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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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THBEAABOBRERE —SEFROFEFER/EEICHT
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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

33 3‘?



34 JALT JourRNAL

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
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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

Y



Morr 51

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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EZTONESIN, LDENAEICOVWTIREFNZERTINE DN, &0
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fro T3, LM LENS, EEDBEZMKL HEFIREZHWT
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BRI EES, BRI, NERNS, HEFEELVBESED
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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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FLT. C-testBaADEFNTNORTFNS DEREDRE 2T 3
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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conference. JALT Members: ¥4000. Non-Members: ¥5000. (Includes Bonus: PAC
Journal, vol. 1, a journal for language teachers in Asia.)

JALT Applied Materials: Second Language Acquisition Research in Japan. 15
articles on the state of SLAR in Japan. ¥2000.

To Order: Use the postal cash transfer form at the back of this issue of TLT. Write
the CD ROM title in the “Other” line. Credit card payment also accepted.

Domestic and Overseas orders may be made by VISA or MasterCard. There is an
additional ¥500 shipping and handling charge for overseas orders. Visit <www.jalt.
org/main/shop> to download an order form, or please contact:

JALT Central Office, Urban Edge Bldg. 5F, 1-37-9 Taito, Taito-ku, Tokyo 110-0016
JAPAN
TEL: 03-3837-1630; FAX: -1637

E-mail: jalt@gol.com

Coming Soon on Archival CDs: On JALT2001: A Language Odyssey; TLT
Episode 3; JALT Applied Materials; JALT Journal; JALT Conference Proceedings.
Release dates To Be Announced.
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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
lan gu%e teachers. There are 40 JALT chapters in Japan, 14 Special Interest Groups (SIGs),
one aftiliate SIG, and two forming SIGs. JALT is the Japan affiliate of International TESOL
(Teaching English to Speakers of Other Languages) and is a branch of IATEFL (Interna-
tional Association of Teachers of English as a Foreign Language).

JALT publishes JALT Journal, a research journal; The Language Teacher, a magazine
containing articles, teaching activities, reviews, and announcements about professional
concerns; and JALT International Conference Proceedings.

The JALT International Conference on Language Teaching and Learning and Educa-
tional Materials Exposition attracts some 2,000 participants annually and offers over 300
papers, workshops, colloquia, and poster sessions. Local meetings are held by each JALT
chapter and JALT’s SIGs provide information on specific concerns. JALT also sponsors
special events such as workshops and conferences on specific themes, and awards annual
grants for research projects related to language teaching and learning.

Membership is open to those interested in language education and includes enroll-
ment in the nearest chapter, copies of JALT publications, and reduced admission to JALT-
sponsored events. JALT members can join as many SIGs as they wish for an annual fee of
¥1,500 per SIG. For information, contact the JALT Central Office.

JALT National Officers, 2002

President: Tadashi Ishida (Acting)

Vice President: Morijiro Shibayama (Acting)

Director of Treasury: Peter Wanner (Acting)

Director of Records: Mary Christianson (Acting)
Director of Programs: Alan Mackenzie (Acting)

Director of Membership: Hugh Nicoll

Director of Public Relations: David Magnusson 