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W elcome to July, and to our pre-conference issue, 
providing a glimpse into JALT2002. As per tradi­
tion, we like to give our readership a taste of what 

is to unfold in November's conference. As you know, for­
eign language learning is a virtual ocean with so many in­
terest areas, topics, and practices (not to mention shifting 
currents, storms, and reefs) so, appropriately, the theme for 
this conference is Waves of the Future. 

The first two papers are by our plenary speakers, William 
Grabe and Jane Willis. Grabe's paper, "Foundations for L2 
Reading Instruction," explores reading fluency, discussing 
popular notions about L2 reading which may influence the 
reader and major goals supported by recent research. Willis 
attends to the issue of classroom teacher talk, probing 
deeper into ESP for primary school teachers and "teacher 
language," a LT likely to ripple 
through text 
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ject of Englis dowson's 
"The English nglish as a sub-
ject does not e should con-
sider how EFL c e ma e ocally a propriate to Japanese 
students. We then surf with Kathleen Graves from the 
School for International Training as she demonstrates how 
to develop a reflective practice through disciplined collabo­
ration. She proposes that an experiential cycle developed by 
Lewin/Dewey can be a valuable means of exploring and un­
derstanding our teaching practices. Next, Terry Royce con­
siders how to develop visual literacy for the 21st century. 
Royce outlines our current visual culture in textbooks, multi­
media, and the Internet. 

Michael Rost looks at student collaboration and shows 
how this underutilized activity can benefit students more, 
both in and out of the classroom. Teachers apprehensive 
about the floods of technology and multimedia currently 
flowing through ELT should read Lance Knowles' "Com­
bining Multimedia and Classroom Activities." And finally, 
Curtis Kelly addresses TEFL training of primary school 
teachers in Japan by proposing that we look both forward 
(to new technologies providing variety and support) and '"4, 
back (to the wealth of literature already amassed on educat-
ing children), without forgetting what each teacher's needs 
are in the here-and-now. 
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foreword __________________________ _ 

The range these ten authors represent is truly amazing, and 
we hope that they keep you cool throughout this summer. Re­
member, the authors presented here are just a splash of what's 
to come at JALT2002. See you in Shizuoka! 

TLT Co-Editors 
Robert W. Long III 

Scott Gardner 
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Foundations for L2 
Reading Instruction 
William Grabe, Northern Arizona University 

Reading is one of the most important language 
skills in academic settings. It is also one of 
the most complex skills in which to develop 

strong second language (L2) fluency. Unlike speak­
ing and writing, the reader is not able to control the 
message or the language used. It is also a skill that, 
like listening, must be carried out under real time 
pressure if it is done fluently. However, unlike lis­
tening, there are no opportunities to ask for clarifi­
cation or additional information. Moreover, the 
range of vocabulary encountered in reading is much 
greater than is typically used in speaking and listen­
ing settings (Stanovich, 2000, p. 252-258). Given 
this starting point, it is fairly clear that the develop­
ment of L2 reading abilities represents a serious 
challenge for both the learne.r and the teacher. 

If teachers and curriculum developers are to help 
students make significant progress in reading in-

struction, they need to un­
derstand how reading 
works. Only in this way can 
we make informed decisions to guide effective read­
ing instruction. One of the key starting points in 
this process involves understanding the fluent L1 
reading process. While recognizing that there are 
major differences between L1 and L2 reading, a clear 
picture of fluent and effective reading must be a 
central consideration of all instruction, and there is 
far more information to draw on from L1 reading 
comprehension research. 

At the same time that theory will inform us about 
the fluent reading process, and about distinct issues 
for the L2 reader, it does not tell us how to teach 
reading. At best, we can draw a set of implications 
for instruction. So, in addition to a strong knowl­
edge base in reading, we need to know how to con-

•=•ffi~~~am■n€BS~Rmatt~~c~. •~•0■w9~t~ct■•~•~•ffl0-?~~ ~0~~~•~•ffl€d~a 
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nect implications from theory to real instructional 
practices in a reading curriculum. Of course, spelling 
out all of these possibilities is beyond the scope of a 
single short article. The primary goal of this paper 
will be to address key research foundations and 
their implications for instruction and curriculum 
development, recognizing that the application of 
effective instructional practices within a coherent 
curriculum represents the other half of the picture. 

The Nature of Reading and a Definition 
Any description of reading abilities can begin with a 
simple purpose statement, such as the following: 
Reading is "the process of receiving and interpreting 
information encoded in language form via the me­
dium of print" (Urquhart & Weir, 1998, p. 22). 
However, it should be evident that such a simple 
definition of reading will not take us very far. Com­
plex skills and processes require more complex defi­
nitions, though such definitions must still be 
informative. Useful extended definitions of reading 
can be developed at two levels: 1) purposes for read­
ing (why we read), and 2) components of reading 
ability (what skills are involved). A yet more com­
plete picture is created by considering key processes 
involved in reading comprehension (how we read). 

Purposes for reading 
We read for a variety of purposes: Scanning, skim­
ming, reading for general understanding, reading to 
learn, reading to integrate information, and reading 
to evaluate critically. There are several other types of 
reading purposes that could be considered: Reading 
as search process, expeditious reading, reading to 
write, reading while writing, and perhaps one or 
two other possibilities (see Alderson, 2000; Grabe, 
2000; Urquhart & Weir, 1998). The key point is that 
there are multiple purposes for reading. As we read 
for different purposes, we often vary the ways that 
we use the cognitive processes and knowledge re­
sources central to reading. At the same time, the 
actual processes and resources for reading them­
selves do not generally vary, just how they are used 
in combination. So we can still talk about reading as 
a single ability, while also recognizing levels of vari­
ability in response to differing purposes and tasks. 
To understand this consistency across purposes, a 
definition of reading must include a description of 
the component skills comprising reading abilities. 

Components of reading ability 
A definition of reading must recognize that a reader 
engages in processing at phonological, morphologi­
cal, syntactic, semantic, and discourse levels, using 
the full range of linguistic knowledge bases. For ex­
ample, fluent readers are rapid and efficient word 
recognizers: They do not guess upcoming words be­
cause their recognition skills are actually faster than 

EfilC 

those used to engage context information. To be flu­
ent word recognizers, readers must also have a very 
large receptive vocabulary knowledge-base (Hulstijn, 
2001). At another level, the reader engages continu­
ously in goal setting, interpretive elaborating from 
knowledge resources, and goal monitoring. Fluent 
readers predict, on a general level, upcoming infor­
mation and have strong expectations about the dis­
course organization of the text as they read. In 
addition, fluent readers make adjustments to enhance 
comprehension and carry out repairs to comprehen­
sion as needed. These, and other, components of 
reading are integrated as a set of activated processes 
and resources (in working memory) operating under 
intense processing-time constraints. 

Fluent Reading Abilities 
Fluent reading comprehension includes both lower­
level and higher-level processing skills. This division 
is not meant to suggest that one set of skills is easier 
or harder than the other, only that the former set 
tends to be more automatized and the latter more 
accessible to conscious attention (Segalowitz, 2000). 
Lower-level skills include rapid and automatic word 
recognition, syntactic parsing, and semantic proposi­
tion formation (clause-level meaning units). Fluent 
readers must automatically recognize the vast major­
ity of words they encounter in the text, at least 95% 
of the words in most cases (Hulstijn, 2001). Readers 
must also be able to draw key syntactic information 
from a text to establish accurate relations among the 
words and sentence parts; again, the initial parsing is 
usually done automatically and is not open to con­
scious reflection unless a problem arises with compre­
hension. Finally, readers must integrate lexical and 
syntactic information into clause-level meaning units 
(propositions), which can then be combined to gen­
erate textual meaning. These processes and informa­
tion units are activated as part of working memory. 
(In fact, working memory is not some mental box 
that information moves to; rather, it is the sum of 
any given moment's pattern of activation across 
memory units in the brain. Information units and 
processes not sufficiently excited, electrically or chemi­
cally, are no longer "active" in working memory.) 

Higher-level processing skills first involve the con­
struction of a text-model of reading comprehension, 
representing a summary of the textual information 
that the reader believes is intended by the writer. As 
the reader progresses, the clause-level meaning units 
are integrated to form a general understanding of the 
text, with each new unit incorporated as it is created. 
When information is reinforced, it receives greater 
activation and is more central to the text model as a 
whole. Information that is not repeated or directly 
inferred loses activation and disappears through regu­
lar processes of pruning and restructuring. 
Inferencing is not used extensively for building the 
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text model. The second major component of higher­
level processing is the creation of the situation model 
of reading interpretation. A situation model expands 
upon the text model and incorporates the readers 
emotions, attitudes, background knowledge, motiva­
tions, and goals into a critical interpretation of the 
text-one that recognizes the author's views but also 
critically situates the text author from the reader's 
perspective (Grabe, 2000; Kintsch, 1998). Inferencing 
and reader knowledge play a strong role in building 
the situation model of text interpretation. Finally, 
higher-level processing requires some type of execu­
tive control processing, a monitoring of information 
activation, text construction, and reader goals, atti­
tudes, and evaluations. (It should also be noted that 
higher-level processes and output are also networks 
within working memory.) 

The simple sketch of reading comprehension pro­
vided above has many implications for reading devel­
opment and reading instruction. Fuller details of the 
comprehension process and its implications are be­
yond the scope of this paper (cf. Alderson, 2000; 
Grabe, 2000; Grabe & Stoller, 2002; Stanovich, 2000; 
Thompson & Nicholson, 1999; for more detailed dis­
cussions). Nevertheless, several implications for in­
struction and curricular development will be outlined 
below. Before moving to instructional implications, 
there are two sets of issues that need to be addressed: 
1) problematic issues in L2 reading research, and 2) 
differences between L1 and L2 reading. 

Popular Notions in Reading Research that are 
Problematic 
Four notions that are popular but problematic in 
reading theory deserve comment because they have 
been influential ideas. The Psycholinguistic Guessing 
Game view of reading is still popular, but it does not 
fit with the above description of reading comprehen­
sion for multiple reasons, and there are strong rea­
sons for discarding the psycholinguistic guessing 
game. Evidence from eye movement research, con­
text influences on readers, the time-course of word 
recognition, and longitudinal learning and training 
studies all argue that the view described in section III 
is a more appropriate synthesis of research findings 
(cf. Grabe, 2000; Grabe & Stoller, 2002). It is also clear 
that reading abilities are not all universally the same 
(Koda, 1996), as commonly claimed by the 
psycholinguistic guessing game. A second problem­
atic notion, the assertion that reading develops natu­
rally, much like speaking and listening, is often stated 
but seldom analyzed critically. There is obvious and 
overwhelming counter-evidence: One fifth of the 
world's population is illiterate, but nothing appears 
to stop this 1/Sth of the world's population from 
speaking. Assuming that 1/5 of the world's popula­
tion is not un-natural, then reading is not a naturally 
developing skill. Moreover, adult illiterates consis-
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tently have difficulties with basic skills required for 
reading (segmenting sounds to phonemes, recogniz­
ing words, making grammaticality judgments) despite 
having fluent speaking skills. 

The role of context in reading is also a problematic 
issue, and one that needs to be understood better by 
teachers. A major distinction concerns claims about 
using context information to guess upcoming words 
(a misleading view) versus using context to build tex­
tual comprehension (a central notion) (Alderson, 
2000; Grabe, 2000). At the level of word recognition, 
for example, poorer readers actually make greater use 
of context information than do more-skilled readers 
(Stanovich, 2000). A final problematic notion for 
reading comprehension is the role of authentic text 
resources in instruction. While many teaching ex­
perts state that only authentic texts should be used 
for reading instruction, there are many reasons to 
reconsider this advice. First, authenticity is not an 
easily definable concept, and what makes a text au­
thentic is not usually spelled out in detail. Second, a 
classroom setting is an authentic setting in itself, and 
reading instruction must use those texts that more 
efficiently further the instructional goals of a curricu­
lum. If pedagogically adapted texts work best for stu­
dents, then they become, themselves, authentic in 
that context (see Widdowson, 2000). Third, students 
need to experience success while reading and engage 
with reading for extended periods of time. The crite­
rion of authenticity becomes less important than the 
criteria of motivation and interest (Day & Bamford, 
1998; Dornyei, 2001). Finally, a large amount of frus­
tration-level reading, a common feature of authentic­
ity in the reading classroom, can destroy motivation 
for reading, lead to negative self-esteem, and create 
poor environments for reading instruction. 

Specific L2 Factors which May Influence the L2 
Reader 
A major issue for L2 reading research involves the 
different set of factors that influence L2 readers. L2 
readers, first and foremost, do not have the same lan­
guage resources as L1 readers at the outset of learning 
(see also Alderson, 2000; Grabe & Stoller, 2002, 
Urquhart & Weir, 1998). L2 readers have much lower 
levels of lexical, grammatical, and discourse knowl­
edge at beginning stages of L2 reading than L1 readers 
do when they begin to read. In addition, L2 readers 
have much less overall exposure to L2 print (Day & 
Bamford, 1998); in contrast, L1 readers are consis­
tently exposed to native language print from a very 
early age. L2 readers also vary considerably in their 
own L1 reading abilities, creating an added complexity. 

Aside from linguistic differences, L2 readers often 
do not share all the social and cultural assumptions 
and knowledge bases that L1 readers use when read­
ing in their own language. These contrasts include 1) 
differing socio-cultural backgrounds of L2 readers in 
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comparison with the assumed audience of an L2 text, 
2) differing kinds of text types and rhetorical patterns 
used in L2 tasks, and 3) differing assumptions about 
"how the world works" by authors of L2 texts. 

Other cognitive factors can influence L2 readers in 
unique ways. Students often learn second languages 
for reasons that may be distinct from L1 literacy 
goals-to understand a new culture, to buiid more 
knowledge on an educational base that is already in 
place from L1 schooling, to go overseas, to have addi­
tional professional options, or to fulfill a seemingly 
irrelevant requirement. As a consequence, L2 students 
may have differing motivations for reading in the L2 
than in the L1 (Dornyei, 2001). Moreover, L2 stu­
dents work with cognitive and processing resources 
that involve two different languages, leading to vari­
ous transfer phenomena. Working with two lan­
guages also implicates the use and control of two sets 
of word forms, text formats, and semantic concepts. 
Finally, working with two languages is likely to lead 
to greater metacognitive and metalinguistic aware­
ness, particularly in contexts in which the L2 is 
learned well after L1 literacy skills have emerged. 

These differences have at least four consequences. 
First, research in L2 reading cannot simply assume 
that results of research on L1 reading will apply in L2 
contexts. Second, these differences suggest that L2 
readers may employ cognitive resources in somewhat 
different ways from L1 readers, especially where there 
are clear differences between the L1 and the L2 ( e.g., 
differing uses of phonological and morphological 
information from orthography while reading). Third, 
some of the observable differences between L1 and L2 
reading may be due to proficiency limitations in the 
L2 (vocabulary, grammar, fluency, amount of expo­
sure, etc.). Fourth, actual cognitive processes them­
selves may be somewhat different simply as a result of 
working with two languages (e.g., how words in the 
lexicon are stored and accessed; how transfer from 
the L1 impacts L2 reading). 

Major Goals for Reading Instruction Supported 
by Recent Research: Implications and Applica­
tions 
One of the major outcomes of changing views on 
reading research is the shifting array of instructional 
implications that arise for L2 reading instruction. 
While some of these implications have been well 
documented in earlier discussions of reading (e.g., 
focusing on general comprehension skills), the set 
of implications below reflect the more complex 
views of current reading research. Based on the re­
search indicated in this article, there are at least 11 
important implications for reading instruction and 
curricular development: 

• Ensure word recognition fluency and automaticity 
• Emphasize vocabulary learning and create a vo-

EB.LC 

cabulary-rich environment 
• Ensure effectiveness of general comprehension 

skills 
• Teach text structures and discourse organization 
• Promote the strategic reader rather than teach in-

dividual strategies 
• Build reading fluency and rate 
• Promote extensive reading 
• Develop intrinsic motivation for reading 
• Integrate language-skills development 
• Plan a coherent curriculum for student learning 

(integrating reading development with content 
learning) 

• Create a supportive (classroom/institutional) envi-
ronment for reading 

Unfortunately, proposing a set of implications for 
instruction does not ensure that actual instruction 
will lead to desired goals. So the task for teachers, 
curriculum planners, and materials developers is to 
move from implications to applications. Recogniz­
ing that teaching contexts vary by students, institu­
tions, goals, proficiency levels, etc., it is the task of 
pedagogical researchers and teachers to determine 
how best to translate these eleven implications into 
effective classroom applications. 

Conclusion 
L2 reading instruction is a very complex undertak­
ing, one that requires a considerable amount of ex­
perimentation and innovation. The research base 
discussed in this article is one informational source 
for curriculum planning (see also Kamil, et al., 2000; 
Pressley, 1998; Stanovich, 2000). A further source of 
information to complement the research base is 
teacher reflection and action research exploration in 
the classroom (Grabe & Stoller, 2002). A third base 
is institutional and student needs analyses. The lat­
ter two foundations for curriculum building require 
their own articles. For the present, I have outlined a 
way to understand reading and reading research 
that should offer useful options and alternatives for 
L2 reading instruction. 

If there is one simple set of advice that can be 
drawn from this exploration of research and its im­
plications, it is the following: Determine which as­
pects of reading instruction your students need the 
most help with, provide that help, provide students 
with many opportunities to read, and make sure 
that they read. 
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Teacher Talk in the Primary 
English Classroom 
Jane Willis 

In my plenary talk at JALT 2002 in Shizuoka, I 
shall be exploring some current trends in ELT 
that are likely to become larger waves in the 

future. These include the use of more specifically 
designed corpora for syllabus and course design, the 
emphasis on features of spoken language, the iden­
tification of lexical chunks that fill the gap between 
vocabulary and grammar, and the implications of 
SLA research findings for second language teaching. 
Related to all of these is another major wave-teach­
ing English to younger learners. It is this that I shall 
focus on in this paper. 

Children Learning English 
Listening to English is vital! Children can only learn 
English if they have sufficient exposure to it. They are 

natural language learners 
provided they experience the 
language in situations that 
engage their attention and 
encourage them to process 
language for meaning. But 
they can only acquire what 
they hear and attend to. If 
they don't hear much English, or if they do not listen 
and try to understand, they will learn very little. 

They may not begin to speak English freely for 
some time, and in the early stages, it is difficult to 
observe their progress. But the more input they re­
ceive, the faster their comprehension will grow. And 
so will their ability to imitate intonation patterns 
and short familiar chunks, and, as a result, their 
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ability to speak. 
What is now clear from research findings 

(Lightbown & Spada, 1999) is that children are most 
unlikely to learn to speak English if input is re­
stricted to pattern practice and vocabulary teaching. 
Younger children simply do not have the cognitive 
ability to make sense of grammar-based teaching or 
abstract descriptions of language. They need to ex­
perience meaning-focused interaction, and lots of it. 

Teachers Teaching English 
Speaking English in class is vital! The teacher's main 
role is to provide learners with rich exposure to En­
glish by speaking it a lot, and simplifying or elaborat­
ing, if necessary, in the same way that mothers and 
care takers do with young children learning their first 
language. This is often known as modified input 
(Lightbown & Spada, 1999, p. 34). This entails setting 
up situations in English lessons that actively engage 
children in trying to understand what is said, in order 
to do or achieve something and to have fun. 

Teachers of English to adults who are new to teach­
ing young learners may need to do less direct teach­
ing, and learn how to set up activities appropriate to 
the age of the young learners such as activities which 
offer opportunities for natural acquisition. 

Teachers at the primary level who are asked to start 
teaching English should be sufficiently competent in 
spoken English to enable them to interact naturally 
in English with their children, and give their learners 
the exposure they require to help them acquire it. 

Making English Comprehensible 
It is generally believed that comprehensible input can 
lead to natural acquisition. So in addition to simplify­
ing or elaborating the English used with learners, 
how else can teachers help them understand? There 
are several options: (a) by using gesture, demonstra­
tion, and miming; (b) by giving visual or contextual 
clues; (c) by building on routines learners are familiar 
with and giving instructions for them in simple En­
glish; (d) by translating into the mother tongue. 

Translation is useful if the children are really 
baffled and are beginning to lose confidence and 
give up. However, beware! If translation is regularly 
used, learners may stop trying to understand En­
glish. They will switch off, stop listening, and 
switch back on when they hear their own language, 
thereby missing opportunities to learn. 

ESP for Primary Teachers 
Teachers need to feel confident and positive about 
speaking English in class, but they don't need to be 
competent in all areas of English. The language 
needed for classroom management and setting up 
and handling activities is fairly specific. Topics suit­
able for children are quite predictable (family, mon­
sters, the seasons, etc.), and teachers should be able 
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to chat about various topics and involve children in 
exploring them. A basic repertoire of stories they 
can read and tell with dramatic expression can be 
built up gradually. Teachers can also bring in addi­
tional sources, such as recordings of stories and 
songs. All this should provide sufficient exposure to 
stimulate acquisition. 

In order to identify exactly what language is typi­
cally used in English lessons, and to discover what 
activities are commonly used, I teamed up with an 
experienced primary teacher trainer, Mary Slattery, 1 

and we set about collecting data. 

Collecting Data 
We asked a number of teachers in different non-En­
glish speaking countries to audio-record their next 
English lesson and send it to us. We soon had a bank 
of recordings of around 30 primary lessons, the ma­
jority from non-native teachers, and with pupils from 
ages 4 to 12. This bank acted both as our research 
corpus (to enable us to draw up a syllabus of com­
monly used language), and as a pedagogic corpus 
(Willis & Willis, 1996), in other words as a source of 
material for a language course for teachers who 
needed to improve their English and to broaden their 
repertoire of primary level activities. 

Analyzing Teacher Language 
We looked in detail at around 20 lessons which to­
gether constituted what we felt was a representative 
sample of ages and levels, and we used the other 
lesson recordings as backup data-listening to them 
all to make sure we had not missed any important 
features of language or any major activity types. 

We listed and classified activities into major catego­
ries, such as Listen and Do, Listen and Make, Speaking 
with Support, etc. We then looked for sub-categories 
like Total Physical Response activities and action 
rhymes. We identified commonly used topics, such as 
animals and food, and then we looked at popular 
textbooks and added to this list. Working with tran­
scriptions of the recordings, we identified major func­
tions of language use, and then we listed the different 
realizations for each one, looking for typical patterns. 

Findings 
We identified three broad categories of language use: 
(a) general classroom management, (b) activity-spe­
cific language, and (c) story-based language. These are 
listed below with an example or two for each. 

General lesson functions 
1. Organizing the class 

Let's start with the first row; you go over there and 
leave a space. 

2. Establishing a routine 
Now what do we do when we are learning a new song? 

3. Saying what is going to happen 
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I'm going to talk to you about a new person .... 
What you are going to do now is .... 

4. Commenting on what is happening now 
Oh the bell! The bell. Always the bell! 
OK, so you've got your colors out .... 

5. Control and discipline 
OK, OK, calm down! Quiet everybody. Sssh. Now 
pay attention. Kevin is going to say the numbers. 
So, let me see everybody sitting down. Everybody 
sitting down. 

6. Tum-giving and eliciting 
Hands up! 
Now who wants to tell the whole story? OK, 
Vanessa, you start. 
Who can remember the words we wrote yesterday? 
Ali? 

7. Responding to learner talk: accepting, evaluat­
ing, rephrasing, extending (building on learners' 
responses) 
T: How many sisters have you got? 
Child: One. 
T: Very good. So you've got one sister. 

8. Recasting into English what a learner has said in 
mother tongue 
(Child says in LI how the grey elephants in the 
picture look like an ar_my) 
T: Yes, it looks like an anny of elephants, doesn't 
it-all grey elephants. Yes. 

9. Encouraging individuals 
OK, Lea, let me see. Yes that's good. Do you want 
me to help? 

10. Ending activities and lessons 
OK, now! Put everything away. 
So that's all for today. On Monday there will be more. 

This list is not exhaustive. There are many lesser­
used categories, like socializing, checking under­
standing, and locating things in the course book, 
which occur in our data. 

Activity-specific language 
1. Giving instructions for activities and games 

OK, in the envelope you have some pictures. Now 
take them out, OK? And put them in a line.... _ 
OK, Laura, you throw the dice for your team ... Team 
A, take the dice, and throw it ... not at me! Come on! 
What have you got? 

2. Giving a commentary on activities 
Ok fohn, you're starting at his head, very good. Cut­
ting round his head, his ears .... 

3. Giving feedback during activities 
Right, so now we've got a foot and a leg. Is there a 
mistake? N()-()nly one foot and one leg, fantastic. 
OK, let's check now. Show me ... point to black nose, 
blue eyes, orange mouth, brown hair, yellow hands. 
Very good. 
Now we'll put these pictures up on the wall .... Very 
nice! 

Guessing games like miming, matching activities, 
board games with or without dice, making things­
all these activities have their own specific lexical 
sets and instructions. These can only really be learnt 
in context, by hearing and observing the actual 
game in action, and then leading the game for real 
and seeing what language is needed. 

The language of organization and instructions for 
activities provided exposure to extremely rich and 
purpose-driven uses of English. Ironically, as many 
trainers observing primary lessons have noted, this 
is often carried out in the mother tongue, and 
teachers justify this by saying, "It is quicker." The 
question is, however, what is quicker? Getting down 
to the activity might initially be quicker until chil­
dren get used to the routine, but is that the point? 
Will the child's actual learning be quicker? Ulti­
mately, denying learners the learning opportunities 
that occur while they are processing instructions in 
English will reduce exposure and slow down their 
rate of learning. 

Language generated through stories 
The actual story can be either spoken or written nar­
rative, and is often a combination of both. Teachers 
also used many different techniques for retelling the 
story and for follow-up activities. These generated a 
wide range of language use, both in terms of rich­
ness of vocabulary and variety of interaction pat­
terns. We noted particularly: (a) a whole range of 
different question forms and elicitation techniques, 
a variety of tenses, and a wealth of noun phrases, 
for example a house made out of wood, a boy eating 
a sandwich; (b) children initiated more, often quite 
spontaneously, some repeating to themselves 
chunks from the story in English, some comment­
ing in LI; (c) many teachers were adept at recasting 
learners' LI comments into English; (d) they also 
took up learners' ideas, rephrasing and/or expand­
ing them into natural samples of English. 

Some functions typical of story-telling activities 
include: 

1. Reading, rephrasing, and extending story text 
T: He caught hold of the bush and shook it and 
shook it and all the berries fell on the ground. See 
him-he's shaking, shaking the bush. See them? .. .see 
them? ... see all the berries? 
Child: See them ... see them. 

2. Eliciting learner contributions 
What did Elmer say? 
And the others said? 
What's he going to do next? What do you think 
he'll do? 
What colour will he be? Will he be yellow? 

3. Supporting vocabulary development 
T: They were all standing quietly. See them, standing 
quietly? You know be quiet. 

111EfilC 3i5 9 



main speakers: willis _____________________ _ 

Are they smiling? Are they happy? Not happy. What 
are they? They are very, very quiet. 
Child: Very, very quiet. 

4. Getting learners to retell the story 
It was a beautiful party. Yes. Now, who wants to tell 
the whole story? The story of Croc's party. 
Now this story is called The Real Story of the 
Three Little Pigs. And the wolf is telling the story. 
What do you think the wolf is going to say? 
So let's write the story together. How shall we start? 

Children love stories, and love hearing them again 
and again. Even young children seem able to cope 
with quite complex story language in English, 
maybe because they are familiar with story structure 
in their own language. They are also used to not 
understanding everything the first time round, and 
they do not panic like older learners tend to. 

Stories create shared experience and provide con­
textual support for learning new words and phrases, 
as well as for subconscious acquisition of grammar. 
So primary teachers need to be good storytellers, too. 

Teachers Learning Classroom Language 
Simply studying lists of functions and examples, (as 
illustrated above), is unlikely to help teachers make 
great gains in linguistic competence or confidence. 

But such lists are useful as an initial stage in sylla­
bus design; we can use them as checklists to ensure 
overall coverage in a classroom language course. All 
learners need rich exposure to English, and any 
course for teachers must provide exposure to En­
glish in use in a real classroom context, where these 
functions occur naturally again and again. 

Observing good teachers in action is useful, but 
video or audio-recorded extracts of English lessons are 
often more practical because the same lesson extract 
can be replayed and studied as often as is needed. 

Teachers also need opportunities to try out activi­
ties in groups, and they will benefit from recording 
themselves carrying out typical interactions and 
telling or reading stories. Playing back the record­
ings, thinking of ways to improve and enrich their 
language, and then re-recording, provide many 
learning opportunities. 

Trainers Planning Courses 
In any training course, time and cost are the usual 
constraints, so for any group of teachers it is sen­
sible to identify core classroom activities and a small 
bank of stories they could tell in their lessons. They 
can then practice handling and exploiting these in 
English. If trainers use English in the course and 
encourage teachers to speak English too, even dur­
ing practical activities like making visual aids or 
planning and reporting on their activities, this will 
help their fluency and build their confidence. 

The overall goal should be to give teachers the con-

fidence to speak English without being worried about 
making mistakes. The important thing is to use En­
glish fluently and naturally. If teachers can show chil­
dren that English is a normal means of communication, 
like their own language, then after a spell children 
will naturally begin to use it where they can. 

If the teacher's underlying attitude to using En­
glish is positive, and if it is obvious that the teacher 
enjoys speaking it, reading it and playing with it, 
and the teacher encourages and praises pupil's ef­
forts to do the same, then children will develop 
confidence and be motivated to use English. 

Similarly, a positive trainer attitude can work 
wonders for teachers' motivation and confidence 
in extending their own English. This means: 

1. Encouraging teachers to activate and build on 
whatever English they know already, reinforcing 
what they do well, rather than focusing on what 
they don't know. 

2. Taking activities and stories as starting points, 
discussing them in English, exploring alternative 
ways to set them up and implement them in 
class, and then finally looking at the language 
that can be used to do this. 

3. Speaking English and giving teachers experience 
not only of traditional classroom interaction but 
also of narrative, expository talk and spontane­
ous small group interaction. 

Exposure to fluent trainer talk, combined with ex­
tracts from real English lessons, can help promote 
fluent teacher talk in the primary English classroom. 
And this in turn can give young learners the expo­
sure they need to acquire English naturally. 
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Basic Principles and Practice 
in Vocabulary Instruction 
Rob Waring, Notre Dame Seishin University, Okayama 

0 ver my many years of teaching in Japan, I 
have become more and more aware that 
some of the most basic principles of vo­

cabulary teaching and learning have been forgotten 
or ignored. This article will try to refocus attention 
on the basic and most fundamental "common 
sense" aspects of vocabulary teaching and learning. 
Let us start with some of the common sense notions 
about vocabulary teaching and learning. 

-Teaching a word does not mean the students 
learned it. Teaching and learning do not go 
lockstep, hand in hand. It is too easy to forget 
that teaching does not cause learning, and to 
forget that just because students have finished a 
unit, this does not mean they have mastered all 
the words in it. 

-We do not learn a word from one encounter. 
Research tells us that it takes between 5-16 en­
counters (or more) to '!learn" an average word 
(e.g. Nation, 1990, p. 41). 

-There are 2 major stages in word learning. The 
first stage is matching the word's spelling and 
pronunciation (its form) with its meaning. 
When this relationship is acquired, the second 
stage involves the deeper aspects of word knowl­
edge. These may include the words it goes with 
and does not go with, the restrictions on its use, 
whether it is formal or informal, whether it is 
spoken or written, its similarity to other words, 
its shades of meaning, whether it is frequent or 
not, and so on. 

-It is easier to forget a word than remember it. 
Initial word knowledge is very fragile and 
memories of new words that ai:e not met again 
soon, are lost. This is because our brains are de­
signed to forget, not remember. If a student has 
just learned 10 new words, it is normal for most 
of them to be forgotten within a few days, and 
maybe only one or two will be retained in the 
medium or long term. This is called the "Forget­
ting Curve" (See Pimsleur, 1967, for details). 

-Students cannot guess the meaning of an un­
known word from context if the surrounding text 
is too difficult. Hu and Nation (2000) suggest that 
students need to know about 98% or more of the 
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other words in the text (1 new word in 50) before 
successful guessing can take place. At a rate of 1 
new word in 10 the probability of guessing the 
meaning of an unknown word is close to zero. 

-Students do not need to learn every word they 
meet. This is because not all words are equally 
useful. The words students need to master are 
the general service vocabulary, i.e. those which 
are found in almost all texts, including technical 
works. Students who are specializing in one area 
of study should start by learning their general 
service vocabulary first, and later go on to learn 
the specialist vocabulary-usually after 1500 to 
2000 general service words have been learned. 

-Some words are more difficult to learn than 
others. Research suggests that words which are 
more concrete and closer to a known concept, 
or have a similar form in the first language, tend 
to be learned before those which are more ab­
stract and/or are relatively dissimilar from the 
first language. 

-Words live with other words, not in isolation. 
Languages are made up of sets of words that go 
together to make individual meanings such as 
by the way, the day after tomorrow, bus ticket, half 
past three, sunny day, and so on. These are often 
called collocations, or lexical units. 

-Written vocabulary is different from spoken 
vocabulary. Fewer (and often different) words 
are needed for fluent speaking and listening 
than are needed for reading and writing. 

-Students learn best by making sense of their 
own vocabulary and internalizing it. The more 
they work with the words, and the more deeply 
they are processed (i.e. by working with the new 
words in many different ways) it is more likely 
the words will be retained in memory. 

-We do not have enough time to teach every­
thing about a word so students have to become 
independent word learners. 

And now for the $10,000 question. In general, does 
English language teaching reflect these principles? 
The simple answer is no, not very well at all. In a re­
view of how vocabulary is commonly taught, Oxford 
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and Scarcella (1994) among others, have found that: 

-There is very low recycling of vocabulary in 
coursebooks. Most words taught in the text (i.e. 
featured in a vocabulary exercise) are not re­
cycled in later exercises, or even repeated in the 
same book (Schmitt, 2000). 

-Teachers assume the textbook represents the 
syllabus and assume that the textbook has dealt 
with the recycling of the vocabulary adequately. 

-Teachers leave vocabulary learning to students 
and rarely teach vocabulary learning strategies 
and techniques. Dictionary skills especially are 
rarely taught and students are not encouraged to 
keep vocabulary notebooks. 

-Most vocabulary teaching is from the text 
with an emphasis on identifying and teaching 
single words, rather than collocations or lexical 
phrases. 

-Many teachers do not seem to take a system­
atic approach to vocabulary selection. Lessons 
are often prepared just before class, and there is 
no long-term planning. 

-Teachers all too often teach too many words 
at one time. This can not only confuse students 
who get them all mixed up, but also overload 
the students' memory leading to "vocabulary 
graveyards." 

-Rarer words are often favoured over common 
words with the assumption that the "easy" 
words are already known. 

-Students are exposed to the same materials 
and thus have limited exposure to words that 
the teacher does not focus on. 

-For many teachers, word teaching only means 
giving a definition and spelling or pronuncia­
tion, not the deeper aspects of word learning. 

-Vocabulary learning goals are rarely set. 

-Most vocabulary exercises test rather than teach. 

So what does all this imply for language teaching 
and learning? 

First, teachers should carefully select words to 
teach, with special focus on the most frequent and 
useful words as these words carry the most meaning 
senses. Special attention should also be given to 
words that are difficult to learn. Similarly, those 
words which are relatively easy to learn (i.e. those 
for which there are close relatives in the first lan­
guage) should be introduced early to build a start-up 
vocabulary base. Thus an early emphasis on vocabu­
lary growth within language teaching will help kick 
start their learning (Meara, 1995 ). 

Second, as we can all but guarantee that most 

words we teach will be lost to the Forgetting Curve, 
it is therefore essential that the new words are re­
peated soon after the initial learning, and repeated 
at spaced intervals many times and in many con­
texts thereafter to cement them in memory. As our 
textbook s do not seem to consciously recycle im­
portant vocabulary the required 5-16 times, teachers 
have to find ways to ensure there are enough en­
counters. One easy way to achieve both these goals, 
and one that takes little classroom time, is to require 
students to read graded readers out of class or ask 
them to listen to long simplified recordings. (War­
ing, 2000). Another advantage of graded readers is 
that as students will be exposed to massive amounts 
of vocabulary, they can discover new collocations, 
all while improving their reading fluency in an en­
joyable way. 

Third, students should not be faced with material 
that is too difficult because they will not be able to 
guess successfully and easily add new knowledge to 
what they already know. Material that is a little easy 
is beneficial for language learning because the stu­
dents can improve their reading speed and fluency. 
This is because they already know all the words and 
will be able to build their word recognition speed. 

Fourth, by teaching students how to learn vo­
cabulary effectively, and how to use their dictionar­
ies well (see Waring, 2001, for some ideas), they will 
save a lot of time and will ultimately make them 
independent of teachers, dictionaries and textbooks. 

Lastly, vocabulary exercises should focus on deep­
ening and internalizing knowledge of words, not 
only the surface "form-meaning" level, and should 
deal with collocations and multiple-word units, not 
only single words. The type of practice in these ac­
tivities allows the students to notice new words, or 
new features of words they already know, as well as 
giving them chances to internalize them. For ex­
ample, simple gap-fill and matching exercises ma­
nipulate only meaning and/or form, and thus call 
for relatively shallow mental processing. The focus 
should also be on deepening and internalizing the 
knowledge by doing activities at a deeper level. 
Thus, the quality of the mental processing when 
doing the exercise is more important than simple 
quantity. Examples of such exercises appear in Lewis 
(1996). 

Suggested Reading 
Recommended titles for further reading on the basic 
principles underlying vocabulary teaching and 
learning include Lewis, (1993, 1996), Nation (1990, 
2001), and Schmitt (2000). 
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ELT Te~'tbook Rubrics: 
The Nature of the Beast 
Kristofer Bayne, Aston University 

Learners and teachers bring a wide range of 
attitudes, experiences, strategies and styles to 
the EFL classroom. A more concrete and 

widely used item they carry with them is a text­
book. Such texts and the pedagogic materials and 
tasks within rightly receive broad and on-going at­
tention from researchers and teacher trainers (such 
as Allwright, 1981; Cunningsworth, 1984; Dubin & 
Olshtain, 1986; Grant, 1987; Hutchinson & Torres, 
1994; Johnson, 1989; Nunan, 1989; O'Neill, 1982; 
Tomlinson, 1998). The same, however, cannot be 
said for the written instructions, or rubrics, preced­
ing and introducing tasks. 

Breen (1989), Littlejohn (1998), and Ellis (1998) 
acknowledge the rubric in the context of analysing 
and evaluating "task." Outside of this context, those 
who comment on rubrics do so briefly. Among them, 
Chaudron (1988) points out the paradox of rubrics in 
that they are given in the target language and may be 

beyond the learners cultural and linguistic ability. 
This may account for the recognised "interpreter" 
role of the classroom teacher (Gower & Walters, 
1983; Wright, 1987). There is general agreement that 
the clarity, precision and economy is essential, with 
Jolly and Bolitho (1989) suggesting that "efficient and 
effective" rubrics will determine the success, the 
"pedagogical realisation," of the materials. Finally, 
Littlejohn and Windeatt (1989) note that an exami­
nation of the rubrics in a given textbook will reveal 
much about its author's view of language learning. 

This small selection of comments alone raises 
issues that have not been pursued in any significant 
studies. Just for starters we can ask a number of very 
fundamental questions about the various 
participants and their relationship to rubrics: 

-How do material writers construct them? 
-How do publishers present them? 
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-How do teachers use them? 
-How do learners understand and follow them? 

Rubrics are a physical presence in learner textbooks, 
they are the focus of at least one aspect of teacher 
talk in the classroom, and they can play an 
important role in the pedagogical outcomes. These 
and other related issues will be the focus of my 
workshop for JALT 2002. For now, however, I would 
like to outline some important definitions and 
general features of rubrics in the following sections. 

Definitions 
Previously I have defined textbooks generically as 
"all forms of printed EL T instructional materials, 
commercial or non-commercial, bound or loose­
leaf, and whole or part of a textbook" (Bayne 1998). 
Textbooks will include coursebooks, self-access 
materials, supplementary materials and workbooks 
as Tomlinson (1998) defines them and also in-house 
materials such as those described in Gershon (2000). 

Tomlinson describes materials as "anything which 
is used by teachers and learners to facilitate the 
learning of a language" and "anything which is 
deliberately used to increase the learners' knowledge 
and or experience of the language" (1998, p. 2). He 
includes teachers' instructions. I would like to add 
the rubric to the mix. 

The term rnbric (alternatively, written instructions) 
will be used for those directions that in most cases 
precede the learning task. These are predominantly 
written in the target language and directly address the 
learners. Rubrics aim to physically organise the 
classroom and learners for learning purposes via 
specific pedagogic tasks. It is almost a given that the 
author of the materials will include a rubric, 
particularly if it is for consumption beyond the 
author's own classroom. This is also true for 
examples and sample tasks used in teacher 
references (e.g. Grellet, 1981; Hughes, 1989; 
Hutchinson & Waters, 1987; Savignon, 1997) and 
for demonstration-type tasks for teachers such as 
My Share contributions to The Language Teacher. 

I have chosen not to attempt to define task, as my 
issue here is not with the task itself (for details on 
tasks see Nunan, 1989, p. 5-11; Crookes and 
Chaudron, 1991, p. 50-57). Obviously, separating a 
rubric from its task is not a reflection of reality. 
There is always a rubric/task context. I will suggest, 
however, that the rubric itself is a key in the move 
from "task-as-workplan" to "task-in-process" (Breen, 
1989), and as such can have a great bearing on the 
outcome. 

Features of Rubrics 
Rubrics can range from a single-step direction 
(usually in a sequence of related tasks) requiring the 
application of one skill, as in the example: 

EB.LC 

Listen [followed by a short dialogue on tape]. 
(Richards, et al., 1991, p. 82) 

or it can be very explicit, multi-step and multi-skill, 
as in: 

Match the following words on the left-hand side 
with their meanings on the right-hand side. Write 
the correct letter on the line. For clues to the words' 
meanings, review the exercises in Part Three 
[followed by "1-10"/"a-j" lists]. (Kim & Hartmann, 
1990, p. 39) 

In some cases the rubric may also include "append­
ages" such as contextual information and condi­
tions: 

If you were talking to an American and wanted to 
avoid misunderstanding, what would you say in the 
following situations? a) Write it in English, b) Close 
your book and role-play the situation with your 
classmates [followed by a short written description 
of a situation and a cloze dialogue]. (Yoshida, et al., 
2000, p. 36) 

Embedded in the rubric may be questions essential 
to the successful completion of the actual task. 

What do you need to do in order to set up your own 
business? What problems can you anticipate? Work 
in small groups. Make two lists. One example is 
given for each [followed by two titled columns with 
one example each]. (Jamal/ & Wade, 2000, p. 6) 

Examples or models can also be used with or 
without reference: 

Listen to six sentences. How many words are there? 
Draw a circle around your choice. Contractions (for 
example, she's) count as two words [followed by six 
multiple choice questions]. (Jamal/ & Wade, 2000, 
p. 7) 

We can see from the above examples that the 
rubric is written in the imperative addressing the 
learner, usually with a simple sentence structure. 
Rubrics may be visually distinguished from other 
text by various design and layout manipulations 
such as the size, style or type of font, shading or 
white space, numbering or lettering, or the use of 
directional graphics and icons. For listening 
textbooks and audio portions of other skill texts 
the written rubric is usually repeated verbatim on 
the tape or CD. 

In this brief and by no means complete 
description of rubrics we can see that they appear 
in almost any form of printed ELT textbook and 
can include a variety of "directional" information. 
We could surmise from the use of language, 
appearance and appendages that they are intended 
for the learner (but I would like to hint that the 
jury is still out on this point). 
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Considerations 
In preparation for this piece I looked back over the 
past two years of Main and Feature Speaker articles 
in The Language Teacher for guidance and 
inspiration. I found both, but also as I read through 
I was struck time and again by the fact that the 
humble rubric, the simple written instruction, can 
have a bearing, with-varying degrees of relevancy, 
on such a diversity of EL T issues and perspectives. 

Just as rubrics pervade all EL T textbooks so their 
relevance extends beyond their role as simple 
transactional functions in the classroom 
(Widdowson, 1990) or guidance whenever or 
wherever learners use their textbook. Rubrics can be 
seen as a lynch pin between what the materials 
writer and publisher-backed by sound pedagogic 
theory, experience and creativity-intends for their 
task, and what the teacher and learners-through 
their interpretation and application of that intent­
actually do with the task. I would like to suggest 
that on this link also rest relationships with deeper 
issues. I will also ask you to consider the role of 
rubrics as I do-their creation, presentation, 
treatment by teachers, use by learners. 

Given the existence of rubrics and their intended 
audience in learning materials there is a connection 
to course design (Gershon, 2001; Han & Dickey, 
2001; Nunan, 2001; Richards, 2000; Woodward, 
2001), task design (Tomlinson, 2000; Willis, 2000), 
lesson planning (Woodward, 2001) and teaching 
young learners (Krause, 2001). With teachers being 
teachers the written instruction has a relationship 
to teaching styles {Thewlis, 2001) and teacher 
effectiveness (Bums & Candlin, 2001; Jones, 2001). 
Given that teachers deal with learners and rubrics in 
a classroom setting we also have to consider teacher 
motivation (Woodward, 2001) and teacher 
development (Barfield, et al., 2001; Craven, 2000; 
Smith, 2001). Finally, in their role as introductions 
and links to pedagogic tasks rubrics can effect learner 
autonomy (Nguyen & Aoki, 2001; 
Robbins, 2000; Smith, 2001), learner 
motivation (Domyei & Csizar, cited in 
Bums & Candlin, 2001, p. 6) and 
learner involvement (Swan, 2001). 
These issues would, in tum, be related 
to language acquisition (Bums & 
Candlin, 2001). 

I hope I have been able to give you 
a new or different perspective on 
rubrics, or written instructions. I 
think there is something for everybody. (Comments 
on rubrics are invited at <eltrubrics@hotmail.com>) 
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The English We Teach 
Henry Widdowson 

It seems obvious on the face of it that the En­
glish we teach should be the real language that 
occurs naturally in contexts of use. We might 

otherwise be accused of practising a deception, fob­
bing our learners off with a kind of fake. There is, 
however, the (equally obvious) difficulty that we can­
not just reproduce the natural occurrence of user En­
glish in the classroom. It has to be modified in some 
way to make it appropriate for learning. In other 
words, we have to make it into a subject: something 
that has to be constructed into courses of lessons on a 
timetable. English as a subject does not naturally 
occur: it has to be deliberately designed for learning. 

It is English the subject we teach. The question is 
what do we need to take into account when design­
ing it. Grammatically speaking, teach is a transitive 
verb and takes an object. The objects can be of two 
different kinds. Consider the following examples: 

1. She teaches English. (TE) 

1. She teaches students .. (TS) 

When combined, the second of these becomes an 
indirect object, as in 

1. She teaches students English. 

2. She teaches English to students. (TES) 
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We might define our subject TES by reference to the 
direct object, E: English. The direct object, we may 
say, is our objective: what the students are eventu­
ally to attain, and this, we might argue has to be 
something resembling as closely as possible, the 
naturally occurring English of user experience. But 
there are difficulties here. In the first place, whose 
user experience are we talking about? If you learn 
the language of its users, you bid to become a mem­
ber of their community. The user communities of 
English are many and varied, and what makes the 
language a reality for them is the way it keys in con­
textually with culturally specific assumptions and 
values. If learners are to achieve the goal of commu­
nicative competence in real English as appropriately 
used in the contexts of particular native-speaking 
communities, they would need to be made familiar 
with the complex cultural conditions that define 
these contexts. This would be a difficult enough 
task even if we knew what the target communities 
were that learners are bidding to join. Generally 
speaking, we do not. So there seems to be no point 
in trying to specify the goals of the subject in refer­
ence to the use of a particular community of native 
speaking users. This is particularly the case when 
one considers that English is increasingly being used 
as an international lingua franca by people who are 
not native speakers of the language at all, and who 
do not identify with, and owe no allegiance to, the 
cultural norms of its native speaking communities. 

It does not seem to make much sense to rehearse 
students in particular user roles, much of the 
subtlety of which is unteachable anyway. It would 
surely be a more reasonable objective to invest in a 
more general capability in English for students to 
exploit as and the occasion subsequently arises. It is 
this general capability that needs to be defined as 
the goal of the subject to be taught, and this then 
serves as the basis for further learning whereby 
learners themselves adjust to particular cultural con­
ditions of use, and fine-tune the language so that it 
is appropriate to particular contexts of use. 

To specify native speaker use as the content to be 
taught in effect defines objectives in reference only 
to the direct object, English, and in disregard of the 
indirect object, the students. If we consider the 
students, we need to ask what it is reasonable to 
specify as an attainable objective-how the E is to 
be defined as goal, given the particular students we 
are teaching and what they need to be provided 
with at the end of the course as a basic resource 
they can draw on in subsequent learning. For most 
students, I would argue, real English is unrealistic 
English. In defining the relationship between the 
direct object E and the indirect object S, we need to 
consider not only the goal (what we want to get 
students to have learnt at the end of the course) 
but also the process of learning that gets them 

there. In other words, we need to think about the E 
as language that can engage the learner so that 
they can effectively learn from it. 

I have talked about our subject as TES, and have 
argued that in defining the E we have to consider 
what we want the S to achieve. But our subject is 
generally referred to as the teaching of English for 
speakers of other languages, TESOL or teaching En­
glish as a foreign language, EFL. Here we come to 
another crucial factor we need to consider in defin­
ing the English we teach. As a subject, it is not En­
glish to speakers of other languages (E_SOL) but 
English for speakers of other languages (ESOL). This 
formulation implies that what is to be taught is not 
English as it actually occurs in native speaker use, 
but English as expressly designed for those who do 
not speak it. Or, to take the other abbreviation, EFL, 
the subject is not just the E in isolation. What is 
taught is not English as such, but English as a for­
eign language. 

We have two quite different realities here. What 
makes English real for its native users is its familiarity, 
but the most obvious reality for learners is that it is 
unfamiliar, foreign, alien indeed. The most obvious 
thing that the subject has to be designed to do is to 
somehow make the language less foreign. This means 
that the way the language is presented and the way 
language activities are designed in class have to meet 
two essential conditions. Firstly, it has to motivate 
the students, capture their interest, make them feel 
that here is something which, though new and 
strange, they can make meaningful as having a pur­
pose of some kind. In other words, the language has 
to engage them so that they can make it real for 
themselves. This does not mean that it should corre­
spond with how language is used as authentic com­
munication in the real world. On the contrary, an 
attempt to replicate this user reality is likely only to 
make the language more alien. The reality we need to 
be concerned with is that which keys into the stu­
dents' world and can be created in the classroom. 
This first condition seeks to make the cultural for­
eignness of English less threatening, allows the stu­
dents to take to, play with it, appropriate it on their 
own terms. The second condition reduces the linguis­
tic foreignness by getting the students to take control 
of it through learning, by getting them to notice how 
it works, how its forms can be manipulated. 

These conditions do not naturally occur in class. 
They have to be specially contrived. That, I think, 
is what language pedagogy is all about. It is about 
artifice, the designing of English as a subject, for 
speakers of other languages, as a foreign language. 
And we should note that English is foreign in very 
different ways depending on who the students are, 
their socio-cultural assumptions and values, the 
other language or languages they speak, and so on. 
It is worth making the point, obvious though it 
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may be, that you can only define the foreignness of 
a language by reference to a language, or lan­
guages, which are familiar. It follows that in defin­
ing ESOL or EFL at least one other language is 
implicated. If you separate the E from the SOL or 
the FL, then you can maintain the illusion that the 
subject is a monolingual one, only concerned•with 
English. But if you integrate the E with the SOL or 
the FL, then it becomes clear that the subject is in 
certain respects bound to be a bilingual one, and to 
the extent to which foreignness is also a cultural 
phenomenon, a bicultural one as well. What this 
means in the present case is that in defining En­
glish as a subject in Japan, Japanese language and 
culture are also bound to be implicated and need to 
be incorporated into the design of instruction. 
What this means, indeed, is that we should not 
think in terms of the English we teach in general, 

but of the English you teach here in Japan: a for­
eign language subject which has to be designed so 
as to be locally appropriate to the contexts of Japa­
nese classrooms. 

Henry Widdowson is Professor Emeritus, Univer­
sity of London, and Honorary Professor, University 
of Vienna. His publications include Practical 
Stylistics, Aspects of Language Teaching and Teaching 
Language as Communication, all published by Oxford 
University Press. Professor Widdowson sits on the 
Board of Management of the EL T f oumal and, 
among other projects, he is the general editor of the 
Oxford Introductions to Language Study. The OILS se­
ries is designed to provide brief, clear introductions 
to the main disciplinary areas of language study, 
such as, Linguistics, Pragmatics, Psycholinguistics, 
Language Testing, and Language and Culture. 

Developing a Reflective 
Practice through Disciplined 
Collaboration 
Kathleen Graves, School for International Training 

A my Powell is a new ESL teacher in a public 
middle school in Boston, Massachusetts. In 
an effort to improve her teaching, she joined 

the professional development subcommittee in her 
school. Once a month they meet with the principal 
to discuss how to structure the monthly profes­
sional development session in which all teachers are 
contractually obligated to participate. The idea of 
the sessions is simple: A topic is chosen and teachers 
discuss and present their experience with the topic. 
On the surface, this approach sounds promising, but 
Amy's experience shows otherwise. Rather than giv­
ing teachers a chance to talk openly about their 

work and to explore their practice, "they often turn 
into teacher showcases of best practices" (Powell, 
2002). That is, teachers present what they do well 
and their fellow teachers congratulate them for 
work well done. Some readers may be thinking, 
"This doesn't sound like a problem, we can all learn 
from the successes of others." True, but not if suc­
cess is worn like an armor. If we are interested in 
changing practice, not in protecting it, we need, 
paradoxically, to be able to show the chinks in the 
armor. To further extend the metaphor, we want to 
shed the armor so that we can be more flexible in 
our practice and responsive to our students. 
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What do reflective practice and collaboration 
have to do with Amy's experience in her monthly 
professional development group? She explains her 
feelings this way: "These sessions are not safe places 
to get humble and elicit feedback. As a new teacher, 
how else am I supposed to learn how to improve my 
practice? When will it be acceptable to admit that 
no one, not even the most respected of veteran 
teachers, has all the answers?" (Powell, 2002). Amy 
has a different vision for these professional develop­
ment sessions, one in which she can articulate prob­
lems and puzzles, and in which she can learn from 
the experience of others as it is brought to bear on 
her particular situation. Amy is already a reflective 
practitioner. What she is seeking is a community 
with whom to exercise and develop her reflectivity. 

Reflection is one of the most powerful tools teach­
ers can use to explore, understand, and redirect 
their practice. Reflection is about learning to see and 
to understand what is seen. It is not simply being 
able to identify problems and frame solutions, al­
though both are crucial. The father of reflection, 
John Dewey, defined reflective action as "that 
which involves active, persistent, and careful con­
sideration of any belief or practice in light of the 
reasons that support it and the further conse­
quences to which it leads" (Zeichner & Liston, 1996, 
p. 9). For Dewey, the purpose of reflection was to 
transform experience through observation and in­
terpretation into reasoned, purposeful action. This 
transformative process is captured in the four stages 
of the Experiential Learning Model, adapted by 
David Kolb from the work of Kurt Lewin: concrete 
experience, reflective observation, abstract 
conceptualization, and active experimentation 
(Kolb, 1984). Despite good intentions, teachers can 
undermine the development of a reflective practice 
in two ways. One is to undertake reflection without 
action-to hold up the mirror, acknowledge what is 
there and how one feels about it, but go no further 
(Stanley, 1998). Another is to view the process as 
one of seeking solutions rather than as one of effect­
ing change, that is, to seek solutions without having 
explored the wider issues and underlying beliefs 
that are at the root of the perceived problems. 
When teachers are able to explore the root issues 
and beliefs, a shift occurs in their understanding 
and a wider range of effective, intelligent actions 
becomes possible. 

Colleagues can play a critical role in helping 
teachers gain a wider and deeper perspective on 
their practice by asking questions and by providing 
alternative interpretations and courses of action. 
The Teacher Knowledge Project at the School for 
International Training (<www.sit.edu/tkp>) has de­
veloped an approach to reflective practice that de­
pends on disciplined collaboration. The aim of the 
project is for teachers to develop and use their 

(~";'""\ 

Take Intelligent Action Describe 

\___An,lyre~ 

Figure 1: The Reflective Cycle used in the 
collaborative inquiry process 

knowledge to improve student learning. Groups of 
teachers, usually from different schools, participate 
in seminars over a period of six to twelve months. 
In the seminars, teachers are guided by two co-facili­
tators through the four stages of the reflective cycle 
outlined in Figure 1. This way of using the cycle,1 
which I will describe below, was developed by Carol 
Rodgers based on her research on John Dewey's 
work (Rodgers, in press). It enables teachers to ex­
amine issues in their teaching and move to what 
Dewey called intelligent action. One facilitator is 
from a school context, the other from a university 
context, in order to model a diversity of perspec­
tives and the dialogic nature of the inquiry process. 

The process itself is simple, but the results are infi­
nitely rich and complex, as I discovered when I co­
facilitated an eight-month seminar with an 
experienced teacher from a local elementary school. 
At each monthly session, two of the participant 
teachers presented what we called a case study. Each 
teacher chose some puzzling or problematic aspect of 
her practice to focus on. This is the eJ1perience at the 
top of Figure 1. For example, one teacher was con­
cerned with whether all her students were able to 
participate in group activities; another teacher was 
concerned about whether she taught enough. Another 
teacher was concerned about a student who didn't 
seem to fit in with the others in her class. The second 
stage, describe started when the teacher described to 
the group a slice of her practice that captured the is­
sue. The teacher's spoken description was supple­
mented by a video-clip of her class, a written 
narrative describing the situation, or samples of stu­
dent work. The teacher who was concerned about 
participation showed us video clips of students doing 
different activities within one class period. The 
teacher who was concerned about a misfit student 
showed us samples of her student's work as well as a 
video clip of her class. The group then helped the 
teacher flesh out the description to be as thorough as 
possible and to keep it focused on student learning. 
Some of the questions the group asked, the teacher 
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could readily answer, but some of the questions were 
ones she hadn't thought about before. For example, 
the teacher who was concerned about student partici­
pation in group activities was asked about what stu­
dents did when she lectured, since the lecture 
material was often the basis for the small group work. 
The group helped the teacher to build a fresher, 
fuller, more complete picture than the one she was 
used to seeing through her own eyes. 

The third stage, analyze, is the interpretation stage. 
The teacher and other participants generated as many 
explanations and interpretations of the situation as 
possible. The variety in our backgrounds and exper­
tise played an important role here since multiple in­
terpretations were possible. In this stage it was also 
not uncommon for us to use terms and concepts 
from seminar readings as explanatory tools. The 
group did not suggest solutions or give tips for dealing 
with the issue, but rather proposed multiple perspec­
tives on the issue, based on the teacher's description. 
The teacher, with the help of the group, explored the 
various interpretations, and identified the one(s) that 
made the most sense at that time. 

In the final stage, based on the chosen 
interpretation(s), the teacher and the other partici­
pants proposed intelligent actions to address the is­
sue. Sometimes the intelligent action was a change 
in the teacher's attitude toward the situation, rather 
than a discernible change in procedure. The teacher 
chose the ones that made sense to her. Back in the 
classroom, she tried out these actions. These actions 
in turn often suggested new questions or issues, and 
the cycle began again, albeit individually. 

Like the elegant lines of beautiful calligraphy, the 
simplicity of the process belies the discipline re­
quired to do it successfully. In the seminars, as soon 
as a teacher started to describe her situation, we all 
wanted to jump to the solution. The separation of 
the stages is a key component of the discipline. As 
co-facilitators, one of our important functions was 
to keep the group focused on each stage long 
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enough first to reveal a multifaceted picture, then to 
provide a variety of perspectives so that when we 
did get to the solutions they were grounded, 
thoughtful, and feasible. This process stands in stark 
contrast to the one Amy has experienced in her 
monthly meetings. And yet, our experience in the 
Teacher Knowledge Project shows that it is a process 
that could easily be implemented at her school. 
Lasting educational renewal depends, ultimately, on 
changes in the classroom. Successful change in the 
classroom in turn depends on the understanding 
and skill of the most powerful figure, the teacher. 
The development of a reflective practice through 
disciplined collaboration enables the teacher to 
make thoughtful and lasting changes that can have 
a positive impact on student learning. 
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Notes 
1 This version of the cycle is the one that my co-facilitator, 

David Holzapfel, and I gave to our seminar participants. 
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School for International Training in Brattleboro, 
Vermont, where she teaches courses in linguistics, 
methodology and curriculum design. She is the edi­
tor/author of two books on course design, Teachers 
as Course Developers and Designing Language Courses: 
A Guide for Teachers, and is editor of TESOL's new 
series on curriculum design. • 
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Developing Visual Literacy 
for the 21st Century 
Terry Royce, Teachers College Columbia University 

I n the traditional L1 and L2 classroom, the fo-
cus has always been on language as the pri-
mary medium of communication. We speak to 

the students, they listen to us, they respond to our 
speech and we respond to theirs, they read what we 
give them to read, and they write (usually) about 
the subject matter that we have presented to them. 
Both L1 and L2 teachers have always been aware 
that in the classroom there are other ways (or 
modes) of communicating meaning, whether that 
be a content focus for a specific subject area, or a 
communication focus for the L2 teacher. For the L2 
teacher specifically, the emphasis has always been 
on developing students' language (linguistic) com­
petency, something that has usually been framed in 
terms of developing their communicative competence. 
Most language teachers would currently not take 
issue with that representation, since developing 
communicative competency is exactly what they are 
in the language classroom for-to facilitate their 
students' success in communicating in a foreign or 
second language. 

This language-focused approach is currently un­
der increasing pressure, however. The communica­
tive methodologies and technologies deployed in 
the 20th century are now undergoing rapid and far­
reaching changes, and many of the new forms of 
multimedia and electronic information sources are 
beginning to represent great and significant chal­
lenges to ways that communication is carried out in 
the classroom. The growth of newer forms of visual 
means of communication in the emerging 21st cen­
tury culture of information-technology, and their 
increasing impact in the language classroom and in 
wider contexts is presenting new challenges to the 
thinking teacher. This cannot be ignored-virtually 
every conference, every new release of teaching ma­
terials (page-based or multimedia), and virtually 
every graduate teacher-training course is dealing in 
some way with the expansion of new technologies 
in teaching and learning, technologies which in-

creasingly use language in combination with other 
ways of meaning-making. Yet, these technology or 
computer-based communication technologies are 
not necessarily replacing the traditional forms and 
formats (as in our page-based textbooks), but should 
be seen as complementing the existing teaching/ 
learning resources. 

The growth of these so-called new communica­
tion technologies in the worldwide web, in com­
puter-assisted language learning software, and in 
distance learning technologies, is also placing in­
creasing pressure on teachers. Many teachers want 
to work with or exploit these changes, but have 
little idea of where to start, or know how to trans­
late these changes into effective classroom method­
ologies. When referring to communicative 
competence, teachers usually talk in terms of the 
four language skills. However, if they are to include 
new technologies in their classrooms, the concept 
of communicative competence needs to be re-con­
ceptualized. One way to talk of communicative 
competence is in terms of multiple competencies or 
even multiliteracies (Unsworth, 2001). The use of 
competencies here is deliberate, since while compe­
tency in spoken and written language is something 
that all teachers aim for in their classes, there are 
also other competencies to consider, not in isola­
tion, but in combination with the primary linguistic 
competency. Communication needs to be viewed in 
multimodal terms. The view taken here is not only 
that each mode of communication (linguistic, vi­
sual, and even movement and musical) can produce 
a certain set of meanings, but that different modes 
of meaning may be working in combination to pro­
duce a complex set of meanings (Royce, 1999b). 

There is thus an emerging view of communicative 
competency in terms of a "plurality of literacies" 
(Unsworth, 2001), which takes into account the 
ways that meanings are projected in these new mo­
dalities. Unsworth suggests that if language teachers 
are to meet the current communicative needs of 
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their students, they need to be aware of how these 
multiple meaning-making resources are formed, the 
ways they can be interpreted, and the kinds of 
metalanguage which can be used to develop teach­
ing methods. These multiple meaning making re­
sources include not only the newer computer-based 
modes, but also the traditional or conventional for­
mats and the ways that they are evolving. 

One especially important form of literacy is that of 
visual literacy, as many visual forms (images, dia­
grams, graphs, schematic drawings, etc.) are increas­
ingly being utilized in conventional classroom texts 
as well as in the new forms of technology. Language 
teachers now need to become more aware of their 
students' visual literacy needs, and they need to de­
velop methodologies to take advantage of the new 
Internet, software, and distance-learning technologies 
developed, as well as the more conventional commu­
nication forms such as page-based textbooks. 

To do this teachers need to take a fresh look at the 
role of visual forms of communication in language 
classrooms, and this is exactly what our workshop 
in JALT 2002 aims to do. Language teachers have 
always been aware of the possibility of using visual 
means of communication as an adjunct to their 
teaching, but it is now time to focus on just how 
they can engage with multimodal resources. In par­
ticular, we can make a start here by looking at page­
based multimodal resources. Once we have a means 
of talking about visuals and how they realize various 
meanings, we can then start to consider the verbal 
(written) aspect that may occur in combination 
with images. Obviously, the various kinds of images 
in combination with the writing are not placed on 
the pages at random, but are placed there for vari­
ous semantic purposes by the authors and graphic 
designers (Royce, 1999a, 1999b). Language teachers 
need to unpack just what these meanings are and 
how both visual and written modes can work in 
combination. 

One of the first ways to do this is to consider the 
various visual forms of representation and to clarify 
the kinds of meanings they are encoding. By adopt­
ing a questioning approach, almost any image type 
can be analyzed in terms of what it presents, or its 
subject matter. A visual can also be considered in 
terms of who it is being presented to (the expected 
target audience), how the audience is being ad­
dressed (asked questions, given information, etc.), 
and whether there are relations of power or inclu­
sion/exclusion being expressed. A visual can also be 
considered in terms of how it is presenting its mes­
sages, or in terms of its composition or layout 
(Halliday & Hasan, 1976; O'Toole, 1994; Royce, 
2000, in press). The important questions addressed 
in this workshop will focus on visuals in terms of 
the following questions, which focus on the subject 
matter of the visual: 

1. Identification: who or what are the represented 
participants (actors, living or non-living), or who 
or what is in the visual frame? 

2. Activity: what is happening, or what action is 
taking place between the actor(s) and the 
recipient(s) or object(s) of that action? 

3. Circumstances: what are the elements that are 
concerned with the setting, are about partici­
pants not involved with the action, or are con­
cerned with elements used by the actors? 

4. Attributes: what are the qualities and characteris-
tics of the participants? 

The kind of approach adopted in our JALT 2002 
workshop can do two things for the participants. 
First, it can provide a metalanguage for describing 
just what meanings are being visually represented. 
Second, this metalanguage can then be used by 
teachers to develop activities to help students ex­
tract just what the visuals are trying to say to them, 
to perhaps relate these visual messages to any ac­
companying written text, and to then use them to 
contribute to developing students' overall 
multiliteracy skills. Some of the most important 
areas here may involve their reading development, 
as in the enhancement of their reading readiness 
skills, an increase in and consolidation of vocabu­
lary knowledge, and the improvement of compre­
hension with narrative genres (thus improving 
students' understanding of a plot). The students' 
writing development can be enhanced (especially in 
the area of narrative writing), as well as their speak­
ing and listening skills (ample opportunities can be 
provided for students to converse with the teacher 
and peers). This approach can also be used for 
evaluating speaking skills in an assessment context. 
So, one of the central outcomes for this workshop 
will be for participants, as a result of the activities, 
to discover how a single image, even in isolation 
from any accompanying verbal text, can be a rich 
source of meanings which can be used for educa­
tional purposes. 
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Collaborating with Learners 
In and Out of the Classroom 
Michael Rost, Pearson Education Japan 

A s with many language teachers, it took me a 
Jong time to make sense of the concepts of 
learning strategies and learning styles, and to 

understand the direct impact of these concepts on 
my teaching. At first, I thought of these ideas as rel­
evant only to researchers interested in describing 
language acquisition and not to teachers who have 
the daily concerns of planning classes, motivating 
and interacting with their students. In graduate 
school, I was required to read and analyze the "good 
learner studies" (e.g. Rubin, 1975). Try as I might, I 
didn't really appreciate how knowing "what success­
ful learners do" would directly help me in my teach­
ing since I believed that good learners would result 
from good teaching: my lesson planning, my activi­
ties, my teaching skill. I wanted to learn how to be a 
better teacher, not just a better observer. 

A quantum leap in my thinking occurred when I 
encountered the idea of "collaboration" in language 
teaching. This seemed to encompass the concepts of 
learning styles and strategies in that collaboration 
suggested a two-way exchange between me and my 
students. For the first time, it made sense to me to 
begin combining the themes from the early coop­
erative learning research in L1 education (e.g. 
Kagan, 1985; Slavin, 1980) with the themes of the 
learning strategy research in LZ education (e.g. 
Dickinson, 1987; Benson & Voller, 1997). 

The L1 research, based on classroom observations 
and reports from participants, consistently showed 
that increasing the involvement of learners (in in­
teractions with each other, in controlling and evalu­
ating learning activities) enhanced not only student 
academic achievement, but also developed better 
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long-term learning attitudes and relationships with 
other students. {In these L1 contexts, the relation­
ships were often among students of different cul­
tural and ethnic backgrounds.) Much of the L2 
research on learning strategies, which has become 
inexorably linked to the notion of autonomous 
learning, consistently reported that self-directed 
activities (such as use of computer labs or self-access 
reader centers), in addition to classroom studies, 
nearly always lead to faster gains in proficiency and 
marked increases in self-confidence and motivation. 
Although these were not surprising findings, these 
pleasant by-products alone seemed very powerful 
supports for employing the idea of "collaboration" 
in language learning. The decisive factor for me in 
wanting to incorporate collaboration into my own 
teaching was, however, that one of the consistent 
benefits of this approach is teacher satisfaction. 
Nothing like a formula for preventing burnout to 
increase a language teacher's interest in a different 
approach! 

So this much seems obvious: If there is evidence 
that increasing student-teacher collaboration leads 
to greater learner achievement and teacher satisfac­
tion, it makes sense to look at potent ways of incor­
porating collaboration into our teaching. We need 
to understand and to influence the ways that our 
students learn both in class and outside of class. 
Effective collaboration with students then involves 
both "inner" and "outer" aspects: (a) ways in which 
teachers and students make decisions about what to 
do inside the classroom, and (b) ways in which the 
teacher and students communicate about what the 
students can and will do outside of the classroom to 
promote their own learning. 

There are three fundamental approaches to imple­
menting-or even just experimenting with-this 
kind of collaboration: 

1. Resource-based approaches: Learners are pre­
sented with options for utilizing pre-selected 
materials (such as graded readers and videotapes 
of television shows) and technologies (such as 
computers and video players), and take responsi­
bility for completing some assignments outside 
of class meeting time. The most effective re­
source-based approaches involve pre-selection of 
high interest, relevant materials, and preparation 
of motivating tasks for each set of materials. Also 
the most successful approaches involve some 
conscious integration of out-of-class learning 
with in-class learning (Benson, 2001). 

2. Learner-based approaches: Learners are presented 
with ongoing, direct instruction in learning 
strategies (choices for approaching learning 
tasks) and communication strategies (choices for 
interacting with people in the target language), 
and are asked to identify the strategies that seem 
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to work best for them. In this approach, learners 
are expected to see how strategy use influences 
their learning inside the classroom (e.g. by 
monitoring how many questions they ask during 
an activity) and outside the classroom (e.g. by 
choosing between two accompanying tasks on a 
home-study assignment). The most successful 
approaches typically involve keeping of learning 
journals (with some ongoing teacher feedback 
on the content). Another predictor of success in 
this approach is the students having access to 
audio or video of themselves in classroom activi­
ties, so that they can review what they have 
done in particular tasks (Cotteral, 1999). 

3. Curriculum-based approaches: Learners are given 
a great deal of control over the processes in the 
classroom, such as through a dominant use of 
group projects (e.g. student pairs research related 
topics, such as a favorite childhood story or 
game, and prepare an original IS-minute slide 
presentation) and surveys outside of class. This 
kind of approach entails the learners taking 
more responsibility for the class content (while 
the teacher guides language development), and 
performing most of the activities during class 
time with the teacher assuming a facilitator-feed­
back provider role (Gardner & Miller, 1999). 

These are just the basic frameworks for including 
collaboration into our teaching. We can choose and 
combine as best fits our situation and comfort-level. 
As with any change in our teaching practice, it's 
important to remember that the purpose of collabo­
ration is not simply for the sake of form or fash­
ion-that is, not simply because collaborative 
learning looks better or feels more modern. The pur­
pose is to create the optimal conditions for learning. 
Of course, as teachers, once we do establish the best 
conditions, we still have to utilize our knowledge of 
the target language and language acquisition pro­
cesses, and our skills in selection of materials, task 
design and feedback in order to be truly effective • 
teachers. But a lot of our success does depend on 
creating the right conditions for learning. 

The downside to attempting to use collaboration is 
that there are several obstacles, any one of which 
can break our will to continue. First is the culture 
factor. Having worked in classrooms f.rom Togo to 
Thailand, I know there are cultural obstacles to pro­
moting collaborative learning in virtually any con­
text. It always seems easier to go along with the 
dominant cultural style of education, which nearly 
always translates to.some form of teacher-led in­
struction, emphasizing the teacher's responsibilities 
for impressing, entertaining, inspiring, illuminating, 
and supervising students. We almost always have to 
find some way to adjust our expectations about how 
much can be achieved, how fast, and how much 
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support we need to offer students as they try new 
ways of learning. Even as we address cultural ob­
stacles, we will encounter other practical impedi­
ments: difficulties in identifying out-of-class 
language learning opportunities in EFL settings, dif­
ficulties in providing focused feedback to students 
on how well they are succeeding in out-of-class en­
deavors, difficulties in linking out-of-class learning 
with in-class learning. Though any of these impedi­
ments can frustrate us, when we are aware of the 
likely obstacles in advance, we have a better chance 
of dealing with them. 

The upside to attempting to use collaboration is 
that we can find numerous success stories to moti­
vate us to keep trying. In Japan, I have worked with 
both native and nonnative speaker English teachers 
who report amazing successes with collaborative 
learning ideas: project-based curriculums, self-access 
media centers, online chat rooms, live chat rooms, 
English telephone study groups, hobby clubs, learn­
ing journals, student-published newsletters, and 
hybrid internet/classroom courses. Indeed, it is 
through working with teachers like these that I be­
gin to understand the possibilities and the promises 
of collaborative learning. 
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Combining Multimedia and 
Classroom Activities 
Lance Knowles, Dyned 

The relationship between multimedia, e­
learning, and traditional, classroom-based 
language education continues to evolve. 

Teachers and administrators, in many cases not fa­
miliar with technology, are faced with a rapidly 
changing teaching environment for which their 
previous training has not prepared them. Setting 
realistic expectations and selecting the most suitable 
multimedia courses to meet those expectations is 
certainly a major challenge. 

As an illustration of the problems teachers fre­
quently encounter when trying to decide which 
program to use, let's examine three often-asked 
questions: 

1. How many hours does it take for a student to 
make measurable progress? 

2. How many hours does it take for a student to 
complete a multimedia course? 

3. Is multimedia effective? 

In fact, these questions are anything but straightfor­
ward. The questions themselves often say more 
about the inexperience and unrealistic expectations 
of those asking them than anything else, unless of 
course there is an expectation that the answers 
won't be simple. 

Before addressing them, it's important to know 
what assumptions about language learning are at 
the core of a program. In our case, for example, we 
assume that language learning involves skill acquisi­
tion. As such, it involves many variables. To one of 
our business partners in India, when asked by them 
to make predictions about language learning success 
in a proposed 60-hour intensive course, we made 
the point that the manufacturing of machine parts 
(which is their core business) is much simpler to 
predict and quantify than running a language train­
ing program and predicting individual student out­
comes, especially for short courses. 

For expectations and results to be realistic, it was 
essential to point out that the business model for a 

language-training program must be different from 
the business model they are used to because the 
end-products (people with increased English lan­
guage skills) are fundamentally different than ma­
chine parts. 

Machine parts have definite, easily measured di­
mensions, whereas differences among learners, 
their teachers, and the environment outside the 
classroom are vast. The predicted outcome for an 
individual student will therefore have wide vari­
ability. Experienced teachers know this. They see it 
in their students term after term. Business people, 
however, are often uncomfortable with this vari­
ability and seek ways to remove it, for example, by 
trying to minimize the classroom and teacher com­
ponents. Hence their frustration with education: It 
continues to defy their wishes for simplicity and 
quick solutions. 

Human beings, of course, are anything but 
simple. Look at the differences in how students 
learn to play a musical instrument. One student will 
take a month to learn an etude. Another student 
will finish it in a week. It's the same piece, but it 
takes a different amount of time to finish. And once 
the piece is finished, good students will continue to 
review it until they can play it with ease. Such is the 
nature of skill acquisition. 

What we can say is that the acquisition of a skill 
requires practice and that an appropriate learning 
path will make that practice more effective. The fre­
quency and quality of the practice is crucial, as well 
as individual aptitude and motivation, which can be 
greatly enhanced by the group dynamics of a class 
and the coaching of a caring, thoughtful teacher. 

Another key element is the design of the train­
ing program itself, and whether there is a devel­
opmental sequence in the program that works in 
concert with how the brain acquires the skill. A 
well-designed program should consider, for ex­
ample, which elements of the language are pri­
marily rule-based, which elements involve 
memorization, and the nature of short-term 
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memory and learning styles, which vary from 
student to student. 

The answer to Question 1, therefore, is: "It de­
pends." 

The total number of hours required to make the 
desired gain in language proficiency varies from 
student to student. In addition, a group of students 
who study once or twice a week for an hour or two 
will require many more hours to attain the same 
degree of proficiency gain as a group of similar stu­
dents who study for four or five hours a week in 
appropriately spaced intervals. Frequency of study 
and quality of study are significant variables in re­
ducing the total study time required to move from 
one level to another. 

In general, however, a period of at least one hun­
dred hours of study seems to be the minimum time 
required to show appreciable, measurable gains in 
most measures of language proficiency. For students 
at a higher language level, the time requirements 
are even greater as experience in total immersion 
programs has shown. Even a two-hundred hour 
course, four to six hours per day, may show only 
minimal gains in proficiency for some intermediate 
level students often because of the nature of profi­
ciency tests and the statistical errors inherent 
within. If this is true, what sense does it make to use 
"proficiency" tests such as the TOEIC to evaluate 
individual student progress in a fifty-hour course? 

For a large enough sample, proficiency test results 
may show average gains that can be useful for 
course administrators since individual errors will 
largely cancel out, but individual results invariably 
suffer from the conflict between the amount of real 
gain and the error in the test itself. What is not in 
doubt is that a student who makes substantial 
progress (as seen by teachers and in class perfor­
mance) in a short program may show little or no 
gain in their test score. So-called "proficiency test" 
results, therefore, need to be handled in a respon­
sible manner. 

In most programs, the most appropriate tests will 
be those that measure how well the material within 
the program has been learned. Success with a series 
of these "achievement" or "mastery" tests may or 
may not translate into proficiency gains over a 
long period of time. This will depend on how well 
the syllabus has been designed and implemented, 
and whether the goal has been to build proficiency 
or something else, such as to pass an entrance ex­
amination. 

As for Question 2-"How many hours does it take 
for a student to complete a multimedia course?"­
many of the same factors apply as for Question 1. In 
addition, we must also consider what other materi­
als or activities (classroom or other) are used in con­
junction with the course being assessed. For 
example, two courses used in parallel may result in 

EfilC 

considerable timesavings and efficiency because 
each course may contribute valuable elements to 
the othe_r. For example, unless the teaching se­
quences are exactly the same, students may benefit 
because each course introduces and reviews key 
points in the syllabus at slightly different times, and 
therefore cuts down on the amount of time required 
for these kinds of activities if each course were used 
alone. In this way, 1 + 1 = 3. 

To cite an example of two courses that work well 
together, consider the classic story-based course, The 
Lost Secret. Used in parallel with a conceptually 
based course like New Dynamic English, students 
benefit by both the variety and contrast in the ma­
terials themselves and the fact that the syllabus in 
each course complements the other. The key verb 
structures, for example, follow an almost identical 
path, though in different contexts, which adds both 
interest and exposure time. 

So again, the answer to Question 2 is: "It de­
pends." A well-designed course may take anywhere 
from 60 to 100 hours to complete-not the clear 
answer a salesperson would want to put in an ad­
vertisement. On this point, the language teaching 
profession must decide whether it prefers to have 
simple, on-the-box answers or honest answers that 
require some degree of experience and judgement 
to appreciate the complexities we face in language 
education. 

The third question is an especially interesting 
one since if we were to rephrase it as "Are text­
books effective?" it becomes clear just how absurd 
the question is. Just as some textbooks are well de­
signed and effective, others are a jumble of phrases, 
idioms and poorly designed dialogs that give stu­
dents very little except frustration. We cannot, 
therefore, lump all textbooks into the same cat­
egory. Differences matter. 

Despite this, there are articles and studies that 
explore the broad category of multimedia effective­
ness. Though many of them conclude in favor of 
multimedia courses, including some of the courses I 
have designed, the design of and small numbers 
involved in the studies mean that the results have 
potentially large errors which can easily mislead or 
even result in wrong conclusions. To require such 
questionable data when evaluating a set of materi­
als, therefore, may not be any more effective than 
looking at the material, and having well qualified, 
experienced instructors judge whether or not they 
think it makes sense. The real test doesn't come un­
til the teachers begin to use the program and are 
provided with the training and support necessary to 
ensure that the program can work the way it was 
designed. This takes time-something that nobody 
wants to hear. 

In the training programs that I have run, we look 
at the·variables mentioned above, such as frequency 
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4 Waves of the Future~~,:.-----------

A Wave from the Past to 'Waves of the Future" 

I'm writing this at the end of March for publication in July for a conference in November. As such, this can only be a 
wave of the hand, saying "come on over." Because, though the JALT2002 conference will not be as massive as previous 
conferences, it will be bringing some very unique perspectives and ideas. 

When we chose "Waves of the Future," we didn't have any particular points in mind However, with the people who will be 
coming to the conference, some important "waves" have emerged and I believe that everyone who attends the conference will 
find themselves dealing with ideas that will hold our attention for the foreseeable future. 

Our two main speakers are William Grabe and Jane Willis. William Grabe has a deserved reputation as one of the most 
important researchers in second language reading and as language education is shifted to younger ages, understanding the 
process of reading will become more and more important for those in secondary and tertiary education. Jane Willis is one 
of those people who always seems to be in the right place at the right time, and this conference is no exception. Jane's earlier 
work in task based learning has been an inspiration for many, and Jane has turned to teacher training for primary school 
teachers, a field that continues to grow in leaps and bounds. 

The 8 featured speaker workshops cover a wide range of topics and feature, from the big picture view (Henry Widdowson's 
"Creativity and Conformity in English Teaching," sponsored by Oxford University Press) to the nuts and bolts (Kristofer 
Bayne's "Written Instructions in ELT Materials," sponsored by Aston University and Rob Waring's "Principles and Practice 
in Vocabulary Instruction," sponsored by Oxford University Press), from dealing with children (Curtis Kelly's "Theories 
and Principles of Teaching Children," sponsored by Cambridge University Press) to dealing with adults (Terry Royce's 
"Developing Visual Literacy for the 21st Century," sponsored by Teachers College Columbia University), from preparing 
teachers (Kathleen Graves' "Developing a reflective practice through disciplined collaboration" co-sponsored by Thomson 
Learning and the School for International Training) and students (Michael Rost's "Collaborating: Learning Outside of Class" 
sponsored by Pearson Education Japan) to dealing with cutting edge technology (Lance Knowles' "Combining Multimedia 
and classroom activities," sponsored by Dyned Japan), and I urge you to sign up early, because I think that the places will 
disappear fast! 

A number of other things are being planned, making this conference an exciting one to plan. I look forward to seeing you 
there. 

Joseph Tomei 
Conference Program Chair 
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JALT2002 Key Point Guide 

Friday, November 22, 2002 
On-Site Registration: 5:00 to 7:00 p.m. 

1:00-4:00 Afternoon Workshops 

A) Terry Royce, Teachers College Columbia University 
Developing Visual Literacy for the 21st Century 

BJ Rob Waring, Oxford University Press 
Principles and Practice in Vocabulary Instruction 

CJ Kristofer Bayne, Aston University 
Written Instructions in ELT Materials 

OJ Henry Widdowson, OxfOrd University Press 
Creativity and Conformity in English Teaching 

5:00-8:00 Evening WorlcShops 

E) Michael Rost, Pearson Education Japan 
Collaborating: Leaming Outside of Class 

F) Lance Knowles, OynEd Japan 
Combining Multimedia and Classroom Activities 

G) Curtis Kelly, cambridge University Press 
Theories and Principles of Teaching Children 

HJ Kathleen Graves, Thomson Learning a School for International Training 
Developing a Reflective Practice Through Disciplined Collaboration 

SaturdaY, November 23, 2002 
On-Site Registration: 9:15 to 5:00 p.m. 

10:00 a.m. Programs start, Educational Materials Exposition opens 
Plenary • Willlam Grabe, Northern Arizona University 

6:00 p.m. Educational Materials Exposition closes 
6:15-7:15 Oxford Debate 

sponsored by Towry Law International and Oxford University Press 
7:20•8:30 Classics Party 

sponsored by Towry Law International and Oxford University Press 

SundaY, November 24, 2002 
On-site Registration: 9:15-12:00 

10:00 a.m. Programs start, Educational Materials Exposition opens 
Plenary • Jane Willis, Aston University 
Executive Board Meeting 
Ordinary General Meeting }ALT 

2:00 a.m. Educational Materials Exposition closes 
4:30 a.m. Conference closes 

5 
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6 Waves of the Future",.-------­
JALT2002 Main Speakers 

Jane Willis 

One would be hard pressed to find an area of ESL where Jane has not been involved. Beginning with 
teaching in Ghana as a volunteer in the VSO, she has alternated spells of teaching in Greece, Iran, and 
Singapore with stints at British universities. Her MA was on language classroom interaction and her work 

continues to be based on a keen awareness and understanding of the nature of classroom interaction and discourse. 
She and her husband Dave Willis have co-authored a number of books and she notes "Although we both work in 
very much the same field, we are still on speaking terms!" She was one of the first to use the COBUILD corpus 
to design classroom materials, she has been a leading light in the promulgation of task-based learning, she works 
half-time at Aston University on their successful distance program (another wave of the future), and she now turns 
to the teaching of English in primary schools with the co-authored (with Mary Slattery) publication of English for 
Primary Teachers (Oxford). It is a great privilege to welcome her to JALT2002. 

William Grabe 

William is another person who got his start with teaching overseas (in Morocco as a Peace Corps 
volunteer). He is an acknowledged expert on L2 reading, and his other research interests include 
writing, literacy, discourse analysis, content-based instruction, and language policy. He has just 

finished ten years as Editor-in-Chief of the Annual Review of Applied linguistics (Cambridge University Press, 
1991-2000). Not content to take a break, he is the current President of the American Association for Applied 
Linguistics (2001-2002). He is currently Professor of English and Chair of the English Department at Northern 
Arizona University. One of his latest publications, a chapter appearing in The Oxford Handbook of Applied 
linguistics entitled "An Emerging Discipline for the 21st Century," is particularly appropriate to the theme of this 
conference. We are fortunate to have him with us for JALT2002. 

Featured Speakers JALT2002 

A) Developing Visual Literacy for the Zlst Century 
Terry Royce 
Teachers College Columbia University 

Is there a need to include visual literacy as one of the aims of learner language development? If so, what can 
we as teachers do to develop our visual literacy skills so that we can help our students to extract the multiple 
messages of the new forms of media? The participants in this workshop are shown some ideas on how to extract 
visual meaning through "questioning" and have opportunities to examine actual Monbukagakusho textbooks and 
examples of web pages in terms of these "questions." The focus is on practical teaching ideas to try the next day. 
P-articipants are requested to bring examples of class textbooks. 

Terry Royce is Program Director at the Tokyo campus of the Teachers College Columbia University MA in 
TESOL Program. His research interests include the analysis of the semantic relationships between visual and 
verbal modes of communication and their application to the classroom, discourse and cohesion analysis across 
disciplines (specifically scientific and economics discourse), and the application of systemic-functional linguistic 
theory to discourse varieties and TESOL education. 
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14 REASONS WHY YOU SHOULD JOIN THE JAPAN 
ASSOCIATION FOR LANGUAGE TEACHING 

1 Leading authorities in language teaching 
regularly visit us: H. Douglas Brown, David 

Nu.nan, Jack Richards, J.D. Brown, Mario 
Rinvolucri, Alan Maley, Kensaku Y9-sh!da ... (If you 
don't know who they are, come to JA[T to find 
out.) ' 

2 Insights on the jqb market, introductions ... 
JALT plugs you'into ~ netw<;>rk of over 3000 

language teacher1pfofessi9nals:~9'.Q~ Japan. 
/. / ' -· :!:-r·· ~..::...' 

~ Eighteen s~al interest gro4ps and their 
..:Y newsletters:·BHingualism, Global Issues, 
College and Universit}'._Educators, CALL, JSL, 
Teaching Children, Materials Wtj:t~rs, T~afher 
Education, Testing, Gender ~war.mess, Pragmatics, 
Other Language Educators, Junior and Senior 
High School, Leamer Development, Pragmatics, 
Applied Linguistics, and mo~ .. 

Al JAL T is a place to call you?p~o(essional home. 
~ And with 40 Chapters acr:oss}apan, JALT is 
not far from your other horn~; / • 

~ Monthly Chapter progr~s and regular 
Jl regional conferences provide both valuable 
workshops and the chance.to share ideas,m,d hone 
your presentation skills. • 

tC. Professional organizations'l~ok great on a 
tDl resume. Volunteer for a Chapter posi~on,·-i' 
work on a conference, or edit for the publications. 
You gain organizational and management skills in 
the process. 

ry JALT maintains links with other important 
I language teaching organizations, such as 

TESOL, IATEFL, AILA, and BAAL. We have also 
forged partnerships with our counterparts in 
Korea, Russia, Taiwan, and Thailand. 

Q Research ready for publication? Submit it to 
Q) the internationally indexed ]ALT Journal, the 
world's fourth largest language teaching research 
journal. 

Oi Looking for a regular source of teaching tips? 
'Y Check out our celebrated magazine The 

Language Teacher-and to the many fine 
publications produced by our SIGs. 

]_ /Tl'\ JALT produces Asia's largest language 
llJI teaching conference, with scores of 

publishers displaying the latest materials, 
hundreds of presentations by leading educators, 
and thousands of attendees. 

,, 

11 JAL T nurtures a strong contingent of 
. d~~tstic-"~Pt!~~: Marc Helgesen, Kenji 

Kitao, Chris Gallagher, Ritsuko N.akamura, David 
Paul, Andrew Bar.peld, Tim M~hey, David 
Martin, and many·:others. •. • 

12 Cond}lcting a research project? Apply for 
one of JAL T's research grants. JALT offers 

partial funding for one .or two projects annually. 

]_ 
~ Free ~diriis~ion;to moQthly Chapter 
J meetings, discounted coriference fees, 

subscriptions to The Language 1'eacher and ]ALT 
Journal, discounted subscriptions to ELT Journal, EL 
Gazette, and other journals. All this for just ¥10,000 
per year'for indivtdual mE!.mbership, ¥8500 for joint 
(two people), or ~500 .if yqu hustle and get up a 
group offour to jQin with you. 

]_ 
Al Easy access to mqre information, 
~ application procedures, and the contact 

number of the Chapter nearest you. 

Visit the JALT web site at <WWW.jalt.org>, 
where you~ learn more about JALT, its 
publications 1 conferences and other services. 

More importantly,,Ieam how to link up with some 
of the most dynamic professionals in all of Japan. 

BESTCOPV AVAILABLE 
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BJ Principles ana Practice in vocabulary Instruction 
Rob Waring 
Oxtora University Press 

This workshop first looks at relevant research in vocabulary acquisition as background to the introduction of 
underlying principles for teachers concerned with vocabulary instruction and learning. Focus then turns to how 
vocabulary is most often dealt with in classes and in textbooks. Finally, the workshop focuses on suggested types 
of vocabulary exercises that aim to meet the principles of vocabulary instruction and learning. 

Rob Waring is Associate Professor of English at Notre Dame Seishin University in Okayama. His research 
interests include vocabulary acquisition and extensive eeading. He has authored numerous teaching guides and 
online resource materials for Oxford University Press. 

CJ Creativity Ana conformity In English Teaching 
Henry Widdowson 
Oxford University Press 

The learning of English is thought to be a matter of the learner conforming to norms of correctness as represented 
by the input of teachers and textbooks. Learners, however, tend to be non-conformist in their uses of language 
and these "erroneous" or "deviant" uses have been taken as evidence of interlanguage development. But these 
abnormal uses can also be considered as expressions of natural creativity. 

In this workshop, we explore this idea by proposing certain activities with literary texts for participants to engage 
in. What these activities are expected to show is the extent to which literature and language teaching can be inter­
related, and the necessary relationship between creativity and control in the learning of language. 

Henry Widdowson is Professor of English Linguistics at the Institut fur Anglistik und Amerikanistik at the 
University of Vienna. His publications include Practical Stylistics, Aspects of Language Teaching, and Teaching 
Language as Communications, all published by Oxford University Press. Professor Widdowson sits on the Board 
of Management of the ELT Journal and he is the general editor of the Oxford Introductions to La.nguage Study. 

DJ Workshop: Written Instruction In ELT Materials 
Kristofer Bayne 
Aston University 

This workshop examines how rubrics, or written instructions, are treated by the participants in using textbooks and 
printed materials. As teachers or coordinators selecting texts we carefully scrutinize the tasks and accompanying 
materials; however the role that the written instructions plays in the classroom is perhaps undervalued or even 
overlooked. After a general introduction, the workshop follows the progression of written instructions from 
materials writer and publisher to teachers and to learners. ?articipants in the workshop are encouraged to bring 
into play their experience through a variety of group activities. 

Kris Bayne has worked predominantly in the vocational school system. For more than ten years he was a 
curriculum developer/coordinator and materials writer for a number of content-based social studies and global 
awareness subjects, among them world geography, religion, and the environment. He has presented and written 
on the development of content subjects for lower language proficiency learners. He is currently an instructor in the 
English Language Program at International Christian University. 

E) COiiaborating: Leaming Outside Of Class 
Michael Rost 
Pearson Education Japan 

O ng with students to develop outside-class learning opportunities, especially in EFL settings, has become an 

EBlC 
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important part of language teaching. Most attempts at implementing outside learning fail, due to four prevalent 
obstacles: (1) difficulties of the teacher in identifying and maintaining viable opportunities, (2) motivating 
students to use opportunities for out-of-class learning, (3) inability of teachers to provide feedback to students on 
their successes and failures, and to redirect them, and (4) linking out-of-class learning to in-class learning. 

In this workshop, we employ the coocept of "collaboration" to address these various obstacles and increase our 
chances of implementing successful outside-class learning with our students. We examine five approaches: 
resource-based approaches, social approaches, technology-based approaches, learner-based approaches, and 
classroom approaches. Participants leave with practical resources and workable ideas for enhancing the learning 
of their students. 

Michael Rost has been involved in English language teaching and teacher training for over 20 years, first with 
the Peace Corps in West Africa. He now teaches at the University of California, Berkeley and works on language 
learning materials. Author of several books and articles on applied linguistics and language teaching, his most 
recent academic work is Teaching and Researching Listening (Longman, 2002). He is principal author of the new 
Longman English Online and English Express, and is series editor of the Contemporary Topics, the Impact Series 
(including Impact Listening, Impact Issues, and Impact Values), and the English Firsthand series. 

FJ Combining Multimedia ana Classroom Activities 
Lance Knowles 
Dynea 
This workshop focuses on the kind of relationship between multimedia lessons and classroom activities that 
is revolutionizing language teaching around the world. Several different types of multimedia lessons are 
demonstrated, and workshop participants work together to design classroom activities that can take language 
learning to a new level. In particular, activities can be designed that are effective and motivating for multi-level 
groups of students who learn at different rates and follow different paths. 

In the second part of the workshop, we examine the concept of learning paths and show how varying the sequence 
of activities can increase the effectiveness of language programs. Sample learning paths are presented for 
analysis and discussion. 

Participants who have laptop computers are urged to bring them. 

Lance Knowles is among the world's experts on the development and use of multimedia ELT courseware. He has 
led the design of more than ten multimedia courses, including the first interactive language learning program on 
CD-ROM in 1987, and the award-winning course, New Dynamic English. He has led teacher-training seminars 
on multimedia for more than ten years. 

G) Theories ana Principles of Teaching Children 
Curtis Kelly 
Cllmbriage University Press 

The Monbukagakusho's efforts to implement English instruction in Japan's elementary schools have left 
elementary school teachers in a quandary. The presenter, doing needs' assessment research on the perceived and 
predicted training needs of Japanese elementary school English teachers, is well versed in the literature. After 
discussing the Monbukagakusho imperative, his research findings, and the problems that have arisen in Korea 
and Taiwan from similar policies, he combines theoretical knowledge with the experiential knowledge of the 
participants to work out a list of principles for teaching English to Japanese children. 

Curtis Kelly, a 20-year resident of Japan, is the author of Significant Scribbles, Basics in Writing, The Snoop 
Detective Conversation Book, and Cambridge's new Writing from Within, a composition textbook. He is a 
nrofes.•mr of English at Heian Women's University. He is researching the training needs of elementary school 
E fil, cieachers and how to use the Web to satisfy these needs. 

345 



10 Waves of the Futur•~;--------
HJ Developing a Reflective Practice Through Disciplined Collaboration 
Kathleen Graves 
Thomson Leaming ana the School for International Training 

In this workshop participants learn about an approach to reflective practice that requires disciplined collaboration. 
Participants identify an area of their practice that they wish to explore. They then have two opportunities to 
work with other participants to explore the area through a process of description and interpretation that can help 
them identify possible steps to improve their practice. Finally, they identify ways to continue to use the approach 
beyond the workshop. 

Kathleen Graves is Associate Professor at the School for International Training in Brattleboro, Vermont. She 
has taught English in Taiwan, Japan, the US, and Brazil. She has worked with teachers and teacher educators 
in Brazil, Mexico, the US, Taiwan, South Africa, and Pakistan in the areas of developing a reflective practice, 
curriculum and materials development, observation and supervision, and developing teacher education courses. 

<www.intel.com/ cure/> 

You can help fight serious 
diseases such as cancer, 
Alzheimer's, and diabetes 
just by turning on your 
computer. 

The lntel 11 Philanthropic Peer-to-Peer Program 
can use your computer's unused processing 
power as a research tool in the fight against 
these deadly diseases. 

You can take part in this Internet-based project 
simply by downloading the free software from 
Intel. 

EB.LC 

<www.lntel.com/cure/> 

Participating in the program does not affect 
your computer's performance, but it could help 
save lives. 

For more information, just visit the Intel Phil­
anthropic Peer-to-Peer Program site at 
<www.intel.com/cure/ > and find out how it 
works. 
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The Four Corners Tour 

11 

Imagine you could bring a small part of the conference right to your own backyard for a private sneak preview. 
Thanks to the generous support of the British Council, you can. 

Once again this year, JALT is proud to be able to present the Four Comers Tour, in which some of the special 
guest speakers invited from abroad for the national conference will first visit several of the local chapters on 
their way to the main event. This year's tour is scheduled to begin on Saturday, November 16. Our featured 
speakers will be Jane Willis and William Grabe. 

Jane Willis is a Teaching Fellow in the Language Studies Unit in the School of Languages and European Studies 
at Aston University, Birmingham (UK). She has worked as a teacher and teacher trainer in Europe, Africa, 
the Middle East, and Southeast Asia and done ELT and teacher training consultancies in India, China, South 
America, and Europe. She has written numerous articles about ELT, and her two latest books-A Framework 
for Task-Based Learning (1996, Longman) and English/or Primary Teachers, a handbook of activities and 
classroom language, co-authored by Mary Slattery (2001, OUP)-have both won major prizes. She lives in the 
English Lake District, where she enjoys walking and cycling with her husband Dave. 

Jane's program includes the following: 
Topic 1: "Lexical Phrases: A Link Between Grammar and Vocabulary" (Seminar OR Workshop) 
Topic 2: "Cat's Feat: From Practice to Principle in Task Design and Task-Based Learning" (Interactive seminar) 
Topic 3: "Story-Telling Activities in the Young Learner Classroom" (Workshop) 

William Grabe is Professor of English and Chair of the English Department at Northern Arizona University. He 
is interested in research on issues in L2 reading, writing, and literacy. He is also interested in written discourse 
analysis, content-based language instruction (CBI), teacher development, and the disciplinary nature of applied 
linguistics. 

Bill's program includes the following: 
Topic 1: L2 Literacy 
Topic 2: Content-Based Instruction 
Topic 3: Discourse Analysis 
Topic 4: Teacher Development 

Don't miss this golden opportunity to interact in a small group setting with an internationally renowned 
scholar! For more information on either of the speakers or their presentations or on the exact places and dates 
of the tour, please visit the JALT conference website at <http://jalt.org.jalt2002/> and follow the appropriate 
links. If you would be interested in hosting a speaker, you can contact this year's coordinator, Paul Lyddon, at 
<palyddon@hotrnail.com>. See you on the road to Shizuoka! 

EfilC 

Job Information Center 

This service enables teachers and prospective employers to meet one another in a relaxed, 
professional atmosphere. A wide range of job opportunities for teachers are posted on the 
JIC Bulletin Boards. Employers have a chance to select from a large number of highly 
qualified candidates and can interview them on site. Register as early as possible so that 
interviews can be arranged. Applicants are requested to supply one resume for every 
position they are interested in. 
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Call for Papers 
JALTZ00Z Conference Proceedings 

Introduction 
As a non-commercial presenter who has been accepted for JALT2002, you are cordially invited to submit an article based on 
your presentation for possible publication in the JALT2002 Proceedings. The Proceedings are the official JALT post-conference 
publication of conference presentations. Just as your presentation was vetted by your peers for the conference, your article(s) 
will also be subject to peer review. Publication in the JALT2002 Proceedings counts: it is a refereed publication, and the 
Proceedings act as an important reference point for foreign language teaching in Japan, and beyond We would therefore like 
to encourage you to submit an article. To do so, please make sure that you follow these guidelines carefully. Articles may be in 
English or Japanese. If you wish to submit material in other languages, please contact the editor. 

We urge all prospective JALT2002 presenters to begin working on their articles NOW, so that they will be ready to make 
contributions to the Proceedings immediately following the conference. 

Also worth considering is this: the process of writing your presentation-based article will inevitably concentrate your thoughts 
on your presentation. This in turn will contribute to a more well-developed and organized presentation. Much of what you 
write will be directly applicable to what you do and say when in front of your colleagues. Good luck, good presenting, and 
good writing! 

Deadlines 
All articles must be received by December 15, 2002 (Colloquia, Demonstrations, Papers, Poster Sessions, and Workshops, 
Exchanges, Guided Discussions, Forums, Plenary Sessions, and Swapshops). 

Conditions for Inclusion in the JAJL'f2002 !Proceedings 
All non-commercial presenters who participate in the JALT2002 International Conference on Language Teaching/Leaming 
are invited to submit an article derived from their presentation(s) for possible publication in the JALT2002 Conference 
Proceedings, which will be published after the conference. Only presenters who actually present at the Conference are eligible; 
the editors will not consider papers based on canceled presentations, nor will they accept articles submitted after the deadlines. 
Further, the JALT2002 Proceedings will not publish reports of Organizational Meetings. Generally, the editors will not publish 
articles derived from Commercial Presentations, but such presenters should consult with the editor if they have a question 
about suitability. 

Limitation on number of articles per «>resenter 
Presenters may submit one article individually, and/or one co-authored article. The purpose of this limitation is to enable as 
many different presenters as possible to contribute to the JALT2002 Conference Proceedings. 

Guidelines 
Style 
JALT uses the Publication Manual of the American Psychological Association, 4th edition. Consult recent issues of JALT 
Journal, The Language Teacher, TESOL Quarterly, or TESOL Journal for examples of APA documentation and references. 
Give the page numbers of cited works in both the text and references. Do not use footnotes for references. Footnotes should 
address only substantive matters and must appear at the end of the article, before the Reference list. Also consult the online 
TLT Writers' Guide available at http://jalt.org/jalt200l. 

Format 
All manuscripts must be typed and double-spaced on one side of A4 or 8.5" x 11" paper. 3 cm ( 1.5") margins should be used, 
and the letter size (font) should be set so that approximately 2.50 words fit on a page. (Where possible, Times Roman 12 point 
should be used as a font) Diagrams or figures must be camera-ready, on separate pages, and appended to the article. 

Author(s) 
Authors' names and references that identify the author(s) must appear only on the cover sheet 

Materials to be submitted 
(i) Cover sheet with contact name(s)/address, title, running head title (2-5 words, in English for all articles), author name(s) 
with institutional affiliation, abstract ( 1.50 word maximum). (The running head title appears in the top right-hand comer of each 
page. It is used by the reviewers and editorial team to identify your article.) 

(ii) Three copies of the manuscript with the running head title/page number in the upper right-hand comer of every page. 

(iii) Disk copy of manuscript (Macintosh/IBM MS-DOS formatted, Rich Text Format only). A disk copy in either of these 
'~--•sis mandatory. If the editors can't read your file, your manuscript will not be considered for publication. Make sure also 

E Bl C'u label your disk clearly with your family name, given ~4' rr the full title of your article. 
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(iv) At the time of submission, authors must include a translation of the abstract: English articles must have a Japanese 
translation, Japanese articles must have an English translation For articles which are written in a language other than English 
or Japanese, authors must submit an abstract in that other language, together with a translation in English. In all cases, the 
author is responsible for providing an accurate translation, also on disk. 

Deadlines 
All articles must be received by December 15, 2002 (Colloquia, Demonstrations, Papers, Poster Sessions, Workshops, 
Exchanges, Guided Discussions, Forums, Plenary Sessions, and Swapshops). 

Completion of Submission 
A submission is complete when all materials are received: cover sheet with contact name, three copies of the manuscript, a 
computer disk (Macintosh/IBM MS-DOS formatted) in Rich Text Format, translated abstract included on the same or on a 
separate disk. If you submit the translated abstract on a separate disk, please make sure you label it "Abstract Translation" with 
your family name, given name, and the running title head of your article in English. Incomplete or late submissi_ons will not 
be considered. 

Spacing 
All manuscript pages soould be doubled-spaced. 

Article Types and Word Lengths 
Word lengths are set according to the type of presentation that you have been accepted for. 

Group 1: Demons.trations and Swapshops 
Presentation articles derived from these formats should not exceed 1,200 words. They should be written in a style similar to 
that used in The Language Teacher's "My Share" or TESOL Journars "Tips from the Classroom" sections. Such articles are 
expected to focus primarily on classroom activities, tasks, and exercises. 

Group 2: Papers, Exchanges, Guided Discussions, Poster Sessions, and Workshops 
Articles derived from these formats should not exceed 2,500 words. Such articles are expected to include a lively combination 
of classroom practice and theory/research. 

Group 3: Colloquia, Forums, and Plenary Sessions 
Articles derived from these formats are limited to 3,000 words. Such articles should reflect the presentation proposals accepted 
by the Conference Programming Committee. In-text citations and references must be made when applicable, according to 
normal APA style. Writers should consult the summaries of each participating presenter for help in organizing the article. All 
colloquia and forum presenters should be involved in the writing process, at the very least to comment on the content In all 
cases, colloquia and forum articles must be written by one or more of the participating presenters. All presenters must also have 
their names listed either as co-authors or as participants, for example: by Mary Green & John Smith (Presenters: Mary Green, 
moderator; John Smith, Bill Black, Patricia Brown, Watanabe Taroh). 

Review Procedure 
All manuscripts are first reviewed by the editors to ensure that they comply with the Proceedings guidelines. Those subsequently 
considered for publication are next subject to blind review by two peer reviewers. These reviewers will receive a copy of your 
manuscript with any identifying names removed. Articles are accepted on the basis of both peer review and the final judgment 
of the Proceedings Editors. Evaluation will be completed by March l, 2003. 

Notification will follow shortly thereafter. 

Layout Requirements 
Assuming your manuscript has reached the acceptance stage, and has been through the various edits the editorial team has 
suggested, you will have to revise the your manuscript in a form suitable for its final submission. Here is how the layout editor 
needs to receive your article: 

1. Start the manuscript with: 
Title 
Author 
Affiliation (use separate lines for each writer) 
Abstract (English) 
Abstract (Japanese or other languages) 

2. Use 12 point Times New Roman throughout, except within tables where smaller font sizes are necessary. Do NITT use 
• • -onts (e.g. DingBats) anywhere without consulting the editors first! Remove headers and footers. Footnotes should not 

EB! c·.vithout prior consultation. Remove all hyperlinks, such as ~iigmail addresses. 
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3. The whole manuscript should be left justified, including titles, with a ragged right edge-not block paragraphs. Single line­
spacing throughout please. 

4. Paragraphs following a title should not be indented. Other paragraphs should be indented using ONE tab space. Do NOT 
use the space key please! 

5. Allow one blank line (double return) between new section titles and the preceding paragraph. Main titles should be in bold, 
subtitles should be in italics. Do not use any of the style settings various word processing software packages offer. Use all 
plain text. 

6. There must be only one space between sentences, NOT a double space! 

7. Indicate all ems (long hyphens) with a double hyphen(--). 

8. Tables may be left in the document for reference and placing, however we require a text version as a separate file. These 
should be sent as text with each line of the table on separate lines, and table entries separated by tabs. If table cells are blank. 
use the correct number of tabs to denote this. If you are unsure about how to do this, please contact the editors. 

CAUTION: Do NOT embed Excel or any other data files. 

We strongly recommend that you send clearly labeled hard copy of all tables. Our layout editor will use these to compare them 
with the electronic versions. 

9. Graphics may be left in the document for reference, but must also be included as separate files in GIF or JPEG fonnat on 
disk. 

10. Reference lists should be laid out in exactly the form used in The Language Teacher. Do not use underlining for titles, use 
italics and plain text only. 

Please consult The Language Teacher's Writers' Guide for your reference. The Proceedings will basically follow this format 
The Writers' Guide is available online at <http://jaltorg/jalt2001>. 

Advice Regarding Submissions 
The Proceedings editors encourage broad participation and a wide range of viewpoints in the articles. However, space 
limitations make it impossible to accept all articles submitted. Major factors in the selection process include following the 
guidelines, clarity, and appropriateness for the intended audience. Authors are strongly encouraged to: 

•have their articles read by at least two supportive readers. Experience shows that this is a useful way for authors to acquire 
and maintain a good sense of audience and focus, 

•avoid lengthy introductions and extensive bibliographical reviews; references should thus be used to support the smooth 
development of the text, 

•consolidate the main points they wish to make with examples and/or details. They should therefore ask their peer readers to 
check whether everything is sufficiently clear and elaborated in the text, 

•give their articles a clear sense of voice-that is, to write in a direct and personalized style, where their imagined reader is an 
interested but critically-minded teacher. 

Selection 
The editors will select a variety of content areas/articles to create a balance in the Proceedings. Because of the time involved 
in getting the Proceedings out prior to JALT2003, the editors will not be able to suggest revisions; articles submitted must be 
in a finalized form. 

Send submissions to 

Joseph Tomei 
JALT2002 Proceedings Editorial Team 
Kengun 1-chome 24-12-502 • 
Kumamoto 862-0911, JAPAN. 
Email: jtomei@kumagaku.ac.jp 

ED J[ 
1 
C bmissions should be received by December 15, 2002. 

i,c:~cm·mation of Receipt of Manuscripts . . 
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Authors resident in Japan: For confirmation that your article bas been received by the deadline, include an email address or 
a self-addressed, stamped postcard. 

Authors resident outside Japan: For confirmation that your article bas been received, include either your email address or a 
self-addressed postcard and an International Postal Reply coupon to cover return postage. 

Submission Checklist 
Re-read the above guidelines carefully before writing your article, and upon completion of your article. Make sure you check 
your submission point by point against all of the guidelines and conditions mentioned above. 

We look forward to receiving your article(s), and we thank you in advance for your cooperation. Once again, good luck, good 
presenting, and good writing! 

JALT2002 Proceedings Editorial Team 

Oxford Debate and Classics Party 
Towry Law International and Oxford University Press are proud to present the main social event of the Conference on the 
evening of Saturday, 23rd November. 

The evening commences at 6:10 p.m. with the Oxford Debate to be held in the Chuo Hall finishing at 7.10 p.m .. The Debate 
will be presided over by JALT Featured Speaker Prof. Henry Widdowson and feature a panel of well-known linguists focusing 
on issues of relevance to language teaching. 

Towry Law International and Oxford University Press' Classics Party will immediately follow from 7:10 p.m. to 8:30 p.m. 
in the lobby of the Chuo Hall. The party presents the chance to win grand prizes offered by Towry Law and Oxford while 
enjoying wine, beer, light refreshments, and entertainment by the "Rising Pints," a lively Irish Band. 

Your Conference Badge is your entry ticket to these events. Although on the conference site, this event is being run by Towry 
Law and Oxford University Press for the enjoyment of conference participants. 

JALT Junior 2002 
Following the great success we had at the PAC3/JALT2001 Conference in Kitakyushu, the JALT Teaching Children SIG 
will host JALT Junior once again on November 23rd and 24th at the JALT2002 Conference held in Shizuoka. JALT Junior 
is a mini-conference focused on teaching children issues and topics held within the national conference. The two-day 
event will be filled with almost 30 presentations, which include academic and practical presentations, demonstrations, and 
workshops, including publisher-sponsored sessions featuring well-known authors of children's material. Added to this will 
be the Teaching Children Swap Meet, lunch discussions, and teatime chats. Everyone is welcome to join for socializing and 
exchanging ideas. We are seeking people who are interested in introducing their teaching ideas at the Swap Meet. (Contact 
Setsuko Toyama at <Setsuko@seagreen.ocn.ne.jIJ>.) Those who wish to only attend JALT Junior are welcome at a reduced 
fee. This option will allow you to attend JALT Junior and also visit the Educational Materials Exposition. Those attending 
the main conference may attend JALT Junior at no extra fee. Japanese teachers of children are very welcome to JALT Junior 
since the event will include sessions in Japanese, and it will be possible to participate in several other sessions with only a 
basic understanding of English. We look forward to seeing you all in Shizuoka!! 

ll'FiJc~l:11.ffi"t'lfflAA~ tlt~PAC3/JALT2001~.g-"1.'(7)*),11JJ,S:~~t, JALT%:S!~ff!JB~"t'f;I:, 11 fl 2 3 • 2 481:: fr¥ilill 1::.-av n:: lfflil 
~tL-QiJc:.9(~~1::.avn::Jliu<JALT Junior 'S:lfflill.,*T· JALT Junior f;t, iJc;J(~~(7)t:j:l"t'lffltJ\tl-Q%:S!ffi~(7)5}ffl::~,~'S:i.l!>T 
,'t~.g-"1.'T. 2 sn.,1::iJltJ, ~Wra<J -~Jfitl(JtJ.7].,,~::.,7-y3::.,, Tt:/A l-v-1/3 ::.,, '7-::7y3 -:;:1, ."fl.,TIJe.:i!iAHt~~(7)·1j}3 
tJ.•:j!f'S:i!J!x "((7)~~~~ 3 0 (7.)t,y 1/3 ::.,t,f-'yJE~tlT.-StJ *T· ;:ttGl::1Jax, $1JD:j!flllJ±(7)3~lnf~Y-1-r7(7)~~'S:El a<Jc l.,,'t 
'leaching Children Swap Meet ~1!F:~'S:ctJtJ.tJfG(7)-r,(.7-;b,yy3::.,~'bi.l!>tJ*T• Swap Meet "1.'1;1:ffiil;Y-1-rY'S:M:fl"L,T 
< t=.~ -Qjj",S:JJ• l., T .a tJ *T (~t.lJiffir<setsuko@seagreen.ocn.ne Jp> *"1.'.::."it~< ~~ vl) • JALT Junlor(7)olJ-"-(7)$1JD'S: .::." 
*~(7.)jj"f;t, *~.g-"-(7)$1JDftJ::tJ 'bi§!Jic(7)$1JDft"t'.-S;: Ulftt=.~t*T (;:(7)$1JDft"t'~~Jil7f-~"-(7).A!.i'b "iiJfffi--r'T) 0 *~,g. 
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Getting to Shizuoka 
Situated between eastern and western Japan, Shizuoka is only an hour away from 
Tokyo and Nagoya, and two hours away from Osaka by Shinkansen (bullet train). 

(Kansai) ( Narita) 

/.M 
Shizuoka ) 

--
From Narita Airport 
Take the Narita Express from Narita Airport to Tokyo 
Station ( I hour), then take the Shinkansen to Shizuoka 
station. Not all Hikari Shinkansens stop at Shizuoka, so 
please check before boarding. It is approximately one 
hour by Hikari, and 1.5 hours by Kodama. Tickets can be 
purchased at Narita Airport to Shizuoka (¥8,890). ptlIJ~ 
m~6. ptlIJI~A~~AT**IR~(m~l-
00). ffi~-~*~~A-~~~W-~G ro~~J 
lil!H6tl-Cl-)G<7)T-~J~Tfil~~- roti\~J T 1 
.fl,,. r;: t.:*J Tli 1 •rdl¥. -IIl~mtJ\ 68,890 
Pl. 

From Haneda Airport 
Take the Monorail from Haneda Airport to Hamamatsucho 
station (22 min., ¥470), and then take the JR Yamanote 
line or Keihin-Tohoku line from Hamamatsucho to Tokyo 
station (6 min., ¥150). From here, take either a Hikari or 
Kodama Shinkansen to Shizuoka station (¥6, 180). 
5JSIIIl~m~6. ~~~~*Tm~22B.~0fq. JR 
w=¥-•. *fd;t)j(~-~t•T•*~~ (m~6B. 150 
rq). **tJ\6ffi~• ron\~J r;:t.:*J. 6,180 
Pl. 

From Tokyo Station 
Take Hikari or Kodama Shinkansen to Shizuoka Station. 
Check before boarding if the . Hikari Shinkansen you are 
taking stops in Shizuoka. 

•*~~~ ro~~J *~~ r;:t.:*J-~~w•O) 
EBl,Cf)J t:**<7);:c. 

From the west 
Go via Shin-Osaka Station by Shinkansen or via Nagoya 
Airport. From Nagoya Airport, take the airport bus to JR 
Nagoya station (32 min./¥870), then take the Shinkansen 
(by Hikari about I hour, by Kodama approx. 1.5 
hours/¥6, 180). 

~ffl. ~00~00~6. ffi*~~~6ffi~-- *~~g 
am~m~m. gam~m~6. 1Rgam~*TI 
7;f--f-.J'\ATffl~3 2B. 870fq. gam~tJ\6ffi~ 
.T roti\ ~ J T 1 •rai, r;: t.: *J T 1 •ra,¥; fl 
~- 6,180fq. 

From the north 
Go via Tokyo Station or Haneda Airport. 
~t#iiffi:. -~t~OOtJ\6**1R~Gl,)/;t, 5JSIIIl~mm. 

From Kansai Airport 
Take JR Haruka to Shin-Osaka station (48 min.), then take 
the Shinkansen Hikari or Kodama to Shizuoka (almost 2 
hours by Hikari, about 2 hours 20 minutes by Kodama). A 
ticket can be purchased at Kansai Airport to Shizuoka 
(¥ 12,360). B@j!§~m~ ~ J R ri;tGtJ\J Tffi*i¥iilR~ 
<m~ 4 s B> . ffi*~IRtJ\ 6 ron\ ~ J <m~ 2 • 

r,.i> ~Gl-,1i r;:t-:*J <m~2•002 oB>. OOi19 
~mtJ\ 6 ~~ *Tl2,360fq 

How to get to Grandship Shizuoka 
Take the Tokaido-Honsen from JR Shizuoka to Higashi­
Shizuoka station (3 min./¥140, I station away). ~~tJ\6 
~~~~o/~~JR.#iiffi:*•~~~~6-~~IR~ 
1 ~ <m~ 3 B. 140P1) • 



- JALTZ00Z Pre-Conference Supplement 

Registration Information 
Conference Registration Fees (per person) j;;:~$1JD!UJ~~ 
Pre-Registration $1tt1!tfit (Only for the entire conference-2 days of Nov. 23 & 24) 
Deadline: Postmarked by Oct.22 MW 10Jl228 fflfll1i~ 
JALT Member ~jl (Current as of Nov.) ¥12,000 
Conference Member -/lit ¥16,000 
Student Discount (pre-registration only) ¥ 8,800 
JALT Junior Program ¥ 7,000 

On-site Registration Mi 8 ~• (Register on site) 

JALT Member ~jl 
Conference Member -lllt 
JALT Junior Program 

1 day 2days 
¥10,000 ¥14,000 
¥13,000 ¥18,000 
¥ 4,000/day 

Featured Speaker Workshops/each llJl 228 (~) <7)'7-~ 1/3 'Y7 ( UJJ~) 
JALT Member ~.l:l (current as of Nov.) ¥4,000 
Conference Member -lllt ¥5,000 

Equipment: OHP ¥2,000 Audio Cassette ¥2,000 Video ¥3,000 
•Member rates are available only for JALT members who are current members as of November 2002 

17 

If you pay for your membership at the time of registration you can register as a member. You can pay JALT membership 
and registration fees by VISA or Master Card, however you cannot pay JALT membership only by credit card. Group 
members should pay their membership fees by postal furlkae, not by credit card. 

Pre-Registration Deadline Presenter: October 5 (Saturday) 
Others: October 22 (Tuesday) 

How to Register for JALTZ00Z 
Pre-registration is the cheapest and smoothest way to guarantee a good start to JALT2002. Please take advantage of the 

discounted pre-registration rates and register before October 22, 2002 (October 5 for presenters) deadline. After your pre­

registration application is processed, an acknowledgement card will be issued in and after September, which you can exchange 

for your name tag and conference bag at the conference site. If you have not received an acknowledgement card by November 
15, please contact JALT Central Office. On-site registration will take place at the conference site on Friday November 22, 

5:00- 7:00 p.m. and throughout the remaining days of the conference. VISA and Master Card will be accepted at the conference 

site, too. Members must show their membership card to register on site at the member rate. 

Within Japan (Cash or checks are not accepted} 
A. By postal Furikae 

Fill out the attached postal furikae form in English or Roman letter and make payment at a post office. Make sure to 
include your name, mailing address, date(s) of attendance and code(s) of Featured Speaker Workshop(s). Use one form 
for each person. Contact the JALT Central Office if you require additional forms. 

B. By VISA or Master Card 
(1) Find the form in this supplement titled Pre-Registration Form for Credit Card Users only (page 23). Use one form 

for each person. 
(2) Fill out the form. Print clearly. Be sure to include your name, mailing address, date(s) of attendance, and code(s) of 

Featured Speaker Workshop(s). 
(3) Make sure that all the information about your credit card is included We cannot process your application if any of 

the information is missing. 
(4) All payments are in yen 
(5) Payment for JALT membership only cannot be made by credit card 
(6) Mail the form to the JALT Central Office. Fax is not acceptable. 

From Overseas 
A. By Bank Draft 

Fill out the attached postal Furikae form and make payment with a bank draft drawn in Japanese yen made payable to 
JALT. Be sure to add an additional ¥1,.500 per bank draft to the total for the Japanese bank draft handling fee. Send your 
registration application and payment to the JALT Central Office. 

B. By Postal Money Order 
Send your registration application and International Postal Money Order in yen to the JALT Central Office. No other 

mcy will be honored No bank service charge is necessary. 
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E 

c. By VISA or Master Card 
See the instructions above: Within Japan B 

Make your life simple --- Please pre-resister. If you can't, please bring your membership card (even if it is expired) with 
you to the conference to help make check-in faster. 

Notes 
1. Pre-registration fees 

Pre-registration fees are only for the entire conference of 2 days - November 23 and 24. 
2. Ordinary Participant's Registration 

Only applications postmarked by Tuesday, October 22 will be accepted as pre-registration. You cannot pre-register after 
this deadline, so must register on site. Registration postmarked October 23 and after, if received, will be required to pay an 
extra handling charge of ¥2,000 in addition to the on-site rates. 

3. Presenter's Registration 
Presenters must register for the conference and pay for their equipment charges by Saturday, October 5 (postmarked). 
Those failing to do so will have their presentations canceled. JALT can provide only the equipment which was~ at 
the time of submission of your presentation proposal and J2i!m for at the time of pre-registration. Other order will not be 
accepted because of the facility's limited situation. In the case of a group of presenters the group leader or contact person 
must pay the equipment charges. 

4. Overseas Attendees who need the entry visa to Japan 
If you need a letter stating that you may attend this conference, send the following information and fee. All information 
sent will be verified. You may only apply for yourself. Please understand that JALT refuses to accept any legal or financial 
responsibility for you and your passport. (])your full name (2)your home address and telephone number (3)your work 
address and telephone number (4) the date of issue and the number of your passport (5) a copy of the inside of your 
passport showing the number, date of issue, and your picture (6) a typed letter on letterhead stationary from your 
supervisor (7) 2,000 yen either via International Postal Money Order or Credit Card as the application fee. 

5. Cancellation 
The final deadline for receipt by the JALT Central Office of cancellation for conference and Featured Speaker Workshop 
registration is Friday, November 8, 5:00 p.m. Cancellation requests will not be honored after this deadline. All requests for 
refunds must be made in writing. A cancellation charge of ¥3,000 will be deducted from your payment There will be no 
refunds of any kind given at the conference site. All refunds will be made to the registrant by postal money order about 3 
months after the conference. 

6. Balance Due 
A note for balance due will be on the acknowledgement card Make payment by postal furilw.e only before the 
preregistration deadline. You will also receive this note if your membership expires before November 2002. Please 
pay your"membership at the time of registration for smoother processing because acknowledgement cards will not be 
reissued. 

7. Fee Reimbursement to JALT Officers 
Up to four officers per Chapter and four officers per SIG shall be reimbursed 3,000 yen as a one day conference waiver after 
the conference. Refer to the prerequisite for this benefit stated in JALT Constitution Bylaws V-8. 
8. The JALT Central Office will not accept payment for hotel and travel reservations nor will it be responsible for payment 
for these made by mistake. 

9. It is important for you to retain a copy of your payment receipt or pre-registration form for credit card users. Your proof of 
payment is needed for all inquiries to the JALT Central Office regarding payments and refunds. 

JALT Central Office: Urban &lge Bldg 5F, l-37-9Taito, Taito-ku, Tokyo 110-0016 Japan 
Tel: 03-3K37-1630 Fax: 03-3K37-1631 Email: <jalt@gol.com> 

JALT2002::k~~1JD~~ 
$1.JD'.!HlJlQ)~jl~~l;t, 20024: l l JllJHEJALT~jl"t'~~Al;:Q)JJ.;iilJ:ll~tl.lf::g. ~jl"t"~~11J&Ul lfl 17)~.~"t'~jlWJijh~tmtt 
""(~1~jj'b, $1.JD'.!!Jlllc:J:1;1;:JALT~Jt'a":x!4~1;f~jl~~"t'$l,~&;ll;:g. VISA~Master Card"t"$1.J□ '.!!Jlllftc:J:1:l;:JALT~ft 
'a"::X!4-5lJ:tJft!Hl~lf::gtJf, JALT~Jtl7)JJ.Ja:-JJ- ~"t'x!4-5$11"t"~ll::-tt-A,. '.fJv-7:I- ::,,;~-Q)JALT~Jtl;:?~\""(l;t-JJ- ~"t'~ < 
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JALT2002 Hotel Er Travel Information 
The Nippon Travel Agency International Travel Departmeqt has secured a large number of single and twin rooms 
in a variety of hotel types for the duration of JALT2002 to satisfy all conference participants' needs and budgets. 

Please read all pages carefully before you apply for hotel reservations. 

Hotel Information 
Various types of hotels are available to suit your needs. All give good quality service and are reputable. However, 
since the conference is once again being held over a popular three-day weekend, please send your reservation in 
early to receive your choice of hotels. The rates listed are per room and inclusive of 10% service charge and 5% 
consumption tax. Breakfast is NOT included. The size of each room is in square meters. 

Please be aware that hotel staff may not speak English at some hotels. The following hotel directions also indicate 
the distance from JR Shizuoka Station(m.l!i'il.®() to each hotel. "Granship Shizuoka," the conference site. is a few 
minutes walk from JR Higashi Shizuoka Station(Jllm.l!i'ilm) which is 3 minutes from JR Shizuoka Station by the 
Tokaido-sen(Jil~,i~). 

Location from 

Rate Per Room JR Shizuoka station 
Code HotelName Room Type Sq.m 

In Yen South Exit=ffi □ 
North Exit=~t□ 

HOTEL CENTURY SHIZUOKA Single 26 12,000 
In front of JR Shizuoka station, 

South Exit. 
A Tel: +81-(0)54-289-6400 Twin 28 17,500 

Twin(S/U) 28 14,000 

HOTEL ASSOCIA In front of JR Shizuoka station, 
B SHIZUOKA TERMINAL Double(S/U) 18 10,000 Nonh Exit. 

Tel: +81-(0)54-254-4141 
KITA WASHINGTON Single 13 8,800 15 minutes walk (5 min. drive) 

C HOTEL PLAZA Twin 18 16,100 from Nonh Exit. 

Tel: +81-(0)54-221-0111 Double(S/U) 16 16,100 

D 
SHIZUOKA DAIICHI HOTEL Single 12 7,(00 

5 minutes walk from South Exit. 
Tel: +81-(0)54-281-2131 Twin 19 12,100 

E 
SUN PALACE HOTEL 
Tel: +81-(0)54-282-2277 

Single 12 7,350 5 minutes walk from South Exit. 

F 
HOTEL A 'DANT SHIZUOKA 

Single 13 7,350 5 minutes walk from Nonh Exit. 
Tel: +81-(0)54-272-1717 

G 
HOTEL OAK SHIZUOKA 

Single 7,350 
20 minutes walk (5 min. drive) 

Tel: +81-(0)54-252-2232 
II 

from Nonh Exit. 
Single 9.5 7,140 

H 
HOTEL cmo SHIZUOKA Twin 16 11,550 

5 minutes walk from nonh exit. 
Tel: +81-(0)54-253-1105 Twin(S/U) 16 8,400 

Double(S/U) 12 7,870 

SHIZUOKA Single 12 6,090 15 minutes walk (5 min. drive) 

I VICTORIA HOTEL Twin 24 10,500 from south exit. 

Tel: +81-(0)54-281-8585 Twin(S/U) 24 6,820 
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Apply by sending the attached Application Form either by facsimile or by post to Nippon Travel Agency, 
International Travel Department, JALT2002 Desk. Send in your application as early as possible, since they will 
be handled on a first-come, first-served basis. If a room in the hotel of your choice is not available, another hotel of 
similar class will be substituted. The deadline for receipt of Application Forms is Friday October 18, 2002. Please 
complete the Application Form, and fax it to us at 81-(03)-3572-8768. 

Confirmation and Payment 
Notice of confirmation and a detailed invoice will be sent, with the hotel name and room rate. Confirmation will 
be sent by FAX or post. Please include your fax number or current mailing address on the Application Form. 

We request payment in full by credit card (American Express, VISA, Master Card, Di_ners Club Card) or bank 
transfer. For conference participants residing in Japan, a postal remittance form will be provided for convenient 
payment at any post office. 

Payment in full must be received by Friday October 25, 2002. If payment does not arrive by this deadline, all 
reservations will be automatically canceled. 

A ¥1,000 handling charge, per person, for both domestic and overseas participants, will be applied. 

Changes and Cancellations 
Notices of change and cancellation must be made in writing via facsimile or post to NTA JALT Desk (FAX: 
03-3572-8768) by November 22, 2002. If later, please contact each hotel directly as the NTA office WILL BE 
CLOSED for the holiday. 

Room reseIYations remain active unless written notification of cancellation has been sent to NTA. Without 
notification, you will be charged for the entire oeriod of the reseryation. 

Please make sure that you inform NTA or each hotel when the reservations should be changed or cancelled. 
Refunds will be made after the conference provided the notice of cancellation has followed NTA's regulations. 
Changes or cancellations will not be accepted by telephone. 

Cancellation charges; No charge is applied if cancellation is made 30 days prior to check-in date. 
The following charges will be applied to any cancellations thereafter: 

20-29 days prior to check-in date 
5-19 days prior to check-in date 
2-4 days prior to check-in date 
1 day / same day 

Cancellation after check-in; 

¥1,000 
¥2,000 
¥4,000 
100% (one night) 

Apply to the above regulation 

Only the International Travel Department of Nippon Travel Agency can offer these special discounts to JALT2002 
participants. Please feel free to call Nippon Travel Agency for further information. The JALT Central Office will 
not handle inquiries concerning hotel or travel arrangements. 

0 
ERI,C 

Nippon Travel Agency, International Travel Department, JALT2002 Desk 
3A. Shimbashi No. I Eki-mae Building, 
2-20-15 Shimbashi, Minato-ku Tokyo 105-8606JAPAN 
Mr. Nishijima , Mr. Iizuka 
Tel:+81-(0)3-3572-8743 Fax:+81-(0)3-3572-8768 <Email:conference_itd@nta.co.jp> 
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Deacline 
October 18, 2002 

PLICATION FORM FOR HOTEL ACCOMMODATIONS 
JAL12002 

November 22 (Fri.) - '24 (Sun.), 2002 

Retumthis JAL12002DF.sK 
Fonn to: Nippon Travel Agttq Co., Ltd, International Travel Division 

3nl fl Shimtmli Brimae Bldg. # 1, 2-~ 15 
Shimba.sbi,Minato-ku, Tokyo 10>8606Japan 

APPLICANT': OProf. □Dr. □Mr. □Ms. 

TEL: +81-3-3572-8743 
FAX: +81-3-3572-8768 

&mail: conference_itd@nta.cojp 

Lastnarne: ______________ Givmnarne: ____________ _ 

Phone<rome>:_+ _____________ Fax<hlme>:-'-+ ____________ _ 

Phooe<wodc>: _+ _____________ Fax<work>: _+ ____________ _ 

&mail:-------------------------------
Mailing address: for correspondm;e□Office O I-km: 

School/Company: ____________________________ _ 

HOl'EL ACCOMMODATIONS: (rates include tax and servire CNl'Rli!, breakfast not included) lndicatelst,2nd &~ moice. 
Choice Code Hotel Name Room Tvoe (olease check ) 

I st OS~ □Twin □TwinSJU ODoubleSJU 

2nd □Single □Twin □TwinSJU ODoubleS/U 

3rd OS~ □Twin □TwinSJU OD>ubleSJU 

Check in Date • If twin, sharing person's name 

Check out Date 

Those who wish to share a twin room - an invoice will be sent to one of the <k:legates. After rereiving the invoice, the <k:legate must 
remit total payment for both pei;ons. 

PAYMENT (Please check 0): 
DCn:dit Card: ((JAmerican F.xpress I □Vs! □Master I □Diners Oub) 

Card Number: ___________________________ _ 

Validthru: ____________ Card Holder: _____________ _ 

Date: ___________ Authorized Sigmture: ______________ _ 

□Payment by bank transfer to: 
Bank Name: UFJ Bank Shimbashi 8cimae Branch Office 
Account No.: 3501767 (ORDINARY DEPOSIT) 
Acocnmt Name: JAL12002 
•Please send a cq,y of the bank transfer record after payment is completed. 

□Postal Remittance: 

_tions are confinned when hotel charges are paid in full. Craiit card payments for hotel charges will be deducted in full by Nippon 
E Bl C ~cy prior to check-m date. Regular hotel ~ tray apply~ g ~~yment at the hotel. 



I 
I - JALT2002 Pre•Conference Supplement 

Pre-Registration Form - for Credit Card Users only 

VISA and Master Card only 
Name: (M/F) Last First 

Address: (in Romaji)O Home O Work (c/o ) 

Postal code: 

Institution: 

Tel (H): Tel (W): Mem.No: 

Fax (H): Fax (W): Email: 

Conference Registration 

Conference Fees (Nov. 23 & Nov. 24) 0 Student ¥ 

Featured Speaker Workshop (Insert Workshop Code) 

(Nov. 22 only) Aft. 1 st choice ( ) 2nd chOice ( ) 

Eve. 1 st choice ( ) 2nd choice ( ) ¥ 

Presenter O Yes Equipment D OHP □ CASS □ VHS ¥ 

JALT Jr. Program (Nov. 23 & Nov. 24) ¥ 

Conference Total ¥ 

Membership Fees (only payable by credit card if pre-registering for the conference) 

Check in the boxes D Regular member (¥10,000) ID Student member (¥6,000) 

0 New Member D Joint members (¥17,000 for 2 members) 

0 Renewal Joint name( ) 

D Overseas member D Seamail ¥9,000 (all countries) 

D Airmail ¥10,750 (Asia) 

D Airmail ¥12,000 (other countries) ¥ 

SIG membership (¥1,500/each) Total ( ) SIG(s) 

SIG name(s) ¥ 

Membership Total ¥ 

23 

Grand Total trttl .. ¥ ____ _ 

Payment (~!A) 0 VISA O Master Card 

Card Holder Account No. C.H" mfi:ft.i}) : 

Expiry Date (fii:tt!IUIIIIU I Month Year 

Name of Card Holder OH" mfi:ft:S) (Block Letters) : 

Phone Number of Card Holder cH· mfift•m•-1!}> : - -

Signature of Card Holder (~,( :.-) : 

Mail to: 
JALT Central Office: Urban Edge Bldg. SF, 1-37-9 Taito, Taito-ku, Tokyo 110-0016, Japan 

'f110-0016 •m•ti-18.ti.1-37-9 7-/\·:,1,:/t"JJ,5 F 

lJE fil C~OPf AV AHJLAJBJLIP;] 
Fax 1s NOT acceptable 

I 
I 
I 
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of study; learning paths; practice techniques; se­
quencing the four skills; and defining the distinctive 
roles of the teacher, classroom, and multimedia. We 
show how a particular strength of multimedia is its 
ability to provide effective practice in listening and 
controlled speaking practice, and we demonstrate a 
variety of interactive tasks that can be done on a 
frequent basis. Sample classroom activities from 
around the world demonstrate how the classroom 
can provide students with the opportunity to trans­
fer the language models of a course into their own 
particular set of needs and circumstances. Extension 
and personalization activities, for example, are best 
done in the classroom, as are oral presentations, 
role-plays, and the receiving of human feedback. 

From our experience, it is clear that the role of the 
teacher and classroom remains fundamental to lan­
guage learning, at least for the vast majority of lan­
guage learners. It is therefore a mistake to consider 

ain speakers: knowles/kelly 

e-learning and multimedia to be in opposition to 
the teacher and classroom. Rather, a blended ap­
proach, where multimedia and classroom activities 
support each other, is emerging as the preferred 
choice, where each enhances the other. In this re­
gard, teacher training is both essential and a prereq­
uisite to the successful combining of multimedia 
and classroom activities. 

Lance Knowles is among the world's foremost ex­
perts on the development and use of multimedia 
EL T courseware. As the founder and President of 
DynEd International, he has led the design of more 
than ten multimedia courses, including the world's 
first interactive language learning program on CD­
ROM in 1987, and the award-winning course, New 
Dynamic English. An experienced presenter, he has 
led teacher-training seminars on multimedia for 
more than ten years and in more than 12 countries. 

TrainingJapan~ Elementary 
School Teachers to Teach English 
Curtis Kelly, Cambridge University Press 

The Situation 
After decades of complaints about the poor quality 
of public education in Japan, especially in relation 
to English (Mulvey, 2001), the Japanese Ministry of 
Education has begun what it claims is its greatest 
reform since the end of World War Two (Kelly, 
1998; Monbukagakusho, 2001; Simmons, Yonally, et 
al., 1995). One of the most important changes, fol­
lowing similar moves in Korea and Taiwan, is the 
addition of English to the elementary curriculum. 
The Ministry is not really specifying that English be 
taught; it is merely creating the opportunity by add­
ing "The Period of Integrated Studies" 
(Gakushutekina Jikan), but English teaching is cer­
tainly the most common use of this class 
(Monbukagakusho, 2001). 

The new policy might eventually bear fruit, but 

for now, it just represents a dilemma for elementary 
school administrators. Due to the strict licensing 
and hiring system for elementary school teachers in 
Japan, very few of Japan's currently employed 
416,000 elementary teachers have had training in 
how to teach English (Monbukagakusho, 1999, p. 
150). Thus, all across Japan, tens of thousands of 
elementary school teachers, who were recently in­
formed that they have to teach English in 2002, are 
in a quandary as to how to proceed. 

Even the Ministry of Education itself seems to be 
caught off guard with its new policy. Although it 
has designated a number of schools as pilot schools, 
and it has recently released the informative Practical 
Handbook for Elementary School English Activities 

. (Shogakko Eigo Katsuda Jissen No Tebiki; 
Monbukagakusho, 2001), it has not clearly designated 

~4'1.1• "'. B;t;:1.'1;1:. $- < O),f,~~f.iMi1.11~ali~f.i.it Q.::: c 1:tJ: -::it.:. 1;1c 1i,c1;1:. ~ffi~WO)&Jfltili~s1Htt:t:i 1:, -r. f31~f.!il/JO) 71 ¥-r 
7~~~n)Q. *~""C'l;I:. ~,fx0)~,1/rt.1>1:,lli,;t;I'.), ~00il'-JtJ:f31~ililiJf~:;i<:J:E.Hli:'>n$1) ~fj-liJf,l:O)~tJr: 2) f.iGi!iliJf~0).::-;(~,1/r. 
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main speakers: kelly _____________________ _ 

at what grade English education should begin, how 
much teaching should be done, or what curriculum 
should be used. Instead, and very unlike any educa­
tional guidelines ever produced before, the Ministry 
has left these decisions up to the elementary schools 
themselves, thereby adding to their malaise. There­
fore, the rather sudden decision to reform elemen­
tary education to include English teaching has 
created a low-level national crisis: How can Japan's 
existing workforce of eiementary school teachers be 
given the competencies needed to become elemen­
tary English teachers? 

Taiwan's Ministry of Education faced a similar 
problem a few years ago and set up an extensive 
training program for teachers. Unfortunately, such 
efforts face numerous problems. First of all, there is 
a fair amount of literature on how to teach chil­
dren English, but most of this literature was devel­
oped in the West and is not appropriate for the 
Asian EFL situation. Second, Taiwan, Korea, and 
Japan do not have the infrastructure to conduct 
extensive training. There are few specialists and 
meager budgets. Third, and most important, 
whereas we have a fairly clear idea of what skills 
junior high EFL teachers need, the same is not true 
for elementary school teachers. Setting up a train­
ing program for elementary school teachers based 
on junior high English teaching methods might 
end up doing more harm than good. 

Here, then, is the crux of the problem and its 
solution: We need to dig into the literature and 
find out everything we can about teaching children 
English. Then, we need to conduct a needs assess­
ment on the training needs of Japanese elementary 
school teachers. And finally, once we figure out 
what we need to teach, we must find a means of 
delivery that can reach elementary school teachers 
all across Japan. 

Fortunately, two of these problems are easy to 
solve. The literature, although biased towards situa­
tions in the West, is well-developed and easily ac­
cessible. {In fact, if you were to read just one book 
on teaching children English, I would recommend 
Lynn Cameron's Teaching Languages to Young Learn­
ers, 2001). As for the means of delivery, as I will ex­
plain, we are entering an age in which massive, 
widespread training can be conducted even if the 
infrastructure does not exist. It is the third problem, 
then, finding the training needs of elementary school 
teachers, that we must focus our attention on. 

Determining Training Needs 
Needs assessment is an old science in the field of 
education, dating back to at least Tyler's 1949 
groundbreaking article on curriculum design, but it 
reached a sort of heyday in the eighties. Unfortu­
nately, only a fraction of the needs assessments con­
ducted are effective. Not many people are trained in 
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the technique, and an in-depth assessment requires 
financial expenditures that few institutions are will­
ing to put out. Therefore, when most people need to 
find something out, they use one of the least reli­
able tools of needs assessment - a questionnaire -
usually hastily thrown together, biased towards the 
views of its creator, and administered on a sample 
that does not represent the larger population. 

Even when a high degree of scientific rigor exists, 
two problems with using questionnaires to deter­
mine training needs are unavoidable. First, ques­
tionnaires can only be effective if the right 
questions are asked, and with a close-ended ques­
tionnaire, when the right answers are offered. A 
questionnaire approach then, can only be effective 
when the training needs have already been estab­
lished and the researchers are just trying to identify 
frequencies in the population. 

Second, there is a built-in fallacy in asking some­
one who needs training to become a specialist in 
determining what those training needs are. 
Hiemstra and Long, in 1974 (cited in Cameron, 
1988), found large discrepancies between the "felt" 
needs physical therapists identified on a question­
naire and their "real" needs as measured by testing. 
Most self-assessment inventories are really just inter­
est inventories, where interests are mistaken for 
needs (Cameron, 1988). 

Therefore, if questionnaires cannot identify train­
ing needs, what can? I would like to suggest a two­
pronged approach, using focus groups to identify 
"self-perceived" training needs, and diagnostic 
methods to identify "predicted" training needs. 

Self-perceived needs can be discovered through 
focus group interviews. As Morgan {1997) points 
out, the general rule of thumb for planning a focus 
group is to have 6 to 10 participants who are "ho­
mogeneous strangers," and conduct 3 to 5 group 
meetings per project (p. 34). The facilitor asks 
preplanned questions to start a discussion, which is 
then guided by further questions (Morgan, 1997). 
Sample selection is a key factor in reliability, al­
though, in our case, since the population of elemen­
tary school teachers is fairly uniform, assembling a 
good sample should not be a problem. 

Focus groups have proven extremely useful for 
product development and marketing studies, and 
they will probably also produce a rich assortment of 
training needs, but again, the same problem with 
questionnaires comes into play: How can inexpert 
respondents identify their own training needs? 
Therefore, a focus group interview approach to 
identify self-perceived needs should be balanced 
with a second approach combining a diagnostic 
approach to identify predicted needs, and directed 
interviews. A list of predicted training needs for el­
ementary school English teachers can be developed 
in three ways: by looking at the literature, by having 
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a panel of subject matter specialists generate a list of 
needs, or hopefully, by combining the two. Teach­
ers can be interviewed on these predicted needs, 
thereby increasing reliability, texture, and depth 
(Caffarella, 1994; Nowlen, 1980). 

A preliminary list of predicted training needs 
from my own research can be organized into seven 
topical areas: 

1. Theories on how children learn languages 
2. An understanding of what kind of English 

·should be taught 
3. An understanding of Monbukagakusho policies 
4. An understanding of EFL methodologies 
5. EFL activities for children 
6. Evaluating and utilizing one's existing strengths 

and weaknesses 
7. Designing and planning lessons 

The Web as a Means of Educational Delivery 
So once training needs are identified, and a training 
curriculum developed, how can the educational pack­
age be delivered? Actually, this is an almost ideal situ­
ation for web-based training: 1) the educational gap is 
new and widespread; 2) the problem is immediate 
and has no pre-existing infrastructure to fill it; 3) the 
learners are self-directed, similar, and highly moti­
vated; and 4) Japan is going online at a phenomenal 
rate. In fact, in regard to the latter, according to the 
Internet Whitepaper 2001, from February, 2000, to Feb­
ruary, 2001, the number of Japanese Internet users 
rose to 32.6 million, representing a 68.5 percent in­
crease over the same period last year (International 
Data Group, 2001). By comparison, although the pro­
portion of total Americans online is greater, with 
102.1 million, the number of people going online 
from U.S. homes only rose 16 percent from July, 
2000, to July, 2001 (Mariano, 2001). 

The idea of using th~ Web to provide specialized 
training is hardly new. Industry has been shifting to 
this medium at a surprising rate. In 1999, 41% of 
large organizations had some sort of online training, 
and 92% planned to implement it by the end of the 
year (Horton, 2000, p. 9). Likewise, trend analysis 
shows that by 2007, almost half of all university 
students will be taking part of their courses through 
distance education technologies. Therefore, by set­
ting up a well-designed website that utilizes the in­
formation from the needs assessment, we can 
deliver the kind of training needed all across Japan, 
almost immediately and at relatively little expense. 
Such a site should not just be a book-based course 
put online. It should use synchronous and asyn­
chronous technologies to foster interaction as well. 

Conclusion 
The problem that faces us, finding a way to train 
tens of thousands of elementary school teachers on 

how to teach English to children, can be solved in 
a way not possible even five years ago: through 
web-based training. New technologies alone, how­
ever, will not accomplish this task. We must first 
extract all we can from the literature about teach­
ing children. We should also conduct rigorous 
needs assessments of both self-perceived and pre­
dicted needs. 
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Chapter in Your Life _________ _ 
edited by joyce cunningham & miyao mari~o 

This month, you will read about two different perspectives and ensuing cooperation between the /ALT Hiroshima Chapter and 
JACET. The coeditors warmly invite you to submit information about your chapter or SIG's activities or other events that would 
interest the /ALT world. Reports should be 800 words maximum in English, Japanese, or both. 

Hiroshima-An Attempt at Joint Meetings between /ALT and JACET 

JACET Perspective 

Last June, a number of members from the JALT 
Hiroshima Chapter attended the annual JACET 
Chugoku-Shikoku Chapter Conference held at 
Hiroshima Kokusai Gakuin. The general theme of 
the conference "Multimedia and English Educa­
tion" attracted chapter educators wanting to net­
work and acquire inspiration for classroom ideas, 
etc., from the many presentations offered. As an 
ever-increasing number of papers are being pre­
sented in English, visitors from JALT attended a 
variety of sessions as well as a workshop on CALL 
instruction. 

Prior to our conference last year, there were sev­
eral occasions in the past when JACET members also 
attended monthly meetings of theJALT Hiroshima 
Chapter. One such occasion was when Anne Burns 
of Macquarie University, Australia, was the guest 
speaker for the Four Corners Tour, prior to 
JALT2001. There is, therefore, hope for collabora­
tion between our two organizations and others in 
local areas in the future. 

Members of organizations such as JACET are likely 
to continue to experience decreasing membership as 
time goes by. The advantage of such a collaboration 
is that each party would benefit from the impetus of 
joint meetings with increased attendance. However, 
there is the problem of which language to use and 
of sometimes favouring one language over the 
other. For example, 
almost all visitors left 
the June 2001 confer­
ence early without stay­
ing for the final 
symposium when it 
was learned that Japa­
nese was the medium. 
Of course, on the other 
hand, many Japanese English teachers do not feel 
entirely comfortable when discussing things in En­
glish. 

It is my opinion that one of the essential factors 
for good relations between associations is the pres­
ence of a good liaison person who belongs to both 
organizations or has a close relationship with both. 
It is also important to exchange newsletters regu­
larly. At present, communication seems to be one 
sided in that some of us receive and read email news 
from the Hiroshima JALT list server in English, but 

EfilC 

most native speakers of English have difficulty read­
ing our JACET newsletter in Japanese. It is my hope 
that language teachers in Japan will learn to read 
more Japanese and that things will continue to 
change and improve, so that gradually, there will be 
more of such joint activities in the coming years. 

Numanofiro 
President-elect of Chugoku-Shikoku Chapter of I A CET, 

Professor at Hiroshima Kokusai Gakuin, Hiroshima, 
<numanoj@hkg.ac.jp> 

/ALT Perspective 

Here in the Hiroshima Chapter, we worked together 
with JACET to support their June Western Japan 
Conference in lieu of holding our own independent 
monthly meeting. There were initially some appre­
hensions to overcome, such as issues of officially 
"cosponsoring" the event. Although JALT was not 
an official cosponsor, the JAL T presence was well 
received. Participants from both groups commented • 
that they felt it beneficial to hold such a joint event. 
This will hopefully open some doors in the direc­
tion of fuller cosponsorship of future events. 

While JACET meetings may not be well attended 
by non-Japanese speaking teachers or newcomers to 
Japan, a conference such as this offers a diversity of 
presentations in both English and Japanese. Unfor­
tunately, the language barrier remains a central im­
pediment to full participation of Japanese and 

non-Japanese. 
One way that 
this is being ef­
fectively dealt 

, / .,' .. · ;,,> .. with by some 
groups, includ-
ing those within 

JAL T that have been predominantly English speak­
ing, is to become more bilingual. Full access to in­
formation in both languages is perhaps one 
significant way this barrier can be breached, without 
leading to feelings of exclusion, or the need to 
"side" with one group or another. So, although it 
may take some effort to get the support required at 
the start, interested groups should explore cospon­
soring, as many are more than willing to do things 
together, but are just unsure about how to proceed. 
Cheryl Martens, former JALT Hiroshima Program Chair, 
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Hiroshima Kokusai Gakuin University, 
<cmartens@z.hkg.ac.jp> 
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____ ________:___ _______ ________.My Share 
edited by erin burke 

Drawing from Description 

Ian D. Willey, Rikkyo University 

<iwilley@hotmail.com> 

Quick Guide 

Key Words: Drawing, Reading, Pair work 
Leamer English Level: Low Intermediate and up 

Leamer Maturity Level: Adult 
Preparation time: One hour or less 

Activity Time: About 30 minutes in class 
Materials: Descriptive passages with accompanying 

illustrations, OHP (optional) 

I am always looking for enjoyable reading-based 
activities to employ in the last half hour of my 
reading class. Having noticed that many Japanese 
students like to draw; often decorating their jour­
nals or homework assignments with cute, and 
sometimes impressive illustrations, I have adapted 
a simple activity I experienced in high school art 
class for my reading class. 

The Task 
For this activity I chose a popular subject: dino­
saurs (more exactly, prehistoric creatures). I found 
descriptions of a few prehistoric creatures in The 
Macmillan Illustrated Encyclopedia of Dinosaurs and 
Prehistoric Animals, and modified the vocabulary so 
it would be more accessible to students. I tried to 
choose more obscure creatures, which students 
may not have encountered in books or popular 
films like Jurassic Park. 

Students were paired and given the following 
two descriptions on A3 paper: 

Description 1: Opthalmosaurus. This creature 
lived in the seas during the age of the dinosaur. 
It had a long, narrow snout and a rounded, 
teardrop-shaped body, tapering toward the rear 
in a half-moon-shaped fin. Its front limbs were 
more developed than the hind limbs. Its most 
unique feature was its large eyes 
(Opthalmosaurus means "Eye Lizard"). They sug­
gest that Opthalmosaurus was a night feeder, 
perhaps hunting squid close to the surface of 
the sea. 

Description 2: Coelodonta. This creature was once 
hunted by prehistoric humans. It was large, 
with a·pair of fearsome horns growing on its 
snout. The front horn was larger, growing to 
lengths of three feet. Its body was covered in a 

'"EfilC 

coat of wooly fur. Its eyes were small and weak. 
It had feet like an elephant, and its front legs 
were mu~cular like a gorilla's arms. Though it 
ate plants, it probably had a mean temper-you 
wouldn't want it to be mad at you! 

I stress to students that they can use their imagi­
nation in designing their creature; the only require­
ment being that they at least capture the creature's 
essential features. 

After about 20 minutes, I place the textbook's 
illustrations of the two creatures on the overhead 
projector. Their faces light up when they see how 
close-or how far off-their sketches are. A few stu­
dents are asked to place their pictures on the over­
head, and we go over the important points in each 
reading that students should have captured in their 
pictures; for example, the depiction of Opthalmo­
saurus should include a tapering body, larger fore 
fins, a half-moon-shaped tail, and big eyes. 

Discussion 
Students found this activity challenging rather 
than difficult. Although students worked hard at it, 
we still felt as if we were taking a break from the 
more usual reading-based tasks. 

I feel that having students work in pairs was es­
sential for this activity. Not all students like to 
draw, after all, so by teaming them up, students 
with a dislike for art may find themselves with a 
partner who at least doesn't mind as much. Stu­
dents could then help each other in interpreting 
the descriptions. 

Optional Themes 
Personal photographs: Write about your dog, cat, 
house, or places you've visited. 

Planes, trains, and automobiles: Images as well as 
brief descriptions can probably be found in your 
nearest library or over the Internet, as well as for 
the following three themes. 

Architecture around the world 
Famous artwork 
Sci-Fi vehicles: Describe Star Wars or Star Trek 

ships, or mecha from Japanese anime. 
Popular characters: Describe the personalities or 

habits of popular characters like Pikachu, Snoopy, 
or Tonari no Totoro, and see if students can guess 
who their subject is. 

This activity could be modified to incorporate 
writing by asking students to write descriptions of 
their own photographs, for instance. and these de­
scriptions could be given to other students to read 
and try to draw. However this activity is applied, I 
feel it will add spice to a reading class, allowing 
students to exercise their reading skills and their 
imaginations. 
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Reference 
Dixon, D. (Ed.) (1988). The Macmillan illustrated 

encyclopedia of dinosaurs and prehistoric animals. New 
York: Macmillan. 

Thingamajigs 

Kim Bradford-Watts 
Kyoto University of Foreign Studies 

<wundakim@yahoo.com> 

Quick Guide 

Key words: Definitions 
Learner English Level: Low and false beginner 

Learner Maturity Level: Junior high school and 
above 

Preparation Time: About two hours to make the 
cards 

Activity Time: 60 to 90 minutes for each class 
Materials: Cards, dialogue on board, cassette re­

corder and tape {optional if you would like to record 
the students' test attempts) 

In lower level university speaking classes, I initially 
focus on communication strategies at the beginning 
of the course. A significant amount of time is de­
voted to teaching students how to define things in 
English, rather than reaching for the conversation­
stopping dictionaries they all have in class, but may 
not have access to when they really need to com­
municate something in English. 

In the first class on definitions, we concentrate on 
describing Japanese cultural events by giving hints 
using adjectives and a noun practiced in a game 
format. 

e.g., It's a busy summer Kyoto festival (Gian 
Matsuri). 

Then in the same lesson, students (in groups) write 
a list of five of the foods commonly eaten over the 
New Year holiday season (Osechi ryori) and write 
descriptions of them. 

e.g., They are small, black, 
sweet beans (kuromame). 

In the second class, additional 
ways of defining things are in­
troduced. 

e.g., It's adverb oreoosition 
place: It's usually in the 
kitchen. 

or It's used for verbing noun: 

EBlC 

It's used for cooking pizza. 

or It's adverb made of noun: It's often made of 
wood. • 

You can practice this with Japanese artifacts. Re­
cently, I have also adapted an idea from Sion (2001) 
which works very well since the students don't 
know what kind of items to expect. The items are 
also things that they may need to buy if they are 
traveling overseas or doing a homestay. Each pair of 
students gets a set of cards featuring pictures of vo­
cabulary items that at this level, they do not usually 
know. They take turns at picking a card from the 
top of the pile and use the patterns above to explain 
the item to their partner. When the partner thinks 
they know what it is, they draw a picture of it. If 
correct, the students swap roles. If incorrect, the 
student must continue to try to explain the item 
until the partner understands. Some examples ap­
pear below. 

The third class is framed as a test where each stu­
dent is given a different vocabulary card. They write 
the definition on a piece of paper, and return the 
card to me. 

The students then use the dialogue (which I have 
already written on the board) to talk to everyone in 
the class, taking turns as shopkeeper and customer. 
The students record their turns as shopkeepers by 
writing their partner's name and drawing their 
guesses in a grid drawn on the back of their test pa­
pers. As the students are moving around and talking 
to each other, I slowly erase elements of the dia­
logue, which forces them to remember it. The dia­
logue is as follows: 

Shopkeeper: Yes? / Next please. / May I help 
you? 
Customer: Excuse me. I am looking for some­
thing, but I don't know the name in English. 
S: Uh-huh. 
C: (explain) 
S: (draws a picture) Is this it? 

Either: 

C: No. (try again) 

368 The Language Teacher 26:7 



____________________________ my share 

Or: 

C: Yes. How much is it? 

S: It's number dollars. 

C: Here's bigger number dollars. 

S: Here's your change. Thank you. 

C: Thanks. 

Each student needs to talk to everyone in the class. 
When they feel confident enough, they come to the 
front and play the role of the customer, with myself 
as the shopkeeper. At this time they are taped (with 
name and student number) for my records and sub­
sequent error review. 

As the students finish, they sit down and write 
the dialogue from memory on their test papers. 
When they have finished this, they hand the test 
papers to me and write their reflections about the 
class for inclusion in their learning portfolio. 

Having done this series of lessons, students are 
more confident about communicating even when 
their vocabulary is sometimes inadequate. The addi­
tion of the "shopping" context seems to ground the 
usefulness of strategies for describing in the stu­
dents' minds. 

Adapted from Sion, C. (2001) Creating Conversa­
tion in Class: Student-centered interaction London: 
First Person Publishing / English Teaching profes­
sional. Graphics from <http://www.arttoday.com>. 

MiniShare 

Classification Game 

Erin Burke, Aichi Gakuin University 

<erin@celtic-otter.com> 

Here is a fun, 10-minute, warm-up activity that gets 
the students classifying things in preparation for les­
sons on describing. 

111EfilC 

Summertime Things Japanese 

James W. Porcaro 
Toyama University of International Studies 

<porcaro@tuins.ac. jp> 

Quick Guide 

Key Words: Things Japanese, speaking, writing 
Leamer English Level: Beginner to advanced 

Leamer Maturity Level: Junior high school to adult 
Preparation Time: Varies, depending on prepara­

tion of handout 
Activity Time: Varies, one or more lesson periods 
Materials: Copy of handout described in this text, 

• realia (optional) 

Since the appearance of Basil Hall Chamberlain's 
Things Japanese in 1890, countless books have been 
published explaining to foreigners things Japa­
nese-customs, manners, artifacts, food, special 
events, everyday items, concepts, and words. The 
Japanese seldom need to speak of these elements of 
their life and culture among themselves, let alone 
do so in English. Yet, as they are increasingly en­
gaged in various international arenas, they encoun­
ter more and more inquiries from non-Japanese 
about aspects of Japan. English is usually the lan­
guage of communication in these instances and it 
often seems Japanese people find it difficult to an­
swer some of these questions. 

English teachers can profitably respond by incor­
porating lessons dealing with things Japanese in 

Divide students into Student A and Student B 
pairs. Give Student A a piece of paper with catego­
ries written on it such as: things that are red, 
things that have holes in them, things that smell 
bad. There should be enough space below each 
one to write a list of five or six words that fit in 
the category. Student B has a page with a different 
set of categories such as: things with four legs (al­
ways a stumper if they don't think to add inani­
mate objects such as tables and chairs), things in 
the fridge, things that improve with age. 

Each student gets five minutes to write as many 
words as they can under each category. Afterwards, 
they take turns reading out each list of words to 
their partner, who has to try to guess what the 
category is. 
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TeEICr.) The Test of English for International Communication 

A Call for Research Proposals 

The Institute for International Business Communication (IIBC) is pleased to invite 
research proposals from organizations and individuals that would make use of the 
TOEIC (Test of English for International Communication), TOEIC Bridge and their 
related services. We are seeking research proposals for a variety of subjects, including 
score interpretation, natural language usage, curriculum development, innovative 
response formats, and the definition of language constructs. In an effort to continue 
providing quality research, IIBC has formed a research committee to establis~ and direct 
a program in support of TOEIC research. 

TOEIC is an English language proficiency test for non-native speakers of English. 
Many schools and organizations around the world use TOEIC to evaluate the English 
ability of their students and employees. TOEIC Bridge is a newly developed test to 
measure the emerging English language competencies of beginning and intermediate 
learners, and to help them focus on areas of improvement. 

The TOEIC test was developed by the Educational Testing Service (ETS), a non-profit 
organization located in Princeton, New Jersey. The ETS prepares and administers a 
variety of academic tests and is a leading center for educational measurement research. 
Since 1996, the TOEIC program has been managed by the Chauncey Group 
International Ltd., a for-profit subsidiary of the ETS. In Japan, the TOEIC and TOEIC 
Bridge are the responsibility of IIBC. 

For additional information regarding either our research agenda or the procedures for 
submitting funding proposals for related research, please see our website, at 

http://www.toeic.or.jp/toeic/research 

or contact us at the address below: 

R&D Division 
The Institute for International Business Communication 
Attn: Mineo Mitsuhashi (Mr.) 
Sanno Grand Building 
2-14-2, Nagata-cho, Chiyoda-ku 
Tokyo 100-0014, Japan 
Fax: +81-3-3581-5608 
E-mail: iibcpde@mx2.nisiq.net 

TOE1c• is a registered trademark of ETS. The TOEIC Program is administered by the 
Chauncey Group International, Ltd., a subsidiary of ETS .. 
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their courses. Such content-based lessons also stand 
by themselves as part of an important instructional 
approach to English as an instrumental language 
that draws upon students' familiar base of social 
and cultural knowledge and experience. 

Summertime things Japanese 
The seasons have always been considered very im­
portant in Japanese life. Within each season there 
is a plethora of particular things Japanese from 
which to draw for content-based English language 
lessons. Summertime, for example, yields the 20 
items in the following list, which I include as part 
of an attractive handout paper for students that 
contains a picture for nearly every item. (The brief 
English description is added for this article only.) 

yukata (summer kimono) 

katori-senkou (mosquito-repellent incense) 

hanabi (fireworks) 

matsuri (festival) 

ban matsuri (ban festival) 

kisei (return to one's hometown) 

ohakamairi (visit to family grave) 

mukashi-banashi (old tales) 

tanabata 0uly 7 festival) 

fuurin (wind chime) 

sudare (bamboo blind) 

koukou-yakyuu (high school baseball) 

uchiwa (flat fan) 

soumen (thin noodles) 

zarusoba (soba on a bamboo plate) 
kakigouri (shaved ice) 

suika-wari (watermelon game) 

yuurei (ghosts) 

tsuyu (rainy season) 

shochuu-mimai (summer greeting cards) 

Lesson ideas 
Especially for younger learners, realia are important, 
hands-on learning material. For summertime, 
uchiwa, fuurin, shochuu-mimai and katori-senkou are 
readily available items that can easily be brought to 
class for students. Simple descriptions and answers 
to questions on their uses can be more easily elic­
ited from students with the objects before them. 
Pictures of all the items listed above can be gath­
ered from the many books about things Japanese, 
and also from magazines. 

In my university classes, I give students the 
handout described above. Working in pairs or 
groups of three, they are directed to explain, de­
scribe, give basic information about, and tell of 

personal experience with the items as if they are 
speaking to non-Japanese who know nothing about 
these items. While some reference to dictionaries 
certainly is allowed, I encourage students to use the 
simple English that they already know. Of course, 
before the groups begin to engage in the speaking 
task, I give a few model presentations, with items 
not on the given list, of the content and manner of 
expression I expect them to produce. During the 
activity I move from group to group monitoring, 
facilitating, modeling further, if necessary, and pro­
viding feedback and encouragement for their work. 

Some of the summertime items listed above are 
well suited for practice with how to do language. For 
example, students can try to explain in detail how 
to visit the family grave (ohakamairi), i.e., what to 
do when there; how to play suika-wari at the beach; 
or what one can do at a ban festival. 

Summer in Japan is also the time to tell the won­
derful eerie and ghostly tales of old Japan. that chill 
our spines and relieve for the moment the torment­

ing heat of the day or night. Stu­
dent recitation of some of these 
stories is enjoyable and effective 
speaking practice. I like to use 
the ending of the story, well 
known to almost all students, 

Mimi-nashi Hoichi and the very short 
story Mujina, available in simplified En­

glish in Stories from Lafcadio Hearn published 
by Oxford. 

Finally, there are a number of follow-up writ­
ing tasks that can be assigned at the sentence, 

paragraph, or short essay level, for explaining, 
describing, and discussing things Japanese. This 
could also be done in the form of letters to imag­
ined friends in other countries. In addition, espe­
cially for a class of younger students, they could 
write their tanabata wishes on tanzaku (colorful 
strips of paper) and tie the strips to hang on sasa 
(bamboo branches) as is the custom. They can also 
give shochuu-mimai to each other with short, 
simple messages they have written in English. 

Lessons with things Japanese can be both enjoy­
able and productive while also providing an oppor­
tunity for genuine two-way teaching and learning, 
a special sharing between the non-Japanese teacher 
and students. Students may provide the teacher 
with a wider and deeper understanding of some of 
the items, while the teacher helps the students to 
improve their use of English to communicate that 
knowledge and familiarity. There is mutual appre­
ciation of the joint effort and the achievement of 
the task. 

Reference 
Heam, L. (1983). Stories from Lafcadio Heam. Tokyo: Oxford 

University Press. 
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CAMBRIDGE 
uN1vERs1Tv PREss Grammar for all 

Grammar for the desk 
The Cambridge Grammar 
of the English Language 
R. Huddleston & 6.K. Pullum 
The first comprehensive 
descripcive·grammar to appear 
for over fifteen years, a period 
which has seen significant 
developments in all levels of 
linguistic theory. A muse for 

the desks of all involved in the study of linguistics or in 
the teaching of English. 

Grammar for the inquisitive 
Exploring Grammar in 
Context 
R. Carter, R. Hughes and M. McCarthy 
This reference and practice 
grammar analyses why people 
choose certain structures in 
particular situations and the 
effect chat has on meaning. I c 
is based entirely on real spoken 

and written language taken from the Cambridge 
Internacional Corpus. 

Grammar for teachers 
Grammar for English 
Language Teachers 
M. Parrot 
This award-winning reference 
helps teachers to develop their . 
knowledge and understanding 
of grammar while providing 
help for planning lessons and 
clarifying learners' problems. 

Contains corpus-informed exercises for testing 
grammar 'rules' against real language use. 

Grammar for learners 

~_.,,L'~,a;i-
- (,;, 

Basic Grammar in 
Use/Grammar in Use 
R. Murphy (with W. R. Smalzer) 
Clarity and simplicity are 
che reasons chat more 
than 14 million learners 
have chosen the 'in Use' 

grammar books . Boch the American and British 
English versions feature the cried and crusted two-page 
unit format.available with or without answers. 

Grammar for the train 
Grammar in Practice 
1&2 
R. Gower 
40 units of quick grammar 
exercises for young adults 
and adults at beginner/false 
beginner level. 

Illuscracions help clarify meaning and build confidence. 
The books are small and easy to carry and include full 
answer keys so learners can choose where and when 
they want to study. 

Grammar for fun 
Games for Grammar 
Practice 
E. Chin & M.L Zaorob 
More than 40 phococopiable 
games and activities to liven up 
any classroom and help 
students to find grammar 
practice meaningful and 
rewarding. The activities are 

designed co promote intensive and interactive practice 
with learners of all ages and all levels. 

For more information about these or ocher grammar tides from Cambridge, contact: 

CAMBRIDGE 
JNIVERSITY PRESS 

EBl,C3ESTCOPY AVAILABLE 
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-----------'--------Off the Presses 
edited by mark zeid 

Cambridge University Press: The Oldest Press in the World! 

Founded on a royal charter granted to the univer­
sity by Henry Vlll in 1534, Cambridge University 

Press is the oldest printing and publishing house in 
the world. It has been operating continuously as a 
printer and publisher since the first Press book in 
1584. As an integral part of the University of Cam­
bridge, the Press is devoted constitutionally to print­
ing and publishing "for the acquisition, 
advancement, conservation and dissemination of 
knowledge in all subjects." As such it is a charitable, 
not-for-profit organization. 

The Press has an intrinsic interest in quality and 
in raising academic and educational standards in all 
areas in which it is active, and has traditionally 
been associated with high copy-editorial standards 
and high design and production values. To this end, 
each new Cambridge University Press publication, 
in whatever discipline and from whichever interna­
tional centre, has to be approved formally by the 
Press Syndicate, the Trustee body of senior Cam­
bridge academics who thus sanction the use of the 
University's imprint and the Cambridge name. 

However, approval by the Press Syndicate is only 
one part of a major process ensuring that Cam­
bridge University Press materials adhere to the strict 
levels of excellence we have come to expect (if not 
demand). Cambridge University Press established a 
pioneering high-quality ELT programme in the mid-
1970s. In keeping with that programme, extensive 
market research precedes the development of new 
materials in this field, which are then piloted in 
schools in many parts of the world. Reviewers are 
actively sought for feedback at pre-approval, draft 
status, and post-publication stages. A number of the · 
Press' principal course and grammar books have 
sold several million copies since first publication; in 
Japan, the most famous are the New Interchange and 
Grammar in Use series. 

Cambridge University is world renowned for in­
novation and breakthrough. In EL T, the Press has 
been quick not only to embrace corpus research but 
also to implement it into many recent titles. 
McCarthy (1998) compares the various terms used 
to explain the way in which information drawn 
from the corpus is used. Tognini-Bonelli (1996) 
compared "corpus-based," an approach where re­
search from the corpus is merely used to reinforce 
previously held beliefs about how the language 
works, to "corpus-driven,"-an approach where cor­
pus-derived data is used to create theories on lan­
guage use. McCarthy himself adds the term 
"corpus-informed" to the list, stating that it is re­
served for what we do with the insights in peda­
gogy, since insights alone are no guarantee of good 

'"EB.LC 

teaching, and must be mediated 
in some way to create models 
that are meaningful and useful to 
language learners (1998, p. 22). 

Probably the best example of the "corpus-in­
formed" approach at work is in the Cambridge dic­
tionaries. The headwords for the dictionaries are 
chosen to include the most common words, with 
considerable thought given to which useful words 
fall below the frequency limit and should be in­
cluded, and which lay within the frequency limit 
but, on balance, are thought to be less helpful for 
learners. The example sentences are lifted directly 
from the corpus to give actual usages (compare the 
example sentences in our dictionaries with some of 
the older monolingual or even current bilingual 
dictionaries and you will soon see the difference). 
Even the order of the meanings for each headword 
is corpus-informed, allowing the users of the dic­
tionary to arrive quickly at the most likely defini­
tion of the word they are looking up. The 
definitions themselves can be checked at <http:// 
dictionary.cambridge.org/> and, incidentally, re­
search on the most frequently searched words 
online will go toward introducing new words and 
prioritising old words in the next generation of dic­
tionaries. 

Cambridge University Press is also very fortunate 
to be involved with a number of different corpora 
around the globe, and thus is able to specify param­
eters for type of English needed for each dictionary 
published: e.g., 25% spoken, 75% written, 50% Brit­
ish, 50% American. However, possibly the most 
ground-breaking use of our unique learner corpus 
can be found in our Cambridge Learners Dictionary, 
which incorporates learner corpus data in its usage 
notes. Using UCLES exam scripts written by learners 
around the world, a corpus has been built that is 
coded so that errors learners commonly make can 
easily be found. Usage notes based on what the cor­
pus revealed have been added to the dictionary. 
Classic examples include the difference between 
"say" and "tell" or between "look," "see," and 
"watch." 

While our dictionaries were definitely the first of 
our materials to have direct input from corpus re­
search, they are not the only ones. Our Vocabulary 
in Use series is being updated and English Vocabulary 
in Use: Elementary, the recently published English 
Vocabulary in Use: Upper Intermediate and Business 
Vocabulary in Use, and the soon-to-be-published Eng­
lish Vocabulary in Use: Advanced have all been cor­
pus-informed. Also, in the field of grammar we have 
Martin Parrot's Grammar for English Language Teach-
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ers and Mike McCarthy's own Developing Grammar 
in Context. 

And finally, no article on Cambridge University 
Press in Japan would be complete without mention­
ing possibly the most important volume on gram­
mar this century, the Cambridge Grammar of the 
English Language. The main authors, Rodney 
Huddleston and Geoffrey K. Pullum, spent more 
than a decade compiling the first_ comprehensive 
grammar of the English Language to appear in fif­
teen years. Although the work started long before 
the above-mentioned corpus research had estab­
lished itself, the authors were able to draw exten­
sively and systematically on the linguistic research 
carried out on the English language during the last 
forty years. 

Errata 

Through an oversight, two appendices were omit­
ted from My Share in TLT6. 

The graphic to the right is Appendix 2 from 
"Reading the World through Advertisements," by 
Elizabeth Lokon (pp. 35-36). The graphic below is 
Appendix 1 from "Self Identity and Awareness in 
Society," by Jane Lightburn (p. 37). 

Our apologies to the authors and readers for 
this error. 

So from all of us at Cambridge University Press in 
Japan, we wish you continued success in 2002 and 
look forward to seeing you in August at our next 
free teachers' seminar, Cambridge Day, with guest 
speaker Penny Ur. Please call our office for details. 

Cambridge University Press 
Tel: (03) 3295-5875 
Fax: (03) 3219-7182 
Email: <Office@cup-japan.org> 

References 
McCarthy, M. J. (1998). Spoken language & applied linguis­

tics. Cambridge: Cambridge University Press. 
Tognini-Bonelli, E. (1996). Corpus theory and practice. Bir­

mingham: TWC. 
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Book Reviews 

edited by amanda obrien 

Clear Speech from the Start. Basic pronunciation 
and listening comprehension in North American 
English. Judy Gilbert. Cambridge: Cambridge 
University Press, 2001. pp. iv. + 133. ¥2,250. ISBN: 
0521 637376. 

Judy Gilbert is well known for her valuable and 
practical intermediate-level book, Clear Speech. Her 
latest book, Clear Speech from the Start, was written 
in response to the many requests she received from 
teachers for a book useable with beginners. Initially 
this presented her with a puzzle. Realizing that such 
a book needed a different approach from one for 
intermediate learners, over time she researched and 
discussed approaches she felt could work, given the 
limited vocabulary and time available to beginners. 
As a result six essential elements describe her 
approach: 
1. Concepts are taught through visual images in­

stead of through words. 
2. Only the most crucial sounds are presented, 

leaving the rest for later study. 
3. Every teaching point is designed not only to 

help intelligibility but also to improve listening 
comprehension. 

4. Rhythm is taught through the visual and 
kinesthetic modes. 

5. Immediate help with reading is provided by 
teaching simple spelling rules. 

6. Tasks emphasize phrases, not just individual 
words (pp. vii-viii). 

The teacher's resource book, student's book, and 
cassette that make up the resulting package are 
bound to become a teaching favourite. The resource 
book is laid out with impeccable clarity. Gilbert first 
provides an overview of the whole course, 
highlighting the crucial aspects of pronunciation 
selected to provide the most immediate help: for 
example, the alphabet, strong and weak syllables, and 
what she calls, the Music of English. Teachers are 
then provided with guidance on how to make the 
most of the student book, its innovative features, and 
what kinds of activities can be introduced to teach 
different aspects of pronunciation. For instance, here 
is an excerpt from Using the Artwork: 

Pitch lines (especially in the Music of English 
boxes) can help students sense what they need 
to do musically. Some students find it helpful 
to actually draw these lines themselves. Others 
find drawing pitch lines frustrating, so it is best 
not to require students to do it. Instead, you 
can illustrate the pitch pattern on the board 
yourself (p. xi). 

In addition, each compo1.~ ... ~· ···~ . ~ ~ .... J ...... ~ 
course is described in detail for the teacher and au­
dio transcripts are provided where needed. This 
level of support should make even teachers with 
little or no background in pronunciation teaching 
feel more confident. 

There are lots of other really attractive features. 
Teachers from around the world were involved in 
trialing the materials and their "teaching tips" are 
interspersed throughout. Helpful appendices 
containing diagrams of the mouth and 
photographs of wax models showing the shape of 
the mouth and airflow assist teachers and students 
to learn about the formation of different sounds. 
Throughout, blue backgrounds are used in words 
and images to represent visually what occurs in 
pronouncing English. Clear visual cues in the 
student's book for different kinds of activities also 
help to make the material very accessible. The 
audio program uses a variety of speakers and clear 
natural-sounding speech. 

The main disadvantage from the point of view of 
this Australian-based reviewer is that the course 
deals only with American English; teachers working 
with other English varieties may feel that the 
materials are therefore limited in their particular 
contexts. 

For me, however, one of the important aspects of 
the course was the sound theoretical concepts 
underpinning it, as these inevitably provide a useful 
professional development process for an area of 
teaching that many teachers find worrisome. 

Anne Bums 
Macquarie University 

Reason to Write-Strategies for Success in Aca­
demic Writing. Judy L. Miller and Robert F. Cohen. 
Oxford: Oxford University Press, 2001. pp. 178. 
¥2,900. ISBN: 0-19-436771-1. 

I'm looking for a textbook to teach the writing of 
English for Academic Purposes to university majors 
of law, science, and humanities. In later years, they 
will have the opportunity to submit seminar papers 
and graduate theses in English. Before adopting ma­
terial for future semesters-writing classes of 100 
students-I experiment with prospective texts in my 
current-year class or a smaller sized seminar. I tried 
Reason to Write, because its subtitle states that it of­
fers strategies for success in academic writing. I 
found the Low Intermediate level in the two-book 
series to be of high quality, focusing on encouraging 
students to read, think, and check grammar skills 
before writing paragraphs. It has a wide curriculum, 
suggesting that academic writing can be any kind of 
well-organized and edited piece. Although it was 
developed from the authors' experiences with teach-
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ing Spanish-speaking students in an American ESL 
learning environment, it was appropriately edited 
for international use. 

Its 10 units each contain, on average, 16 pages 
divided into 5 sections: conversation practice, read­
ing, pre-writing, structured writing, and a list of ad­
ditional writing topics. The first three 
are time consuming and make the . 
text more of a four-skills book. Chap- ij·• 
ter one, for example, starts with the . ,~ -
question "What is your name?" The . .i' r-,· 
next two sections include describing ~,,.,,.~,_. 
people, plus the conversation starter, ·._..., ,-· 
"Find someone who ... " that requires ·-· -.: 

-·.:.~ .. ·~-·-· .. students to interview classmates. De- ---·--·-· 
layed writing practice is a tenet of the comprehen-
sion approach but the authors' underlying 
philosophy, I believe, is to motivate students to talk, 
think, and question before arriving at conclusions 
worth writing about. Learning how to carefully ana­
lyze, discover, and influence opinions are valuable 
lessons in the academic writing process. The title 
word "reason" is employed as a verb rather than a 
noun. 

I had difficulty accepting some of the content as 
being relative to academic writing. Section 4, for 
example, asks students to identify an acceptable 
academic version of student writing by choosing 
between a poorly typeset paragraph (resembling an 
email message with a return key gone awry) and a 
perfectly ordered one that begins, "My partner is a 
gorgeous woman. She is small and delicate with a 
gentle smile. When I saw her for the first time, I 
thought she was just cute ... " Chapters increase in 
academic purpose, however, to editing and proof­
ing, writing letters to insurance companies, two­
paragraph memorandums, and finishing with a 
relevant five-paragraph essay. A text with this sub­
title should also concern itself with helping students 
to achieve accuracy and objectivity in reporting by 
introducing such scholarly tools as abstracts, intro­
ductions, quotations, references, and indexes. 

In my students' EFL environment, justifiable rea­
sons to write include winning writing contests, shar­
ing opinions with international newspaper readers, 
and enjoying collegiality via email, in addition to 
gaining course credits and writing a successful 
graduatfon thesis. The units on writing a story, writ­
ing an opinion letter, supporting opinions, compar­
ing news articles, and writing a short essay lend 
themselves to all but the last of these motives. 

Reading topics include weather reporting, heroes, 
controversial legal cases, cross-cultural business 
strategies, and the greatest inventors of the 20th 
century. These themes can spark intellectual curios­
ity and demonstrate the role of perseverance for 
freshmen starting out on the road to defining prob­
lems, debating ideas, and reporting in a scientific 

EB.LC 

manner. The editor's footnotes help international 
students, defining, for example, that hurricanes are 
similar to typhoons in the Pacific. Their screening 
of suggested writing exercises could have been bet­
ter though. I would be uncomfortable assigning 
some of their selections to my international ex­
change students. For example, the unit on heroes 

asks students to write about danger­
ous heroes such as Mao in China, 

~""7i'":. Hitler in Germany, or Stalin in Rus­
·=t ·. sia. The authors wisely portray pio­

·:,,:; neers of globally significant 
• discoveries-Chinese printing press 

blacksmith Pi Sheng, Scottish discov-
. .. -·--··- erer of penicillin Alexander Fleming, 

and Italian Guglielmo Marconi-rather than suc­
cumb to only choosing roles models that might be 
more politically correct because they cope with 
racism, sexism, or physical disabilities. The text is 
written in standard English (non-English words are 
italicized or quoted) and provides balanced reading 
selections and writing assignments originating 
from ethnic groups in America, Asia, and Europe. 
Stories on Martin Luther King, TV host Oprah 
Winfrey, and an excerpt by writer Sandra Cisneros 
(The House on Mango StTeet)....:...would pass muster 
with textbook evaluation committees in America. 
Models of classical and modern literature included 
Brothers Grimm (Little Red Riding Hood), James 
Thurber (The Little Girl and the Wolf), Umberto 
Eco, and Bertrand Russell. 

The authors of this high quality textbook, which 
contains many fine examples of literature that can 
motivate students to reason before writing academi­
cally, even invite readers to comment by providing 
their address as one more reason to write. 

David McMurray 
The International University of Kagoshima, 

Shimofukumoto 
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Recently Received 
compiled by linh t. pallos 

The following items are available for review. Overseas reviewers 
are welcome. Reviewers of all classroom related books must test 
the materials in the classroom. An asterisk indicates first no­
tice. An exclamation mark indicates third and final notice. All 
fina 1 notice items will not be available for review afrer the 31st 
offuly. Please contact the Publishers' Reviews Copies Liaison. 
Materials will be held for two weeks before being sent to review­
ers and when requested by more than one reviewer will go to the 
reviewer with the most expertise in the field. Please make refer­
ence to qualifications when requesting materials. Publishers 
should send all materials for review, both for students (text and 
all peripherals) and for teachers, to the Publishers' Reviews 
Copies Liaison. 

Books for Students 
Coursebooks 
• Exploring Hidden Culture: Deeper Values and Differ­

ences between Japan and North America. Stapleton, P. 
Kinseido Publishing, Japan, 2001. 

* Issues of Global Concern. Peaty, D. Kinseido Publishing, 
Japan, 2002. 

• Terrific Talk. Lawrence, N., & Levesque, G. Kinseido 
Publishing, Japan, 2002. 

Business Vocabulary in Use. Mascull, B. Cambridge: Cam­
bridge University Press, 2002. 

Supplementary Materials 
• Do You Know? Puzzling and Improbable Questions 

and Answers. McLain, B. Kinseido Publishing, Japan 
(year not provided). 

* New Understandings: New Answers to the World's 
Oldest Questions. Stapleton, P. Kinseido Publishing, 
Japan, 2002. 

Books for Teachers 
contact Kate Allen <lcateob@kanda.kuis.ac.jp> 

The Cambridge Guide to Teaching English to Speakers 
of Other Languages. Carter, R., & Nunan, D. (Eds.). 
Cambridge: Cambridge University Press, 2001. 

If you would like to order or ask about Talking to Yourself in 
English, please contact The International English Book 
Centre at: <info@ebcoxford.co.uk> (specialist advice) or 
<sales@ebcoxford.co.uk> (general enquiries). 

Advertiser Index 
Key: IFC = inside front cover, IBC = inside back cover, 

OBC = outside back cover 

Cambridge University Press ...................... .................... .. .. 22, 42 
IIBC... .. ................................................... 40 
JALT2002 Conference .......................................... . 
Nellie's ...... 
Oxford University Pres.s ....................................... .. 
SEIOO 

. IFC 
. ..... 16 

OBC 
..28 

Thomson .. ............ .. ................... 34, 35, IBC 
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Special Interest Groups 
News 

edited by coleman south 

CALL-JAL TCALL 2002: Local Decisions, Global 
Effects was a great success. Over three days, we 
had a preconference workshop in excess of 20 at­
tendees, 85 presentations at the main conference, 
and over 170 attendees at the presentations. One 
of the highlights included a wonderful presenta­
tion by Mike Levy of Griffith University. 

Also at the conference, a collection of the pro­
ceedings for JALTCALL 2001: The Changing Face of 
CALL was released. It contains 13 articles compiled 
from the best presentations atJALTCALL 2001. 
Scott Petersen and Michael Kruse have done a 
fabulous job editing this collection. The collection 
is available free to CALL SIG members-a great 
incentive to join us. Please let a friend know about 
this opportunity. If you did not pick up your copy 
at JALTCALL 2002, it will be waiting for you at the 
CALL SIG desk at the national conference, JAL T 
2002: Waves of the Future, in Shizuoka. However, if 
you cannot wait until then, please send an A4-
sized envelope with enough postage to cover mail­
ing (¥310 inside Japan) to Monkia Szirmai; 
Hiroshima International University; 555-36 
Gakuendai, Kurose-cho, Kamo-Gun, Hiroshima­
ken 724-0695. If you are outside of Japan, please 
email to make special arrangements. 

JALTCALL 2003 at Kinjo Gakuin in Nagoya is 
already being planned. Please contact David Kluge, 
<kluge@kinjo-u.ac.jp>, if you are interested in be­
ing a part of the team; we can always use more 
team members, so don't be shy. 

GALE, GILE, & PALE-These SIGs along with two 
NGOs are cosponsoring a conference entitled 
Peace as a Global Language to be held September 
28 & 29, 2002, in Tokyo at Daito Bunka Kaikan (of 
Daito Bunka University). Conference themes in­
clude teaching about human rights, conflict reso­
lution, gender issues, environmental issues, and 
peace. Language teachers, other educators, activ­
ists, and students are all welcome to attend as well 
as give presentations or workshops. Presentations 
can be in English, Japanese, or bilingual. For more 
information please visit the conference website or 
contact the coordinators of GALE, GILE, PALE, or 
the Peace as a Global Language Conference Com­
mittee c/o: J. Nakagawa (see SIG contact list). 

Learner Development-Enjoy Mt. Rokko in the 
autumn! The LDSIG will be holding another au­
tumn retreat in the mountains above Kobe on Oc­
tober 5 & 6, 2002. Current plans are that it will be 
a sharing of work towards an anthology of re­
search into learner autonomy, planned for publi-

0 
EBlC ... 

cation sometime in 2003. Watch this space for 
more details, or contact Steve Brown or Usuki 
Miyuki (see SIG contact list). 

Pragmatics-On May 18 & 19, 2002, the Pragmatics 
SIG cosponsored the 7th International Conference 
of CALL at Hiroshima Jogakuin University. A dis­
play table was set up,· and thanks to those who 
volunteered their time, six new members were 
brought on board. The Pragmatics SIG participated 
in the PAN-SIG panel and had their own 
Roundtable, the theme of which was "Pragmatics 
and Technology." Megumi Kawate-Mierzejewska 
served'as the moderator, and there were three 
other participants. Carol Rinnert talked about 
"Ideas for Collecting Pragmatic Research Data 
Electronically," followed by Kathleen Kitao and 
her presentation, "Pragmatics Resources on the 
Internet," and Brent Poole with "Compliments in 
an Email Exchange." Participants of the 
Roundtable and those in the audience were enthu­
siastic about how we can apply pragmatics to com­
puter-mediated communication. 

Teacher Education-Kathleen Graves will be will 
be one of the featured speakers at the national 
JALT conference in Shizuoka this November. She 
is being jointly sponsored by Thomson Learning, 
the School for International Training (SIT-in 
Brattleboro, Vermont, U.S.A.) and the TE SIG. 
Graves has been a member of the SIT faculty since 
1982, and she teaches courses in language teach­
ing methodology, applied linguistics, and curricu­
lum design. She has authored and coauthored 
numerous textbooks, as well as two books on lan­
guage curriculum and course design. One of her 
books, Designing Language Courses: A Guide for 
Teachers, is part of the popular "Teacher Source 
Series" published by Heinle & Heinle, a division of 
Thomson Learning. A former chair of the TESOL 
Publications Committee, she consults internation­
ally on language curriculum design and teacher 
education. 

SIG Contacts 
edited by coleman south 

Bilingualism-Peter Gray; t/f: 011-897-9891(h); 
<pag@sapporo.email.ne.jp>; <www.kagawa­
jc.ac. j p / ~steve_m c/ jal tbsig> 

College and University Educators-Alan 
Mackenzie; t/f: 03-3757-7008(h); 
<asm@typhoon.co. jp> 

Computer-Assisted Language Learning-Timothy 
Gutierrez; t: 0823-21-4771; 
<timothygutierrez@yahoo.com>; <jaltcall.org/con­
ferences/call2002> 

Foreign Language Literacy (Currently requesting 
to be disbanded or merged with another SIG)­
David Dycus (temporary coordinator); 
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<dcdycus@asu.aasa.ac. j p> 
Gender Awareness in Language Education-Jane 

Nakagawa; t: 0293 43 1755; 
<janenakagawa@yahoo.com>; 
<members.tripod.co.jp/gender_lang_ed> 

Global Issues in Language Education-Kip A. 
Cates; t/f: 085 7-31-5650(w); <kcates@fed.tottori­
u.ac.jp>;<www.jalt.org/global> 

Japanese as a Second Language-Nitoguri Shin; 
<nitoguri@isec.u-gakugei.ac. jp> 

Junior and Senior High School-Robert "Bob" 
Betts; t/f: 0294-54-0344; <bobj.betts@nifty.ne.jp> 

Leamer Development-Steve Brown t: 0727-23-
5854(w), f: 0727-21-1323(w), 
<brown@Assumption.ac.jp>; Usuki Miyuki; <m­
usuki@hokuriku-u.ac. j p>; <www.miyazaki­
mu.ac.jp/-hnicholl> 

Material Writers-James Swan; t/f: 0742-41-
95 76(w); <swan@daibutsu.nara-u.ac.jp>; 
<WWW. jalt.org/mwsig> 

Other Language Educators-Rudolf Reinelt; t/f: 
089-927-6293(h); t/f: 089-927-9359(w); 
<reinelt@ll .ehime-u.ac. j p> 

PALE-Edward Haig; f: 052-789-4789(w); 
<haig@lang.nagoya-u.ac.jp>; Michael H. Fox; 
<thefox@humans-kc.hyogo-dai.ac. jp; 
<www.voicenet.co.jp/-davald/ 
PALEJournals.html>. 

Pragmatics-Yamashita Sayoko; t/f: 03-5283-5861; 
<yama@tmd.ac.jp>; Kite Yuri; <ykite@gol.com>; 
Bill Hogue; <whogue@almuni.indiana.edu>; 
<groups.yahoo.com/group/jaltpragsig>. 

Teacher Education-Miriam Black; t: 096-339-
1952(h); 096-343-1600(w); 
<miriamblacktesig@yahoo.com> 

Teaching Children-Aleda Krause; t/f: 048-787-
3342; <aleda@tba.t-com.ne.jp> 

Testing and Evaluation-Tim Newfields; t/f: 052-
861-2465(h); <testsig@jalt.org>; <WWW.jalt.org/test> 

Video (Currently requesting to be disbanded or 
merged with another SIG)-Daniel Walsh; t/f: 
0 722-99-512 7 (h); 0722-65-7000(w); 
<Walsh@hagoromo.ac. j p>; <WWW. jalt.org/video> 

Forming SIGs 
Eikaiwa-Duane Flowers; t/f: 0736-36-2993; 

<duane@purple-dolphin.com> 
Pronunciation-Veronika Makarova; t: 0298-

567862(h); f: (except university vacations/holi­
days) 047-350-5504(w); <makarova@etl.go.jp>; 
Elin Melchior; t: 568-76-0905; f: 568-71-8396; 
<elin@gol.com> 

ful,EfilC 
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Chapter Reports 
edited by richard blight 

Kitakyushu: April-On the Edge: Integrating 
Technologies in the Classroom by Malcolm 
Swanson, Nigel Stott, and Paul Collett. Swanson 
provided a basic introduction to editing video on 
a Macintosh computer-from explaining what 
equipment is needed, through demonstrating 
how easy it is to manipulate content with iMovie 
software, to showing us the finished product-an 
apocalyptic school trip to a local nuclear power 
plant. Next, observing that software developers 
retail a ¥60 CD for about ¥5,000, Stott showed 
how to save money (while making materials ide­
ally suited to his classes) by using a professional 
level multimedia authoring tool. Many programs 
seem to add on gadgets and bells-and-whistles to 
provide interactive learning with no pedagogical 
justification; this was made apparent by the con­
trast with Stott's focus on using the computer as a 
presentation tool, while also scrupulously retain­
ing responsibility for personal guidance and 
checking of students' projects. He utilizes the 
technology to allow students to work at their 
own pace, while freeing the instructor for face 
time with small groups. Finally, Collett intrigued 
us with his innovative method to get college stu­
dents' attention-by programming English les­
sons they can access with their mobile phones. 
Online absence forms and email contact forms 
are also available for the teacher's convenience. 
We were invited to download the scripts and 
modify them for our individual classroom pur­
poses. This month's triple-layered presentation 
had something for everyone and concluded with 
an animated question session. 

Reported by Dave Pite 

Nagasaki: April-Global Stories: Voices from the 
Invisible World by John Small. Although this was 
not a commercial meeting, we were happy that 
Small brought along copies of his self-published 
Global Issues-themed textbook of the same title, 
on which he based some of his demonstration. He 
began by explaining the nonprofit nature of the 
text and the general reasons for making a text 
with such topics as child soldiers in Uganda, pros­
titution in Thailand, bullying in Japan, and street 
life in Brazil. After this, he asked us to work with 
partners and discuss our relative levels of satisfac­
tion or dissatisfaction with current texts. In a 
roundtable discussion, we next considered what 
learners want and need, and various ways to en­
courage them to speak in the classroom, whatever 
the topic or theme. Small demonstrated different 
ways of dictoglossing, brainstorming, giving ex-
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amples, narrating, doing vocabulary exercises, and 
storytelling through shadowing. We did much of 
this with excerpts from a text section about a rural 
village in Cambodia, and from another portion 
concerned with the effects of free trade and global­
ization. Finally, we talked about learners' reac­
tions, the process of self-publishing, and some 
interesting websites related to the same themes. 

Reported by Tim Allan 

Nagoya: April 2002-Teaching Reading Skills. 
What and How? by Rob Waring. In intensive read­
ing, teachers give students short but challenging 
texts, which they use to focus on items of grammar 
and vocabulary. In extensive reading, students are 
encouraged to choose longer texts such as graded 
readers containing language at or below their ability 
level, to be read for enjoyment outside the class­
room. Waring stressed that both types of reading 
are important, but that many students in Japan 
seem to concentrate solely on intensive reading. 
Too strong an emphasis on the challenging texts 
involved in intensive reading means that students 
only read small amounts of English, often have to 
stop reading to consult the dictionary, and probably 
do not develop into fluent readers. 

With extensive reading, on the other hand, stu­
dents don't need to focus as much energy on de­
coding the language, and so work at the idea level 
rather than the word level. This will free them to 
develop higher order reading skills such as identi­
fying main points, scanning for specific informa­
tion, and making inferences. One participant 
asked how students could be trained to guess un­
known words effectively. Waring stressed that for 
students to be able to guess the meaning of un­
known words, they must be able to understand 
98% of the surrounding text. Therefore, teachers 
who wish to train their students in this skill need 
to take care to select simple texts. He also stressed 
that it is not a skill which can be taught in one 
lesson and then left to look after itself; short ten­
minute practice exercises as part of a series of les­
sons would be more effective. 

While much of the emphasis of Waring's presen­
tation was on the skills to be acquired through 
extensive reading, he warned teachers against 
thinking that extensive reading was good and in­
tensive reading was bad. Students need both types, 
but in the right measure. He also warned teachers 
to be careful in selecting books which, according 
to their cover, claim to be teaching reading skills. 
While many of these do contain valuable exer­
cises, there are also a great many that do not teach 
reading skills, but rather test them. He also advo­
cated that teachers devote time to teaching stu­
dents how to use dictionaries effectively. 

Reported by Bob Jones 

,, 

Omiya: March-Meaningful Purposeful Discourse 
in the Classroom, Despite Textbooks by Robert 
Hughes and Simon Evans. Hughes and Evans be­
gan the presentation by giving us icons and asking 
us to think of some questions. Their purpose was 
to demonstrate how a simple image can elicit a 
large numb!!r.of questions. An important problem 
for low-level students, however, is that they lack 
the ability to form questions. Many textbooks, 
while claiming to be communicative, are actually 
repackaged audiolingual materials. Hughes and 
Evans argued that these texts actually discourage 
student language production and the develop­
ment of their ability to formulate questions. We 
were then given two exercises from texts widely 
used in Japanese EFL classrooms to determine 
whether the exercises were actually communica­
tive. The consensus was that the texts did not 
have a communicative orientation: In one text the 
only meaningful activity was staged at the end of 
the lesson, where time constraints might prevent 
its use. Next, we discussed eleven suggested crite­
ria essential for a communicative activity. Hughes 
and Evans suggested teachers use the Harmer & 
Ellis criteria for evaluating communicative class­
room activities. Teachers should go beyond in­
structional materials so as to meet these criteria 
and enable students to initiate meaningful ex­
tended discourse. 

Hughes and Evans also demonstrated an approach 
to developing students' ability to produce meaning­
ful, extended, self-initiated conversations. Over the 
course of an academic year students are steadily 
weaned of support. Initially, they are given all the 
questions they need to develop a theme. Then the 
questions are reduced. Next the students are given 
simple icons. Finally they are simply given a topic. 
If the students exhaust the topic and then change 
to another topic, meaningful communication is 
produced. Participants were shown videotape of 
student oral tests that illustrated the students' de­
velopment. In the final video segment the students 
moved from a simple discussion of the previous 
weekend to gossiping about J-Pop celebrities. 

Reported by Michael Stout 

Yokohama: April-From Endangered Languages to 
Content-Based Reading by David Hough. Drawing 
on both his extensive linguistic work in Micronesia 
since the 1970s and his language teaching in Japan, 
Hough dealt with two key themes in his presenta­
tion: (a) helping indigenous peoples preserve and 
enrich their language and culture, and (b) helping 
build intercultural understanding among first world 
EFL college students in Japan. In addition to his 
teaching duties in Japan, Hough has been involved 
(as a result of Japanese government funding) in 
working with the people of Kosrae in Micronesia to 

380 The Language Teacher 26:7 



_________________ chapter reports/chapter meetings 

preserve their language, primarily through the com­
pilation of a revised Kosraen-English dictionary as 
well as a number of other smaller language-related 
projects. His involvement with this ongoing three­
year project took up most of the first segment of the 
presentation, and this was supplemented by show­
ing slides and a short video introducing the people 
and culture of Kosrae. The second half of the pre­
sentation focused on the impact his Micronesian 
work has on his college teaching in Japan, one ex­
ample being how his students have been involved 
in putting together a trilingual (Kosraen-Japanese­
English) dictionary for children on the island. A 
book which Hough coauthored, entitled Under­
standing Culture, which he uses for a second year 
reading class, draws heavily on his language preser­
vation work in Micronesia. The book's focus on 
promoting intercultural understanding was also 
discussed in the presentation. 

Reported by Eddy White 

Chapter Meetings 
edited by tom merner 

Fukuoka-Global Stories: Voices from the Invisible 
World by John Small, Kumamoto Gakuen Univer­
sity. Most textbooks, far from being global, present 
a very limited picture of the world. The presenter 
will provide global issues teaching materials that 
include countries and situations generally ignored: 
street children in Brazil, factory slaves in Pakistan, 
etc. Methods for teaching these difficult topics to 
high school and low level university students in­
clude a unique adaptation of dictogloss, shadow 
talking, and summarizing. The exercises come 
from the presenter's nonprofit, self-published text. 
Saturday July 13, 19:00-21:00; venue TBA (meetings 
are no longer at Aso); one-day members 1000 yen. 

Gunma-Listening Strategy Techniques: Does It 
Help To Teach Them? by Tsujioka Hiroko. The 
presenter will present an analysis of a study on 
listening strategy introduction in a university EFL 
context. The results give insights into practical 
ways to teach listening strategies for Japanese stu­
dents. Participants will actively engage in a range 
of teaching techniques, which help students de­
velop skills for intonation, tone-group boundary, 
stress and rhythm, predicting, and inferencing. 
Sunday July 28, 14:00-16:30; Maebashi Institute of 
Technology (Maebashi Koka Daigaku), 460-1 
Kamisadori, Maebashi; one-day members 1000 yen, 
200 yen for students, free for newcomers. 

Hiroshima-Toastmasters by John Kinley, Ad­
vanced Toastmaster at Marine Corps Air Station 

0 

lwakuni. This presentation will be specifically 
geared toward the needs of active JALT members 
for organizing and presenting ideas logically and 
convincingly when giving presentations at lan­
guage conferences. Kinley will show us how to 
become comfortable with public speaking. The 
participants are encouraged (but not required) to 
prepare a 3-4 minute academic talk. If you plan to 
give such a talk, please notify Takeuchi Takami or 
Joe Lauer about the title of the talk by July 9th. 
Sunday July 14, 15:00-17:00; International Confer­
ence Center 3F, Seminar Room 3, Hiroshima Peace 
Memorial Park; one-day members 500 yen. 

Iwate-Motivating Your Students to Fluency by 
Stuart Bowie, M(lcmillan Language House. How can 
you tap the natural energy and enthusiasm of your 
students? A variety of tasks, activities, and ideas to 
maximize students' motivation to speak in class will 
be presented. These will be based around the 
Macmillan series Smile and Get Real! This presenta­
tion will be in two parts, the first focusing on 
younger learners from the elementary level, and the 
second for students in senior high school and uni­
versity. Sunday July 28, 10:30-12:30; Iwate Interna­
tional Plaza, Morioka; one-day members 1000 yen. 

Kanazawa-Teaching Writing by Curtis Kelley, 
Heian Jogakuin College. Writing instruction has 
been shaped by two paradigm-shaping articles: the 
process of writing, and how different cultures or­
ganize their writing differently. The presenter will 
answer common questions raised by composition 
teachers by providing some little-known theories 
and methods for teaching writing, explaining writ­
ing as a process of self-discovery. He also offers 
some suggestions on writing assignments leading 
to self-discovery. Sunday July 14, 14:00-16:00; 
Shakai Kyoiku Center (3-2-15 Honda-machi, 
Kanazawa); free for all. 

Kitakyushu-Deconstructing TL T, Part II by vari­
ous members. Led by Murata Kimiko, we will dis­
cuss an article from a recent JALT publication. 
Check the Kitakyushu JALT page {http://jalt.org/ 
chapters/kg/) closer to the meeting date, for infor­
mation on the discussion topic. Saturday July 13, 
19:00-21 :00; Kitakyushu International Conference 
Center, room 31; one-day members 500 yen. 

Kobe-Storytelling in Language Teaching by 
Charles Kowalski. This workshop is for language 
teachers interested in bringing the power of 
storytelling into their classrooms. The first part of 
the workshop will discuss the benefits that 
storytelling can bring to a language class. The 
second part will present several story-based class­
room activities for use with all language learners 
from beginning to advanced levels. The partici­
pants in previous workshops have described the 
experience as very inspiring and very informative. 
Sunday July 14, 13:30-16:30; Kobe YMCA Chapel 
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(between JR Sannomiya and JR Shin-Kobe); one-day 
members 500 yen. 

Matsuyama-Language as Social Cooperation and 
Implied Meanings by Richard Blight, Ehime Uni­
versity. Language education in Japan has generally 
taken a decontextualized perspective, which does 
not incorporate the cultural situation within 
which social meanings are established. Grice's 
theory of social cooperation and conversational 
implicature is hence particularly useful for helping 
language learners to understand social meanings, 
which may differ substantially between cultures. 
Following a theoretical introduction, some practi­
cal examples will be considered. Sunday July 14, 
14:15-16:20; Shinonome High School Kinenkan 4F; 
one-day members 1000 yen. 

Nagasaki-Exploring Varieties of English in the FL 
Classroom by Kathleen Yamane, Eichi (Sapientia) 
University. Following a general discussion of varia­
tion in language, participants will work through 
group activities to identify the linguistic features 
of Southern American dialect, Black English ver­
nacular. and other varieties of English from short 
video clips and recordings. This presentation aims 
to give teachers a clearer overview of the nature of 
language and to consider applications for the 
classroom. No previous knowledge of linguistics is 
necessary. Come and have fun! Saturday July 6, 
13:30-16:30; Kotsu Sangyou Centre, Nagasaki Bus 
Terminal Building, 4F, Volunteer Centre; one-day 
members 1000 yen. 

Nagoya-How to Teach English to Children More 
Actively by Nagano Yoshimi and Nakatsuka Junko. 
First Nagano will demonstrate fun activities and 
songs with a lot of additions for children, based on 
Book 1 of the Sunshine Kids text series used in public 
elementary schools in Nagoya. Then Nakatsuka will 
demonstrate Jazz Chants by Carolyn Graham, 
which is an effective and fun method of teaching 
English, especially for children. Nakatsuka will in­
troduce how she teaches jazz chants through dance. 
Be ready to be active! Sunday July 14, 13:30-16:30; 
Nagoya International Center, lecture room # 2, 3rd Fl.; 
one-day members 1000 yen. 

Nara-Task-Based Learning by Jason Moser. Moser 
will discuss task-based learning based upon a recent 
research project and how and why he uses student 
journals to support this methodology. Time permit­
ting he will also discuss action research, which was 
the impetus for the original research project. Satur­
day July 27, 14:00-16:00; Tezukayama University, 
Gakuenmae Campus (Kintetsu Gakuenmae Station). 

Okayama-Storytelling in Teaching by Charles 
Kowalski. This workshop begins by exploring vari­
ous reasons for using storytelling in the classroom, 
then moves on to exercises to develop participants' 
natural skill as storytellers (by focusing on voice, 
gesture, imagination, etc.) and concludes by explor-

EfilC 

ing techniques for using stories as a component of a 
language class at all levels, even with complete be­
ginners. Saturday July 13, 15:00-17:00; Sankaku A. 
2F; one-day members 1000 yen, students 500 yen. 

Okinawa-Okinawa f ALT Annual Beach Party by 
Executive Board, to talk aboutJALT Okinawa's fu. 
ture goals. This is a come-as-you-are beach party at 
the Tropical Beach in Ginowan. All members and 
potential members are welcome to join us for fun 
and discussions about the future of our organiza­
tion. Bring a dish or some snacks to share with oth­
ers. Tuesday July 2, 15:00-17:00; Tropical Beach in 
Ginowan City, near the Convention Centre; free for all. 

Omiya-What EFL Teachers Can Do to Stop the 
Spread of AIDS in fapan by Louise Haynes, 
Nanzan University. The topic of HIV/AIDS is one 
that students are eager to learn about, but teachers 
often feel it is difficult to talk about such sensitive 
topics in class. This presentation will give partici­
pants the background knowledge and teaching 
skills they need to be able to raise the issue of 
HIV/AIDS in their EFL classrooms. Participants will 
be shown how to approach the topic at various 
levels, using worksheets, videos, songs, games, and 
the Internet. Sunday July 14, 14:00-17:00; Omiya 
JACK 6F (near Omiya Station, west exit); one-day 
members 1000 yen. 

Toyohashi-Conversational Storytelling in the Lan­
guage Class by Bob Jones. Andrew Wright says, "Go 
to any pub or party and you will hear a constant 
babble of stories. The whole world is full of story­
tellers." In this presentation, we will look at some of 
the typical features of stories told in conversation 
among adults. We will then consider how to make 
our students more aware of these features and how 
to use them to improve their own storytelling tech­
niques. Sunday July 14, 13:30-16:00; Building 5, Aichi 
University, Toyohashi Campus. 

Yamagata-Salt Lake City in Terms of History, 
Religion, Culture, Education, Language, etc. by 
Paul Rawlins, Brigham Young University. The pre­
senter will speak about the above-mentioned topic 
in terms of English as a means of global communi­
cation. Saturday July 6, 10:00-12:00; Yamagata Kaja 
Kominkan (t: 0236-43-2687); free for all. 

Yokohama-Can Teaching Culture in the EFL/ 
ESL Classroom Be Harmful? by Michael Guest. 
This talk will debunk some myths of culture 
teaching in the language classroom based on 
years of research and experience here in Japan 
and around Asia. In addition, Guest will explain 
how conversation at the individual level can be 
adversely affected by cultural stereotypes often 
taught in the "culture" part of English classes. 
Come join us for some animated discussion about 
this key issue. Sunday July 14, 14:00-16:30; Gino 
Bunka Kaikan (near JR Kannai Station and Isezaki 
Chojamachi Yokohama Subway Station). 
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Chapter Contacts 
edited by tom merner 

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

Akita-Suzuki Takeshi; t: 018-422-1562; 
<takeshis@mail.edinet.ne. jp>; website 
<WWW .edinet.ne. jp/ -takeshis/jalt.htm> 

Chiba-Waconda Clayworth; 
<wclayworth@yahoo.com>; Kristie Collins; 
<collins@jiu.ac. jp> 

Fukui-Watanabe Takako; t/f: 0776-34~8334; 
<wtakako@vesta.ocn.ne. jp> 

Fukuoka-). Lake; <j@bamboo.ne.jp>; website 
<kyushu.com/jalt/events.html> 

Gifu (Affiliate Chapter)-Paul Doyon; t: 058-329-
1328, f: 058-326-2607; <doyon@alice.asahi­
u.ac.jp>; website <gifujalt.org/> 

Gunma-Wayne Pennington; t/f: 027-283-8984; 
<jklw-pgtn@asahi-net.or.jp>; website 
<202.236.153.60/JALT /> 

Hamamatsu-Brendan Lyons; t/f: 053-454-4649; 
<bren@gol.com>; website <hamamatsujalt.com> 

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

Hiroshima-Timothy Gutierrez; t: 0823-21-4771; 
<timothy@gutierrez94580.com>; Takeuchi 
Takami; t/f: 0829-36-0252; 
<takami54@hyper.ocn.ne. j p>; website 
<WWW .hiroshimajal t.com> 

Hokkaido-Alan M. Cogen; t: 011-571-5111; 
<cogen@di.htokai.ac.jp>; website 
<englishforum.sgu.ac.jp/-jalthokkaido/> 

Ibaraki-Martin Pauly; t: 0298-58-9523; f: 0298-58-
9529; <pauly@k.tsukuba-tech.ac.jp>; Kobayashi 
Kunihiko <kunihiko@cc.ibaraki-ct.ac. j pwebsite>; 
<www.kasei.ac.jp/JALT/Ibaraki.html> 

Iwate-Mary Burkitt; t: 019-662-8816; 
<iwatejalt@hotmail.com> 

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

Kagoshima-Nick Walters; 
<kagojalt@hotmail.com>; website <kyushu.com/ 
jalt/kagoshima.html> 

Kanazawa-Bill Holden; t: 076-229-6153(w), 229-
5608(h); <holden@nsknet.or.jp>; website 
<WWW .hokuriku-u.ac. jp/p-ruthven/j alt/> 

Kitakyushu-Trophy Olson; <kqcontact@jalt.org>; 
website <www.seafolk.ne.jp/kqjalt/> 

Kobe-Hirayanagi Yukio; t/f: 078-794-0401; 
<hirayanagi@aol.com>; website 
<groups.yahoo.com/group/kobe_jalt/files/www/ 
index.htm> 

Kumamoto-Christopher A. Bradley; t/f: 096-346-

0 

1553; <dkchris@shokei-gakuen.ac.jp>; website 
<kyushu.com/jalt/kumamoto.html> 

Kyoto-Peter Wanner; t: 075-724-7266(w); f: 075-
724-7580(w); <pwanner@ipc.kit.ac. jp> 

Matsuyama-Richard Blight; t/f: 089-927-8341; 
<rblight@eec.ehime-u.ac.jp>;website 
<MatsuyamaJALT .50megs.com/> 

Miyazaki-Marilyn Books t: 0985-20-4824; -
<mbooks@miyazaki-mu.ac.jp>; Toyota Hiro; t: 
0985-50-7485; <htoyota@miyazaki-mic.ac.jp>; 
website <www.miyazaki-mic.ac.jp/faculty/sdavies/ 
Miyazaki_pgrm/ mzki_200 I .html> 

Nagasaki-Tim Allan; t/f: 095-824-6580; 
<allan@kwassui.ac.jp>; Shiina Katsunobu; t/f: 095-
861-5356; <aab28032@pop16.odn.ne. jp>; website 
<kyushu.com/jalt/nagasaki.html> 

Nagoya-Mathew White; 0565-53-9953; 
<matspaldingwhite@hotmail.com>; website 
<jaltnagoya.homestead.com/hp.html> 

Nara-Shiki Osato; t/f: 0745-77-1961; 
<shiki@d8.dion.ne.jp> 

Niigata-Angela Ota; t: 0250-41-1104; 
<angela@cocoa.ocn.ne. jp> 

Okayama-Peter Burden; t/f: 086 293 3545; <bur­
den-p@osu.ac. jp> 

Okinawa-Caroline Latham; t/f: 0980-54-0787; 
<carolineclatham@hotmail.com> 

Omiya-Okada Chikahiko; t/f: 047-377-4695; 
<Chikarie@orange.plala.or.jp>; Phil Julien t/f: 
0492-31-9896 <phjulien@pg7.so-net.ne. jp>; 
website <jalt.org/chapters/omiya/index.html> 

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

Sendai-John Wiltshier; t: 0225-88-3832; 
<johnw@sda.att.ne.jp>; website 
<WWW.geocities.com/jaltsendai> 

Shinshu-Tami Kaneko; t: 0266-53-7707; f: 0266-
73-3899; <tami@clio.ne.jp> 

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

Tokushima-Meg Ishida; <ys­
meg@mse.biglobe.ne. j p> 

Tokyo-Allan Murphy; <jalt_tokyo@hotmail.com>; 
Suzuki Takako; t/f: 0424-61-1460 

Toyohashi-Laura Kusaka; t: 0532-88-2658; 
<kusaka@vega.aichi-u.ac. jp> 

West Tokyo-Kobayashi Etsuo; t: 042-366-2947; 
<kobayasi@rikkyo.ac.jp>; website <jalt.org/chap­
ters/wtokyo/index.h tml> 

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

<yuki@ed.yama.sut.ac. j p> 
Yokohama-Ron Thornton; t/f: 0467-31-2797; 

<thornton@fin.ne.jp>; website • 
<WWW.geocities.com/jaltyokohama/index.html> 

1111EB,LC .383 53 



conference calendar ______________________ _ 

Conference Calendar 
edited by lynne roecklein 

New listings are welcome. Please submit information to Linh 
Pallas at <linh-pallos@excite.com> by the 15th of the month, 
at least three months ahead (four months for >overseas confer­
ences). Thus July 15th is the deadline for an October >confer­
ence in Japan or a November conference overseas, especially for 
a conference early in the month. 

Upcoming Conferences 
September 13-15, 2002-IATEFL Spedal Interest 

Groups Symposium: Special Interests-Common 
Interests, at Sabanci University, Istanbul, Turkey. 
The three-day symposium will consist of paper 
presentations, workshops, and round table discus­
sions presented by each of fourteen SIGs, plus 
seven plenaries, in each of which the speaker will 
discuss issues common to two Special Interest 
Groups. Go to <sabanciuniv.edu/iateflsig> for 
more information and directions about registra­
tion. For further questions, email 
<iateflsig@sabanciuniv.edu>. 

September 28-29, 2002-Peace as a Global Lan­
guage, a joint JALT SIG Conference cosponsored 
by GALE, GILE, and PALE, along with Women 
Educators and Language Learners (WELL), JEE 0a­
pan Environmental Exchange) and JAPANetwork 
(an AIDs information NGO). It will be held at 
Daito Bunka Kaikan, Daito Bunka University, 
Nerima-ku, Tokyo. Conference themes include 
teaching about human rights, conflict resolution, 
gender issues, environmental issues, and peace. 
Language teachers, other educators, activists, ob­
servers, and students welcome. For information 
please contact the coordinators of GALE, GILE, or 
PALE, or the Peace as a Global Language Confer­
ence Committee, c/o J. Nakagawa, 2-285 lsohara, 
lsohara-cho, Kita-ibaraki-shi, lbaraki-ken 319-1541 
Japan; t: 0293-43-1755; email <jane@ulis.ac.jp> or 
<janenakagawa@yahoo.com>. 

October 5-6, 2002-lOth KOTESOL International 
Conference-Crossroads: Generational Change in 
ELTin Asia, Sookmyung Women's University, 
Seoul, Korea. In the last ten years there has been 
an explosion in research, especially classrpom­
based research, which has led to new theories, 
which have in turn led to new practices. This 
change has happened all over the world but espe­
cially in Asia. Response, naturally, has been varied. 
KoreaTESOL invites teachers and researchers to 
consider these questions through presentations, 
roundtable discussions, and informal get­
togethers: How hasrecent research in English lan­
guage teaching affected practices in the classroom? 
Which theories and practices can help language 
learners get the most from their language learning 
experience? Is it time for a radical rethinking of 

how we approach teachingand learning in the 
classroom? Plenary and Featured speakers will also 
share with us their insights on the same, among 
them Dr. Martin Bygate (University of Leeds, UK), 
Andy Curtis (School for International Training, 
USA), Pauline Rea-Dickins (University of Bristol, 
UK), and Gwyneth Fox (Cobuild project, Univer­
sity of Birmingham). See the conference website at 
<kotesol.org/conference/2002> for details, or 
email Craig Bartlett, Chair, KOTESOL Conference 
Committee at <K0TES0L2002@yahoo.com>. 

October 11-12, 2002-The Third Symposium on 
Second Language Writing-Constructing Knowl­
edge: Approaches to Inquiry in Second Language 
Writing, at Purdue University, West Lafayette, Indi­
ana, USA. This year's Symposium will concentrate 
in exploring various ways in which knowledge is 
constructed, transformed, disseminated, and negoti­
ated in the field of second language writing. Sixteen 
plenary speakers, including Dwight Atkinson, Chris­
tine Pearson Casanave, John Flowerdew, Miyuki 
Sasaki, Xiaoming Li, Paul Kei Matsuda, and Tony 
Silva, will also address the themes. In conjunction 
with this symposium, the Indiana Center for Inter­
cultural Communication will sponsor a Contrastive 
Rhetoric Roundtable on October 13, 2002 (free with 
Symposium registration). Preregistration deadline is 
October 1, 2002; participants are limited to 
about150 persons. For more information, visit 
<cdweb .cc. purdue,edu/-silvat/symposi um/2002/> 
or email Tony Silva at <tony@purdue.edu>. 

Calls for Papers / Posters (in order of deadlines) 

September 2, 2002 (for October 4-5, 2002)-4th 
Regional IA TEFL-Ukraine Conference: Quality 
Learning and Quality Teaching, in Donetsk, 
Ukraine. South-Eastern Ukraine IATEFL, together 
with the British Council, invite you to sustain and 
extend professional development, support ELT 
professionals, and highlight common interests. 
For more information, please contact Igor Gizhko; 
Coordinator, IATEFL South-Eastern Ukraine; 
<Igor_ Gizhko@ukr.net>. 

October 31, 2002 (for April 4-6, 2003)-TESOL­
SPAIN's 26th Annual National Seminar-Work­
ing Together: Building a Network for Teacher 
Development, at the Universidad Politecnica de 
Valencia, Valencia, Spain. Proposals are accepted 
on any aspect of language learning theory or prac­
tice, in virtually any format from talk to self-made 
product presentation. See the website at <tesol­
spain.org> for details or contact Carmen Pinilla 
Padilla; Universidad Politecnica de. Valencia, 
E.T.S.I. Agr6nomos (ldiomas), Camino de Vera s/n, 
46022 Valencia, Spain; <mapipa@idm.upv.es>. 

November 8, 2002 (for June 6-7, 2003)-Third 
International Information Technology & Multi-

. media in English Language Teaching Conference: 
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Computer-Enhanced Language Learning, hosted 
by the English Language Centre of The Hong Kong 
Polytechnic University, Hong Kong, China. Pro­
posals for papers, workshops and promotional ses­
sions are sought, particularly those dealing with 
changes in the way educators and learners may 
need to perceive the processes of learning and 
teaching in relation to wider technological devel­
opments which impact on the learning environ­
ment. More specific sub-themes and further 
information is available on the conference website 
at <http://elc.polyu.edu.hk/conference/>. Direct 
contact via: The Organising Committee of ITMELT 
2003, c/o Bruce Morrison; English Language Cen­
tre, TheHong Kong Polytechnic University, Hung 
Hom, Kowloon, Hong Kong; f: 852-2766-7576; 
<itmelt2003@elc.polyu.edu.hk> 

Reminders-Upcoming Conferences 

July 12-14, 2002-TESOL Academies 2002: Con­
tinuing Education for ESOL Professionals. Orga­
nized by TESOL (Teachers of English to Speakers 
of Other Languages) in conjunction with staff of 
each host institution, a TESOL Academy aims to 
recharge and refresh ESL/EFL personnel in a "pro­
fessional, relaxed, and intensive" atmosphere. The 
next program is the Southwest Academy at The 
University of Colorado, Denver, Colorado, USA. 
See the website at <tesol.org/edprg/ 
index.html#academy> for titles, abstracts, online 
registration, etc. Otherwise, write, phone, or 
email: TESOL Education Programs, 700 South 
Washington Street, Suite 200, Alexandria, Vir­
ginia 22314, USA; t: 1-703-836-0774; f: 1-703-
836-6447; <academy@tesol.org>. 

July 1-26, 2002-Summer Institute in Applied 
Linguistics, The Pennsylvania State University, 
University Park Campus in State College, Penn­
sylvania, USA. A full program at two sessions of 
three weeks each. See the website at 
<app.outreach.psu.edu/ AppliedLinguistics/> for 
complete information, including abstracts. Other­
wise, contact: James P. Lantolf, Director; Center 
for Language Acquisition, The Pennsylvania State 
University, 304 Sparks Building, University Park, 
PA 16802-5202, USA; t: 1-814-863-7038; 
<jpl7@psu.edu>. 

July 5-8, 2002-CLESOL 2002-Our Languages: 
Our Future, the eighth national conference on 
community languages and ESOL, at The Museum 
of New Zealand Te Papa Tongarewa, Wellington, 
New Zealand. For more information, see the con­
ference website at <vuw.ac.nz/lals/divl/clesol/> 
or contact Elizabeth Morrison; Languages, Massey 
University of Wellington, Pvt Box 756, 
Wellington, New Zealand; t: 64-4-801-2794, x 
6907; <e.n.morrison@massey.ac.nz>. 

July 15-18, 2002-The 8th BRAZ-TESOL National· 
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Convention-ELT: A Bridge to Understanding, in 
Florianopolis, Brazil. Plenaries, papers, and work­
shops. Check the website at <www.braz­
tesol.org.br> for updates or email 
<braztesol@nox.net>. 

July 30-August 9, 2002-The 31st Workshop for 
Asian-Pacific Teachers of English, sponsored by 
the Center for Asia-Pacific Exchange (CAPE) and 
held mostly at the University of Hawai'i at Manoa, 
Honolulu, Hawaii, USA. See the website at 
<capealoha.org/workshops_teachers/> or write The 
Center for Asia-Pacific Exchange, P.O. Box 23397, 
Honolulu, Hawai'i 96823-3397; t: 1-808-942-8553; 
f: 1-808-941-9575. 

August 12-15, 2002-lst Annual International 
Conference: Chinese TEFL Reform in the New 
Century, in Tonghua City, Jilin Province, P. R. of 
China. Plenary sessions, lectures, workshops, dis­
cussions, a poster exhibition, publishers' book dis­
plays, and a job shop. Registration will be 
available on site. Inquiries: Mr. Ding Junhua by 
email at <junhuading@hotmail.com> or 
<djh@ecp.com.cn>. 

August 18-20, 2002-CALL Conference 2002: 
CALL Professionals and the Future of CALL Re­
search, sponsored by the University of Antwerp 
and held in the Elzenveld Conference Center in 
the heart of Antwerp, Belgium. The website is at 
<www.didascalia.be>; click "CALL professionals 
[ ... ] research. 11Contact: Mathea Simons; 
DIDASCALIA, University of Antwerp, 
Universiteitsplein 1, D-010, 2610 Wilrijk, Belgium; 
t: 32-(0)3-820-29-69; f: 32-(0)3-820-29-86; 
<mathea.simons@ua.ac.be>. 

Reminders-Calls for Papers 

July 12, 2002 (for October 20, 2002)-/ALT 2002 
Conference Preview, Omiya, Japan. Polish your 
presentation for JALT's annual conference in 
Shizuoka by sharing it first with Omiya chapter 
members. Send an abstract of no more than 100 
words to Paul Lyddon via email 
(palyddon@hotmail.com) or fax 048-662-4643. 

July 31, 2002 (for October 26, 2002)-Kyoto /ALT 
Annual Conference: Using Information Technol­
ogy (IT) to Improve Language Teaching, at 
Doshisha University (Kyotanabe campus), Kyoto, 
Japan. Proposals are welcome for papers, posters, 
and colloquia regarding any aspect of research in 

. using Information Technology (IT) to improve 
language teaching, especially material of interest 
and practical use to novices. For more informa­
tion, see the website at <ilc2.doshisha.ac.jp/users/ 
kkitao/organi/kyoto/Conference/> or contact Paul 
Hackshaw; Faculty of Engineering and Design, 
Kyoto Institute of Technology, Hashigami-cho, 
Matsugasaki, Sakyo-ku, Kyoto-shi 606-8585, Japan; 
t/f:075-724-7291; <hackshaw@hiei.kit.ac.jp>. 
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fob Information Center 
edited by paul daniels 

To list a position in The Language Teacher, please email 
<tlt_jic@jalt.org> or fax (0463-59-5365) Paul Daniels, fob 
Information Center. Email is preferred. The notice should be 
received before the 15th of the month, two months before 
publication, and contain the following information: city and 
prefecture, name of institution, title of position, whether full­
or part-time, qualifications, duties, salary and benefits, appli­
cation materials, deadline, and contact information. A special 
form is not necessary. If you want to receive the most recent 
!IC listings via email, please send a blank message to 
<jobs@jalt.org>. 

Kyoto-fu-Doshisha International Junior-Senior 
High School is offering a full-time tenured faculty 
position from April 1, 2003, for a recent college 
graduate. Duties: Teach primarily classes for re­
turnees, but also responsible for homeroom, club, 
and other duties requiring strong Japanese ability. 
Qualifications: Bachelor's degree, teaching expe­
rience, fluency in both English and Japanese, and 
long-term commitment required; computer com­
petency and interest in using new media also 
highly desirable. Salary and Benefits: excellent 
salary and benefits. Contact: Send detailed En­
glish resume and Japanese rirekisho by mail to: 
New Position, c/o English Dept. Chairperson, 
Doshisha International Junior-Senior High 
School, 60-1 Miyakodani Tatara, Kyotanabe-shi, 
610-0321. Deadline: August 31, 2002. Other: no 
phone inquiries please; inquire by email to 
<mcox@intnl.doshisha.ac.jp>. School policy pro­
hibits acceptance of application forms via email. 

Tokyo-to-The English Department at Aoyama 
Gakuin University is seeking part-time teachers to 
teach conversation and writing courses at their 
Atsugi campus. The campus is about 90 minutes 
from Shinjuku station on the Odakyu Line, and 
classes are on Tuesdays, Thursdays, and Fridays. 
Qualifications: resident of Japan with an MA in 
TEFL/TESOL, English literature, applied linguis­
tics, or communications; three years university 
teaching experience or one year university En­
glish teaching experience with a PhD; teaching 
small group discussion, journal writing, and book 
reports; collaboration with others in curriculum 
revision project; publications; experience with 
presentations; familiarity with email. Salary and 
Benefits: comparable to other universities in the 
Tokyo area. Application Materials: apply in writ­
ing, with a self-addressed envelope, for an appli­
cation form and information about the program. 
Deadline: ongoing. Contact: PART-TIMERS, En­
glish and American Literature Department, 
Aoyama Gakuin University, 4-4-25 Shibuya, 
Shibuya-ku, Tokyo 150-8366. 

EBlC 

Web Comer 
You can receive the updated JIC job listings on the 30th 
of each month by email at <jobs@jalt.org>, and view 
them online on JALT's homepage (address below). Here 
are a variety of sites with information relevant to teach­
ing inf apan: 

1. EFL, ESL and Other Teaching Jobs in Japan at 
<www.jobsinjapan.com> 

2. Information for those seeking university posi­
tions (not a job list) at <www.debito.org/ 
univquestions.htmi> 

3. ELT News at <www.eltnews.com/ 
jobsinjapan.shtmi> 

4. JALT Jobs and Career Enhancement links at 
< www.jalt-publications.org/tlt/jobs/> 

5. Teaching English in Japan: A Guide to Getting a 
Job at <www.wizweb.com/-susan/japan/> 

6. ESL Cafe's Job Center at <Www.pacificnet.net/ 
-sperling/jobcenter.htmi> 

7. Ohayo Sensei at <www.ohayosensei.com/ 
8. NACSIS (National Center for Science Informa­

tion Systems' Japanese site) career information at 
<jrecin.jst.go.jp/> 

9. The Digital Education Information Network Job 
Centre at <www.edufind.com/index.cfm> 

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

11. Jobs in Japan at <www.englishresource.com/ 
index.html> 

12. Job information at <www.ESLworldwide.com 

Bulletin Board 
edited by timothy gutierrez 

Contributors to the Bulletin Board are requested by the column 
editor to submit announcements of up to 150 words written in 
a paragraph format and not in abbreviated or outline form. -
Submissions should be made by the 20th of the month. To 
repeat an announcement, please contact the editor. For informa­
tion about upcoming conferences and calls for papers, see the 
Conference Calendar column. 

CANHELP Thailand-a volunteer aid programme, 
is looking for volunteer English teachers for its 
Summer 2002 English Workshop programme. 
This programme offers workshops in English 
teaching to Thai teachers from the poor rural ar­
eas of Isaan in northeast Thailand. It offers a 
valuable professional development opportunity 
for all those who volunteer. The Summer 2002 
programme will take place from July 28 to August 
4. Applications are welcomed from native and 
nonnative English teachers alike. For further in­
formation and an application form, please con-

386 
The Language Teacher 26:7 



------------------------~ulletin board. 

tact: Su Carbery Tel/Fax: 042-791-6940; emaii: 
<su@tokyo.email.ne.jp>. Deadline for application 
for the Summer 2002 programme is June 28, 
2002. 

The Center for Asia-Pacific Exchange (CAPE)­
The 31st Workshop for Asian-Pacific Teachers of 
English exposes English teachers to new 
directions in language teaching and pro• 

Online database information-Just a reminder 
that if any of your chapter, SIG, or National Of­
ficer information as posted in the recent TL T 
Supplement and Directory is incorrect, altered, or 
obsolete, changes must be made via the online 
database. This database must be updated because: 

(1) TL T uses it for producing the directory. As of 

vides an opportunity to learn about re­
cent developments and issues in foreign 

next year, only information that has been 
inputted will be used in the directory. (2) 

/ \~ JALT Central Office uses it to keep track 
,✓- ( ~ ~ of the officer status of each group. The 
;~--~j~ officer database can be accessed at 

language education. The workshop en­
courages teachers of English to grow anc 
move in new directions as foreign lan­ <? J <jalt.org/officer_admin>. You'll need: (1) 

guage education continues to develop. 
Speakers include Craig Chaudron, Graham 
Crookes, Richard Day, Roderick Jacobs, and Rich­
ard Schmidt, all from the University of Hawaii. 
Dates: July 30-August 9, 2002; Tuition/Registra­
tion: $500.00; Hotel Accommodations: $429.00 
(11 nights/double). For further details, please visit 
our website: <www.capealoha.org>. 

The Center for Asia-Pacific Exchange (CAPE)­
The 34th International Program for College Stu­
dents builds on the college students' existing 
English language skills and gives them a chance 
to use the language intensively, thereby enriching 
their English skills, regardless of their level. The 
program involves students in a unique language­
training program that not only enhances their 
English speaking skills through fieldwork, but 
also through interaction with the local commu­
nity. Another goal of the program is to develop 
cross-cultural understanding between East and 
West, and to prepare students for the vital role on 
the global scene which they will play in the 21st 
century. Date: July 29-August 24, 2002 (4-week 
program); Cost: $1,142 (Tuition/Registration Fee 
$700; Accommodations $442-26 nights/double). 
For further details, please visit our website: 
<www.capealoha.org>. 

Universal Chapter and SIG web access-As a re­
sult of recent developments within the JALT 
website, all JALT chapters and S!Gs now have a 
basic information page available which is linked 
to the main JALT website. Upcoming meeting 
information and officer contact details for all 
chapters and S!Gs are viewable at <jalt.org/ 
groups/your-chapter-name> where your-chapter­
name is the name of the chapter or SIG you wish 
to access. For example, information for the West 
Tokyo chapter is <jalt.org/groups/westtokyo> and 
the CUE SIG is <jalt.org/groups/CUE>. Please 
note that in some cases chapters or SI Gs may not 
have provided up-to-date information for our 
databases; this will be reflected on the webpage. 
We hope JALT members will find this service use­
ful. Queries can be directed to the JAL T (English) 
web editor, Paul Collett; <editor-e@jalt.org>. 

your group's password and user name 
(available from your coordinator), and (2) your 
JALT membership number. If you have any prob­
leins with the database, please contact Paul 
Collett; <paul@jcom.home.ne. jp>. 

Staff Recruitment-The Language Teacher needs 
English language proofreaders immediately. 
Qualified applicants will be JALT members with 
language teaching experience, Japanese residency, 
a fax, email, and a computer that can process 
Macintosh files. The position will require several 
hours of concentrated work every month, listserv 
subscription, and occasional online and face-to­
face meetings. If more qualified candidates apply 
than we can accept, we will consider them in or­
der as further vacancies appear. The supervised 
apprentice program of The Language Teacher trains 
proofreaders in TLT style, format, and operations. 
Apprentices begin by shadowing experienced 
proofreaders, rotating from section to section of 
the magazine until they become familiar with 
TLT's operations as a whole. They then assume 
proofreading tasks themselves. Consequently, 
when annual or occasional staff vacancies arise, 
the best qualified candidates tend to come from 
current staff, and the result is often a succession 
of vacancies filled and created in turn. As a rule, 
TLT recruits publicly for proofreaders and transla­
tors only, giving senior proofreaders and transla­
tors first priority as other staff positions become 
vacant. Please submit your curriculum vitae and 
cover letter to the Publications Board Chair; 
<pubchair@jalt.org>. 

Know About IATEFL? 

You con join the International Association of Teach­
ers of English as a Foreign Language (IATEFL), as 
well as any number of IATEFL SIGs, through JALT. 
Check the postal cash transfer form at the bock of 
this issue for more information! 
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Submissions _____________ _ 
The editors welcome submissions of materi­
als concerned with all aspects of language 
education, particularly with relevance to Ja­
pan. Materials in English should be sent in 
Rich Text Format by either email or post. 
Postal submissions must include a clearly 
labeled diskette and one printed copy. Manu­
scripts should follow the American Psycho­
logical Association (APA) style as it appears in 
The Language Teacher. The editors reserve the 
right to edit all copy for length, style, and 
clarity, without prior notification to authors. 
Deadlines indicated below. 

B *!!aclJ!O)tl:!Ul!fli: 11u11e1:1. ~li!l!!f!nn:1111 
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:t;fiH>,>t.:~*T• l J:'iO)fil'{l;t. ~l::ffili!:~*-ttlv 
ti1. fir.,1:tt,1:Qr{< a;11J1::sc 1J < t=.t! ,,. 

The la11g11age Teacher l;t. American Psychological 
Association (APA) 0):7.1,-'( Jvl::tl:?cl>*T• B* 
maclJ!0)/1 • il$'~:it~ • '¾llllt.:cO)l!l~::litc:n1::!(ll 
t;t.:f5it1':BlliP ~ *T• ,:':f!JJO).o:.\l;t. The La11-
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Feature Articles 
English Features. Well written, well-docu­
mented and researched articles, up to 3,000 
words. Analysis and data can be quantitative 
or qualitative (or both). Pages should be num­
bered, paragraphs separated by double car­
riage returns (not tabbed), word count noted, 
and subheadings (boldfaced or italic) used 
throughout for the convenience of readers. 
The author's name, affiliation, and contact 
details should appear on the top of the first 
page. The article's title and an abstract of up 
to lSOwords must be translated into Japanese 
and submitted separately. A 10O-word bio­
graphical background and any tables or draw­
ings should also be sent in separate files. Send 
electronic materials in an email attachment 
to Robert Long. Hard copies also accepted. 

B *1H~:it1'T. 4 o o f'~W.~/lltli2 o ~J;J.f'.J. t.'. 
•-tt<'m6eE~. ~O)~~~•-tt<'•eg. ~fi 
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c< f=.t! ,,. ~;l; • ~lll;t. *)tO)q,1::1:tJ-.tl~. 
BIJtlfl:: ~- *)tO)jijiJ-.f!iffil::f,fleMltc< f=.t! ,,. 
7 □ -;;t'.-esz1J,,r.:tc.<4!a1:1. s1J:itl!l<'=Blli 
,,,,~~*T· 'lti!!0)1'1 t-Jv. •• • mliilflllllO) 
□ -,f';l!E. 150'7- r£J.f'.JO):;li:Jt'Jl!!;i". 100'7-
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:BiislJ<f=.t!P. ~!l!O)li/:. ~i!ie#l:li!:~*T• 
Opinion & Perspectives. Pieces of up to 
1,500 words must be informed and of current 
concern to professionals in the language teach­
ing field. Send submissions to the editor. 
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Interviews. If you are interested in interview­
ing a well-known professional in the field, 
please consult the editor first. 

fW6A1 "-0)1/1't'.1-ElJ!<'T. 1/17 
t'. 1-et!tlQli/JI:: B*!!lllll81:: ,:'ffl~< f=.t! ,,. 

Readers' Views. Responses to articles or other 
items in T/.T are invited. Submissions of up to 
500 words should be sent to the editor by the 
15th of the month, 3 months prior to publi-

0 
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cation, to allow time to request a response to 
appear in the same issue, if appropriate. nT 
will not publish anonymous correspondence 
unless there is a compelling reason to do so, 
and then only if the correspondent is known 
to the editor. 

The La11g11age Teacher 1::roltt! tlt.:BclJlt.:c"-O)it 
Aes•-tt<t::.t!,>. :Gt!l;tl.000'f'J;(f'.l. l>tWl;t. 
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Conference Reports. If you will be attending 
an international or regional conference and 
are able to write a report ofup to 1,500 words, 
please contact the editor. 

~!!~ffl::llllill!TQ~~O)li!Jl!;lj;:~~l::;1$'!JDTQ-'f 
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Readers' Forum. Essays on topics related to 
language teaching and learning in Japan, up 
to 2,500 words. While not focused on pri­
mary research data, a Readers' Forum article 
should nevertheless display a wide reading 
and depth of understanding of its topic. Japa­
nese title and abstract also required (see above). 
Send electronic submissions to Scott Gardner. 

U-9-X·7*-,L:B*1'0)8!!~~- & 
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Departments 
My Share. We invite up to 1,000 words on a 
successful teaching technique or lesson plan 
you have used. Readers should be able to 
replicate your technique or lesson plan. Send 
submissions to the My Share editor. 

'¥'\\l'ffll/Jl::llllTQ~Ul)(Jt,1:71:r-f 70)ffl5e~-tt 
Q ~, L 1'T. ~ff-!11411'~/1; <flJ/ll 1'~ Qt, 0). i1!i 
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~*T· 11tt.:c t,)-.tlQ C: ctJ!1'~*Tfl1. B/1.\1'. 
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15B~·~1'T. 

Book Reviews. We invite reviews of books 
and other educational materials. We do not 
publish unsolicited reviews. Contact the Pub­
lishers' Review Copies Liaison for submission 
guidelines and the Book Reviews editor for 
permission to review unlisted materials. 

l!lff<'T. w.111Jc ~c. ~O)*O)mti,nc,>Q~ 
!!<'l!l< c:c1::t.:?c''*T· mwemti,ttQJ/.la 
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JALT News. All news pertaining to official 
JALT organizational activities should be sent 
to the JALT News editors. Deadline: 15th of the 
month, 2 months prior to publication. 

JALT~J:Q®~•~cO)sms-ttero~~~,~ 
l;t. JALTNewslllll!'l!·l::,:',l{J~<tc.t!,>. i>tWl;t. ro 
~e ,:'it,ffil::t,1:Ql'}O)~fil'l 0)2'/] l'J li/JO)l5B l::JALT 
Newsllllll•~•~<'T. 

Special Interest Group News.JALT-recognised 
Special Interest Groups may submit a monthly 
report to the Special Interest Group News 
editor. Deadline: 15th of the month, 2 months 
prior to publication. 
JALT~&20) Special Interest Group 1'. fiHl O):t;m 

s-ttero~~~(l;/;l;t. SIGSllllll81::.::ro~< f=.t! 
,,. i.tw1:1. ro~e.::1t.m1::t,1:Qj;}O)~fil'J0)2 nl'l 
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Chapter Reports. Each Chapter may subni.it 
a monthly report of up to 400 words which 
should (a) identify the chapter, (b) have a 
title-usually the presentation title, (c) have 
a by-line with the presenter's name, (d) in­
clude the month in which the presentation 
was given, (e) conclude with the _reporter's 
name. For specific guidelines contact the 
Chapter Reports editor. Deadline: 15th of the 
month, 2 months prior to publication. 
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Chapter Meetings. Chapters must follow the 
precise format used in every issue of nT (i.e., 
topic, speaker, date, time, place, fee, and 
other information in order, followed by a 
brief, objective description of the event). Maps 
of new locations can be printed upon consul­
tation with the column editor. Meetings that 
are scheduled for the first week of the month 
should be published in the previous month's 
issue. Announcements or requests for guide­
lines should be sent to the Chapter Meetings 
editor. Deadline: 15th of the month, 2 months 
prior to publication. 

xll!IO)•aO)sms-tt<'~ W.!llO)~ll'J~xll!l6 
e1JJE~- ~;l!O)mg. ~;l!•g· B~- J/.lm. ii$' 
!Joft. ~,,an-tt~O)l!ls!i86c11u11$1'} • 7 7 '7 
;;,.$1'}ef!i:f<l!l~~c<f=.t!I>. fillli/:1::. Rlill!f..~ 
;l!O)f'.18. ~;l;•O)~fteM~!JD;tct~m<'~ 
~~ero~~t.:l>;/;l;t. Chapter Announcements Ill 
!1181::.::ro~<f=.t!P. ffil i/,lll::~ae-r•li!:TQJ,1!9 
l;t. li/Jl'JJ;}l::ro~TQC:cl::t.:IJ*T0)1' . .::11tt 
<t=.t!,>. l>tWl;t. ro~e.::1t.ffil::tJ:Ql'}O)~fil'l 
0)2'/] l'J li/!0)15 B !::Chapter Announcements llilllltf 
~-~1'T. 

Bulletin Board. Calls for papers, participa­
tion in/announcements of conferences, col­
loquia, seminars, or research projects may be 
posted in this column. Email or fax your 
announcements of up to 150 words to the 
Bulletin Board editor. Deadline: 20th of the 
month, 2 months prior to publication. 
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]IC/Positions. TLT encourages all prospective 
employers to use this free service to locate the 
most qualified language teachers in Japan. 
Contact the Job Information Center editor 
for an announcement form. Deadline for 
submitting forms: 15th of the month two 
months prior to publication. Publication does 
not indicate endorsement of the institution 
by JALT. It is the position of the JALT Executive 
Board that no positions-wanted announce­
ments will be printed. 
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Membership Information 
JALT is a professional organization dedicated to the improvement of language learning and teaching in Japan, a vehicle for the 
exchange of new ideas and techniques, and a means of keeping abreast of new developments in a rapidly changing field. JALT, 
formed in 1976, has an international membership of over 3,500. There are currently 39 JALT chapters and 1 affiliate chapter 
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 of articles and announcements on professional 
concerns; the semi-annual /ALT Journal; /ALT Conference Proceedings (annual); and /ALT Applied Materials (a monograph 
series). 

Meetings and Conferences-TheJALT International Conference on Language Teaching/Leaming attracts some 2,000 
participants annually. The program consists of over 300 papers, workshops, colloquia, and poster sessions, a publishers' 
exhibition of some 1,ooom2

, an employment center, and social events. Local chapter meetings are held on a monthly or bi­
monthly basis in each JALT chapter, and Special Interest Groups, SIGs, 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, Gunma, Hamamatsu, Himeji, Hiroshima, Hokkaido, lbaraki, Iwate, Kagawa, 
Kagoshima, Kanazawa, Kitakyushu, Kobe, Kumamoto, Kyoto, Matsuyama, Miyazaki, Nagasaki, Nagoya, Nara, Niigata, 
Okayama, Okinawa, Omiya, Osaka, Sendai, Shinshu, Shizuoka, Tochigi, Tokushima, Tokyo, Toyohashi, West Tokyo, 
Yamagata, Yamaguchi, Yokohama, Gifu (affiliate). 

SIGs - Bilingualism; College and University Educators; Computer-Assisted Language Leaming; Global Issues in Language 
Education; Japanese as a Second Language; Jr./Sr. High School; Leamer Development; Material Writers; Professionalism, 
Administration, and Leadership in Education; Teacher Education; Teaching Children; Testing and Evaluation; Video; Other 
Language Educators (affiliate); Foreign Language Literacy (affiliate); Gender Awareness in Language Education (affiliate); 
Pragmatics (affiliate); Eikaiwa (pending approval); Pronunciation (pending approval). JALT members can join as many SIGs 
as they wish for a fee of ¥1,500 per SIG. 

Awards for Research Grants and Development-Awarded annually. Applications must be made to the JALT Research 
Grants Committee Chair by August 16. Awards are announced at the annual conference. 

Membership - Regular Membership (¥10,000) includes membership in the nearest chapter. Student Memberships 
(¥6,ooo) are available to full-time students with proper identification.Joint Memberships (¥17,000), available to two individuals 
sharing the same mailing address, receive only one copy of each JALT publication. Group Memberships (¥6,500/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 an International Postal Money Order (no check surcharge), 
a check or money order in yen (on a Japanese bank), in dollars (on a U.S. bank), or in 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 
Urban Edge Building, 5th Floor, 1-37-9 Taito, Taito-ku, Tokyo 110-0016 

tel: 03-3837-1630; fax: 03-3837-1631; jalt@gol.com 
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