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Articles

The main section of this issue contains three articles. Greta Gorsuch
examines Japanese teachers of English and their attitudes towards team
teaching with assistant English teachers (ALTs). The author also out-
lines patterns of ALT assignment to provide a more complete picture of
the JET program. Nacto Yamamori takes a look at upper secondary
school English language departments’ organizational effectiveness and
their commitment to Communicative Language Teaching. Reiko Mori
investigates how teachers’ beliefs are manifested in their application of
corrective feedback in her case studies of two English teachers. Hiroaki
Maeda focuses on Japanese high school students’ note-taking strate-
gies using a questionnaire providing insights into learner note-taking
strategies, instruction, and mental processes.

Perspectives

Sexism in English textbooks used for a Japanese business English ra-
dio program is highlighted in a Perspectives article by Sumie Matsuno,
who concludes that this problem still needs attention and that teachers
should reexamine their textbooks with this in mind.

Reviews
Curriculum development is covered in a review by Terry Vanderveen.
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on October 11-12, 2002 at Purdue University, West Lafayette, Indiana,
USA. This year’s Symposium, entitled “Constructing Knowledge: Ap-
proaches to Inquiry in Second Language Writing,” will feature sixteen
scholars who will explore various ways in which knowledge is con-
structed, transformed, disseminated, and negotiated in the field of sec-
ond language writing. Presenters will include: Dwight Atkinson, Linda
Lonon Blanton, Colleen Brice, Christine Pearson Casanave, Dana Ferris,
John Flowerdew, Richard Haswell, Sarah Hudelson, Ken Hyland,
Xiaoming Li, Rosa Manchon, Paul Kei Matsuda, Susan Parks, Miyuki
Sasaki, Tony Silva, and Bob Weissberg. For more information, please
visit: <http://icdweb.cc.purdue.edu/~ silvat/symposium/2002/>.
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Articles

Assistant Foreign Language Teachers in Japanese High
Schools: Focus on the Hosting of Japanese Teachers

Greta Gorsuch
Texas Tech University

For both political and social reasons, the learning of English as a Foreign
Language in Japanese secondary schools has become the focus of a variety of
new educational policies applied at a national level. The backdrop of this article
is the JET program, which in 1998 employed 5,361 assistant language teachers
(ALTs) from various countries for the purpose of team teaching in Japanese
junior and senior high school foreign language classrooms. The article focuses
on Japanese teachers of English JTEs) and their responses to team teaching
with ALTSs, particularly in terms of JTEs’ perceptions of their own English
speaking skills and English language learning experiences. Drawing from the
questionnaire responses of 884 JTEs in high schools in nine randomly selected
prefectures, the author also outlines patterns in assignment of ALTs in both
academic and vocational high schools, providing a more complete picture of
the JET progranm.
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Foreign Language in Japanese secondary schools has become

the focus of a variety of new educational policies applied at a
national level in Japan. Among these has been the Japan Exchange and
Teaching (JET) program, started in 1987, which has brought native En-
glish speaking “assistant language teachers” (ALTs) into Japanese jun-
jor and senior high school English classes (McConnell, 1995; Wada &
Cominos, 1994). The overt purpose of the JET program is to have the
ALTs and Japanese teachers of English (JTEs) interact in English, raise
JTEs’ awareness of English as a communicative medium, and promote
communicative English teaching in the classroom (Wada & Cominos,
1994, p. 1). As such, the JET program offers a powerful potential for
instructional change among Japanese teachers of English. The JET pro-
gram is well endowed, with an annual operating budget of
US$222,000,000 (McConnell, 1995), and employs 5,361 ALTs from nu-
merous countries (“JET program,” 1998).

In 1989, the Ministry of Education issued a new set of curriculum
guidelines and course descriptions for the instruction of English in high
schools, called The Course of Study (Ministry of Education, Science,
and Culture , 1992). The Course of Study was intended to promote de-
velopment of students’ communicative skills (Council on the School
Curriculum, in Wada, 1994, p. 9). In high schools, the objectives of the
two required mainstay four-skills English courses, English I and En-
glish II, were written to include guidelines to be used to promote stu-
dents’ listening and speaking abilities, and to instill a “positive attitude
towards communicating in English” in high school students (Ministry
of Education, Culture, & Science, 1992, p. 3). This was the first time, in
the course of many periodically issued national curriculum guidelines
for foreign languages, that “communication” was named as a goal of
instruction. Explicit mention was made in The Course of Study that
JTEs should use team teaching activities, which implies the presence
and cooperation of ALTs.

Given the conservative leanings of the Japanese education sector
(Lincicome, 1993), the JET program, along with the new Course of Study,
represent radical policies applied on a national level. However, there
are several obvious aspects of the Japanese high school educational
culture that work against JTEs’ acceptance of classroom activities de-
signed to promote students’ communicative abilities (McConnell, 1995;
see also Gorsuch, 2001, who cites the prevalence of non-communica-
tive pedagogies and university entrance exams, as well as inadequate
teacher preparation and in-service programs). These aspects of Japa-

10
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nese education imply a mismatch between the official plan and the
realities of Japanese high school EFL education.

As the local implementers of the JET program, JTEs are major stake-
holders in this ambitious educational policy. Nevertheless, the poten-
tial effects of ALTs on JTEs, who are often entrusted with the supervi-
sion of ALTs and the team teaching process, do not seem to have been
explored on a large scale. Specifically, this study focused on compar-
ing teachers who taught English I or II regularly with ALTs with teach-
ers who had zero or had limited ALT contact in their English I or II
classes. Using a Japanese-language survey, 884 teachers from these three
groups were asked to provide ratings on their own classroom English
speaking ability, self-reports of early English learning experiences, and
attitudes towards teaching activities associated with communicative
language teaching, audiolingualism, and yakudoku (a traditional Japa-
nese grammar-translation methodology).

Construction of the Survey
Accounting for Two Influences

Frameworks for investigating the effects of governance on teachers’
instruction provided an important way of organizing the collection of
data of the survey. In the literature, influences on classroom instruction
are classified into what can best be termed formal influences and infor-
mal influences (Cohen & Spillane, 1992; Fuller, Snyder, Chapman, &
Hua 1994; Montero-Sieburth, 1992; Stevenson & Baker, 1991). See Table
1 for a summary of formal and informal instructional guidance.

Two of the categories in Table 1 were used to create the survey items
of interest in this report: teachers’ foreign language proficiency and
teachers’ previous educational experiences. Items created from other
categories in Table 1 were also included in the survey, but are beyond
the scope of this report.

Teachers’ English Proficiency

Historically, teachers have not needed to be proficient to teach En-
glish in Japanese high schools. After World War II, procedures for high
school teacher certification were greatly liberalized. One of the rea-
sons for this was an increased demand for English teachers after the
end of the war (Henrichsen, 1989, p. 126). Another reason, according
to Shimahara (1995), was to nullify rigid pre-war teacher education tra-
ditions, which were seen as a tool by militarists to gain control over
schools and students. The idea was to open teacher certification to

11



8 JALT JOoURNAL

graduates of liberal arts universities who would be less swayed by au-
thoritarian ideals. Thus, students getting degrees in English literature
could get an English teacher’s certificate by simply completing the re-
quirements. However, according to Henrichsen (1989, p. 126), this led
to the hiring of teachers who were not particularly knowledgeable of
English. In addition to English literature majors who had probably never
had to speak English in their university courses, graduates who had
majored “in some subject other than English but had received passing
marks in their English classes...were put into English-teaching positions”
(p. 162, emphasis in the original). This helped to create teachers who
had studied English in the written mode and who then neglected oral/
aural skills (Henrichsen, 1989). The implementation of the JET program
may be changing that, at least for JTEs who have contact with ALTs. In
the survey used to generate data for this report, teachers were asked to
gauge their level of agreement to the statement: “My English speaking
ability is good enough for me to use in class.” A response of “1” meant
strong disagreement, while a “5” meant strong agreement, and “3” meant
“I don’t know.”

Table 1: Formal and Informal Influences on Teachers’ Instruction

Formal Influences
Instructional frameworks
-curriculum guidelines
Instructional materials
-textbooks
Assessment of results
-external examinations
Monitoring instruction
-official observation of teaching
Teacher education
-pre- and in-service teacher
training

Informal Influences
Teachers’ previous educational experiences
-teacher age, gender, hometown, ethnicity
nationality, socioeconomic
background
Intraschool influences
-principals’ expectations, classroom
structure, teacher sense of control
over own work, school climate,
collegial expectations, faculty collegiality
Consumer influences
-business community, higher education,
students’ families, students’ expectations
Cultural influences
-beliefs about authority, habits of deference,
group orientation, tolerance of deviancy
Academic influences
-students’ abilities, subject matter
Teachers' abilities
-teachers’ length of experience, membership
in professional associations, teachers’
general knowledge of content being taught,
teachers’ foreign language proficiency
Previous curriculum influence

Note: Categories adapted from Cohen and Spillane (1992); Fuller, Snyder, Chapman,
and Hua (1994); Montero-Sieburth (1992); and Stevenson and Baker (1991).
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Previous Educational Experiences

Cohen and Spillane (1992) suggested that of all the influences that
can be accounted for, teachers’ previous educational experiences have
the greatest influence on teachers’ eventual instructional practices,
going so far as to name elementary and secondary schools as the “prime
agencies of teacher education” (p. 26). MacDonald and Rogan (1990)
noted that South African science teachers involved in a science educa-
tion reform project tended to employ teacher-to-whole-class lecture
style instruction because they themselves were taught that way. In the
end, no matter what educational policies are handed down, teachers’
own long “apprenticeship” into teaching (their own educational expe-
riences) (Lortie, 1975, p. 61) will continue to have lasting influence on
teachers’ instruction (Freeman & Richards, 1993; Kennedy, 1989;
Schmidt, Porter, Floden, Freeman, & Schwille, 1987).

For the purposes of this discussion it will be assumed that most high
school teachers learned English through yakudoku, a non-oral ap-
proach to foreign language instruction, thought to be related to gram-
mar/translation (Bryant, 1956; Henrichsen, 1989; Hino, 1988; Law, 1995).
A 1983 survey conducted by the Research Group for College English
Teaching in Japan (in Hino, 1988, p. 46) reported that among its 1,012
Japanese university and high school teacher respondents nationwide,
70 to 80 percent used yakudoku in their EFL reading classes. Given this
indirect evidence, it is likely that many current Japanese high school
English teachers learned English through yakudoku as students. Fur-
ther, two yakudoku high school teachers, aged around 40, reported to
Gorsuch (1998) that they had learned English as high school students
using yakudoku.

A brief description of yakudoku instructional practices as reported
in Gorsuch (1998) will be given here. In three yakudoku English II
classes taught at a boys’ high school, Gorsuch observed that the stu-
dents were required to process English texts by translating them into
Japanese. The majority of class time was spent on teachers asking indi-
vidual students to read their Japanese translations of an English sen-
tence, or phrase, out loud. The teachers would then correct the student’s
Japanese translation, and then comment on the student’s apparent mis-
understanding of the grammar of the English text. The teachers would
write the English grammar point on the board, and complete a lengthy
explanation of the structure, often giving students advice on translat-
ing the grammar point into appropriate Japanese. The classes were
teacher-centered, and conducted in Japanese. :

It is not difficult to see the potential problems an ALT might have

13
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team teaching in such a classroom as described above. With the class
being conducted almost entirely in Japanese by the JTE, a non-Japa-
nese speaking ALT could not hope to contribute (ALTs hired by the JET
program are either newcomers to Japan or may not have been resi-
dents in Japan for more than three years, so they may not achieve a
high level of competence as Japanese speakers, according to Wada &
Cominos, 1994, p. 5). In addition, the goals of such classes clearly do
not include improving students’ skills in communicating in English. If
in fact most JTEs learned English themselves using yakudoku, it may
be unlikely that many JTEs can accommodate, without a struggle,
changes in their teaching implied by the presence of an ALT in the class-
room. Yet over 5,000 ALTs are currently teaching in Japanese junior and
senior high schools, and a struggle is occurring in many JTEs’ working
lives (see Yukawa, 1992, 1994 for compelling accounts of this phenom-
enon). In our survey, teachers were asked to assess their level of agree-
ment with the statement: “As a student I studied English primarily
through translating English stories, essays, or literary works into Japa-
nese.” A response of “1” meant strong disagreement, while a “5” meant
strong agreement, and “3” meant “I don’t know.”

Attitudes towards CLT, ALM, and Yakudoku Activities

The survey used for the larger study of which this report is a part,
used five-point Likert scale items which invited teachers to respond
affectively to a series of items representing activities associated with
three different approaches to language learning: communicative lan-
guage teaching (CLT), the audiolingual method (ALM), and yakudoku.
Over 30 activities were gathered from teaching methodology books
and courses and from observations of a variety of Japanese EFL class-
rooms. The activities were then presented to a panel of eight language
educators who had at least a master’s degree in TESL. Two were female
native speakers of English, two were female native speakers of Japa-
nese, two were male native speakers of English, and two were male
native speakers of Japanese. The panel members then categorized each
activity as CLT, ALM, or yakudoku. Only those activities which panel-
ists unanimously categorized as one of the three types were included
in a pilot questionnaire. The activity items were further revised in re-
sponse to factor analyses of the pilot questionnaire. On the main ques-
tionnaire, higher scores of “4” or “5” indicated teachers’ approval of the
activities, while lower scores of “1” or “2” indicated disapproval of the
activities, and “3” meant “I don’t know.”
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Research Questions

The overall purpose of this article is to report data from a survey of
884 Japanese high school EFL teachers in nine randomly selected pre-
fectures. The first two research questions are:

1. According to the JTEs responding to the survey, what are the rela-
tive numbers of teachers who teach English I and II at least once
a week with an ALT, less than once a week with an ALT, or not at
all? :

2. What are the patterns of distribution of ALTs team teaching in
English I and II classes according to type of school?

These two questions have been included to address a lack of infor-
mation in the literature concerning the number and distribution of ALTs
in English I and 1I classes. There may be a mistaken perception on the
part of researchers inside and outside Japan that ALTs are universally
available to team teach with JTEs in Japanese EFL high school class-
rooms. The final three questions were raised in the literature review of
this report. Do JTEs with different levels of ALT contact have different
perceptions of themselves? Further, do they have different levels of
approval for different kinds of activities, according to their level of ALT
contact? Specifically:

3.  Do]JTEs’ self-reports of English speaking ability differ according
to their level of contact with ALTs in English I and II classes?

4. Do JTEs’ self-reports of their own English learning experiences
differ according to their level of contact with ALTs in English I
and II classes?

5.  DoJTEs’ level of approval of communicative, ALM, and yakudoku
activities differ according to level of contact with ALTs in English
I and II classes?

Method |
Participants: Creating a Generalizable Sample

The participants for this research were 884 Japanese senior high
school EFL teachers currently employed full time at public academic,
public vocational, and private academic senior high schools in Japan.
Probability sampling procedures were followed (Fowler, 1993; Rea &
Parker, 1992, p. 147). The prefectures sampled were: Fukui, Kanagawa,
Nagano, Saga, Shizuoka, Tokushima, Toyama, Yamagata, and

“15
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Yamaguchi, all of which represent a variety of urban, rural, and geo-
graphic contexts.

Private high schools were included in the sample. Due to an explod-
ing population from 1946 to 1980 and a restrictive national policy to-
wards growth in public high school education, a substantial number of
private high schools were established by 1980, comprising 28.1% of all
high schools in Japan (James & Benjamin, 1988, p. 20). All primarily
privately funded high schools were termed “private high schools.” Na-
tional, prefectural, and city-funded schools were termed “public high
schools.” There was no differentiation, for the purposes of this study,
between all boys’ and girls’ schools, and coeducational schools.

Teachers at public vocational and night high schools were also in-
cluded. While statistics for numbers of English teachers by type of school
could not be found at the national level, combined teachers’ lists for
the nine prefectures surveyed in this study revealed that Japanese En-
glish teachers at public vocational and night high schools still consti-
tuted a sizable minority, 783 (13%) of 6,167 teachers at public and pri-
vate academic and public vocational and night high schools.

Materials

The Japanese-language questionnaire was developed according to
results of a pilot questionnaire project of 500 Japanese EFL teachers in
Tokyo in 1997, from previous research, and from an extensive literature
review (see Gorsuch, 1999a). The theoretical background of the items
of interest in this report is discussed in the literature review above. For
the English-language version of the questionnaire, see Appendix A. Data
that answered research question No. 1 came from item B-3. For research
question No. 2, the data came from item B-2. For research question No.
3, the data came from item C-1. To answer research question No. 4, data
from item C-2 were examined. Finally, for research question No. 5, data
from items A-1 through A-12 were examined.

The questionnaire was translated into Japanese by a highly English
proficient Japanese female with teaching experience at the high school
and university level. The Japanese version was then back-translated into
English by a native English speaking professional translator who spe-
cializes in translating Japanese into English. Alpha reliability for items
A-1 through A-12 was estimated at .71, which indicates moderate reli-
ability. Reliability for items B-2, B-3, C-1, and C-2 was not estimated
because they were designed to capture disparate constructs.
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Analyses

The numerical responses on the returned questionnaires were hand
coded and entered by the researcher into Statview 4.5. To answer re-
search question No. 1, teachers’ responses to questionnaire item B-3
(level of involvement with an ALT in English I and II classes) were tabu-
lated. For research question No. 2, teachers’ responses to item B-3 were
split by type of school (B-2). To determine whether the distribution of
ALTs to the three different types of schools was meaningful and not
simply a pattern occurring by chance, a chi-square procedure was con-
ducted at p <.05. To answer research question No. 3, descriptive statis-
tics of teachers’ responses to item C-1 (English speaking ability) were
calculated, and were then split by the grouping variable B-3 (JTEs teach-
ing English I and II with an ALT at least once a week, less than once a
week, or not at all), resulting in three different mean scores. To deter-
mine whether the three resulting means were significantly different, an
unbalanced one-way ANOVA procedure was conducted at p <.05. To
determine whether the data met the assumptions of ANOVA, the data
in each of the three cells were checked for normality and for equal vari-
ance (Hatch & Lazaraton, 1991). In the event that the three means were
found to be significantly different, the Scheffe test and eta? strength of
association were calculated to determine how much variance in the
data could be attributed to the variable of interest (B-3, in this case).
Eta’? was used because the cells of the ANOVA were unbalanced (Hatch
& Lazaraton, 1991, p. 331).

To answer research question No. 4, descriptive statistics of teachers’
responses to item C-2 (teachers’ English learning experiences) were
calculated and then split by the grouping variable B-3 (teachers’ re-
ported level of involvement with an ALT in English I and II classes),
again resulting in three different mean scores. To determine whether
the means for the three groups were significantly different, a one-way,
unbalanced ANOVA procedure was conducted at p <.05. Normality and
equivalence of variance for the three cells were checked, and the Scheffe
test and eta’ strength of association were calculated. Finally, to answer
research question No. 5, descriptive statistics for items A-1 through A-
12 (teachers’ level of approval of communicative, ALM, and yakudoku
activities) were calculated and then split by the grouping variable B-3.
Items A-1 through A-12 were twelve dependent variables, and B-3 was
the independent variable. To determine whether the means for the
twelve items were significantly different, twelve separate one-way, un-
balanced ANOVA procedures were conducted at p <.0042 (.05 divided
by 12 for 12 comparisons; this was done to adjust for the multiple com-
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parisons and avoid Type I error assuming a significant difference in
means, when in fact the difference is not significant, see Vogt, 1999, pp.
28-29). Normality and equivalence of variance for the three cells of each
dependent variable were checked, and the Scheffe test and eta’ strength
of association were calculated.

Results

The numbers of JTEs responding to the survey who were catego-
rized into three groups according to level of ALT contact in English I
and II classes appear in Table 2.

Table 2: JTEs’ Reported ALT Contact in English I and II Classes

Group Number Percent
Teaches at least once a week with an ALT. 179 20%
Teaches less than once a week with an ALT. 167 19%
Does not teach with an ALT. 538 61%
Total 884 100%

Note: Percentages have been rounded.

The largest group of JTEs responding to this survey (n = 538, or 61%
of all respondents) reported that they did not teach English I and II
with an ALT. The second largest group reported teaching with ALTS at
least once a week (z = 179, or 20%), and the smallest group reported
teaching with ALTs less than once a week (72 = 167, or 19%).

The distribution of ALTs split by type of school (public academic,
public vocational, and private academic) suggested that ALTSs are not
distributed equally. In Table 3, the observed (actual) frequencies are
displayed along with expected frequencies (random frequencies that
are predicted in chi square distributions, see Vogt, 1999, pp. 39-40). The
chi-square statistic for the data was significant at p < .05 (chi square =
123.067, df = 4). This means that the patterns in the grouping of teach-
ers in the actual data are significantly different from what a random
pattern would suggest. For instance, private academic high school JTEs
reported not teaching with ALTs in English I and II classes more than
expected (229 compared with 159). Private academic high school JTEs
also reported teaching with ALTs less than expected (26 compared with
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Table 3: Observed and Expected Frequencies for Distribution of
ALTs in English I and II Classes by Type of School

Observed (Actual) Frequencies

Teach with Teach with ALT
ALT at least less than once Do not teach

once a week. aweek. with an ALT. Total
Public Academic Teachers 72 ‘ 91 179 342
Public Vocational Teachers 81 70 130 281
Private Academic Teachers 26 6 ' 229 261
Total 179 167 538 884

Expected Frequencies
(frequencies which would occur by chance)

Teach with Teach with ALT

ALT at least lessthan once Do notteach -

once a week. aweek. with an ALT. Total
Public Academic Teachers 69 65 208 342
Public Vocational Teachers 57 53 171 281
Private Academic Teachers 53 49 159 261

Total 179 167 538 884

Note: Numbers have been rounded.

53, and 6 compared with 49). ALTs are apparently not assigned toteam
teach with JTEs in English I and II classes in private academic high
schools very often. JTEs at public academic high schools reported teach-
ing with an ALT more than expected (72 compared with 69, and 91
compared with 65), and not teaching with ALTS less than expected (179
compared with 208). Public vocational JTEs reported teaching English
I and II with ALTs more than expected (81 compared with 57, and 70
compared with 53). In addition, they reported not teaching with an
ALT fewer times than expected (130 compared with 171). Public aca-
demic and vocational high schools apparently assign ALTs to team-teach
English I and II classes more than random chance would suggest.
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Table 4 shows the descriptive statistics for item C-1 (teachers’ ratings
of their English speaking ability) split by the grouping variable B-3 (level
of involvement with an ALT in English I and II classes).

Table 4: JTEs’ Self-Reports of English Speaking Ability

M SD Min/Max Skew Kurtosis
Teaches English I or I with an ALT at least once a week 3.520 .887 1/5 -300 -271
Teaches English I or I with an ALT less than once a week 3.126 856 1/5 100 -.188
Does not teach English I or I with an ALT 3.102 .889 1/5 -.027 -.608
Total 3.191 .898 1/5 -047 -517

Note: A rating of “5” indicates strong agreement with the statement: “My English
speaking ability is good enough for me to use in class,” and “1” indicates strong
disagreement. '

Teachers who reported teaching with ALTs at least once a week had
a higher mean score (3.520), indicating a higher self rating of their En-
glish ability as used in class. Teachers who reported teaching with ALTs
less than once a week or not at all had lower mean scores (3.126 and
3.102, respectively). The difference in means was statistically signifi-
cant at p < .05 (F=15.532, df = 2). A post hoc Scheffe test indicated that
the mean score of teachers teaching with ALTs at least once a week was
significantly higher than the mean for teachers teaching less thana week
with an ALT, or not teaching with an ALT. However, the eta® statistic
indicated that only .046 (4.6%) of the variance in the three mean scores
was due to the ALT contact variable. This may be due to the presence
of other variables in the data, for example JTEs’ type of school, length
of career, or perhaps intra-school politics or collegial attitudes. Some
respondents may have also been unwilling to answer the question,
which may have resulted in systematically lower or higher self-estimates,
depending on other personal variables not captured by the question-
naire (Gorsuch, 2000). :

Table 5 shows the descriptive statistics for item C-2 (teachers’ agree-
ment that they had learned English through yakudokuw) split by the
grouping variable B-3 (level of involvement with an ALT in English I
and II classes).
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Table 5: JTEs’ Self-Reports of English
Language Learning Experiences

M SD  Min/Max Skew Kurtosis
Teaches English I or Il with an ALT at least once a week 3.291 1106 1/5 -368 -.678
Teaches English I or I with an ALT less than onceaweek  3.545  1.104 1/5 608  -.362
Does not teach English I or Il with an ALT 3.414 1175 1/5 -496  -714
Total 3.414 1.151 1/5 -489 -.657

Note: A rating of “5” indicates strong agreement with the statement: “As a student
studied English primarily through translating English stories, essays, or literary works
into Japanese,” and “1” indicates strong disagreement.

The results of the data suggested that JTEs with extensive contact
with ALTs had a lower level of agreement with the notion that they had
studied English through traditional grammar-translation methods
(3.291) than JTEs with limited (3.545) or no ALT contact (3.414). How-
ever, a one-way ANOVA with the p value set at .05 indicated that the
differences between the means were not statistically significant.

The descriptive statistics for items A-1 through A-12 (JTEs’ approval
of CLT, ALM, and yakudoku activities) split by the grouping variable B-
3 (level of involvement with an ALT in English I and II classes) are in
Table 6.

Table 6: Descriptive Statistics for Activities Items Split by
Level of Involvement with an ALT

Item Activity type Group M SD  Min/Max Skew  Kurtosis
A-1 Yakudoku Total 3.466 .955 1/5 -.593 -.141
1 3.285 976 1/5 -.414 -.491
2 3.491 .934 1/5 -723 .042
3 3.519 947 1/5  -618  -031
A-2 Communicative Total 3.372 .907 1/5 -.501 .073
1 3.425 1.067 1/5 -.548 -170
2 3.515 .757 1/5 -.423 .120
3 3.310 .885 1/5 -470 -021
A-3  Communicative Total 3.656 903 1/5 -613 165
1 3.883 953 1/5 -.888 .598
2 3.886 .738 2/5 -.354 -.023
3 3.509 .903 1/5 -.558 -.018

ez'ﬁ
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Table 6 (Continued)
Item Activity type Group M SD Min/Max Skew Kurtosis
A-4  Yakudoku Total 3,084 1.068 1/5 -295 -735
1 2.922 1.070 1/5 -.200 -729
2 3.072 1.012 1/5 -.109 -.718
3 3.141 1.078 1/5 -.381 -724
A-5  Audiolingual Total 3,769 .849 1/5 -807 825
1 3726 .844 1/5 -674 .730
2 3.677 .857 1/5 -643 314
3 3.812 .845 1/5 -910 1.084
A-6  Audiolingual Total 3.615 .807 1/5 -.578 -.008
1 3.508 912 1/5 -379 -.598
2 3611 .749 2/5 -.595 -.014
3 3.652 .783 1/5 -628 232
A-7  Communicative Total 3.361 .890 1/5 -.386 -271
1 3.441 928 1/5 -479 -265
2 3.419 .891 1/5 -.365 -.445
3 3.316 .873 1/5 -374 -.206
A-8  Audiolingual Total 3.572 836 1/5 -.583 274
1 3.626 .852 1/5 -774 796
2 3.623 .809 1/5 -706 557
3 3.539 .838 1/5 -484 .048
A-9  Communicative Total 3.376 .945 1/5 -351 -.329
1 3.497 1.005 1/5 -521 -.293
2 3.383 014 1/5 -.218 -.768
3 3.333 930 1/5 -.345 -.199
A-10  Yakudoku Total 3.542 .829 1/5 -824 .585
1 3.508 855 1/5 -.805 656
2 3.581 776 1/5 -.654 247
3 3.541 836 1/5 -.865 .587
A-11 Communicative Total 3.888 .738 1/5 -1.034 2.404
1 3.911 757 1/5 -1.164 3.240
2 3964 .656 2/5 -.218 .045
3 3.857 754 1/5 -1.136 2.362
A-12  Communicative Total 3.800 766 1/5 = -1172 2.525
1 3.872 755 1/5 -1.107 2.209
2 3.916 669 2/5 -.501 711
3 3.888 796 1/5 -1.299 2.750

Note: Group 1 = teachers teaching with ALTs at least once a week; Group 2 = teachers
teaching with ALTs less than once a week; Group 3 =teachers not teaching with ALTs.
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Twelve ANOVA procedures were carried out, each with the p value
set at .0042. Only one item, A-3, a CLT information gap item calling on
students to speak and listen, was significant at p <.0042 (F = 18.865, df
= 2). A post hoc Scheffe test indicated that teachers teaching with an
ALT at least once a week (3.883) and less than once a week (3.886)
were more approving of the CLT activity than teachers with no ALT
contact (3.509). Eta? was estimated at .057, which indicated that 5.7% of
the variance between the three mean scores on A-3 were due to the
ALT contact variable. As with the data displayed in Table 4, this may be
due to the presence of other variables in the data.

Two other items, A-1 (a yakudoku activity, p = .0166) and A-2 (a CLT
reading activity, p = .0267), approached significance, but did not ex-
ceed the predesignated p <.0042. On A-1, teachers with no ALT contact
(3.519) were more approving of a yakudoku activity than JTEs teaching
with an ALT at least once a week (3.285). On A-2, JTEs teaching with an
ALT less than once a week (3.515) were more approving of a CLT read-
ing activity than teachers with no ALT contact (3.310).

Discussion

To restate the first research question: According to the JTEs respond-
ing to the survey, what are the relative numbers of teachers who teach
English I and II at least once a week with an ALT, less than once a week
with an ALT, or not at all? A majority of JTEs reported not teaching En-
glish I or I with an ALT (Table 2). Employing ALTs is expensive, and
not all EFL classrooms at the high school level can be supplied with
them. However, there may be an additional reason why ALTs are not
assigned to team-teach with the majority of JTEs. In the larger study
that generated this report, at least ten teachers commented that ALTs in
their school were used in oral communication classes, but not for En-
glish I or II classes. The impression gained from this is that English I
and II were somehow the territory of JTEs. This may mean that these
particular JTEs use English I or II courses to teach non-oral English
skills for the purpose of preparing students for university exams.

According to Kawakami (1993), under the previous Monbusho
Course of Study (1978 to 1993) JTEs had similar attitudes. The older
Course of Study provided for English I and II courses (“four {language]
skills” courses, p. 19), English IIA, a listening/speaking course; English
IIB, a reading course; and English IIC, a writing course. Kawakami
claimed that teachers in schools, assuming that English I and II courses
were supposed to help students pass university entrance exams, were
decoupling speaking and listening instruction and simply relegating
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oral practice to the English IIA course. In current English I and II class-
rooms, ALTs may not be seen as particularly useful, particularly if ALTs
are associated with eikaiwa (oral English used for conversation) and
JTEs associate themselves with eigo (non-oral English language as
learned from intensive reading) (Law, 1995, pp. 221-222). The distribu-
tion of ALTs revealed in this study, then, may be a result of current atti-
tudes about how team teaching is best utilized in EFL education in Ja-
pan.

The second research question was: What are the patterns of distribu-
tion of ALTs team teaching in English I and II classes according to type
of school? There were differences reported by JTEs in the distribution
of ALTs according to type of school (public academic, public vocational,
and private academic) (Table 3). Refreshingly, a healthy minority of both
public academic and public vocational high school teachers reported
having at least some ALT contact. This may suggest that there is some
approval in these schools of the notion of having ALTs team teach in
English I or II classes. It is possible that public high school JTEs (and
their local level administrators) are sensitive to recent social trends and
Monbusho policies that are arguably leaning towards instruction of
English as communication. Because of this trend, JTEs themselves may
want to change by developing their skills as teachers, or improving their
own oral English skills, in order to meet the changing demands of soci-
ety. The data also raise the intriguing question of how team teaching
activities in vocational schools, schools that are thought to be free of
university entrance exam preparation pressure, can be characterized.
Clearly, research on EFL instruction in vocational schools should be
conducted, something not often done on any topic concerning voca-
tional high school education in Japan (James & Benjamin, 1988; Okano,
1993), even though fully 26% of all high school students in Japan attend
vocational high schools (Statistics Bureau, 1997, p. 20).

Private academic high school JTEs reported a low level of ALT con-
tact in English I and II classes. Given the data, it may be necessary to
view private academic high schools as quite different from high schools
in the public sector. The data may be reflecting the fact that private
high schools do not participate in the nationally funded JET program.
Either the private sector has its own program, or schools hire native
English speaking teachers on their own. If ALTs are present in private
high schools in any number, they may simply be used to teach courses
intended to develop students’ oral skills. Finally, private high school
JTEs and administrators may feel less sensitivity towards the same so-
cial trends and educational policies named above than their public
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school counterparts. For example, Gorsuch (19992, p. 269) found that
the same private academic high school JTEs sampled for this study were
more approving of questionnaire item A-4 than public academic and
vocational high school JTEs. Item A-4 depicts a yakudoku activity in
which students recite their Japanese translations of English texts in
English I and II class. The same teachers reported lower levels of ap-
proval of CLT activities in English I and II classes than public academic
and vocational high school teachers (p. 294). Attitudes towards instruc-
tion in private academic high schools may be quite different from those
in public high schools. Private academic high schools are likely con-
cerned about attracting students by presenting a successful track record
of helping students pass university entrance exams. Whatever the case,
if ALTs are associated with CLT instruction, this may account for the
pattern of ALT use in private academic high schools found in this study.

ALT Involvement

What is most remarkable, however, is that the data answering re-
search questions 1 and 2 suggest that ALTs are engaged in team teach-
ing in a surprising number of English I or II classrooms. In public aca-
demic and vocational high schools, slightly more than half of respond-
ing JTEs reported at least some ALT contact. If ALT involvement in En-
glish Iand II classes was considered truly inappropriate by these teach-
ers, there might not be so many ALTs teaching in these classes. Longi-
tudinal research is needed to answer the question of whether ALT in-
volvement in English I and II classes is on the rise, or is simply a stable
phenomenon over time. Of more central concern is the question of
causality: Is the presence of ALTs changing JTEs’ attitudes about situa-
tions in which team teaching is appropriately used? Or are JTEs chang-
ing their attitudes on their own, perhaps through social trends, and
then simply requesting ALTs in the English I and II classes as a result of
their changing attitudes? This is a question worth investigating further,
particularly through extensive interviews with JTEs.

Have ALTs Changed JTEs?

To restate the third and fourth research questions: Do JTEs’ self-re-
ports of English speaking ability differ according to their level of con-
tact with ALTs in English I and II classes, and do JTEs’ self reports of
their own English learning experiences differ according to their level
of contact with ALTs in English I and II classes? These questions deal
with JTEs’ perceptions of themselves. The third question in particular
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deals with the question raised in the introduction of this report, which
was, “Have ALTs changed JTEs?” In terms of JTEs’ perceptions of their
English speaking ability, I would argue “yes.” JTEs who had contact
with ALTs in English I and II classes reported their English speaking
abilities, as used in class, as being significantly higher than JTEs with
limited or no ALT contact (Table 4). I base my argument for causality
partly on the observations of Yukawa (1992, 1994), who reported that a
JTE, through team teaching a reading course with an ALT, progressively
used more and more English in class. Through the JTE’s contact with
the ALT, it is possible that the JTE’s confidence in his ability to use class-
room English increased, even though Yukawa characterized the JTE as
a good speaker of English before his contact with an ALT.

I also base my argument for causality on common sense. If ALTs are
not proficient in Japanese, then JTEs and ALTs must communicate in
English in order to plan classes and coordinate their instruction while
in class. This interaction would necessarily entail the use of classroom-
specific and general English, and would give JTEs exposure to the lan-
guage presented in the lessons through the oral/aural mode, rather than
through the written word. This surely would give participating JTEs a
real sense of their English abilities. However, there is always the possi-
bility that JTEs chose to work with ALTs because they were already con-
fident in their ability to use English. Nevertheless, I believe previous
research and common sense suggest that ALTs are causing positive
changes in JTEs’ professional abilities. I urge classroom teachers, both
ALTs and JTEs, to conduct their own observations along the lines of
Yukawa (1992, 1994), and to conduct self- and other-interviews to pin
down the causality issue, as well as to characterize changes in the pro-
fessional development of ALTs and JTEs.

The fourth research question addressed JTEs’ perceptions of their
own language learning experiences and whether contact with an ALT
has an effect on those perceptions. The data resulting from this survey
were inconclusive (Table 5). Teachers with high ALT contact tended to
have lower levels of agreement with the notion that they had learned
English through yakudoku than teachers with less or no ALT contact.
However, the mean scores of the three groups were not significantly
different.

Nonetheless, this intriguing question is still worth asking. It raises
several issues. First, if the JTEs in this survey had indicated that their
self-perceptions did significantly change with high ALT contact, would
it mean that at some point in their teaching careers, those JTEs disasso-
ciated themselves from their own learning experiences? This is an in-
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teresting possibility, and may indicate the direction for further inquir-
ies into the mechanisms of teacher change. Did such teachers see ALT
contact as an opportunity for important professional and personal
growth? Were they already on the path of self-development, where team
teaching with an ALT was simply an available way to meet those JTEs’
goals? Most importantly, why did they want to change? Second, is there
a group of JTEs who were self-directed enough to learn English through
other means, above and beyond the yakudoku universe of their high
school and university learning experiences? What would characterize
this group? Early overseas experience? Age? There is the final possibil-
ity that through contact with ALTs, JTEs’ perceptions of their own per-
sonal histories took a major shift, even if JTEs were not initially willing
to do team teaching with an ALT. Working with an ALT may constitute a
transformative event for such teachers. More research is needed.

JTEs and the Current Political Line

“The fifth and final research question was: Does JTEs’ level of ap-
proval of communicative, ALM, and yakudoku activities differ accord-
ing to level of contact with ALTs in English I and II classes? JTEs with
high ALT contact approved of a communicative information gap activ-
ity significantly more than JTEs with less or no ALT contact (Table 6).
However, there were no other significant differences in approval of any
other activities due to ALT contact. The lack of other significant differ-
ences may be for two reasons. First, the activities, as stated, may not
have been expressed in ways that teachers can easily apply them to
their own practice. That is to say, JTEs may not conceive of and plan
their lessons as a series of activities tied to particular approaches to
language learning. Instead, they may primarily plan their lessons around
vocabulary or grammar structures presented in English I or IT textbooks
and simply let the lesson flow from that (see Gorsuch, 1999b for a re-
view of English I and II textbooks). Second, JTEs may be feeling belea-
guered by recent shifts in educational policy, and may feel reluctant to
answer questions about what activities and methodologies they prefer.
Therefore, questionnaires may not be the best method of investigating
JTEs’ approval of activities. Certainly, JTEs’ responses to all the activi-
ties items in the questionnaire were centered at a rating of mild ap-
proval (Table 6), a conservative and cautious place in which to be.

This leaves us with the higher approval of a CLT activity by high-
ALT-contact JTEs. There are several reasons why such teachers may
approve of the information gap activity. First, teachers who have regu-
lar contact with ALTs may find it easier to model CLT pair work activi-
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ties for students with the help of an ALT. Second, it could be that when
an ALT is in the classroom, students (and/or the ALT) expect to do some-
thing different from highly controlled ALM and yakudoku activities.
Finally, there may be a link with teachers’ self-perception of English
speaking skill - recall that teachers teaching with ALTs at least once a
week rated their English speaking skills higher than teachers who had
less or no contact with ALTs (Table 6). Perhaps teachers who have more
confidence in their ability to speak English are more likely to approve
of A-3, the information gap activity.

Conclusion

I believe the data presented in this report generally point to the posi-
tive effects ALTs have on JTEs. I think we need to view the JET program
and the presence of ALTs as a dynamic, if unevenly available, form of
in-service teacher education. Whether a causal factor or not, the pres-
ence of an ALT is linked with higher JTE reports of classroom-centered
English speaking ability and greater approval of a communicative in-
formation gap activity. Clearly, ALTs encourage professional and per-
sonal growth in JTEs by helping diversify their instructional practice,
and stretching their abilities to communicate in English. I believe that
ALTs are indeed changing the way English is taught in Japan, and that
they are changing it for the good.

I have noted, however, that ALTs are unevenly distributed in English
I and II classes in Japanese high schools, perhaps as a result of prevail-
ing attitudes that ALTs should be used for “communication” and
“games.” I would like to argue here that ALTs, and CLT activities, be-
long in English I and II classes. English I and II are the most commonly
taught classes in high schools, and if Monbusho wants Japanese stu-
dents to be able to be the “cosmopolitan” and foreign-language-profi-
cient citizens they dream of (Lincicome, 1993), using ALTS and CLT
activities in English I and II classes is the best way to reach the greatest
number of students. Further, English I and II courses are four-skills
courses, and should not be de facto reading/university exam prepara-
tion courses. Finally, there is nothing in the course descriptions for
English I and II courses that precludes the use of CLT activities. With a
minimum of awareness and planning, CLT activities can promote all of
the goals and objectives set out in the English I and II course descrip-
tion in The Course of Study (Ministry of Education, Science, and Cul-
ture , 1992).
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Appendix

This questionnaire is designed for teachers who are currently teach-
ing English I and/or English II. If you are not teaching these courses
this year, please give this questionnaire to a colleague who is teaching
English I and/or English II this year. Thank you!

Please read the activity descriptions below and write a circle or check
in the blank that best describes your level of agreement. Please con-
sider each activity carefully, and let your response reflect your true im-
pression about the appropriateness of the activities for your current
English I or II classes. If you choose “5” for example, this means you
would be strongly willing to use the activity in your class. If you choose
“1”, this means, you would not be at all willing to use the activity. Please
choose only one response.

A-1.  Theteacher asks students to translate English phrases or sentences into Japanese
as preparation for class.
I think the above is an appropriate activity for my English I or English II classes:
stronglyagree_  agree don’tknow __ disagree__  strongly disagree___
5 4 3 2 1

e
Y
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A-2.  The teacher has students look at a page that has a “picture strip story.” Students
can uncover only one picture at a time. Before uncovering the next picture, the
students predict, writing the prediction in English, what will happen in the next
picture. Students can then look at the next picture to confirm or disconfirm their

predictions.
I think the above is an appropriate activity for my English I or English II classes:
strongly agree agree don’t know disagree strongly disagree
5 4 3 2 1

A-3.  The teacher has the students work face to face in pairs. One student sees a page
that has some missing information. The other student sees a different page that
has that information. The first student must ask questions in English to the other
student to find the missing information.

I think the above is an appropriate activity for my English I or English II classes:

stonglyagree_ agree____  don't know____ disagree_ strongly disagree

5 4 3 2 1

A-4.  The teacher asks students to translate English phrases or sentences into Japanese
in preparation for class. Then in class, the teacher calls on individual students to
read their Japanese translation of an English phrase or sentence, and the teacher
corrects it if necessary and gives the whole class the correct translation with an

explanation.
I think the above is an appropriate activity for my English I or English II classes:
strongly agree agree don’t know disagree strongly disagree
5 4 3 2 1
A-5.  The teacher has students chorally repeat word pairs such as sheep/ship and leave/
live.
I think the above is an appropriate activity for my English I or English II classes:
strongly agree. agree don’t know disagree strongly disagree
5 4 3 2 1

A-6.  The teacher has students memorize and practice a short English sentence pattern.
The teacher then gives the students a one word English cue and has the students
chorally say the sentence pattern using the new word.

I think the above is an appropriate activity for my English I or English II classes:

stonglyagree__ . agree___ don’tknow ___ disagree strongly disagree____

5 4 3 2 1

A-7.  The teacher pairs off students. Then the teacher asks the students to write a letter
in English to their partner.
I think the above is an appropriate activity for my English I or English II classes:
swonglyagree__  agree_ dontknow___ disagree strongly disagree____
5 4 3 2 1

A-8.  The teacher has students memorize an English dialog and then has the students
practice the dialog together with a partner.
I think the above is an appropriate activity for my English I or English II classes:
stonglyagree_ agree__  dontknow___  disagree strongly disagree____
5 4 3 2 1
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A-9.  The teacher has pairs or small groups of students ask each other and then answer
questions in English about their opinions.
I think the above is an appropriate activity for my English I or English II classes:
stonglyagree___  agree___  don’tknow____  disagree_ strongly disagree____
5 4 3 2 1

A-10.  Students read a sentence in Japanese, and then see an equivalent English sentence
below where the words have been scrambled up. The students must then rewrite
the English sentence in the correct order suggested by the Japanese sentence.

I think the above is an appropriate activity for my English I or English II classes:

stonglyagree___  agree_  don'tknow___  disagree_ _ strongly disagree_____

5 4 3 2 1

A-11. On one page students see a picture. Underneath the picture are several short
English stories. Students have to choose which story they think best matches the

picture.
I think the above is an appropriate activity for my English I or English II classes:
stronglyagree_ = agree don’tknow ____  disagree strongly disagree
5 4 3 2 1

A-12.  On a page, students see an English paragraph in which the sentences have been

scrambled. The teacher then asks the students to put the sentences into order so the

paragraph makes sense.

I think the above is an appropriate activity for my English I or English II classes:

stronglyagree___  agree___  dontknow____  disagree___ strongly disagree
-5 4 3 2 1

A-13. What activity do you feel is most effective for your students in your English I or II
class? Please write a brief description here: (Optional)

Please answer the following questions by writing a check next to the
most correct answer. Choose only one response.

B-1. How many years have you been teaching in high school?
0-8 years

9-16 years

17+ years

B-2. What kind of high school are you currently teaching in?
public academic high school
public commercial or industrial high school
public night high school
private academic school

B-3. Are you currently teaching English I or English IT with an ALT (Assistant Language
Teacher)?

Yes, at least once a week.

Yes, but less than once a week.

No, I do not teach English I or English II with an ALT.
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Please read the sentences below and write a check in the blank that
best describes your level of agreement. Choose only once response.

C-1. My English speaking ability is good enough for me to use in class.
strongly agree agree don’t know disagree____ strongly disagree___-
5 4 3 2 1

C-2.  Asastudent I studied English primarily through translating English stories, essays,
or literary works into Japanese.

strongly agree__ agree dontknow ___ disagree____ strongly disagree
5 4 3 2 1

C-3.  Ithink the pace we have to teach English at my high school is:

much too fast fast about right slow much too slow,
5 4 3 2 1

C-4.  The average size of my English I or English II classes is:

over50____ 40-49, 30-39 20-29 below19____
5 4 3 2 1

Please read the sentences below concerning your current instruction
in English I and II classes and write a check in the blank that best de-
scribes your level of agreement. Choose only one response.

D-1.  The Monbusho guidelines for English I and English II influences my classroom

practice.
strongly agree agree don’t know disagree strongly disagree
5 4 3 2 1
D-2.  College and university entrance exams influence my classroom practice.
strongly agree agree don’t know disagree strongly disagree
5 4 3 2 1
D-3.  The textbook my students are using influences my classroom practice.
strongly agree - agree don’t know disagree strongly disagree
5 4 3 2 1

D-4.  The teaching license program I completed at university influences my current
classroom practice. '
strongly agree agree don’t know disagree strongly disagree____
5 4 3 2 1

D-5. In-service teacher education specifically designed for English teaching offered
by my prefectural or municipal board of education influences my classroom
practice.

stonglyagree_ agree_  dontknow ___  disagree__ strongly disagree

5 4 3 2 1

In-service teacher education for English teaching is not available from the Board of
Education for me.
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D-6. The way I learned English as a student influences my current classroom practice.

stronglyagree agree don'tknow ___  disagree strongly disagree
5 4 3 2 ' 1
D-7. My English teaching colleagues influence my classroom practice.
stronglyagree__ agree don’t know disagree strongly disagree
5 4 3 2 1
D-8.  The principal at my school influences my classroom practice.
strongly agree__ agree dontknow ___  disagree____ strongly disagree_____
5 4 3 2 1

D-9. Teaching courses I have taken privately influence my current classroom prac-
tice.
strongly agree agree don’t know disagree strongly disagree

5 4 3 2 1

I have not taken teaching courses privately.

D-10. My membership in a private academic organization influences my
classroom practice.
strongly agree agree don’t know disagree strongly disagree.
5 4 3 2 1

I am not a member of an academic organization.

D-11.  The English I and English II syllabus used at my school influences my classroom
practice. '
strongly agree agree don'tknow ____ disagree strongly disagree
5 4 3 2 1

D-12. The number of students in my English I or II classes influences my classroom
practice. (i.e., Would you teach differently if your classes had many students or
few students?)

stronglyagree_ agree don’tknow ____ disagree strongly disagree
5 - 4 3 2 1

D-13. The ALTI teach English I or II with influences my classroom practice.

stronglyagree agree don’tknow ____  disagree strongly disagree
5 4 3 2 1

I do not currently teach English I or English II with an ALT.

D-14. The expectations of my students’ parents influences my classroom practice.
strongly agree agree don’t know disagree strongly disagree
5 4 : 3 2 1

D-15. My students’ expectations about how to study English influences my classroom
practice.
strongly agree agree don’t know disagree____ strongly disagree

5 4 3 2 1
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D-16. My students’ abilities in English influence my classroom practice.

stronglyagree__ agree don’tknow __ disagree___ strongly disagree
5 4 3 2 1

D-17. My level of English speaking ability influences my classroom practice.

stonglyagree_  agree___  don'tknow____  disagree__ strongly disagree___
5 4 3 2 1

D-18. What is one influence not listed above that you feel strongly influences your
instruction of English I or English II? (Optional)
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(Organizational Effectiveness of Upper Secondary School
English Language Departments and Their Commitment
toward Communicative Language Teaching)

WEBEA (REBDEBE)
0B P 3 B A 5

Since 1970, Communicative Language Teaching (CLT) has developed as a
predominant trend in the world of second language teaching. CLT has had an
enormous influence on theoretical aspects of second language teaching, but

there has not been much evidence of change in its practical application. Inthe -

academic area of English language education research, the major focus has
been on methods of instruction, teaching content, and political aspects.
However, little attention has been paid to how English language education is
carried out in an organized manner among the personnel of English language
departments (EL departments) in Japanese schools. In order to understand the
organizational characteristics appropriate to CLT practices, this study investigates
(1) the realities of EL department members’ commitment to CLT in public upper
secondary schools in Japan, (2) the organizational characteristics of EL
departments, and (3) the relationship between the organizational characteristics
and the commitment to CLT

The framework to analyze organizational characteristics of the EL departments
was constructed based on the theory of organizational science and research of
effective schools, which consists of four criteria: adaptability, goal rationality,
collegiality, and orientation. Adaptability is a criterion to assess the flexibility
of EL departments in adapting to their external environments and their creativity
in the face of a changing world. Goal-rationality is a criterion to assess levels of
goal-attainment through the PDS cycle; setting department objectives and plans
to attain them (Plan), carrying them out (Do), and evaluating them (See).

JALT Journal, Vol. 24, No. 1, May, 2002
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Collegiality refers to the assessment of the efficiency of the management, and
collaboration among the members of EL departments. Orientation refers to the
assessment of the maintenance of the value patterns shared among the
members, levels of morale, and commitment to develop the quality of their
English language education. The framework for CLT is based on
Kumaravadivelu’s (1994) macrostrategies.

To collect data about the realities of organizational characteristics of EL
departments and CLT practices, a questionnaire was administered at 128 upper
secondary schools in the Chugoku area. The data of 82 schools were finally
used to analyze their relations.

As a result, the following conclusions were reached:

(1) CLT can be divided into two types: activity-based CLT and form-based
CLT. In most schools, both types are considered as ideal ways of teaching
the language, but considering the relatively small proportion of schools
where CLT is put into practice, it seems to be difficult to apply them under
the present organizational conditions of EL departments.

(2) The organizational characteristics of EL departments can be grasped from
the four criteria: adaptability, goal-rationality, collegiality, and orientation,
and they are different from school to school.

(3) The four organizational characteristics were confirmed to promote CLT
practices. Orientation and goal-rationality are especially crucial to realize
CLT. In terms of CLT types, form-based CLT can be rationally put into
practice through the PDS management cycle, but to realize activity-based
CLT, which has been recently called for in the Japanese Course of Study,
it is not enough to introduce such a rational approach, but it furthermore
requires collaboration in which teachers exchange and share their trials
and errors in these practices and conceptualize their own CLT.

BEEROFEFERABORE ML, EEHEHE A OCommunicative Lan-
guage Teaching(CLT)AD I3 v b XA 2 hOBRZ2EMERALEZE L TER
L. CLTOERZRIEENEBOBREDHD HEBERTEIEEBELT
W3, AEZEIHEREZOEBIELEOHRED EITERSI N, HERE
BD4D DFEREGEINE. BESEME. EHE. Eth) &2 0REBDCLTA
DAY MAYMZETZ2EBEBMNSEREINZ. FFOFKE. DCLTOE
BICIREBERSBEOERRLNNOIIw A MERT I RBRSBRENNE
THBIT E, DADDRERFMIICLTOERICEDCEHENT S Z &, IRFITIE
BHEARCLTOERIIEENEESRDATIIA T2 TH D, HEERHER
BNABHEVORBROMERSERAT I 5B U TRRICE UZCLTZE>
TW ZENRKRETHZZ L, RENHSMIIN,

N FEOEEFRFEREEFENEERDTIX, a3 22 —Ya >

“HEN OERMNEREI NS RS, BBHEBICKS. KRITG
km Ul-FRsiine 8N TES LS, Bl oL BN B X
NTERE., TOBRIT. HEOHRINAECHE BEEREEZEEEE
HORAIREICFS ZENTES, TO—HT. MAQIIT. D
Rk 2 THHI HHWI TBR) EZT1EDHHH,. Rl &
130, EEHEOBRMEOREZEZ 2VLEMNH D EE2ERL
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TW3, LML, INETOEEBZEWRTIL BEHECARITER
MY THNTERN, FUERICBT2EERBEDOREHATHVEHD
HERELEBR T THTHS MHEAEB MRBICR U ZERER
ORIEIC WML L THEESFEZRE L TVWDOM END ZEIZBL
TRBEEHBZINTIAho-, ZOXOIRBEEZREEA, IF
(2000b) TIIFERHEROBRE DL EW Z2HE. 1LFR(Q20002) TIXZED
HDHEEB TR EEEREROBEIEDOIIEEZRBEL /=, €I TER
2. 20 NHEELII 22— a ERMOEERF
(Communicative Language Teaching: A F. CLT&B&9) & DRE
EREDZEEZBL T, HERHEBOREDD D HFEZHKIEMITIERT S Z
EEEBELTNS, ‘

HFEFBDENE

HERHERIIVD D IREORIC TEHTHD) EEZADDTHAD
D, DR TIE. BN ZEENICIEREELELT F®
M (effectiveness)] EWVWSHEMNMEHEINTNS, LiLrL. ZOFHE
DRZZHEBILE-DOHBIIZHETOLDRIETSDITEHL W
(Cameron & Whetten, 1983), #ilZ{X. Steers(1975)%Campbell
Q97INIBETMEICEET D ETIFEZEE L. TNETHRONTHWIZEE
OENERBIEZ R L TWAGENM: - ok, EEE. BREER ),
Z D& RIEEEEET 5 HICQuinn & Rohrbaugh (1983)i3#H
BT 5 3DDMEERTEIRRL TS, £TH 1 DKL ER]
13, OO ICH D00, AICHE2DONERLTNS,
BRI H BB E. MBS - BN AT AEAREIN,
HBREIT. FEBENVREDHEBEOREZHD. B TOES W, EY)
. FLTREHZERT S, —F. HBELINTICHZHE
13, BT EDOEROERPMBRERZBE TSN EAEERLT
FEDITTFHA D ENERERRIND, KITE2DXT THE] 1.
MR OTE M L REHEZTBIC DD, FTEIIEH &L 2EDOF LR
Ml E L. SEEPEL ADER, BRI, —F. BER
B EHE 20 bR MEEE L. RS, FABRSENEREIN
%, FLTEIORKRT TBRMFEN 1. HEoFDEZZTOERND
BIEE L AD0., BEREEADZN, EWVWIKTTH S, A EDOXKTZ
A4 HHEQuinn & Rohrbaugh (1983)i% 4 DOEMEEEZIRRL
T3, LZR(2000a) Tid & DFFEICE D EHFERHEB O A ZIMEO R
HEBELFEL).

a1 2RNAAORE., 2 WNIIHAHRRPERER EITHK
ERHEBDIEHENENFTRIKITEIR L TWE 0 R RERME.
rEELSEME) 3. BEZZEL. TNEERTS-OOSEMZEHE
RFDHET, HREOMMAZBAL T, BEZERL TNWENZRTEER
P, TEEME) 1. FEERE BRI T OBERNEEID R - EEINTW

ERIC .39

Aruitoxt provided by Eic:



36 JALT JournaL

LZNERTRRERME. EE 13 EEREBEORICHEIND, &k
PERECREDD D HICHT AEER S, EREHEFOHEZRDEILET
LRI NTVEINEZRITEERE. THod. ULZERTN
. INETEEHEFORENUHIIBERESEEOANSEZASNTE
FrEnzkS., UL, AERcEDTE, RERMBOREREZ X
D EBMICHBTE S AR, REOHRRZSAMITRYT T LA

HEThD,
AR
E
Hom R VIR
Fik . KERSAOLROMER. BAT Fik: HERRERSER D b 0 (FEEE)
& HEEHOESE
B : BT ABEICRIETE S
BE) : REBRHASOIEME. Bl 2l TR - AN
e |P v, (BEEREE D A s
) £
O HiES it
Bk lazh-vav, BS, @BISME, Kk . BHE. AT, FEE
MERRODBETEME, 1A _
HE . REBRHEEOREER BEY : ARORIEEN, BHAOI -
FERAR L LTSN vavke . EFREOME
£ ®

1 : HFERHASOFDMERE

HEEFIRE DR B E ECLTE DFG#E
ZFNTIT. L EO4ADOOREEREIZIOI 22— a EMDOIRGER
EFCLDOEBIZENCEHENMNTBZDOTHS 5N, T I T &FFK
BT AEERABRORERYE ECLTEOMICH SRR ZMRIAT S &
ZEMCERL-EREAEOHRREEHRET 5,

40



RIC
|

IToxt Provided by ERIC

YAMAMORI 37

AERE
DIEFEHRBEDOCLTADII v A Y hOBROHE,
2)VGERHB O REE R EDBIRDEE,
DEERMBORERMEELCLTAD IO Y A b EDBROHEHA,

A
HEFIE
BRIk & 5 HRAEHE. 20004:7~9 1 L.

FEH R
PEHXGENIET 2N EEER (2309 —F @& K & FMER
DHRII74% E26%) DHEBERBE ZABENRE L. BRAICI28K
(ENER41%)D4192 3 DEEEENT—F &L TH-o 7=, FIERREK
IXEEENISK TREET%. LEER EEMAEROERIIENETN
70%E30%TH 0. R TI2ERFHHTRINSDTF—FZ2E2THW
7z

OCLT~D=a Iy b Ak OREEFHRIB DR B FE

CLT (% &) iy~ <:| O M
ERERACLT 2N AERSEE
FEREHE CLT ERUA W Jf_ ﬁ f’%

X2 : ot

K 2 13AFHEDO A ZRL TWS, FTOCLTAOII Y M A
> b EQFFERHAR OB ERMOBRREZEL. 0%, mMEDHKERZ
ST B, OCLTADIIw MA NI 2EMERIIR.
Kumaravadivelu(19949 <27 0 X b 55 —(see Uk, 1999)%. %
BHREEAREEZ D EICHEOTEEHFORRICES L SICHE - 1HE
{ELEHOTHD., REHZMEL NIUEEFEEESI D). BEEHLN)
EBRICBVTEZRZL TWED), EERLANIV(EBICERL TWa )
DEEMNSBRTNEERL), £, QFEFHARORERMEICHETS
BEEBE. K1. KR Rosenholtz (1991)71 & DE R ZERIFFL D
RRE D EITHER I N(FE6).

PHFE

BREBE. 2<E3TH3] 05 M2<E3TRY] DTERED
D A—bARICKDEIZENRD SNz, FEIZFICHL 785~ 1 KOS

41



38 JALT JournAL

EHEZEEEORREL. TOBAED LITHEIMTEEL 2. £,
B2 DOEQENTNOERMEEH Z LICERTAIZEBL /2. KIZE
EENEMEBICSAGREMHET ZEICEE L. HERTRT Z
ERXVEHUBEZEEERAOHRE Uiz, FRETIIHREAL
DERELBZERELTNDH I LZEEZ, EEEBAAORRZDEL
FEEFHER(CER) T O/ RZEHL . HFRORKREE L. &
72U, REEAMBEOBIRE KIRT BITIIHD2EBEDABBLETDH
5 Z EEERICAN, HEERHMEBRBOF KL LD SEENGF S NIE
BDHETDBEDZFTOMKEL Tz, BHANITS2K D IEEERIHEMAN Z
- DHMEZR L. FERIIMEEEISK TrEEI0%, HEEKk EEME
BRDOIERIT63% E37% L2 07z,

R LER
CLTANDIIw "X FDERK
Z1WECLTAOII Y P A MNCETA2EEMEBTH 5.

F1: CLT~DOa3Iv A NI4T A ERBEH

" M ® B W R ~

BN DS HEL CHEERELAI LD, FEBR S B KL
KB THEBINC I =y — 2 a R RAETHBERX BT 5, E B # B E
A=y —Ual TEBE R IRV ER T2, E X X kR #
%i#k@&“ﬁ%’f“ﬁk'céémﬂﬁ‘ﬂ BYED, 4 & & &K &
EBOERSEPEEEBRICANTE LT, 4 E B X kK
A1 B DA ER IR ARICHER - B R 3 2I022 %17, oM B 3k R
HBOERANT X TN NERILOILEREEXTTY, |[§ | & B 1t
B EMERIFE FEORECMBRREB 2L DA RE T, B & t
Hrx 2EOE. B AL B 2508 - Bl - BELEK T, B X b B M§%
| EBFEOEELREDYD, T REIIRBRIES, #t = B ®&
e ‘tti@% BANGE UL -BEARL) 28D, X OB m B

£9. SEMEBICEX SN Z LVVIEE, Bf. ER L
KL, ZOEERIIHSWIEEZFTAIZCLTADII Y b XA
>hOEGVWEERL. UTTIE ICLTES)) &K, £LT, LNV
D EIED Z VRN H B RERE U (RIEBAIE D HIMHT). € O
R BLUNVOBRIZFERETH V(F, ,,,=228.29, p<.001), LEEK
L_J:ihb:li ﬁﬂiﬁ>ﬁ%>%ﬁ-§0)lllﬁ”@6371.(MSe=80 76, p<.05), LAL®D

R, FEERBENEAE L L TWACLTUREL X)) &, BIFOIRER

" ERIC c 42

Aruitoxt provided by Eic:



Yamamorr 39

EREZTERINBCLTEZRL N, EBICEBINACLTERLD
NIVEREBZ & RO, CLTICHT a3y M A2 MIfEEL NV
TIEEVA, BHL AN, EBLANIVOIEITEL BB 2 E2REBLTW
5,

KiZ, A3 M A2 MOLAN)VEIOHBERERZE RO R, il s B3
LRIV BREEDIE DHERBE(=.49, p<.001), ZFHEERL NJZITERN
IEDHRE(r=.85, p<.001). fHifll &KL NIVTIZFHTNIEDMBE(r=.27,
pOODDSHEREIN/=(FE 2). ZDRERIT. CLTOERERL WL, &
B OEEAZCLTHERE L ) &S XD BRI U TEHIN
HCLTBREFL NVITRSHEINS 2 RBL TNW5,

F2: CLTE )~ DAy /DU VR DOFE BRI (n=419)

: Bkl CERELAN
T EEL~ L 49 **% 27 *x
A g5 ***

**%p< 001

E5IZ. CLTOEBEZHET S EEZXONBEHL NVOEMERIC
BZoN=EGHEDEICETF O EERL =, %@F%‘é 2 DOEFN

X n=(FE 3),
F3:CLT~Da3yMv Mz B3 518 B OERFNI-/1T5

B M 1\ H EF1 E+I0
<{EHEHBICLT>
E B & #E B X .84 . -.14
E Ok X ¥ R # .70 02
4 % e w A 57 15
5 & X Wk 1k 57 18
<R ERECLT>
= i B Fi4 e -.06 75
I r‘ﬁ’i By jc % o OH 13 60
e 3 %n i -.04 34
H 2 M 31 A4
o} % # .85 ' 81
oy AREE '

BRTFZEZHEAITH EMERELD., EIRFIE. BRdDI2BHEICBITS
A REZHA LESEREHZEL T, 3322 —2a z2NA5¢7F
LEEEZED ZEEZRLTWAREYD IFEEMRRCLT) &4FfHTF5h
fzo ZOMDOCLTIE, AfFEDEEE MEH) ICESRH D, IBFEOEEE
EEEICBWTERNRGHIN TV BIEEETHH 2. —FH. EIEREF

ERIC 43

Aruitoxt provided by Eic:



40 JALT JourNAL

I, HEEOABRCLECER)DIEOT THEFOE R Z2HEL. &
EE ENERT) - BN SEREEBETIRENEZESEERLT
W7 ERERMCLT) AT SN, ZOBOCLTIL. £EH#D
EEICHTAIBECOITHEEDS ZEICESNH D, EROEBAZH
B DIABBIOLFEEE L3R 2 RICT S, Db IR TFZ
CICEMEBICEZ O N-ARESEL. HEKTRT ZEICKDES
N-EEEREEEBAOBLSEL .
ax /FX/F®V«WH®¥ﬂﬁ®§m%ﬁMkﬁ§#ﬁ A0t~
;%ﬁﬁMﬁﬁﬁﬁﬁ)%v«wwﬂ%iﬁﬁfﬁmﬁﬁiﬁﬂam
»,=234.66, p<.001, BREHEICLT: F, ,,.,=130.75, p<.001). %
ibl: Bic K AUT. T E bl B> ZROIETH - - (EHEGR
CLT: MSe=1.03, p<.05, {E8E MHRICLT: MSe=1.02, p<.05), T
HIAIW RMALMI3DDOLNINFEET D LRI N~,
KIZ, WEEHBCLTEBREHBMCLTENENIIBITSII Y P A
Y ROUNIVEIOHBREZER U-R, Ml EEE L N)VoOMHEER
BOETE TIHEWAEBE(=.25)TH > =(F4)DITH L., HBETIIHEE
DOHB(=40)H->7/=(F5), Zhui. EHERBCLTIZIEE L TR
HEINTWZELTH, BREHBICLTICHAR, HEOREHZEELT
Bk, DOANVEEBINENC EEZRBL TWS,

FA4:IEMERBCLT~DaIy MV DLV OFE BRI (n=419)

= A2 FEREL A
HIEL~ 46 *** 25 ***
B 82 ¥+

*+¥p< 001

#5: KB HRECLT~Da3y A/ DV~ WV OFRBIREX (n=419)

BEEL AN EELAN
{HfEL~' )V 52 kk* 40 *¥*
LAY 89 k¥x

¥*%p< 001

B%iZ. CLTGEAR), EHEMRBCLT. BXEBHBCLTADII v b
A NENZIUTKH L TEEENEZHERN SR T E@2R) DT

BREEHLE, 2L T &FREEELHE, PR, BKEIECS
ﬁb\ ZOEIGZRAELLIZ(E3~5).

CLTGAA), {EHEHBCLT. BREHBCLTOWTIOERZRL NI
IZBWTHBER(72%, 79%, 61%) DERNEBEABRIIBELTWS T &
M5, CLTREBRIERBICEBEL TETWS EE xotm Lo, flfE.
Bk, EBLANVEWSETESSBEOEENEO L. SR aE
EESBHEOIANEML TS, Zhl, FROIGERIZENEITSHE

ERIC 44

Aruitoxt provided by Eic:



Yamamorr , 41

CLT® & ()

CLT# & (BH)

aIyk A b L~

CLT# & (KR)

0% 20% 40% 60% 80% 100%

(B m@am @S ALLL) O PRIAR GSALLEAS Sk O EBARE (35 Akith)]
B3:CLT (¥ &) ~Daiybr b (n=82)

EENER (i)

EWER (B

alykA b

EEER ()

0% 20% 40% 60% 80% 100%
(B /8 AE (4550 E) B FRLARE G5ALLESS Ak 0 [EBARE G5 A%
R4 ZEERBCLT~DIAIyb AT (n=82)

N

LA EHR ((h1E)

FEXER (5

NS TN MU

FEXER (Fik)

0% 20% 40% 60% 80% 100%
[@mman s s0n) DemARCGS AUESS Ak DEARGS Ak |
5 A ERBICLT ~OaiyhAVb (n=82)

Q

ERIC "
45  BEST COPY AVAILABLE



42 JALT Journar

REAFOHEEGIIFEVWS, TNE2RRTII+MNCERTE TN &
ZRBRLTWS, TOFERELT. #FROBENEREBDZICX.
HAFEDOFHRIR E)CCLTORMNRE#BX R ENEZ SN, 20LS
RERZED. CLTRERINTNAZRTIIED LS REERHR A
RBREANTNEIDNERIAETINEND S,

FEEPHERORERIEICE T 2 EMEBICOW TR T 2R L
FHSI N/ TEPTFSRZENS 4 DORFIMHE EN=(EFE6). &
RTFZ@R L T EREE LY. 81 RTIEmE. &1 RTES
t, SBIRTIIERESESE, EVRFIIESE. 2RLTNWSZ &%
N5, Lo, EREREZERTIEMEEONN—BRZ2 0 Ny
D oefRBICLDEHLERER. BWEEESHRIN-(EES).

K6 : FEEFHEMOEE BT 2HMEAR DR T35 — 1751

g ) IR E] H¥1 EFI BAFD BFIV
& AR TORERIIHEIZRBL TS, .96 -21 .00 -.04
T SEHARKERROTOMN L ICHIBTHD, 80 12 -10 08
[ FHEHAREBEHZIALEZELATVS, 7 -.05 .06 -.08
HEERZFIZBHLUTH LW AT TR T #E NS, 75 .03 -.03 .07
 BRTFECHH TR LR ERA NS, &) 13 06 .03
RKEHFY A L3 IS5 TARBKRH D, ' .67 17 10 -.15
& BEHELABTREDREDRE, BRABRAILEA TS, -.09 .85 -20 -.10
KEEHAM THEHTICBEL TN TEATRERHA, -.08 .82 A5 04
B REHFEBRICOWTELSASTRE DS, A7 v -0l -.03
KEHENLETRB-CHELEILNTES, .05 n -.05 .08
Y o778k e LA A ARARKERAICS L, 22 54 06 .06
AEROEBET I+ AEZEOHMALZIRIBET AL RVEA THE, -.05 A7 .06 28
REAESEIHEEENTVS, .06 -33 79 .04
B SEHCRTAFENEBEIC AN, -.02 -02 74 -02
% Fét- BERH R+ 28NS KBS A M RATHE CIThh T\ A, -13 32 .68 -12
% AROKEBHEFTHHETIHSITZ L, .01 .04 .66 -.07
M BATRESNEESEHCEE. EARAANDS, .09 .01 .65 .05
EARE 2 R B SRR EXNLTVB, .20 -02 .54 .14
& REE - BB LA B S FICT A REFEN DS, -.08 -.20 -.10 .88
REEFOER B REEYIC R A58 H e T3, .02 .05 -.09 )
& FRA-ROHE S HPESEBSERICE S CAB{LAN TV, .06 -12 .16 .69
BT FE B EEAEYLBML TV, -.01 1 -.01 .52
M R OERAR LN SR CURT LN BB, 09 17 09 49
BATHE R EE ESR AREICIEEL TV 5, 06 . 31 .01 42
5 BW) 34 10 6 5
e F % 88 .83 78 72

Fovy AEER

46




Yamamorr 43

RIT, SREHBHEINL TEEENG RGN SFR I E(E2B)D
FHEEEE L. dRREESERE. PESE. BRSBEICHEL, T
DEE 2RI L Z2(X6).

z - - =

et BESEMEICE L TIE. PRSAENRERZHED(B7% E
51%). BOIIEESAHLEESEBICTMEL., Bt ERTIIEE
HEOBANEEITENOL1%ET72%), %< DEERHE TIINEBER
EHEEL. FRICERT S0, HEHFOBECEHEZM T, £
7. METBENI—RICEZISNDIRENMLT LD RINTHYARNT
| ENRZ B, TD—H T, EEHHERLTOHABERIIE <, KEESE
: DBEHRLIZE L TR FERIZN ENN B,

HEEFI R DR E M ECLTAD I I v M A > N EDEGF
HEREBORERFMNECLTADII W FAY FNEDBRZBH SN
THEHDICHEMTEERL =

HEFHB OB B ECLTHES) N

DIAI vy M X NEDEIF |
ML )BT, #EEM(r=.41, p<.001) &EMMHE(r=.51,
p< 00T LRI WIE OBV HESR I Nz, £, BREEERL N
CBEL TIE. BESEM(r=.44, r.44& HITp<.001) & EmE(=.60,
=53¢ BHIZp<.00DIC BB E WIE D FHBEAY, #E it (r=.26, p<.05,
r=.30, p<.01) & HE M (=34, =33 & HITp<.ODITEWIE DIHBE O HE

BENEEGET),

CLED#RIZ. CLTERE)NER XN TWAERERHERIT. #EintE.

BEST COPY AVAILABLE =~ 4 7/ BEST COPY AVAILABLE




44 JALT JOURNAL

EESEM, EHE. EMENRNI EE2RLTED, IS ORER -
HEBDBZET, CLTEE)ANDII Y FAS MBS - EEBL AN
WCBWTREINBZ EERBLTWS, iz, BESEMEEERMEIX
CLTOER - EEBEL N0y PAY MEOBRMNEEL, CLTOEHR
ICIIREEIREDHEZBEO TN S LT3 HEKBD TR EHIT. 0
Z. FHE —ET—FHEi & WD SEERE ORNTERL Th S HEHEN
R XN,

RT7 RERFHMELCLT B E) ~Dasy AR ORI (n=82)
C L T (& &)
{HEL~" v EiL~n ERELAN

bl I M 12 ns. 26 * 30 *+
H & & # # 14 ns. 44 ¥ 44 ***
L2 H % 4] *** 34 ** 33 %+
& )] k3 ) 60 *** 53 w¥»

1p<.10, *p<.05, **p<.01, **+*p<.001 n.s.=not significant

BERMBORERE (FBERR EHERE)
ANDIIw R X NEDBER

F9. BRI, EEERNCLTEERERBCLTOL2 L )T
L. &S WEOMHBIGESHEMRBCLT: .44, =56, =48, WRE
HBICLT: r=.44, r=.51, =49, WINHp<. 00 FER XN /=, RIZ,
BESEMIZIE. EHEHBUCLTOES - EB L NIITEWIEOHEE
(r=.33, =33, &£BITp< 0D, BRERBCLTICIIHEME WIEDH
BH(r=.57, =61, &EBITp<00) RN, T2 HELN)VITH
WTIE, IFEIEHRRBCLTEICHENZD SNah- =0, BERERE
CLT&ITiE, EWIEDHHERBE(=.23, p<.05) BER X -, HEintEICid.
BENEERCLT - OMIic o7 HENED 5N, BRERAUCLTOR
e KEL N EDBITEWIEDHBE(=.36, p<.001, r=.34, p<.01)H
RWEIN, BBIGERMEICIE. FHERBUCLTO2LNI)NITHL. &
WIEDHRY(r=.37, =38, £ biZp<.001, =30, p<.O)HfER SN, W
REMRBCLT & OBNTIEMEE LX)V D ATEWIEDHBE(=.29, p<.01)
NHER I N/=(FE8),

K8 REHHLCLT AR ~DaIy A MDY (n=82)

: [EEERRICLT ' H X ERBCLT
v~y BiLANY O ERELAY [\l BEUAY . ERELAN
i S 13 ns. 19 ¢ 211 15 ns. 36 *** 34 **
B B 4 H 07 ns. 33 ** 33 ¥* 23 * 57 w44 6] ¥¥*
;8 H 37 ¥ 38 #** 30 ** 29 ** A9 ¢ A7 ns.
‘—_-5 I—E,—J 44 %k %k 56 % %k 48 k% 44 %Xk % 51 &% % 49 %% %k

tp<.10, *p<.05, **p<.01, ***p<.001 n.s.=not significant

UEZEEEDDIROIE, KEFHEROEREIIFEHERRCLTE K
BERMCLTZRA U XS IR, BRI RERBCLTZ, EHE

ERIC - 48

Aruitoxt provided by Eic:



YaMamorl 45

EHERUCLTZREY. £-EESBMIHE 2RI, FOHEmiIK
RERBCLTIZBWV TRV, it DEMENSCLTOEM(GESNE
REN R BRI U THREREBO 4 DOREREAE - T18E
ARI2D Z & W RERBUCLTIIEERHBONBRIEAOESIEE
ZHEUTAAHIN, BHEHBNCLTIIRERESNIICBIT28E8R
ToOHEBEBC TEABINBZ &, R IBREHRCLTICH A,
EEEMRBCLTIX. BE(LdH 2 WITFRE L #W =0, Bl —ET—
&N ERESFRICITRCABNT L. Z2RBLTWVWS,

HAEFIRIRE DRE 1M & CLTO SR D5 i B R

RERM EERTER INSCLTOER & OxHGREE %2 — BRI
809 DIeHIT, EHERMCLTERREFRRBCLTADII Yy FAZ b
FERLNNOEEE b LI, WHKE, BHERUCLTERRER
BCLTOME % B9 5 RS 33K). A& D HEEMNT 32K
EHEGAY: 10K). BREOHZEMT 2ERERAERE: 12K), £
55 bERL TWRDER(RELR: 27R), 04 DICERELE. K
TIERYITR S B IFERHERO R E R O CEHEO,
LR ERL TVWS,

——if & %
—e— FENERY
—a— JEREBRY
-~ -FT5xeehl

A
B7:HEmE s CLTOFER AN LD FERHER O B 1

49



46 JALT JoURNAL

R OEHEIL. HEERER LUZBEINMEF, 4=2.50, p<.10)Z kR
. BEAMEHF, ,~6.53, p<.001), @mﬁ(F 458 p<.01), &
r‘Jri(F =173, p<001) BWTHEETH- . %Etlz:w;“ccko HiE

rm HAM=HREAM>EHEHE> REE£B(MSe=.83,
p<om BT, BFREARNSKEA>BRERE=ATEEY
(MSe=.88, p<.05), EFRHIZ, HEESHRERBU=ATLE, HEH
SEBEARNS> AZLM(B LESHERM=EAERE, MSe=.80,
p<.05)TH-H =,

PlEOHRICERZEZMZ 5, £9. BLEICEL TIX EFmEhs
CLTOHERIC X 5 %55 %Jra‘ﬁﬁﬁﬁ'aﬁ]@%#rﬂ’]?‘ﬁﬁ@bi?}bﬂfm\o71 L
L. 8 DHES BN TIHRERRCLT & @itk ich B/ HEBIBAR
NHERINEZ E2EE2 L FHERECLTICHR, BRERRY
CLTIIMER @] & LT, EERERICRINEINPT <. REENES T
HDIEERBLTNS, TEBERERBCLTOANER X NSHGEER
MBS TITESMENELS . BESEENEVOIIXL., [FEBEHRBCLTD
HHGGEMI N SFEERHES TIIESH NS <. HESEEMEN, Ih
12, EEEARCLTIINRER/BCLTICEER, FHE— T - &N D
—HOBRIIBWTARERbXNE# <, T2 ETIIEFERBER LN
BEWOREREHAEL. BObOCLTZALEL TW <L &5 B @R
MHBEELINAIEZREBLTNS,

W
%$%§®%%#Bﬁ%ﬁﬁmﬁﬁﬂﬁﬁmjmfkmiﬁm%%ﬁf
%
%%#&Kﬁﬁédﬁ@%ﬁm‘ﬁé@ﬁﬁ%ﬁdf@tmﬁio%
ﬁ%kﬁ I U TESREINACLTRICESAEIND ZEARKREIN

{;E‘DT CLT@%IE [ %nnﬁ"ﬂéﬁ\ﬁ#ﬁgéﬂgiz_fc}“’ré
m@_%ﬁbfméwméﬁﬁﬁ%_t R, ZDBRDBHVFNEK
VYR AR END LD REBRE., RO EEREBORER
HEEHETDEEINETH S,

ZO XD REEREBOREREL LT, BN, BESHENE. EF
P, ERERHD., CNSOREEFTTCHIENBETH D,

D BRI, FEOERWAEOEE 2RI AZCLTIE, *
ERHEBOSEMNEREICE-S T, bbb, FRERVESBEZE
FZ2-EEDEESEZREL. BT TORBEEZFML. ROBE
ICIENGT ZE T, FOEEEDDLTENTES, ZHUTHL., HFEEA
s a3 a2y —a  ERPBEOFRKRR, I3 —3
IEBORE. AEREOMAERE. FEHEZ2EHLZCLTZEHT S
2. FOESREENEREHFRDOATIEIR T2 TH D, FEERERD
RERLH, ZOROEBBREDOEEDZDIT, BEWORERZHAEL
RIFEEMEAEA U T, FIBEBRORRICE->=CLTZA10 EifTtn< 2 &R

ERIC 00

Aruitoxt provided by Eic:



YAMAMORI R 47

LETH S,

INSOREREEZEDS LT, BREABCLTEESHEMRBCLT
DEBMEE N, HRMICII 2 =r— 3 VEROEERENER S
NaEEILN5,

&

1) CLTOREEBA%EBRTA2EMERD aREiININOLN)IZH
WTHO. QU\J:'CEB')L, ¥/, BAEAIIT TEELRR) osAKEES
EFN TV,

2% (Hk

(IZRE A (1999) Communicative Language Teaching H% — IB?H:&&ODF‘
HAERDT—) TERERFEFFILE) 47, 43-52

(LIZRE A (20002) [ESEROIGERABOENEICDONWT) LEREHFE
£ #26[E H MR ES (2000.8.9. HEEB XY OERERER.

LU%EIEA (2000h) EBELKREEHFICBITIZ2EHERORMERETILE
HEHFRARIZDNT) (HEMREERFTERIFFHLEL 30, 161-170

FIE 2 (1998) &S HHEEEl TEEHHF) 500),1 MEE

Cameron, K. S., & Whetten, D. A. (Eds.). (1983). Organizational Effectiveness -
A Comparison of Multiple Models. N.Y.: Academic Press.

Campbell, J. P. (1977). On the nature of organizational effectiveness. In P. S.
Goodman, J. M. Pennings, & Associates, New Perspectives on Organizational
Effectiveness (pp.13-55). San Francisco: Jossey-Bass.

Kumaravadivelu, B. (1994). The postmethod condition: (E)merging strategies
for second / foreign language teaching. TESOL Quarterly, 28 (1), 27-48.

Quinn, R E., & Rohrbaugh, J. (1983). A spatial model of effectiveness criteria:
Towards a competing values approach to organizational analysis.
Management Science, 29 (3), 363-377.

Rosenholtz, S.J.(1991). Teachers’ Workplace. New York: Teachers College Press.

Steers, R. M. (1975). Problems in the measurement of organizational
effectiveness. Administrative Science Quarterly, 20, 546-558.

(Received May 7, 2001; revised November 28, 2001)

21



Teachers’ Beliefs and Corrective Feedback

Reiko Mori
Kagoshima Prefectural College

Recent corrective feedback research has usually examined the effect of
corrective feedback on students’ linguistic outcomes. The present study
proposes to expand the scope of this inquiry to include teachers as well as
students. Using qualitative data, this paper examines the beliefs that appeared
to be at work in two ESLteachers’ corrective feedback behavior. By investigating
how their beliefs are related to their corrective feedback behavior, this author
contends that a more careful look at teacher corrective feedback that takes into
consideration teachers’ perspectives on how they utilize corrective feedback
in their overall instructional scheme and what they hope to accomplish by it is
warranted. '
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teachers bring into the classroom in the form of beliefs, prin-
ciples, and assumptions is central to the comprehension of what
happens in the classroom (e.g., Calderhead, 1988; Clandinin, 1985; Clark
& Peterson, 1986; Elbaz, 1981). In recent years, this line of inquiry has
also emerged in the field of TESOL, where researchers have investi-

Research in general education has substantiated the fact that what
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gated ESL teachers’ beliefs regarding their practice in general (e.g.,
Almarza, 1996; Golombek, 1998; Johnson, 1994, 1999; Woods, 1996)
and specific aspects of teaching such as grammar teaching (Borg, 1998;
Johnston & Goettsch, 2000), literacy instruction (Johnson, 1992), and
decision-making processes (Johnson, 1992; Smith, 1996). By exploring
the teachers’ side of the stories from the inside out, this line of inquiry
has added richness and depth to the already existing research, in which
teachers have tended to be left out as a variable.

Among many areas that have not yet been addressed in this growing
research domain is the effect that teachers’ beliefs exert on corrective
feedback. This is an important area especially since the provision of
corrective feedback is often considered to be “the primary role of lan-
guage teachers” (Chaudron, 1988, p. 132). An examination of the cog-
nitive foundations that inform teachers’ practices may contribute to a
more complete understanding of corrective feedback processes.

Corrective feedback research as initially conducted two decades ago
primarily described how teachers provide feedback to students and what
options are available to teachers when correcting errors (e.g., Allwright,
1975; Chaudron, 1977, 1986; Day, Chenoweth, Chun, & Luppescu, 1984;
Fanselow, 1977; Gaskill, 1980; Long, 1977; Nystrom, 1983). The focus of
exploration has shifted since then, and recent corrective feedback stud-
ies have usually examined the relationship between teachers’ correc-
tive feedback behavior and its effects on students’ linguistic outcomes
(e.g., Carroll & Swain, 1993; Carroll, Swain, & Roberge, 1992; Doughty
& Varela, 1998; Lyster, 1998, 2001; Lyster & Ranta, 1997; Spada &
Lightbown, 1993; Tomasello & Herron, 1988, 1989).

Among the subsets of inquiry developed two decades ago was teach-
ers’ reasoning behind their corrective feedback behavior. Some of the
above researchers suggested investigations into teachers’ “reasons”
(Chaudron, 1986) and “rationale” (Fanselow, 1977) for the priorities they
have for corrective feedback, their “attitude” (Nystrom, 1983) towards
corrective feedback, and their “awareness,” “beliefs,” and “perception”
(Long, 1977) with regard to various factors involved in corrective feed-
back, such as the objectives of a lesson and program requirements and
the likely outcome of corrective feedback. Especially notable were
Chaudon’s (1986) and Nystrom’s (1983) efforts to gain insight into teach-
ers’ reasoning as to why they provide corrective feedback the way they
do. These studies were carried out with the hope of enhancing student
L2 development in immersion programs (Chaudron, 1986) and to illus-
trate the interplay among variables that teachers introduce into the class-
room when they provide corrective feedback (Nystrom, 1983). Thus,
earlier researchers anticipated teachers’ beliefs to be a worthy area of
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inquiry in order to better understand teacher corrective feedback be-
havior and ultimately apply findings to teaching and learning. Unfortu-
nately, however, this line of research has not been pursued.

The study reported here resumes the above research and examines
the beliefs that appear to be at work behind two ESL teachers’ correc-
tive feedback. Specifically, it aims to examine what beliefs the teachers
possess regarding classroom interaction and how they are reflected in
their provision of corrective feedback. Thus, it examines not the effects
of corrective feedback on students’ linguistic outcomes, but the rela-
tionship between the teachers’ beliefs and the corrective feedback that
they provide. By investigating how teacher beliefs are related to correc-
tive feedback, the author contends that a more careful look at teacher
corrective feedback behavior is warranted, one that takes into consid-
eration teachers’ perspectives on how they utilize corrective feedback
in their overall instructional scheme and what they hope to accom-
plish by it. The author will first delineate the method used in the data
collection and analysis and then analyze the participating teachers’
beliefs, their corrective feedback behavior, and the relationship between
the two. Finally, I will discuss conclusions and future directions for cor-
rective feedback and teacher belief research.

Method

The data come from a larger qualitative study conducted in the United
States in which two ESL teachers’ beliefs regarding classroom interac-
tion were examined for two semesters. The present study is a second-
ary analysis of the above data. One lesson for each teacher was selected
for detailed analysis. The selection was based on how well the lesson
appeared to represent the teacher’s beliefs (identified over the entire
academic year) and how discernable the influence of these beliefs on
corrective feedback seemed.

Participants

Jean (pseudonym) had been teaching ESL for almost 40 years, and
Charles (pseudonym) had been teaching for about 10 years. The data
collection was conducted at a two-year college with Jean and at a large
university with Charles.

Procedures

The sources of data include: (a) nonparticipant observations of class-
room instruction and field notes; (b) interviews; (c) letters from the
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researcher addressed to the teachers and follow-up interviews about
the letters; (d) a videotape of a lesson and a follow-up interview about
it; and (e) documents such as handouts and ESL newspapers.

Observations and Field Notes

The author observed classes three times a week for Jean (43 obser-
vations over 17 weeks) and twice a week for Charles (27 observations
over 16 weeks). During the observations, written notes were taken.
Immediately upon completing each observation, more detailed field
notes were constructed.

Interviews

Loosely structured interviews were conducted as soon as the teach-
ers had free time for them. In order to gather as much information as
possible concerning their beliefs about classroom interaction, all of the
interviews were audiotaped and an “interview log” recommended by
Merriam (1988) was constructed from the interviews. In the log, the
propositional content of each interview was coded, and the correspond-
ing tape positions were recorded.

Letter Interviews

At the end of each semester, the researcher sent an informal letter to
each teacher with tentative interpretations of their beliefs about class-
room interaction and of their teaching practice in general. After they
had been given sufficient time to formulate their reactions to the letter,
an open-ended interview was conducted in which each teacher’s and
my own interpretations about their teaching practice and beliefs about
classroom interaction were discussed. This step was performed as a
“member chieck” recommended by Lincoln and Guba (1985), in order
to determine whether my interpretations actually reflected the two
teachers’ perspectives. This data collection procedure was adapted from
Clandinin (1985). The entire interview was audiotaped and transcribed.

Videotape Interviews

Three lessons were videotaped for each teacher, once toward the
end of the first semester and twice in the middle of the second semes-
ter with two-to-three-week intervals between videotapings. After each
taping, an interview was conducted in which the teachers were asked
to point out any segments in the videotape that they thought illustrated
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the beliefs that they had been discussing. The interviews were
audiotaped and a log was kept. The purpose of this procedure was to
watch the interaction from the teachers’ perspectives and to gain more
access to what they considered to be good interaction.

Documents

Class handouts and an ESL newspaper were collected to comple-
ment other data.

The Lessons

For Jean, a lesson from a high-elementary reading and speaking class
is examined in this paper, since the influence of her beliefs on her cor-
rective feedback behavior seemed to be clearly manifested there. In
this lesson, Jean gave a whole-class oral competence and reading com-
prehension test, which, in effect, was a discussion about the readings
that the students had done. She took the following steps to prepare and
administer the discussion/test. Prior to the discussion/test, Jean assigned
the students to read three articles she had chosen from a four-page ESL
newspaper. On the day of the discussion/test, 18 students attended the
class. Jean first distributed question sheets, and the students formed
groups and brainstormed answers to the questions with one another.
The students then sat around a table on which a tape recorder was
placed. The basic format of the discussion/test involved the following:
Jean read the questions and the students raised their hands or simply
spoke up. Jean called out the names of those who indicated their will-
ingness to answer the questions so that their names would be recorded
onto the audiotape. Then she nominated a student who then answered.
When the discussion/test was completed, Jean graded the students
based on the number of times their names were recorded.

For Charles, a lesson from an elementary class will be examined in
detail here since his beliefs about corrective feedback seemed to be
more clearly delineated in this lesson. While Charles had his 14 stu-
dents carry out several tasks in this lesson, two tasks are particularly
relevant for the current study in that they reflected some of his beliefs,
and most of the corrective feedback occurred during these tasks. One
is a whole-class corrective feedback based on sentences the students
had previously produced. The other was a question formation review
exercise. In this exercise, Charles had prepared a transparency on which
answers were printed and the question portions were left blank. He
formed groups of three or four students and gave a transparency to
each group. He then explained that it was an interview, and that the
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students needed to provide the missing direct questions. During this
activity, the students were left alone with Charles occasionally making
procedural announcements. At the end of the activity, he explicitly cor-
rected errors as he showed each transparency to the class.

Classifying Corrective Feedback

In order to gain a general picture of their corrective feedback in the
lessons, the participating teachers’ feedback turns following the stu-
dents’ errors were classified into five types. Corrective feedback was
defined as instances in which the teachers explicitly or implicitly pro-
vided pedagogical feedback as to the well-formedness of the students’
utterances. In other words, corrective feedback was considered a “di-
dactic” teaching strategy (Lyster & Ranta, 1997, p. 41) rather than a com-
munication strategy. Therefore, the teachers’ feedback turns immedi-
ately after communication breakdowns were not counted as corrective
feedback. This was because the teachers’ focus appeared to be on the
message the students were trying to convey, and the communicative
function of these turns seemed to override the corrective function.

The five corrective feedback types were explicit correction, recasts,
metalinguistic feedback, elicitation, and translation. All the teacher turns
containing corrective feedback were classified according to their cor-
rective functions defined in Table 1. When multiple corrective feed-
back types were identified in one turn, all the types were counted. The
distribution of the corrective feedback types for each teacher is dis-
played in Table 2.

Table 1: Definitions of the Feedback Types

Feedback Types Definitions
Explicit Correction The teacher supplies the correct linguistic form.
Recast The teacher implicitly reformulates all or part of a

student’s utterance, minus the error.

Metalinguistic Feedback The teacher indicates that there is an error made in the
student’s utterance and provides directions as to how to
repair it using metalinguistic language such as “Take
one word off.”

Elicitation The teacher attempts to have the student provide the
correct answer by focusing on one specific problem.
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Table 1 (Continued)

Feedback Types Definitions

and directly asking the student to answer.

Translation The teacher provides the English equivalent of the
student’s L1.

Table 2: Distribution of Feedback Types

Feedback Types Jean (n=41) Charles (n=32)

Explicit Correction 0 ( 0%) 8 (25%)

Recast 29 (71%) 0 ( 0%)

Metalinguistic Feedback 1 ( 2%) 17 (53%)

Elicitation 7 (17%) 7 (22%)

Translation 4 (10%) 0 ( 0%)
Results

Some General Concerns About the Interview Data

In the process of data collection, the participating teachers would
sometimes discuss other issues indirectly related to classroom interac-
tion such as teaching approaches or individual students, which did not
necessarily reveal what the teachers thought about their actual class-
room interaction. Two different types of data thus emerged from the
interviews: data that were directly related to classroom interaction and
data that were indirectly related. In this study, both types were utilized
for the following two reasons. Upon analyzing the data, it was hypoth-
esized that the phenomenon of the teachers’ discussing indirectly re-
lated issues had something to do with how their beliefs, thoughts,
knowledge, and assumptions are stored in their memory. The teachers’
beliefs appeared to have formed webs within webs and were interre-
lated with other beliefs in a complex manner.! When classroom inter-
action was under discussion, it seemed that other thoughts, beliefs,
knowledge, or assumptions were triggered and found their way into
the discussion. The other possible reason for the teachers’ discussing
indirectly related issues was that classroom interaction is the interface
where everything such as the curriculum, the teacher’s decision mak-
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ing, the instruction, and the student learning converge, as Ellis (1994)
points out. Classroom interaction, thus, touches many different issues
to which the two teachers could easily digress.

It seemed, therefore, that discarding those parts of the data that were
only indirectly related to classroom interaction would result in an in-
complete way of representing the two teachers’ beliefs and how these
beliefs exist in their inner worlds. Thus, the decision was made to re-
tain and analyze both types of data.

Jean’s Beliefs and Her Feedback Behavior
Jean’s Beliefs

Of all the topics Jean raised regarding her beliefs about classroom
interaction, Aesthetic Realism, a philosophy that she had been study-
ing for 35 years, was probably the most influential for her. It touched
upon many of the issues Jean discussed in the interviews, as it gave
coherence and a deep philosophical meaning to her existence. Some
of the principles of Aesthetic Realism mentioned included “to like the
world,” “seeing the world as well-structured,” “seeing the world in terms
of opposites,” and “good will, tolerance, and respect among people.”

Among all the principles of Aesthetic Realism, “to like the world”
was the most fundamental for Jean. It is epitomized in a key sentence
derived from the originator of Aesthetic Realism, which she mentioned
in her course description each semester: The purpose of education is
to like the world through knowing it. Jean stated in the interviews that
a way to like the world is to see the world as well-structured. She be-
lieved that the students would eventually become autonomous learn-
ers when they saw a structure in the English language. This was be-
cause English would seem more “friendly” if perceived as well-struc-
tured, and when it seems “friendly,” the students would be more likely
to embrace English as their own language (Interview #12).

One way to see the world as well-structured, according to Jean, was
to see it in terms of opposites. When two opposites are in a dynamic
relationship, it is most “pleasing” and ideal (Interview #30). In the in-
terviews, Jean discussed how the world is structured in terms of oppo-
sites with examples from English grammar and phonology. She talked
about tense and lax vowels, past and nonpast, and singular and plural.
For Jean, singular and plural, for instance, were not “just grammar ab-
stractions” but what the world is, because the world is one and many.
Jean believed, as far as her writing classes were concerned, that every
lesson should be carefully planned to teach that English grammar rep-
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resents what the world is. When that goal is achieved, the students will
see that the outside world makes sense and looks friendlier.

Other Aesthetic Realism principles Jean referred to were good will,
tolerance, and respect among students. These seemed to be related to
the liking of the world in that they can contribute to the development
of a congenial atmosphere among the students. Jean mentioned that
the supportive relationship among the students made it easier for her
to give more control to the students over their own learning, creating a
more student-centered class.

In short, Jean’s interpretation of these principles all pointed to one
major educational belief she professed: student autonomy. Jean believed
that every lesson should be student-centered, and that she was there to
facilitate their learning as a resource person. Therefore, she welcomed
it when the students took the initiative and asked her questions or voiced
their opinions. In the following segment, reflecting on the part of the
day’s lesson where she had one student (Milton) write his short com-
position on the board, Jean observed:

Excerpt 1

I was happy, because I saw the students taking over more. People
were busily correcting Milton, dictating to him, telling him how to
spell. I thought that was good communication among them. I said,
“This is where I want to be. This is what makes me happy.” I'm lean-
ing on the door, and they’re communicating among themselves.
That’s where the class should be (Interview #4).

Jean’s notion of student-centeredness appeared to refer to moments
when the students transcended whatever structure she herself had su-
perimposed on a task and started spontaneous interaction on their own.
Therefore, she was always looking for ways to induce those situations.
Inviting visitors or taking the students outside and letting them hold
real conversations were some of the ways she chose to maintain stu-
dent-centeredness. The whole-class oral competence and reading com-
prehension discussion/test, selected for a detailed analysis in the present
study and described below, was another way. She believed that when
the challenge was linguistically at the right level for the students, and
especially when they could get intrinsically interesting information from
native speakers, the interaction that was generated could be quite good.

In the interview about the discussion/test, Jean mentioned that the
assessment of the students in this task did not depend on their lan-
guage ability or recall of facts, but on how many times they volunteered
to speak. Therefore, how fluent, accurate, or elaborate their English
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was did not matter as far as this discussion/test was concerned.? Gener-
ally speaking, Jean’s beliefs about a speaking class, of which the present
class was an example, was that the focus of each lesson should not be
on the form, but on the content of what the students say. In other words,
although linguistic accuracy was valued in her overall classroom prac-
tice, the quality of the students’ English did not matter as much as the
message they conveyed and their willingness to participate in oral ac-
tivities. Therefore, her criterion for issuing a grade for the discussion/
test was consistent with her beliefs about a speaking class in general.

Jean stated in the interview that the lesson sounded “more like a
conversation” as opposed to a lesson or a test. Watching a videotape of
the discussion/test, she said:

Excerpt 2

The people are sitting around, talking, thinking, sometimes calling
out. 'm not saying an American classroom is the ideal. No. On the
contrary. But...there are many people in this class who want to be
fully integrated into American classrooms. So if they feel this way in
an American classroom, they’re better off, where they can raise their
hands, where they can call out, where they can say, “But, Jean, what
do you think about...” I think that’s great. And someone did ask me
my opinion... But it is nice that they are treating me as a participant
rather than the manager (Interview #31; italics added).

Here, Jean acknowledged that she wanted to be treated by the stu-
dents as “a participant rather than the manager” of the discussion/test.
She wanted to create real communication in her classroom by playing
the role of a participant. The reason for that, Jean explained, was that
she wanted the students to learn American classroom interaction strat-
egies (i.e., rais[ing] their hands, callfinglout, and ask[ing the teacher her]
opinion) instead of waiting to be called upon by the teacher. Thus, play-
ing the role of a participant appeared to be related to Jean’s belief that
students needed to learn American classroom behavior such as “vol-
unteering” and “expressing opinions” if they wanted to be fully inte-
grated into a mainstream classroom. .

The way Jean structured the discussion/test is also indicative of some
of her beliefs about classroom interaction. Her emphasis on the impor-
tance of student-initiated interaction is reflected in the way she struc-
tured the discussion as a test. She installed a mechanism in the discus-
sion by which to train the students to move towards more autonomy
with the hope that they would eventually volunteer to participate with-
out the pressure of a test. Jean also fostered a supportive atmosphere
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among the students instead of pitting them against each other. She not
only structured the discussion/test in such a way that the students could
assist one another, but she also articulated the importance of helping
one another during the discussion/test.

Thus, some of Jean’s beliefs were put into practice through the
conceptualization and implementation of the discussion/test. She be-
lieved in student autonomy, student-centered and student-initiated class-
room interaction and learning, emotionally charged interaction among
the students, the focus placed on the students’ messages in a speaking
class, supportive relationships among the students, and the acquisition
of American classroom behavior to an extent the students felt comfort-
able with.

Jean’s Corrective Feedback Behavior

Table 2 demonstrates the overall corrective feedback pattern that she
exhibited during the discussion/test. Although she occasionally gave
fairly overt corrective feedback (i.e., elicitation) on grammatical, pho-
nological, and lexical errors (17% of the feedback Jean gave in the les-
son), the feedback she usually gave was recasts (71%). That is, the cor-
rection was covertly done without explicitly drawing the students’ at-
tention to the errors committed.

As for the purpose of recasts, it was often difficult to determine
whether Jean was genuinely reacting to the students’ utterances as a
participant in the discussion, or whether she had pedagogical purposes
beneath her friendly reactions. Therefore, it was decided to analyze
recasts from both viewpoints. Excerpt 3 below demonstrates how the
functions of recasts seemed to vary. Here, Beth was talking about her
grandfather, who started smoking at a young age. Turns with correc-
tive feedback are indicated with an asterisk.

Excerpt 3

Beth: He:s ((pause)) the he:: ((pause))

Jean: ((pretends to smoke))

Ss:  Hhh ((smile))

Beth: =he:: smoke=

Jean: He smokes?

Beth: =from: you young.

Jean: He smokes from from when he was young?
Beth: No, no, no, not young. A:: what is the ((pause))
maybe:: eighteen. .

Jean: That’s young.
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10 S2: Very young,
* 11 Jean: He smokes from: he he he started smoking when
he was young.

12 Beth: He never stopped.

Three sentences (lines 5, 7, and 11) were identified as recasts. On the
one hand, they appeared to be corrective feedback, especially if the
gradual development of the sentences is taken into account. The third
sentence (line 11) especially had a characteristic of corrective feedback.
The prolongation of the final consonant of the word “from” indicated
that Jean was possibly thinking about correcting the sentence. Schegloff,
Jefferson, and Sacks (1977) call this a repair “initiator” (p. 367), because
it signals that a possible correction may follow immediately afterwards.
Immediately after the repair “initiator,” Jean reformulated the sentence
and produced another sentence “he he he started smoking when he
was young” (line 11), which was similar to the previous one but sounded
more idiomatic to native speakers of English. Jean, therefore, appeared
to provide Beth with grammatical sentences through recasts.

At the same time, these reactions looked very much like genuine
responses, especially when the nonverbal cues were considered. By
directing her posture and eye gaze exclusively towards Beth and pro-
viding ample nonverbal cues such as smiles, nods, eye movements,
and a gesture mimicking smoking, Jean succeeded in portraying her-
self as an interlocutor who was genuinely interested in what Beth had
to say. _

To summarize, Jean seemed to play two roles in utilizing recasts. On
the one hand, she provided the students with grammatical sentences
through recasts in the discussion. On the other, these recasts looked
very much like genuine responses, especially when the non-verbal cues
that she often utilized were taken into account. She focused simulta-
neously on the form and the content of the students’ utterances by play-
ing the dual role of teacher and participant. She achieved this through
recasts.

Jean’s Purposes for Corrective Feedback

In the discussion/test, Jean wished to reinforce what she always
taught: that students should take the initiative, volunteer, and express
themselves. This was based on her overarching beliefs in student-cen-
tered lessons and students’ proactive (as opposed to reactive or pas-
sive) learning and communication styles. Thus, Jean’s primary purposes
for this particular activity were philosophical, and she assessed the
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outcome accordingly. Recasts as a form of corrective feedback enabled
her to encourage and scaffold the students’ willingness to participate
in the discussion/test and voice their opinions, while concurrently cor-
recting their errors.

Charles’ Beliefs and His Feedback Behavior
Charles’ Beliefs

Like Jean, Charles possessed various beliefs directly and indirectly
connected to classroom interaction. One of the topics that Charles
mentioned throughout the data collection process was the culture of
his workplace. He frequently expressed reservations about certain prac-
tices within the program such as teaching from a theme-based sylla-
bus. He agreed with the principles of theme-based teaching and with
the program view that there should be a thematic flow between activi-
ties, and that in these activities, a lesson should move from “lower” to
“higher-order” thinking. However, he was concerned about the fact that
the teaching of grammar tended to be less valued in a theme-based
syllabus.

- Another work-related issue that Charles occasionally discussed was

communicating with the students in a variety of ways. Since various
ways of communication were encouraged at his workplace, and since
this was discussed in postobservation conferences held as a part of
staff development, Charles incorporated different ways of
givingcorrective feedback and of conducting lessons involving teacher-
fronted as well as student-centered lessons and individual seatwork as
well as pair/group work. He also issued class newsletters, trying differ-
ent ways of communicating procedural information. Furthermore,
Charles had learned at graduate school to explore different ways of
communicating and see what differences small changes make. This
training also had an influence on his teaching practice.

Among various beliefs Charles discussed, one major issue emerged
as particularly crucial to his teaching practice. On the one hand, it was
important for him that the students use whatever grammar, vocabulary,
or idiomatic expressions they learned as they interacted in class. On
the other hand, what he aimed for in his class, and what gave him con-
siderable satisfaction when it occurred, was to have an activity where
the interaction was concurrently “structured” and “unstructured.”

First, Charles’ key word, “structuredness,” should be explained in
more detail. Early on in the interview process, Charles began using the
word “structured.” Since its meaning was not apparent, he was asked

to define it.
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Excerpt 4

Charles: Part of structured for me is giving them a lot of free-
dom, but if they don’t know where the boundaries
are, I think I do.... It sometimes...gets too chatty for what
I want it to be like, but they may be picking up these
cards and looking at the pictures, saying “What is it
used for?” “It’s used for screwing screws.” A lot of
laughing. “Doesn’t screwing also mean something
else?” And I am like “Yeah.”... It's still a structured ac-
tivity. I am listening for gerunds and infinitives and pas-
sive voice...we are still doing vocabulary. There are also
other things happening at the same time. That for me
is still structured because I see an anchor in the activ-
ity.

RM: What do you mean by anchor?

Charles: Technically what the focus is even if just () gerunds
and infinitives, these pictures, the vocabulary, passive
voice. So there are a few things I'm watching for, a few
things they should be watching for (Interview #3).

Charles appeared to be using the term “structured” in two different
senses. One meaning referred to the language that the students needed
to learn. Language, in this sense, could be grammar, vocabulary, idi-
omatic expressions, or the sociolinguistic aspects of the language. This
suggests that Charles had a concept of language form similar to that
advocated by Celce-Murcia, Dornyei, and Thurrell (1997), which in-
cluded not only sentence-bound rules, but also “higher level organiza-
tional principles or rules and normative patterns or conventions gov-
erning language use beyond the sentence level” (p. 147). The other
meaning of “structured” referred to a framework that Charles himself
gave to a language-learning task when he set it up. “Unstructured,” on
the other hand, was always used in only one sense. It meant completely
spontaneous conversation that went beyond the framework set up by
the task at hand. In other words, the teacher did not tell the students to
conduct an unstructured conversation. It was unplanned genuine in-
teraction.

In the card activity that Charles briefly discussed in Excerpt 4, the
interaction was structured because Charles, the teacher, had set up the
whole activity. Besides, there were certain grammar structures or vo-
cabulary items he wanted the students to practice. However, it was also
unstructured because it provided opportunities for spontaneous inter-
action to take place.

Charles felt less successful when the students did not use the gram-
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mar or vocabulary that he wanted them to use in the activities he had
set up. For example, on April 2, he asked the students to provide pos-
sible reasons for not buying computers, which was a warm-up activity
for a passage they were going to read later on. Reflecting on that part of
the lesson, he observed:

Excerpt 5

Charles: My impression was that it was a lot lighter than I
wanted it to be. Originally I was intending it to be more
structured. “He doesn’t want to buy a computer be-
cause,” and do a lot of “because” type of clauses. And
that didn’t happen at all, because they started offering
their own answers. There weren’t any “because” in it.
It was “He wanted to do this.”

RM: What do you mean, “lighter”?

Charles: Perhaps less structured on language, and getting them
to be aware of getting it grammatical.

RM: What was the kind of language you were expecting?

Charles: On the surface level, I thought there were going to be

“because” kind of reasons, causes.... In order to put

rn

some structure in there, I said, “Use the word ‘by’.
And I said, “Use the word ‘help’ in the sentence.” Put
those two together and they formed another sentence,
using those two words. That is the kind of thing I would
have liked to have continued to sort of play with mul-
tiple versions of the same answer and make it more of
a language lesson (Interview #3).

Charles felt that the interaction was “less structured” than he expected
it to be, because the students did not use the language he wanted them
to practice. He wanted them to be aware of the grammar when they
were doing the activity.

Charles believed that “unstructured” interaction was indispensable,
because the students ultimately needed to achieve “real communica-
tion,” and they needed to learn to draw on their own resources in order
to communicate. However, he also thought that explicit focus on the
language was essential, because the students might not know what they
were practicing unless they consciously paid attention to language, and
as a consequence, their second language acquisition might not be en-
hanced as much. Thus, Charles seemed to share with some SLA re-
searchers the position that form-focused instruction within communi-
cative contexts facilitates second language learning (e.g., Celce-Murcia
et al., 1997; Doughty & Williams, 1998; Spada & Lightbown, 1993).
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Charles’ way of balancing these two contradicting elements was to cre-
ate tasks which were fairly clearly defined in terms of the language he
wanted the students to produce, but which provided some opportuni-
ties for disciplined but spontaneous interaction to occur.

Some of Charles’ beliefs were thus put into practice in the tasks ex-
amined in this study. He believed in communication between the
teacher and the students in various different modes and a focus on both
communication and language.

Charles’ Corrective Feedback Behavior

As for Charles’ corrective feedback behavior, Table 2 demonstrates
the overall corrective feedback pattern that he exhibited during the les-
son. He performed explicit correction 25% of the time. He also pro-
vided metalinguistic feedback half of the time (53%) and showed elici-
tation moves 22% of the time. That is to say, in every feedback turn,
Charles demonstrated a clear preference for overtly indicating that an
error had been made.

As was mentioned above, Charles incorporated different ways of giv-
ing corrective feedback in deference to the program policy. This was
observed in the current lesson also. The following are some of the ex-
amples of metalinguistic feedback Charles provided the most during
the lesson. They are selected from the whole-class corrective feedback
task. Each student had previously written a dialogue of an interview
between a prospective employer looking for a nanny and a job candi-
date. Some of the erroneous sentences extracted from the interviews
were printed on an OHP, and the class corrected them as Charles read
them out loud.

Excerpt 6
1 Charles: ((reads from the OHP)) Why do you find a
job as a nanny?
* 2 A difficulty might be this word. ((points at
“find™))

Excerpt 7
1 Charles: ((reads a sentence on the OHP)) Number
' Four. How many times

* 02 does it take from your home to mine? I want
something about time.
3 S?: How long does it take?
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Excerpt 8
1 Charles: Now Eight. ((reads from the OHP)) What kind
of household
2 education do you use for your children?
* 3 There’s, I think there’s an important verb
missing.
Excerpt 9

1 Charles: ((reads from the OHP)) If I took care of your
children, what would

2 you want me to do something special? There
are several ways to do.
« 3 it. Take one word off.

In Excerpt 6 (line 2), Charles pointed at the word posing a problem,
but he did not locate problematic words in the other excerpts. In Ex-
cerpt 8 (line 3), he mentioned a missing part of speech, whereas he
referred to the semantic nuance that the sentence should carry in Ex-
cerpt 7 (line 2). Moreover, he indicated that something should be added
in Excerpt 8 (line 4), whereas he suggested that something should be
discarded in Excerpt 9 (line 3). Charles thus seemed to consciously vary
his approach to the provision of corrective feedback. He might have

~ been able to do so with more ease, since he was dealing with written

data as opposed to on-line oral communication.

Charles’ Purposes for Corrective Feedback

Charles expressed the belief that a focus on both communica-
tion and language in the sense that Celce-Murcia, et al. (1997) used was
central to second language learning. His reasoning for an explicit focus
on language was that the students needed to be aware of what they

were practicing. Such a belief was reflected in his overt corrective feed-
back.

Corrective Feedback with Different Purposes

The above two teachers’ cases reveal that behind teaching be-
havior exist teachers’ thoughts and beliefs, and that their teaching is
influenced by these. Jean and Charles conducted their teaching, which
included corrective feedback, taking into consideration their students’
linguistic, personal, and sociocultural development, the purposes of
the class, and the program at large. Furthermore, the two teachers had
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their own firm beliefs with regard to second language acquisition and
socialization. How they taught appeared to be determined through the
interplay of all these factors.

Each teacher’s corrective feedback was compatible with his or
her beliefs. Charles’ overt feedback was supported by his firm belief
that the structure of the language plays a crucial role in second lan-
guage acquisition. Thus, the purpose of his correction was largely lin-
guistic. Conversely, Jean had philosophical objectives in mind; she did
not seem to be always aiming at the enhancement of student linguistic
outcome, as far as the lesson observed was concerned. Her covert cor-
rective feedback (recasts) was supported by her beliefs, many of which
were philosophical rather than linguistic. Instructional purposes may
vary from linguistic to disciplinary to sociocultural, depending on stu-
dents, classes, programs, and schools, to name just a few possible fac-
tors, and teachers’ corrective feedback may well be influenced by such
purposes. Each teacher’s use of specific corrective feedback types
seemed to be driven by instructional beliefs based on the interplay of
all the above factors.

Conclusion

This investigation of two ESL teachers’ beliefs and their influ-
ence on corrective feedback behavior suggests that a closer look at
teacher corrective feedback behavior is called for, taking into consider-
ation teachers’ perspectives on how to best utilize corrective feedback
in their overall instructional scheme and what they hope to accom-
plish by it. Furthermore, it implies that the definition of the effective-
ness of corrective feedback should include attitudinal changes in stu-
dents as well as linguistic changes. The outcome of corrective feed-
back should be judged based on the specific purposes that teachers
have for their behavior; their corrective feedback and its success might
be misinterpreted if researchers’ preferred purposes and those of teach-
ers are not identical.

SLA researchers have tended to provide teachers with research
findings in the belief that teaching will be improved and learning en-
hanced if teachers act on those findings. Thus, the research approach
has been essentially top-down. In addition to this type of research, how-
ever, this study implies that researchers also need to take a bottom-up
approach, tapping into and codifying the epistemological and experi-
ential reservoir that exists behind the teachers’ teaching behavior (Free-
man & Johnson, 1998; Shulman, 1987). This reservoir, which contains
their thoughts, ideals, and hopes about teaching, is not readily acces-
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sible from their surface teaching behavior. Therefore, researchers need
to probe into the teachers’ mental worlds without prematurely super-
imposing their own research agenda on it

Corrective feedback is a perpetual and complex issue for many
ESL/EFL teachers (Allwright, 1975; Long, 1977). The intricate decision-
making processes that teachers go through when reacting to student
errors have been delineated by various researchers (e.g., Allwright, 1975;
Chaudron, 1977; Long, 1977). Preservice teachers would, therefore, par-
ticularly benefit from learning about experienced teachers’ beliefs be-
hind their corrective feedback behavior. Knowledge about corrective
feedback thus acquired may be more holistic than quick-fix type cor-
rective feedback techniques in that corrective feedback is embedded
in the experienced teachers’ uniquely amalgamated instructional base
that informs practice. In this instructional base, which is similar to Free-
man and Johnson’s (1998) notion of “content” or Shulman’s (1987)
“pedagogical content knowledge,” research findings, theories, teach-
ing approaches, and the like are transformed through teachers’ unique
sensitivities, their particular educational backgrounds, teaching expe-
rience, and workplace culture, and assimilated into their practice as is
evidenced in Jean and Charles’ cases. Because theories and teaching
approaches are already translated into practice to suit the urgent needs
of daily classroom life, learning about corrective feedback within this
instructional base may assist novice teachers to see how others make
sense of theory and connect it to practice. Research into teachers’ be-
liefs needs to be included in corrective feedback research, and efforts
must be made to “map out” the reservoir that exists in the hinterland of
teachers’ mental worlds (Freeman & Johnson, 1998).

Since the present study is a secondary analysis of the data from a
larger qualitative study in which the participating teachers’ beliefs about
classroom interaction in general were researched, it has examined how
their overarching (as opposed to local) beliefs are related to their cor-
rective feedback behavior. Future research should focus more on teach-
ers’ beliefs about corrective feedback. Moreover, teachers with a wider
range of teaching experience and educational background should be
studied. Through examining different cases, similarities and differences
among various teachers would become more evident, which might
contribute towards more holistic theory building. Finally, since teach-
ers’ beliefs can have a strong influence on how they conceptualize their
daily teaching practice, not only corrective feedback, but also all as-
pects of teaching should be reexamined from the standpoint of teach-
ers’ beliefs. Only then could a more complete understanding of teach-
ing processes be achieved.
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Notes

1. Pajares (1992) points out a similar phenomenon about beliefs.
2. Jean also graded her students in other, more traditional ways.
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Appendix
Transcript Conventions
[] Overlapping utterances. .
= Used to link different parts of a single speaker’s utterance.
a: Extension of a sound. :
((nods)) Non-verbal actions.
O Unintelligible utterances.
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(Japanese High School EFL Learners’ Note-taking
Strategies)

HIHBEH (FALZ05HE)
b g K%

In an English language classroom, learners often write items in a notebook, a
textbook, and so on. Note-taking is reported as one of the most frequently
used language learning strategies. Japanese high school teachers of English
often give instruction in this area and sometimes use the products of the strategy
use as material for evaluation. However, not much research has been conducted
into the use of such strategies by Japanese high school EFL learners. In this
study, behavioral activities and related mental states are included in the concept,
“Note-Taking Strategy.”

This study is focused on the following three aims:

1 To present a questionnaire to measure learners’ Note-Taking Strategy use, in order
to encourage teachers of English to apply it in their classrooms

2) To present the survey results, from which general tendencies can be assumed, in
order to make it possible to compare the tendencies of strategy use by individual
learners or by a certain group of learners with those of general Japanese high
school EFL learners

3) To discuss the possibility of instructing learners to use a Note-Taking Strategy,
with the focus on facilitating their English language learning

Firstly, question items used in previous research are revised in light of the
tendencies of subjects’ responses, face validities, validities of analysis with latent
factor structures, and so on. As a result, the questionnaire consists of 30 items:
14 cover behavioral aspects, and 16 cover mental aspects.

Secondly, a large number (1,895) of Japanese high school EFL learners from
25 schools participated in the survey. As a result, it can be assumed to a certain
extent that the results are reliable to describe general tendencies of Japanese
high school EFL learers. A table of frequency distribution for all items is shown
as the data for further research and to provide the criteria for comparison.

b
/4
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Finally, latent variables (factors) as well as observed ones (question items)
are included in statistically sophisticated analyses: Exploratory Factor Analysis
(EFA) with the Maximum Likelihood (ML) Method and Oblique Promax
Rotation, Confirmatory Factor Analysis (CFA) with ML for estimation of solution
and missing values, and Structural Equation Modeling (SEM), likewise with ML.
The EFAs are used to seek the most parsimonious solution such as number of
assumed factors (latent variables) to explain observed variables. The CFAs are
used for examining the validity of the solution obtained by the EFAs and to
investigate correlation among factors. The function of SEM is to explain degrees
of causal effect from mental aspects to behavioral ones and from behavioral
aspects to learning achievement. The SEM solution shows the following
characteristics:
1D Behavioral aspects of Note-Taking Strategy can be divided into two categories.

Firstly, there are rehearsal strategies, which help learners to repeat language
materials. The second category covers structural strategies, which help learners
make connections between learned language materials.

2) Learners tend to be given instruction only about rehearsal strategies. Instructions
will be more effective if they include ways to reorganize learned information.
3) Mental aspects are divided into four categories. Two of them, “trying to select

information” and “noticing the effects of writing itself and reviewing,” can
reasonably be said to facilitate learners’ use of behavioral Note-Taking Strategies.
The others, “strategy preference” and “attention to evaluation,” hardly do so. In
addition, learners’ attention to evaluation has little correlation with any of the
other categories.

4) Though learners are sometimes required to submit their notebooks or other
evidence of learning, such requirements seem to have little effect on learning
English itself. Demonstrating to learners the functions of the strategies, and making
them experience these functions, are necessary for further strategy use and
achievement.

Finally, some issues for further research into the development of Note-Taking
Strategies in Japanese high schools are presented.

FRENEFEANEZE /- b Ty 7 IE L WS T8I, BERECBIISZE
RFBIIBVT, EEICKBEINS. FMETIIZ OHBEOTERIMIE &
THIHAETZO0EMAEEICEREY T, /— b - T—F7HBREND

MFRENFRITEE L - BHE2E < BROTHI £ /10BN 2 IE B RIRE)
L THAORBRERBFIE IR T HREN T, ZLTD/—b -
TF A ERET HOICEL =EREIERL TIRRL, 2%TED—
REZEAMZRETED LI BERER/ T, S RNS, HEBEEEELD
RESVLEIR/—b - F—=F L T HBIEEOTREENBR I NS, TO
R, TERBIEIT ) N—8)L 708 LARHIL R & 1223 3 h, MEOHEH R
RKahlz, =, LEMOAIECELTL. /—b - 7—F 27 5B R OHKAE
ERRTSHIE, ERSEDILE, 2BERLABEMERI N,

D /4 HENEENEZ ) — Ty 7 IZE&L EWSTFENT. #EEmE
% IZBITEEFLFEIIBNVWT, ERITELLBRINSZ(O'Malley,
Chamot, Stewner-Manzanares, Kupper, & Russo, 1985;
White, 1996), ¥7z. iIEFIIZTEEEFTBARANBEATH 20, F0
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—H & BEbh B50xford (1990)iT &k 5 ERKSLO'Malley& Chamot
(1990)IC L B EREBFEFBO—BEBRIIBNWTHIDOL I HBIIEDH
IFohtTtns,

EHETII DT B FE AR ERZ., /— b T—F 2 THEELT
NS TONS, ZOAFRIIFEENEZEEDEDIITOODTHS
7202, BAZEREHEEEZHETRETHBGE, 1998) &9 5 R AN —
B ThHBERbNS, EEL. BEIIBITAEHEORELT/—h
Ty TR ATAERIEEEINSZD ) — N T Vi ENGHIiMELE 2 h
20T BEEND B T EHEE XN THB(LERFBERBLD - BEER
FEEEL 1997), £/=, J—b « T—F U HRIIFEEVRBICEE THE
AL, f5500EIC HbEETAEIFETH SH, BEDERICBIT HHEEF
FEE2HRIITHE I NIV, ZF0D, BROBEDHIEIEED
nJHEM I E 2 RBENICAE T 2HEENKRLT 515,

White (1996)12/ — b « T—F > ITEHE YT, FHHES/— b
Tw o DBE, FHENDA I A—RENS, KVEFEMRIEER
LTW5, TEAIEES LDEBMRIEORENS ) —b « T—F 2 T Hl
ZRZTHD., TEOAEE U TGO EZBL T\, 208
BRIEE LTI, FEICEBEMNTIMEES L T3DODMEE. FEHENSS
ENTVBSEBBMENTIASBERICEL T2O0RHZRRL TN,

TERRIE 8T 55 B DlINote-taking (e % ks L TE ).
Writing Out G&[EI&EE 3 %), Listing G&®&% ) X MRIZT 3),. Not-
ing Down (F—7— R %&<). Highlighting/Underlining (F+—7—
RROBEHZRIT ) THB(White, 1996), ZhnHlid0O'Malley&
Chamot (1990)%Oxford (1990)iZiIFENTNHDHH YV, TDHD
DOFMMERLVEENRBOTHEENZ LD,

DEOAEICBEL T, /—b - T—F VT HIROMERANERICHE
NFBHEEE LT, Encoding (B Z &E0EIR 2 Y &2 0, FH5
(B3 %), External-Storage (BN OMNicERE L TROEY
WCERERD., FHZ2EHET B). Generative (FEEHROBEH N RATNH
WL7mDEERIRL 720 L Th5&EL &Ik TEERIFMAER S
N, FHZBETIHETON, o300 FE8Z2RETSD
DTHBEENTNS, TNTNOBEEICL > THhhNTWaN, F
 EWVWSTEIDHE P (Encoding). LAB(External-storage). LA
(Generative) W33 K512, FEHIEDORREIBEFRICK > THHEINS D
DTHAD. FLT, TEEFERABITANTZEREDOBEBRENIBER
M51E, Attention GEENE 5 I1TH 5N 3) & Distraction GEREAHIN
NB)D2E AR R ENT-, E/-HEF - HI(997)PAR(1999) I ETR
INBESIT, DENAIEIEY AR E WS TTERAIE, €L T
HERICHEERZEZDETHETIVIZUR DD EEZ ENS,

F D7, AIHQRO0aIZHEWV TERRICBN TS, LENAEZS
HBHZEETB, Thbb, FREICBITSE ) —b - T—F T HREIZ
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[ ptae3 - ARE | - I 2 R BOTHN E/ I OBEAREEH
REE) X5,

Maeda (2000). BiEH(20002) D—EDOHFEIZBNWTITFNEN. /—
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MFEN, FEERAOREDR X NHR I N, ERAINZERK
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fro T3, LM LENS, EEDBEZMKL HEFIREZHWT
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/o, FEFHEFEHOERZAIETHHEEE L TIE. ATHEROOD)ERTUC-
test (see Appendix)SHW SNz, TEI BN S OBAIE K &%
HTBHZENEELWVY, BABRSHEOHAER LS TOEZGS L
WS BENSCtest DM I N/=, BESUCEL T 84505
BREREITPHFHEMICER L. SHOREOHIRRRE &S LU TEE L o7 X
BINZYU TH D LS BEMRIEN-, £L T, 2ENERKICEZ
ERZBDEFOTHETAMIEDINS LS ITEKBEMNTHON,

wAHEE

RAGERCENEZHDFEFEEMRELHAEZTD ZENERN
EIND, ERESHHEOERN SEEOMET LB RFREFEHET S
RICBNTEFFRICYHH T 22810 U TEARITEKENTONIZ.
TORRER. ARECHLUTEEICHE, TE. I O25m%FFE
DR HZER/S I ENTER, 5H1,895(55F1,027, L F868)DAEFHE
BEB/HILENTERIE L, BRIBT B K DICCtestFRAMNTITER S
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THHDOTHD EMRINLD.

AT FIE

SITICBNTIIRFICERREREDO T FIE S RDOIBRIIDWTEE
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SIZEL T, SEBITHT BREI% 2 EES A ESMOHRIMARICEK -
TUREINE#. BEARTFOT EREENEFoINMfThbz. b
5, ERICAE SN/ -HAZLEKEREE) OB ZEEMICEME E L TR
DT L., TNSOHERICRFETEELK. BEERZ2KEL T,
FNSRFIARAEKICRREE) ZRIZLTNAEVNSHIIEDODET
SfThiiz,

BEZRERFTCPN TR LEICL 3#EE Oy 7 AEIRIC &
HRTFEOEEENHEE N, TL T, BODTF—¥ 2D ELHEPTETN
T, BRI B ENRETH 2L D RETEIERIN. FNETNhOR
FHSERAEENDOEROEINHEE I NG, EEREMERTFOTICS
WTIE, BRMRTFHIICBWTHEONRBOZUSENRIETHEED
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BRICIX. BEAFERTETY NERINE, 2ol &ickd. EFH
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H&(%). TOEEDOREEE. SHEZINSII/BRLLIZHEDF
1y, EREEE, BE, RETHS., BREOCHIDNDHEBIZEWTIE
BENFERB LTV EBEbNaaNEs NN HE ZLOFgE
IB/INT2.2, BAT3.9&, MmO ZAMERTHDOTIIRN &R
Rank, 2LT. ThH30BRAEEEDH LICL T, BOSITHMTD
nr=.

FEEICET 2RRNRTHMHTELE. FTaoxy 7 AEEK,. RiE
EIIR 7 BATHIRRERITZ, BACTRENS., RFEZIEXES LT
BT 2T kR, CO2RTMERATS I LiCRELZ. R
ELTHRFNY — M ET.202B 2 5HDIZDONT, £ORF
NS ZDEAEHEANDOEEND D bDERELE. TDHE, KRiEEZ
BAETHS U TRIEMNEF N Tbh . EEERRICEL TR
BREZENSZNW EERBEOHEZT> I EICKD, CFIE
RMSEAICEB LTz, ETFNDOT—FADOEEITEEL T, EAY.900
DL ETHES @S E XN BCFIA.990, EA%.080% FENIEH HEE
FHTIEE L ENARMSEAN.064 TH Y RIFTH o 72/, TD
EFIIBREAINE. ‘

RFUIEE27. 20. 17TRECBRVWARZEITBY., BiET2 L
BROMBZDBRLEREICE> TS TUN—DIIVERE] EUTHR
WaIN3, £-. ARF2EEL, 02, 1172 ENIFEMBORERZ
SEELTHEICEEZDDEIICEEED 2D 5% HEHlL

#1: REBICHT B EE L EAHER

tem 1 2 3 4 5 n M S.D. Skewness Kurtosis
01 11.,5 174 239 222 250 189% 33 13 -02 -1l1
02 20.0 27.1 288 152 89 1895 27 1.2 0.3 -0.8
03 18.8 240 298 169 104 1894 28 1.2 0.2 -0.9
04 142 199 29.7 193 16.6 1888 3.0 1.3 0.0 -1.0
05 17.6 20.4 255 162 20.2 1893 3.0 1.4 0.0 -1.2
06 6.6 9.6 28.9 286 262 1894 36 12 -05 -0.5
07 96 163 29.0 258 192 183 33 1.2 -02 -08
08 9.0 134 294 269 21.2 1894 34 12 -03 -0.7
09 87 136 282 280 216 1895 34 1.2 04 -07

10 23.5 20.1 254 16,6 144 1895 28 1.4 0.2 -11
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Item 1 2 3 4 5 n M  S.D. Skewness Kurtosis

11 30.0 283 23.7 117 6.2 189 24 1.2 0.6 -0.6
12 229 254 286 14.8 83 189 26 1.2 0.3 -0.8
13 9.8 141 31.2 262 187 189% 33 12 -03 -0.7
14 7.8 9.1 244 281 306 189 36 1.2 -0.6 | -0.5
15 19.1 27.8 326 133 7.2 1893 26 1.2 0.3 -0.6
16 14.6 19.8 29.8 20.8 150 185 3.0 1.3 0.0 -1.0
17 4.7 7.6 172 296 409 18 39 1.1 -1.0 0.1
18 10.2 17.4 33.7 238 149 183 32 12 -01 -0.7
19 30.3 334 26.0 6.7 3.5 189% 22 1.1 0.7 -0.1
20 12.6 150 234 203 287 18% 34 14 -03 -11
21 11.4 18.4 357 195 149 1891 3.1 1.2 0.0 -0.8
22 30.7 334 204 10.7 49 1894 23 1.1 0.7 -0.3
23 21.8 25.7 325 144 5.5 .1893 26 1.1 0.3 -0.7
24 224 269 289 126 9.3 189 26 1.2 0.4 -07
25 24.4 328 25,5 117 54 1892 24 1.1 0.5 -0.5
26 29.1 376 23.0 6.6 3.6 1893 2.2 1.0 0.8 0.2
27 9.5 11.2 231 282 280 185 35 13 -0.5 -0.7
28 147 243 336 178 9.4 1892 28 1.2 0.1 -0.7

29 11.8 20.3 357 220 10.2 1894 3.0 1.1 0.0 -0.7

30 286 271 275 11.6 5.0 1891 24 1.2 0.5 -0.6

FRE(REF, 1997)) &3 Nfz. TLTINS2RTORBEL T, BT#E
WEEERIC LB IEEN L TN TNEHD, BETZOHENDIRIE
DITEHENTHDHD, ENIELZFBTELIENETONL D,

DEEO16ERIZEEICE L THERRIC, SHTRERDIZRICEA TR
ZIBRES U THRRORFANELE. 7Oy 7 2@, RIEEZ
R7 BATHIBRBMTbN, AR TN 2 AMEITRA I NGR
3). T8 & FRICREENETF A ETY, BEFINVET—FEHEDTE
BEL TR EN S HEERITE L 72(CFI=.990, RMSEA=.062).
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2. THHEHDORRNE T HTRERONY — 1751
& BREERIER T 475 R (KT FIAEBE)D

Item Factor 1 Factor 2 Communalities
01L. X 37=%i2. fMENFECSDEHL .50 -.08 21
02. BERITHVWSE=/—hEELEDRBLT

BNTH®RT S -.02 .54 28
04 BATEITHESIILTVS, |

J—hDBXHENDHZ .33 .33 33
05. BRI BICH A%, /—MZELTEL 27 .28 24
08. ¥— " —REBAHBEBOREREEEZLYS .45 27 40
10. /— b2, BREOMBL TNWBEZAD

R—IUDEML, FOLEOAMREREL .04 .46 23
11. BERPORE, BB EEE0E%E

BVWEUARPEREES .08 .51 31
16. L K HEBESCOMN SR NBEELR E

DE®RCREE/— M EIC#ELS .58 .14 44
17. BRICBWTH B &% ) — M licEL .65 -12 35
19. LU TWANBEEEREEANT

gmL T/ —bRrECE< -17 .64 .32
20. B EHEBICRLEDBDOE /) —b

R EITEL .69 -.04 44
2. MDAD ) — FEEOTHRTHS -.17 .57 25
23. REPCHMO NSO THEAL TS

TEREERELDS .33 .28 28
21. RESIWE=DBERZFVEIE

D0 L THATS .76 -.19 46
Inter—Factor Correlations Factor 1 | Factor 2
Factor 1 () N—+ )L A& ‘ 1.00 43
Factor 2 &L HER) 43 1.00

e
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#3: DEAEOBRBWR T HTHERONY — 475 EBREER T 7

it (A REIAERY)
Item Factor 1  Factor2 Factor3 Factord Communalities
03. /—hEEBLLZENFETHS 15 .30 21 -12 31

06. /— MR EIcES LRBITIRBEES  -16 .62 21 -01 42
07. s L TWB Z &%, HTHY

TREEDEDIZEL 03 73 -12 -.06 49
09. /— bR EIcELS L EZIT. BEYT 3
EEITRRTVE S ITEL 09 .55 A1 -04 45

12. /— bR EIELSHIC, FNOEMNC

EOTHEERIENOGNEINEZS 58 -14 16 -.06 31
13. /— bR EIZBENTWAS L,

MBLTWBEMNIRS -01 -.05 .88 03 73
14. /— FORFBNENNWE

EHNLLES -.02 19 .50 06 38
15. J— b ERRREDEIRT L%

TR A M- TS .51 19 -.09 01 40
18. /—bFREITENTWA L,

MERL TWAHNBICH - LHEER

T3 ENTE, HF<HMRTES .31 46 -02  -10 49
21, BRERLTHEDI/ — Ml EL .08 44 -01 .30 .35
24. /— bMZELOIRERINS- L ELC

FMERLSTB0E -.09 .08 0l .76 59
25. RADEDIEL L, HETS

LEDEDIESZEENTTEATS 43 13 -19 11 25
26. /— b2 EEELL DIRMIEL TS

IIRREB D 15 -17 06 .60 37
28. /—PRERELEFI. BTOETS

ZELBARMHL TNB T EEEHY

I TEAT, BEEEEIBOEER 74 -05 -04 -.01 49
20. BLZ LI TREED - &L

HETAZENTES .29 .29 19 -.02 40
30. D AR EDLI BT &% /- MRER

ENTVA20MERIDTS .35 00 .09 14 17
Inter-Factor Correlations Factor1  Factor2 Factor3 Factor4

Factor 1 &< AiOFROTUERIRNER) 1.00 75 34 -01
Factor 2 &< ZEHGELHEOELEM) 75 1.00 56 -.04
Factor 3 &< Z &iTHd 24FE&EN 4 56 100 15
Factor4 (&L Z &N E5THMEER  -01 -.04 15 1.00

HFLIEE28, 12, 15IcKkESAWEEZ. BRODEGERZEK
9 5%"Generative" 253 b D MR TE B0, FEL FESAIOEHR
OEREEERER) L3N, FARICET2 FEHO7, 06, 0972 E)X"En-
coding" & "External-storage" D28 E RO EMG [ESZE
Bk BoEEEN . BT30EELS, 1DRKINREFRERRT 5
= &L ZLiICHT 2FERNEM « BF40HE24, 2601F TES Z
ENBH ST EMEEM] ExnB.

62
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INETOREZD L, LDHEOARFIZONTIZET IV ZHEERIC
TH-00BEE2AE L TOERAF ILER2E )2REL. LB
ENSTEmE. L TC-testiR(Mean=30.5, S.D.=8.7, Skewness=—
0.3, Kurtosis=0.3)ic &k % [#FEFEHDOER ~NERRMKIZFEINSE
FINZDONT, BEFERXETY /M Tbin=(E1). EABIZE R
8. BAIIEBEER. BEROFHFMAENIRE S NZEHE., &
I2olz. ZDWH, FHEMEIETBZET/ —b - T—F T HBEER
BZRITOTIIRLS, TOBBEEEIRRTAIE, ERIEDIE, 22BN
LEEENEENS,

(e
12

JUN-H LA

1€ )
g@fﬁa—‘p o

&?%‘B'Jﬁ‘]

Y thdET7e8

M1 HEsERET Y v I RO MIBEGEEECAR)

L ER RO 0 R F A B IRREEA R T T DB H1F & A EE(EIE
<, EZENBESTIHMEER) NRICHMORTF EEMHEETH S
CHWTTES ZENBHSNERS 2, £ [FEEEFEE DR NDOH
BoHmEZEDLDIL. B ZEHAEEBVWABOEEER N
61, (ELIFTOBHMOEUEEER] N33THD., HHIBREOZENRE
xh3a, —F. (B LT 3HENER) 12.07&. ELZE
Ny 5 TEMER] D-.04 A THEADIZERELNRL TR,
LEESE] A5 0REIR TUN—BIVERE] 12.69. [T{KE{LH
B&) 12.93&, RICHEFICHL TRVWRREZRLTWS, [HEEEHD
ER NOEENBEREITZ TUN—YILAERE 2512, TEHEEA
B8 M5.04E, DIRDENVRENELSNTWVWS, ZDZ &L, FHE
FRDIEREE L TCrtestDHAZE V= Z ENSRIENRKRIEETITbON
', HIERENKESROTLESD D THSEEZLNS, FDJ-
g%E¥wtm€ihTw%ﬁ‘#?E&«@%%KDwTM§&Eﬁ
3,

EKC | 83
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INSOEERNS. UTOZ EMEREN. LEmIBEL TR &
L ZEITHENTH 2 2 LIXEENICITENCAEERICEEERITE
RV, BROBEERCES ZLEE. BV EROEEREEZENT
BLELDHLEEZE L DO>TND, FO—F, HMEZRITTHI &
W DERAEBTHEEBIEEAEREZEF> TWRN., LT, Hk
EREERT B L L EILBRPENROEEZENTHIL
XEDITHENEZEEZ 5 X 50, REOHNZ ORI &A%
MELTHETONDS. /o, THEICBELTIE UN—IL BRI
{EHRES.DEEN S DEEERESZITZN. BREOHNZITHHEEL
BWEWS ZEMHSMhEEINE.

s o

AFZETIIIHDOBRNICH > THAHE. aHdifTbhbh/z. TOBRRICH
WT. BADEREKEEFEEENREL T/ — b « T7—F T HBEE
HAE2RET2EMENSBREIN, TOBENEL OBRFHEENSDT—
HEHEIRREIN.

SFEENS, BITHFRCLTREINEZ/ — b « T—F T HED
ODEARESTEINAEICEEE 5 X TWAEEMEE SN, £k,
FEROAEE L TETSNEREERNKEL, BENEETLHZ &
MENY N—H)VHREE. BEINIEET S Z ENDRRNWEDIZEEN E
Bbh aE6{LFRIZ2HTESLZ ENBESM R, BRBREI
b2 DTIARL, B SEGH{EOFEEZ RTEENEENS,

ODENAEICEL T, FMEERT 22 IR EAEMODERMNS
M THBZE, BLZ EITHT A FEIIEEMNICTII R WREERIZ
D DERRIE E OB ENINETEELH> TNWA I ENHLN
Ehrolz. DD, FEMEIET B ET/ — B« F—F T HEME
RAZRTOTII L, TOWEZIRRTSIE, ERIBB L, 28
KL 7-EENEEN D,

/-, AAETIIEREAMBOFIEZBATBEST., ERE2 K
{3z liIciFEEICRSRITFUT RSN, £, Hoh-8RIER
DETEFRLUEEDIC, BERAZEIREZETINOHFREHITHONT
Wiz, LT, HEFEHOEREZRET 2ICHz> TH—DOEETHEH
AEZEZED, BIEOZYUEORBBEET 2, FREEHE TOE
GRELNSBRIIEET S, TS DRE2HRT AL RERD
MENFEINS,
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Appendix
A T X N /=C—test
£2%: Chang, 1. C. Tales from Old China. Random House. 1969.

People are always wishing. But on_ce_ ¥ inChi_ na Y®ama_n_®
got hi_s_“ wish, whi_ch_® was t_o_® see th_e_ difference
betw_een_® heaven an_d_® hell bef ore_“9 he di_ed_4V,

When h_e_9? visited he_ll_“®, he sa_w_"* tables crow_ded_"»
with delic_ious_“% food, bu_t_9? everyone wa_s_“® hungry an_d_
49 angry. Th_ey_29 had fo_od_2?, but we_re_@? forced t_o_%¥ sit
seve_ral_©®¥ feet fr_om_®% the tab_le_©® and us_e_“” chops_ticks_
@® three fe_et_29 long th_at_®® made i_t_®" impossible t_o_©®? get
an_y_®3 food in_to_®* their mou_ths_©9.

When th_e_©®® man sa_w_®” heaven, h_e_©®® was ve_ry_©®% sur-
prised fo_r_“? it loo_ked_“" the sa_me_“?. Big tab_les_“¥ of
delic_ious_“* food. Peo_ple_“® forced t_o_“® sit seve_ral “? feet
fr_om_“® the tab_le_ “? and us_e_%? three-foot lo_ng_*“" chop—
sticks th_at_%2 made i_t_®“® impossible t_o_%* get an_y_%% food
in_to_®%® their mou_ths_©7, It wa_s_®® exactly li_ke_% hell, bu_t_
69 in hea_ven_%" the peo_ple_%2 were we_ll_® fed an_d_** happy.

Why?

In heaven they were feeding one another
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Perspectives

Sexism in Japanese Radio Business English Program
Textbooks

Sumie Matsuno :
Aichi Prefectural University

In Japanese society, “sexism” is still pervasive and has crept into EFL (English
as a Foreign Language) textbooks. The Easy Business English series of
textbooks, utilized by a nation-wide radio program in Japan from October 2000
to March 2001, are examined for sexism. A brief analysis of the omission of
females is followed by a discussion of occupational roles of males and females,
and then a discussion of gendered identities. Finally, word choices are
investigated. This paper concludes that sexism is still an issue to be dealt with
and suggests that EFL teachers reexamine the textbooks used in their classrooms.

AAD#HETIIBEESLLB. HEF (sexism) AEFEL. TNHERFEDOT
EZ MIBRBRENTVNS, FHETREERY FOTTFRICKZEFETT
Ik (DX LWEPRAKEE] T2000410 AN 52001F3A £ THEAI N
FFZ RERD BV, HEDIOBEN ST LIz, KEDBDIFMEDZHTN S
Wd, BEROBE., BEOTAT T4 T4, SREMEEREL L. TOM
BOMEMNEET D ZEEHESMNICL, EEEMABETHERTSTFAL
LT, HENOFELZERETSLORRLTVD,

tions that women are both different from and inferior to men”

(Talbot, 1998, p. 215). In Japanese society, “sexism” is still wide-
spread; the fact that women continue to have more difficulty in finding
jobs than men, as well as the fact thata woman’s average salary is about
60% of a man’s salary in a comparable job, suggests the existence of
sexism (Kojima, 2000). :

f ; exism is “discrimination on the grounds of sex, based on assump

JALT Journal, Vol. 24, No. 1, May, 2002
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The sexism that exists in Japanese society has crept into our EFL
textbooks as well. Even though gendered identities might be trans-
formed in the process of second language socialization (Pavlenko, 2001),
and Japanese women may learn English to escape from the identities
forced on them by national ideologies, when textbooks incorporate
the notion of sexism, studying English may actually reinforce or create
beliefs in gender inequality through textbooks. As Renner (1997) stated,
“the textbooks used within an EFL setting are not just tools by which
the English language is taught. A large dose of cultural content is also
present within them” (p. 3). Texts can be sexist “if they omit the actions
and achievements of women, if they demean women by using patron-
izing language, or if they show women only in stereotyped less ca-
pable roles” (Graci, 1989, p. 478). The purpose of this paper is to inves-
tigate sexism in a mainstream English as a foreign language (EFL) text-
books published in Japan.

Much ink has been devoted to sexism and textbook analyses over
the past few decades (e.g., Coles, 1977; Graci, 1989; Gross, 1996;
Hellinger, 1980; Holt, 1990; Hommes, 1978; Mannheim, 1995; Peterson
& Kroner, 1992; Porreca, 1984; Potter & Rosser, 1992; Sadker & Sadker,
1980; Schmitz, 1975; Siegal & Okamoto, 1996; Sims, 1997; Stern, 1976;
Talansky, 1986; Tietze & Davis, 1981; Walford, 1981); therefore great
strides have been made. However, no research has been done on EFL
textbooks published in Japan, where sexism still appears, particularly
in those used by business organizations. My question is: Does sexism

still exist in EFL textbooks published in Japan? Taking the textbooks of
a business English program aired on national radio as examples, I will
attempt to answer this question.

Sexism and Textbook Analysis

- Various kinds of textbooks, including EFL textbooks, come within
the scope of this literature review. Although some textbook analysts
have advocated the use of a feminist perspective (Alvermann &
Commeyras, 1996; Holt, 1990), abundant investigations have shown
textbooks to be sexist in various areas. Scholars have found four main
areas in which they have detected manifestations of sexism, three of
which are related to content and one to language itself.

One manifestation of sexism appearing in textbooks is the omission
of females; females do not appear as often as males in texts (Coles,
1977; Hommes, 1978; Sadker & Sadker, 1980; Schmitz, 1975; Stern, 1976).
Porreca (1984), for example, found that the average ratio of females to
males in the 15 most widely used ESL textbooks she surveyed, includ-
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ing apparent masculine generic constructions, was 1:2.06, and the mean
proportion of females to males in illustrations was 1:1.97.

A second type of sexism emerges in occupational roles of males and
females in the texts in terms of both type and range of jobs. According
to a study by the Mathematics Education Research group (1980), in six
primary textbooks and 25 of 31 secondary textbooks of mathematics
published in New Zealand, some of the roles traditionally allocated for
males were assigned to females; however, those for females were not
assigned to males. Hellinger (1980), in a study of 131 passages from
English language textbooks, revealed that women were rarely engaged
in any demanding, interesting, or successful activities, while male roles
represented a broad range of occupational positions. Sims (1997), sur-
veying test banks accompanying 17 management education texts, dis-
covered that female managers were referred to significantly more often
by their first names than male managers.

A third manifestation of sexism concerns stereotypical gendered iden-
tities for men and women. Four studies provide examples of this type
of sexism: Walford’s (1981) review of texts of recently published phys-
ics textbooks, which indicated that physics was a more male-oriented
subject than a female-oriented one; Potter and Rosser’s (1992) scrutiny
of five seventh-grade life science textbooks that implied that the achieve-
ments of women scientists are relatively fewer or of lesser importance
than those of men scientists; Peterson and Kroner’s (1992) inspection
of 27 current textbooks in introductory psychology and 12 for human
development courses, which found that females were frequently por-
trayed in negative and gender-biased ways; and Siegal and Okamoto’s
(1996) study of five Japanese textbooks, which represented highly ste-
reotypical social norms based on hegemonic ideologies of class, gen-
der, and language.

A fourth category of sexism in textbooks is evident in linguistic analy-
ses, such as the examination of lexical items. Porreca (1984), for ex-
ample, found that masculine generic constructions were still used ex-
tensively in the 15 most widely used ESL textbooks, and attempts to
avoid the masculine generic were often incomplete and confusing, even
in passages or sentences where the masculine generic could be easily
avoided. '

Although many publishers, editors, teachers, and students worldwide
object to sexist teaching and learning materials (Mannheim, 1995;
Sunderland, 1995), this literature review reveals that many textbooks
have been found to include some facets of sexism: omission of females,
limited occupational roles for females, negative stereotypical identities
for females, and preferential linguistic use of masculine generic con-
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structions rather than gender-neutral ones. Moreover, up to the present
time there has been no prominent research about possible sexism in
EFL textbooks published in Japan. The purpose of this study, therefore,
is to see if recent advances in women'’s rights in Japan have been re-
flected in EFL textbooks published in this country, especially those used
in the business world.

Research Design

The Easy Business English series of textbooks, utilized by a nation-
wide radio program in Japan from October 2000 through March 2001
are examined for sexism. This program was selected because it has
been broadcast widely for 14 years and therefore has had and contin-
ues to have a great influence on learners using this program and its
texts.

Materials and Procedures

Easy Business English is published in Japan each month and written
by eight Japanese authors and a number of native English speakers.
Each week, eight regular characters discuss one topic. Every year, the
contents in the textbooks from April to September are again utilized
from October to March. In this study, all model dialogues that appeared
in the textbooks are analyzed; the radio listeners encounter “Vignette”
(named as “Today’s Vignette” and “Short Dialogue” in the textbooks)
from Monday to Friday, where the same eight characters converse in
turn. In “Listening Challenge” on Friday, different characters, whose faces
can be seen in pictures, appear each time. It is important to note that all
of the dialogues are written in the book exactly as they are used in the
radio program.

Considering types of manifestations of sexism explained above, I
begin this study by briefly examining the omission of females. In this
section, the numbers of female and male characters and their turn-tak-
ings in “Vignette” are counted; then, since these characters talk about
some other individuals, the numbers of male and female individuals
talked about by them are also calculated; and then in “Listening Chal-
lenge,” the numbers of male and female characters who appeared in
the pictures are calculated. (Since by just reading the transcripts it is
sometimes difficult to decide whether a man or woman is talking, only
the male or female characters who appeared in the pictures are
counted.) This analysis is followed by a discussion of occupational roles
of males and females. In this section, the roles of eight regular charac-
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ters are first explained; after that, the roles of the female and male indi-
viduals talked about by these eight characters are enumerated and dis-
cussed; and then the roles of female and male characters that appeared
in “Listening Challenge” are listed and examined. Next, all gender-re-
lated identities found in the textbooks are discussed. Finally, word
choices are investigated.

Results and Discussion
Omission of Females

In “Vignette” sections, four male and four female characters regu-
larly appear. Two male characters and one female character also ap-
pear as guests; therefore the numbers of characters appearing in the
texts from October to February are almost equal (6 males vs. 5 females).
When tallying up the number of turns taken among the characters, it
emerges that there were 348 male turn-takings versus 337 female turn-
takings, which at first glance appears quite equitable. However, when
counting the individuals that were mentioned in the dialogues pro-
duced by these characters, 22 male individuals and 15 female counter-
parts are found. In the “Listening Challenge” section, counting the num-
bers of male and female characters appearing in the pictures revealed
that there are 39 male roles compared with 7 female roles, which sug-
gests male dominance in the business organization.

Occupational Roles of Males and Females

Eight regular characters in “Vignette” are first considered. The
main character is a Japanese businessman, Hiromi Araki. There are two
male managers: Lou Cruise, aged 47, and Ben Leonard, aged 50. Lee
Seymour, Gabby Mann, and Camille Renoir are female businesswomen.
Sandy Liu is a male worker coming from the Hong Kong office. Mickey
Ramirez, 27, is a female worker whose parents emigrated from Puerto
Rico. Seymour, Mann, Renoir, and Liu are in their thirties. That is to say,
the two managers and the main character are males and the four subor-
dinates are female. This implies that males are more valuable than fe-
males.

These eight characters talk about other men and women whose
occupational roles vary:
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Table 1: Occupational Roles of Males and Females
Appearing in the Dialogues of “Vignette”

Male Female

Manager, new Nelson ABC Foods office Boss

Section manager Ramirez’s cousin who has just
Gold Coast’s HR manager found a job

Doctor

Young stock-brokerage hotshot

Founder of ecotourism, called its godfather
President

Executive

Millionaire

Flight attendant

New CEO

Manager

High school teacher

Except for the flight attendant and the high school teacher, all the
male roles represent powerful, high status, highly esteemed occupa-
tions. Furthermore, although women are mentioned 15 times in the
dialogues, only two are mentioned in conjunction with an occupation.
Women are often not described in terms of their occupations but rather
in terms of their personal relationships, such as mother, cousin, wife,
grandmother, and aunt. That esteemed occupational roles are occu-
pied mostly by males and that women are often described in terms of
their personal relationships fall under the second category of detect-
ing sexism and gives support to the idea that sexism is present.

In some cases, women could possibly fill the occupational roles in
the texts. Although “a doctor” or “doctors,” for example, appear nine
times in the texts, many of these instances are unclear about whether
the person is male or female. Doctors are once referred to as “they”
(emphasis added in bold in all examples):

Renoir: Doctors are afraid of being sued if they give more than
minimal doses of drugs for pain relief. If they give as
much as a patient really needs, death may come faster
and then the doctor may be accused of malpractice.

(Jan, p. 36)

Cases such as this, in which the referents were inexplicit with regard
to gender, were not included in this study.
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On the other hand, on the two occasions when a doctor was re-
ferred to in the singular form, the doctor was referred to as male. There
were no instances of explicitly female doctors. Consider the following
excerpts.

Mann: I'll let our doctor do the diagnosis. So far, Alissa says
she hasn’t got a problem, so why go to the doctor?
But it’s obvious that she needs professional help. I
hope he convinces her there’s no need to go to ex-
tremes. (Oct., p. 58)

Mann: Thank heavens my mother saw the light in time. Her doc-
tor also advised her to think about the right kind of nutri-
tion beginning right now. He pointed out that food figures
in cancer too. (Dec., p. 88)

These examples show how doctors are referred to as male.
As far as “Listening Challenge” is concerned, here is a list of the men’s.
and women’s occupational roles:

Table 2: Occupational Roles of Males and Females
Appearing in “Listening Challenge”

Male Female
Salesman Interviewer
Presenter Receptionist
Candidate for a business position Secretary

Buyer . Airline employee
Manufacturer Businesswoman
Senior businessman Sales department agent
Commonclerk - Person in charge of
Person in charge of an exhibition the exhibition
Manager in charge of advertising

President

Table 2 indicates that the two highest positions, the manager in charge
of advertising and the president, are jobs for males, whereas among
the lowest, receptionist and secretary are still solely “female” jobs.

Gendered Identities

The dialogues in the textbooks produce or reproduce five main
gendered sexist identities, visible in the content. The first gendered sexist
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identity is related to the participants’ family organizations. All of the
following sentences are observed from each participant’s dialogue re-
garding their own family or partner.

Leonard (male):

Liu (male):

Araki (male):

Cruise (male):

Mann (femalé):

Seymour (female):

Overall, I've been impressed by my boy’s teachers.
(Oct., p. 98)

My somn spent a lot of time rapping with his favorites.
(Oct., p. 98)

My wife gets an annual checkup. (Dec., p. 84)

My wife and I are converts too. (Nov,, p. 32)
My son told me that whole floors of his dormitory
have monitors. (Dec., p. 24)

Atsuko (his wife) is making money out of online ads.
(Dec,, p. 16)

... Atsuko gets a percentage of the purchase price.
(Dec., p. 16)

Atsuko’s gotten so many people involved... (Dec.,
p.20)

We visited Panama with the kids last year ... (Dec,, p.
32)

The kids wanted to pick flowers to press for picture
albums. (Dec., p. 44)

My mother said once she doesn’t mind dying ... (Jan.,
p. 32)

My boys are into that too. (Oct., p. 16)

At first my boys were sending ads around as a duo.
(Oct,, p. 16)

Mirs. Cruise would do that too. (Feb., p. 108)

Our boys are a different story. (Feb., p. 108)

It's my daughter. Alissa ...(Oct., p. 58)

My parents and Alissa agreed ... (Dec., p. 32)

Alissa was very nervous ... (Dec., p. 40)

He asked me out. I said O.K. It's not serious yet, but it
feels so good to have a nice guy courting me. (Feb.,, p.
104)

Alissa gets e-mail valentine cards ... (Feb., p. 104)

Barry (her husband) and I spent part of our honey-
moon in Panama. (Dec., p. 32)

... in spite of some problems with Barry’s grand-
mother. (Nov,, p. 104)
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Barry found a hotel ...(Nov, p. 104)

Barry took care of all that ... (Nov,, p. 104)

Barry had to canvass hotels (Nov., p. 108)

Barry’s mother got in touch with ...(Nov.,, p. 108)

I'll make a note of that and let Barry know. (Nov., p.
108)

I'll shoot a memo to Barry... (Nov,, p. 112)

Barry and I might want to follow in your footsteps.
(Dec., p. 36)

Barry won’t book an ecotour. (Dec., p. 44)

Barry’s father bought it as part of an investment. (Jan,,

p- 36)

Even Barry was flabbergasted, ... (Feb., p. 80)
Barry’s father has a six-figure income, ... (Feb., p. 92)
Barry's family assets increase... (Feb., p. 92)

Ramirez (female): Rodrigo (her husband) and I value our time at home
together. (Dec., p. 60)
Rodirigo calls it feeling the Christmas spirit every week
of the year. (Nov., p. 68)

Renoir (female):  Emdle (her boyfriend) and I treat each otherto ... (Feb.,,
p. 108)

As seen in these statements, Araki, Cruise, Leonard, and Liu are mar-
ried and have children (three with sons and one with gender-inexplicit
“kids”). Seymour and Ramirez are married, but neither appears to have
any children. Mann has a daughter but is either single or divorced, since
she has a boyfriend (no mention of husband or father of the child).
Renoir has a boyfriend. The basic pattern is that women in the business
organization are often single or, if married, they have no children.

In addition, from the above sentences, we can note a curious feature:
When Leonard and Liu refer to their wives, they utilize the word “wife,”
or on one occasion, Cruise says “Mrs. Cruise,” all of which are trans-
lated as “tsuma” (wife) in Japanese; these words imply that women are
in subordinate roles to men; whereas when the women mention their
husbands, they always state their husbands’ names and never refer to
them as “my husband.” Interestingly, when Araki refers to his wife, con-
versely, he utilizes her name. This may be related to the fact that Atsuko
has her own job, which may represent her independence. In contrast,
the other three men do not mention their wives’ jobs in the texts; there-
fore it is not clear whether they have their own jobs or not.

The second gendered sexist identity concerns appearance as a
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women’s issue. Consider the following extracts:

Renoir: I thought you said she finished her computer-training
course with flying colors.
Ramirez: She did. I wasn’t worried about her skills. I was con-

cerned about her appearance. She didn’t have the
proper clothing to look good for a job interview. (Nov.,

p-8)

Ramirez’s comment conveys the importance of a female interviewee’s
appearance rather than her skills. This notion creates specific gendered
identity, and may induce the radio listeners to accept this identity.

Furthermore, women are stereotypically represented as being con-
cerned with appearance irrespective of their age, situation, or business
position. A girl is anxious about her appearance.

Mann: ..It's my daughter. Alissa is obsessed with her weight
and shape. She eats little and doesn’t keep it down.
Her weight loss is obvious, but she still feels fat even
though she’s underweight. (Oct., p. 58)

Mentioning her daughter, Mann may have created an image of girls
who care too much about their appearance. The text introduces the
slogan “Don’t Weigh Your Self-Esteem. . . It’s What’s Inside That Counts”
(Oct., p. 77). This text can help to produce the image of women who
consider their appearance more important than their talents, skills, or
education. However, anorexia is in fact a problem-that real women face
and is taken very seriously by most feminists. This might therefore be
seen as positive recognition of a women’s issue.

The third gendered sexist identity concerns prioritizing family choices
over business. Here is Wenz’s case:

Wenz (female): Ileft M & B to get married and came back this week
after my divorce.
Araki: I'm sorry things didn’t work out for you. (Jan, p. 8)

This example reveals that for a woman, getting married often means
giving up her career and choosing homemaking. Wenz’s statement
contributes to a negative image of women. Also, Araki’s sympathetic
response implies that the return to work might not be perceived as a
positive outcome.

Moreover, Leonard talked about millionaires’ wives:
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Leonard: I thought it was interesting that even these days half
the wives don’t work outside the home. If they do,
they’re usually teachers. (Feb., p. 80)

The above excerpt shows that a large number of millionaires’ wives
work outside the home as teachers; however, it also implies that if
women are married to money and are not teachers, they do not work
outside the home.

The fourth gendered sexist identity presents women as less valued
than males (or wives as less than husbands).

Seymour: Divorce alone is not a complete cure, though. More
than half of battered women feel they must have done
something deeply wrong to deserve such violence.
They blame themselves and often need counseling.

(Jan., p. 16)

Seymour’s quote somehow describes divorce as something that oc-
curs to women, especially women who are battered. Women need coun-
seling but men are not presented as needing counseling.

That wives’ are less valued than husbands also emerges in the fol-
lowing extracts from the dialogues: -

Leonard: Divorcing his wife to wed his secretary caused bad
vibes in the company’s local community. That invited
a lot of boos and catcalls.

Seymour: Other CEOs have done that and survived. (Jan., p. 80)

This suggests that husbands can have affairs; on the other hand, no
wives’ affairs are presented in the textbooks. The wives are portrayed
as being divorced and being on the outside; if they had endured in
silence then maybe they would still be married.

The fifth gendered sexist identity concerns the fact that disabled,
sick, and elderly people, who are regarded as weaker than ordinary
people, are almost always portrayed as women. This trend is illustrated
in the following dialogue samples:

Seymour: We had a fine time, in spite of some problems with
Barry’s grandmother. She has Parkinson’s disease and
has to travel in a wheelchair. (Nov,, p. 104)

Renoir: Once a wheelchair traveler told me she didn’t want to
be treated with kid gloves. (Nov, p. 112)
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Mann: ..my mother hadn’t seen a doctor for years. Her skin-
care consultant, who makes a house call once a month,
has been urging her for a long time to have a mam-
mogram. Well, finally my mother did just that. She
tested positive. She has breast cancer. (Dec., p. 80)

Leonard: Well, you all know my Aunt Etta. She collapsed at din-
ner last night and had to be hospitalized. We knew
she had colon cancer... (Jan., p. 32)

Since no man appears sick or disabled in the texts, the effect is the
creation of gendered images of weak, ill, or disabled elderly women.

Word Choice

Manifestations of sexism are also found in the word choices.
Consider the following sexist use of language:

One mamn’s meat is another mamn’s poison.

Americans dip into their pockets and do something about it, whether
we’re talking victims of natural disasters or man-made atroci-
ties.

Why are Mr. and Mrs. Average American still limping along from
one paycheck to the next?

On the other hand, the texts also at times carefully use words in a
gender-neutral fashion:

In most cases, there are warning signs that a coworker is going to
blow his or her top.

The campaign’s aimed mainly at homemakers...

The passenger sees this humongous furry spider right next to his
or her face.

If somebody goes too far, take him or her aside and talk it over
quietly.

Though the word “homemakers” is translated into “shufu (house-
wife)” in Japanese transcripts, the word choice of “homemakers” shows
an attempt to eradicate sexism.

Overall, both sexist and nonsexist language in the texts can be seen.
The usage of gender-neutral pronouns in some sections and male pro-
nouns in other sections may be due to a schizophrenic pull among the
eight different authors.
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Conclusion

Learning English is a situation where learners are socialized into the
target culture, and many Japanese women may learn English hoping to
get rid of their gendered identities forced on them by national ideolo-
gies. A radio language program, an excellent device for learning a lan-
guage, has the power to shape the listener’s ideas. This paper cites ex-
amples of various aspects of sexism in the Easy Business English text-
books, demonstrating that sexism is still an issue to be dealt with.

More research is necessary to see if these examples of sexism are
part of a broader trend in Japanese EFL textbooks. Furthermore, not
only should textbook writers and publishers make great efforts to elimi-
nate sexism when creating textbooks, but also we as EFL teachers should
reexamine textbooks used in classrooms as well as those intended for
private study before actually utilizing them as teaching materials in or-
der to evaluate how gendered identities are treated in their contents,
both on the surface and in substance.
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Curriculum Development in Language Teaching. Jack
C. Richards. Cambridge: Cambridge University Press,
2001. xiv + 321 pp.

Reviewed by
Terry Vanderveen
Kyoto Sangyo University

Most readers of the JALT Journal are familiar with Jack Richards
through one or more of his many publications, which range from meth-
odology to textbooks for English learners. His co-authored Approaches
and Methods in Language Teaching (2001) is in its second edition,
and his New Interchange (1998) series is one of the biggest selling lan-
guage textbook series in Japan.

Curriculum Development in Language Teaching is part of the Cam-
bridge Language Education series edited by Richards. In this book,
Richards has set out to provide in-service teachers with a resource and
teachers in training with a review of language program planning, imple-
mentation, and evaluation approaches. Overall, he has achieved this
goal and has accomplished the difficult task of writing a text that is
informative and balanced in terms of scope and utility.

Richards gives a rather narrow definition of the term “syllabus,” re-
stricting it to the content of a course while the term “curriculum” is
seen as encompassing syllabus and other elements such as needs analy-
sis, teaching, and evaluation. His discussion of curriculum develop-
ment deals predominantly with planning and implementing a language
course rather than with the broader issues of planning and developing
a set of related courses within a program.

The book is organized into nine chapters covering language teaching
history, methods, needs analysis, situation analysis, goals and outcomes,
course design, the teaching and learning process, materials design, and
evaluation. Each chapter ends with discussion questions and activities,
an appendix, and chapter references. The chapters follow a chronologi-
cal sequence that matches the development of a typical curriculum, which
progresses from an initial needs analysis ultimately to program evalua-
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tion. Aspects that receive the most attention are needs analysis, learning
outcomes, and syllabus frameworks. There are also short descriptions of
the more common philosophies of teaching, learning, and language. The
useful index of authors and subjects at the end of the book and the clarity
and style of the layout, especially the table of contents and indices, make
finding information quick and easy.

At more than eighty pages, the appendices form the largest portion of the
book. Vocabulary, function and grammar lists, needs analyses, proficiency
descriptors, evaluation forms, and samples from Richards’ own texts are in-
cluded. Some of the appendices could have been omitted, particularly the
sample of a word frequency list and grammar list of personal and possessive
pronouns. The appendix on questionnaire design offers some useful tips but
lacks any explanation of data analysis or interpretation, limiting its usefulness
for those wanting to administer their own surveys. Two lengthy question-
naires (co-written by Richards) are given as samples in appendices, but there
is little discussion of their design or effectiveness. The majority of the appen-
dices, however, complement the text well. For example, the discussion of the
prosand cons of skills-based, task-based, process, and product syllabi, among
others, highlights the issues that Richards considers important in syllabus de-
sign. The different types of syllabi in the appendices in Chapter 8 should
provoke thought and discussion among teachers in training or readers new to
curriculum design. The proficiency descriptors and teacher evaluation forms
that Richards has taken from a variety of sources may be useful for those inter-
ested in evaluation issues.

Most of the book is easy to understand and only rarely becomes
overly simplistic, as in the description on p. 161 of a task-based sylla-
bus: “Tasks are activities that drive the second language acquisition pro-
cess.” While axiomatic definitions such as this are present, they are
infrequent and do little to detract from Richards’ efforts “to acquaint
language teachers and teachers-in-training with fundamental issues”
(p. xi). Curriculum Development in Language Teaching presents lists,
forms, and brief descriptions that provides an understandable, albeit
limited, background to the issues involved in course design, as well as
offering some related resources.
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A Nonprofit Organization

The Japan Association for Language Teaching (JALT) is a nonprofit professional organiza-
tion dedicated to the improvement of language teaching and learning in Japan. It provides
a forum for the exchange of new ideas and techniques and a means of keeping informed
about developments in the rapidly changing field of second and foreign language educa-
tion. Established in 1976, JALT serves an international membership of more than 3,500
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In this Issue

Articles

The main section of this issue contains five articles. Tsuyuki Miura and
David Beglar analyze the vocabulary section of the Eiken and offer
their recommendations for change. Peter M. Duppenthaler takes a
look at the effects of three types of written feedback on student motiva-
tion. Yukinari Shimoyama, Takamichi Isoda, and Koyo Yamamori
investigate learner beliefs in language learning in the CALL environ-
ment. Yuko Fujita focuses on the foreign language learning style of
Japanese university students and Kolb's experiential learning theory.
Aya Matsuda explores how the users and uses of English in beginning
Japanese EFL textbooks are represented.

Perspectives

Learner errors, some of which are developmental and others of which
are the outcome of L1 transfer, can be effectively corrected. Alice Y.
W. Chan, Becky S. C. Kwan and David C. S. Li offer an algorithmic
approach to error correction. According to their experiences with this
technique, learners can and do overcome even pervasive errors.

Reviews

A teacher resource book on the teaching of vocabulary is reviewed by
Keiko Sakui and a book on the teaching and researching of autonomy
in language learning is reviewed by Mika Maruyama and Joseph
Falout. Thomas C. Anderson examines an updated classic on ap-
proaches and methods; a broad map of historical linguistics is outlined
by Robert Kirkpatrick.

JALT Central Office Research Services

Photocopy Service

The JALT Central Office will provide photocopies of past or current articles from The
Language Teacher and JALT Journal. Please include as much bibliographic informa-
tion as possible: author name, article title, issue number, and pages.

Library Search Service _

JALT Central Office will also search for Language Teacher and JALT Journal articles
in the JALT library. Please provide keywords, approximate date, author name, title, or
other information in as much detail as possible.
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From the Editors

After serving as Associate Editor and then as Editor of JALT Journal for
nearly five years, Nicholas O. Jungheim has decided to pass the baton to
Associate Editor Donna Tatsuki. The editors would like to thank mem-
bers of the JALT Journal Editorial Advisory Board, additional reviewers,
proofreaders and all other JALT volunteers who have helped make this
editorial transition smooth. We appreciate the generous contribution of
their time to help ensure the continued high quality of our publication.

Conference News

AILA 2002 Congress Singapore, Applied Linguistics in the 21st
Century: Opportunities for Innovation and Creativity. The 13th
World Congress of Applied Linguistics will be held 16 - 21 Decem-
ber 2002 in Singapore at the Singapore International Convention and
Exhibition Center. Presenters will include: Michael A.K. Halliday (Uni-
versity of Sydney, Australia), Shirley Brice Heath (Stanford University,
USA), Claire Kramsch (University of California-Berkeley, USA), and Yoji
Tanabe (Waseda University, Japan).

For more information, please visit: < http://www.aila2002.0rg/>.

JALT Central Office Research Services, cont.

Back Issues
Back issues of The Language Teacher, JALT Journal, JALT Applied Materials, and
Conference Proceedings are also available. Please inquire by fax or email whether the

publication is in stock before ordering.

Payment
Photocopy Service: up to 10 pages, ¥500 per article; over 10 pages, ¥1,000 per article
Library Search Service: ¥500 per article Back Issues: ¥500 per issue

In Japan, please pay by postal stamp (B {EY)F); overseas, by bank check in yen, with
an additional ¥1,500 bank charge, or by international money order. Please include
¥500 postage for all international orders. Please include payment with your order, and

allow two weeks for mailing after receipt of request.
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Articles

The Eiken Vocabulary Section®:
An Analysis and Recommendations for Change

Tsuyuki Miura

Temple University Japan
David Beglar

Temple University Japan

Although the Eiken is one of the most widely taken English proficiency tests in
Japan, little empirical research has been conducted on the test. In this study, the
vocabulary sections of all levels of the Eiken administered from 1998 to 2000
were analyzed. There were five principal findings: (a) successive levels of the
Eiken vocabulary section do not increase in difficulty in a smoothly graduated
fashion, (b) some test forms appear more difficult than others, (c) item options
from widely differing frequency levels are sometimes used on the same item,
(d) the assumed vocabulary sizes of targeted examinees frequently bear little
relation to the difficulty of the items included in the vocabulary section, and (e)
the sentence stems in the vocabulary section and the reading passages impose a
similar lexical load. A number of suggestions for addressing the shortcomings of
the vocabulary section are proposed.

EREBREAZRERIT. BETROBLESZRINTNIEEREEHE
FARD—DOTHBICENNDST., BENRERZBZEAERINTVAERNVD
MEETHD, EFBTIT1998ENS 200 0EDHICERMIN-ERER
OBEMEIWNETY., BRELTEICUTHERAZETS, BFRWOH#SE
ZIHETER N, O)TAMIEOESEICENDS. ()—2DEHEDER
Bic, EENAZBRRIBEROEANRONZIBEENDH S, (d)ERENEE
THERZBRMREOBERHE, BRERBICB T 2HEHS EIIRFENEN,
(FBEEMEOHBAERRS &, EXFHEAEBEOIAXIE. BRELNNIZBNT
HEBILTWS, I5IARTI., BEEECBUZBERIIHL. HEOR
REBIFTNWS,

JALT Journal, Vol. 24, No. 2, November, 2002
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ne of the most important English proficiency tests in Japan
is the Jitsuyo Eigo Ginou Kentei Shiken (Eiken), which is

developed and administered by the Nikon Eigo Kentei Kyokai
(Eikyo). Nearly three million people took a version of the Eiken in 2001,
and since the test’s introduction in 1963, more than 61 million people
have sat the exam. The Eiken, which is currently made up of seven
different level-specific tests beginning with the fifth level and increasing
in difficulty through pre-second, second, and pre-first to the first level,
was characterized by MacGregor (1997) as being “highly respected in
social, educational, and employment circles...” (p. 24) in Japan. This
statement is supported by the fact that Eiken certification is accepted in
lieu of sitting an entrance examination by some Japanese high schools,
vocational schools, junior colleges, and universities, and passing
particular levels of the test carries university credit in some institutions.
In addition, more than one-third of the prefectures in Japan are currently
using the Eiken as one way to determine the language proficiency of
prospective English teachers (see www.eiken.orjp for further details).
Passing higher levels of the Eiken also enhances a person’s chances to
be hired and/or promoted in some companies.

Notwithstanding the Eiken’s position of importance in Japan, there
is a lack of published research that illuminates fundamental testing con-
cerns such as reliability, validity, and test washback. Our investigation of
Japanese and English-language educational and language testing jour-
nals uncovered surprisingly few investigations of the Eiken, and none
directly related to the topic of this study. In an early study, Murakami
(1972) questioned the Eiken’s reliability and the quality of some items.
A quarter of a century later, an exploratory examination of a pre-second
level form of the Eiken was reported by MacGregor (1997), who arrived
at five main conclusions. First, the test content appeared to match the in-
tended group of test takers (second and third year high school students),
a feature that MacGregor characterized as the test’s greatest strength.
However, MacGregor’s other comments were critical, and they were
derived from a cluster of reasons. Foremost among them was the charge
that there is reason for concern about the test’s reliability and validity. An
additional related issue materialized as a result of an item analysis that
she conducted. Approximately half of the items on the test were found to
have unacceptable item discrimination values (a measure of how well an
item differentiates high and low scoring examinees), a factor that would
directly contribute to the fairly low reliability coefficient she found for
the test form she investigated. Fourth, the context provided for some
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items was unclear and even occasionally illogical, another characteristic
that can adversely affect test reliability and validity. Finally, MacGregor
argued that Eikyo should provide published reports of studies on item
construction, reliability, and validity, a common practice of large testing
companies such as Educational Testing Service in the United States.

Despite the criticisms of MacGregor’s study raised by Henry (1998),
her work represents an important initial attempt to illuminate the major
strengths and weaknesses of the Eiken. In contrast to MacGregor, who
chose to examine overall test functioning of one level of the test, we
will begin a more focused line of research by investigating the Eiken
vocabulary section. Our primary purpose is to undertake a preliminary
analysis of the vocabulary section of all levels of the Eikern in order to
determine the types of words being tested and to make recommenda-
tions for improving that section.

We have chosen to focus on the vocabulary section for three reasons. -
First, unlike some sections of the Eiken, a vocabulary section is included
on each level of the test. Thus, unlike some other areas, it is one tested at
all proficiency levels. Second, a number of studies conducted in the past
decade have highlighted the importance of lexical knowledge for aural
language processing (Miller & Eimas, 1995; VanPatten, 1996), speech
production (Altman, 1997; de Bot, 1992; Levelt, 1993), reading (de Bot,
Paribakht, & Wesche, 1997; Durgunoglu, 1997), and writing (Engber,
1995; Laufer & Nation, 1995). Third, we believe that research on the
vocabulary section in particular is needed. The first author’s experience
and her discussions with other Japanese who have taken several levels
of the Eiken suggest that the difficulty of the vocabulary section does not
increase in smoothly graduated steps. Instead, the informal consensus is
that the vocabulary sections of the pre-first and first level tests present
unusually severe challenges in comparison with both the vocabulary
sections of other levels of the test and with other test sections. Finally,
the perception that some editions of the test (same level but appearing
at different times) are easier than others, contributes to the feeling that
the tests are not entirely fair. '

The Importance of High Frequency and Academic Vocabulary

The notion that particular groups of words are of special importance
has been largely inspired by corpus-based research undertaken in the
past by researchers such as West (1953) and continued in the present
in corpora such as Collins’ COBUILD Bank of English Corpus (http:
//titania. cobuild. collins.co.uk/). Such corpora have consistently shown
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that a small number of words account for a high percentage of the words
met receptively and used productively. For instance, the 2,000 high fre-
quency word families as represented by the headwords in West’s (1953)
General Service List (GSL) provide coverage of up to 75% of fiction
texts (Hirsh, 1993), 90% of non-fiction texts (Hwang, 1989), and 80% of
academic texts (Nation, 2001).

In addition, the 570 general academic word families included in the
Academic Word List account for an average of about 10% of the running
words in academic texts (Coxhead, 2000). Together, these approximately
2,600 word families (i.e., 2,000 high frequency and 570 academic word
families) are crucial for academic success in English-language settings
as shown by the fact that they accounted for 86% of the vocabulary in
Coxhead’s 3.5 million word academic corpus, and they constitute the
majority of the 3,000 word families that are needed for learners to reach
what Laufer (1992) has referred to as “the turning point of vocabulary
size for reading comprehension” (p. 130).

In this study, the vocabulary appearing in the Eiken vocabulary
section are compared with word lists of high frequency and academic
vocabulary, the expected proficiencies of the targeted examinees, and
the vocabulary on the reading comprehension section of the test. This
analysis is an attempt to shed light on precisely what vocabulary is being
tested on all levels of the Eiken, and the results should be instructive to
the test’s designers, teachers preparing students to take the Eiken, and
the examinees themselves.

In addition to the general purpose stated above, we posed three
specific research questions:

Research question 1: What is the lexical composition of
the multiple-choice vocabulary options (i.e., the correct
answer and three distractors) on each level of the Eiken
in terms of high frequency, academic, and low frequency
vocabulary? How consistent is the lexical composition from
one administration to the next?

In order to answer these questions, we examined all of the correct
answers and distractors of all Eiken vocabulary tests administered from
1998 to 2000. These original tests are available in a series of seven books
titled Eiken Zenmondaishu (e.g., Eiken, 2001a, b & ).

Research question 2: To what degree are the results of the
first research question in accord with the targeted profi-
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ciencies of the examinees and the vocabulary size for each
level that is suggested by Eikyo? How appropriate are the
targeted proficiencies identified by Eikyo?

The purpose of these questions was to investigate whether the
vocabulary items in each level of the Eiken are consistent with the
targeted vocabulary sizes specified by Eikyo (2001) and Monbu-kagaku-
sho (Ministry of Education, Culture, Sports, Science, and Technology), as
specified in Gakushu Shidou Youryou [(Foreign language in secondary
school’) The Course of Study] (Monbu-kagaku-sho, 2001).

Research question 3: How does the vocabulary of the
item sentences (i.e., the stems and correct answer) in the
vocabulary section compare with the vocabulary of the
reading comprehension passages for each level?

The objective here was to compare the lexical load of the vocabulary
section with that of the reading section. For this analysis, all levels of the
Eiken administered in June 2000 were examined.

Method
The Range Program

All analyses were conducted with Range (Nation & Heatley, 1996), a
PC program that is freely available at the University of Victoria at Wel-
lington’s web site (http: //www.vuw.ac.nz/lals/). This software compares
the words in a text or several texts with the words in three base lists and
can be used to find the coverage of a text using preset word lists.

As noted above, Range detects and classifies three categories of
words. The first is made up of the 1,000 most frequent words in English
(3,126 types or 999 word families) and the second is comprised of the
second 1,000 most frequent words (2,721 types or 986 families). The
source of these words is A General Service List of English Words (West,
1953). Together these 1,985 word families constitute what is commonly
referred to as the high frequency vocabulary of English.

The third category is made up of words not found among the high
frequency words described above, but which frequently occur in upper
secondary school and university textbooks across a wide range of aca-
demic subjects (2,540 types or 570 families). The source of these words
is the Academic Word List (AWL) (Coxhead, 2000).

Range employs three types of units to count words. Tokens are tallied
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by simply counting every word form in a spoken or written text. If the
same word form occurs more than once, each occurrence is counted.
Types are tallied by counting every unique word form only once.
Additional occurrences are not counted. Let us look at one concrete
example to help illustrate the idea. In the sentence, Scientists know that
the volume of the moon is the same as the volume of the Pacific Ocean,
there are 18 tokens (i.e., 18 words in the sentence) but only twelve types
(i.e., twelve unique word forms). The final type of unit, word families,
consists of a headword, its inflected forms, and its closely related derived
forms. For example, know (headword), knows (inflected form), and
unknown (closely related derived form) are all part of the same word
family (Bauer & Nation, 1993). Although all three counts serve useful but
distinct purposes, in this study we emphasized #ypes because we were
primarily interested in the occurrence of unique word forms. Finally,
in addition to the three categories of words described above, Range
indicates which words in a text are not covered by any of the above lists.
Thus, a fourth category of low frequency vocabulary is automatically
created by the program.

The Eiken Vocabulary Test Section

As noted above, all levels of the Eiken include vocabulary items in
the first section of the test. The same multiple-choice, minimal context
format is used for all levels, but the number of items on each level varies
(see Table 1).

Table 1: Items Included in the Analyses

Test # of items # of items # of items Total # of Total # of
level per test inspected deletedftest  items deleted  items analyzed
First 30 180 6-7 38 142
Pre-first 30 180 6-7 38 - 142
Second 25 150 15 90 60
Pre-second 25 150 13-15 86 64
Third 20 120 8-11 56 64
Fourth 20 120 7-11 61 59

Fifth 15 90 5-9 46 44
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The following is one item from the first level test administered in June
2000:

After her pleasant first flight, the woman realized that her
fear of flying had been ( ).
1. undaunted
2. unfounded
3. unabashed
4.

unscathed
(Eiken, 2001a, p. 14)

Each test that we examined also included a number of items testing
knowledge of English idioms and grammar. For instance, the following
item from the pre-first level tests idiomatic knowledge:

The Internet stock’s value grew ( ) soon after it
was offered to the public. It rose 20% in one month.

1. out and about

2. by leaps and bounds
3. above and beyond
4.

in bits and pieces
(Eiken, 2001b, p. 19)
A typical fourth level grammar item is:

George ( ) his friend in the park yesterday.

1. sees

2. will see

3. saw

4. seen

(Eiken, 2001c, p. 28)

Because it is not possible to analyze multi-word units such as phrasal
verbs and idioms with Range, these items, as well as the items testing
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grammatical knowledge, were eliminated from the data set by both
researchers working in consultation. Table 1 summarizes the number of
items deleted from the analysis and the number of items remaining after
the deletions. For instance, at the first level, 180 items were inspected
(6 test forms x 30 items/per form), and depending on the specific form,
six or seven items were deleted. This resulted in 38 total deletions. The
remaining 142 items were used in the analyses.

The remaining multiple-choice options in all six administrations of
the Eiken from 1998 to 2000 were then entered into Microsoft Word 2000
(2000). The files were then saved in text format so that they could be
read by Range. Data files for each level consisted of the four multiple-
choice options for each question, including the correct answers (e.g.,
unfounded in the first example test item above) and the three distractors
(e.g., undaunted, unabashed and unscathed) for each item. The data
from the six test forms were entered into separate test files so that we
could investigate differences between the test forms.

The second set of data that were collected was for the item sentences
(stems) in the vocabulary section along with the correct options (in-
correct options excluded). Items that were excluded in the previous
analysis were also excluded here.

The third data set was made up of the reading passages from the first
to the fourth levels of the Eiken administered in June 20002, The pas-
sages were entered into Microsoft Word 2000, converted to text format
and then submitted to Range.

Results
The Multiple-Choice Vocabulary Options

The initial analysis concerned the multiple-choice options in the
vocabulary section. Columns 4 to 7 in Table 2 summarize the results
of the Range analysis. It can be seen, for example, that of all the types
appearing in the fifth level test forms under examination, 95, or 81.2%,
appear on Range’s list of the 1,000 most frequent words. In general, the
amount of higher frequency vocabulary decreases and the amount of
lower frequency vocabulary increases as the tests move from the easiest
(fifth) level to the most difficult (first) level, at which point over 90% of
the vocabulary options are low frequency words. '
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Table 2: Targeted Examinees, Assumed Vocabulary Sizes, and Coverage
of the Multiple-choice Options in the Vocabulary Section

Test Targeted Targeted  First Second AWL Low
Level Examinees Size 1,000 1,000 Frequency
Types(%) Types(%) Types(%) Types(%)

First Four-year 10,000 8 (19 11 (1.9 23 (41) 523 (92.6)
college grads -15,000

Pre-first ~ Two-year 7500 32 (5.7) 55 (97) 133(234) 346 (61.1)
college grads

Second  HS seniors 5100 77 (33.5) 64(278 58(25.2) 31 (13.5)

Pre- HS first & 3,600 143 (61L1) 57(243) 17 (73) 17 (73

second second year

Third JHS third 2100 167 (77.7) 39(81) 3 (14) 6 (28
year

Fourth JHS second 1,300 161 (81.3) 34 (172) 2 (1.0 1 (05)
year _

Fifth JHS first 600 95 (81.2) 20 (17.1) 0 (0.0 2 (17D
year

Note. HS = High school, JHS = Junior high school.

Variation among the lexical profiles of different administrations of the
same test level was also investigated. The results for the first, pre-first,
and second level test forms are displayed in Table 3. The second column
shows the six administrations of the highest three levels of the Eiken
included in this study, and columns 3 through 6 show the four lexical
categories reported by Range. As can be seen, different versions of the
same level test are not entirely consistent. For instance, the profiles of
the June 1998 and the October 2000 administrations of the pre-first level
show considerable variation, particularly where the second 1,000 word
frequency level (column 4) and low frequency words (column 6) are
concerned.
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Table 3: Variation in the Lexical Distribution of Item Options on the
First, Pre-first, and Second Level Test Forms

Test Administration ~ First 1,000 Second 1,000 AWL Low frequency

Level Date Types (%) Types (%) Types (%) Types (%)

First Oct. 2000 1 (LD 0 (0.0 3 (3.2) 91 (95.8)
June 2000 0 (0.0 0 (0.0) 2 (2.1 94 (979)
Oct. 1999 0 (0.0) 0 (0.0 2 (2.1 94 (97.9)
June 1999 2 21D 4 (4.2) 5 (5.2) 85 (88.5)
Oct. 1998 4 (4.3) 5 (5.9 3 (33 80 (87.0)
June 1998 1 (1D 2 (22 8 (87 81 (88.0)

Pre-first Oct. 2000 6 (63) 6 (63) 16 (16.7) 68 (70.8)
June 2000 4 (42) 7 (73) 21 (21.9) 64 (66.7)
Oct. 1999 3 3D 10 (10.4) 23 (24.0) 60 (62.5)
June 1999 5 5.2 8 (83) 23 (24.0) 60 (62.5)
Oct. 1998 4 (43) 6 (65) 29 (31.5) 53 (57.6)

0

June 1998 10 (109 18 (19.6) 21 (22.8) 43 (46.7)

Second Oct. 2000 15 (37.5) 17 (42.5) 3 (@5 5 (12.5)
June 2000 16 (40.0) 13 (32.5) 10 (25.0) 1 25
Oct. 1999 10 (25.0) 8 (20.0) 14 (35.0) 8 (20.0)

June 1999 10 (25.0) 11 (275) 14 (35.0) 5 (12.5)
Oct. 1998 15 (375) 7 (175) 15 (37.5) 3 (75
June 1998 15 (375) 9 (22.2) 7 (175) 9 (225)

The Multiple-choice Vocabulary Options and their
' Relationship to the Examinees

The results pertaining to research question 2 are displayed in Table 2.
The targeted examinees are shown in the second column, and the tar-
geted vocabulary sizes of the examinees are shown in the third column.
These can be compared to the lexical composition of the different test
levels. For instance, at the fourth level, second year junior high school
students are expected to have a vocabulary of approximately 1,300
words. The test options match this target well as they are taken primarily
from the first and second 1,000 most frequent words of English.
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A Comparison of the Vocabulary

and Reading Comprehension Sections
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Our final research question concerned the degree of consistency
between the vocabulary and reading comprehension sections of the
Eiken. The results are shown in Table 4.

Table 4: Coverage of the Vocabulary Section Options,
Vocabulary Item Sentences and Reading Section Passages

Test Word Options: Sentence Reading
Level List Types (%) Stems: Passages:
Types (%) Types (%)
First 1st 1,000 8 (149 182 (58.5) 526 (51.4)
2nd 1,000 11 (19 39 (125 112 (10.9)
AWL 23 (41D 28 (9.0 141 (13.8)
Low Frequency 523 (92.6) 62 (199 244 (23.9)
Pre-first 1st 1,000 32 (5.7 172 (62.3) 385 (54.3)
2nd 1,000 55 9.7 33 (12.0) 81 (11.4)
AWL 133 (23.4) 22 (8.0 80 (11.3)
Low Frequency 125 (61.1) 49 (17.8) 163 (23.0)
Second 1st 1,000 77 (33.5) 107 (79.3) 311 (73.0)
2nd 1,000 64 (27.8) 14 (10.4) 38 (89
AWL 58 (25.2) 4 (B3O 29 (6.8
Low Frequency 31 (13.5) 10 (74) 48 (11.3)
Pre-second  1st 1,000 143 (61.1) 106 (80.9) 252 (78.5)
2nd 1,000 57 (24.3) 11 (84) 21 (6.5
AWL 17 (73) 2 (15 9 (28)
Low Frequency 17 (73) 12 (9.2) 39 (12.1)
Third 1st 1,000 167 (77.7) 113 (75.3) 184 (82.9)
2nd 1,000 39 (18.1) 15 (10.0) 20 (9.0
AWL 3 (14 1 ©7) 0 (0.0
Low Frequency 6 (28 21 (14.0) 18 (8.1
Fourth 1st 1,000 161 (81.3) 75 (815) 136 (86.1)
2nd 1,000 34 (17.2) 7 (@76) 10 (6.3)
AWL 2 (1.0 0 00 1 (0.6)
Low Frequency 1 (05) 10 (10.9) 11 7.0
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Item options for all test levels are shown in the third column. A com-
parison of the percentages found under Sentence Stems % (column 4)
and Reading Passages % (column 5) shows that they are relatively close
to each other throughout all test levels and for all word categories. In
the first through pre-second levels, the sentences have a slightly greater
proportion of high frequency vocabulary. This situation is reversed on
the third and fourth levels where the vocabulary in the reading section
appears to be slightly easier.

Discussion
The Multiple-choice Vocabulary Options

Five main points are deserving of comment. First, the degree of dif-
ficulty of the first level vocabulary section is now clear. More than 90%
of the item options at the first level are low frequency words. Although
low frequency words should be tested at this level, the gap in difficulty
between the pre-first and first levels is quite large, as can be seen by the
increase (61.1% to 92.6%) in low frequency vocabulary (Table 2).

Second, the largest jump in difficulty occurs between the second
and pre-first levels. At the second level, high frequency vocabulary
accounts for 61.3% of the distractors and low frequency vocabulary only
13.5%. However, when we move to the pre-first level, these numbers are
effectively reversed: high frequency vocabulary has fallen to 15.4% and
low frequency vocabulary has risen sharply to 61.1%. This sudden shift
validates the subjective experience voiced by many Japanese examinees:
The pre-first and first level vocabulary sections are far more difficult than
the vocabulary found at other levels of the test.

Third, despite the fact that the first level is a test of low frequency
vocabulary and the pre-first level a test of low frequency and academic
vocabulary, high frequency words account for 3.3% (1.4% + 1.9%) of the
options in the first level and 15.4% (5.7% + 9.7%) in the pre-first level. It
is inappropriate to include such options on the highest two levels of the
test. In order to illustrate the reason for this, let us look at one example
from a pre-first level test administered October 18, 1998.

The politician got upset when he found his views had been
( ) by the journalist’s misleading article.

1 adopted
2 distorted
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3 implied

4 proclaimed
(Eiken, 2001b, p. 106)

Because of the frequency-sensitive nature of second language vocab-
ulary acquisition, the higher the frequency level of a particular word, the
higher the probability it is known.? In the above item, option 1 (adopted)
is one of the most frequent 1,000 words of English, options 2 (distorted)
and 3 (implied) are part of the AWL, and option 4 (proclaimed) is a low
frequency item. This mixing of words from very different frequency lev-
els increases the likelihood that a relatively high frequency option such
as adopted will not function effectively as a distractor in the presence of
lower frequency vocabulary because many examinees will be able to
eliminate it relatively easily, or, if it is the correct option, choose it with
little difficulty (see Haladyna, 1994 for an extensive review of multiple-
choice item functioning and distractor analysis).

The fourth point concerns the similarity of the lexical profiles of
the third, fourth, and fifth levels. Although each of these levels is ap-
propriately focused on high frequency vocabulary, the lack of a shift
in empbhasis from the first to the second 1,000 word families suggests
that there is no significant change in difficulty from one level to the next
given the well-known influence of word frequency on lexical acquisi-
tion. We investigated this possibility more closely by randomly selecting
25 words each from the third, fourth, and fifth level vocabulary options
and checking the precise frequency of those words with the Carroll,
Davies, and Richman (1971) word frequency list. The fifth level test form
was essentially a test of the 500 most frequent words of English and, as
such, was easier than the third and fourth level tests. However, the com-
position of the third and fourth level tests was extremely similar in terms
of word frequency. In addition, when all of the third and fourth level
options were compared, it was found that 22.8% (38 out of 167 types)
were included on both test levels. This degree of overlap is troubling on
tests that are purported to be aimed at different proficiency groups.

Fifth, the major difference at the first level concerns a change made
by Eikyo between the June and October 1999 administrations. As shown
in Table 3, the 1998 and June 1999 administrations display consistent
profiles, but the test writers appear to have made the test more difficult
beginning with the October 1999 administration, at which time the
test becomes almost entirely composed of low frequency vocabulary.
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Inconsistencies also appear in the pre-first and second level test forms.
For instance, the June 1998 pre-first level test appears to be considerably
easier than the October 2000 administration based on the amount of
low frequency vocabulary tested on each form—46.7% versus 70.8%.
Furthermore, 80% (37.5% + 42.5%) of the vocabulary on the October
2000 second level test form is made up of high frequency vocabulary
whereas the same vocabulary levels comprise only 60% of the June 1998
second level form.

The Multiple-choice Vocabulary Options
and their Relationship to the Examinees

Our second research question concerned the targeted examinees,
their assumed vocabulary sizes, the degree to which the Eiken vocabu-
lary section is in accord with the assumed sizes, and the appropriateness
of those assumptions. Table 2 shows the targeted examinees by edu-
cational level (column 2) and their assumed vocabulary sizes (column
3) as stated by Eikyo (2001). Vocabulary size is assumed to increase as
grade level rises.

Let us first tumn to the question of the degree to which the Eiken vo-
cabulary sections are in accord with the target vocabulary sizes shown
in Table 2. Answering this question is not entirely straightforward for
two reasons. First, we do not know which words Eikyo counts as the
targeted vocabulary because they do not disclose the word list(s) that
they are using. Secondly, although Eikyo does not publicly disclose how
it counts words, an Eikyo representative informed us that the test makers
count words “like in a dictionary” (anonymous Eikyo representative,
personal communication, February 24, 2002). This suggests that Eikyo
may be counting words in a manner that is similar to our focus on word
types. This is an important issue because word counts change signifi-
cantly depending on what counts as a word. For instance, the first 1,000
high frequency words of English can be counted as 3, 126 types or 999
word families.

Because of the large number of interrelationships between the cells
in Table 2, we will highlight only a few of the more important points
by focusing on the third column (targeted size) and the four columns
that show the word type breakdowns for the four types of vocabulary
(columns 4 to 7). Eikyo assumes that examinees taking the second level
of the Eiken have a receptive vocabulary of approximately 5,100 words.
However, if this is the case, it makes little sense to test the high frequency
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words of English, and our data show that high frequency words account
for approximately 60% (33.5% + 27.8%) of the words tested at the second
level.

A second example of an apparent mismatch can be found at the
pre-second level, for which Eikyo has stated that examinees should
have a receptive vocabulary of approximately 3,600 words. Although
Eikyo probably intends this figure to be an approximation, it is puzzling
that 61.1% of the vocabulary options that we sampled from six different
pre-second level tests were chosen from the first 1,000 words of English.
These words should present no challenge to a learner with anything
approaching a 3,600-word vocabulary.

One final example concerns the fifth through third levels. In spite
of the fact that, as noted above, the examinees’ vocabulary sizes are
expected to increase from 600 words at the fifth level to 2,100 words at
the third level, the actual data show that the three sections are made up
of broadly similar items: The first 1,000 word level accounts for 81.2%
of the words at the fifth level and 77.7% of the items at the third level. .
The second 1,000-word level accounts for 17.1% (fifth level) and 18.1%
(third level) of the items. Thus, expected rises in examinees’ receptive '
vocabularies are not mirrored by changes in the lexical profiles of the
items on the test. In sum, we can only conclude that the items on the tests
administered from 1998 to 2000 and the assumed vocabulary knowledge
of examinees have at best a weak relationship with one another.

The second part of research question 2 asked about the appropriate-
ness. of the proposed vocabulary sizes shown in the third column of
Table 2. For instance, is it reasonable to expect a third year junior high
school student to have a 2,100-word receptive vocabulary? Although we
have considerable unpublished data showing that this figure is quite
high, there is little published research available to answer this question.
However, we believe that the figures proposed in Table 2 are unrealistic
in terms of the language acquisition of the average Japanese student.
Barrow, Nakanishi, and Ishino (1999) reported that the Japanese learn-
ers in their study had receptive vocabularies of approximately 2,400
words on average after six years of formal English education. In other
words, first year university students had vocabularies only slightly larger
than the 2,100-word vocabulary proposed by Eikyo for third year junior
high school students.

We can also analyze the appropriateness of the Eiken vocabulary
section by comparing it with the vocabulary sizes that are endorsed by
Monbu-kagaku-sho, as specified in Gakushu Shidou Youryou (Monbu-
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kagaku-sho, 2001). In this document, Monbu-kagaku-sho suggests
vocabulary learning goals for junior and senior high school students.
These guidelines state that up to 900 words should selectively be taught
during three years of junior high school, including basic vocabulary that
relates to aspects of daily life such as seasons, months, days of the week,
time, weather, ordinal and cardinal numbers, and the family. Further-
more, the Ministry sets a target of learning an additional 1,800 words
for high school students. Thus, Japanese students are expected to learn
approximately 2,700 words after six years of formal education. When we
compare the Monbu-kagaku-sho’s suggested vocabulary learning goals
and the vocabulary test items on the Eiken test, it is difficult to identify a
clear relationship between the two, a problem that is particularly acute
at the higher levels of the Eiken 4

A Comparison of the Vocabulary
and Reading Comprehension Sections

As noted in the Results section, the percentages found under Sentence
Stems % and Reading Passages % in Table 4 show broad similarities for
all test levels and word categories. This is appropriate because both sec-
tions should be targeted on the same proficiency level. Large differences
would suggest that at least one section is not appropriate for the targeted
examinees. | '

Two additional findings appear in Table 4. First, the multiple-choice
options (column 3) at the first and pre-first test levels are composed
of more difficult vocabulary than the sentence stems (column 4) and
reading passages (column 5). While low frequency vocabulary makes
up 92.6% of the options at the first level, it comprises only 19.9% of the
sentence stems and 23.9% of the reading passages. At the pre-first level,
low-frequency vocabulary accounts for 61.1% of the options, 17.8 % of
the sentence stems and 23% of the reading passages. Thus, the multi-
ple-choice vocabulary options in the first and pre-first levels pose the
greatest lexical challenge for test takers at those levels.

The second finding concerns the relationship between the options
and sentence stems at the third and fourth levels. Some sentence stems
appear to be made up of more difficult vocabulary than the options. For
instance, at the third level, 14% of the word types in the sentences are
low frequency vocabulary, whereas only 2.8% of the options are low
frequency. As a result, the sentence stem, whose purpose is to provide
context for choosing the correct option, may sometimes be less com-
prehensible than the options themselves, and examinees may miss an
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item not because they lack knowledge of the targeted vocabulary, but
because they did not understand the sentence context.

Recommendations for Improving the Eiken Vocabulary Section

Our intention from the beginning of this study has been to investigate
the Eiken vocabulary section, identify problematic areas, and make
specific suggestions for improving the section. It is to this last goal that
we now turn.

Our first finding was that the different levels of the Eiken vocabulary
section do not increase in difficulty in a smoothly graduated fashion,
and the difficulty levels of different test forms at the first, pre-first and
second level are not consistent (see Table 3). The third and fourth levels
show virtually no change and there are large gaps between the second
and pre-first and the pre-first and first levels of the test (see Table 2).
Although Eikyo has chosen this design based on “teachers’ opinions
and guidance from Monbu-kagaku-sho” (name withheld, personal
communication, October 12, 2001), the result is an overall design that is
at best clumsy and at worst ineffective. One way to remedy this problem
would be to apply the following guidelines: (a) high frequency words
should not be tested or included as distractors at the first, pre-first, and
second levels, (b) the number of items sampled from the AWL should
be increased at the pre-first, second, pre-second, and third levels, and
(©) the first 1,000 words should be gradually deemphasized and the
second 1,000 words gradually emphasized as the test moves from the
fifth to the third level. Eikyo could implement this suggestion by utilizing
software such as Range and by consulting multiple word frequency lists
of written English when choosing words for inclusion on the tests. A
second, and in our opinion, more elegant solution to this problem could
be implemented through the proper use of item response theory (IRT).
Although Eikyo informed us that they are using a form of IRT to analyze
the tests (name withheld, personal communication, September 12, 2001),
 we see little evidence that they have taken advantage of the strengths of
IRT. The Rasch model, which is a latent trait measurement model that
places person ability and item difficulty on a single log linear scale,
would permit Eikyo to produce vocabulary sections that sensitively
measure lexical knowledge, avoid the gaps that we found at the higher
levels of the test, equate test forms relatively easily, make shorter yet
more reliable tests, and deliver the tests in a computer-adaptive format
(see Bond & Fox, 2001 and Wright & Stone, 1979 for details regarding
how these objectives can be achieved with the Rasch model). Using

131



124 JALT JOURNAL

the Rasch model and word frequency information to model reading
development has been undertaken with considerable success in the
United States by Lexile (www.lexile.com). This work could serve as a -
useful model for Eikyo.

Our second main finding concerned the use of multiple-choice op-
tions from widely varying frequency levels. We recommend that the four
options for any single question be drawn from similar word frequency
levels. As outlined earlier, the influence of word frequency effects is
so pervasive that higher frequency distractors can be comprehended
relatively easily and either eliminated or chosen as the correct option.
By using options from similar frequency levels, the effectiveness of the
distractors can be enhanced and the possibility of successful guessing
minimized. This could best be implemented by consulting multiple
word frequency lists when selecting vocabulary item options.

Our third major suggestion concerns our finding that the assumed
vocabulary sizes of the targeted examinees frequently bear little relation
to the difficulty of the items included in the vocabulary section. One
clear example of the current mismatch can be found in the third level
test. The assumed vocabulary size is 2,100 words, yet the third level vo-
cabulary section is primarily testing the first 1,000 high frequency words
of English. If Eikyo insists on using vocabulary size figures such as the
ones reported in Table 2, then they should construct the different levels
of their tests to more closely match those figures.

Fourth, we have criticized the proposed vocabulary sizes summarized
in Table 2 as being largely divorced from reality. Our recommendation,
which we direct at Eikyo, Monbu-kagaku-sho, and second language
researchers in Japan, is that more empirical investigations of the lexical
knowledge of Japanese leamers at all levels of the formal education
system are needed. When Eikyo suggests that specific levels of the
Eiken are appropriate for learners in a particular grade in school, those
figures and the amounts of lexical growth associated with them should
be based on empirical studies that suggest what amount of lexical
growth is challenging yet generally achievable. In this regard, we would
like to pose three broad research questions to Eikyo and independent
researchers suggested by the data in Table 2: (a) For what percentage
of Japanese students are the vocabulary size figures accurate? (b) What
rate of lexical growth do Japanese students show throughout their
junior high school, senior high school, and university studies? (c) To
what degree do published figures such as those shown in Table 2 influ-
ence Japanese learners? This last question concerns test washback and
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is related to our belief that the vocabulary learning goals established by
Monbu-kagaku-sho for junior and senior high school students are too
low.

A New Eiken? A New Eikyo?

Although we believe that the Eiken would be improved if the
above suggestions were implemented, our recommendations may be
analogous to repairing an old car: the repairs help, but what is really
needed is a new car. What form might the “new Eiken” and the “new
Eikyo” take? Our list of wishes is long, but we will discuss only three.

First, we would like to see Eikyo undertake a reconceptualizion of
the entire vocabulary section based on what is currently known about
text processing and the second language lexicon on one hand and item
response theory (IRT) on the other. As with every other professional
language testing organization, Eikyo must constantly strive to better,
understand the underlying construct that they wish to test. At a mini-
mum, this would involve the careful study of recent theories of lexical-
knowledge and its interaction with text comprehension (e.g., Kintsch,
1998), the second language lexicon (e.g., Pavlenko, 1999), and vocabu-
lary test validation (e.g., Perkins & Linville, 1987). The second base upon
which a reconceptualized Eiken would rest is statistical theory. As stated
earlier, the appropriate use of IRT would permit Eikyo to design, refine,
and administer the vocabulary section more effectively and circumvent
many of the problems we have pointed out.

Our second, and more radical suggestion, is that Eikyo should
carry out detailed empirical investigations of test functioning that would
reveal whether an independent vocabulary section is even needed. A
number of studies conducted over the past three decades have consist-
ently shown that vocabulary knowledge is the primary factor underlying
reading comprehension. As a result, it may be redundant and therefore
inefficient to include both reading comprehension and vocabulary
sections on the test. Moreover, current approaches to language testing
in general (Chapelle, 1998) and vocabulary testing in particular (Read
& Chapelle, 2001) suggest that placing lexical items in rich contexts is
the most valid way in which to test examinees’ lexical knowledge. In
addition, this testing format would overcome the negative washback
associated with the vocabulary section of the Eiken. Books (e.g., the
six volume Eiken Pass Tanjyukugo, 1998) and Internet sites (e.g., http:
/www19.big.orjp/~ hmnomura/eikenbbs2/eikenbbs2.cgi) dedicated
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to helping Japanese learners successfully pass the Eiken consistently
promote a heavily decontextualized approach to vocabulary learning
despite the fact that studies on lexical acquisition (e.g., Prince, 1996)
have shown that the overuse of decontextualized vocabulary study can
result in learners who cannot break away from a reliance on translation,
are unable to exploit the lexicon effectively for production, and have
slow and effortful processing of L2 syntax and word identification.

Our final wish is that as a socially responsible corporation, Eikyo
should be more forthcoming about test functioning. Validation studies
need to be undertaken for every section of the Eiken, and the results of
these studies published so that language testing professionals, teachers,
and test takers can examine them in detail. In addition, a test booklet
disclosing section and test reliabilities, intercorrelations among test
sections, and other quantitative and qualitative data should be made
publicly available. One of the best examples of this practice in the field
of second language testing is Educational Testing Service, which has
long published information about the functioning of the TOEFL test in
articles written for the general public and technical research reports that
disclose the results of detailed investigations into specific sections of the
test (see www.toefl.org for general information and a large number of
technical research reports available online). This is all the more impor-
tant because independent studies (e.g., MacGregor, 1997 and this study)
have arrived at the same general conclusion: the Eiken has potentially
serious reliability and validity problems. In addition to the employees of
Eikyo, a potentially large number of language testing professionals both
inside and outside of Japan could lend their expertise to the develop-
ment of improved tests.

Conclusion

In this study we have made suggestions for improving the vocabulary
section of the Eiken based on an analysis of the lexical categories of the
item options, sentence stems and reading passages on all seven levels
of the Eiken administered over a three year period. It is our hope that
further studies on the Eiken will be undertaken both by independent
researchers and by researchers working together with Eikyo in order to
improve what is unarguably one of the most important proficiency tests
in Japan. The Japanese students and adults who take future versions of
the test deserve no less.
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Notes

1. We have called Daimon 1 (section 1 of the written part) the vocabu-
lary section because the majority of the items test knowledge of single
words, two-word verbs, or idioms.

2. The fifth level of the Eiken does not have a reading test section.

3. Although a large number of factors, such as concreteness, phono-
logical and orthographic regularity, part of speech and pronuncibility
influence word difficulty, a considerable amount of research evidence
from the field of language testing (e.g., Miller & Lee, 1993; Read, 1988;
and Schmitt, Schmitt, & Clapham, 2001) and second language lexical
acquisition (e.g., Kirsner, 1994 and Ellis, 1994, 2001) has shown that word
frequency is the primary factor underlying lexical difficulty.

4. One reviewer raised the point that other factors, such as the role of
cram schools, affect the lexical acquisition of Japanese learners. If Eikyo
considers these factors, it is their responsibility to describe how such
factors are accounted for and how they influence decisions about test
construction.
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The Effect of Three Types of Written Feedback
on Student Motivation

Peter M. Duppenthaler
Tezukayama Gakuin University

This article reports on the effect of three types of written feedback on student
motivation at a girls’ private high school in Japan. It addresses the question
of whether students who receive meaning-focused feedback show a greater
degree of positive motivation than students who receive either positive com-
ments or error-focused feedback. The only statistically significant difference
among the three types of feedback was that the positive-comments group was
significantly less eager to get their journals back each week than the meaning-
focused feedback group. The overall findings of this study reconfirm the positive
effect journal writing, regardless of feedback type, has on motivation. All three
groups reported that they felt it had a positive effect on their English, and that it
had been a worthwhile experience for them.
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T he larger one-year study on which this article is based (see
Duppenthaler, 2002) investigated the effect of three different
types of feedback on the “improvement” of students’ journal
entries, the possibility of a transfer effect to in-class compositions, and
possible influence on the strength of motivation. The present article is
limited to the question of motivation (see Stern, 1983; Oxford, 1994; and
Dornyei, 2001 for overviews and general discussions of motivation).
The research question was: Do students who receive meaning-focused
feedback show a greater degree of positive motivation than students
who receive either positive comments or error-focused feedback?

The three types of feedback provided in the students’ journals were
(a) meaning-focused feedback, in which I engaged in an ongoing and
cumulative, interactive dialog with the participants, providing com-
mentary on the content of each journal entry, suggesting future topics,
and asking for additional information and clarification; (b) positive
comments, in which I responded with phrases such as “well done,”
“keep up the good work” and “keep writing,” and with occasional short.
positive comments on the content of a few scattered journal entries so
that students would know, as in the case of the other two treatment
groups, that [ was reading their entries, but did not engage in an ongoing
interactive dialog, or ask for additional information and clarification; and
(c) error-focused feedback, in which I corrected all errors, in red ink, in
the participants’ journal entries with no revision required on the part of
the participants.

A review of the literature indicated that several researchers (Leki, 1992;
Holmes & Moulton, 1997) had voiced the opinion that meaning-focused
feedback had a positive effect on motivation. Although some research-
ers (Semke, 1984; Robb, Ross, & Shortreed, 1986; Aly, 1992, Fazio, 2001)
reported little positive value for error correction, many students seem
to prefer it (see for example Cathcart & Olsen, 1976; Radecki & Swales,
1988; Harrison, 1993; Timson, Grow, & Matsuoka, 1999). It was therefore
felt that error-focused feedback might be viewed positively by students,
and thus might lead to increased motivation. Finally, it was felt that
positive comments should be included as one of the treatment types
because informal discussions with teachers in Japanese high schools
who had used journals led me to believe that this was a common, if not
the most common, type of feedback.

Although, in a general sense, meaning-focused feedback may seem
to fit into the general feedback category of commentary, in which the
teacher makes written comments or asks questions focused on either
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grammatical errors, content, or the students’ ideas, it is in fact a rather
different thing in that it is not intended to be evaluative. “Commentary”
in this case consists of exchanges in which the teacher is “a participant in
an ongoing written conversation with the student, rather than an evalu-
ator who corrects or comments on the students’ writing” (Worthington,
1997, p. 3).

With regard to error correction, Radecki and Swales (1988), Cathcart
and Olsen (1976), and Harrison (1993), all reported that students prefer
teachers to correct all surface errors at least to the extent that it is pos-
sible. A survey by Timson, Grow, and Matsuoka (1999) to determine the
error correction preferences of 1,228 Japanese, second language learn-
ers enrolled in various departments at nine universities in Japan found
overwhelming agreement among their respondents that “error correc-
tion is necessary and desirable in order to increase second language
fluency” (p. 145) and that “a majority of those surveyed desire to have
their errors corrected” (p. 145).

There may be several possible explanations for the popularity of er-
ror correction among students. The main one may simply be that many
teachers use this type of feedback. This may mean that students are used
to it and therefore comfortable with it. It may also be seen as the type of
feedback that requires the least effort on the students’ part. After all, all
students need to do to improve the original draft is to rewrite, copying
the corrections that the teacher has already made for them, reducing
their main task to one of reading the teacher’s handwriting..

According to Staton (1988), the publication of two National Institute
of Education reports, “Analysis of Dialogue Journal Writing as a Com-
municative Event,” and “Dialogue Writing: Analysis of Student-Teachers
Interactive Writing in the Learning of English as a Second Language,”
“stirred increased interest in the use of dialogue journals in the ESL com-
munity” (p. xi). However, even before this, the classroom use of journals
was not all that uncommon. The Journal Book (1987), edited by Toby
Fulwiler, a longtime proponent of using journals, contains 42 articles, by
42 different authors, all singing the praises of journal writing in teaching
situations from elementary school through university, and in disciplines
as varied as English poetry and experimental physics. The entire
volume “is about journals, and their use in developing students’ minds
and selves” (Staton, 1987, p. 4). The authors in this collection frequently
mention the positive effects on motivation that journals have.

An additional impetus for the use of journals as ESL/EFL language teach-
ing tools was given by TESOL'’s (Teachers of English to Speakers of Other
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Languages) publication of two books specifically dealing with journal writ-
ing, Students and Teachers Writing Together: Perspectives on Journal
Writing (Peyton, 1990) and Dialogue Journal Writing with Nonnative
English Speakers: A Handbook for Teachers (Peyton & Reed, 1990).

Over the years, journals have not only been used in language teach-
ing classrooms throughout the world but have also been used in work
with deaf children (Staton, 1985; Kluwin & Blumenthal, 1991), as a part
of preservice teacher training programs (Brinton & Holten, 1988; Bacon,
1995), in multilingual classes (McFarland, 1992; Moulton & Holmes,
1994), with the learning-disabled (McGettigan, 1987; Gaustad & Mes-
senheimer-Young, 1991), with gifted children (Armstrong 1994), through
the media of computers and e-mail (McQuail, 1995; Yeoman, 1995), and
as a means of enhancing communication and understanding in schools
(Dana, 1993; Hanrahan, 1999). As Kirby, Liner, and Vinz (1988) note, “the
journal is one of those phenomena of English teaching: an instant hit
with teachers everywhere. It zoomed like a skyrocket through every
cookbook and conference . . . it has been used and abused at one time
or another by most English teachers” (p. 57).

The popularity of journals can also be seen as a natural extension of
the Whole Language movement as outlined by Goodman (1986), which
“rests upon the premise that language is more easily acquired when
teaching and learning are all inclusive, contextualized and purposeful”
(de Godev, 1994, p. 2), and by the work of Swain (1985, 1995) and others
on input and output (see Woodfield, 1997; and Robinson, 1997 for more
on input and output). In addition, Holmes and Moulton (1997) note the
fairly commonly held view that “through responding to the content of
students’ writing and not correcting errors, teachers can..[control] affec-
tive variables that affect the writer’s motivation” (p. 620) and report that
their students believed that journal writing enhanced their motivation to
write and increased their fluency.

There have been a number of studies carried out in Japan involving
the use of journals (see for example Konoeda, 1997; Hirose & Sasaki,
2000). The nine articles in the collection of articles edited by Casanave
(1993a) on the use of journals at the Shonan Fujisawa campus of Keio
University and Keio High School are of particular relevance to this study.
Not only do they deal with journal writing in Japan, but also several
describe teacher-student dialogue journals. However, only one of the
articles (Harrison, 1993) deals with the use of journals in a high school
setting.

All of the authors in the collection are positively disposed toward the
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use of journals even though, as many of them point out, they require
a great deal of time and energy on the part of the teachers. Casanave
is fairly representative when she writes, “In the Japan context, at least,
journal writing may constitute the single most beneficial activity for
the development of students’ confidence and communicative ability in
English” (p. 4).

Casanave (1993b) used written and oral data in both English and
Japanese to investigate students’ views on journal writing. The subjects
consisted of four intact classes with 30 students in each class. The stu-
dents engaged in journal writing during the course of one semester. At
the end of the semester the students were asked to write a journal entry
on their journal writing experience. They were not asked to respond to
detailed questions, but simply to comment in any way they wished on
what the experience of journal writing had been like for them. Casanave
then used these final entries, along with interviews, as her data source.
She found that the majority, but not all, of the students found the
journal experience to be a positive one. “They believe that their English
language and writing abilities improved, that they became more fluent
writers (and in some cases, speakers), and that they developed person-
ally and intellectually through the journal writing process” (p. 4).

Although researchers who have investigated the students’ own
opinions on what they think of the experience of journal writing, usually
through interviews and questionnaires, generally report positive feelings
toward the experience, there are always at least a few students who report
that they do not like keeping journals (see for example Lucas, 1990, 1992;
Casanave, 1993b; Holmes & Moulton, 1995; Skerritt, 1995).

It is interesting to note that both Holmes and Moulton (1995) and
Casanave (1993b) mentioned that students who had more experience
with the target language were the least comfortable with (i.e., the most
negative about) journal writing. In the case of Holmes and Moulton, one
student, Dang, the “reluctant participant” in the title of their article, had
spent five years in the United States during which time he had graduated
from an American high school. Holmes and Moulton note that if teach-
ers bothered to ask, “they would probably find that there is a contrarian
like Dang in every class” (p. 242).

Casanave (1993b) also reported that, “A handful of other students,
particularly returnee students [i.e., returning to live in Japan after hav-
ing lived abroad for a period of time] at the end of three semesters of
English, remarked that they ‘hated journal writing,’ yet recognized that it
benefited their English in a number of ways” (p. 100). It is interesting to
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note that Radecki and Swales (1988), in their study of ESL students’ reac-
tions to written comments on their essays also found, through student
questionnaires, that as students progress in their English language devel-
opment they become less tolerant of their teachers’ feedback and “more
restricted [in] the role they generally assign to the English instructor” (p.
364). However, they go on to say that they had “little hard evidence of
any relationship between the type of student respondent and the profi-
ciency level in ESL writing” (p. 364). Skerritt (1995) found that students
felt the experience worthwhile only if it allowed for personal reflection
and if they were certain that the teacher was reading their entries.

The present study built on the existing body of research on journals
in educational settings. It extended it in four ways: (a) by using journals
as a means of delivering different types of feedback, (b) by carrying it
out in a2 new environment (i.e., a Japanese girls’ high school), (c) by
using a relatively large sample size of 99 students, and (d) by providing
treatment over an entire academic year.

Methods
Site

The school at which this study was carried out is a girls’ high school
of mid-sized enrollment in the Kansai area. The general emphasis of the
English program at the school is almost equally divided between the
four skills of reading, writing, speaking, and listening, but with a slightly
heavier emphasis on reading and writing. English is a required subject at
the school from junior high school through high school. It is a fairly typi-
cal Japanese high school in that the teachers consider their main job to
be the preparation of students for college entrance exams. Even though,
due to the decline in the birth rate, there are now more places at colleges
and universities than applicants, there is still competition to enter top-
ranking institutions of higher learning; any high school whose students
can enter such schools will have fewer problems in attracting potential
students and thus a greater chance of survival. This opinion seems to be
fairly common among Japanese high school teachers whether they are
working at public or private high schools.

Participants

Second-year students at the school are divided into five levels
based on their performance during their first year of high school: one
higher-level class, one middle-level class, and three lower-level classes.
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The students in the three lower-level classes are assigned to individual
classes on the basis of alphabetical order. The 99 participants in this
study consisted of the students in the three lower-level classes. Second-
year students were selected for a number of reasons. First, the teachers
felt that second-year students had enough English and time to write a
journal in English. In fact, they felt that this was the only year that it was
possible for the students to do it--first-year students were either too busy
getting used to school or did not have enough English to be able to write
a journal in English, and third-year students were either too busy prepar-
ing for entrance exams or under too much pressure worrying about tak-
ing them. Second, the lower-level students were selected because they
constituted the largest group of students at one ability level. Third, the
teachers were less willing to involve higher-level students in anything
that might “distract” them from their main task of preparing for college
entrance exams. Finally, it was assumed that motivation would be less of
a problem for higher-level student and that any increase in motivation
might have a greater positive effect on lower-level students.

Materials

Bilingual Pretreatment Questionnaire

A bilingual pretreatment questionnaire was developed by the author
in consultation with the Japanese English teachers at the school and
an American consultant with several years of teaching experience at a
Japanese high school in Japan. The final version (see first 10 questions
in Appendix 1) consisted of ten questions designed to determine the
students’ language history (i.e., familiarity with and exposure to English
outside of their regular classes). It was used to check for any pretreat-
ment differences among the three groups.

Bilingual Posttreatment Questionndire

A bilingual posttreatment questionnaire (see Appendix 1) was also
developed by the author in consultation with the group mentioned
above. The final version consisted of 20 questions. The first ten ques-
tions were exactly the same as those in the pretreatment questionnaire
and were used to check for any differences among treatment groups
that might have occurred during the year. Questions 11 through 20 were
designed to find out how the students had felt about keeping a journal,
and to see if the experience had resulted in any motivational differences
among the three groups.
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The posttreatment questionnaire was given at the end of the academic
year. No significant differences were found among the three treatment
groups with regard to their degree of extracurricular exposure to English
prior to the study (i.e., the first ten questions). An examination of the raw
data showing how many students selected each option indicated that
the numbers had remained almost exactly the same as in the case of the
pretreatment questionnaire. In other words, there had been no changes
with regard to extracurricular English activities during the course of the
year.

Questions 11 through 20, which did not appear in the Pretreatment
Questionnaire, were designed to determine (a) the degree of either
positive or negative feelings the students had toward writing in their
journals and (b) whether they felt the experience had been a positive
one irrespective of how they had felt about having to do the writing or
about putting in the time and effort. A 5-point Likert scale was used for
each question (1 = strongly agree, 2 = agree, 3 = neither agree nor disa-
gree, 4 = disagree, 5 = strongly disagree). Question 20 was designed to
elicit a written response in English. All of the students wrote comments. 1
coded these using the same 5-point Likert scale used for the other ques-
tions so that the question could be included in the statistical analysis
with the other questions. In this case, students who wrote that they liked
English more than before were given a four or a five depending on the
strength of their response. Students who wrote that their attitude had not
changed were given a three. Those who wrote that it had had a negative
influence were given a one or a two depending on the strength of their
response.

Procedures

In order to avoid the problem of group differences—always a
possibility with intact classes—the students were blocked into three
treatment (i.e., feedback) groups, according to their scores on a 40-item,
multiple-choice cloze test, during the first week of school (Group 1,
meaning-focused; Group 2, positive comments; Group 3, error-fo-
cused). The split-half adjusted reliability for the cloze test was .82. As
mentioned before, all second-year students are divided into five classes
based on their performance during their first year of high school. The
students in the three lower-level classes (i.e., those who took part in this
study) are then assigned to their three respective classes on the basis
of alphabetical order. These students are therefore a rather homogene-
ous group of individuals. Reliability can be depressed by a number of
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different factors: a small number of items in the test, setting, time span,
history, and the homogeneity of the group being tested. As noted by Ary,
Jacobs, and Razavieh, (1990), “The reliability coefficient increases as the
spread, or heterogeneity, of the subjects who take the test increases.
Conversely, the more homogeneous the group is with respect to the
trait being measured, the lower will be the reliability coefficient” (p.
280). Given the extreme likelihood of this being a rather homogeneous
group, it was felt that the level of reliability was acceptable for blocking
purposes. Students were blocked into three groups consisting of exactly
33 students per group (for more on block design see Kirk, 1995).

The result of this procedure was that each treatment group was made
up of a similar proportion of students who were enrolled in classes
which were taught by each of the teachers who taught the second-year
students (i.e., students were blocked both by ability and across class
lines). I was therefore, able to control for course content, possible initial
ability level differences among the students, and teacher and instruc-
tional differences that might have occurred during the students’ regular
course of study. In addition, several other procedures were carried out
in order to ensure that there were no SIgnlﬁcant differences among the
groups prior to treatment.

During the second week of school, the participants filled in the
bilingual pretreatment questionnaire. An analysis of the questionnaire
indicated that there were no significant differences among the three
treatment groups. Because questions 1, 4,5, and 9 were Yes/No questions
they were coded using “one” for yes and “zero” for no. The dichotomous
nature of these questions meant that logistic regression, rather than
ANOVA or Linear Regression, was the preferred method of analysis. This
was because unlike ANOVA and Regression, in which the dependent
variable should be continuous, “Logistic [Regression] is relatively free of
restrictions, and with the capacity to analyze a mix of all types of predic-
tors (continuous, discrete, and dichotomous)” (Tabachnick & Fidell,
1996, p. 578). In this type of analysis, if the chi-square is small, “then one
concludes that the two variables are independent; a poor ﬁt leads to a
large chi-square . . . and the conclusion that the two variables are related”
(Tabachnick & Fidell, 1996, p. 56). Logistic regression for questions 1,
4,5, and 9 in the Pretreatment Questionnaire showed small chi-square
and p values, which indicated that there were no significant dlfferences
among the three groups.

Pretreatment Questionnaire questions 2, 3, 6, 7, 8, and 10 were on a
scale, which meant that a multivariate analysis of variance (MANOVA),
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rather than ANOVA, was the preferred method of analysis because the
research design included more than one dependent variable. Like ANO-
VA, MANOVA is a statistical procedure for testing whether the difference
among the means of two or more groups is significant. However,

MANOVA has a number of advantages over ANOVA. First, by
measuring several DVs [Dependent Variables] instead of only one,
the researcher improves the chance of discovering what it is that
changes as a result of different treatments and their interactions...
A second advantage of MANOVA over a series of ANOVAs when
there are several DVs is protection against inflated Type I error
[i.e., rejection of a true null hypothesis] due to multiple tests of

(likely) correlated DVs. (Tabachnick & Fidell, 1996, pp. 375-376)

A one-way MANOVA for Pretreatment Questionnaire questions 2, 3,
6, 7, 8, and 10 also showed no significant differences among the three
treatment groups.

The students also completed an in-class writing assignment during
the second week of school. The in-class writing sheet included a simple
set of instructions in English, a four-frame picture sequence that the
students were to use as the basis for a 200 to 250 word story, the first
line of the story, and space to write the story and record the number of
words written. The picture sequence was selected for its clear story line
and because it did not require prior knowledge of the subject. A number
of researchers (Ross, Shortreed, & Robb, 1988; Rousseau, Bottge, & Dy,
1993; Ishikawa, 1995) have used similar picture sequences to gather writ-
ing samples from students.

A one-way MANOVA was performed on the in-class writing assign-
ment using total number of words, number of error-free clauses, number
of clauses, four vocabulary indices generated by the VocabProfile com-
puter program (sometimes called the LFP [Lexical Frequency Profile]),
and the Flesch-Kincaid Readability Index as the dependent variables,
and group assignment as the independent variable. No significant dif-
ferences were found.

The results of the above analyses served to indicate that there were
no significant group differences among the three treatment groups. In
addition, in order to determine if any significant differences had existed
among the three treatment groups at the beginning of the treatment, a
one-way MANOVA was performed using the first four weeks of journal
entries. There were no significant differences among the three treatment
groups.
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The results of the above analyses all indicated that there were no
significant differences among the three treatment groups at the outset of
the study. The possible novelty of the treatment (i.e., Hawthorne effect)
would seem to have been eliminated by the fact that the treatment lasted
for one year.

The above would all seem to indicate that any significant differences
among the three groups that might have developed during the course of
the academic year could be attributed to the effect of the treatment the
students received during that time rather than to any group differences
that might have existed prior to the outset of the treatment period, or
to group differences which might have been the result of differences in
ability, course content, teacher or instructional methods.

During the course of the year, the students wrote in their journals
on a weekly basis. The journals were collected at the end of each week.
I read each journal, provided the appropriate feedback, and returned
them to the school so that the students could collect their journals from
their homeroom teachers on the following Monday.

Analysis

Procedures related to the identification of possible outliers, the evalu-
ation of the assumptions of normality of sampling distributions, homo-
geneity or variance-covariance matrices, linearity, and multicollinearity
were carried out following recommendations found in Tabachnick and
Fidell (1996). The overall alpha level of this study was set at .05; however,
a Bonferroni type adjustment was made in order to guard against inflated
Type I error. The adjusted alpha for all Multivariate Analysis of Variance
tests was set at .005 (the original alpha level of .05 divided by 10, the total
number of Mulitvarate Analysis of Variance tests in the study). In addi-
tion an adjustment was made in the alpha level for all Univariate F tests.
In this case, the adjusted alpha for the Mulitvarate Analysis of Variance
tests (.005) was divided by the number of dependent variables (DVs).
In the case of the pretreatment and posttreatment questionnaires the
adjusted alpha was .0005 (.005/10 DVs).

The descriptive statistics for the Posttreatment Questionnaire items
directly related to motivation (questions 11 through 20) are presented
in Table 1. It should be noted here that in this particular case the three
treatment groups were slightly unequal in size, (Group 1, 30 students;
Group 2, 30 students; and Group 3, 29 students). This was because three
or four students in each group had not answered all of the questions and
the statistical program being used automatically drops such cases from
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the analysis. However, this slight difference in group size should have no
effect on the overall findings.

Table 1: Descriptive Statistics for Posttreatment Questionnaire
Questions 11 through 20

Question (Q) Min Max Mean StdErr. StdDev. Skewness Kurtosis

Q1 10 50 2489 01042 0999 0.502 -0.170
Q12 10 40 1934 00824 0.786 0.538 -0.096
Q13 1.0 50 2733 01169 1109 0.196 -0.363
Ql4 1.0 50 2196 00992 0952 0.610 0.245
Q15 1.0 50 2560 01107 1.056 0.271 -0.357
Q16 10 50 2619 00975 0935 0.342 0.020
Q17 1.0 40 1826 00882 0846 0.675 -0.416
Q18 10 50 2891 01053 1010 0.418 0172
Q19 1.0 50 2326 01348 1.293 0.643 -0.642
Q20 10 50 2511 0.0920 0883 0.259 -0.227

A one-way MANOVA analysis of questions 11 through 20 indicated
significant differences among the three groups at p = .0006 (see Table
2). These questions were on a scale, which meant that a multivariate
analysis of variance (MANOVA), rather than ANOVA, was the preferred
method of analysis because the research design included more than one
dependent variable. '

Table 2: Multivariate Analysis of Variance (Effect = Group)
Posttreatment Questionnaire Questions 11 through 20

Effect Wilks’ Lambda  Rao’sR df 1 df 2 p-level

1 0.5637 2.555 20 154 .0006611*

*p <.005

1T A0
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As we can see in Table 2, instead of the univariate F value, the mul-
tivariate F value, Wilks’ lambda, and Rao’s R are shown. The MANOVA
module of the statistical software program used in this study uses three
different multivariate test criteria (Wilks’ lambda, Rao’s R, and Phillai-
Bartlett trace) and reports two of these in the Table of all Effects as
shown in Table 2. These tests are “based on a comparison of the error
variance/covariance matrix and the effect variance/covariance matrix.
The ‘covariance’ here is included because the measures [i.e., variables]
are correlated and you must take this correlation into account when
performing the significance test” (StatSoft, 1984, p. 387).

Univariate F tests for each dependent variable, with the adjusted alpha
of p < .0005 used in order to guard against inflated Type I error, indicated
that there was one significant difference: Question 19 (I looked forward to
getting my journal back each week) at p = .0000 (see Table 3).

Table 3: Univariate F Tests with Degrees of Freedom (2, 86)
Table of Specific Effects for Posttreatment Questionnaire
Questions 11 through 20

Question (Q) MeanSqr Mean Sqr f(df1,2)
Effect Error 2,86 p-level

Q11 2277 0.900 2.528 0.0857
Q12 0.221 0.591 0.374 0.6886
Q13 6.906 1.112 6.205 0.0030
Q14 0.241 0.928 0.259 0.7718
Q15 - 1.887 1.117 1.688 0.1908
Q16 - 0.761 0.871 0.873 0.4211
Q17 0.758 0.621 1.221 0.2999
Q18 0.926 0.982 0.942 0.3935
Q19 13.266 1.290 10.278 0.0000 *
Q20 0.302 0.786 0385 0.6815

*p <.000

As mentioned earlier, the use of the MANOVA allows us to determine
if there are significant differences among group means when there are
several dependent variables. The use of a post hoc test allows us to deter-
mine exactly where these significant differences lie. As the three groups
were slightly unequal in size, post hoc comparisons were conducted
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using both the Tukey HSD (Honest Significant Difference) for unequal
sample sizes and the Scheffé test. Although these two tests produced the
same results, the Scheffé test proved to be the more conservative and
was therefore used (see Table 4).

Table 4: Scheffé Test for Posttreatment Questionnaire Question 19

(1) . {2} (3}

GROUP (means) 1.833333 3.033333 1.931034

1 {1} 0.0004780 0.9469634
2 {2} 0.0004780* 0.0016049
3 {3} 0.9469634 0.001604_9

*p <.0005

As can be seen from the above (Table 4), with regard to question 19,
Group 2 was significantly different from Group 1, but there were no
other significant differences.

In order to interpret the results of the posttreatment questionnaire let
us look at Table 5. Table 5 shows a list of questions, 11 through 20, with
each question number and the average for each group. For the question-
naire, 1 = strongly agree, 2 = agree, 3 = neither agree nor disagree, 4 =
disagree, and 5 = strongly disagree. The wording of each question is
included in Table 5 for the reader’s convenience.

Table 5: Posttreatment Questionnaire
- Questions 11 through 20 Averages

Queston Q11 QI2 Q13 QI4 Q15 QI6 Q17 QI8 Q19 Q20

Group 1 '
Average 23 19 2.2 22 28 26 18 29 20 25

Group 2
Average 26 20 29 23 23 26 20 28 30 26

Group 3
Average 28 20 32 24 28 30 19 33 22 27
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Table 5 (Continued)

Question 11: I enjoyed writing in my journal.

Question 12: [ think writing in my journal had a positive effect on
my English.

Question 13: [ would like to continue writing in a journal next year.

Question 14: I enjoy writing in English more now than I did a
year ago.

Question 15: I think my writing is better now than a year ago.

Question 16: I can express myself in writing more easily now than
a year ago.

Question 17: I think writing in my journal was a good experience
for me.

Question 18:  Writing in my journal made me want to study
English more.

Question 19: I looked forward to getting my journal back each week.

Question 20:  Has writing a journal changed your attitude toward
English?

Results and Discussion

The reliability of self-report questionnaires is always suspect and this
fact should be kept in mind when interpreting the results of this study as
well as any other that uses them. However, it should also be kept in mind
that “almost all motivation assessment uses some sort of ‘self report’
measure” (Ddrnyei, 2001, p. 199).

In order to interpret the results of the posttreatment questionnaire,
the following standard was used: 1.8 - 2.3 = agree, 2.4 - 2.8 = agree less
strongly, 2.9 - 3.3 = neutral, 3.4-5 disagree. Using this standard we can
interpret the above averages for each question as follows:

Question 11: Group 1 most enjoyed writing in the journals, with
the other two groups enjoying the journals, but to a lesser
degree. '

Question 12: All groups agreed that writing in their journals had a
positive effect on their English.

Question 13: Group 1 agreed it would like to continue writing in
a journal next year, while Groups 2 and 3 neither agreed nor
disagreed.
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Question 14: Groups 1 and 2 enjoyed writing in English more
at the end of the year than a year earlier. This sentiment was
shared to a slightly lesser degree by Group 3.

Question 15: Group 2 felt that its writing was better than a year
earlier, and the other two groups agreed to a lesser extent that
their own writing had improved.

Question 16: Group 3 neither agreed nor disagreed that it could
express itself in writing more easily than a year earlier, but
Groups 1 and 2 agreed slightly that they could do so.

Question 17: All groups felt that writing in a journal was a good
experience.

Question 18: Group 2 felt to some extent that writing in a journal
made them want to study English more, but Groups 1 and 3
were neutral about this.

Question 19: Groups 1 and 3 looked forward to getting their
journals back each week, but Group 2 was neutral on this.

Question 20: All groups agreed to some extent that writing
journals had changed their attitude toward English. An exami-
nation of the written comments accompanying this question -
indicated that almost all of the comments were positive.

As can be seen from the above, all three groups tended to be more
positive than negative toward the journal experience. With regard to
the question in which there was a significant group difference (Ques-
tion 19), Group 2 was significantly less eager than Group 1 to get the
journals back each week, and both Groups 1 and 3 looked forward to
getting the journals back each week (mean: Group 1 = 1.8, Group 2 =
3.0, Group 3=1.9).

Questions 11 through 20 on the Posttreatment Questionnaire were
designed to determine (a) the degree of either positive or negative
feelings the students had with regard to writing in their journals, and (b)
whether they felt the experience had been a positive one. The results of
a MANOVA indicated a significant difference among the three groups at
p =.0006. Univariate F tests indicated one significant difference in Ques-
tion 19 (“I looked forward to getting my journal back each week.”) atp =
.0000. Post hoc analyses showed that with regard to Question 19, Group
2 was significantly different from Group 1 at p = .0004. Group 1 had the
lowest average, which showed that Group 1 had the most positive re-
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sponse to Question 19, followed closely by Group 3, while Group 2 was
more negative on this point than either Groups 1 or 3 (average: Group
1 =2, Group 2 = 3, Group 3 = 2.2). Although these significant differences
are of interest, perhaps more important for classroom teachers seeking
ways to motivate their students is that it would appear, from Table 5, that
all three groups “claimed” to be positively disposed to journal writing.
In addition, all three groups reported that they felt it had a positive effect
on their English, and that it had been a “good experience” for them.

Further Study

Much work remains to be carried out in the field of motivation. It is
“one of the most elusive concepts in the whole domain of the social sci-
ences” (Dornyei, 2001, p. 2). And yet few if any would deny the profound
effect it has on learning. Journals, at least for the students involved in this
study, seemed to have a positive effect on motivation. However, it is an
undeniable fact that responding to journals takes time. This is one of the
main drawbacks to journals mentioned in the literature. The question of
time is one that definitely needs to be addressed. What is the relationship
between motivation and frequency of journal entries? Is there an optimal
frequency and if so, then what is it? In addition, is there some point at
which frequency of journal entries crosses over to what Doéryei (2001,
p- 141) has called “the ‘dark side’ of motivation” (i.e., demotivation)?

A replication of this study at a Japanese boys’ high school and at a
Japanese coeducational high school, as well as similar institutions in
different cultural settings would provide valuable data for comparing
the effects of various types of feedback in different settings. Such studies
would also lend themselves to an examination of possible gender and
cultural differences. It is quite possible that journals are more effective
with one gender or cultural group than another.

There is also a need to find out if there is a relationship between the
students’ levels of English or, possibly, time spent abroad in English-speak-
ing environments, and their feelings towards journal writing. Perhaps as
students become more proficient they may also become both more aware
of and more concemed about their own errors and shortcomings, and
therefore find the experience more intimidating (see for example Radecki
& Swales, 1988; & Casanave, 1993b). Perhaps such students feel ready to
move on to more structured (i.e., academic) types of writing. They may
perceive this as more demanding, challenging and prestigious than jour-
nal writing. With the increasing number of returnees in Japan this would
undoubtedly be a very interesting area of research.
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Conclusion

The overall findings of this study reconfirm the positive effect journal
writing has on motivation, regardless of feedback type. Journals, as many
have noted (Reed, 1988; Jones, 1988; Baskin, 1994) provide opportunities
to connect with students in a personal, non-threatening way, opening up
their world to teachers in ways that would not otherwise be possible.

During the last few years the Japanese Ministry of Education
(Monbu-kagaku-sho) has reduced the number of hours that students
study English in class in junior and senior high school. Although writing
and responding to journals takes time, this does not need to be class
time. Journals therefore represent a valuable addition to class time, and
provide students with a way to practice language production in a com-
municative context.

According to Ellis (1994), “Language teachers readily acknowledge
the importance of learners’ motivation . . . [and] SLA research also views
motivation as a key factor in L2 learning” (p. 508). The overall findings
of this study support the positive effect of journal writing on motivation,
regardless of feedback type, and the slightly greater overall positive
effect of meaning-focused feedback. All of the groups were positively
motivated by the journal experience. If it is true that “What teachers
usually wish to know is how they can intervene, that is, what they
can actually do to motivate learners” (Dérnyei, 2001, p. 116), then the
positive effects on motivation reported by the students in this study are
well worth considering. “To be motivated to learn, students need both
ample opportunities to learn and steady encouragement and support of
their learning efforts” (Good & Brophy, 1994, p. 215). The use of journals
provides just such opportunities.
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Class ( . ) No ( ) Name

Appendix 1

Bilingual Pretreatment Questionnaire

Part 1: LANGUAGE HISTORY & & &

1.

Have you ever been to an English-speaking country?

EBOENT I ENBHVETM?

No (go to#5) Yes (goto #2)

How long were you there? & ZIZHirfE U7z AR 2
a. less than a week (LALAR)
b. 1to 2 weeks (1-238M))
c. 2 weeks to 3 months (EMLA L34 A LAN)
d. 3 months to 1 year (34 ALAE1ERES)
e. more than 1 year - (QLE)

How old were you at that time? ~ fAlZ< 5WOKTUL = ?
a. 0-5yearsold c. 11-14 years old

b. 6-10 years old d. 15-18 years old

Did you study English while you were there?
ZTOETHEHRFEZENELEN?
Yes No
Do you study English outside of school?
FRUNTHEFEZE > THWEITNM?
No (goto #8) Yes (go to #6)

Where do youstudy? EZT G#IZ) HoTWEITN?

a. Eikaiwaschool — ERFEFEK
b. private tutor, native English speaker
BAEER (A1 T4 TD5%E)

c. private tutor, non-native English speaker

BABE (/2 T4 TOEE)
d. other FDfh
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7. How long have you studied in the place you circled in #6?
(EFRE6TINETEDLK SN > TEELEN?)

a. less than a week (LERIEAR)

b. 1to 2 weeks (1-2: 8B LAY)

c. 2 weeks to 3 months (2B RILA 34 B EA)
d. 3monthsto 1 year (34 B LA E14ERNS)
e. more than 1 year (14ELL 1)

8. Do you ever speak English with your family or friends?

(FKEDODACEANERETHE T ENDDETH?)
a. Yes, several times a week (—HEBEIZE =)

b. Yes, several times a month (—+ BIZE(E)
c. Yes, rarely (xhiz)
d. No, never (FEFE TR T &I RW)

9. Do you have pen pals in foreign countries?
NENCSGEAEESINE T ?)
Yes (go to #10) No

10. How often do you write to them?

(ZFOREIZFHZE D)
a. atleast once a week (B7z< &b—HERIz1E)

b. atleast once 2 month Bz EB—4 RIZ1ED

c. several times a year (—H I E =)
d. once ayear (—4EIZ1[=)

Part 2: WRITING RFEZH ZLITEL T
1=strongly agree (2 ZDEVIEERS)

2 =agree (EHEDZTOBODIZERS)
3 = neither agree nor disagree (E5E 5 THRW)
4 = disagree (EBE50hEND EESEblan)

5 = strongly disagree (&< EI1F 8w
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12. (

13.(

14. (

15.(

16. (

17.C

18.(

19.(

20.(
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I enjoyed writing in my journal.

ELATI vy —FNAET~=

I think writing in my journal had a positive effect on
my English.
Py —FTINEBNW L LIIBAOHEBIITIATH o

I would like to continue writing in a journal next year.

REFDLD v —FINFEEKRIZNWERS

I enjoy writing in English more now than I did a year ago.

—ERICHERTEBERE LATE T LI

I think my writing is better now than a year ago.

—ERICHENRTHS OEEITER L-EES

I can express myself in writing more easily now than a
year ago.
—ERNCHERTESOEN NI ERK DEEICERE 2
KDl o7z

I think writing in my journal was a good experience for me.
Py —FNEBENTELIERERITE STV NER
Zolz &R S

Writing in my journal has made me want to study
English more.

e —FPIVENS CER K> THBOFERRN L VT 72

I looked forward to getting my journal back each week.
BRS vy —F NIRRT 20N LA THo -

Has writing a journal changed your attitude toward English?
Py —F B ZEITK o TEEBIINT A2HEOMS
DREIFNEDD E L=

(COTICHHBICEBEBTEVWTTIN)
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FRBRCALLBEIC B 3 XHEFEORRICRITTZE :
D5 AY—iERWEERE O I LU T

Learner Beliefs in Language Learning in the CALL
Environment

FiiER (LBRTWPERD)
ERFHAF

BHEE WEEEMAD)
FEREHAF

AR REBDISKD)
ERFHA S

Students’ beliefs about language learning and their relationship to learning
achievement in a CAILL environment were investigated. Unlike previous studies
whose purpose was to describe learners’ beliefs on each questionnaire item, this
study aimed to deal with beliefs comprehensively.

Research on learner beliefs is gaining increasing attention. Behind this
trend is the recognition that learners’ behaviors cannot be changed unless their
preconceptions are changed. Inspired by early studies such as Horwitz (1987),
a number of researchers have conducted studies which would supposedly
explain the relationship between beliefs and behaviors and, further, provide
useful information for learner training. However, most of the studies to date
do not take such approaches as to achieve the goals of the beliefs study. The
approach of the analysis has been rather descriptive: distribution and frequen-
cies of responses were simply shown. Even though some studies compared the
beliefs of different populations, which indicated some significant differences,
what we can get from such studies is, again, the description of the populations.
To forward the beliefs study, we need to incorporate into the analysis both the
beliefs and the behaviors (e.g., motivations, strategies, achievement).

JALT Journal, Vol. 24, No. 2, November, 2002
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This study set out to investigate the intra-relationship between students’
beliefs about language learning and their effects on learning achievements.
Particular features of this study are; 1) profiling learners by simultaneously
analyzing multiple questionnaire items for a comprehensive view of learners,
and 2) analyzing the relationship between beliefs and learning achievements.
Participants were 77 high school students who were taking EFL courses in a
CALL environment. In the class, they mainly worked on a designated CD-ROM
material individually. A questionnaire adapted from BALLI (Horwitz, 1987) was
used to elicit the participants’ beliefs. The items for the questionnaire were cho-
sen by three EFL instructors as related to the learners’ CALL experiences. The
participants were asked to indicate to what extent they agreed or disagreed to
the statement on the questionnaire on a five point scale ranging from 1 (strongly
disagree) to 5 (strongly agree).

The analyses had two phases. The first analysis was carried out to profile
the learers based on their responses to the questionnaire using cluster analysis
(Ward method, squared Euclidean distance technique). This statistical tech-
nique is used for finding relatively homogeneous subgroups in the population.
This analysis yielded four distinct clusters (numbered cluster 1 to 4), but cluster
4 was not included in the later analysis because it had only two participants
in this cluster. The remaining three subgroups are differentially characterized
by, in particular, different levels of confidence to learn English and attitudes
toward individualized learning. Cluster 1 was a group of students who are less
confident about their learning. Cluster 2 showed a high language anxiety and
low confidence in learning, but it also showed a favor for individualized learn-
ing. Cluster 3 was found active in learning and was differentiated from the other
two by the high level of confidence to learn English. Next, the three subgroups
were compared on the learning achievements measured by the term-end ex-
aminations. One-way ANOVA indicated that there was a statistically significant
difference among the three groups’ achievements (p= 04). Post hoc multiple
comparison was conducted with Tukey’s Method. The results showed that there
was a significant difference between cluster 1 and 3 (p= .03).

The above results indicate that the CALL environment may have a compensa-
tive effect on students whose characteristics are not necessarily advantageous
for the traditional classroom learning environment. This implication was drawn
particularly from the result for cluster 2, which is a group of learners whose high
anxiety and low confidence to learn English do not seem to favor them. Their
characteristics are similar to those of cluster 1, but the achievements of cluster
2 was not as low as cluster 1 despite their disadvantageous characteristics. This
indicates that their CALL experiences, which provide a lot of opportunities for
working individually, compensated for their disadvantages which would have
inhibited them in a traditional classroom setting.
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AR TIE, $HENCALLBEICB I HEBLIORRICKITTHER,
SAY—RHERNES2EETUT 74U 2 FICE> TREL =, BALLIOH
NS, BIZCALLZE ICBEENEND O IBEERY, 2BHEE2HFIS5AX
Uiz ZOHRE, (1)&ENICEBSIICH L THENREE. QEBEALNE
QEHESZITT 5 HEMNMEVS, HABEBRORBRVWERNZF IR £/ =
EICEE ST IO L TREBNRELRE, D3DDF A TOEFEEICHTo N,
INE3IDDEHHEOY A TEFHREEOBEEE ST L =HER. CALLAEI
BUIIAEBELTIL. HRBOEFOBRETHEVWEERREZH/FTZ I &0N#H
LW, SBERENESHBEIICHT2EENEN. HMABROLWENFEE
IZHEWTWBERFICH L THENICEH LR SN,

bhaESI2kD, BROMAEVWIBANSE OMFELERMN

RENTWVWS, LML, Zo8:HEX. NICHICHBHDE] OR
EAH0, FEEERIIOWTHEENTZIDONTNS EIFFE AW
DMNEIRTH B, Cognition and Technology Group at Vanderbilt (1996)2%
BRLTWAEIIC, BTV /o —2RALEBEREOTYA
ICBWTI, BEL HEMERVNE. 2L TFECE DO 5#H
MDIDEEBEET HDMENHS, 4

FIT, ARAE T BEL H2EEEERNOSI 50D THLHFHE
8l (learner beliefs : iJIl, 1993) A%, CALL (Computer-Assisted Language
Learning) BHETOHFEROFERBICEDOLSIITEET LONER
95,

HEEHET OEBOWENEEERLOFMAMNDIZDON, FHE
W HODIRI AN, BICHEZ 2T ZENEFH - FEENS,
HEIFEENEETIHDOENIEBNRHT - FHBICKEL L
(Little, 1991; Williams & Burden, 1997). ZDHINDOH T, REBHNIIFAE
22> O0—)LT 2 BRICEETIERONR GIAEHEDT. ¥4
Hlg) NEAIZIR->TVW5S,

FEELZOEROVEDELTHRINTNDIBDOTHS. FHE
RHFE R ER-> =B, UTOLOREIND Z. FEENE DT
BOERICIFEEEEMREORYEENDH D, HoldENZLICTEZ
BIRLTWB EEZX SN T WS (Holec, 1987), TD7=% . FEHEDTH
MEEL BN EHWE N DR EICHERNTAZ T DHEND LN,
GBHEEX DI FORICH2FFENED S RTNERSBNEND
Bahs, HRFERRBIIBWTEEHENEETH L LR INTVLD
(Victori & Lockhart, 1995). SHEFEHE LSO 38 THEHBE OEEMEN
BD 5N, BENNAZT> TEEB L TN FEHTHZEASE
LRABMNIRENTWS (i), 1993) .

IT@iﬁﬁbzﬂfbl‘ << OBBPT, T /a2 LERENMT
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FEBEORBIIRABBETR SN, FicEEFFANA > H
O—)VTESREDZVNEHTEE RNV EEDNS., TORNT.
CALLEZE TOREZIELEBE TOFMELRLZD, BATITOI¥EOE
ENZENOT, 2HBICEAINZIBEBZVWEEZSND, FIZIE
CD-ROMBMZ > TEHTIEE. IOFATIIERUTHSM,. |
AIDEDHIZ) TFEOEZIZEBL] TEDLDITIDON] Lol
FERVFEMICZINTVAEMIFEALELS, FHHEIZELSNEFNS
WLz iz sz, ZOLEIBRRTTIR. F0oFEEDa2 b

O—)V3FEBICEEL2ZTATHEENENEEZOSNS. RIZFALUH
M‘é‘ﬁﬁ Tﬁégbflﬂf' <l_’. LT%) ﬁég%&L&DT imnn@itﬁé@k
FEBLED, ZHOHFEBAICI S TRRE ZENTFHINS,

NEREREFHRICBNTEEEOMIENBAIZR 5= DL, 19804E(K
BENSTHDHN., TOEBEIZ > ZHFIED O &E DA Horwitz (1987) T
HbH. TZOWMFIZEL > THEEHBHKNLE X -8B, BALLI (The
Beliefs About Language Learning Inventory) AMERE N/zRIZH D, T
CABE. BALLIDNEEEEZ5I ZHIHEEE L TERE< O THEHINT
VW5 (Horwitz, 1988; Mantle-Bromley, 1995; Kern, 1995) . 35 OH%

DOEEFIT LB &, #E%iéf@ﬂb#@ﬁéﬁofméwfmm<
ANENTFNICRB O TWABREEHbNTWAS,

272U, FN 5 OBALLIZ {5 7285 (Horwitz, 1988; Mantle-Bromley,
1995; Kern, 1995%) 7%, FHBHEROEROBWZZEL TS EIFEWN
s, ZOBEHII2EDD. BT, HEROT7 TO0—Fnd < TRz
LIATEEESTWB I ETHD. FHNBHBRE 2D MEM % 5Ll
it (FRNR—E2F7=2) ZAVTRLTWARTET, FEFTHPF
ERE L OEESBRMNEINTWRY, B2, BMEB L oRicEE
FoTHBD, HHOEASDOEICL2FEEEO O 77y )7 ELT
HENRBREINTWEREWEZD, BAOEMMNBRATIRNWIETHS. &
sk, FEEHEIWSHDIE, FEE-ARLXHLT—2EFEHLETSNT
WBHDTIERV, ZEHEIL. FHITHL TREABEZZF>THED.
DA THOENEETHOFERRIIN L TEEBE2E525EEXH0D
NEHARTH S,

BALLIIZ®H & ERETHEEEOLEHEZFIEHT-ODEETH -
T, BFEEOEHORETII AW, 2 TOHENFREBRBICEFRL T
W3 EIREZRW, €5 T, BALLIZ > THERRES L OBEEZFN
A5G, BHORENLETHHEEZ SN D,

FZTEAWETIZ. BALLIOHEB OF THRICCALLICERR D 2 &
A6NHBbDEREL. TOLTREINLZHEBE2 TAD RO MIZ
INCTHERBEOTO T 7)) 7 E2FWN,. ZFERBICERHEZNES N
BRit L7z,
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Jith
HRE L S MICIRFEIGE

MHHRZITEFRBNOMN EESEFEROIELATILT. ETHETFTHS. #
I3 1BE504 T, 20~25%4 2 HiBRDCD-ROMY 7 h U = 7 AW T%E
L. I5HRERRDOY T U7 T E7EHEL, RO, F—
ARV ETRBAEINTVARBEEBET A MNETANTEEFTLZEND
ER7Z>7. CD-ROMY 7 hU 2 7R CALLEERAOBOT, YA
JAFNEMELT ERIRICER - XEOEREZER L7, New Dynamic
English (DynEd International, 2000) T3 - 7=,

=)

BALLI (Horwitz, 1987) ®Fh 5, CALLBZE TOEHE L BBRMNEN
EEZOSNBEAZ., HEFKNONN B IO OFER « BEFERIC
T HHEBHEIL THBEOL, BELE, TOMHEKR. RUIRLEE
HEHATH ZL2RELE.

#1: FHATHWEZBALLIOKHE

No.1  FABESMHEE EFIFEEBLOCEDEBELTNS

No.2  EFNLWARETHEEFETLHAYTH?

No.3  RBEBTEDICREBELETEOLIIDOWTHS I ENBER
No.4 HMEBEEETTIOCBRORYRI LIBBELLTTIETHD
No.5  (THEGBROELHETSZENKYTHD

No.6  AXARKELEBETONKYLZLBLTNS

No.7  HIDAEKBETHEIBUSULTLES

No.8  HEBEZETTIOCROKYRI ERANEEETTEIETHS

No. 9 Nty hF—7EEAVTHRETSENKYTHS

KEBEEZHTOORRBLDRYBIEBEEENSORLGEFEFITLHILET
H5

No.1l ##E#ZE EFICETTHEIWAEFIIOSHEE2MNEA D
No. 12 RIIREE LFICHEELIEDITRD N
No.13 REBEBZEHELEDVEWEDTIIDBHALZEDIEVWEDTIANELTHS

No. 10
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FERRDIEE

New Dynamic EnglishiZ 4@ ®DMastery Test (Level 2, Disk 1) Z2HIZ
EHL., FOBEZMALE, TAMNHEORERKRIZ. VAZFZ2L
NS NFERRERAUTHRET 2:BINME,. BEEZENMATIEL WY
RIS RHENBFEEETHY., ETIVABRETHEETHEAT
Hol. AR, 2ZMBENSIFEMOEF B3 THHE L TEXDaily
Activities, Our World, LocationsiCBIL TOHDTH V. FNFN10055
BTHol. EHEICBWVTIE., ZD3DDTFT X MOEE R Z%H KR
DEFELLTHWE, - T, FROHMIZOAN 5300 TH o7z,

S
WL Je D 7

3, AWETHWEBALLIOSEROEE R UNEERFEIIFR2D
WO THol. -, FEREOLE KR UVEHERZEIX. M=229.60.
SD=32.54T» > =

#£2 BWETHWEZBALLIOAEE OEE B LU EHRERE

#1 #2 #3  #4 #5 6 #7  #8  #9  #10 #11 #12 #13

M 295 174 284 258 138 1.88 277 3.09 3.14 334 160 155 2.74
SO 111 099 136 121 084 099 115 118 120 1.13 085 085 1.27

2 5 X — U DR

SPSSIC& B, ¥HA—r Uy RE#HZRAWEDY +— FEIZKDT T
AT =D HETV, WHREZVWSDONDY A T T, Uxr— RiEZ
AWAEEAL., COHEICKD T TAY—0d. N EEEo720
SZAY—PEBLENVTL. NV—ORBICERTHI EEZ SN
DHTH5, TORBHEOSNFEIITXY—Y ) —IL, AppendixZS B 1
7=\,

EBOT N —THFICBNTIE. /oNRTAN) Y ITREDHERER
L, Bb N —TORMERRTES 07— VOB ENZHRZER
RBRLELET, hyTa R4 IZ2ED. TDRER. ADDIT T A
y—mEmont,. 8§75 AY—OFBARKIZ. B1Y7 I XY 022N,
Wo 5 AY—M35AN, B3IV ITAY—WNIBATH>%=. LML, $B4Y
SAT =T ONTIRNEDADFIB THo=DT. EABRO I FIZEELY 5
AT —DHEFEIZOVTOT—FIZFIHLRWN,

KIZ, TR T OWEROZL L EZRET Lz, 7 IAY—0HIZH
WTEBALE., BOEFBIZOWTO/EN, &7 XY —MTENH D

ERIC 168



SHIMOYAMA, ISODA, & YAMAMORI 161

MESIHE, JONTAMIYIRE (U FATII =03 XBE) DR
RICKOHERE Lz, B ZOXD REROHRIZIE, FEGHBAWSN
5. UL2L., BALLIOEZE R EIZHSNE KIS RIBFITTY AVT—5
LT JINTA N IREZRANWD Z ENHERINTWS (A
H. 1990) . > TERHKRTIL/ >/XTA MY v IREER W —A.
FERRIIDOW T —hie B O B 2/ L 7=,

ZD#ER. No.l [RIIBANEFEZ LFITHEELILDITRBEEL
TW3] (x2(2,77)=14.51. p=.001) . No.3 FEFEZFET=DHITIT
BEFEITEOXMEIZDWTHIS 2 EWNHRERE]  (x 2 (2,77)=26.03,
p=.000) . Nod AEFEZFEIT20XRORYBILIIHFELEY
THIETHD) (x2(2,77)=17.38. p=.000) . No.7 MDA LK
BTHITBUEKOSLTLED ) (x2(2,77)=7.41. p=.025) . No.8
(NEEZ2FETI2OICRDRYBIEEIHEEEETHIETHB)
(x 2 (2,77)=8.62. p=.013) . No9 (Hty b TF—TEZHNTHE
THIEMKRYITHS) (x2(2,77)=1.73. p=.021) . No.13 (K E*%
WwLEZOENWEDT2XK0BHARLDBENEDTEIHNEBSTHS ]
(x 2 (2,77)=26.55. p=.000) . EAELDTHBIZDWT, 77 A5 —RT
HERENHERINZ. £, ZEHBOKERBLTE T S XY —DF
BHROERREERIRIOBO THo . 2T, TDTITRY 53D

HRIIZETHE EEX SN

#3: £ 5 XY —DBALLIOR/ H DY,
BMERER ST/ T A DY » 7 BRE DR

No.l No.2 No3 Nod4 No5 Nob No7 No8 No9 Nol0 Noll Nol2 No.l3

®LIUS25— M 27T 400 218 250 464 382 305 318 250 268 423 450 282

(n=22) SO LIl 106 101 105 073 101 117 09% 08 109 069 080 1.4

B2r525— M 28 431 331 389 466 437 366 300 320 280 460 449 397

(n=35) Sb 077 07 123 096 064 069 080 112 LI3 LI3 055 070 079

®IVTAF— M 400 472 428 356 450 422 278 222 267 250 461 461 222

(n=18) SD 108 057 08 120 120 L1 140 122 141 120 070 078 126

SEUBOBE BlBs Bl RIS B B B AT

g@z;g%gg% B3 BT B B3 8183
HolebHD) -
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~—BlOSRS
——¥2052%
—-—E3VS RS

O 1 —1 1
P Z P P P P Z Z Z Z Z Z
[ o o o o o [] o [ o [ o o
N w > w1 N ~ oo Yo bt st st st
o st N w

M1: EETOT7—)

DT ITAYI—OWE. BoN3D00 7 5 A —0RKHE o
T4 =V LEbONRMITHD. TORREEFEDDHE, RDLDI
725,

LI IAY—DEFEL. THONEEZ LFICHEREDLILDITRS E
FEULTWS) HRNH< <. [REZHEILDICEREZFEIEOX
BICDWTHIDZ ERRER] EHFOREUT, ERFIC EEZEY
THORBEZFEETHIENRGE] ELBCTWAEW, —HT, X
EEHEETHENKYZE) SIFERBIIECTNS, -5 T. 26MIC

EEFIIHUTHBHNRZZEBEZAL TWIE/REET XS,

UG AN —DHEFEL., TESNKEZ LFICERDIEDICRSE E
ELTWwW2D] ERMNM< /R, IFEEZFELFZVHWEDTAHLDBH
WEODBEWODTEENBSTHD] EBERUTWT, TMUOANERKET
HETEBAKUR LTLES ] &R Thty h—7%2 BN THY
THZENKYE] EERUTWS, 8- T, 2FNICHEN ToOEkRE
IZX T AARENE VD, FABRORWEANEBICH EREE R D,

IV ITAY—DEFEL. THONKEZ LFICHERDIKIIIRE E
ELTWwS] HRMNEL. [REZ2FIT-DICIEEEZFIEOXLIC
DOWNTHIBZ EMPBER ) EBUTWA—FT., MEEETICBNT
NiEE$EETHZENKRYE] EFERCT. [EEEFRAFVEVED
TAHXIVELZOEWZ0T35NESEE] EBUTWS, 5T, £
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RSB I LT, I3a 2y —Ya UERUTHRENICRDM
ORBEFST-EFET A D,

¥/, LERBEORBOEY I AY—MITHVT 5EE —TTARE O TH
AFc &> TR L. ZOE. F (2, 74=331. p=082THD. 77
25— TEYRBITHEE (p<05) 2B ENHER S NIz, 51T,
TukeyD 5% F W= B BB ET O TR, HB1T FAY—EHIVTA
5 —EOBIT. FHRBICAEEE=-03)0H5 I ENERINI. DX
D, BV SAY—DEEIT. B3IV TAY—DOEFEICHERT, FEHERR
NEBEITENZ ERRM I N,

£4 B IAY—DFHRBIIDOVTOEY LFHERE

B1LUSAY— B2USAY— BEIVIARY—
M 219.55 230.23 244.89
SD 30.83 31.88 29.44
£

AWZEN, FHELNEELY L OBFEER> LMMOWIE L —REH
FTOIE. RO2ETHB. BT fEROBERICRSNDKIIC. FEHE
DELELZHRL2DOTEHRL, HEHOMAEhEICE2¥FEED /O
Tr 4D LT EFN., AENRFEEERERALDIELERATH S, &
NT. FHEDYA TOBVWEFHRELOBFREHRT LA TH 5.

AREORBE SN TAI—DDE, BROFERRNEN o I2H#
3. B3IV S AY—ICBTAEHTH o, TDIITAY—IRY DA
3. EESFICHTBHEENEL, 23 a2 — Y3 > EBUTHEBH
Kﬁ%ﬁ%tﬁbﬁﬁﬁ%éﬁot‘ﬂ@%igmﬁbfﬁﬁmmﬁ<
EEZOSNAFYHBEEZAL TVWAEFETHZEEXAELD. ZDLORHE
HOBE., CALLEEIZBWTOEEFEOARST, SBBEIIHITS
FERB DEELTICPNTD, ARICRVEEREZBOIE#RTHS
LEZOSND., o T, ZOLIREEEE I L TRENIZHS &F
2 ONASUEEABRLEADETVWS Z &M, CALLEEICBT 2FE 1T
LT OSMEHENTHRE ST EVIDITTIREVEEAKD.

—F . BORHUREMNMEN - ERIIEI VS AY—ICBTHAERTH
. DY IAY—IZEBT HERIT. HEEEICHTHEEMES,
ARIICEELE I L THBEN R EEBEAL TR EEIOSNDE
HTHol. ZOXS AT, CALLEETOEYICHRS Y. XS
WARITBNTYH, BVFEEREZMETHIEEELWVWESTAKD,

CITEDEEELIEVDOI. B2 SAY—IIBT2EETHD.
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DT ITAY—ICBTHERET. F17 5 AF— D4R ERIBRIZEESF
Bz T 58EMELS, 510 BOANEFEEBTHEIBOSTILTL
F5)] EWSTHHOANEWI NS, EBRFERENENVERTH S

EX5%5. LOLEMFRIZBWT, 27 IXY —DEFEDFEERRIL
HEINEBEZIIRD SNEh-> b0, EHAERFLERZR. FB1Y
SAY—DEFIFEEITRN =,

Horwitz (1986), Young (1986), MaclIntyre and Gardner (1994)72 &, %< OBt
BN, BEFPERLEFERELEOMICIIFERADOHERH S
ENWIRERNESNTWA, X 51T, Salili, Chiu and Lai (2001) 23456 L T
WA ESIZ, HEEFHIINTHHELEFERREOMICIT. AEARIED
HEARHZEEXAONTER, o T, HEEHICHTHIHENENS
EHFER, KNFEHREICORNEEEZSND., N5 DETHRIC
WH-oTEADE, B2V TAY—DEFEDOFERENELI TV SAXY—DAE
FEEFBEICIERLS BB ETFHITES, ULMALERIL. B2V XY —D4EH
DFBRBIL. B1YVTAY—DEMEFE, KT MH->T.

oS AN —DEFED, F1Y T AY —DHERE EFRRRIC—RINZIIE
WERREZH&GT 22 EIEHRZWEDIZEZSNS, 2R, 2DV
5257 —DHEFEIX, No. 9 ThEy hF—THZHNWTHE TSI ENK
P)TH2] ITBNWTEIVSAY—DEFEEDORICARENRD SN
ZEMNS, HABRBRORWENEE EFOERTHoREEZ SN S,
CALLEZIZBIT2%¥HE. ERMOBE TIHTON I EFOHTELIIR
B0, BOOEFERPEMOZEE2EH T LR, BADR—XTE
Y2 EDONDBZENEHTH . - T, MABERORWEREEZ
HFOFEEEZEFE> TWA Z EMMEERICHBWFER, SHREFEARLNE
BEN, BLYTAY—DEFEDOL D BEWVEEREBIZIEI DN S 2
SlEEZSND,

PLEDmNS, CALLEEICBIT 2813, HRMORFEDOFEETI
EWEYREZHFTHAZENH L WD, EATEEZEDD I EITH
L CIIEENRFHE 2/ OEEICH LT, wEMIcEHlgEEDH 2
Z ERRE I N,

DI EE. BT UBCALLEZE TORENMULOEREDFEEITELT
HAFLWEWSEERIZITI DN SV, (LFF - 6l - BHE (2002) 235
LTWB K3, BHLEREERONI YA LAZBHTE2E, —DOD
REEEICA S AENND END Z L), FRES ORI TOEEITH
S HEENGETAHEEZORBL TWSEEEXLD. CALLAETO
BRRITH EENND EED T ENERINSZZ L. —H T, kR
HLITFNLSNOBETOREIIH L TR EFEVNEFEETHHENED
BETERNWDTH D, Sternberg (1996) 1E. —DDBEEBIZHEET 254k
BEEICHBT A0, —DD0 7T AIZBWNT, B4 REUREZY)
DEZTHREZTOLRENRH DI L%, RALHEZOMFEREED LI

.
Q /ﬂ
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PRI TW 3B, F7-Sawyer and Ranta (2001) 1. ZRRBBEEOREEETH
2%BEIIH LT EDE DI RFHENEHTH 20 ORE 2 BAEMA
AAEICT 2L L, SEBEFFOHMTEZY VO vREENDH 5 L6
LTW3, D0, CALLEZE TOBREDL SO EHRIIERE T OFERHK
LRIEMT B LN, RAEEHMICBEOSNTVEETALD.

25,
i

AIZETIL. FYE ECALLEE IR 2B EEORE L ORGRE, 7
FAY—ERAWEFEE T T 71 ) Lo THRE L=, BALLID
NS, HIZCALLZESICEGEMNENEEZ X SN2 B DZ1I3HEREL., #
BEENTTI14 X L. FORE, ()2EMICEEFEYITH L THE
Wi e, QEBEEYUARLENESEEEE I T HEEMEND, Xt
ANEROBWENZE I < £, Q) 2RI EEESEE T L THEEK)
BEE UEIDOYA TOFBHEIIDTENZ. NS3DDFEEEHD
HATESERBEDOEEERT L -GE. SBEFIRLENELS, HEE
2B 5T 5 AEMELS. 2O ABRRORWENEER M LNV,
MR OBEEDRETIIEVFEREEP/HTE LU WEREIIX
LC. CALLEEIIRBIT 2 KEFEIMENIEH LAV ENT.

TOWEAMRT 5 L THEETREAIL. CALLEZE TORENEK
ROEBEICHERNTEN TV EVNIRRICRAESBVWATH S, #HiE
WLBRZHEERDINTF A LMIHEOINWTEZXS E, CALLEETOER¥EZ
IFOEENEET S EVWD 2 EIE. FRUNOEETOREZFOERE
ANEEICHEET AN HENWDI T ETH S, Ko T BENL. &
OB TERRFEREZIRE T ILERZEN TSR
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PR LR
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Experiential Learning Theory

Foreign Language Learning Style of Japanese
University Students and Kolb’s Experiential
Learning Theory

gHe T (AUEYSC
FIEA#

This study examined whether David A. Kolb’s (1984) Experiential Learning
Theory (ELT) can be applied to Japanese. ELT has received particular attention
in describing individual learning processes in English speaking countries where
Learning Style Study is prosperous. ELT postulates two orthogonal bipolar
dimensions of cognitive development: the active-reflective dimension and the
abstract-concrete dimension. Kolb uses these polar extremes to define a four-
stage cycle of learning. It begins with the acquisition of concrete experience
(CE). This gives way to reflective observation (RO) on that experience. Next
to that, theory building or abstract conceptualization (AC) occurs. The theory
is then put to the test through active experimentation (AE). The cycle thus re-
commences since the experimentation itself yields new concrete experience.

There are two questionnaires based on Kolb’s theory in wide use
The Learning Style Inventory (ISD and Learning Styles Questionnaire
(LSQ). LSI is one of the most popular questionnaires in English speak-
ing countries; however, some researchers have called into question its
reliability and validity. LSQ was developed after considering LSI's problems,
but its reliability and validity also have not been examined sufficiently.

The author translated LSI and LSQ into Japanese to apply them in a
pilot study. Some problems ware reported, such as the method of answer-
ing LSI, the ambiguity of LSQ, and factors that are difficult to understand
for English non-native speakers. The author accordingly developed a
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new questionnaire that was based on ELT but revised for Japanese. The
questionnaire consisted of a set of 12 randomly arranged items on each of
the four learning stages to be measured. The Likert-scaled 48 items ranged
from Strongly Agree (6) to Strongly Disagree (0). The questionnaire was
distributed at two national universities and 218 students completed it.

The principal component analysis was carried out and promax rotation was
used. Contrary to Kolb’s theory, which has two bipolar axes and four poles of
leaming, in this study five factors were found: Deliberative, Logical, Pragmatic,
Challenge and Systematic. The Deliberative style means that when a learner
has this ability, he or she makes decisions after deliberation and progresses
step-by-step. The Logical style represents a learner who attaches importance
to logic and correctness. The Pragmatic style stands for a learner who always
thinks about using language in the real world. The Challenge style means
a learner who is flexible to new things and solves problems actively. The
Systematic style describes a leamer who finds rules from a lot of information
and learns systematically. The result of Cronbach’s alpha analysis indicated
that all the five factors have a high degree of internal reliability from .77 to .65
and possess some degree of correlations from -.07 to .51. The result means
that there are not two bipolar axes as Kolb supposed, but five factors that are
independent with only factor one and two having a correlation with each other.

Because the five factors are independent and have a high degree of intemal
reliability, Japanese university students have foreign language leaming styles
that are different from Kolb’s theory. Although the theory has received much
attention and LSI and LSQ are widely used in English speaking countries, they
cannot be applied directly to Japanese university students. Thus it is concluded
that a new theory and questionnaire are needed in order to grasp the foreign
language learning style of Japanese.

AERTIHET. BOKRTE< @D 5N TW 3 Kolb (1984) DExperiential Learning
Theory EFNICETWTHERE N 2 D DFHE EThe Learning Style Inventory
(LSI) & Learning Styles Questionnaire (LSQ) MRS LB SIC DWW T EED 2,
KIZEDOEEREZRE X TEENKDDERICE DWW THZICHEBEEAS A
IWVRBEEZERL. BERARZEEZRNRICHAEZTo -, TOKE. KobWiEE
LE2DDHER4DDEFENERTRFIIMEBEINT, L | IHE | (#E
M, TEkEk , T#FF) OSHEFAMHEINE, ZOSEFIRFNTNMLL TH
DRAN—BRbRBDS5ND=D, HEAKRZEIZIIKobDOER TR 55 HEE
FEAY IR EETHAEENE N, 02 EWELSIRLSQZE HAAKFEE
EAL. BREZKDbDERICFOEE U TIIO THRRTZDOIIMENH B L%
R~LTN5S, '

PL EEORUHIIATH B, TNEEEL TREEEE T
PUEQFENRE WD B ENTEBDOTRAVESS b,
ZDESBEXDSETHONTNS ORFEAS 1 VHIK T

BB LOLEEAY A NOERCHETHREI &> CTRE> TV B,
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it#?x&%»&ﬁ%ﬁéfwag WL 72DONH 0, @YD
DZRIRT D DITEE L W, ICHEEEEICESE UIE- EREND 2
<‘$§ZQ4WEM5RWTﬂ@ EREPAY LN DBUNDEINEI DD
FErNTWERY, FOLAXEIIRE D XULB TERSINZREZBAT
FEHT B3, ZORENBEATHEMATRENE D N ERIELIRITH
25720,

KRS T, WK TIE < H55T W BKolb(1984) D243 B 5 (Experiential
Learning Theory., BAFELT)ICE TWTHERENTWEHERASY 1 VRE
HcOWTHRIH L. ELTZ2 D SICEENFHZITERLZHEERZZRHNWT
TOoEREBEOERIIDODWVWTIHERS,

FEAS )

SEH YA MR- RAA TN H D, BA/ FEBRAIA
IVREIZTD EDEMAEZENOHENSHREL TEL. HAEBICL->TE
BEOFEWHNRIZ->THBY, HRBICIIRH TN TWIEWAY, Riding and
Cheema (1991) 1%, E¥ & U TlidAllport (1937) WHWERHAA S A
NOENREL, BHIAYAINEIDS—RUBAFLEL T, £EEEAA
A4 TROBHEE LT, 1970FERICEN=ONEHEAST 1))
ﬁtﬁ«fméoiﬁﬂgm ZPAT A NDOFNL O EHHTHEN
THO., BHATANDOFNLOEBITERHITHDELTNVD, &

Z. ﬂxﬁ%»m%mrﬂt%ﬂiﬁwxa Z2M{EL TWTHIK
ﬁéﬁwfﬁéwtﬁb‘?EZ&%»M&&UE%%ﬁa‘§<®%
E2BILTBHDTIERWED, HEIAYANDOEREIIL> THD RS
AINOEENEEEINLDIT TRV EDBRRTWVS, EHAYAILD
FZEELTIR, THBICERTZ2HNNRDOT, FHEEITEHINLD
BHOITEDNZOTEZEFFEEAEZVWNE, HLWEROIDIAS
EHMIZAVWSNBH D] (Reid, 1998: ix). [TRXTORRIZHT A
B, iotE. BE. HomMAN—EMl (Cury, 2000: 23972 ERH 5.

Kolb® 2% B i
Kolb(1984) DELT (K1) W< DLHEERIZE > THFINTWDS
FANRED 2 DODOMZEAICHABTHOEEZBDOTHS. 2D0H LT
T8 — A (FEh) & BA-HmRo (i) TH2. TBH-—NE
DOENIERIZSMT 20 BRI NEERL. BA-HIROMIIEETS
HDEFONERIESEHFONEZRLTWVD,
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B 1: Kolb®Experiential Learning Theory &2E X ¥ 1 )V

KolblZ2A DO MHHIZH 2 4 DDm%E EHEEH] &L, 4DDOHR
BRAS TEE AT )] IS BHELTWS, 4 D0¥EFREAIT. KobiZ
FNTEEDADOEEEZRTDHOT, XTHIDITEBAEHITERL
(Concrete Experience: CE). #E#t% P& L TBIZ L (Reflective Observation:
RO). T L THROHMBHB XD HEEZ L (Abstract Conceptualization:
AC), BBIZERZEL THHmZH T H D TH D (Active Experimentation:
AE), T LU TERIIEAKHERZO-5TED. YA VI EEEOIR
INBHEND,

2AEDEIZE > THTENE4DORBIRTEZIAXY M IVIL. LD
YA 7)o T 153838 (Diverger) | [FER (Assimilator) | 4R
A) (Converger) | [FAMIAEY (Accommodator) | M4 DTHB. [5#
B IREORBRIIDOVWTEZSORRLIAGNSFEX, TRILE) 13H
B S MRS A AT TS, [EPR) JHBZERICKAL TAH
T, TR 3HRZALSEREZH L WERICER L TEEZ2ED
T, Y4 7 NVOREETIIBRZZEAMNKRD S50 ANTHHEW
SONDEEHNMMUDEEN L VENTVED T, FEDEFERY A2
BT ENBN,

Experiential Learning TheorylZ% 0 < &

Experiential Learning TheoryiZ £ D WTER S N/ FE A Y 1 VHAER
W$220H%, TOBMEBERZELEDTHD,

The Learning Style Inventory (LSI)

£ 1 DIKolblZ & o THEMR S #17= The Learning Style Inventory (LSI)
THD. LSHI1976FITHIRRHE S 1. 19854F 1T Version 2 A%, 19994F 1
13Version 3AMERRSINITWS (Kolb, 1999) . FEXY 1 IIOREEZE
W BZE 2 88 U 7= Curry (2000) 2k #Ud, HERBHALWShTW
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HUEEDIDTH B,

LSITIE. MEHIIRABTIZICEM N TVBRFEEREICOWTDI20X
ERRTBHZEERDONSE, BEMICITETXORIEZHEA. HITH
ADOEEZRTHSO¥FEHEMICH TIIEZIEIC1 NS 4 0EEZ
DIFBENIEREES,

Bl O LIFEETHLE
BENICER 2 RTER4 BXTERL Do THTEEI

BEDOEEIT4D0¥YEES (CE. RO. AC. AE) IZHET 24D0DF
ETHD., ROXZETRTRRLESEEZEFT 2. 2L TREOEWN
2ODFBREIDOBICHED2RBRFOANDEEASYAINEEINE, &
SIZ4ADDFEERENOHEZRANWTITE—NEDOHS L HR—BAEDOR
IZ2HETH, ZOLDICLTRADHOEZEAYNINERETHDT
H5,

LSIO %4 - FEMEICOVWTIHERHZHRITMT2HEZEDNS,
Loo (1996) IIHFAHZT-> T2 O0RFZRMELER, FD 2D
ORFTIREEDI1%LNHEHATERNMhoE. T5IT4DD¥EHE
HEMBIRD-HD4DORTFTHM LR, ROECEOHHE THIR
F. AEOEHTE2HF. ACECEQOHHHE THEIRTF. FARFIBKS
NTHD, 4DO0FEERNIBAREIIIHNZN - 2. RKROMOBE
(Willcoxson & Prosser, 1996; Willson, 1986) THld-> X0 & L7=&ERNHA
Mol Fi=, BEICIEMN 2O IR EZEZ D EICHTFMZTD &
WO HBEEHEZEEME T IMESE D WS, LSITIIEZFITREIC 120
5 4DEMEDFEIRBOT. BREEAOHEZEOSEAN0 (1+2+3+4)
W25, THERTFTONT 5 EATHICHEBE S N-EFRGENH
T, WE(EL =R FRFRENRWEESTOmEEB(E L ZHFEAHE N
TLEDIEVWDIDTHS (Comwell & Dunlap, 1994; Loo, 1999).

Learning Styles Questionnaire (LSQ)

LSIDOME R Z ¥ FE X . Honey EMumfordiZ & o THERE N2 DN
Learning Styles Questionnaire (LSQ) Td % (Honey & Mumford, 1995).
LSHIMRMNZESELZANVTVDDIIN L, LSQIIBBCFERIZEDE
BOESHBHER L -EEEHZHEA TS, EELSQIETHZRD S
DEZNREITERL, BRTZATHTODLOICERZETTVS
E2) .

IToxt Provided by ERI
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B 2: Honey & Mumford ODLeammg Styles QuestionnaireDZ#¥ Y1 7 )V

LSQIZ80NERIEBIZ D W TRIEENE RN N ETF v 79 Bl
Thb, SOOEMERIHEOFEBEAY AN EULB[20HEBD4DDT
N—TMER->TBY., SUFLIHBEINTWS. 4 DDA AT
Kolb® 4 DOZEZEEMNTIFIF—H L TWB, [TTER (Activist) | 13FRIK
HIZER FTLWEERZ LENSZATVNE, TEHEE (Reflector) ] 13
YMIEZ LA REENSBR LD Ty ZED0 LD UTES.

[FE247Y (Theorist) | VSEIERZBESBEHMIHE L T T EN SN,
EENHRRAMAZERTS, ERA (Pragmatist) | 1IBESOHERRDBEAMN
%Wkoi<ﬁx6ﬁtoﬂ%ﬁbf¥0 e MR ZE1T .

LSQiZKolbDLSIL Y H{E#EME. FZLH A1 V) (Sadler-Smith, 2000).
BETIILSQOARLSIL D HE < AVnsnTWS (Loo, 1999). L
L. LSQDHEZE LTOZYYE - FEEZ LTS (Allinson &
Hayes, 1988) Tid. T 21T > MR, ARLSQTHEINTWVS
LI RETIEMETET, FPRINZEME (predictive validity) IZDWTH
BN SERER DT,

R E B

DLED LS/ E2BE X7 ETEEIILSIELSQZ B A IZHR
L. T RURAEERBROS D ARARZEREILDT = v T 2%,
HEBERIC DOV TOMBBEZILAAAKERETRICFHRALZ
U, HEETEEZ RO, FOREREEEOBELN ORESN
REniz, ,

F3°. LSITIIMAIMICIEAIZ DT 2 EWSHBERTH S, BIEEICK
ST, ML EAIRI DT SNTHIM EALIRIDFITI WER, L2
DORILHE B U THIML EMIOBIIENK D ITEE TN SHMLETD
BN DTS WEWDEENH S,

—%. LSQTIIBERBOERNRDNENWZ LW BEANH 5, BRI
EET . 2ROEFHORMIONTEZDZON. ZNLSN O 4 TEEHE
DZEHEDHEZONMNARRINTWVWEVD, BEIERDVEWNIZSLER
BEN%< 85, £, EEAFECRELEEL TS, HEOHE L5
EEOBSTIIY TO—FNRA S LR SN, EEICENINS. £
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DL, BEEBIZEVWTHAHLIICLEVNERIZETERNEND X
I, HHERBOTHMNRRBRIBEEIEZADINEDNKD,

51T, LSITHLSQTHME LR > ZDIIHBE OMROBBETH 5.
[When I learn I feel personally involved in things.| 72 &, REEREEFEE TR
FHEBRESBE LICK WEHERH D, BRTIZZTOBRENFNDICL
Mo, ZDXKDIZAEIC DWW TELiason (1995) X, REZRELTD
ACHT2RHETIIEBRR EZEUNH--ELTD, £5TIRHAEWVWA
W U TIEEME & 24N H 2 LIRS W ERRHL TWa,
PLED & DIZLSI. LSQIIfEHME - UMARIESN TS EEEX
W, iz, BEFEZRBRLLE TERS NH/ERZOT, TOX
EFMRLU THETHWS DIIRER D D IHEMNH 5. AAFE T, H
AN T DNEBEBEERAY A INVHAERZELTICE W THRZITHERL
TREZTW, ELTAHBACOE TEEX20ENERIET D,

Ttk

FHEATEOEEL D, LSIPLSQZZOE EHRL THREZ1T D OIIM
HERBDEEZOND, FILWIRAEEIILLTOX S ITERL =, [H
ZRRIL, LSID & D 2@ B AT T E WS K TIdR<., [0=2<H4
TEESEW S 6=EBICK<HUTIEES | OTEKEFETHET
BRI U, BREEEIZ, LSIZ2FOFEEMMRT I LEHBRICHENE
UBBand 5. LSIOBER' 2bEICLAENS D, 2HER T
R HAEEBEBFEICRD., FAHATRERITHICESRZY T, Kolb(1984)D
ELTO4D QOEIOKM (1) EEXSHDETHERLE. Z0E, LSQD
BEEEBSEICLE. ZOEDICUTHERLZ48EE Z 5 > ATl
N, AEIEEFERI B,

HEZEII2001FE2ANSS5HICMT TAERERNG 2 DOEIIKRFTEN
KFEIZEA U 2208 (BH146%. wi748) HoBEIEZE-N,
FDDE28IERBEN D - I=7-D218% 0 Z 3 ITH W=,

Full Tt Provided by ERIC.
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# 1: Kolb®Experiential Learning Theory (ELT)

D 4 D DEIDRE

B4R NERBIZE
BRI RRN 52N FTHEDBIANEEERTS
FTTH LN Sk d 3 2L DERELRDOTHET D
YR % ERECHIWTT 5 1 DOOMEEEL ORANSEZXD
HRPo—REL VO BDBEEERTS ELDTATT #EHIMT
BEIODDBBEERINTS BBEAIMENTHD
FFTEIL. BREIBISEZXD BEECHHZBL. REOEKREERT S

HEEN B &MLt
ERMtEEHET S WRALARBEORBEL KYICTS
HRAMNERICFEA N EINERT REMICELWI EA2EBTS
HLWITATFTTE2ERLUIEATS MBEENNTD ZEEFD
HEAEREBRET S BELDBEEEKRYNTTS
1IDOFELWEZREDIVWHBEERDZ |[GROL2HOREFD
BRiMEL . HEEZL-TITHTS RENTHELDLDEHFD

pagiil

Kolb(1984) HHoney and Momford(1995)% BE.3E L Wik L /=24 DO §liZ
HMELTWE, ARETHINSOMFELEEEL. IT2EFH - NV
T w7 ARG THFOHZTS. ELTNELFNE2O0RFOENE
NICEEBOARRMIND LI BBENAHEINZETTHS. €531
N, COIIBMNAEAKRZEICOHEETSHEEALSND,

F— & OBHIZIL. #at/Sw & —PSPSS for Windows (9.0) ZHW
7=. SASTEE OIREEINE2TH D, BH. R2ILHIEEEREITL
HIZEENENS EOREANTVENERTHDOTHSAH. SPSSTIE
02 HAEL L TWD O THEIMHMENITIEWIE EERENTE V. RAFE TR
TRTOHEENRERDHENSRZLIN N DO TRV LI N,
LML, ZORICITOIRTFHHOME L. HEGRENMENWDDIEITE
FOBICEBE L TAEY THE 0. HERK r ot EoRKEZR
K (F2) . N335 TELHEZHIRL. 3HEZHONRE
L7,
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#2: ELTICE I AERELHBORBMET (N=218)
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EHH ¥ig@E SD EE LK mxi

2 WANALEXDLDHHEBMICHNTS 344 170 017 -100 063
10 HERICEZ LD BN AL TELS 2.65 1.41 020 -035 063
7 BEMICELWT E2—F&KRYICTS 3.49 1.65 005 -083 054
14 HENITHBTEZETERD 360  1.59 031 -050 054
35 BEZ TR ADCFEZRODTICEOHTORT

wHTNL 328 158 015 -061 052
45 BEAERDIRICEDEIBFETT 20805 3.00 1.50 005 -058 052
21 ERCEAZREANT BLEDIRLNS 2.60 1.45 023 -037 051
44 gyg:té@%ﬁbfce%ww@&5;:@1150)7» 345 140 035 001 0.5

A
46 :x;g%t%itﬁmmtﬁﬁ DT, KATHE 336 146 023 -040 047
47 BEIC D - T—5—SRENITED Tn< 345 145 037 020 047
31 BEZVTTESMRICEIED 3.26 1.44 023 -045 047
37 FRCHE - THRIZFIC DTS 2.84 1.60 018 -0.71 047
17 IDIDBRICEML TN 331 1.49 008 -064 046
18 gggtém‘ ENEIBRBIBZONEEATY 269 144 014 -049 045

S 3
16 4ETEREIHLN LICHET S 2.85 1.53 003 -067 045
20 ;g; WM EIDRNLRES T AN BREE 325 145 010 051 0.45
13 BEEERTHDI—FNHEKEELD 3.63 1.46 023 032 044
15 DELHHREEE. ZEA. ARELSTEZETEDS 331 1.54 014 -054 044
10 @%g}lgfl/\éltbi‘EJE::&—*‘/a‘/L’Cl/\‘éc‘:

gL TWw3 2.72 1.80 011 -107 044
32 NXEDBAHE->TERS 363 147 052 -007 043
36 HNENREND D ERDEIEITHEDI 363 170 045 062 042
22 B WHETHORRICHETES 2.45 137 025 -034 042
9 IDDELVWEXZ2RD 3 293 168 006 -069 039
24 FILSBAF T L2 HANICERTS 345 136 004 058 039
41 BN SHOBEITHBATS 4.21 1.14 -0.74 113 039
25 % AP BHITN D BB E & < B 380 145  -055 010 038
30 B DEKHZLEDTELD 328 134 001 031 038
3 ;}&E%}(f’ﬁ)‘cﬂ%%in E) 2L ERBEICREEZ 343 1.78 031 098 037

N
8 MBLERICETRHTHS 322 162 004 -092 037
33 BLoWEZ ERESE BRI EEITS 282 164 026 079 037
12 BEEFANSHEUZROUHES LT3 409 131 052 009 035
34 1DOBEICHL T DHOMREHEEE LD 208 130 021 -009 0.34
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&2 (&)
48 BRMNEZ I ENELLHEIPRT 365 143 05 017 033
1 FANTHEZ L2—BKHICT 3 4.21 1.40 -0.62 009 033
11 PN ENFDER THRENKESDONDD 390 141 041 -048 033
38 ZEEHOHIIHBREKEELD 304 159 017  -064 033
6 1DDTLIZDNTNANARBENEELD 318 151 008 -046 032
5 B THAZROUANSHHET S 410 145 073 -006 032
28 REEFREKOORBIENTES 255 162 030 -067 032
29 z&g‘w:ﬁohsemun%\ SRLVITEEKRY 313 155 010 -048 031
B
42 ?_5}2‘%9 TH2E0, HOANR>TVBDEE 284 138 027 -022 029
A
4 NROBHEE LB TH L ENEHS 439 136 -0.82 035 0.29
39 ZEEOHEIZEKNBH D 295 181 008 -1.06 0.29
26 EBRORRMEETERNEERLII N 377 149 038 042 027
27 BLTWB I ERIANTHER LEXS 269 176 016 -092 025
43 ELWRAL D HERZIFS X -R1H 2R 2 403 148 065 -0.19 024
23 FERESITHN. REEBERT D E2RYICTS 367 147 033 036 023
40 EEORFNHRORTICEOEEHA THES 364 163 026 -075 021

S

FTHRTFEERETTICERDEICLIATFAHEETLEZE A,
BAMELOU EOIRTENE SN (K3 . L L2AaO#MzERET S
ELTIZUAN- T, £I20F@ - NIy 7 AEETHHZIT> TH
2o TORB2RFHETIIEIRTF. F2RFEBDITRESHDHATND
ZEHIZRSNT, MEmBILL TWaH EIIEA B> 7, ARTFHT
SO EETLEN ELTIEDKHBOATHKR I N SHTFIZah -
7o '

% 3: 31HEH(r>35ICEREZRHEH L ZBROROE A E
(N=218) (BI04 LA FIZHEE)

%y 1 2 3 4 5 6 7 . 8 9
&% 570 398 213 165 150 119 115 1.11 103
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Representation of Users and Uses of English
in Beginning Japanese EFL Textbooks

Aya Matsuda
University of New Hampshire

This study explores the representation of English users and uses in Japanese EFL
textbooks for seventh graders that have been approved by the Ministry of Edu-
cation. Analysis of the nationality of the main characters and the contexts and
types of English use featured in the chapters suggests that the textbooks tend to
emphasize the inner circle (Kachru, 1985) both in intranational and international
use. The representation of users and uses in other contexts, particularly of those
in the outer circle, is much more limited despite the growing recognition of the
spread of English and the increased use of English outside of the inner circle
(Crystal, 1997; Graddol, 1997). Based on the findings, I discuss the extent to
which these textbooks represent the current global uses and users of English,
consider the appropriateness of the representation, and suggest ways to help
English learners become more aware of the sociolinguistic complexity of the
English language.

ARE T, PE—EERFOREZRB THICBNT, KBEREBLV
ARMEDESICREINTWEINEREL L. BEAYOERRELERIITE
ho®kBEEHORNEBEESNLELZA. BNEEHE - BESHEMGOER
IZB T Inner Circle (Kachru, 1985) DHEFABFE LS ORBHERICERZBH
M B LMbhoiz, FRIZ. ZREADORKRI. RiZ Outer Circle TDXREE
A EEBEFTEL. BRBANTORRAITDEOASNRN o=, FRILTH,.
CORRESEX. BRENBHEERICBIIREBRRELTVEREZ NN
KERBICRLTWINZHERL, TOBYSZERTDHLLEBIT. RKBOEHM
BHRXERPNEROEREZRT HEERRL.

of the world. In the inner circle (i.e., Australia, Canada, New

E nglish performs a wide variety of functions in different parts
Zealand, the United Kingdom, and the United States) (Kachru,
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1985), the majority of people learn English as their first language. Even
when they speak another language at home, English is likely to become
their dominant language because of the extended exposure to the
language outside the home and the numerous functions the language
performs in society. In outer circle countries and regions such as India,
Singapore, and Nigeria, which are former colonies of inner circle
countries, English is institutionalized. That is, English has acquired an
extended range of uses in intranational communication (e.g., language
of law, medium of education), linguistic nativization has taken place,
and literary works are created in that variety of English, although other
languages (usually indigenous languages) still maintain important
functions (Kachru, 1992). In the expanding circle, people learn English
as a foreign language and use it predominantly for international, rather
than intranational, communication. Furthermore, English does not have
the extended functions it has in the inner or outer circle.

In addition to the increase in its functions, the worldwide spread of
English has changed the demographics of the population of English
users. English is not used exclusively among native English speakers
or between native and nonnative English speakers anymore, but also
often for communication among so-called nonnative speakers of
English (Graddol, 1997; Smith, 1983; Widdowson, 1994).! Because it is
increasingly used among people who were traditionally regarded as
nonnative speakers, i.e., speakers from the outer and expanding circles,
the assumption that nonnative English speakers learn English in order
to communicate with native English speakers and learn about their
culture does not always hold true anymore. In fact, the role of nonnative
speakers in shaping the form and functions of the English language
has increased. As Graddol (1997) states, “native speakers may feel the
language ‘belongs’ to them, but it will be those who speak English as a
second or foreign language who will determine its world future” (p. 5).

This worldwide spread and the consequent changes, such as the ex-
pansion and complications in the variety of uses and the increasing uses
among nonnative speakers, are important characteristics of the English
language. Consequently, acknowledging all of these functions of the
language is essential for understanding the sociolinguistic complexity
of the English language.

However, in Japan and perhaps also in other countries in the expand-
ing circle, many English learners and even some teachers still perceive
English exclusively as the language of the inner circle and the purpose
of learning English to be merely to access the inner circle culture. For
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instance, a qualitative case study of Japanese secondary school students
(Matsuda, forthcoming) suggested that, although they perceived English
to be an international language in the sense that it is being used inter-
nationally, they did not believe it belonged to the world at large. Rather,
the students perceived the language as the property of native English
speakers (Americans and British, more specifically) and believed that
the closer they followed native speakers’ usage, the better. Their aware-
ness of outer circle countries, including the forms and functions of
English used in them, was extremely limited (see Friedrich, 2000, for a
similar example from Brazil).

The picture of English uses and users that these Japanese students
had is incomplete in the sense that it does not acknowledge the increase
in the use of English among so-called nonnative speakers of English, and
thus is problematic for several reasons. First, if students do not under-
stand the significance of the uses of English among nonnative speakers,
they cannot fully take advantage of the opportunities that accompany
the use of English as an international language. Instead, students may
assume that English belongs to the inner circle and that others, who
are expected to conform to inner circle norms, should remain in an op-
pressed, peripheral position in international communication in English.

Secondly, such a limited perception of the English language may lead
to confusion or resistance when students are confronted with different
types of English users or uses (e.g., users from the outer circle). Students
may be shocked by varieties and uses of English that deviate from the
inner circle English, view them as deficient rather than different, or be
disrespectful of such varieties and uses. Lastly, a limited understand-
ing of the users and uses of the language may have a negative effect
on language acquisition. A language is not merely a combination of
discrete linguistic and metalinguistic knowledge, but rather, it is a
dynamic system embedded in a social context (Halliday, 1978; Berns,
1990). Therefore the awareness of the context of English, including its
worldwide spread, the consequent diversity in its forms and functions,
and its increased use among so-called nonnative speakers, can be con-
sidered crucial for understanding and acquiring the language.

One of the possible sources of influence on students’ perception of
English is their English class, where students are intensively exposed to
the target language. Textbooks, in particular, can be a significant source
of exposure to various users and uses of English and may play a vital
role in the construction of students’ perceptions of the English language
because they play an important role in EFL classrooms. Hino (1988), in
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his study of the representation of nationalism in Japanese EFL textbooks
from different historical periods, argued that textbooks not only dis-
seminate knowledge but also express, reinforce, and construct a certain
view of the world. Such influence may be especially strong in Japan,
where textbooks, which are approved by the national government and
selected by the local school district, have institutional authority and
where classroom lessons tend to be constructed closely around the
textbooks. In addition, EFL students tend to perceive their textbooks as
high prestige sources of input because they do not receive much input
outside the classroom (Bardovi-Harlig, 1996). All these factors make
textbooks an influential source of input for students and a logical place
to begin an inquiry about the presentation of English in Japanese EFL
classrooms and the construction of students’ beliefs and perceptions of
the English language.

The current study explores the representation of English users and
uses in beginning EFL textbooks used in the first year of junior high
school (7th grade) in Japan. Specifically, the following research ques-
tions were investigated:

1. What kinds of people are represented as English
users in 7th-grade Japanese EFL textbooks?

2. What kinds of English uses are represented in these
textbooks?

Based on the findings, I will discuss how thoroughly these textbooks
represent the current global uses and users of English, consider the
appropriateness of the representation, and suggest ways to help English
learners raise their awareness of the sociolinguistic complexity of the
English language.

Methodology
Textbook Selection
The current study analyzed all seven 7th-grade textbooks that were

approved by Monbusho? (the Ministry of Education) in 1996 and were in
use from April 1997 to March 2002.
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Table 1: List of Textbooks

Title Publisher
Columbus English Course 1 (CO) Mitsumura Tosho
Everyday English 1 (EE) Chukyo Shuppan
New Crown English Series New Edition 1 (NC) Sanseido

New Horizon 1 (NH) Tokyo Shoseki
One World 1 (OW) Kyoiku Shuppan
Sunshine 1 (SS) Kairyudo

Total English 1 (TE) Shubun Shuppan

I chose to analyze Monbusho-approved textbooks because of the
significant role they play in English classrooms across the country. All
public elementary and secondary schools in Japan are required to follow
the national curriculum and use textbooks that are approved by the Min-
istry of Education. Even private schools, which are not required to follow
the national curriculum, often adopt a Monbusho-approved textbook as
one of their primary textbooks. Therefore, virtually all secondary school
students, including the participants of the aforementioned study on the
perception of the ownership of English (Matsuda, forthcoming), come
in contact with Monbusho-approved textbooks in their English classes.

In addition, because the Monbusho only approves textbooks that
closely follow the national curriculum, the approved textbooks often
become the curriculum itself. Even at private schools, where more
flexibility is allowed in the selection of teaching materials than in public
schools, some lessons follow the structure of Monbusho-approved text-
books closely and do not involve any outside materials (see Matsuda,
20002a). While I would not claim that this is the case for all English cur-
ricula in Japan, it can be said that Monbusho-approved textbooks play a
large role in the EFL curriculum at Japanese secondary schools, and that
is the primary reason for selecting Monbusho-approved textbooks for
the current study.

Among all Monbusho-approved English textbooks, seventh-grade
textbooks were selected because they provide the first formal encounter
that most students have with English, and thus the explicit and implicit
messages they send about the users and uses of English potentially have
a strong influence on students’ perceptions of English.

The contents of all seven textbooks that were reviewed are organized
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in a similar manner. Each has 11 to 15 chapters consisting of the main
text (usually a dialogue that introduces new vocabulary and sentence
structures) and tasks related to the new function or sentence structures
introduced in the main text. Summaries of grammar points and informa-
tional notes about English speaking cultures are presented at the end
of each chapter, after every few chapters, or at the end of the textbook.
Additional readings, poems, songs, word lists, alphabet tables, and
pronunciation guides are found between chapters or at the end of the
textbook.

Analysis

In order to understand the representation of users and uses of English
in Japanese EFL textbooks, the main characters in the textbooks and
the contexts and types of English uses presented in the chapters were
investigated.

The first research question of the study was “What kinds of people are
represented as English users in seventh-grade Japanese EFL textbooks?”
In order to answer this question, I identified the nationality of the main
characters, who were introduced in the early sections of each textbook
before the regular chapters began. I also counted the number of words
uttered by each character. ‘

The second research question was “What kinds of English uses are
represented in seventh-grade Japanese EFL textbooks?” To address this
question, the contexts and types of English uses represented in the main
texts of the chapters were identified and analyzed. The analysis of the
contexts involved the identification of countries in which characters
used English. The contexts represented in the textbooks included (1)
Japan, (2) inner circle countries, (3) outer circle countries, (4) expanding
circle countries other than Japan, (5) multiple contexts (e.g., interna-
tional phone calls and letters that involved more than one of the above
four contexts), (6) fictional contexts (e.g., in a time machine), and (7)
unknown/no context (e.g., introduction of numbers). For each context
type, I counted the number of chapters that included English uses taking
place in that context. Dialogues on an international flight were catego-
rized by the country of destination.

Types of English use can be defined and classified in various ways,
but in this study, I decided to focus on whether the use is intranational
or international. Intranational use in this study is defined as the use of
English between people from the same country, while international use
refers to use between people from different countries. Intranational use
&
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is further divided into three types: between people from the same inner
circle country, between people from the same outer circle country, and
between people from the same expanding circle country. International
use is also further divided into three types: between people from differ-
ent inner circle countries (i.e., native speakers from different countries),
between native speakers and nonnative speakers (i.e., people from the
outer or expanding circle) of English, and exclusively among nonnative
speakers of English® Figure 1 illustrates the six types of English uses
whose representation was investigated in this study.

— Speakers from the same inner circle country
— Intranational Uses —1— Speakers from the same outer circle country
— Speakers from the same expanding circle country

— Native speakers only

— International Uses —— Native and nonnative speakers

— Nonnative speakers only
Figure 1: Types of English Uses

To test the reliability of the coding scheme for the analysis of contexts
and types of uses, I trained an outside coder and asked him to analyze
one textbook with 13 chapters (14.6% of all chapters analyzed). Inter-
rater agreement figures of 0.94 and 0.93 were achieved for the analysis of
contexts and the analysis of types of uses, respectively.

Furthermore, the additional reading passages, poems, songs, word
lists, cultural notes, and pictorial images were also studied in order to
supplement the analysis.

Results and Discussion
Nationality of the Main Characters

Table 2 shows where the main characters in each textbook came from
and the number of words uttered by those characters in the main text.
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Table 2: Nationality of the Main Characters and the Number
of Words Uttered by those Characters

Textbook  Japan IC ocC EC OtherthanJapan ~ Unknown
CcO 9 (456) 4 (586) 0 0 0
EE 3 (463) 4 (34D 0 1(120) 2(88)
NC 10 (582) 1 (212) 1(70) 3(81) 0
NH 3(258) 3(258) O 1(218) 0
ow 2 (348) 5 (396) 1(143) 0 1(17)
ss 4257 9(523) 0 0 0
TE 3 (480) 4 (758) 0 0 0
Total 34 (2844) 30 (3074) 2 (213) 5 (419) 3 (105)

Note: Number of words uttered is in parentheses

The majority of the 74 main characters are from Japan (34) or inner
circle countries including the U.S., Canada, Australia, and Scotland (30).
The number of characters from the outer circle (one each from Hong
Kong* and Kenya) and the expanding circle other than Japan (a total of
five, with one from Indonesia, three from China, and one from Brazil)
are relatively few. The comparison of the number of words uttered
shows a similar pattern, with slightly greater emphasis on the inner
circle characters. Japanese characters outnumber inner circle characters
by four but they produce fewer words (2,844 words) than those from the
inner circle (3,074 words). Characters from the outer circle and expand-
ing circle countries other than Japan produce only 213 words and 419
words, respectively.

This dominant representation of speakers from Japan and the inner
circle is found in individual textbooks as well. The only exception is New
Crown (Morizumi, 1997), which has more speakers from the expanding
circle (ten Japanese and three others) than the inner circle (one person)
or the outer circle (one person). However, it should be noted that even
in this textbook, the number of words uttered by the only inner circle
speaker (212 words) is still much larger than that of the only outer circle
speaker (70 words) or that of the three speakers from expanding circle
countries other than Japan (81 words).

The large number of inner circle characters in all the textbooks
reviewed, except for the one just mentioned above, gives the impression
that they are the dominant users of English. Japanese main characters
are also numerous, but due to the limited number of examples of intra-
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national use included in the texts, they do not come across as regular
and extensive users of English but rather as prototypical examples of
EFL learners, similar to the textbooks’ audience. In contrast, representa-
tion of users from the outer circle and expanding countries other than
Japan is limited in terms of both the number of characters and their roles
in dialogues. This does not seem to reflect growing recognition of the
spread of English (Crystal, 1997; Graddol, 1997) and sends the message
that English users from the outer and expanding circles hold only pe-
ripheral roles in the use of English worldwide.

Contexts of English Use

Table 3 illustrates the number of chapters in the reviewed textbooks
that include examples of English use in each context. Use in Japan and
the inner circle is represented more often than use in the outer circle or
expanding circle countries other than Japan.

Table 3: Contexts of English Uses

Textbook -Japan IC  OC ECOther ~ Multi-Context Fictional ~ Unknown/

than Japan No Context
CO 13 0 0 0 0 0 0
EE 10 0 0 0 2(-1C) 4 1
NC 10 0 0 0 0 ‘ 1 0
NH 7 0 0 0 0 5 0
ow 1 9 1 0 2(J-IC;J-OC) O 2
SS 5 7 0 0 1J-1C) 0 1
TE 1 - 1 0 0 0 0 0
Total 57 17 1 0 5 10 4

Japan is the most common context for English use in five of the
seven individual textbooks as well as in the overall distribution in all the
textbooks combined. For instance, all dialogues in Columbus (Togo &
Matsuno, 1997) and most dialogues in Total (Horiguchi, Goris, & Yada,
1997) are between Japanese students and their American friends or
teachers living in Japan. Use in the inner circle is represented in more
than half of the chapters in Sunshine (Shimaoka, Aoki, Matsuhata, &
Wada, 1997) and One World (Sasaki, 1997), in which the main charac-
ters visit the U.S. and Australia, inner circle countries, and use English
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to communicate with people there. Four out of five “multi-context”
examples also involved Japan and an inner circle country. In contrast,
use in the outer circle and expanding circle countries other than Japan
is represented much less frequently than use in Japan and the inner
circle. Of all the textbooks, only One World (Sasaki, 1997) includes a
chapter that features the use of English in an outer circle country, Hong
Kong. English use in expanding circle countries other than Japan is not
represented in any of the textbooks.

Thus, representation of the contexts of English use emphasizes the
use of English in the inner circle and Japan rather than the use of English
in the outer circle and other expanding circle countries.

Types of Uses I: Intranational vs. International Use

Table 4 compares the number of chapters in each textbook that
include intranational use among speakers from the same countries and
ones that include international use between English users from different
countries.

Table 4: Intranational vs. Ihternational Uses

Textbook Intranational Uses  International Uses
CO 1 11
EE 3 10
NC 0 10
NH 0 11
oW 2 10
SS 2 10
TE 3 11
Total 11 73

International use is represented more commonly than intranational
use. The majority of chapters, amounting to at least ten chapters in each
textbook and 73 of 89 chapters overall, include some representation of
international use of English. Intranational use, on the other hand, is rep-
resented in only 11 chapters overall and not found at all in New Crown
(Morizumi, 1997) or New Horizon (Asano, Makino, & Shimomura,
1997). References to the international status of English in sections of the
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textbook other than the chapter dialogues are also found. For example,
a note in the appendix of Sunshine (Shimaoka et al., 1997) states that
“English can be considered an international language because it is used
in various parts of the world” (p. 102), and a cultural note in One World
(Sasaki, 1997) encourages students to “broaden [their] ‘world’ through
learning English, which is one of the common languages of the world”
(p. 95).° The prominence of the presentation of the international use of
English in these textbooks seems to emphasize the language’s role as
an international language. This representation makes sense considering
that these textbooks are used in Japan, where English is not used for
daily intranational communication, but mainly for international com-
munication (Yano, 1992).6

Types of Uses II: Intranational Use

Table 5 compares the number of chapters representing each of the
three types of intranational use: use among people from the same inner
circle country, use among people from the same outer circle country,
and use among the speakers from the same expanding circle country:.

Table 5: Three Types of Intranational Uses

Textbook IC OC EC
CO 1 0 0
EE 1 0 2
NC 0 0 0
NH . 0 0 0
ow 2 0 0
SS 2 0 0
TE 3 0 0
Total 9 0 2

The majority of intranational use takes place among inner circle
English users. Nine out of ten chapters that present some kind of intra-
national use include the use of English between the inner circle English
speakers. For example, Columbus (Togo & Matsuno, 1997) depicts an
American boy and his parents speaking English at the breakfast table,
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and in Sunshine (Shimaoka et al., 1997), Emily calls her family in New
York and talks to them in English. In addition, some textbooks include
pictures and texts that refer to the customs and cultures of inner circle
countries and their people. New Crown (Morizumi, 1997), New Hori-
zon (Asano et al,, 1997), and Columbus (Togo & Matsuno, 1997) have
pictures of American school life, and a chapter on numbers from One
World (Sasaki, 1997) lists emergency telephone numbers from four inner
circle countries only: the US., UK., Australia, and New Zealand.

References to intranational use involving speakers from the other
two circles are also present in the textbooks, especially in sections other
than the regular chapters. For example, five of seven textbooks have
preliminary pages that introduce “Classroom English,” and four of them
include exchanges between Japanese students and a Japanese teacher
of English, representing intranational use between speakers from the
expanding circle. Also, some comments and maps refer to the use of
English in the outer circle: a list of countries and languages spoken in
each country mentioned in the textbook in New Crown (Morizumi,
1997) shows English as one of the languages spoken in the outer circle
countries included, and a map in Total (Horiguchi et al., 1997) uses
different colors to indicate the countries where English is the dominant
language (the inner circle) and those where English is a lingua franca
(the outer circle). While these lists and maps do not elaborate on the
use of English in those countries, they at least acknowledge the use of
English in the outer circle.

However, in the main texts, the representation of intranational use
among people from the outer and expanding circle is limited. Only two
chapters include the representation of intranational use between people
from Japan, an expanding circle country, specifically dialogues between
a Japanese main character and her mother. Intranational use in the outer
circle is not represented at all in any of the chapter dialogues.

The extensive presentation of the use of English among people from
the inner circle, combined with pictures and texts that refer to the inner
circle cultures, sends a message that English is most closely associated
with the inner circle. The role of English as an intranational language
for those from the inner circle may also be implied when English is
presented as one of many languages in the world. For example, a section
in Columbus (Togo & Matsuno, 1997) that features photos from Mali,
Russia, Spain, Mexico, Kuwait, Brazil, and the U.S. with their dominant
languages printed as the caption may suggest to students that one func-
tion of English is intranational use in the U.S.

201



194 JALT JOURNAL

On the other hand, in Japan, English is not used regularly or exten-
sively in daily communication. Thus, the presentation of English use
among Japanese characters in textbooks may represent the limited
but increasing use of English as a medium of English instruction (e.g.,
classroom English) and encourage students to use and practice English
outside the classroom (e.g., to write poems or to keep diaries).

In sum, the analysis of intranational uses demonstrates that the repre-
sentation of the use of English between inner circle users is much more
common than other types, especially the use of English among speakers
from the outer circle.

Types of Uses III: International Use

Table 6 shows the number of chapters that include presentation of
the three types of international use: exclusively among native English
speakers, between native and nonnative speakers of English, and exclu-
sively among nonnative English speakers.

Table 6: Three Types of International Uses

Textbook NS Only Both NSand NNS  NNS Only

CO 0 11 0
EE 0 8 2
NC 0 7 3
NH 0 11 1
Oow 0 9 1
SS 0 9 2
TE 0 11 0
Total 0 66 9

The overwhelming majority of the chapters present international
use between one or more native speakers and one or more nonnative
speakers of English. Such use was represented in all of the textbooks
reviewed. Dialogues between Japanese students and their American
teacher or friends, for example, are the only type of international use in
Total (Horiguchi et al., 1997) and Columbus (Togo & Matsuno, 1997). In
Sunshine (Shimaoka et al., 1997) and One World (Sasaki, 1997), the main
characters use English extensively to talk to native speakers when they
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visit the U.S. and Australia, inner circle countries.

Five of seven textbooks also present some English use exclusively
among nonnative speakers, including a dialogue between a Kenyan stu-
dent and Japanese students in New Crown (Morizumi, 1997), dialogues
between a Japanese student and a Chinese student in New Crown
(Morizumi, 1997), and dialogues between an Indonesian student
and Japanese students in Everyday English (Ueda, 1997). However,
the number of chapters that include this type of international use is
considerably smaller than that of those representing international use
between native and nonnative speakers. Most of the dialogues that are

“exclusively among nonnative speakers involve Japanese speakers and
other nonnative speakers who are visiting or living in Japan, although
one lesson in One World (Sasaki, 1997) includes a dialogue between a
Japanese student and her Hong Kong friend that takes place in Hong
Kong. International use between speakers from different inner circle
countries is not represented in any chapters.

Although the international use of English exclusively among non-
native speakers is increasing (Smith, 1983), the textbooks that were
investigated in this study do not reflect this trend. The predominant
representation of the international use of English between native and
nonnative speakers may give the impression that nonnative speakers
learn English in order to communicate with those from the inner circle.

Conclusion

The current study explored the representation of uses and users of
English in Japanese 7th-grade EFL textbooks. The findings suggested
that these textbooks tended to emphasize the inner circle, both in intra-
national and international use. English users from the inner circle were
presented as the primary users of English, and the majority of chapter
dialogues that took place outside of Japan were situated in the inner cir-
cle. The predominant users of English for intranational communication
were also those from the inner circle, and the majority of international
use presented involved communication between native (i.e., the inner
circle) and nonnative speakers. The representation of users and uses
in other contexts, particularly those in the outer circle and expanding
circle countries other than Japan, was much more limited; there were
fewer main characters from those countries, and their roles in dialogues
were much more limited than characters from Japan or the inner circle.
The representation of English use in the outer and expanding circles
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(except Japan), both for international and intranational uses, was also
only sporadic. International use exclusively among nonnative speakers,
which is believed to be increasing as a result of the worldwide spread
of English (Crystal, 1997; Graddol, 1997; Smith, 1983), was represented
much less often than that involving native speakers.

This inner-circle orientation in the representation of English users and
use in these textbooks resembles the view of the ownership of English
held by Japanese secondary school students (Matsuda, forthcoming).
While a causal relationship cannot be claimed without empirical veri-
fication, the similarity between students’ perceptions of English users
and use and the textbooks’ representations, along with the significant
role the textbooks tend to play in Japanese schools, suggests that the
representation of English in EFL textbooks may be an important source
of influence in the construction of students’ attitudes and perceptions
toward the target language.’

If we accept that textbook representation can influence students’
perceptions of the English language and its users and uses, the repre-
sentations found in these textbooks, which focus overwhelmingly on
the users and uses of English in the inner circle and Japan and not on
those in the outer circle and expanding circle countries other than Japan
are problematic. Such a limited view of the language will not prepare
students adequately to use English in the future with other nonnative
speakers of English. In order to facilitate a better understanding of
English users and uses, some changes in the textbooks are needed. For
example, textbooks could include more main characters from the outer
circle and the expanding circle and assign them bigger roles in chapter
dialogues than the roles they currently have. Some dialogues that either
represent or refer to the use of English as a lingua franca in multilingual
outer circle countries could also be added to chapters. Also, the pres-
ence of characters from countries other than Japan and the inner circle
would make the inclusion of cultural topics and pictures from those
countries easy. Exposure to outer circle and expanding circle countries
other than Japan through the representation of English use and users in
those countries would help students understand that English use is not
limited to the inner circle.

Of course, teaching materials other than textbooks, such as teacher’s
manuals and commercial supplementary materials, as well as other
aspects of teaching, including classroom practices and students’ and
teachers’ attitudes, can supplement the textbook representation of the
users and uses of English. For instance, movies, videos, audio clips, or
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interaction with international visitors and residents in the community
can be incorporated into the classroom activities in order to help stu-
dents understand that there are many varieties of English. While the
American variety, given its preferential status in the current international
communication scene, may be a reasonable choice as a target model
in Japanese EFL classrooms, students must understand that it is just
one of many varieties of English that they may come in contact with
in the future. In addition, classroom discussions can address explicit
statements in textbooks about the forms and functions of English, such
as “Pronunciation of English varies in different countries and regions”
(Shimaoka et al., 1997, p. 40) and “English is a world common language.
It is an important means of communication when speaking with people
from other Asian countries, too.” (Sasaki, 1997, p.95). Textbooks may
touch upon those issues only briefly, but classroom teachers can provide
opportunities to address them in more depth.

English classes provide opportunities for an intensive encounter with
the target language for EFL students. Japanese learners of English would
benefit greatly from the thorough representation of the sociolinguistic
complexity of the English language, including the various uses and users
of the language found in different places of the world, in their English
textbooks as well as in other components of the EFL curriculum.
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Notes

1. The notion of native speakers as providers of standard,
normative language has been challenged, as variability exists
in what they know about the language, what they can do with
the language, and what they consider to be standard. The
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notion of nonnative speaker is similarly problematic, espe-
cially with regards to English, because it fails to acknowledge
the differences in the ways English users from the outer and
expanding circles use the language and the fact that there are
people in the outer circle who grow up speaking English as
one of their primary languages (Kachru, 1998; Yano, 2001).
While I hesitate to use terms that may reinforce the uncritical
and inadequate dichotomy criticized above, I decided to use
the term native speakers for English users from the inner
circle and nonnative speakers for those from the outer and
expanding circles in order to avoid wordiness when variabil-
ity within each group is not as crucial in the discussion as the
boundary between two groups.

2. Monbusho (Ministry of Education, Sciance, Sports, and
Culture) became Monbu-kagaku-sho (Ministry of Education,
Culture, Sports, Science, and Technology) after the reorgani-
zation of the governmental ministries on January 6,2001.In
this article, I continue to refer to the ministry as Monbusho
because that was the ministry that examined and approved
these textbooks in 1996.

3. The analysis of contexts and types of English was also
conducted by using a smaller unit of analysis: a monologue
and a dialogue. Each unit boundary was identified by a
change in chapter, its context, and/or participants, and was
analyzed in the same ways as described in the methodology
section. Because the length of units varied, I also counted
the numbers of conversational turns and words in order to
make comparison possible. The findings did not vary greatly
between the two sets of analysis employing different units
of analysis. Since the use of dialogue/monologue as the unit
of analysis involves greater variability than the use of pre-
existing chapters (because the researcher must identify the
unit boundaries), only the results from the analysis that used
chapters as the unit of analysis are reported in this paper.

4. Although Hong Kong is not a country, the use of English in
Hong Kong illustrates characteristics of the outer circle, which
differ significantly from those of English in mainland China,
an expanding-circle country (see Bolton, 2000 for further
discussion of English in Hong Kong). Therefore, Hong Kong
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is classified in this study as “outer-circle” and separately from
China.

5. Both quotes were originally in Japanese and have been
translated by the author.

6. I do notintend to suggest that Japan is a monolingual
country, although Japanese is the dominant language of the
society. See Maher and Honna (1994), Matsuda (2000b), and
Yamamoto (2000) for discussions of linguistic diversity in

Japan.

7. In order to better understand the influence of textbook
representations on students’ perceptions and attitudes, an
empirical study that compares the perceptions of English
users and uses held by different groups of students who
use different textbooks and that compares the perception
and the textbook representation for each group is needed.
Furthermore, follow-up studies using the subsequent sets of
textbooks would allow a diachronic comparison of language
perceptions and attitudes.
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An Algorithmic Approach to Error Correction:
Correcting Three Common Errors at Different Levels

Alice Y.W. Chan
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An algorithmic approach to error correction characterized by four main features:
pedagogically sound input requiring minimal cognitive effort, proceduralized
steps with instructive examples, explicit rules helping learners conceptualize
the correction procedure, and reinforcement exercises, is introduced in this
article using three well-defined structural anomalies for exemplification:
dangling modifiers, missing relative pronouns and the erroneous there has
structure. The remedial instruction materials have been tried out with students
at different proficiency levels and feedback was collected through different
channels. Comments from both teachers and students indicate that such an
approach is effective, versatile and flexible in helping Hong Kong Chinese ESL
learners overcome persistent learning errors.
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problems confronted by second and foreign language teachers.

Like many of our colleagues, we have frequently been
disappointed by the fact that, despite various attempts to make our
students aware of recurrent grammatical or structural problems, our
students tended to make the same errors again in their language output
shortly after corrective feedback was given, suggesting that students
failed to internalize the correct model. A substantial body of research in
Second Language Acquisition (SLA) has shown that learners may or may
not notice the errors that they have made (cf. the noticing hypothesis,
Schmidt, 1990, 1992), and even if a particular anomalous form has been
noticed, the grammatical rule in question is often too abstract and
complex to be mastered upon the teacher’s corrective feedback. One
possible reason is that the learner may have reached a plateau in the
L2 learning process suggesting that fossilization has taken place. There
may be other relevant factors, such as the degree of complexity of the
grammatical phenomenon or phenomena in question, and whether
the teacher is able to use relatively jargon-free metalanguage to make
explicit fine structural nuances.

Advocates of the hard-core version of the communicative approachto
language teaching tend to dismiss error correction for two main reasons:
(a) the belief that all attempts to draw learners’ attention to formal
anomalies would discourage the learner from producing output in L2,
which in turn would inhibit acquisition; and (b) the claim that there
is no interface between learning (which takes place consciously with
explicit instruction) and acquisition (which takes place subconsciously,
typically through mere exposure to the target language in natural,
meaning-oriented settings) (Krashen, 1981, 1982, 1985). However, a
substantial body of recent research in SLA has shown that focus on
form in context (Long, 1991; Long & Robinson, 1998) or form-focused
instruction in general (Spada, 1997) has great potential for enhancing
the learners’ language accuracy in their L2 output, thereby accelerating
the rate of SLA.

In an attempt to improve the quality of our own remedial instruction,

g s is well known, error correction is one of the most persistent
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we experimented with an approach partly inspired by theoretical and
empirical studies in consciousness-raising research (Sharwood Smith,
1981; Rutherford, 1987, 1988; Schmidt, 1990); and partly by more recent
research on form-focused instruction and explicit corrective feedback
(e.g. Doughty & Williams, 1998; Granger & Tribble, 1998), with an aim to
explore the pedagogical potential of explicit, form-focused, corrective
feedback in the Hong Kong ESL classroom. In our design of remedial
instruction materials, we tried to analyze the learning task from the
learner’s perspective in order to make the remedial input cognitively
accessible to even the weakest learners by minimizing the cognitive
effort required to proceed from one proceduralized step to the next.
We call such an approach an algorithmic approach to error correction
(cf. Sharwood Smith, 1981), in the sense that there is a set of rules
or procedures that students follow in order to overcome the lexico-
grammatical problem in question. In more specific terms, the teaching
approach that we have adopted in our materials is characterized by
four main features (see Chan & Li, 2002; Li & Chan, 2000, 2001): (a)
pedagogically sound input requiring minimal cognitive effort; (b)
proceduralized steps supported by instructive examples; (¢) explicit
rules to help learners conceptualize the correction procedure; and (d)
reinforcement exercises.

Such an algorithmic approach to error correction is versatile and
flexible in that it can be used for error types of different complexity
levels catering to learners at various proficiency levels. The remedial
materials thus designed can be used either by teachers in the classroom
with or without adaptation depending on the needs of their students,
or for self-learning purposes by learmers themselves. For this approach
to work satisfactorily, however, one prerequisite is that the error type
in question must lend itself to effective remedial instruction through a
sequence of proceduralized steps. In this article, we will exemplify the
algorithmic approach using the materials we designed for three error
types at different complexity levels: dangling modifiers, missing relative
pronouns, and erroneous there has structures. For ease of illustration,
the correction procedure will be structured in different phases, with

- each phase focusing on one specific teaching goal and indicating what

the teacher should or may do to help students overcome the error and
progressively approximate the target structure.
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Advanced Level: Dangling Modifiers

Nature and Causes of Problem

Many advanced ESL learers have problems writing complex
sentences involving a non-finite clause with no overt subject. The
problem of dangling modifiers often results, as in the following two
examples:

1* Entering the stadium, the size of the crowd surprised
John.
2.* Having eaten our lunch, the ship departed.

The core of the problem lies in the fact that the subject of the main
clause cannot be interpreted as the subject of the subordinate clause/
non-finite clause. Inadequate knowledge of the correct usage of the
target structure is probably the only cause of this problem. Students
are unaware that the subject of the main clause (e.g., ‘the size of the
crowd’ in sentence 1, or ‘the ship’ in sentence 2) has to be the same as
the implicit subject of the subordinate clause/non-finite clause (e.g.,
"entering the stadium" in sentence 1, and "having eaten our lunch" in
sentence 2). '

Correcting the Problem

Phase One: Hlustrate The Correct Use of the Structure with Correct
Examples

1. Look at the following sentences:
(i) Entering the room, we turned on the light.
| A N B |
(i) Walking along the streets, John met Mary.
I A N B !

What is the subject of B in sentence (i)? Circle it.

Is there a subject in A?

But do we know who entered the room? Who?

SN

Compare the persons who entered the room and the
subject of B. What do you notice? Are they the same
persons or different persons?
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6. Look at sentence (ii) now. What is the subject of B?
Circle it.

7. Who walked along the streets?

Again, compare the person who walked along the
streets with the subject of B. Are they the same?

Phase Two: Introduce the Rule

9. Ina complex sentence with two clauses, if the first
clause (A) does not have a subject, the subject of the
second clause (B) will be interpreted as its subject.

Missing Subject of A (subordinate clause) = Subject of B (main clause)

Phase Three: Help Students Notice the Core of the Error

10. Now let us look at sentence (iii) below. It has a similar
structure to sentences (i) and (ii).

(iii) Entering the stadium, the size of the crowd
surprised John.

| A B B !

11. What is the subject of B?
12. Can the size of the crowd be used as the subject of A?

Phase Four: Highlight the Nature of the Problem
13. Sentence (iii) is wrong because the missing subject of A
= the subject of B.
Phase Five: Help Students Correct The Sentence by Supplying the
Appropriate Subject
14. So who entered the stadium?
15. Look at the rule in step 9 above.
What should be the subject of the second clause?
16. Rewrite B by changing the subject to John.

(iv) Entering the stadium, John

2
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Phase Six: Reinforce the Correct Usage by Using Other Examples

Phase Seven: Reinforcement Exercises

Intermediate Level: Missing Relative Pronouns in Relative Clauses

Nature and Causes of Problem

Another common error associated with the formation of complex
sentences that ESL learners often make is the omission of a suitable
relative pronoun in a relative clause as in the following two examples:

3.* Iremembered the accident happened yesterday.

4* There were altogether ten parents participated in the
interview.

This error can be attributed to mother-tongue influence. In Chinese/
Cantonese, the mother tongue of most of the students in Hong Kong,
there is no distinction between finite and non-finite verbs, and serial
verb constructions with more than one verb/verb phrase juxtaposed
in the same construction without having any markers to show the
relationship between them are perfectly acceptable and very common.
What complicates the situation is that the Chinese/Cantonese sentences
corresponding to sentences 3 and 4 do not require a relative clause
structure or a relative pronoun (see sentences 5 and 6 below). It is thus
not surprising for Chinese ESL learners to write English sentences with a
chain of finite verbs. Here are two examples:

5.  ngo5 gei3 dakl ji3 ngoib si6 zok3 tin1 faat3 sang1 dik1!
I remember accident is yesterday happen PRT?

6. zung2 gungb jauS sapb ming4 gaal zoeng?2 zip3 saub
fong2 man6

total has ten CL3 parents receive interview

Apart from Ll-related factors, the allowance of a seemingly similar
structure in English also contributes to L2 learners’ misunderstanding of
the correct usage. Sentences such as 7 and 8 below, containing a reduced
relative clause with the relative pronoun and the finite verb omitted, may
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cause confusion. Learners who are unaware of the differences between
the acceptable reduced relative structure and the erroneous sentences

may incorrectly apply the rule of omission of relative pronouns. Here
are two example sentences:

7. Ilike her book published last year.

8. Ihave seen some of the parents interviewed.

Correcting the Problem
Phase One: Help Students Notice the Error

1.  Are the following sentences correct?

Make a “v”if you think so, and a “%¢” if you don’t think so.
__ (i) Mary likes John’s book published last year.
___ (i) I met two parents attended the interview yesterday.
___ (iii) I remember the accident happened yesterday.

(iv) We note from the reports appeared at the front
page of the SCMP.

(v) There were altogether twenty students took the
test.

Phase Two: Explain the Acceptability of the Grammatical Sentences by
Highlighting the Voice of the Verb Concerned (Whether it is in Active
or Passive Voice)

2. Compare sentences (i) and (ii).
(i) v Mary likes John’s book published last year.

(i)* I met two parents attended the interview
yesterday.

Look at sentence (i). What does Mary like?
What happened to John'’s book last year?
5. Note the correct pattern.
x John'’s book published last year.
v John'’s book was published last year.
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10.
11.
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Rewrite sentence (i) into two simple sentences, A and B.
A B
Circle the noun phrase which is found in both A and B.

Since John's book is found in both A and B, we can turn
B into a relative clause. Which relative pronoun (e.g.,
which, who, whom, whose, that) can we use?

Combine A and B using the relative pronoun
suggested.

Observe: Is the verb published in the active or passive voice?

What is the form of the verb published? Is it a present
tense verb, a past tense verb, a present participle, or a
past participle?

Phase Three: Make Explicit the Context Where Relative Pronouns Can
Be Omitted

12.

If

Since published is a participle, the subject relative pronoun
and the verb fo be can be deleted. Here is an example:

(vi) v [1like her book ] [whieh-was-published last year]

A B
In a complex sentence [.. VERB .. VERB ... ]
A B
B is a relative clause and the VERB in
- B=PARTICIPLE

Then Subject relative pronoun and VERB 70 BE

can be deleted

Phase Four: Explain the Unacceptability of the Ungrammatical
Sentences .

13. Now, look again at sentence (ii). Who did / meet

14.

yesterday?
What did the two parents do?
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15. Which is correct?

Two parents attended the interview, or
Two parents were attended the interview.

16. Rewrite sentence (ii) to form two simple sentences,
Aand B.

A B
17. Circle the noun phrase that is found in both A and B.

18. Replace the noun phrase in B by a suitable relative
pronoun. (e.g., who, which, etc.)

19. Combine A and B using the relative pronoun
suggested.

20. Observe: Is the verb attended in the active or passive
voice?

21. What is the form of the verb attended? Is it a present
tense verb, a past tense verb, a present participle, or a
past participle?
Phase Five: Spell Out the Context Where a Relative Pronoun Must
Be Used

22. Since attended is not a participle, the subject relative
pronoun cannot be deleted.

In asentence [.. VERB .. VERB ..]

A B
If B is a relative clause and Verb in B = PARTICIPLE
Then a relative pronoun must be used

(vii) v [ I met two parents ] [ who attended the
interview yesterday ].

(viii) * [ I met two parents ] [ attended the interview
yesterday |.
- Phase Six: Introduce Alternative Ways of Combining Clauses

23. Following the first rule in step 12, we can rewrite
sentence (viii) by changing the verb in B to an -ing
participle. The subject relative pronoun can be deleted.
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Here is an example:

(ix) v [ I met two parents ] [ attending the interview
yesterday ].

Phase Seven: Reinforcement Exercises

Elementary Level: the Erroneous ‘There has’ Structure
Nature and Causes of Problem

As far as elementary ESL students in Hong Kong are concerned,
the mistaken construction of the ‘there be’ structure is one of the most
common problems that occurs. The verb HAVE is often misused in place
of the verb to BE to express the existential or presentative function, as in
the following:

9.* 'There has a book on the table.

10.* There have many computers in the room.

The probable causes of this structural problem are both L1 and
L2 related. First, the corresponding existential meaning in Chinese/
Cantonese is expressed using jau5 have’, rather than the verb to BE as
used in English. Here is an example:

11. maa5 lou6 soengb jau5 han2 dol cel

road above has many cars

Second, the dummy subject ‘there’ in a ‘there BE’ sentence is often
mistakenly regarded as syntactically and semantically equivalent to the
Cantonese sentence-initial adverb go2 dou6 ‘(the demonstrative) there’
(as in example 12). This, coupled with the misuse of ‘have’ to mean the
existential yau5 in Chinese, results in the erroneous ‘there has/have’
structure as in sentences 9 and 10.

12. go2 doub jau5 hou2 dol jan4

there has many people

Negative transfer from L1 is not necessarily the only reason that may
account for students’ problems with the structure. Students’ inadequate
mastery of the different forms of the verb to BE in the target language
may also contribute to the error. As the perfect forms ‘have been’ and ‘has
been’ of the verb to BE are morphologically similar to the verb HAVE,
probable confusion due to such acceptable structures as sentences 13
and 14 may also lead to the anomaly.
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13. There have been a lot of visitors in Hong Kong.

14. There has been a dog sleeping there.

Correcting the Problem

Phase One: Alert Students to the Constituents of the Target Structure

1.

(T shows a picture.) Look at the picture. What is on the
tree?

(i) A bird is on the tree.

Sentence (i) tells us that [ something ] IS/ARE

[ somewhere ]. But to say that [ something ] IS/ARE

[ somewhere ], you can also say There BE [ something ]
[ somewhere].

[ something ] IS/ARE [ somewhere ] 2
There BE [ something ] [somewhere ]

What is something in sentence (i)?
What is somewhere in sentence (i)?

Now, rewrite sentence (i) using the There BE structure
shown above.

Phase Two: Consolidate Students’ Understanding by Comparing the
Target Structure with a Familiar Structure

0.

Now Compare sentence (i) with the rewritten sentence.
(i) There BE a bird on the tree.
€)) Abird is on the tree.

1 1

We can’t use BE as the verb of the sentence. Cross out
BE and move the verb is to the position after There.

Now, can you answer the question again: What is on
the tree?
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Phase Three: Reinforce Students’ Understanding by Using Other
Examples

9.  Letus look at another picture (two pictures hangiﬁg on

10.
11.
12.
13.

14.

15.

the wall): What are on the wall?

(iif) are

something somewhere
What is something in sentence (iii)?
What is somewhere in sentence (iii)?
Following the rule in step 2 above, rewrite sentence (lii).

Again compare sentence (iii) with the rewritten
sentence.

(iv) There BE two pictures on the wall.
(iii) Two pictures are  on the wall.

t t

We can’t use BE as the verb of the sentence. Cross out
BE and move the verb are to the position after There.

Now can you answer the question again: What are on
the wall?

Phase Four: Help Students Notice the Nature of the Erroneous

Structure
16. Now look at the following sentence. What’s wrong with it?
) 0 There has a book on the table.
17. What is something in sentence (v)?
18. What is somewhere in sentence (v)?
19. Can we say A book has on the table?

Phase Five: Highlight the Nature of the Problem

20.

Since we can’t say A book has on the table, we can’t say
There has a book on the table.

x[ something] has [ somewhere]
% There HAS [ something J[somewhere ]

220



PERSPECTIVES | 213

Phase Six: Reinforcement Exercises with and without Contrastive
Examples

Teachers’ and Students’ Responses to the Materials

Dangling modifiers, missing relative pronouns and erroneous
there-has structures, are all morpho-syntactically well-defined error
types, which lend themselves very well to error correction through
the algorithmic approach. These three sets of materials, together with
those designed for ten other error types such as resumptive pronouns
and faulty parallelism, have been tried out in an ongoing research
project, which involves six secondary and tertiary teachers who used
the materials in class with their students (over 200 in total), as well as
a number of tertiary students (21 in total), who used the materials in a
self-learning mode. Feedback on the materials was collected through
focus-group meetings with teachers, post-teaching protocols filled out
by participating teachers, and self-access evaluation forms filled out by
students. In this section, we will briefly examine their responses.

The participating teachers found the materials effective, in that their
students became better aware of the problems in the erroneous structures
and hence were able to correct them. They also reported that their use of
the taught items improved, and the materials helped them gain concrete
grammar knowledge. Comments given in the self-access evaluation forms
filled out by the students who used the materials in a self-learning mode,
also reflected that the materials helped them see the gist of the problems
in the erroneous structures as they corrected the errors.

Responses to the user-friendliness features of the materials were on
the whole positive. The teachers found the proceduralized correction
steps and the rules provided in the materials straightforward and clear
enough to help students see and rectify the erroneous structures. The
students were also able to follow the materials with little difficulty.

Most of the students who used the materials in a self-learning mode
commented on the self-evaluation forms that the materials were clearly
written and easy to follow, with the majority of them belng able to finish
the steps within 30 minutes.

Conclusion and Adaptation

In this article, we have demonstrated how an algorithmic approach
to error correction can help leamers at different proficiency levels
overcome persistent, common English errors. Our experience suggests
that, by virtue of the design features of the materials, the more structured

-
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the individual steps, the more likely that the approach will work. For
more complex errors such as the dangling modifier problem, some
use of grammatical jargon (e.g., main clause, subordinate clause)
is inevitable if students are to master the subtle differences between
the normative structures and the anomalies; yet for less sophisticated
problems, technical terms should better be avoided. The algorithmic
approach to error correction suggested here has received some
empirical support, showing that it is effective, versatile and flexible with
Hong Kong Chinese learners (Chan & Li, 2002; Li & Chan, 2000, 2001).
It is our belief that properly administered, this approach will also work
well with learners from other L1 backgrounds. '

As might have been observed, some of the steps in the materials
exemplified may appear to be rather redundant and repetitive. However,
we need to emphasize that the repetitiveness is intended as part of the
consciousness-raising approach we adopted. Since the materials target
relatively weak students, extra guidance realized in explicitness and
repetition is necessary to help students with the (re-)discovery of the
rules. It is through explicitness that we raise students’ consciousness
of the tacit rules and through repetitions that we reinforce this
consciousness. Having said this, we do not mean that repetitions are
necessary all the time, nor do we imply that teachers need to follow
every single step before students can arrive at satisfactory learning of the
items. Rather, teachers are encouraged to adjust the steps based on their
own knowledge of their students’ proficiency and ability. At junctions
where students’ responses deviate from the expected “answers” to the
leading questions, adaptations such as reformulating and re-ordering of
the questions/steps are particularly essential.

The techniques suggested in this article, though pedagogically sound,
are not meant to be exhaustive. They may not be useful for all sentences
related to the error type in question and may have some lexical,
contextual or structural constraints. Take the missing relative pronoun
problem as an example. The technique proposed may not work well
with all types of nouns and all types of verbs. Sentences with inanimate
nouns such as *I found two books fell on the floor may not be corrected
as easily as sentences with animate nouns such as the ones used in the
remedial instruction materials (e.g., *I met two parents attended the
interview yesterday). Another constraint is that since the materials were
designed primarily to help students notice the correct use of sentences
which contain a noun phrase with a relative clause as its post-modifier
(either finite with an overt relative pronoun, or non-finite with no
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relative pronoun) (e.g., | met two parents who attended the interview
yesterday / 1 met two parents attending the interview yesterday).
Sentences whose surface structures bear resemblance to the erroneous
structure but which do not contain such post-modification (e.g., I
remembered you beat me yesterday) do not fit the evaluation metric
suggested and hence are not targeted here. The subtlety of the varying
degree of acceptability of sentences with unattached clauses is also an
issue not addressed in our materials. Though sentences with dangling
modifiers such as 1 and 2 are regarded as anomalous, other similar ones
like To apply for the post, an application form must be submitted are
less objectionable and may be acceptable to many native speakers of
English. As the principal aim of our remedial instruction materials is
to help students identify the nature of the anomalies and formulate a
rule which governs the proper use of the structures, whether and when
these subtleties should be brought to discussion is left to the discretion
of the teacher. It is suggested that teachers take any form of adaptation
needed to prevent learners from drawing erroneous conclusions.
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Notes

1. Numbers represent tones (phonemic in Cantonese).
2. PRT is the abbreviation for Chinese sentence particles.
3. CLis the abbreviation for Chinese Classifiers such as ming4, go3.
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Teachers’ Voices 7: Teaching Vocabulary. Anne Burns & Helen de Silva
Joyce (Eds.). Sydney, Australia: Macquarie University, 2001. 132 pp.

Reviewed by

Keiko Sakui
University of Auckland, New Zealand

Teachers’ voices 7: Teaching vocabulary is the seventh publication in a
series of edited volumes reporting action research studies. The studies
were conducted by teachers who are teaching English in Australia for
the Adult Migrant English Program (AMEP) under the National Centre
for English Language Teaching and Research.

As the editors contend, many teachers would not argue against the
importance of vocabulary instruction in language teaching practice. The
research on vocabulary teaching and learning has begun to gain its fair
share of attention recently, and this publication is timely in reflecting the
growing interest in vocabulary research and instruction.

In the introduction, the editors provide background information on
how the project on vocabulary teaching emerged, together with a brief
overview of recent research and theory development on vocabulary ac-
quisition and teaching. The overview summarises the complexity of the
area of knowledge in a concise manner. This information also orients
readers to the type of training the action researcher-teachers received
before they undertook this project.

The main chapters of the book consist of four sections on vocabulary
teaching: 1) different learner levels, 2) how to incorporate vocabulary
instruction throughout the curriculum, 3) various teaching techniques,
and 4) teaching idioms. Each section includes several action research
studies conducted by a teacher-researcher. There are 19 such studies in
total. The research themes include a wide range of topics, such as vo-
cabulary development with a post-beginner class, a thematic approach
to teaching vocabulary, the development of ESP vocabulary, the use of
TV and dictionaries as learning tools, and exploring idiom usage.

Employing action research procedures, each study is guided by
specific questions teachers formulated in teaching vocabulary in
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their classrooms or programs. There is also a description on how and
why each teacher was motivated to carry out action research. Every
study provides detailed contextual information including class size,
students’ demographic information, such as nationality and educational
background, as well as characteristics such as motivation and language
level. The teachers describe their teaching techniques/lessons, written
in a clear manner, in order to give readers a better understanding of
the actual instruction. This description is followed by their evaluations
and reflections. Evaluation methods include both objective (test scores,
questionnaires) and subjective (teachers’ impressions) measures.

The applications of the book are manifold. One use is as a practical
resource book for teacher-researchers who are interested in carrying
out their own action research. The large-scale, program-wide action
research projects, as well as individual studies serve as a useful guide
for researchers interested in different research scopes. Another use is as
a resource book for vocabulary teaching. Studies in the book address
various aspects of vocabulary teaching and adopt different approaches
for a wide range of students. Some authors have included copy-ready
materials for teacher use.

The editors argue that some of the teaching practices 1ntroduced in
the book might not transfer seamlessly to other teaching contexts. From
this perspective, some language teachers working in other contexts or
with different types of learners might question the applicability of action
research carried out with students in Australia. However, the depth of
description of each teaching context and voices of the teachers provide
readers with a detailed view of these teachers’ teaching situations, how
they evaluated their success, and how they might make improvements.
For teachers, the information needed is not only about new teaching
techniques, but also about reasons for implementing a certain task and
its effectiveness. Then we can make our own professional judgment on
how it might transfer to our own classrooms.

This echoes a recent movement in teacher research, which views
the teacher as an active agent, rather than a mere transmitter of subject
knowledge and teaching techniques. Studies on teacher development
increasingly call for an ecological understanding of teaching and learn-
ing (Wideen, Mayer-Smith & Moon, 1998), and value reflective teaching
as a means to further teaching expertise (Schon, 1983). After reading the
detailed accounts of each specific context of the studies introduced in
this book, readers will be better able to reflect, re-examine, and expand
their own teaching of vocabulary.

‘
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Teaching and Researching Autonomy in Language Learning. Phil
Benson. Harlow, England: Longman, 2001. 260 pp

Reviewed by

Mika Maruyama
Independent Translator
Joseph Falout

Nihon University

Originating as a focus of attention more than three decades ago,
autonomy in language learning has evolved from its conceptions to
become part of the mainstream of language teaching methodology.
In Teaching and Researching Autonomy in Language Learning, Phil
Benson (2001) ties these formerly marginalized and disparate theories
and practices into a cohesive map, an inviting formation where either
browsing or serious contemplation are available options for the lan-
guage researcher. Because of its clear, comprehensive coverage and
introduction of up-to-date work, this text is most suitable for, though
would not be exclusive to, readers entering the field. More advanced
researchers would also benefit, as the text is a good summary which
pulls together the field’s diverse sources and influences.

Packaged into manageable sections and subsections, the themes
are further punctuated by side-bar-type critical quotes, concepts, and
titles for recommended reading. Although these expressive boxes often
encumber the flow of the text’s prose, they usefully highlight points for
ready referencing and quick comprehension. A separate section in the
back lists a variety of useful resources for research and practical use in
classrooms, such as journals and newsletters, websites, and professional
associations, including JALT’s Learner Development Special Interest
Group. All in all, this assortment is easily digestible and definitely inspir-

ing.
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The first section elaborates the history of autonomy’s conceptual
changes in political, psychological, and educational fields. Not afraid
to assert himself, Benson maintains that in order to study autonomy
as a subject, one must nail down slippery definitions and hold to an
observable, measurable manifestation. By defining autonomy as "the
capacity to take control of one’s own learning" (p. 47), Benson claims
that it becomes identifiable and measurable.

Apart from theoretical agendas, questions have been raised as to
whether the promotion of autonomy inadvertently administers culturally
inappropriate and insensitive values in the foreign language classroom.
Originating in Europe, and discussed mainly in a European context, au-
tonomy now steps into a wider framework as it spreads worldwide. Citing
Aoki and Smith who assert that autonomy "is not an approach enforcing
a particular way of learning," Benson concludes that it is "culturally legiti-
mate" in that "autonomous learners are the most able to contribute to [their
own] cultural development and transformation” (p. 57).

In the second section, Benson outlines and develops six different
approaches which foster autonomy: resource-based, technology-based,
learner-based, classroom-based, curriculum-based, and teacher-based
approaches. Argument is made for the inherent efficacy and type of
control emphasized in relation to each approach. This is not to say that
one approach is superior to another, but that, naturally, an integration of
approaches best relates to personal classroom practice. This section may
be helpful for teachers, learners and researchers to identify their current
methodologies, and may inform them of other potential practices.

In the last section, suggestions for future research are described, in-
cluding details about current research and difficulties. One area needing
further investigation is the correlation between the degree of autonomy
and language proficiency level. Benson asserts that there is no hard
evidence proving a direct correlation between the two, although greater
autonomy has generally been considered to lead to greater proficiency
in language learning itself.

Included in the research section are also summaries of six case stud-
ies conducted around the world. The most exciting one was done in
Hong Kong by Shirley Yap who investigated her students’ out-of-class
language learning activities. While many of us may not have heard of
any study on autonomous language learning outside the classroom,
this original and thought-provoking work embarks upon an investiga-
tion into the true unknown, and, these reviewers hope, heralds a new
research front.
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The best part about Benson’s book is that it is a lucid, easy read,
drawing from a wide perspective and offering a solid history on its topic.
The drawback would be that this format allows for little depth in the
particulars as it quickly skips ahead to the next part. For the practitioner
wishing to combine research with teaching, this book provides helpful
references and jumping-off points. The seasoned expert, however, may
choose to pass. Yet, as it is more of a map of the field, it may be refreshing
for those who wish to get out of the trees and take a look at the forest.

Approaches and Methods in Language Teaching (Second Edition).
Jack C. Richards & Theodore S. Rodgers. Cambridge: Cambridge
University Press, 2001. 270 pp.

Reviewed by

Thomas C. Anderson
Aoyama Gakuin University

TESOL educators face many issues when developing and putting into
practice effective curricula and lessons. The issues not only concern
WHAT to teach, but also HOW to teach. Richards and Rodgers, quoting
Lange (1990, p. 253) point out that “foreign language teacher develop-
ment..has a basic orientation to methods of teaching. Unfortunately,
the latest bandwagon ‘methodologies’ come into prominence without
much study or understanding, particularly those that are supported by a
particular ‘guru’ (p. 15).

It is with this in mind that the authors have updated their 1986 classic,
reducing the space given to less mainstream methods and providing
analyses of new approaches, methods, and developments in language
teaching in the late twentieth century and into the new millennium.
They attempt to give a balanced historical view of language teaching
and the events and forces that have shaped it over the years.

The first part of the book, “Major Language Trends In Twentieth-
Century Language Teaching,” begins with an historical overview of
language teaching from the seventeenth century up to the present. The
authors believe that a study of past and present teaching methods is
important for three reasons:

The study of approaches and methods provides teachers with
a view of how the field of language teaching has evolved. Ap-

{
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proaches and methods can be studied not as a prescription for
how to teach but as a source of well-used practices, which teach-
ers can adapt or implement based on their own needs. Experience
in using different teaching approaches and methods can provide
teachers with basic teaching skills that they can later add to or
supplement as they develop teaching experience. (p.16)

Following this historical overview, the authors outline and describe
in detail a model, which shows the three elements (approach, design,
and methods) and sub-elements, which make up a method. Richards
and Rodgers use their model throughout the rest of the book to analyze
various methods that have come into vogue over the years. By doing
this, they give the teaching professional examples of how the model can
be used to evaluate any teaching method.

In the second part of the book, Richards and Rodgers examine various
approaches that emerged after a major paradigm shift in language teach-
ing towards a more communicative style of teaching and learning. These
approaches either developed outside mainstream language teaching or
represent an application of educational principles generated elsewhere.
Total Physical Response, The Silent Way, and Counseling Learning are
examples of the former, while Neurolinguistic Programming and Multi-
ple Intelligences are examples of the latter.

In the final part, the writers focus on the approaches and methods of
the communicative era, beginning in the late 1980s. These include Com-
municative Language Teaching, The Natural Approach, Content-Based
Teaching, and Task-Based Language Teaching. The authors conclude
with a reflection on the various methods and criticisms directed towards
each approach, as well as with a discussion of possible future develop-
ments in language teaching.

Overall, the authors succeed very well in accomplishing what they
set out to do. Their model provides readers with a framework by which
they can analyze and compare various methods. Using this framework
can help the readers make an informed choice and thus avoid the rein-
venting of the wheel, which tends to happen when gurus are followed
blindly. This book would be a good choice for students beginning a
Master’s degree program, for example, because of the Bibliography and
Further Reading list at the end of each chapter, as well as for veteran
teachers wishing to become more informed about developments in lan-
guage teaching. It would also be an appropriate choice for staff rooms
or personal libraries.

4
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Reviewed by

Robert Kirkpatrick
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This slim volume is one of the latest in the Oxford Introductions
to Language Studies series. The series is edited by H.G. Widdowson,
and the writer of this book, Herbert Schendl, is Professor of English
Linguistics at the University of Vienna. The book surveys different
theories and methodologies, and explains past and present trends in
the subject, such as recent influences from neo-Darwinian evolutionary
thought. The sections on readings and references give well-focused
reviews of major works in the field and are invaluable for newcomers.

Historical linguistics has been an academic topic for over two
hundred years in the west, and investigates the history of languages: why
and how they change; the prehistory of languages; and the continuing
changes. For any language these are engrossing issues - and some
linguists may spend their career studying one section of one language.
An example given of grammatical change is the case of a village in India
(Kupwar), where the inhabitants grow up speaking three languages
(Urdu, Marathi, and Kannada). While the vocabularies have remained
distinct, the grammars have become almost identical. Schendl gives no
further information but, using the Internet, I was able .to track down
references to the village, and found the study fascinating.

Although language change usually occurs unintentionally, it can
also be the result of planning. Schendl discusses this with regard to
Indonesia after its war of independence from the Netherlands and
how the government successfully introduced a standardized version of
Bahasa Indonesia. Sometimes such planning is not so successful, as in
the Republic of Ireland, and sometimes the result is undetermined, such
as with the Maori language in New Zealand.
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One might worry that a book on such a theoretical subject would
be a touch abstruse and technical, or, on the other hand, considering
the notebook size, think it a narrative version of Cliff Notes. In fact, it
pares down and makes comprehensible this complex subject. Schend!’s
writing is generally understandable, but there are times when brevity
comes at the expense of clarity. Take this sentence in the first paragraph
of Chapter 1. “Linguistic changes tend to be the result of two equivalent
forms coexisting as variants for some time, and one giving way to the
other” (p. 3). I had to read this twice before understanding that in
any language there might be two words, for example, with the same
meaning, both being used until eventually one of the words becomes
more popular and finally displaces the other. This seems simple
enough, common sense even, and an outcome of the book is that it
shows how much of the theory of historical linguistics rests on basic
principles. The book does what it is meant to do—give a “broad map” of
the area, as Widdowson states in his preface. It is useful for students who
are about to embark on a serious study of the field and also for anyone
who only needs an outline. I finished the book feeling that I would have
liked more on most topics, no doubt a sign of interest stimulated by the
writing.
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