual information, plot development, or the lan-
guage used in a particular situation. In general, it is a
good idea to provide activities that focus on the basic
situation first. For example, with a drama sequence,
you might ask students to watch and look for the
answers to questions such as: Where are these people?
Why are they there? What is their relationship? What
is going on? After this more global viewing activity,
you would then go on a series of tasks that require
them to concentrate on specific details such as the
sequence of events or the particular utterances used.

STEMPLESKI, cont'd on p. 47.
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Feature

Teacher Thinking and Foreign Language

Teaching

In language teaching, the
conceptualizations we have
of the nature of teaching
have a significant impact on
our work. For example, if
teaching is viewed as a
science, scientific investiga-
tion and empirical research
are seen as the source of
valid principles of teaching.
Good teaching involves the
application of the findings of research and the
teacher’s role is to put research-based principles
into practice. Alternatively teaching may be
viewed as accumulated craft knowledge, and the
study of the practices of expert practitioners of
their craft may be seen as the primary data for a
theory of teaching (Freeman and Richards, 1993).
In recent years an alternative metaphor has
emerged-the notion of teaching as a thinking
activity. This has been characterized as “a com-
mon concern with the ways in which knowledge
is actively acquired and used by teachers and the
circumstances that affect its acquisition and em-
ployment” (Calderhead, 1987, p. 5).

The teacher-as-thinker metaphor captures the
focus on how teachers conceptualize
their work and the kinds of thinking
and decision-making which under-
lies their practice. Rather than

ing expertise is seen to be a
process which involves the teacher
in actively constructing a personal
and workable theory of teaching.
This is the orientation to teaching which
1 want to explore in this paper, which seeks to
clarify the concept of teaching as thinking, to
describe research on second language teachers
which has been carried out from this perspective,
and to examine implications for the field of sec-
ond language teacher education (SLTE). In their
survey of teachers’ thought processes, Clark and
Peterson (1986) focus on three major categories of
teachers’ thought processes: a) teachers’ theories
and beliefs; b) teachers’ planning or preactive
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decision-making; c) teachers’ interactive thoughts
and decisions. While research on teachers’ theo-
ries and beliefs tries to identify the psychological
contexts which underlies teacher thinking and
decision-making, research on teachers’ preactive
and interactive thinking seeks to identify the
thinking and decision-making employed by teach-
ers before and during teaching.

1: The Nature of Teachers’ Belief Systems
A primary source for teachers’ classroom prac-
tices is teachers’ belief systems-the information,
attitudes, values, theories, and assumptions about
teaching and learning which teachers build up
over time and bring with them to the classroom.
Teacher beliefs form a structured set of principles
that are derived from experience, school practice,
personality, educational theory, reading, and
other sources. For example, in a questionnaire
study of the beliefs of English teachers in Hong
Kong schools, Richards, Tung, and Ng (1992)
found that the 249 teachers sampled held a rela-
tively consistent set of beliefs relating to such
issues as the nature of the ESL curriculum in
Hong Kong, their views of the role of English in
society, differences between English and Chinese,
the relevance of theory to practice, the role of
textbooks, and their own role in the class-
[ room. Differences in their beliefs, how-
«S‘o ever, resulted from the amount of
teaching experience they had and
whether they subscribed to a pri-
marily functional or grammar
based orientation to teaching.
A number of studies have also
sought to investigate the extent to

influence their classroom practices.
Johnson (1991) in a study of this kind,

used three measures to identify ESL teachers’
beliefs: a descriptive account of what teachers
believe to constitute an ideal ESL classroom con-
text, a lesson plan analysis task, and a Beliefs
Inventory. In the sample of teachers studied she
identified three different methodological posi-
tions: a skills-based approach which views lan-
guage as consisting of four discrete language
skills; a rules-based approach which views lan-
guage as a process of rule-governed creativity;
and a functivn-based approach which focuses on
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the use of authentic language within situational
contexts and which seeks to provide opoortuni-
ties for functional and communicative language
use in the classroom. The majority of the teachers
in the sample held clearly defined beliefs which
consistently reflected one of these three method-
ological approaches. Teachers representing each
theoretical orientation were then observed while
teaching, and the majority of their les-

sons were found to be consistent with .
their theoretical orientation. A
teacher who expressed a skill-
based theoretical orientation
generally presented lessons in
which the focus was primarily on
skill acquisition. A teacher with
the rule-based orientation tended
to employ more activities and

2. Teachers’ Preactive Decisions
An issue that has long been of interest in under-
standing how teachers conceptualize their work
has been the question of teacher planning. The
planning of a lesson is a complex problem-solving
task, involving thinking about the subject matter,
the students, the classroom, and the curriculum,
during which the teacher transforms and modifies
an aspect of the curriculum to fit the unique
circumstances of his or her class (Clark
and Peterson, 1986). But how does this
process occur and what kinds of
thinking are involved? And do
experienced and novice teachers
differ in the thinking they bring to
this process?
In an influential paper, Shulman
(1987) characterized these processes

exercises which served to reinforce
knowledge of grammatical struc-
tures. She constantly referred to
grammar even during reading and
writing activities, for example, by
asking-students to identify-a key
grammatical structure and to explain the rule
which governed its use. The function-based teach-
ers, on the other hand, selected activities which
typically involved the learners’ personal expres-
sion, teaching word meaning and usage through a
meaningful context, reading activities which
focused on the concepts or ideas within the text,
and context-rich writing activities where students
were encouraged to express their ideas without
attention to grammatical correctness.

Teacher belief systems have also been studied
in terms of how they influence the thinking and
practice of novice teachers. The belief systems of
novice teachers as they enter teaching often serve
as a lens through which they view both the con-
tent of the teacher development program and
their language teaching experiences. For example,
Almarza (1994) studied a group of four student
teachers in a foreign language teacher educa-
tion program in the UK, and examined how the
relationship between the teachers’ internalized
models of teaching, often acquired informally
through their experience as foreign language
learners, interacted with the models of teaching
they were introduced to in their teacher educa-
tion program.

Almarza’s study shows that while a teacher
education program might be built around a
well-articulated model of teaching, the model is
interpreted in different ways by individual
trainee teachers as they deconstruct it in the
light of their teaching experiences, and recon-
struct it drawing on their own beliefs and as-
sumptions about themselves, language,
teaching learners, and learning.

The Language Teacher 18:8
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as pedagogical reasoning. Shulman
describes the process in these terms:

I begin with the assumption that
most teaching is initiated by some
form of “text”: a textbook, a-syllabus,
or an actual piece of material the teacher or
student wishes to have understood. The text
may be a vehicle for the accomplishment of
other educational purposes, but some sort of
teaching material is almost always involved.

Given a text, educational purposes, and/or a
set of ideas, pedagogical reasoning and action
involve a cycle through the activities of com-
prehension, transformation, instruction,
evaluation, and reflection.

One approach to exploring teachers’ pedagogi-
cal reasoning is to give teachers with different
degrees of experience and expertise identical
tasks to perform, and then to examine differences
in how they go about completing the tasks (Ber-
liner, 1987). For example, | recently compared two
groups of teachers-a group of student teachers
in the second year of a pre-service TESL degree,
and a group of experienced teachers who had
several years teaching experience and Masters
degrees in TESL. Their task was to plan a reading
lesson for an ESL class at the lower secondary level
around a short story called “Puppet on a String.”

In examining the lesson plans prepared by the
two groups, those produced by the student teach-
ers devoted much of the lesson plan to trying to
communicate the linguistic content of the text to
the students. Many used a model format for a
reading lesson studied in a methodology class-
with a sequence of pre-reading, reading and post
reading activities built around the story. The main
problems the student teachers anticipated had to
do with the vocabulary load of the story.
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The experienced teachers offered a much
greater variety of approaches to developing a
lesson around the text. These included dividing
the text in sections and having students predict
outcomes, working from titles and headings to
anticipate the story before reading it, small group
discussion of issues in the story, and writing
different versions of the conclusion of the story.
Many of the experienced teachers moved quickly
beyond the text to explore issues it raised. They
saw a much greater variety of issues and prob-
lems that the text posed for students and how
these needed to be addressed. For example, how
the students would see the characters in the story,
what the author was trying to communicate, and
getting students engaged in the moral conflicts
the story poses. They dealt with the text at the
level of social meaning rather than at the level of
linguistic meaning.

The differences between the two groups of
teachers is in line with findings of a body of re-
search on differences between the knowledge,
thinking, and actions of experts and novices.
Experts and novices have been found to differ in
the way they understand and represent problems
and in the strategies they choose to solve them
(Livingston and Borko, 1989). They have less fully
developed schemata. In this context schemata are
described as abstract knowledge structures that
summarize information about many particular
cases and the relationships among them (Ander-
son, 1984). Studies of expert teachers
have shown that they are able to
move through the agendas of a les-
son in a cohesive and flexible way,

BAE

While the teachers' planning decisions provide a
framework with which he or she approaches a
lesson, in the course of teaching the lesson that
framework may be substantially revised as the
teacher responds to students' understanding
and participation and redirects the lesson in
mid-stream.

How does this reshaping and redirection come
about? Shavelson and Stern (1981) introduced the
metaphor of "routines" to describe how teachers
manage many of the moment-to-moment pro-
cesses of teaching. Teachers monitor instruction
looking for cues that the students are following
the lesson satisfactorily. They teach using well-
established routines. Berliner has commented on
"the enormously important role played by mental
scripts and behavioural routines in the perfor-
mance of expert teachers" (1987, p. 72).

These routines are the shared, scripted, virtu-

ally automated pieces of action that constitute

so much of our daily lives [as teachers]. In
classrooms, routines often allow students and
teachers to devote their attention to other,
perhaps more important matters inherent in
the lesson. In [a study of] how an opening
homework review is conducted, an expert
teacher was found to be brief, taking about
one-third less time than a novice. She was able
to pick up information about attendance, and
about who did or did not do the homework,
and identified who was going to get help in
the subsequent lesson. She was
- able to get all the homework cor-
K rected, and elicited mostly correct
answers throughout the activity.

compared to the more fragmented
efforts of novice teachers: .

The cognitive schemata of ex-
perts typically are more elabo-
rate, more complex, more
interconnected, and more easily
accessible than those of novices.
Therefore, expert teachers have
larger, better-integrated stores of
facts, principles, and experiences
to draw upon as they engage in
planning, interactive teaching, and reflec-
tion. (Livingston and Borko, 1989, p. 36)

3: TeachersO Interactive Decisions

A parallel line of inquiry in the study of teach-
ers' thinking has investigated the interactive
decisions teachers employ while they teach. A
metaphor used to describe this dimension of
teaching is "teaching as improvisational perfor-
mance." During the process of teaching, the
teacher fills out and adapts his/her lesson outline
based on how the students respond to the lesson.

TIONBIAISHCIS

And she did so at a brisk pace and
without ever losing control of the
lesson. Routines were used to
record attendance, to handle choral
responding during the homework
checks, and for hand-raising to get
attention. The expert used clear
signals to start and finish lesson
segments. Interviews with the
expert revealed how the goals for
the lesson, the time constraints,
and the curriculum itself were
blended to direct the activity. The expert
appeared to have a script in mind throughout
the lesson, and she followed that script very
closely. (Berliner, 1987, p. 72)

Novice teachers by comparison lack a repertoire
of routine and scripts, and mastering their use
occupies a major portion of their time during
teaching (Fogerty, Wang, and Creek, 1983).

Decision-making models of teaching propose
that when problems arise in teaching, a teacher
may call up an alternative routine or react interac-
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tively to the situation, redirecting the lesson

based on his or her understanding of the nature of
the problem and how best to address it. This
process has begun to be examined in the context
of second language teaching.

Nunan (1992) studied the interactive decisions
of nine ESL teachers in Australia by examining
with teachers a transcription of a lesson they had
taught and discussing it with each teacher. Nunan
found that the majority of the interactive deci-
sions made by the teachers related to classroom
management and organization, but also that the
teachers' prior planning decisions provided a
structure and framework for the teachers' interac-
tive decisions. Johnson (1992) studied six pre-
service ESL teachers, using videotaped recordings
of lessons they taught and stimulated recall re-
ports of the instructional decisions and prior
knowledge that influenced their teaching.
Johnson found that teachers' most frequently
recalled making interactive decisions in order
to promote student understanding, (37% of all
interactive decisions made) or to promote stu-
dent motivation and involvement: (17%).
Johnson comments:

These findings confirm previously held
characterisations of pre-service teachers' in-
structional decisions as being strongly influ-
enced by student behaviour. In addition, these
findings support the notion that pre-service
teachers rely on a limited number of instruc-
tional routines and are overwhelmingly con-
cerned with inappropriate student responses
and maintaining the flow of instructional
activity. (Johnson 1992, p. 129)

4. Conclusions

While a focus on cognitive processes is not new
in applied linguistics and TESOL, as seen in a
growing literature on learning strategies and the
cognitive processes employed by L2 writers and
readers, interest in the cognitive processes em-
ployed by second language teachers is more re-
cent. At present, the conceptual framework for
such research has been borrowed wholesale from
parallel research in general education, and only
recently have attempts been made to incorporate
a language or discourse orientation into that
framework (see Freeman, 1994). The cognitive
analysis of second language teaching is, however,
central to our understanding both of how teachers
teach as well as how novice teachers develop
teaching expertise. There is an important message
in this research which can be expressed (with
slight overstatement) in the following way:

There is no such thing as good teaching. There
are only good teachers.

The Language Teacher 18:8
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In other words, teaching is realized only in
teachers; it has no independent existence. Teacher
education is hence less involved with transmitting
models of effective teaching practice and more
concerned with providing experiences that facili-
tate the development of cognitive and interpretive
skills which are used uniquely by every teacher.
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Oplniens

[Perspectives

The Editor invites well-written, informed opinion and perspective articles from L2 professionals on any subject that is academically or
pedagogically related to language teaching. We aso invite well-written, informed rebuttals. As a rule, opinion/perspective articles should not
exceed 1500 words. Send them to the TLT Editor’s address in the Masthead.

Cultural Relativism: Pitfall or Tool?

by Steve Cornwell, Language Institute of Japan

After reading Bruce Davidson’s “Opinions & Per-
spectives” piece, “The Pitfalls of Cultural Relativism”
(Davidson, 1994), we had some lively discussions on
cultural and linguistic relativity, philosophy, and
culture in my office. Thus, the article served a useful
purpose, generating frank and open discussions
about culture. However, | think Davidson presents
an extreme, absolutist view of cultural relativism and
then tries to link Milton Bennett and other cross-
cultural communication specialists to that extreme
view, in effect putting words into their mouths.

In this response I'd like to paint a more moderate
view of cultural relativism and show that it does not
“erect barriers to communication” nor does it have to
“negate any basis for universally valid ethical con-
cerns” as Davidson argued. I'd also like to question
Davidson’s treatment of: 1) the Whorf Hypothesis; 2)
hypotheses in general; 3) Bennett’s examples of
perceptual differences; and 4) the question of com-
munication and diverse realities.

Cultural Relativism as a Tool

If we look at cultural relativism, philosophi-
cally, as an absolute truth, then Davidson is
right-we do have some serious ethical concerns
such as how to deal with ethnic cleansing, female
infanticide, or, as he suggested, the Indian caste-
system. However, if we look at cultural relativism
as a tool-and this is the view that many cross-
cultural educators subscribe to-we can use it to
further cultural understanding.

Cultural relativism as a philosophical doctrine
which implies that there are no universal norms
that are valued for all cultures raises many ethi-
cal problems.. . . As a method, however, for com-
ing to understand cultural systems and for
viewing cultural change, cultural relativism is
basic to all cultural inquiry. It constitutes an
attempt to interpret data from the viewpoint of
the people being observed or studied, rather than
applying the values of one’s own cultural system
to the subject. (Bidney, 1968, p. 543)

In her book, Comprehensive Multicultural Education,
Christine 1. Bennett (1990), describes a model for
teaching global and multicultural perspectives. She,
too, acknowledges that cultural relativity raises
ethical concerns. However, she feels that these con-
cerns can be addressed three ways:
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First, if we accept respect for human dignity and
universal rights as a basic value, then we cannot
be neutral about injury to or destruction of hu-
man life. Ultimately the goal is for these practices
to end. Second, if we consider multiple historical
perspectives we can at least understand why
such practices occur. And third, if we develop
cultural consciousness and intercultural compe-
tence we may be able to understand that we
might very well accept and even participate in
such behaviors had we been born and raised in
that society. (p. 311)

By using cultural relativity to help us under-
stand different cultures, while keeping it subser-
vient to the more basic values of human dignity
and universal rights, we gain access to a tool
which instead of erecting barriers helps open
communication between cultures.

The Whorfian Hypothesis

Davidson states that Bennett’s “foundation stone is
the strong form of the Whorf Hypothesis, which is
far from being generally accepted by present-day
linguists.” But, if we look at Bennett’s article (1993),
we see that he presents both the strong and weakforms
of the Whorf Hypothesis.” Bennett’s point is that
whether you accept the more extreme strong form or
the more accepted weak form of the Whorf Hypoth-
esis, language influences our perceptions.

Present-Day Linguists

Do present-day linguists reject the Whorf Hypoth-
esis? H. Douglas Brown writes, “The Whorfian Hy-
pothesis has unfortunately been misinterpreted by a
number of linguists and other scholars” (1987, p.
140). He states that ideas have been put into Whorf's
writings that were never there. Other authors write
that, “The ‘extravagant claims’ made in the name of
linguistic relativity were not made by Whorf, and
attributing to him simplistic views of linguistic deter-
minism serves only to obscure the usefulness of his
insights” (Clarke, Losoff, McCracken, & Rood, 1984,
p. 54). So, while there is a great deal of controversy
surrounding the Whorf Hypothesis (as there is with
many hypotheses), it is not rejected by most present-
day linguists.

Davidson also dismisses Whorf's hypothesis just
because it’s a hypothesis and has “yet to be tested
and proven.” He suggests that we “can’t draw practi-



cal conclusions from it for language teaching as
Bennett does." He further writes that "...modern
linguists---Noam Chomsky to name one---are more
impressed by the universals of human language...,"
an indirect reference to the Universal Hypothesis.

There are two problems with this line of reasoning.
First, Second Language Acquisition is full of hypoth-
eses,2 many of which are not "proven," but which
still influence our classroom practice. Take, for in-
stance, the Universal Hypothesis mentioned above,
as commented upon by Ellis (1985):

So far...the application of linguistic universals to
SLA has been sparse. It is not possible, therefore,
to take the Universal Hypothesis as proven. A
number of arguments and some empirical evi-
dence have been advanced in support of it. There
are also a number of problems..." (p. 210)

I'm not advocating that we draw firm conclusions
from hypotheses; I'm only suggesting that SLA
hypotheses have helped and will continue to help
shape our understanding of language learning. In
doing so, they have been useful---without necessarily
having been proven.

Secondly, and more importantly, we cannot be
forced back into a single research tradition where, as
Davidson implies, practical conclusions can only be
drawn from assertions which have been "tested and
proven." As early as 1979 Ochsner "made a plea for a
poetics of second language acquisition research in
which we use two research traditions3 to draw con-
clusions” (Brown, 1987). Today we conduct qualita-
tive research as well as quantitative research. We still
test hypotheses and conduct empirical, statistical
studies, but we also work introspectively through
journal and diary studies, as well as conduct ethno-
graphic studies. These and other types of research
add to our knowledge of teaching and learning. We
shouldn't always feel that we need to prove things.

Varied Realities

Davidson claims that Bennett's examples are uncon-
vincing. The example in question is inu o yonhiki mita.
If viewed as a statement about how many dogs were
seen, then Davidson might be right. It may not be a
convincing example of different perceptions; the actual
number of dogs seen, four, is the same for Japanese
speakers and English speakers. But what if, buried
within the statement, is a comment about how dogs are
perceived by a Japanese speaker? Then it becomes a
convincing point. In his article Bennett writes, "We
could imagine that the experience of objects in general
is much richer in cultures where language gives mean-
ing to subtle differences in shape.”

To put it another way, when | hear the word
"dog," | think "pet;" yet, for some the word "dog"
can be synonymous with "protection,” and for others
"work animal." Mary may see four dogs and think

Opinions & Perspectives.

they will protect her house; Barbara may see the
same dogs and think they could really pull her sled; |
may see the four dogs and think "let's play." Edward
T. Hall provides additional examples of objects
perceived differently by different cultures (Hall,
1956; 1976).

The above are examples of diverse realities---a
notion Davidson does not feel exists as it "goes
against the whole basis of communication." Even
within our own cultures communication can be
difficult: People do miscommunicate. Likewise it
happens between cultures. Bennett is, | believe, right
when he says that we "should never assume that we
are talking about the same reality."

In closing, let's be skeptical about attempts to
interpret another culture through our values. We as
teachers should feel free to use cultural relativity as a
tool to encourage cross-cultural understanding. In so
doing, we do not need to feel guilty about ignoring
ethical concerns, because we acknowledge that there
are universal rights.

I would like to thank Jim Kahny, Mary Ann Maynard,
and Mary Scholl for helpful comments they made on a
draft of this article, and offer special thanks to Noriko
Morohoshi for translating the abstract into Japanese.
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Notes

Lin his article, Bennett explains the strong form of the Whorf
Hypothesis as follows: "...language largely determines the way in
which we understand reality,” and he explains the weak form as
follows: "language, thought, and perception are interrelated.”

2For a list of eleven hypotheses with comments see Ellis, Under-
standing Second Language Acquisition, 1985, p. 278-281.

3These research traditions are nomothetic and hermeneutic. "The
Nomothetic tradition ‘assumes that there is one ordered, discover-
able reality which causally obeys the Laws of Nature' (Ochsner,
1979, p. 53). Hermaneutic science, on the other hand, assumes that
reality is varied [emphasis added], therefore no single method of
enquiry will obtain: 'Human events must be interpreted ...accord-
ing to their final ends' (Ochsner, 1979, p. 54)" (in Larsen-Freeman
and Long, 1991, p. 46.)
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Pragmatism Cannot Rescue Cultural Relativism
by Bruce Davidson, Osaka Jogakuin Junior College

In his article Steve Cornwell (1994) makes a num-
ber of assertions but provides very little reasoning
to back them up. Also, there are flaws in the rea-
soning that he does provide.

Who Is Really Misinterpreting Bennett?

For one thing, Cornwell asserts that | am pre-
senting "an extreme, absolutist view of cultural
relativism" and in the case of Bennett and others,
of "putting words into their mouths." In my ar-
ticle | took care to quote the actual words of the
people | was discussing. That article first began
forming in my mind long before | read Bennett's
piece. | have attended all the sessions of the late
Dean Barnlund's intercultural communication
seminar in Japan. Barnlund was a very charming
and likable man, so everyone there including me
listened with great interest to his views.

However, it gradually became clear to me that
he was expounding some very radical concepts in
statements such as "the human community arises
from the construction of a common reality." To
make sure | understood him correctly, at one
session | asked him, "Would you call yourself a
relativist? Do you think we cannot really speak of
any objective world out there but only of cultural
ways of looking at things?" He answered "Yes." If
my presentation seems "extreme," it is only be-
cause the view itself is extreme. | am not creating
a caricature of their way of thinking; | am taking
them at their own words.

Maybe what Cornwell means by "putting
words in their mouths" is that | draw out the
logical consequences of their views in a way they
might not admit or like. | have shown that this
way of thinking contradicts itself and leads to
unwholesome consequences for communication
and ethics. Someone who wants to deal seriously
with this issue must do more than say that | am
"putting words into their mouths." He must show
how these consequences do not necessarily follow
from their assumptions. Otherwise, my argu-
ments have not been engaged at all but have only
been side-stepped.

It is actually Cornwell who is misrepresenting
Bennett's views. He does that by watering them
down to make them seem less objectionable. Con-
trary to Cornwell's assertion, Bennett is not
merely contending that "language influences our
perceptions."” That is a superficial observation
that few would care to dispute. Bennett is making
a much broader claim than that, and he uses
much stronger language to express it. His position
is that language "largely determines the way in
which we understand our reality” and "directs
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how we experience reality." Even stronger are the
words "language teaching is also reality teaching"”
(Bennett, 1993, p. 3). Furthermore, Bennett plainly
declared that he subscribes to the strong form of
the Whorf hypothesis and quoted a long excerpt
from Whorf that advances that version, but
Cornwell amends this and implies that Bennett
puts forward "both the strong and the weak
forms of the Whorf hypothesis"! | confess that |
cannot understand a position that can be both
strong and weak at the same time. Is that sort
of like a "tall short man" or a "light heavy
meal"? Strangely enough, Cornwell tries to
defend Bennett by making him seem even more
inconsistent.

More Problems For Cultural Relativists

Even without Cornwell's help, though, the
cultural relativists do a pretty good job of contra-
dicting themselves. He quotes Christine Bennett
as writing, "If we accept respect for human dig-
nity and universal rights as a value, then we can-
not be neutral about injury to or destruction of
human life." But why should we accept it, if cul-
tural relativism is correct? In relativism, there is
no basis for "universal rights" at all. As soon as
Christine Bennett uses the word universal, she has
given up the game entirely. She couches her state-
ment in non-relativistic language and deals with a
non-relativistic concept. Relativism does not
recognize the existence of universals. The ab-
sence of absolute truth is the only thing that
defines relativism as relativism. Combining
relativism with universals is having one's cake
and eating it too.

Citing two language teaching specialists sympa-
thetic to Whorf (who, by the way, are also made
to speak for "most linguists”), Cornwell main-
tains that Whorf has been widely misunderstood
as holding to linguistic determinism. However, in
dealing with Whorf, | am really only describing
Whorf's view as it seems to be understood by
Milton Bennett and some other cultural relativ-
ists. If it is true that Whorf is being misrepre-
sented, that does not weaken my argument at all;
it weakens Bennett's. If what Cornwell says is
true, then Bennett himself has adopted a miscon-
ception of Whorf. Cornwell should take up this
problem with Milton Bennett, because what
Bennett presented in his article and plenary
speech was exactly the linguistic determinism that
Cornwell and others decry. (Recall the words
"language largely determines...") In that case, we
would find Bennett building his whole scheme on
a misunderstanding of Whorf. That would hardly



strengthen Bennett’s position or the case for cultural
relativism.

Returning to the argument, we find Cornwell
explaining: “When | hear the word ‘dog,’ | think ‘pet’;
yet for some the word dog can be synonymous with
‘protection,” and for others, ‘work animal’... The
above are examples of diverse realities.” No, they are
examples of differing connotations and semantic
fields, perhaps differing perceptions of the same thing,
the same reality, which we are all calling by the same
word dog and perhaps all looking at together, in the
world we share. If we were not talking about the
same reality, then we could not even make any
reference to this objective “dog” at all. If the conten-
tion of the cultural relativists is true, then each of us
ought to call that barking thing by a different name,
because it would not be the same for all of us. The
fact that we do not reveals that whatever differences
there may be, something objectivel y real with four
legs exists that gave rise to all of our perceptions and
that we can communicate meaningfully about.
Reality is outside of us; it is not in each of our heads.
Confusing reality with our perceptions of it is a
muddle-headed way of proceeding and leads
inexorably to the communication problem | have
described already (Davidson, 1994).

Cultural Relativism Is Not Just A Tool

At one point, Cornwell ~makes the amazing
statement that “we shouldn’t always feel that we
need to prove things.” Why is that? When we cease
to be concerned about proving things, we also quit
distinguishing spurious ideas from substantial ones.
Instead, do we simply follow all fads and fashions
which claim to offer some practical benefits to us? It
seems to me that this approach would only open the
door to any snake-oil salesman who might walk
through it.

Setting aside other considerations, Cornwell
advocates a kind of pragmatism that judges things
only according to their perceived usefulness.
However, | think we need to think a little more
deeply than simply whether or not a view appears to
have some practical benefits, especially when what
we are discussing has potentially profound ramifica-
tions. Bribing professors may be a practical way at
times of entering some universities, but most would
agree that its usefulness is not the only consider-
ation. Concerns such as honesty (truth) and morality
also have to be addressed.

It is a common tendency to believe that “the end
justifies the means” and that considerations of truth
or validity do not present any real difficulties.
Cornwell  pursues that line of argument in his article.
If we want to adopt a dubious view for its possible
practical benefits, then why not behaviorism? That
was the foundation for the audio-lingual method.
After all, one view is as good as another if empirical
confirmation or internal coherence are no longer
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required. However, in a number of empirical studies,
behaviorist “reinforcement” has been shown to
destroy intrinsic motivation in educational practice
(Kohn, 1993). Empirical studies may not be every-
thing, but they are certainly better than blind faith in
incoherent theorists.

In the end, cultural relativism is not just a tool. It is
a philosophical view which attempts to encompass
all human experience. Calling relativism only a “tool”
or a “method” is a good example of equivocation,
which means redefining the terms of discussion in an
arbitrary way to further one’s own argument. The
reason cultural relativism has an -ism attached to its
name is that it is a philosophy. By embracing such a
concept, we enter the realm of philosophical proof
and refutation, whether we wish to or not. There a
number of difficulties meetus, which | eiaborated in
my previous article. Steve Cornwell and those he
cites have not managed to overcome those difficul-
ties.
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comments From TLT’s readers Wﬁ@(’ﬁ@

If you have comments about, or wish to take issue with anything that appears in TLT, the Editor invites your correspondence. Letters to the
editor intended for publication should not exceed 500 words, must be signed and bear the name, address and phone/fax number of the
writer, and are subject to editing for length, style and clarity. TLT will not publish anonymous letters. The Editor reserves the right to reply in
print to the writer's comments, or to provide a copy of the letter to authors of articles being commented on. Send letters to the Editor's

address in the Masthead.

In Defense of Bauer

Perhaps over eager to make some cogent criticisms of English education as she has found it in Japan, Wendy

F. Scholefield in her opinion piece “A reply to Christopher Bauer” (The Language Teacher 18 (6), pp. 33, 34), |
believe, misrepresents Bauer and the argument he makes about the place of foreign teachers in Japan (“Does
the Monbusho listen?,” The Language Teacher 18 (4), pp. 34, 35). According to Scholefield, Bauer wrongly argues
that “English teachers-particularly non-Japanese-should be more passive rather than pushing for change”
(p. 33). At the risk of sounding like a remedial reading teacher, | thought that the central argument Bauer
makes is that foreign teachers should be careful to avoid forming brash, simplistic judgements lest they be
guilty of both willfully misunderstanding the social and educational environments of the host country while

at the same time chauvinistically applying a double standard. To my understanding, being informed and
careful does not mean being passive.

There are certain points on which 1 am in complete agreement with Scholefield, but these points of agree-
ment in no way vitiate my appreciation of Bauer's views. For example, | agree with Scholefield that JET
Programme ALTs are hired to promote what the curriculum specialists of Monbusho teach at the annual
programme conferences and call team teaching and Communicative Language Teaching. If the words of ALTs
seem to fall on deaf ears at the local level, who is at fault? Monbusko--the centralized bureaucracy with dicta-
torial tendencies-or the teachers and school administrators that a particular ALT has been asked to work
with? If Monbusho is really that dictatorial, why can't it force all public schools to adopt CLT from Day Zero?
As for Scholefield’s anecdotes about textbooks, programs, moustaches, threatened dismissals, and dress
codes, those all seem to me to be outcomes attributable to local decisions and not the dictates of some bureau-
crat in Tokyo.

Scholefield finds “unscientific” Bauer’s call for a comparison and contrast of English education in Japan
with a comparable system of another country in order to judge better the efficacy of the system here. | am
not sure what conceptualization of science Scholefield has in mind, but in her argument it would appear to
be a sophomoric debating tactic. Educators make comparisons and contrasts all the time, and it is a reflec-
tive thinking skill highly valued in this profession. Scholefield’s own means for judging success or failure of
the system is not without its merits. However, with her method of judging a system a success or failure
“according to whether it meets its stated aims and objectives” (p. 33) there is a danger of fallaciously beg-
ging the question. Also, just who sets the aims and objectives? To borrow an analogy from economics and
recent history, Stalin’s five year plans proved an official success in central planning, yet ultimately central
planning failed.

Scholefield modifies Bauer’s argument (one widely accepted in the field) that no one method is demonstra-
bly better than any other in FLT to imply, therefore, that he argues ALTSs should stop promoting CLT at the
local level. | did not infer such a thing from reading Bauer. While | cannot argue that ALTSs are not hired to
push for team teaching as a way to bring communication into the classroom, | do not think that this necessi-
tates they senselessly and simplistically fixate on grammar translation (or the textbooks, or Monbusho, or the
exams) as the source of all evil under the sun. As | have argued elsewhere, when ALTs and JTEs point to
monolithic entities preventing real, collaborative team teaching, it is often to avoid dealing with the messy,
mundane, workaday, cross-cultural and interpersonal problems they face in their schools and classrooms
(Jannuzi, 1994, pp. 20-21). In other words, they proclaim, it isn’t us! It’s the system! So what | argue is-and |
think Bauer is in complete agreement-be cautious but deliberate. Figure out just what the limits of the sys-
tern are. Based on informed positions, ALTs and JTEs should be asking questions like: Is it possible to teach
reading and vocabulary communicatively? How can we make textbook lessons more interesting and relevant
to our students? Would more interested and motivated students do better on exams? Could ALTSs help JTEs
prepare students for exams? Etc. Etc.

Perhaps Scholefield’s most egregious misuse of Bauer’s views are with his thoughts about progress. It
would seem, however, that she thinks him in error only because he found something positive to say: that
there have been changes in recent years and that some of these changes add up to progress, however slow it
may seem. Moreover, her use of a conference report from 1962 is either totally disingenuous or misinformed.
The debates that she is referring to come out of completely different contexts. While there may be value in
historicising, discussing recommendations from the eras of the Direct Method and Audio-Lingualism seems to
me, unless some explanation is given, to be an obscure anachronism. Instead, why doesn’t Scholefield give us
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some of her ideas about how the fair, objective testing of communicative competence (whatever that may be)
might be done on a mass scale and at a low cost?

Somewhere in Scholefield's article is a coherent argument trying to get out. | am sure that she has many
insights about the JET Programme, team teaching, and English education in Japan. Her mistake has been in
thinking that her path lay in attacking Bauer. In so doing, she has been unfair to him, to herself, and to her
readers, who could learn a lot both from reconsidering Bauer's argument and from having the chance to read
what Scholefield really has on her mind.

Charles E. Jannuzi
Fukui University
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Honey on Cisar

I would not normally trouble to respond to Lawrence J. Cisar's criticisms (June 1994) of my "Impressions of
JALT 1993" (March 1994), but his letter raises several crucial issues affecting the status of JALT as a profes-
sional organization.

I am well aware that the annual conference, like all JALT activities, relies on the unstinted and disinterested
service of volunteers. If | had thought this fact were not well known, | would have mentioned it in my article,
and in any case | emphasize it again now, and we all owe them a great debt of gratitude. But the implication
that Mr. Cisar appears to draw from that, that this fact somehow places JALT's activities above criticism, is
dangerously corrosive of all professional standards. | am genuinely sorry that he regards as
"mischaracterization," and as "misinformed," comments which include the many tributes | paid to two excel-
lent 1993 plenary speakers, to the marvellous session on jobs by Lewitt and Melville, and to the presentations
by Gwyneth Fox, Richard Smith, and William Belew. My remarks about the Omiya elevators and the disposi-
tion of rooms, about the late start of a 1992 plenary, and about the lack of opportunity for discussion at one
1993 presentation, were all made in the spirit of encouraging improvements. | note that Mr. Cisar does not
dispute the facts | refer to; his concern is to explain how some of these situations arose. That is excellent, but it
does raise the important point that explanations would have been much more appropriate if they had been
made available to members at the time; so now we see that there is some kind of PR problem to which JALT
could usefully address itself, provided we are genuinely willing to accept constructive criticism.

Any foreign ELT professionals working in a Japanese context are exposed to the danger that their atti-
tudes to criticism should take on some of the color of the culturally very different conception of criticism as
bound up with the idea of "face,” which may have the tendency to discourage criticism and favor alterna-
tives emphasizing consensus at the risk of suppressing change. This point in no way applies to Mr. Cisar's
letter, but | believe, because of what | have heard some JALT members say about "when in Japan..." that as
foreigners we need constantly to remind ourselves that we have a special duty to strive for the highest pro-
fessional standards as developed in our home organizations, in all aspects of our work, including arranging
conferences, and that to achieve these necessarily involves exercising rigorous and open-minded evaluation,
even when it hurts.

John Honey
Osaka International University

A Reply to Lawrence J. Cisar

The choleric tone of Lawrence J. Cisar's "Response to John Honey's 'Impressions of JALT 93™ (The Language
Teacher, June 1994, p. 35) was out of all proportion to any offense that Honey may have committed. More
importantly, Cisar's letter---together with the editor's note that accompanies it---could have a chilling effect on
those prospective contributors to The Language Teacher who wish to express their views openly and honestly.

Honey (The Language Teacher, March 1994, p. 5) devoted most of his article to positive comments about the
presentations he attended. His few negative comments were directed primarily at the logistics of the confer-
ence. This seems natural enough, as most of us seldom notice how a conference is being run unless something
goeswrong.
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To judge from Cisar's "Response," most of Honey's negative comments were on target. The elevator service
was inadequate. There were problems with building management. There were no adequate visual media on the
plenary platform. And one of the plenary addresses at the 1992 conference was late in getting started.

Given Cisar's admission that most of Honey's comments were accurate, | would have expected Cisar to
apologize for past mistakes, point out that we are all human, and promise that the parties involved would
bear Honey's comments in mind when planning the next conference. Instead, Cisar "object [ed]" to Honey's
"mischaracterization” of the conference and asserted that Honey's comments were "misinformed" and "out of
line" and displayed "narrow-mindedness." It seems to me that Cisar's comments were the ones that were out
of line---especially as Honey was kind enough not to point the finger of blame at anyone for JALT 93's short-

comings.

The editor's note that accompanied Cisar's letter was unclear: "You're right . . . . | should have run his
[Honey's] comments as an opinion piece, not a lead article.” It could simply mean that no opinion piece quali-
fies as a lead article for The Language Teacher. If so, it is difficult to see how any overview of a conference could
qualify for lead article status (such an overview is unlikely to be a well-researched scholarly article).

Alternatively (and this would be much more disturbing), the editor's note could mean that an overview of a
conference qualifies as a lead article only if it doesn't ruffle any feathers---particularly those of the volunteers
who run JALT conferences. If so, then the editor should ask himself whether the members of JALT really want
to be served the pabulum that would be their fare should The Language Teacher adopt such an editorial policy.

James J. Scott
National Institute of Fitness and Sports in Kanoya

[There's an old saying paraphrased from a quote made by the U.S. president Abraham Lincoln: "You can
please all of the people some of the time, some of the people all of the time, but you can't please all of the
people all of the time." How strange to realize that an honest editorial expression that an opinion piece should
have appeared as a clearly designated opinion piece should be misconstrued as an indication that the editor
might be inclined to suppress another's opinion, or that to acknowledge that he might occasionally err and
offer someone a public apology should be taken as an editorial policy that discourages the expression of well-

informed opinion. It's too deep for me.-Editor]

HAMORI-OTA, cont'd from p. 8.

Fisher, R., Kopelman, E., & Schneider, A.K. (1994). Beyond
Machiavelli: Tools for coping with conflict. Cambridge: Harvard
University Press.

Fisher, R., & Ury, W. (1981). Getting to yes: Negotiating agreement
without giving in. Boston: Houghton Mifflin.

Hammer, M., & Champy, J. (1993). Reengineering the corporation: A
manifesto for business revolution. London: Harper Business, Harper
Collins.

Virginia Hamori-Ota has been Director of The Ameri-
can Language Institute at The American University of
Paris since 1989. She is currently on an extended sabbati-
cal leave, and came to Japan in September 1993. She holds
an MA in French-Linguistics from Indiana University.
Her workshop is sponsored by Yohan.

STEMPLESKI, contOd from p. 29.

Postviewing activities: These require students to
react to the video or to practice some particular
language point. The range of postviewing activi-
ties is enormous and includes things such as
discussion, role play, debate, writing activities,
and related reading.

The activities listed above are merely options, and
they represent just a few examples from a wide
range of possibilities. You should design, select, or
adapt activities that evolve naturally out of the video

8

sequence itself and at the same time meet the needs
of your students. For a more comprehensive collec-
tion of ideas, see Stempleski and Tomalin (1990).

Conclusion

It is worth emphasizing that the teacher, not the
video, is responsible for making any video-based
lesson a rewarding language learning experience.
Like any teaching resource, video is best when it is
used carefully and intelligently. How you, the
teacher, approach the use of video in your classroom
will determine how valuable it is perceived to be by
your students, and how significant it will be to them,
in the language learning process.
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Ever been asked about study abroad
opportunities by your Japanese
friends or students?

If so, we recommend the following books by Hiroshi Kuki (Henry H. Kuki), M.A.
(Univ. of Hawaii at Manoa, Linguistics); Educational Consultant, S.I.S.A. (Setagaya
Institute for Study Abroad); (formerly) also lecturer, Waseda University, Tokyo, Japan.

1. Swudy English in America:
Conversation Pieces
(199 pp., in E/J. ¥2.000) 1993 ed.: Introduc-
tion to U.S. college life through 50 dial ogues
in English with translations, notes and
suggestions in Japanese: English tape by
William R. Stevenson. et al., also available
(¥2,500).

2. TOEFL-less U.S. Study-Abroad
(183 pp.. in J. ¥1,600) 1990 ed. This hand-
book presents some 50 U.S. colleges. both
two-year and four-year, as well as afew
graduate schools that accept the completion
of ELS Language Centers in place of the
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TOEFL HENR‘{D;:]. Kuki

M.A iU
at Mano.

3. Major Index of U.S. Colleges
(200 pp., in J. ¥2,200) 1993 ed.: The majors
most frequently followed by Japanese
studentsin the United States are explored in
the text. The author’ s own school and college
recommendations immediately follow each
of these “major” entries.

S.1.S.A. offers study abroad consultation by

appointment as well as assistance with study Official - Representative — of
abroad and visa applications. The above books ELS lLanguage  Centers
are available at major bookstores throughout

Japan and at some Japanese bookstores in the

U.S. and other countries. If you cannot locate

copies, contact the publisher: T @ '
Sanshusha Co. N oilohNdodLhe
[-5-34 Shitaya. Taito-ku. Tokyo 110. SETAGAYA | NSTI TUTE FCR STUDY ABROMD

Tdl: 03-3842-1711 Suite 302, Sarke Heights 23 1- 18

Dazava Setagayaku, Tokyo 155, Jepan
Tel: 03-3419-1009 10 am.-10 p.m.
Fax: 03-341 1-6509 Henry Kuki




The Basics of Designing
Your Own Teaching

by Julian Edge
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Professional Development
and Empowerment
for Program Administrators

by Virginia Hamori-Ota
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Designing Task-Based Materials
by David Nunan
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Basis and Basics:
Corpus Evidence and Vocabulary

by Rosamund Moon
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English Idioms in Use
by Michael McCarthy
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Why Do So Many Language Students
Fail to Learn to Communicate?

by David Paul
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Forward to the Basics
by Lance Knowles
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Video in the ELT Classroom:
The Role of the Teacher

by Susan Stempleski
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What's Behind “The Silent Way™:
An Introduction to the Theory, Part Two
-Subordinating Teaching to Learning

by Roslyn Young

Part One of this article appeared in the July issue of
TLT, in which the author discussed the role of
awareness in learning. In Part Two she defines the
role of the Silent Way teacher as one who subordi-
nates teaching to learning, and explains how this can
be implemented in classroom practice.
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Pronunciation in Action. Linda Taylor. London:
Prentice Halt (Language Teaching Methodology
Series), 1993. Pp. 200. ¥2,680.

This book consists of 54 activities for teaching/prac-
tising English pronunciation. It begins with a brief
general introduction that quickly sets a positive tone,
moves on to explain concisely how the book should
be used, and ends with a crisp synopsis of further
reading material. The activities are in four sections:
English pronunciation in context (activities 1-12),
English sounds (13-28), English rhyme and rhythm
(29-41), and English intonation (42-54). Each section
has a short introduction which would be more con-
venient as part of the general introduction (“.. to
make the best use of Pronunciation in Action, you
should read through the introduction to each section
first.” p. 6). The activities vary widely in quality and
duration, from the teacher-centered “human com-
puter” (simple, but tedious after about 5 min. and
questionable for large classes as a stand-alone activ-
ity) to “dialogue completion” (a number of tasks that
could take a whole lesson or be split across two
lessons). The sample teaching material varies widely
in amount and depth provided: some activities are
ready-to-go, with little further preparation, while
others obviously require much extra searching
around for appropriate material. Some of the mate-
rial provided (e.g., limericks and British jokes) will
need careful screening for difficulties (e.g., explain-
ing humour) that may distract most Japanese stu-
dents from the aim of the activity.

My first impression of the book was that one can
flip through it, quickly home in on a suitable activity
and be up and ready to teach it in minutes flat. As in
other books in the Prentice Hall Language Teaching
Methodology Series (e.g., Domnyei and Thurrell,
1992), each activity begins on a new page and is
expansively laid out under various sub-headings,
including: student level, recommended grouping,
purpose, sample teaching material, follow-up notes
(“teacher’s diary”) and empty space for comments.
However, much of the content of these subheadings
could be indicated by symbols or initials in parenthe-
ses after the activity title. The space saved by this
and by avoiding so much space for notes (personally,
I am comfortable with book margins and my lesson
plans) would halve the size of the book. Alterna-
tively, the space could be filled by providing more
substantial sample teaching material, resulting in a
much more useful product.

The presence of three indexes is presumably an
effort to speed up access time for locating the activi-
ties most suitable for a given class. The information
in Index 1 belongs in the Contents page, which as it

stands merely lists the four major sections and the
titles of the appendices and indexes (another irritat-
ing feature of the Prentice Hall Methodology Series).
Index 1 usually lists each activity with a brief one or
two-line description but is awkward to use, sand-
wiched between the eight appendices and the other
two indexes. Indexes 2 and 3 would be useful rear-
rangements of the activities listing according to
proficiency level (elementary, intermediate, ad-
vanced) and age (child, teenager, adult), respectively.
Unfortunately, neither includes the broader ranging
activities (i.e., those which would fit into all catego-
ries, or roughly half of the total), so that cross-refer-
ring for, say, intermediate-adults locates relatively
few of the appropriate activities available in the
book. This is a poor performance by the Prentice Hall
editorial staff, who produced much better indexes for
Dornyei and Thurrell.

The appendices summarize some useful informa-
tion: diagnosis of student error, the phonemic sym-
bols, words having consonant clusters, how the
phonemes appear in written English, weak forms,
stress rules, intonation rules, and a very brief sum-
mary of pronunciation difficulties according to lan-
guage background (including Japanese). However,
listing the phonemic symbols (of British English) on
p. 176 (Appendix 2) after including a very similar
listing on p. 174 (as part of Appendix 1) seems rather
a waste of space, in marked contrast to the short
section on pronunciation difficulties (Appendix 8)
which provides us with only a single example among
the 14 language categories covered.

The introduction states that “Pronunciation in Action
is a book of ready-made lesson ideas..” (p. 3) and,
contrary to first impression, one soon realizes that the
emphasis is certainly on “ideas” rather than on ready-
to-go material, with many of the activities requiring
considerable further thought and preparation by the
teacher. For example, Activity 22 describes “Phonemic
Scrabble,” providing a photocopiable page of symbols
to make the cards or tiles. So far so good, but the
instructions mention “making more cards for the
frequent phonemes than for the infrequent ones” (p.
71), and to achieve this you are provided, on p. 74,
with a table of frequencies of English phonemes and
left to extract these frequencies from data expressed in
percentages, ranging from 0.06% for /v@/ to 10.74%
for /0/. Page 74 would of course be much more useful
if it contained instead the extra copies of the more
frequent phonemes.

Two vital statistics are entirely missing from
the expansive activity descriptions: preparation
time and estimated duration of the activity in
class. A rough survey of the 54 activities pro-
duced the following data:
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Preparation

little or no preparation 11
some preparation 2
much preparation 35
much preparation, incl. tape recording 4
much preparation, incl. video recording 2
Class time
10-15 min. 21
15-25 min. 15
25-35 min. 8
35-50 min. 9
whole lesson 1

So there are an overwhelming number of activi-
ties that | regard as requiring "much prepara-
tion," for activities of relatively short duration.
On the one hand, this is fair enough: pronuncia-
tion activities require careful planning to be
worthwhile, including a degree of tailoring to
meet the needs of the target age, ability, and lan-
guage background. On the other hand, the book
claims to simplify the teaching of "pron" (p. 3),
and has the appearance of a sourcebook to that
end. In comparison with (for example) Kenworthy
(1987), Linda Taylor has essentially decided to
trim away the background theory (“'demystify’
the subject,” p. 3), providing slightly fewer activi-
ties (Kenworthy contains about 70) for a modest
reduction in price.

In summary, | would have no hesitation in
recommending this book if the content and in-
dexes were better laid out and the sample teach-
ing material were expanded, filling the numerous
blank spaces and including more photocopiable
material with perhaps the option of a well pro-
duced tape. In its favour, the treatment is compat-
ible with recent views and recommendations on
teaching pronunciation in Japan (Evans, 1993;
Riney and Anderson-Hsieh, 1993), and it certainly
addresses concisely the different aspects of pro-
nunciation that require attention. However, be-
fore you decide to buy, peruse it in comparison
with Kenworthy (1987), Hewings (1993) and what
you can find of the texts listed by Riney and
Anderson-Hsieh (1993).

Reviewed by lan G. Gleadall
Ohu University, Koriyama
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Basic English Paragraphs: Improving Reading
and Writing Skills. S. Kathleen and Keniji Kitao.
Tokyo: Eichosha, 1992. Pp. 125. ISBN 4-268-
00139-5.

Basic English Paragraphs makes a good resource book
for teachers, providing substantial savings in class
preparation time. It presents clear examples and
exercises that focus students on the logic that forms
the basis of written English.

I used BEP very successfully with a group of ten
Japanese women who were enthusiastic about trying
to write well in English. | was having a lot of trouble
getting them to condense their writing and pitch it
towards a reader with a western education and
understanding. When | showed them a model para-
graph taken from Kitao & Kitao's book the example
was not only interesting and realistic enough to
prompt a full lesson of discussion, but we were able
to examine the principles of the introduction/ body/
conclusion form. We did this again in the next lesson
with a different sample taken from the text and by
this time all the students understood the basic form. |
then gave them some topics from the book, which
they had to use to write their own paragraphs. |
found all of them had grasped the basic pattern. The
results were similar to the writing my classmates and
| used to produce when we where about 14 or 15
years old and learning to use this same format. From
their writings | was able to pinpoint problems such
as: when to, and when not to, use transition phrases;
incorporating narratives; comparisons and descrip-
tion. The text provided a range and quality of ex-
amples that | could not have found for my students
given my limited time and resources.

I found some limitations with the text that made it
necessary to be very selective in its use. The first
problem was that the examples in the text are of very
good pieces of writing. While they are very realistic,
they are not the sloppy and formless writings that
constitute the majority of our reading and that the
students are most likely to encounter outside the
classroom. So, once the students had grasped the
basic patterns, | had to spend time with them exam-
ining excerpts from newspapers, books and letters
they brought from home and comparing the differ-
ences, and subsequent stylistic implications. | found
the students getting bored with and not responding
to lessons which focused on a point they had already
grasped or which was not a major problem for them.
They found the text to be rather boring in itself, but
very interesting when it gave them keys that un-
locked their understanding. There is a great range of
subject matter used in the sample paragraphs, some
of which was of great interest to them and some
quite meaningless. | think these problems would
vary from class to class, but they were all minor and
involved simply being selective, using only what the
group specifically needed.
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This text is the most effective and efficient way |
have found of helping students grasp the logic and
form of English writing. While it is too dull and
limited to be a satisfactory main text, it is an excellent
resource for any teacher helping students to deal
with written English.

Reviewed by Lyneve Rappell
JALT Utsunomiya Chapter

Reflection and Beyond: Expanding Written Com-
munication. Laurie Blass & Meredith Pike-Baky.
Boston: Heinle & Heinle Publishers, 1993. Pp. 136.

Reflection and Beyond is an adequate theme-based
writing text that strives to appeal to low-intermedi-
ate level students. Aimed at developing self-confi-
dence and fluency in their writing, the text provides
a process framework for integrating all four lan-
guage skills. Although the book is not as impressive
as others in Heinle and Heinle's Tapestry series, it
does have some strong points.

Consisting of ten chapters, the text moves the
student from performing short writing tasks based
on personal introspection (memories, favorite per-
sons) to tackling longer and more demanding prob-
lem-solving assignments (the environment) at the
end of the book. Each chapter is divided into three
distinct parts: Get Started, Language Expansion and
Gather Information.

In the first part, students are introduced to the
particular writing theme through standard visuals,
such as photos and drawings. This is followed by
taped listening passages incorporating conversations
or descriptions of the visuals. The authors are par-
ticularly sensitive to each student's preferred learn-
ing style and provide varied modes of presentation
to appeal to different senses. Unfortunately neither
the illustrations nor the tapes are particularly excit-
ing. In fact, the themes themselves are those typically
found in other texts. The surveys, interviews, and
other types of "cooperative" discussions lead into a
quickwrite on the topic. Actually few of these activi-
ties specify the use of cooperative learning (CL)
techniques, such as Numbered Heads Together, that
frequently characterize CL learning.

The second part, Language Expansion, offers
students a list of words, then specific grammar struc-
tures suitable for each chapter's writing task are
presented. In addition, students read selections to see
how professional writers have approached writing
about the theme and to receive guidance in adhering
to writing conventions. The prose is authentic; how-
ever, it is frequently uninspiring.

Lastly, students assemble and order all the infor-
mation from previous activities and sources, perform
peer editing work, make revisions and produce a
final draft. The authors have added a positive way to
end each chapter: students reflect on their efforts and

record on a chart in an appendix what they have
learned and what they need to work on to make
further improvement.

The one thing that appears quite novel in compari-
son to other intermediate writing texts is its empha-
sis on making students aware of numerous learning
strategies. A strategy is highlighted, defined, ex-
plained and immediately used in a chapter exercise.
As a result, each strategy is useful in the completion
of an immediate writing task and also for its poten-
tial application to other learning situations. Under-
standing and using emotion, managing one's
learning, and remembering new materials are only a
sampling of the learning strategies employed.

If you want to use a text that explicitly explains
and practices learning strategies, then this text might
be the one for you. However, Reflection and Beyond's
other features are basically indistinguishable from
those of other writing textbooks on the market.

Reviewed by Michael Sagliano
Miyazaki International College

Hospitality is Here! Hotel English for Japan.
Thomas R. Burns. Kyoto: Spark English Academy,
1993. Pp. 112. Two cassettes.

Of the various English textbooks for the hotel indus-
try, Hospitality is here! Hotel English for Japan can
certainly be considered the most ambitious. It pro-
vides 120 hours of coursework through eight chap-
ters whose topics range from reservations to
check-out. Students from false beginner to upper-
intermediate are given ample and varied listening
and speaking activities. It definitely fills the dearth in
material for hotel personnel in Japan; however, users
may be frustrated by the dense physical layout.

Although there is no teacher's manual, there is a
ten-page introduction (also available in Japanese),
which includes an overview, philosophy, rationale
for methodology and organization, explanation for
review drills and exercises, description of the supple-
ment and storyline. Since this book offers so much
material and versatility, an introduction alone seems
inadequate.

Every chapter addresses five to seven hotel-related
topics. Each topic has a storyline, an illustration, a
dialogue, and substitution expressions. On the same
page are general comprehension questions, a
roleplay and occasionally "take a break," which is
either extended language practice (e.g., spelling,
prepositions) or jokes. Furthermore, all dialogues are
"coded": key words and phrases appear in bold,
italicized, underlined, numbered, in parentheses and
even in combined codes. Some of these codes are
explained in the introduction.

Review drills and exercises are at the end of chap-
ters four and eight. The review drills are 100 substi-
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tute phrases covering both guest and employee
speech. The exercises, in five parts, begin with a
cloze listening exercise and dictation. The third part
elicits responses for various situations (e.g., wishing
guests a pleasant time at check-in, p. 34). The last
two parts, Talk Map and Key Expressions, should be
done together. The Talk Map is a diagram of func-
tions (e.g., introducing, greeting) that students use
during roleplays (e.g., arrival, inquiry). These are
labeled bilingually. Below each diagram are four to
five possible conversation flow patterns. Students
can refer to the Key Expressions which have several
possibilities for each function.

The two cassettes contain dialogues, substitution
drills, review drills, and exercises recorded at a
natural pace by speakers of various nationalities.
Since they have been recorded without pauses, stu-
dents cannot repeat the dialogues line by line. Also,
the absence of reiterations may irritate students,
especially when doing dictations. Another problems
is that the speakers sometimes stumble on or add
words not included in the dialogues [e.g., "And
(when) can | extend the reservation one more night?"
p. 16].

Busy teachers should appreciate the hefty supple-
ment section which has additional material for
roleplays, a list of props/cutout materials, puzzles
and games, an answer key, an index by hotel posi-
tion and a bilingual glossary. The cutout materials
are quite impressive with 17 photocopiable items
that include a registration form, an International
Pronunciation Alphabet, a mini-bar service slip and
facsimile cover sheet.

Despite some problems, Hospitality is here! Hotel
English for Japan offers a wealth of materials for those
who need to communicate effectively in English in
the hotel industry.

Ruby K. Asahina
Tokyo YMCA International Hotel School

Developing Business Contacts. Nick Brieger & Jeremy Comfort.
Hemel Hempstead, U.K.: Prentice Hall Intemational (U.K.) Ltd,
1993. Pp. 202.

Developing Business Contacts is another case of a book,
designed for the European market, being marketed
in Japan as an "intermediate level business English"
text when in fact it is best suited for advanced learn-
ers in a Japanese context. In particular, the vocabu-
lary, grammar, and functions introduced therein,
and the manner of their presentation, is quite in-
tenseNunless you are entirely sure your students can
withstand 24 very solid, very challenging units of
business English, read no further. If you do have
students of this caliber, or your interest is in using
the book for supplementary purposes or for personal
reference, read on.

Developing Business Contacts is made up of five
parts. The two main parts are comprised of 13 gram-
mar-based units (the authors call them "Language
Knowledge" units, i.e. future forms, modals, process
description) and 11 function-based units (called
"Communication Skills" units, i.e. presenting infor-
mation, interrupting, offers). The three remaining
parts are the "Key Section" (containing full
tapescripts---a very positive feature), a 750-word
glossary of current and business terms (backlog,
admin), and an appendix with conjugations of irregu-
lar verbs. The "Key Section" is very complete and
would allow effective self study for highly motivated
students.

In the grammar-based section a typical unit starts
off with a listening task. The tasks themselves are
fairly well designed---in the case of Unit 2, students
fill in a partially completed outline, and in Unit 13,
students identify portions of a pie chart being dis-
cussed on tape. Listening tasks are followed by
excellent tasks aimed at helping students increase
their sociolinguistic awareness---in Unit 2, students
are asked to reflect on the number of times the main
speaker is interrupted during a presentation on
information system management and then to decide,
based on this information, whether the audience was
receptive to the speaker. The listening extracts them-
selves are typical. In a positive sense, they are filled
with a variety of accents, speakers of both genders,
and relevant content; but in a negative sense dense
and devoid of natural discourse patterns, there are
no repetitions, no fillers, and an abundance of long
and perfectly formed sentences.

All units (the function-based units, aside from
slighting grammar somewhat, are organized in the
same manner as the grammar-based units) continue
on from the listening section to a densely filled, one
to two page "Presentation" of grammar or functions.
| find the charts (especially the timeline in Unit 1 for
review of the tenses) easy to use with students but
the dense, metalinguistic filled explanations daunt-
ing beyond belief. Then there is a "Controlled Prac-
tice" where, for example, students supply the correct
verb form in a 15 line dialog, and a "Word Study"
task where students create noun and adjective forms
of verbs, such as to administer, and to account, having
only had aural exposure to the verbs previously in
the unit through the initial listening task and extract.
The units continue with a well-designed pair activ-
ity. The goals of the activity are clear, although stu-
dents are left unsupported linguistically. Finishing
the units is a "Word Check," reviewing particular
unit terms such as predominantly, Big Brother, and
icons, which again, have been introduced previously
in the unit aurally, through the listening extract.
Interestingly, the "Word Check" terms are not re-
peated in the glossary and thus represent a com-
pletely different, and rich, source of vocabulary for
students.
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Developing Business Contacts, as stated previously,
is suitable in many teaching situations as a supple-
ment, and as a teacher’s reference. But in choosing it
as a course book, be sure that your students have
sufficient language skills (advanced), and motiva-
tion.

Reviewed by Greta Gorsuch
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international age (text, tape). Tokyo/San Francisco: Logos
International.

*Clark, R. & Duncan, J. (1990). Getting a fix on vocabulary (text).
Brattleboro, VT: Pro Lingua Associates.

*Clark, R. & Mussman, A. (1993). Cue cards. Nations of the world--set a
(text). Brattleboro, VT: Pro Lingua Associates.

*Doff, A. & Jones, C. (1994). Language in use: Intermediate (text,
samples from self-study workbook, teacher’s book, tape).
Cambridge: Cambridge University Press.

*Fotos, S., Homan, R. & Poel, C.; forward by Ellis, R. (1994).
Grammar in mind: Comunicative English for fluency and accuracy
(text, teacher’s book, tape). Tokyo/San Francisco: Logos
International.

*Kitao, K. & Kitao, K. (1993). Communicating in the U.S.: English for
situations. Tokyo: Eichosha.

*Kitao, K. & Kitao, K. (1993). From paragraphs to essays: Improving
reading and writing skills (inter-adv.). Tokyo: Eichosha.

*Kitao K. & Kitao, K. (1994). Readings in sciience: Improving reading
speed and reading skills. Tokyo: Asahi Press.

*Richards, J. with Hull, J. & Proctor, S. (1994). Changes I: English for
international communication (text, workbook, teacher’s book, tapes).
Cambridge: Cambridge University Press.

Bunday, D. & Randell, N. (1994). Goal! (text, tape; college). Kobe: B
&R.

Forman, G. (1994). Burning beds & mermaids: Stories for advanced
listening and conversation (Robert Fulgham’s stories, voice; text,
tapes). Englewood Cliffs, NJ: Prentice Hall Regents.

McAlpine, R. (1994). Masako in New Zealand. Tokyo: Tairyusha.

McAlpine, R. (1994). The secret life of New Zealand. Tokyo: Tairyusha.

Thompson, G. (1994). Collins COBUILD English guides 5. Reporting
(st, tchr reference). London: Harper Collins Publishers.

Baudooin, E., Bober, E., Clarke, M. Dobson, B. & Silberstein, S.
(1993). Reader's  choice: International edition (revised expansion of
2nd ed) (books 1 & 2). Ann Arbor: University of Michigan Press

IEllin-Elmakiss. E. (1993). Catching on to American idioms: Second
editon ~ (interm/adv.). Ann Arbor: University of Michigan Press.

lImber, B. & Parker, M. (1993). Integrated lessons: Pronunciation &
grammar (interm/adv class; student's teacher’s books). Ann Arbor,
University of Michigan Press.

IMatthews, C. (1994). Speaking solutions: Interaction, presentation,
listening and pronunciationh skills (interm/aedyv; student’s teacher’s
books). Englewood Cliffs, NJ: Prentice Hall Regents.

For Teachers

*Brown, H.D. (1994) Principles of language learning and teaching: Third
edition  Englewood Cliffs, NJ: Prentice Hall Regents.

*Brown, H.D. (1994). Teaching by principles: An interactive approach to
language pedagogy. Englewood Cliffs, NJ: Prentice Hall Regents.

*Boyle, J. & Falvey, P. (Eds.) (1994). English language testing in Hong
Kong. Hong Kong: The China University Press.

*Reid, J. (1993). Teaching ESL writing. Englewood Cliffs, NJ: Prentice
Hall Regents.
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My
Shere

Share the wealth! We invite articles up to 1000 words (double-spaced on one side of A4 paper) on a single technique you have used, or a
successful lesson plan. Readers should be able to replicate  your technique or lesson plan. Contact the My Share editor at the address in the

Masthead. All copy is subject to editing for length, style, and clarity.

Student-Written Love Story Mini-Drama
by Gordon Wilson

This is an activity in which the students write and
then perform a drama based on a love story plot. It is
most useful as a mid-year mini project to bring to-
gether much of the material typically covered in first-
year college conversation texts. It can usually be
completed within a 90-minute  class. Since the activ-
ity draws almost entirely on the students’ knowl-
edge, it is suitable for a wide range of levels from
high school through college. I've done this with great
success in large, low-level college classes and small,
high-level classes. | originally hesitated to use it with
my all male classes because of its “mushy” nature,
but it has been equally successful with male and
female students.

introduction of Activity and Assigning of Roles

Tell the students that before class is over they
are going to write and then perform a drama.
Begin by dividing the class into groups of three.
Have them assign themselves each a role. Two
serve as actors and the other as a writer. (These
roles can be traded at any time, and often are
many times during the activity.) As they are as-
signing roles, write the following plot on the
board accompanied by the example dialog. Rec-
ommend a minimum of five exchanges, encourag-
ing them to expand beyond the examples.

Scene L (at the Sapporo Snow Festival) Boy meets

girl.
Boy: Hi!
Girl: Hello.

Scene 2: They go on a date.

Girl: Let’s go have coffee

Boy: O. K.

Scene 3. (five dates later) They fall in love.
Boy: I love you.

Girl: I love you, too.

Scene 4: (a few days later) They break up.

Girl: (angrily) I never want to see you again!
Boy: Me neither!

Scene 5: (a happy ending) They make up.
Boy: I'm sorry.

Girl: Me too.

Boy: Will you marry me?

Girl: 0. K.

Creating  Character ~ Sketches
Next, | have them create the characters by filling out
character sketches. | ask them to include the following:

What is his/her name?

Where is he/she from? (nationalities, home towns)

What does he/she do? (student, truck driver,

lawyer)

What does he/she look like? (hair style and color,

height, physical appearance.)

What are his/ /her hobbies?

What are the most important things in his/her life?
At this point, it is necessary for the teacher to begin
circulating from group to group encouraging them to
maintain a pace which will keep the class together
and allow it to finish on time.

Writing the Dialog

When the character descriptions are finished, it is
time to begin creating the dialog. In front of the class,
use one group as an example. Establish who is to
take the role of the writer, the boy, and the girl, and
encourage the students playing the boy and the girl
to improvise a scene in which they meet for the first
time. Have the writer take down what is said in the
form of dialog as with the example. When everyone
appears to understand the process, set them free to
create their own dramas.

Some students are capable of direct improvisation
and dictation, but those who cannot usually enter into
a brainstorming session in search of dialog. Most
groups will go back and forth between the two ap-
proaches throughout the process. Since the drama
must be rather concise, a little narration is often neces-
sary to keep the flow, but ask the students to use only
sentence fragments in brackets which tell when,
where, or how, as in the earlier example; “a few days
later,” *“at the Sapporo Snow Festival,” “angrily.”

As | move from group to group, | encourage them
to remain in English. | am not too strict about this as
their native language is often useful as they negotiate
among themselves and with me to find the language
to express their ideas. By not holding students
strictly to English, | do not mean to encourage trans-
lating. If the students begin translating, encourage
them to bring the language level of the dialogs that
they are creating closer to their speaking ability.
Also, before doing this exercise make sure they are
familiar with classroom language such as:

How do you say —— in English?

How do you spell
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During this stage, moving from group to group
can serve to encourage the groups to pace them-
selves and it allows the teacher a chance to suggest
alternatives to those structures and vocabulary
choices which make the message incomprehensible.
One important element to the success of this exer-
cise is a low affective filter. If we raise the students'
anxiety by excessive error correction, they are less
likely to take part in the activity in a meaningful
way. Also, if a group is stuck, read out loud for
them the last few lines they've written, or briefly
take part in their improvisation or brainstorming
session. This can usually give them the momentum
to continue on their own. They also seem to enjoy
hearing words they have put together spoken by a
native English speaker.

Performance

As a group finishes, put them together with an-
other group and ask them to perform their dramas
for each other. While moving from group to group,
note where in the process each group is and direct
groups which will finish soon toward each other.
Inevitably, some groups will have to wait until an-
other group is free. | engage these groups in discus-
sion about their dramas, ask them to think up
background music to fit each scene, or have them
expand a scene if needed.

The groups usually have a wonderful time
performing their dramas despite their initial re-
luctance. If there is time, | ask the biggest "hams"
to perform for the whole class. By this time they
have become well rehearsed and put on quite a
performance. The class nearly always ends with
lots of laughter and applause.

Suggestions

This activity can be spread over two class periods;
however, | prefer doing it all in one. Before trying to
accomplish the activity in one lesson, | suggest cov-
ering introductions, describing people and personal-

ity, and especially classroom language. Other func-
tions can easily be included, such as greetings, mak-
ing plans, expressing feelings, and apologizing. As a
variation, you may want to give them one sentence
which they must use in a particular scene. For ex-
ample, in scene four they must include, "I never
want to see you again,” or in scene five, "I'm sorry, it
was all my fault." A colleague of mine used this
activity as a final examination by giving the students
a week to prepare and then graded them on content,
performance, and pronunciation.

Observations

In each of my classes there are a few students who
want to speak up and actively participate, but can't
bring themselves to do so despite my encouragement
and reassurances and attempts to create an appropri-
ate atmosphere. This activity has brought about a
major transformation in these students. They have a
concrete task to accomplish and ideas they want to
express. Though the expression of those ideas in
English is often just beyond their language ability,
they have been given the classroom language for
inquiring into how to express their ideas. Such direc-
tion and support have proven to be enough to get
these students asking questions.

Conclusion

This is a highly student-centered activity in which
the instructor sets the ball rolling and then fades into
the background as a guide and language resource
person. Group input into the creation of the dialog,
along with selective error correction and input by the
instructor during the writing process, help create a
level of difficulty specific to each individual group.
In this way the students are creating their own mate-
rials which match their personal needs far more
closely than any prepared materials could.

Gordon Wilson is an instructor at several universities and
colleges in the Sapporo area.

Your Teacher is Starving! A Transition Lesson for the Japanese Classroom
by Joshua Dale, Tokyo University of Agriculture and Technology

Although it is a truism of TESOL theory today that
more traditional methods of second language teach-
ing such as grammar-translation and audio-lingual
are passe, the problem remains in Japan of how to
help students make the transition from older to
newer methods of instruction. It is one thing to plan
a course around communicative teaching methods,
but quite another to deal with the surprise of stu-
dents who find a class different than any other they
have taken before. And though they may be willing
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to adapt to a class which offers a more content-
based and learner-centered approach, desire alone
is not always enough to make this transition smooth
and efficient.

This article presents a transition lesson which
incorporates older, more familiar methods of class-
room instruction long extent in Japan, such as dicta-
tion, drills and even translation, and combines them
with newer styles of instruction like Total Physical
Response (TPR) along with the philosophy of the



Natural Approach. It was designed for university-
level classes, but this combinative approach would
also work well as a team-teaching plan for high
school students.

What do you eat for breakfast?

There are almost as many ideas
about the perfect breakfast as there
people to eat them. And yet, each
culture has its own ideas of what a
good breakfast should be.

=
English

Today 101 teach you how to make a typical American breakfast
called:

French
Ingredients Toast Equipment
milk frying pan
eggs spatula
butter bowl
vanilla fork
maple syrup measuring cup

Watch me as | show you how to make French toast. Follow
my movements and repeat what | say, then write down
each step in the space below:

1)
2)

French Toast

The first half of the activity is introductory and
should not take as much time as the second. It con-
sists of a variation of a recommended TPR activity
which employs a recipe (Richard-Amato, 1988): in
this case for French toast. Students are given the
handout shown in Fig. 1, and after a short introduc-
tion on breakfast customs (the lead-off for which is
contained in the top right-hand corner of the hand-
out), they are told that they will now learn how to
prepare a typical American breakfast, French toast.
The teacher reads the steps involved in making
French toast while simultaneously performing these
actions using props such as empty milk cartons, etc.
Initially the students repeat and mimic the actions of
the teacher. After a few repetitions, they fill in the
blanks on the handout as a dictation exercise. For
high school-level students, the handout may be
modified to a cloze exercise. If further repetitions are
needed for some students, those who have finished
may be rewarded (punished?) by demonstrating for
the others. Here is a sample recipe for French toast;

1) Grease a frying pan with butter.

2) Break two eggs into a mixing bowl.

3) Add a quarter cup of milk and a quarter

teaspoon of vanilla.

My Share

4) Stir with a fork.

5) Drop aslice of bread in the bowl.

6) Coat it with batter on both sides.

7) Hold the bread over the bowl, then put it
into the frying pan.

8) When itOsbrown, turnitover.

9) Putthe bread onto a plate.

"Cook-Do" Translations

It's an oft-repeated homily that teachers learn as
much as students in the classroom. The second half
of this activity seeks to make this bromide literally
true, and in the process gives the students what
might be their first concrete experience in the use of
English as a tool for real-life communication. In
doing so it follows the philosophy of the Natural
Approach with its emphasis on communicative goals
(Richard-Amato, 1988).

Here, students work in groups to translate the
cooking instructions on various boxes of sauce mix. |
like to use "Cook-Do": over seventy varieties of these
Chinese dishes are available in supermarkets. In
addition, it is possible to use boxes of desserts, cur-
ries, pancakes, or okonomiyaki. The only proviso is to
choose packets which require additional ingredients:
boil-in-a-bag foods are too easy. The worksheet for
this activity (Fig. 2) is designed deliberately to stress
the real-life need of the foreign teacher to survive in
Japan. | know, of course, that many teachers have

Your Teacher
is Starving!

Read the instructions on the box 101l give you, and tell me how to
prepare this food in English. Write down all the information
below:

Name of Food

1) In Kanji (so | know which box it is)

2) In Kana (so | can pronounce the name)
3) In English (so | know what IOm eating!)

Ingredisnts Amcunts

Racipe

THANK Yol
MNow I'm ready tv cat!
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enough command of kanji to make the students'
assistance unnecessary: | would make a plea, how-
ever, for these teachers to pretend ignorance for the
sake of their students' motivation. As | said previ-
ously, this may be the first exposure of many Japa-
nese students to the use of English for a truly
communicative purpose, and the more vivid a pic-
ture painted by the supposedly starving and illiterate
foreign teacher, desperate for help, the better.

After they have finished their translations, groups
mime their recipes to each other while they read
aloud the English instructions they've generated. As
a follow-up, the teacher should mention briefly in
subsequent class meetings his/her successes or
failures with the students' recipes.

References
Richard-Amato, P.A. (1988). Making it happen: Interaction in the second
language classroom from theory to practice. New York: Longman.

"Naruhodo the World"

by Jordi Combs

Introduction

Most classroom language games focus on one of
the four major components of language learning:
reading, writing, listening, or speaking. Some
games are capable of combining two or more or
these aspects as well as focusing on vocabulary,
grammar, numbers, etc. However, the mark of a
truly great game is indicated by its overall versa-
tility. In addition, any game that does all of the
above, promotes enthusiasm and is culturally
adaptable is sure to be a winner in the classroom.

Last year, | attended a mid-year JET conference
in Omiya during which a fellow ALT, Mr. Gene
Yokota, presented his version of the television
game show, Naruhodo the World, as an English
classroom game. As most people are aware, the
JET Program focuses primarily on team-teaching
in junior and senior high schools, however the
versatility of this game allows it to be used in any
classroom setting.

Materials

Subject cards (large pieces of construction
paper having the name of the subjects
written on them)

Flags (I use six different colored cloths glued
to wooden sticks.)

Team number cards (The number of the team
should be written in the same color as the
team's flag color.)

Magnets (to hold the cards to the chalkboard)

Preparedquestions

Pens and paper (for the students)

Preparation

Assuming you have a class of thirty-six stu-
dents, divide the class into six groups of six stu-
dents each. Have students open their notebooks
and take out pens. These materials will be used by
the students to work out some of the problems on
paper. They should have no other materials on
their desks. Give each team a flag. Draw a stair-
case of six steps on the chalkboard, and place the
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team number cards in the chalk tray. Explain the
subject cards one by one, and place them on the
chalkboard with the magnets. Draw a "points
square" on the chalkboard.

The Rules

One person is assigned to hold the flag for each
guestion. Only that person is allowed to speak to
the teacher, but the other students in the group
may offer their suggestions to the person with the
flag. After each question, the flag is passed on to
another person in the group. Every student must
hold the flag at some time.

Each question is assigned a point value (I usu-
ally assign points ranging from one to three ac-
cording to the question's difficulty level.) If a
team answers the question correctly, their team
number card moves up the ladder according to
the question's point value. If a team (number one
for example) answers a question correctly and
lands on another team's stair (let's say number
two's), then team number two moves down one
step and team number one occupies team number
two's former place. No two teams can occupy the
same step at the same time. At the end of the
game, the team occupying the highest point on
the ladder wins the game.

Playing the Game

| begin with the first group and have them
choose whatever subject they like. | assign a point
value to the question, write the point value in the
"points square" on the board, and give that team
approximately thirty seconds to answer the ques-
tion. If they cannot answer, or if they give an
incorrect answer, they do not move down the
ladder, but the other teams then get a chance to
answer that question. When time has expired for
the original team, the first team to raise its flag
gets a chance to answer the question. Play contin-
ues this way until either the question is answered,

MY SHARE, cont'd on p. 67.
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News

All news pertaining to official JALT organizational activities should be sent to the JALT News editor at the address listed in the Masthead.
Deadline for submission is the 19th of the month. All copy is subject to editing for length, style, and clarity.

IATEFL Representatives

Each spring JALT sends representatives to the
TESOL Convention in North America and IATEFL
Conference in Europe. (The TESOL-Convention will
be held in Long Beach, California, March 28 to April
1,1995; the IATEFL Conference will be held at the
University of York, England in April, 1995.) Please
suggest the names of any JALT members you
know-including yourself-who might be interested
in attending TESOL or IATEFL as a JALT representa-
tive. The elections will take place at the January
ExCom Meeting, 1995. Listed below are the condi-
tions for the nominees:

1) Nominations and supporting materials
(biodata and letter of intent) must be re-
ceived by the NEC Chair before December 1,
1994,

2) Nominees for the TESOL/IATEFL must
complete all necessary procedures (i.e.,
registrations for the conference or accommo-
dations) on their own.

3) The TESOL/IATEFL representatives must be
a member of these associations before par-
ticipating in the conventions.

4) Representatives will be expected to attend
various meetings at their conference and to
submit a written report to JALT after return-
ing to Japan.

A financial subsidy is available to help cover ex-
penses. To place nominations or for further informa-
tion, please contact one of the following NEC
members:

Yuzo Kimura (Chair)

tel/fax: 078-736-5680 (h)

Izumi Suzuki

tel: 0196-35-6416 (h)

fax: 0196-38-0314 (h)

Donna Fujimoto

tel/fax: 0254-43-6413 (h)

0o

National Officer Positions

Nominations are now being accepted for the follow-
ing National Officer positions;

Vice President

Recording Secretary

Program Chair

Public Relations Chair

Nominations can be made by any member of JALT in
good standing and should be directed to the chair-
person of the Nominations and Elections Committee
no later than Friday, September 9,1994. This cutoff
date is needed to allow the NEC time to assemble
relevant biographical information for each nominee
in time to meet TLT deadlines for the November
issue and for the printing, distribution, and return of
ballots by the November 20 deadline specified by the
JALT constitution.

Nominations should be printed clearly on a post-
card with the name of the nominee and the position
for which s/he is being nominated. Please print your
own name, chapter, and telephone/fax number on
the same card for verification purposes. It is recom-
mended that you contact the person you wish to
nominate to make sure that s/he is willing to run for
the office in question. This will save time for the
NEC, who are obliged to contact each nominee.

Yuzo Kimura
I-1-8 H305, Ichinotani-cho,
Suma-ku, Kobe 654

0o

Positions Open in JALT Publications

NEC Chairperson:

Candidates are being sought for the following posi-
tions in JALT Publications. All candidates must be
members of good standing in JALT.

JALT Journal Proofreader: The successful candi-
date will work with another proofreader in proof-
reading manuscripts on research. Candidates with a
strong background in the language teaching field are
preferred. Candidates should also have a good eye
for details.

The Language Teacher Book Reviews Editor. The
successful candidate should have editorial experi-
ence, a strong background in language teaching, a
desire to work with contributors in constructive
ways, a well articulated vision for TLT book reviews
for the next two to three years, and access to a
Macintosh computer. To apply, please contact Greta
Gorsuch, JALT Publications Board Chair by Septem-
ber 10 (address on p. 2).

Ve
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Confierence

JALT 94 Annual Conference:
Back to Basics

This year’s conference on language learning and
teaching will serve as a milestone in JALT history. In
addition to being the 20th anniversary of this annual
event, it will be the first held off the main island of
Honshu. Matsuyama city, easily accessible by train,
bus, plane or ferry, is host this year to a conference
which will include such events as the annual Educa-
tional Materials Exposition, the Cambridge Break-
fast, Prentice Hall Regents’ One Can Drink Party
(this year dedicated to JALT’s 20th conference anni-
versary), the annual conference banquet and a spe-
cial JALT History display. Don’t miss it!

Among the over four hundred separate presenta-
tions offered this year are those by the Main and
Featured Speakers. Listed below are the titles and
tentative schedules of their presentations for Friday,
Oct. 7 through Monday, Oct. 10th.

Main Speakers

Leslie Beebe, Columbia University Teachers College

Rudeness: The Neglected Side of Communicative
Competence; Saturday 3:00

The Social Rules of Speaking: Basics - Not Frosting
on the Cake; Sunday 11:00

The Social Rules of Speaking: How to Analyze and
Teach Them; Monday 1:00

Donald Freeman, School for International Training

Teaching as Decision-Making: A Means to Reflec-
tive Practice; Saturday 2:00

Teacher Education and Learning to Teach; Sunday
3:30

Teaching and Research: Questions of Power, Stories
of Practice; Monday 11.00

Mario  Rinvolucri,  Pilgrims/Cambridge ~ Academy

Grammar Many Ways; Saturday 1:00

Grammar is Fun; Saturday 4:00

Students Look at Student Process; Sunday 2:30
Students Write Letters to Each Other; Monday 12:00

Featured Speakers (with sponsors)

Michael ~ McCarthy  (Cambridge  University ~ Press)
Idiomatic Expressions in Contemporary Discourse;
Friday 3:00
The Grammar of Spoken Language; Saturday 3:00
English Vocabulary in Use; Sunday 4:30

Lance Knowles (DynEd JAPAN)
Forward to the Basics: Integrating Multimedia;
Friday 3:00
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Multimedia: An Invitation to be Skeptical; Sunday
3:30

Rosamund Moon  (Harper  Colins  JAPAN)

Back to Basics Through Lexical Computing; Friday
3:00

The Functions of Idioms in English; Sunday 2:30

David Paul (Heinemann ELT)

A Totally Involved Structural Approach to Learn-
ing; Friday 3:00

Motivating Japanese Beginners to Communicate;
Saturday 2:00

Julian  Edge (Longman JAPAN)

The Basics of Designing Your Own Teaching; Fri-
day 3:00

Basically, Its Individuals Who Learn; Saturday 3:00

Jack Richards (Oxford University ~Press)
Vocabulary Revisited; Friday 3:00
Bring Changes to your Classroom; Saturday 10:00
Sources of Language Teacher’s Instructional Deci-
sions; Saturday 3:00
Real World Listening in the Japanese Classroom;
Sunday 10:00

Susan  Stempelski (Prentice Hall ~Regents)
Using Video in Language Teaching: the Basics and
Beyond; Friday 3:00
21 Basic Ways to Use a Video Clip; Sunday 2:30

David Nunan (Thompson Publishing JAPAN)
Language, Learners and the Learning Process;
Friday 3:00
Language Learners and the Learning Process; Sat-
urday 3:00

Virginia Hamori-Ota (YOHAN)
Techniques and Strategies for Program Administra-
tors; Friday 3:00
Setting up Programs in a Cross Cultural Setting;
Saturday 2:00

Conference Registration

You will find registration materials in the separate
Conference Supplement which accompanied the July
issue of The Language Teacher. Those wishing to at-
tend this year’s conference are reminded that the
deadline for the lower pm-registration fees is Sep-
tember 13th. Applications arriving after that date
will be charged the regular on-site fees. Since early
pre-registration greatly eases the processing of ap-
plications at the JALT central office, you are
strongly urged to pre-register by mail. This will
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smooth your check in at the conference site in
Matsuyama and save you from having to wait in
long registration lines.

Check this column next month for further news
and updates in conference scheduling.

“My Share”-Live!

This new addition to the JALT conference is based on
the popular “My Share” column of The Language
Teacher in which teachers share their favorite class-
room ideas. Conference participants who submit 50
copies of an original lesson to the Materials Writers
N-SIG during the first two days of the conference,
will receive a ticket to browse and collect copies of
materials submitted by other participants.
Submitted by James Swan,
Materials Writers N-SIG chair; and
Barry Mateer,
“My Share” editor of The Language Teacher

MY SHARE, contd from p. 64.

or all teams have used their chance. Each team
gets only one chance to answer the question.
Then, the flag is passed on to another member of
each group, the second team is asked to pick a
subject, and play is continued accordingly.

Subject Cards

You can use any topic you like for these cards, but
they should, as a whole, treat as many aspects of
language learning as possible. | use the following:

Words: (vocabulary exercise) | say a word
in Japanese, and they say the word
in English.

Spelling: | say a word in English, and they

spell the word orally. The pen and
paper come in handy here, espe-
cially when the person holding the
flag does not know the answer.
The person who is to answer can
be assisted by teammates writing
the answer on their papers.

Who am I: | ask “who am I” or “what am 1”
descriptive questions on a variety
of people and things. The students
appreciate questions relating to
Japanese celebrities.

Groups: | list four items, and the students
must guess the category under
which these items belong.

World: This is more of a social studies

subject. | ask questions about

o

rivers, mountains, national capi-
tals, etc.

(An exercise in numbers) After
explaining and writing on the
board plus, minus, times, and di-
vided by, | ask math questions. The
pen and paper are essential for
this category.

(A grammar exercise) | make up a
sentence that incorporates a previ-
ously learned grammar point, and
I leave out a crucial word (substi-
tuting the word nani). The stu-
dents have to guess what that
word is. For example, “He is the
man nani likes tennis.“ Nani, here,
is “who.”

Math:

Sentence:

Conclusion

This game is very effective as a class review,
but after the students get used to playing it, you
can use it as a warm-up activity as well. It can
also be altered to suit the needs of any kind of
class. After playing it a few times, you will surely
see ways to customize it. The most difficult part
about preparing the game is creating the question
sheets. You will need to write several questions of
varied difficulty levels.

Another strength of the game is its motivational
power. Once the students get the competitive
adrenalin flowing, their concentration level be-
comes extremely high. And since this game is a
group activity, the Japanese cooperative spirit is
reinforced.

Jordi Combs is an ALT on the JET Program, teaching
atajunior high school.

1 Y
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Calls-for-Papers? Symposia, conferences or colloquia? Seminars or seeking research possibilities? This is the column for you! Send your
announcements to the BB editor at the address or phone/fax number listed in the Masthead. Deadline: the 19th of the month. All copy is

subject to editing for length, style, and clarity.

Call for Papers

Tokyo JALT and the JALT N-SIGS are sponsoring
a mini-conference to be held in Tokyo on Novem-
ber 20, 1994 with the theme A Greater Vision:
Teaching Toward the Future. They are calling for
abstracts in either English or Japanese, no longer
than a single, double-spaced, A4 page. Please
send two copies, both including Title, Content
area, Equipment request and Language of Presen-
tation in the upper-right corner: and one copy
should have the applicant’s Name, Institution,
Address and Phone/Fax numbers in the upper-left
corner. In addition, the organisers require a
biodata of 25 words (50 ji) max. per presenter/ 75
word (150 ji) max. per proposal; and a 50-75 word
(100-1 50 ji) summary of the presentation, both on
the same page complete with header described
above. A floppy disk of the summary in ASCII text
format would also be helpful. NB: Each N-SIG is
allotted one presentation and N-SIG members
should submit their proposals to the relevant N-
SIG chair. Presentations will be 60 min. The dead-
line for abstracts is September 2, 1994. Submit
abstracts to: Paul Abramson, Vetting Chair, SM
Bldg. No 2 # 01, 1-1 O-6 Minami Otsuka, Toshima-
ku, Tokyo 170. For further information contact:
Peter Ross, Tokyo Keisai University, 1-7 Minami-
cho Kokubuniji-shi, Tokyo 185. Tel(w): 0423-21-
1941, Fax(w): 0423-28-0745.

Call for Papers

Thai TESOL Fifteenth Annual Convention,
January 12-14, 1995, in Bangkok is seeking pro-
posals for papers, presentations, workshops,
demonstrations and poster sessions on the theme:
Diversity in the Classroom. Abstracts must be
submitted by September 15, 1994. For a proposal
form and more information contact: Prapa
Vittayarungruangsri. First Vice-President of Thai
TESOL. Dept. of Foreign Languages. Faculty of
Science, Mahidol University. Rama 6 Road,
Payathai. Bangkok 10400 Thailand.

Call for Papers

The International University of Japan is soliciting
papers in English and Japanese, for the 6th Con-
ference on Second Language Research in Japan
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to be held in Tokyo on January 21, 1995. Papers
dealing with data based second language re-
search including classroom processes, bilingual-
ism, adult second language acquisition, language
transfer, language universals and discourse analy-
sis are being sought. Deadline for papers is Sep-
tember 16, 1994. For more information contact:
Mitsuko Nakajima, International University of Ja-
pan, Languages Programs, Yamato-machi, Minami
Uonuma-gun, Niigata-ken, 949-72. Tel: 0257-79-
1498. Fax: 0257-79-1 187

Call for Papers

The International Association of World Englishes
(IAWE) is calling for papers for their Second In-
ternational Conference On World Englishes, to
be held in Nagoya on May 25-28, 1995. Papers,
Colloquia, and Workshops relating to world
Englishes are welcome, particularly on the follow-
ing issues: Power and ldeology; Standards and
Norms; Literature; Discourse Strategies; Peda-
gogy; The Bilingual's Creativity in English Evalua-
tion and Testing and Research. Papers should be
20 minutes long with 10 minutes for discussion.
Abstracts should be 200 words and include the
presenters names, affiliation, address, phone and
fax number and any AV needs. They should be
submitted in quadruplet to: Larry Smith (AIWE)
Program on Education and Training, East West
Center, 1777 East West Road, Honolulu, Hawaii,
96848, Tel: 808-944-7634: Fax:808-944-7070.
Deadline for Abstracts: November 30, 1994.

Call for Papers

Chulalongkorn University Language Institute is
holding an International Conference on Expand-
ing Horizons in English Language Teaching, in
Bangkok, November 27-29, 1995. Proposals for
papers, presentations, demonstrations, workshops
and poster sessions must be made in English.
Deadline for proposals: July 1, 1995. For present-
ers forms and more information contact: Associate
Professor Chaniga Slipa-Anan, Director,
Chulalongkorn University Language Institute,
Phaya Thai Road, Bangkok 10330, Thailand. Tel:
(66-2)218-6036, 218-6037, 218-6031, 218-6081,
218-6012. Fax: (66-2) 252-5978.



Bulletin Board

English Teaching Idea Contest
Open to teachers currently teaching English at junior
high schools or high schools. The contest is de-
signed to elicit ideas on how to teach English more
effectively to junior or high school students and help
them improve their communication abilities. (This can
be through games, evaluation methods, improving
teaching methods used by JTEs and AETs, etc.)
Ideas should be original and should not have been
already published elsewhere (bulletins, pamphlets or

other  “unofficial” publications are  excepted).
Prizes:
First  prize (1) A trip to America to study TESOL.

Second prize (2) 50,000 yen
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Third prize (5) Free one-year subscription to ALC 7 9
Press, Inc.'s CAT Magazine.
*Many other additional prizes will also be available.
*Please consult the Eigo Kyoiku Jiten for more infor-
mation.
If you wish to enter either of these contests, please
send a post card to:
English Teaching Idea Contest
2-54-12 Eifuku, Suginami-ku, Tokyo 168
or call 03-3323-2444, Monday to Friday from 10 am.
to 6 p.m.
Fax: 03-3327-1 022
Deadline: September 5, 1994
y
Coming in the September issue of The Language Teacher
Thrsissue celebrates not only JALT's annual International conference on lan-
guage learning and teaching, but also JALT's 20th anniversary. National Pro-
gram Chair Jane Hoelker Introduces the issue with celebratory salutations from
various officers In addition to articles and interviews with JALT 94’s Guest Speak-
ers Donald Freeman, Leslie Beebe and Mario Rinvolucri, TLT offers readers a
historical perspective compiled by JALT long-timer Larry Cisar, and Atsuko
Ushimaru provides us with an illuminating interview with two former presidents,
Tom Pendergast and Deborah Foreman-Takano, and incumbent president
David McMurray. Come and vist us in Matsuyama for a time well worth spending
and afterwards, why not take a leisurely day or two to relish the ambiance of
this historic castle town?
~— _/
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Do you have a special interest in some area of L2 teaching. but lack a source of information? Perhaps JALT has an N-SIG made just for you.

Cé&tact the column  editor at the address in the Masthead.

L2 Research and Publications

Foreign and second language research is not
something ahead of us but rather our everyday
preoccupation. Every time we design and admin-
ister a test, for example, we are conducting class-
room research measuring the degree of L2
acquisition. Reflection on the results is then ap-
plied to future tests and teaching methods to
improve the degree of acquisition. Because we are
ever learning, we can continue to be educators.
Research is rigorous learning, informed by the
standards and methodologies, in our case, of the
Humanities and Social Sciences.

Publications are the tip of the iceberg of re-
search. JALT is considering how to demonstrate
leadership in the L2 world, chiefly by expanding
the functions of the Publications Board from TLT
and the JALT Journal to publishing collections of
research papers as well. Do the members support
reallocating JALT’s resources to fund the change
in priorities this would involve?

N-SIG newsletters have been stereotyped as
indicating their level of research acumen, when
that is not the function of newsletters. N-SIG
members can be assured that the newsletters as
such are easy and interesting to read, with brief
yet provocative articles along with notices of
opportunities for further edification. The fruits of
research, observation and investigation, are im-
plicit in freewheeling newsletter articles, but
special publications are where the N-SIGs show
their expertise.

The N-SIGs have been publishing book after
book, in English and Japanese, from major domes-
tic publishers, not to mention their informal vol-
umes, individual books and conference papers.

Those attending the June Executive Committee
Meeting discussing JALT’s future may have re-
ceived the proceedings of the 1993 N-SIG Sympo-
sium. The volume appears as another Special
Issue of the across-the-board N-SIG newsletter
SIGNL. The CALL N-SIG also plans to print the
proceedings of last September’s Computers and
Composition conference.

Thus, if JALT were to expand into publishing
collections of research papers, the Publications
Board may be surprised by the intensity of the
response from the N-SIGs, always looking for
publishing opportunities. Or, if JALT were to
publish proceedings of its annual international
conferences, the large percentage of N-SIG pre-
senters would be glad to contribute papers.
Donna Tatsuki reports that over 10% of JALT ‘93
presenters were from the Video N-SIG alone.
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JALT 94 Preview

The N-SIG Hospitality Room at JALT 94 promises
to be the best ever, thanks to the Conference Com-
mittee. A new building at Matsuyama University
will house a cafeteria on the first floor, and the N-
SIGs will be waiting for JALT members in a large
area of the third floor.

In the same location will be poster sessions and
the My Share Live Swap Meet sponsored by the
Materials Writers N-SIG. Adopted from a similar
event at TESOL conferences, the teaching materi-
als Swap Meet will be piloted this year for the
first time in JALT. Like the “My Share” depart-
ment in this magazine, the ticket to bring home
innovative lesson plans of others is to bring 50
copies of your own. The N-SIG Representative
plans to share a computerized class newsletter
technique. It will reflect well on JALT if many at-
tend this Materials Writers N-SIG event at JALT ‘94.

N-SIG Constitutions

To be accepted as equal to JALT Chapters, the N-
SIGs have agreed to fulfill similar duties in the
national organization. All Chapters have Consti-
tutions. So, most of the N-SIGs have been drafting
Constitutions for discussion and ratification at
their annual meetings at JALT ‘94. What makes
this of concern to general members is that the N-
SIGs are making a commitment to uphold certain
standards of service to members. They promise to
hold open elections at their annual meetings,
provide a minimum number of newsletters per
year, prevent conflicts of interest, and so forth in
their Constitutions.

Groups like Materials Writers have already
presented several drafts to their officers for feed-
back. The Team Teaching N-SIG is considering
changing its name in the process to something
like Secondary Education to clarify its scope as
covering L2 education in junior and senior high
schools.

The Bilingualism N-SIG Constitution, among
others, will be bilingual (sasuga ni). The JSL Con-
stitution will be primarily in Japanese, and these
are firsts among subgroupings in JALT. In any
event, JALT members are bound to benefit as the
N-SIGs clarify their missions, roles of officers, and
standards of service.



Of National SIGnificance.

Milestones

Each month JALT's N-SIGs become an increas-
ingly integral part of the organization. In this
magazine's "Membership Information" and the
"Classroom Research" presentation by President
McMurray, the N-SIGs are now listed as selling
points for JALT. In the June JALT Journal, for the
first time, the N-SIGs were listed on the organiza-
tional page. This is considered meaningful be-
cause the N-SIGs show what L2 areas are
attracting interest in Japan. Readers are referred
to further opportunities for learning or collabora-
tive research via N-SIG publications.

N-SIGs in Formation

The number of N-SIGs has anything but proliferated
in 1994. The sole forming N-SIG, Other Language
Educators or LINGX, is expected to gain some impe-
tus at JALT '94. Otherwise the horizon is clear to
contemplate what other N-SIGs could be beneficial
to foreign language education in Japan.

It should be borne in mind that N-SIGs are not
about occupational turf, lobbying or material
gain. When we changed the Japanese name of
JALT to end in Gakkai, it was to clarify that this is
not a teacher's union but a purely educational
organization. Soon after that change, JALT was
accepted into the Japan Science Council.

With this caveat that N-SIGs pursue academic
and pedagogical purposes, there are still important
areas of foreign language teaching in Japan without
an N-SIG to bring together JALT members with
similar interests. While organizations may already
exist for topics such as teaching English to children,
a JALT N-SIG would mount objective investigations
and collaborative research to discern the acquisition
per time expended on various approaches, methods,
techniques and materials.

Teachers and parents, or both in one for many
of us, wish to learn more about effectively teach-
ing English to children in Japan. These children
could range from native speakers of Japanese to
sojourners. Individual parents cannot very well
test the claims of advertisers, but as the Video N-
SIG has done for that genre, an N-SIG could help
professionalize the field with disinterested analy-
sis and empirical research findings.

We therefore patiently await people to step
forward with proposals to form N-SIGs, provided
their topics are compelling enough so that com-
mittees of volunteers could readily be formed.
Besides children's English, other major JALT
constituencies such as company or conversation
school teachers do not yet have an N-SIG to ex-
change information and expertise. We in the N-
SIGs are here to help organize, and bring out the
best in JALT members.

JALT'sS N-SIG COORDINATORS

Bilingualism: William Belew, 3-11-1 Koya, Sanjo-shi, Niigata 955; tel: 0256-
35-3265; fax: -32-7305

CALL: David Kluge, Kinjo Gakuin University, Nankoryo #20, Omori 2-1723,
Moriyama-ku, Nagoya 463; tel: 052-798-6467; fax: 052-799-2089

College/Univ. Ed.: Gillian Kay, Toyama lkayakka University, 2630 Sugitani,
Toyama 930-01; tel/fax: 0764-41-1614

Global Issues in Lang. Ed.: Kip Cates, Tottori University, Koyama, Tottori
680; tel: 0857-28-0321; fax: -3845

JSL: Hiroko Takahashi, 2-5-20 Kunimi, Aoba-ku, Sendai 981; tel/fax: (h) 022-
274-3134

Learner Development: Richard Smith, c/o Tokyo University of Foreign
Studies, 4-51-21 Nishigahara, Kita-ku, Tokyo 114. tel/fax: 03-3916-9091 (h)
Naoko Aoki, c/o Department of Education, Shizuoka University, 836 Oya,
Shizuoka 422. tel/fax: 054-272-8882 (h)

Materials Writers: James Swan, Aoyama 8-122, Nara 630; tel: (h) 0742-26-
3498; fax: 41-0650

Team Teaching: Antony Cominos, Kobe Gakuin WomenOs Jr. College, 2-3-3
Nishiyama-cho, Nagata-ku, Kobe-shi, Hyogo 653; tel: (w) 078-612-0988; (h)
-691-4046; fax: -4292

Video: David Neill, Kokusai Honyaku Services, 1033 Ushiroji, Tomo,
Fukuyama-shi 720-02; tel: 0849-82-3425

Teacher Ed.: Jan Visscher, 3-17-14 Sumiyoshi, Higashi-machi, Higashi-nada,
Kobe 658; tel (h) 078-822-6786

N-SIGs IN THE MAKING

Other Language Educators: Rudolf Reinelt, Ehime Daigaku Kyoyobu, 3
Bunkyo-cho, Matsuyama-shi 790; tel (w): 0899-024-7111

-

N

Information for Publishers

New classroom texts
and materials as well
as new teacher re-
source books are wel-
comed by The
Language Teacher for reviews. In
the case of classroom texts/ma-
terials, reviewers will be testing
them in class, so please make
sure that a complete set of mate-
rials (including text, tape,
teacher's manual, as appropri-
ate) is sent.

Publishers should send all re-
view copies of books and other
materials to the JALT Reviews
Coordinator, Sandra Ishikawa

&(address onp.1). J
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Repeorts

edited by tim newfields

Chapter Reports are limited to no more than 250 words in length. For specific guidelines contact the Chapter Reports editor at the address
listed in the Masthead. Deadline: the 19th of the month. All copy is subject to editing for length, style, and clarity.

Hamamatsu

Teaching without Theory:
Practically Speaking
by Steve Golden

Self Directed Language Learning
by Richard Smith

In February Steve Golden demonstrated how teach-
ers could make monotonous classrooms more inter-
esting. Though repetition may be an effective
method for students to develop their language skills,
this often causes boredom. The presenter suggested
that, after having taught basic structures, each
should be used with varied activities of increasing
difficulty. In this way, students are kept interested
and gain confidence in what they learn. He stressed
that recycling ideas with variation is the key to a
lively  class.

In the following month Richard Smith highlighted
how to become an effective self-directed language
learner. Drawing on his experience of learning Japa-
nese, he recommended that learners select textbooks
without overly complicated grammatical explana-
tions that are of thematic interest. Smith pointed out
how most learners tend to remain frozen at a given
level of proficiency. To overcome the ennui of fossil-
ization, he recommended keeping a daily diary. Such
a diary should specify one’s learning goals and strat-
egies. After having achieved a specific goal, Smith
recommended setting a new goal and following the
same procedure. To be an effective self-directed
learner, Smith concluded by emphasizing it is neces-
sary to utilize every learning opportunity.

Reported by Ikuyo Watase

Ibaraki
Learning with Phonics

by Yoko Matsuka

In May Yoko Matsuka discussed a phonic method of
learning the sounds of English. Despite the fact that
it is easily learned, Matsuka stressed that the English
alphabet is of limited practical use. By contrast, a
phonic approach which covers about 75% of English
spelling-sound combinations can be learned within
two years at the junior high school level and provide
a sound base for later language skill development.
Matsuka suggested thata phonic approach to
language learning can boost young learners’ confi-
dence and enhance their language skills. While na-
tive English users usually progress from meanings to
sounds to letters as they learn the language, second
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language learners in Japan typically proceed from
letters to sound to translation. This, coupled with the
frequent katakanization of English sounds, leaves
many students with a poor ability to read or produce
the sounds of English when they reach high school.
The phonics method advocated by Matsuka is one
attempt to solve this problem.

By presenting a variety of possible tasks, outlining
how AETSs can help learners with their phonic skills
in the classroom, engaging the participants with
practical exercises, and responding to detailed ques-
tions, Matsuka gave the audience much food for
thought. Matsuka concluded that the phonics
method she advocates may not be perfect, but it is
nevertheless a useful enabling stage for young learn-
ers to pass through.

Reported by Andrew Barfield

Nagoya
Using Drama Techniques for

Conversational Awareness: Part |l

by Rachel Walzer

In March Rachel Walzer followed up on her Decem-
ber presentation by giving a two-part talk on more
advanced dramatic activities. Walzer believes that
people cannot communicate effectively unless they
can recognize and learn to use body language, so
dramatic techniques are an integral part of her class-
room activities.

The first part of her presentation consisted of
listening to/watching, analyzing, and discussing
samples of student-created radio dramas and TV.
ads. Walzer then suggested possible lead-up activi-
ties such as analyzing actual radio dramas and TV.
ads to learn how to make the sound effects, how to
differentiate between speakers, and express emotion.
She pointed out that if TV ads from different coun-
tries are used then students can also compare body
language and advertising techniques. In order to
focus students’ attention on body language, the
presenter recommended using TV ads in languages
other than English or Japanese. Her suggested teach-
ing method was: (1) develop the skills in parts, (2)
demonstrate scripts, (3) divide the class into groups
and assign roles, (4) have each group write an origi-
nal script and hand it in so that it can be checked by
a teacher, (5) have them film/tape their script and
present it to the class, and (6) have it evaluated by
peers/self/ teacher.

Part 2 looked at cultural expectations and differ-
ences. Walzer divides behavior into three categories
(1) universal traits such as the reaction to fear, (2)



cultural traits such as the degree of eye contact in a
given society, and (3) personal traits which represent
individual idiosyncrasies. To make individuals more
aware of how these categories differ, she used activi-
ties such as personality trait role play cards. For
example, one student drops a handkerchief, the other
responds to the situation according to the trait writ-
ten on his/her card (e.g. shy, sneaky, outgoing).

This presentation showed us many ways to help
our students communicate more effectively with
non-verbal cues.

Reported by Susan Nelson

Omiya
Multimedia:

An Invitation to be Skeptical
by William Gatton

William Gatton invited participants at our April meet-
ing to have a healthy sense of skepticism about the
current "mania” for multimedia. Gatton suggested
that in some quarters there may be an excess of hype
about a media which is still in its infancy. Multimedia,
he pointed out, is simply an integration of already
existing technologies. In his opening remarks, Gatton
provided a background history on the evolution of
multimedia. Excessive hype and inflated expectations
notwithstanding, the presenter emphasized that multi-
media technologies offer definite advantages to the
language learner and teacher. Computers, for ex-
ample, can randomize drills and exercises in ways that
give students necessary repetition while avoiding
monotony. Multimedia teaching tools employ enter-
taining graphics and can provide translations upon
demand as well as offer instant feedback. In short,
multimedia technologies do many of the same things
that classroom teachers and more conventional tech-
nologies have always done, but at a faster rate and
with more variety.

Gatton concluded by talking about some of the
future developments in multimedia teaching technol-
ogy and what will be available to the learner and
teacher within the next few years. Just before inviting
participants to do some hands on work with the hard-
ware and software which he provided for the occa-
sion, Gatton reminded everyone that while
technologies change, the fundamental purpose of
helping people teach and learn remains the same.

Reported by Michael Sorey

Omiya
Three Presentations on Bilingualism
by Masaki Oda, Martin Pauly, and Aleda Krause

In May three speakers discussed a range of bilin-
gual issues.

Masaki Oda began the meeting with an overview
of the research in the field of bilingualism. He con-

Chapter Reports.

sidered such issues as (1) how to define bilingualism,
(2) individual bilingualism, and (3) societal bilingual-
ism. Oda touched upon case studies of children
growing up in a bilingual situation, code switching
by adult bilinguals, the English Only Movement,
native/non-native speaker issues in language educa-
tion, and what Skutnabb-Kargas (1990) refers to as
"linguicism."

The second speaker, Martin Pauly, recalled his
experiences in setting up a "Saturday School," which
he defined as a school for maintaining the language
of the country where one or both parents are from,
but where the family is not currently residing. As a
native speaker of English and parent in a bilingual
family, Pauly was concerned that his sons, being
raised in Japan, were not developing adequate com-
petence in English. Pauly emphasized that parents
should establish and maintain a language policy
which defines what language is spoken, by whom,
when, and where.

In the last presentation, Aleda Krause, who has a
Japanese spouse, spoke about their decision to main-
stream their child in a local Japanese elementary
school. Her daughter, who at the age of three was a
monolingual English speaker, reads English exten-
sively at home, participates in Krause's English
classes and communicates in English with both
parents. Krause stressed that parents must consider
the individual child, future family plans, and schools
available in the community when making decisions
about the schooling of their children.

Reported by Ethel Ogane

Sendai
Teaching Effective Communication
by Robert O'Neill

In May Robert O'Neill gave a talk on ways of helping
learners become effective communicators in a second
language. He began by pointing out the difficulty in
predicting specific future language in a needs analy-
sis. O'Neill then argued that we should concentrate
on a core group of lexical and grammatical sets
which will allow for generative language behavior.
The presenter also critiqued the use of the term
"communicative" as being too broad.

The speaker then offered a three part system of
the teaching of effective communication, consist-
ing of linguistic , cross-cultural, and methodologi-
cal /practical components. The linguistic
component includes the notions of a central lan-
guage core, the role of rhetorical structures or
scripts, and the necessity of automaticity. Under
the practical component, he highlighted the fact
that we can only teach a small proportion of the
things a learner needs for effective communica-
tion. For the cultural component, O'Neill dis-
cussed the problems of finding a target culture of
English since there are several options. He further
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highlighted the need to teach what is both useful
and accessible to our students.

O'Neill went on to argue that the best target
model for EFL learners is not a native speaker but
a proficient second language learner. Finally, he
pointed out the need for teachers to use English to
provide students with adequate exposure to the
targetlanguage.

Reported by Chris Huston

Shizuoka
Crossing Cultural Borders
by Sonia Yoshitake & Brenda Bushell

After inviting us to participate in a cultural simu-
lation exercise, the presenters emphasized that
the rules for initiating and sustaining communica-
tion vary from culture to culture. Sonia Yoshitake
then underscored the relevance of this exercise
by citing statistics which indicated how Japanese
society is becoming more multi-national. Brenda
Bushell then introduced some issues involved in
teaching multi-cultural skills. She indicated that
multicultural education depends on the experien-
tial recognition of the diversity which exists in a
society. Bushell added that mutlicultural educa-
tion should focus on more than linguistic skills. In
designing a multicultural education program, she
stressed that it is necessary to carefully consider
the objectives and needs of potential students.
Bushell then gave some compelling reasons to
include multicultural issues in the language class-
room. She suggested that multicultural materials
can not only help learners develop cross-cultural
communication skills and gain a more global
awareness, but also integrate language material in
a thematic curriculum. Bushell concluded by
offering a brief overview of the history of
multicultural education and a few examples of
multicultural education projects in Japan.
Reported by Tim Newfields

Tokushima
Five Minute Activities

by Helen Sandiford
In April Helen Sandiford demonstrated several
short activities which can be skillfully used to
introduce a topic, provide controlled practice for
a specific language point, make a transition be-
tween language learning tasks, or promote con-
versational fluency. She continually emphasized
that the activities introduced could be easily
adapted to the needs of any students.

The first activity Sandiford introduced focused
on word associations. A discussion followed as to
why this kind of activity was effective. The col-
laborative, student-centered, success-oriented
nature of this activity were cited among the rea-
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sons for this activity's success. In addition, the
personalized, task-oriented, and competitive
nature of the activity were further suggested as
likely factors .

Sandiford then introduced several active listen-
ing exercises with tasks such as listening for glo-
bal comprehension, detailed
microcomprehension, and vocabulary. She
stressed that there are different reasons for using
each type of listening activity and students
should understand why they are doing a particu-
lar exercise.

The presentation concluded with some mime activi-
ties. As we found out, mime can be used effectively to
review tasks, prepare for listening activities, predict
language, or even to develop pronunciation skills.
Some of the "five minute” activities actually took
longer than that time frame, but everyone agreed that
these kinds of short, stimulating activities have value
in the classroom.

Reported by Jeff Hollar

Tokushima
Teaching Communication Strategies to

Large Classes Through Video
by Don Maybin
Drawing from his experience teaching Japanese
college students, in May Don Maybin showed us
that video can play a substantial role in foreign
language teaching and learning.

After encouraging us to take on the roles of stu-
dents, Maybin presented five activities using short
video segments which demonstrated ways to en-
courage student classroom participation. Some of
the segments had dual audio and visual compo-
nents, others had only audio or video portions.

Specifically, the strategies Maybin outlined
dealt with vocabulary acquisition, effective listen-
ing, fluency practice, and self-correction. When
teaching vocabulary, Maybin stressed that stu-
dents should learn to acquire vocabulary on their
own. He stressed that paraphrasing is an effective
way to explain or elicit new vocabulary items.
When teaching listening skills, Maybin intro-
duced a strategy in which groups of students
figure out the story of a video using their eyes,
ears, personal experience, and logic. To enhance
fluency skills, we narrated a video after listening
to its soundtrack and choosing its ten most impor-
tant words. To encourage self-correction, he
showed us a strategy in which a low-level student
tells a higher-level student about a video segment
that the higher-level student hasn't seen. The
high-level student clarifies and the lower level
student repeats the new, "improved" sentences.

Reported by lan Wilsgn
]
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edited by cathy sasaki M@ﬁ@@@

Up-coming events in your locale? Send your chapter meetings announcements to the editor at the address listed in the Masthead. Contact the
editor for guidelines. Deadline: the 25th of the month. All copy is subject to editing for length, style, and clarity.

AKITA
Nigel Moore, 0188-37-5937
Rebecca Magnuson, 0188-64-1181

CHIBA
Joe Fraher, 0474-49-7796
Susan Williams, 0474-46-4228

FUKUI
Takako Watanabe, 0776-34-8334
Dominic Cogan, 0776-61-4203

FUKUOKA
Carl Lefebvre, 092-734-4375 (h);
Fax 092-715-0591  (w)

FUKUSHIMA
Gary Spry, 0249-38-7917

GUNMA
Topic: Teaching of International-
ization to Large Classes
Spkr: George Ricketts
Date: Sunday, September 18
Time: 2:00-4:30 p.m.
Placee Kyoa Women's Junior
College (Maebashi)
Fee:  Members free; non-mem-
bers ¥1000; students ¥500
Info: Hisatake Jimbo, 0274-62.
0376
Leo Yoffe, 0273-52-6750
The speaker will demonstrate
how vocabulary exercises,
grammar practice and various
communicative activities can
raise cultural sensitivity of the
learners. Also to be discussed
in the workshop are ways to
make classes more participa
tory and factors to consider
when attempting to make large
classes relevant and stimulat-
ing.

George Ricketts, currently at
Niijima Women's Junior Col-
lege, has taught in Indonesia
and the Philippines.

HAMAMATSU
Brendan Lyons, 053-454-4649
Mami Yamamoto, 053-885-3806

HIMEJI
Yasutoshi Kaneda, 0792-89-0855

HIROSHIMA
Elizabeth Smith, 082-282-5311
(w), 082-286-9781 (h)

Carol Rinnert, 082-239-1374

HOKKAIDO
No meeting in August, but
September’s meeting will be
much earlier than usual.
Topic: Intercultural  Communica
tion and Language Learn-
ing
Shoko Araki
Sunday, September 4
1:30-4:00 p.m. (doors open
at 1:15)
Kaderu 2.7 Bldg. (Kita 2
Nishi 7) Room 1020
Fee:  Members free; non-mem-
bers ¥1000; students ¥500
Info:  Ken Hartmann, 011-584-
7588
After introducing the fundamen-
tal concepts of intercultural com-
munication and some
methodologies of cross-cultural
training, Shoko Araki will discuss
their application for language
learning in the classroom envi-
ronment. The simulation game
“Albatross’ will be demonstrated.
Shoko Araki, director of Cross-
Cultural Training Services,
teaches at the School of Interna-
tional Studies, Obirin University,
Tokyo.

Spkr:
Date:

Time:

Place:

IBARAKI

Martin E. Pauly, 0298-58-9523
Michiko Komatsuzaki, 0292-54-
7203

IWATE
Akiko Shimizu, 0197-65-3636
Ellen Sadao, 0196-83-3083

KAGAWA
Topic: Putting It All Together
Spkr: Chris Balderston
Date: Sunday, September 4
Time 1:30-430 p.m.
Place: Takamatsu Shimin Bunka
Center
Fee:  Members free; non-mem-
bers ¥000
Info: Harumi Yamashita, 0878-
67-4362
Shizuka Maruura, 0878-34-
6801
Teachers aways need to adapt
their methods and materials
according to individua and
group needs while considering
factors such as class size, mixed
levels, course length, and lesson
time. This presentation will pro-
vide guidelines teachers can
follow to find the right combina
tion of activities.
Chris Balderston is a marketing
representative for Longman Ja-
pan-Lingual House.

KAGOSHIMA
Robert Berman, 0995-58-2690

KANAZAWA
Neil Hargreaves, 0762-80-3448
Mikiko Oshigami, 0764-29-5890

KOBE

No meseting scheduled.

Info: Charles McHugh, Tel/Fax
078-881-0346
Nihei Nagaki, Tel 078-593-
7998, Fax 078-593-9957

KyoTo
Kyoko Nozaki, 075-71 1-3972
Michael Wolf, 0775-65-8847

MATSUYAMA

No meeting in August.

Info: Gregory Gray, 0899-32-
6088

NAOANO
Edward Mills, 0262-85-5837

NAGASAKI
Motoshi  Shinozaki, 0959-25-0214
Sara Apedaile, 0958-26-5837

CHAPTER MEETINGS, cont'd on p. 77.
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Conlarence:

@lehean

The JACET 33rd Annual Conven-
tion
Date: September 9-11, 1994
Place: Aichi Shukutoku Junior
College, Nagoya
Contact:  JACET
55 Yokodera-cho
Shinjuku-ku,
Tokyo 162
Tel: 03-3268-9686
Fax: 03-3268-9695

Fourth International NELLE

Conference

Date: September 22-25, 1994

Place: Innsbruck University,
Innsbruck, Austria

Theme: Teaching and Learning

English in Multi-Cultural

Europe

NELLE

c/o VHS

Wolfgang Ridder

Heeper Str. 37

D-33607 Bieefidd

Germany

Fax: +49-0-521-51-2331

Contact:

SLRF'%4  (Second Language Re-

search Forum)

Date: October 6-9, 1994

Place: McGill and Concordia
Universities, Montreal,
Canada

Theme: Perspectives on Input in
Second Language Acquisi-
tion

Contact: SLRF ‘94
Dept. of Linguistics
McGill University
1001 Sherbrooke St., W.
Montreal, Quebec H3A
IG5 Canada
Fax: +|-514-398-7088
E-mail:
F3SL@musich.megill.ca

Third Annual Conference of
JASEC (The Japanese Associa-
tion for Studies in English Com-
munication)
Date: October 15, 1994
Place: Kinki University, Higashi-
Osaka, Osaka
Contact: Prof. Akio Fujii,
School of Political Science
and Economics, Waseda
University
Shinjuku-ku, Tokyo 169-50
Tel: 03-3203-4141 Ext. 3415
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IATEFL First Balkan Conference

on “Communicating Cross-

Culturally”

Date: November 12-13, 1994

Place: School of Philosophy,
University of Athens,
Greece

Contact: Dr. Dimitri Tsekouras
CATE President and
IATEFL Branch Secretary
1 Mavrokordatou Street
106 78, Athens, Greece
Fax: +30-3600478

Thai TESOL 15th Annual Con-
vention
Date: January 12-14, 1995
Place: Ambassador Hotel,
Bangkok, Thailand
Theme: Diversity in the classroom
Deadline for Proposals:
September 15, 1994
Contact: frapa Vittayarungruengsri
First Vice President
Dept. of Foreign Lan-
guages
Faculty of Science,
Mahidol U.
Rama 6, Bangkok 10400
Thailand
Fax: +662-2477050
E-mail:
scpvt@mucc.mahidol.ac.th

1995 ACTA-ATESOL
tional Conference
Date: January 15-19, 1995
Place: Sydney, Austraia
Theme: Language and Literacy:
Finding the Baance
Deadline for Proposals:
August 1, 1994
Contact: Patricia Tart, Australian
Convention and Travel
Services
GPO Box 2200,
Canberra ACT 2601
Australia
Fax: +61-6-257-3256

NSW Na-

Third International Conference
on Teacher Education in Second
Language Teaching
Date: March 14, 15 16, 1995
Place: City Polytechnic of Hong
Kong
Contact: Prof. Jack C. Richards
Dept. of English
City Polytechnic of Hong
Kong

edited by masaki oda

Tat Chee Avenue
Kowloon Tong
Kowloon, Hong Kong
Tel: +852-788-8859
Fax: +852-788-8894

American Association for Ap-
plied Linguistics (AAAL) Annual
Meeting

Date: March 25-28. 1995

Place Long Beach, Cdifornia,

U.SA.

Deadline for Proposals:
September 16, 1994

AAAL

7630 West 145 Street, Suite
202
Apple Valley, MN 55124-
7553 U.SA.
Fax: +61-2-891-1800

Contact:

The 29th Annual Convention
and Exposition of Teachers of
English to Speakers of Other
Languages (TESOL)
Date: March 28-April 1, 1995
Place Long Beach, Cadifornia,
U.SA.
Theme: Building Futures Together
Contact: TESOL Central Office
1600 Cameron Street, Suite
300
Alexandria, VA 22314-2751
U.SA.
Fax: +-701-836-7864

29th International IATEFL Con-
ference
Date: April 9-12, 1995
Place: University of York, En-
gland
Deadline for Proposals:
October 14, 1994
IATEFL
3 Kingsdown Chambers
Whitsable
Kent, CT52DJ
England

Contact:

Second International Conference

on World Englishes

Date: May 25-28, 1995

Place: Nagoya Internationa
Center, Nagoya

Deadline for Proposals:
November 30, 1994

Contact: Larry Smith (IAWE)
Program on Education and
Training
East West Center



Conference Calendar.

1777 East West Road

Honolulu, HI1 96848, U.S.A.

Fax: +1-808-944-7070

The Nicholas Love Conference at
Waseda
Date: July20-22,1995
Place: Waseda University, Tokyo
Contact: Paul Snowden, School of
Political Science and Eco-
nomics
Waseda University,
Shinjuku-ku, Tokyo 169-50
Fax: 03-5286-1215(Prof.
P. Snowden)
03-3951-2710(Prof.
S. Oguro)

o

3
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NAGcoya
No meeting in August. The next
meeting will be on September 25.

Info: Helen Saito, 052-936-6493
Ryoko Katsuda, 0568-73-
2288

NARA

Sachiko Shimoura, 0742-46-4724
Bonnie Yoneda, 0742-44-6036

NIIGATA
Michiko Umeyama, 025-267-2904
Donna Fujimoto, 025-443-6413

OKAYAMA
Hiroko Sasakura, 086-222-7118

OKINAWA
Jane Sutter, 098-855-2481

OMIYA

No meeting in August. Next

meeting will be September 18.

Info: Michael Sorey, 048-266-
8343

OsAKA
Jack Yohay, 06-771-5757
Terukuni Koike, 0723-67-4657

SENDAI

Topic: The ALT; The Language
Learning Environment;
Automaticity

Spkrs: Ellen Nakamura, Elizabeth
Nichols, Chris Huston

Date: Sunday, August 28

Time: 1:00-4:00p.m.

Place: Toyota Auto Forum, 2F

Fee:  Free to everyone

Info: Chris Huston, 022-273-
8345
Kazuko Honma, 022-273-
1082
Ellen Nakamura will discuss the
ALT as an assistant to English
language teaching and oral com-
munication. Elizabeth Nichols
will discuss differences between
learning a language in a class-
room and in a natural situation.
Chris Huston will talk about the
role of automaticity in a commu-
nicative framework.

All three speakers are teachers
of English in the Sendai area.

SHIZUOKA
Donna Burton, 0542-87-5711 (h);
Fax0542-84-0863

Suwa
Mary Aruga, 0266-27-3894

ToCHIGI
Mark Davies, 0286-33-0292
Michiko Kunitomo, 0286-61-8759

TOKUSHIMA
Kazuyo Nakahira, 0886-22-6566

Tokyo

No meeting in August. Deadline
for proposals for November con-
ference is September 2.

Info: Peter Ross, 0423-21-1941

TOYOHASHI
Richard Marshall, 0532-47-0111
Tomoyo Kumamoto, 0532-63-2337

WEsT Tokyo
No meetings are scheduled for
1994. West Tokyo Chapter needs
assistance from local members
willing to serve as volunteer
officers, help organize monthly
meetings, and special presenta-
tions. Funds are available. Please
help our 130 local chapter mem-
bers share their ideas, teaching
techniques, and classroom re-
search, and help to improve
language teaching and learning.
Contact Laura MacGregor,
JALT National Membership
Chair, Tel/Fax: 011-614-5753.

Y AMAGATA

Topic: Foreign Language Acquisi-
tion and Instruction in
Terms of Communicative
English

Spkr: Douglas Sawyer
Date: Sunday, August 28
Time: 1:30-3:30p.m.
Place: Yamagata Kajo Kominkan
(Tel0236-43-2687)

Fee:  Members and students
free; non-members ¥500
Fumio Sugawara, 0238-85-
2468 (h), 0238-84-1660 (w)
The speaker will refer to certain
aspects of New York in the pre-
sentation.

Douglas Sawyer is an instructor
at the American Club in
Yamagata city.

Info:

YAMAGUCHI
Yayoi Akagi, 0836-65-4256
Eri Takeyama, 0836-31-4373

YOKOHAMA

There will be no August meeting

due to summer vacation. The next

meeting will be on September 25.

Info: Ron Thornton, 0467-31-
2797 (h)

TLT Advertiser Index
foAugust

K ey : IFC=inside front cover;
IBC=inside back cover;

OBC=outside back cover

Cambridge University Press.....16, 19

C.lL.EE.....cccoiiiiiiiiiiin, 39
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Harper Collins.............. 14, 44
IntOl Thomson................. 10
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McGraw-Hill.................. 56
Meynard............ 50, 52, 54, 58

Oxford University Press........ 12, 30
Prentice Hall Regents......... 26, 28

Seido Language Institute.......... 37
Sony Pictures (CINEX)......... OBC
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Jolo lnlormaion

Canler/Hosidons

edited by harold melvile

TLT ‘s editors and the JIC staff encourage all prospective employers to use this free service to help them locate the most qualified language
teachers in Japan. See our form on the facing pace, or consult a previous issue for the form. Photocopy it, fill it out, and send it to the listed
address or phone/fax number. All copy is subject to editing for length, style, and clarity.

(IBARAKI-KEN) Shion Junior College in Hitachi
City, Ibaraki-ken has an opening for a full-time
English Instructor beginning April 1, 1995. Quali-
fications: MA or above, preferably in TEFL-re-
lated field. Some Japanese ability essential.
Duties: Teach English Grammar and Composition,
English Reading, etc. Extra-curricular duties in-
clude committee work and student guidance.
Salary & Benefits: Based on Japanese Civil Service
conditions. Application Materials: CV, list of
publications, copies or reprints of three publica-
tions, one reference, certificate of medical exami-
nation. Deadline: October 11, 1994. Contact:
Principal’s Office, Shion Junior College, 6-11-I
Omika-cho, Hitachi City, Ibaraki-ken 319-12. Tel:
0294-52-3215 (ext. 357). Fax: 0294-52-3343. NB:
Please send for full details before submitting
application materials.

(KANTO/KANSAI) American Language School
announces full-time English instructor positions.
Qualifications: North American Native Speakers;
University degree; Prior teaching experience;
experience with children & EFL background pre-
ferred. Professional Attitude required. Duties:
Instruction, Evaluation & Placement of students
of all ages. Salary & Benefits: ¥250,000 per month
(first year), five weeks paid vacation, training
provided, minimally furnished apartment ¥48,000
per month. Application Materials: Resume, cover
letter, copy of diploma, photo, references. Dead-
line: On-going. Contact: ALS / Attn: Michael
Hamlin, Fais Bldg., 2F, 1-6-1 Yotsukaido,
Yotsukaido-shi, Chiba-ken 284. Tel: 043-422-0090.

(KUMAMOTO-KEN) The Department of Anglo-
American Studies, Faculty of Foreign Languages,
Kumamoto Gakuen University announces one
full-time Professor position. Qualifications:
Strong academic qualifications, good experience,
strong publication record in an area of English
Linguistics relevant to the Methodology of Teach-
ing English to Speakers of Other Languages. Du-
ties: Teaching courses in Aural English
(intermediate I, Il; advanced I, 1) and English
Speech (intermediate, advanced). Salary & Ben-
efits: Excellent salary scale, benefits and allow-
ances, depending on age and experience.
Application Materials: Curriculum Vitae (non-
returnable) and photograph. Deadline: October
15, 1994. Contact: Dean of Faculty of Foreign
Languages, Kumamoto Gakuen University, 2-5-1
Ooe, Kumamoto City, Kumamoto. Tel: 096-364-
5161. Fax: 096-363-1289.
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(NAGOYA) Nanzan Junior College announces
full-time Associate Instructor positions beginning
April 1, 1995. Two-year contract; one renewable
possible. Qualifications: M.A. in ESL/EFL, En-
glish, Linguistics, or related field required. Du-
ties: Minimum teaching load of 14 periods/week
plus office hours and participation in program
planning and development. Salary & Benefits:
Compensation depends on qualifications. Appli-
cation Materials: Send resume, graduate and
undergraduate transcripts, statement of career
goals, at least two letters of recommendation
including one from a faculty member of most
recently attended graduate school, and one from
present or most recent employer. Deadline: none.
Contact: Peter Garlid, Al Search Committee,
Department of English, Nanzan Junior College, 19
Hayato-cho, Showa-ku, Nagoya 466. Tel: 052-832-
621 1. Fax: 052-832-6210.

(OSAKA) The Tsuji School of Hotel & Tourism in
Osaka announces a part-time position for one
English Instructor beginning September, 1994.
Quialifications: University Degree. Duties: Teach-
ing general English and some specialized hotel/
restaurant/travel English. Salary & Benefits:
Commensurate with qualifications and experi-
ence. Application Materials: CV with photograph
and reference from previous employer. Deadline:
none. Contact: Ms. Namie Murakami, Tsuji
School of Hotel & Tourism, 3-9-11 Matsuzaki-cho,
Abeno-ku, Osaka 545. Tel: 06-629-3453.
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Blzbit, NAREOHER, HEEE, - RORBRIZHEN, &%
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ABESE. RATE LT, #91L E950 AHE, S8 HEEI
I24&BIEBLERA. BRI, AXYRAAN TAUD
ANEWS IV, RAF 1 THOFEE S & 5 KB E RV
LISV, VNG DFEEN, BRIKERIRTWDLRY,
2R 2 RWEHROLIHEIT. TRORKD (2 0fogk
) Oz, FORFHE LDIIBEX IV, BEE.
ZONHIZESORORKANLS SRR LY, HEHELER
BN L7 758 28R LET,

RKALRSEREL ZHFLOL . FiLoRKIZABEERE D
RAOL, BEFLAO2HARMOCIIBETIZL 2T AREE
FETT77 v 2 ATREDLSE S0 K, BAELD
Harold Melville 075-741-1492 (H. k. £, H)0749-24-
9540 (k. K. )

JIC/Positions

TLT/Job Information Center

Policy on Discrimination

We oppose discriminatory language, policies, and employ-
ment practices in accordance with Japanese law, Internationa
law, and human good sense.

Announcements in the JIC/Positions column should not
contain exclusions or requirements concerning gender, age,
race, religion, or country of origin (“native spesker compe-
tency,” rather than “British” or “American”), unless there are
legal requirements or other compelling reasons for such
discrimination, in which case those reasons should be clearly
explained in the job announcement. The editors reserve the
right to edit ads for clarity, and to return ads for rewriting if
they do not comply with this policy.

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

Please use the form below, and fax it fo Haroid Melville a&
075-741-1492 (Sat., Sun., Mon., Tues.) or 0749-24-9540 (Wed.,
Thurs,, Fri.), so that it is received before the 19th of the month,

/'

JIC/Positions Announcement Form

two months before publication

City & Prefecture (Eh#Hh):

Deadline (JLBEDFEHY v )

Name of Institution (¥384):

Title of Position (B4):

[Full time/Part-time (circle one)(F4E./IEHENDE)

Qualifications (a5 E#):

Duties (BRENZ):

Salary, Benefits, and Other Terms of Contract (}§5-. 2R & ORI

Application Materials Requested (#2HHEH):

Contact Name, Address, & Tel/Fax (GHif&Se{EfT, i/ Fax 5., HYER):

Requirements (F DD 5

Other

.

/
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MEMBERSHIP  INFORMATION

JALT is a professional organization dedicated to the improvement oflanguage 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 over 4,000. There are currently 38 JALT chapters throughout Japan (listed

below). It 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 ofarticles and announcements on professional
concerns, and the semi-annual JALT Journal.

Meetings and Conferences - The JALT International Conference on Language Teaching/Learning attracts some
2,000 participants annually. The program consists ofover 300 papers, workshops, colloquia and poster sessions, a publishers’
exhibition of some 1,000m2  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-sics, disseminate information on areas of
special interest. JALT also sponsors special events, such as conferences on Testing and other themes.

Chapters — Akita, Chiba, Fukui, Fukuoka, Fukushima, Gunma, Hamamatsu, Himeji, Hiroshima, Hokkaido, Ibaraki,
Kagawa, Kagoshima, Kanazawa, Kobe, Kyoto, Matsuyama, Morioka, Nagano, Nagasaki, Nagoya, Nara, Niigata, Okayama,
Okinawa, Omiya, Osaka, Sendai, Shizuoka, Suwa, Tochigi, Tokushima, Tokyo, Toyohashi, West Tokyo, Yamagata, Yamaguchi,
Yokohama.

N-SIGs — Bilingualism, College and University Educators, Computer Assisted Language Learning, Global Issues in
Language Education, Japanese as a Second Language, Learner Development, Materials Writers, Other Language Educators
(forming), Teacher Education, Team Teaching, Video.

Awards for Research Grants and Development -Awarded annually. Applications must be made to the JALT President
by September 3. Awards are announced at the annual conference.

Membership — Regular Membership (¥7,000) includes membership in the nearest chapter. Student Memberships
(Y4000 are available to full-time, undergraduate students with proper identification. Joint Memberships (¥12,000),
available to two individuals sharing the same mailing address, receive only one copy of each .IALT 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, 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), in dollars (on a U.S. bank), or on pounds (on a U.K. bank) to the Central Office. Joint and
Group Members must apply, renew, and pay membership fees together with the other members of their group.

CENTRAL OFFICE:
Glorious Tokyo 301,2-3210  Nishi Nippori, Arakawa-ku, Tokyo 116
Tel.03-3802.7121; fax. 03-3802-7122. Furikae Account: Yokohama 9-70903, Name: “JALT"

JAL(ZEZRFEHFEFR)ICONT

JALTIR RS O SEEEIMICE S LV 0 BdS 2Bt L. KB 3E2¥TOML L EEREORB LMD 2 L%
Hiv & 5 #MAH T, HE, BALEIDHTI000 BBl EORERRL, TESOLEEK MG MR HE, RO
IATEFL(EBFEEHEFS)PHEXHTLHV ET,
AR W - A HI3E The Language Teacher 38 & OV 2 [a138 7 DJALT Journal Y £7,
ML KE  EREBEAL. XHHFIL. National Special Interests Groups (N-SIG B DO2ENH Y 7.,
RXW: BE. 2EIZ8 X HEAHY £I, ChapE. ERE. KO LG, B, 88, kR AR BE. KE TH
HOK. PEEUR. M. B, SR B RE. WY, B, R0 8 458 BE. KK BR. WP, K
Bl K8, LR, #E, &I, Bl B, BR, BREE. )
N-SIG : U554, AV HY AL, Fa— vl 2BETF s Ra7 20 b, OFBEHE. 20 Va— XA RESE
#E. BMER. BEBEMBR. T —b T - TS KENEBEEE. OtherLanguage Educators (¥ a8 H).
MABESE  #8E, JALTEERE TREWEDRZI W,
SERUSZR - BASEXT00BFVOFTHOLBRLEEINTVET., HRERK : (Y1200 52127510
A2 &R TT, JALTHRYIE | 7o g3, BESA (1 £ ¥ 45000 BBANE DA S BLL oK
EolBEIMLNET, JALTHEMIE. SAHT LIz L IEMEhEd, AROHLAML. The Language Teacher L
LA AOBFERSE A ZHH <IZ S, FIETORLARLZT T THET,
JALTRER : T116 RRHAR)IXEHHEE2-32-10 7'a U7 ZAHE 301

TEL 03-3802-7121 FAX 03-3802-7122
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ideas and stimulus for action-very attractive’ The Guardian
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@ Ranforests - Stop the destruction.

For further information,

Contact : @ The Greenhouse Effect - How we can sow it down.
GLOBALMEDIA SYSTEMS CORP.

sl ¥ Our tomns - Make them cleaner places.
Facsimile:03-3437-1778 @ Our wildife - How we can protect it.

Address:2-5-5, Hamamatsu-cho,

Minato-ku, Tokyo T105 @ Recycling - Less waste-the key to our future.
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‘ ~ CINEMA  ENGLTSH EXERCISE

Revolutionary Video Techniques
% Cinex School Curriculum

% a dramatically effective teaching tool %

CINEX Features:

W100% accurate English subtitles

B Open caption dialogues
need no extra equipment

B Conversations for study at any pace
simply freezeframe

B On-screen time display for easy access
% Convenient Time Code

“*Easy to follow
English Subtitle

COPYRIGHT 1979 COLUMBIA

Text Components: Kramer vs. Kramer Dﬂ] PIGTURES INDUSTRIES. NC.

Available Titles: Karate Kid”/ “Kramer vs.Kramer”

For further information, contact: GLOBALMEDIA SYSTEMS CORP.

Address : 2-5-5 Hamamatsu-cho Minato-ku,Tokyo F105
Telephone : 03-3433-4375 Facsimile : 03-3437-1778

Sony Pictures Entertainment (Japan) Inc.
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