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In this Issue

Thisissue of the ORTESOL Journal containsarticlesthat reflect the
diverseinterestsof TESOL professionals. Contributorsrepresent the
range of settings where TESOL education occurs, including K-12,
university, and adult education programs.

e Intheir article, Marjorie Terdal, Linda Dunn and Robert Gaynor
explorethewaysin which 16 ESL teacherstrained in
communicative teaching methodologies adapt their teachingto a
Japanese university setting. They conclude that the adaptations
generally result in relatively teacher-centered classrooms.

Alsoin thisissue:

» Teaching Notes: Marianne M cDougal Arden describes how
telephone voicemail can be used to provide studentswith
pronunciation practice and homework. Using voicemail in thisway
can provide studentswith multiple opportunitiesfor personalized
feedback from theteacher that isquick and easy for theteacher to
provide. The author describes several homework assignments as
examples.

» Research Notes: Carlyn Syvanen reportson her research with
fourth and fifth grade ESL students serving asreading tutorsto
Kindergarten and first grade students. She describes how the
program helped increase students' attitudestoward reading and their
beliefsthat they control some aspects of their learning, both helpful
in long-term school success.

» Research Notes: Rickford Grant reportson hisresearch with a
Japanese student lear ning English and the influencethat her L2
(German) hason her L3 (English). Pronunciation isthe main focus
of hisresearch. Thisstudy fillsan important gap in research on the
transfer of L2 featuresto subsequently learned languages.

» Review: Carlann Scholl reviews Contrastive Rhetoric: Cross-
Cultural Aspects of Second Language Writing.  In thereview she
describes how the author reviewsthe history of the study of
contrastiverhetoric, itsinfluences from other disciplinesand the
influence it has bad on second language writing pedagogy. She
recommends the book as a resource for under standing the study of
contrastiverhetoric asit relatesto the belief that writing isboth a



process and a product of a complex interaction between culture,
genre and discour se communities.

Review: Craig Machado reviews Let's Talk: Speaking and Listening
Activitiesfor Intermediate Students.  In the review he describes how
the book presentsa variety of activitiesin each chapter and hasa
clearly organized and well written teachers manual. Despiteits
strengths, Machado criticizesthe book for including topicsthat are
not thematically connected and for avoiding topicsthat might bein
any way controversial. He concludesthat the book is useful but
would need supplementation if one wantsto challenge studentsto
understand and reflect on theissues of our times.

Review: Pat Wilcox Peterson reviews From Reader to Reading
Teacher: Issues and Strategies for Second Language Classrooms.
She describes how the author s provide a background of reading
theory, but that the strength of the book liesin itsfocuson the
practice of teaching reading. She relates how the author s supply
numer ous teaching scenarios, anecdotes, learner narratives, and text
materialsto help teacherslearn the many waysin which student
lear ning obj ectives can be accomplished.

Review: Ronald Eckard reviews The Self-Directed Teacher:
Managing the Learning Process.  He describes how the authors
move beyond a focus on ESL methodologiesto a focus on the
processes of teaching that create effective contexts and conditions for
learning. Eckard strongly recommendsthe book for both preservice
and inservice teachers.

Review: Diana Omura Verdluisreviews Film Communication
Theory and Practicein Teaching English asa Foreign Language.
Inthereview Versluis describesthe book's strength asits many
practical teaching suggestions and illustrative examplesfor specific
movies. She also criticizesthe book for alack of theory totie
together the different principles presented, aswell as some
organizational pointsand high cost.

Review: Elza Magalhaes Major reviews Multilingualism. In the
review she details the topics covered in the book and the useit has
for people who work in language-related fields. She recommends
the book asa good resource on issuesin theinteraction of language
with nationalism, self-identity, ethnicity prescriptionism, poalitics,
and educational palicies.

The Editors
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Communicative English Language Teaching
in Japanese Univer sities:
Teacher Adaptations

Marjorie Terdal
Portland State University

Linda Dunn
Rikkyo University

Robert Gaynor
Tokai University

The goal of this research was to determine the extent to which
English teachers adjust their teaching style to better meet the needs and
expectations of their Japanese students and how these adaptations
influence the communicative orientation of their classes. Sixteen
university English teachersin Japan, trained in communicative
language teaching methods, were interviewed and observed teaching.
Classroom activities were coded using the Communicative Orientation
of Language Teaching (COLT) observation scheme designed by Allen,
Frohlich, and Spada (1984). Resultsindicate that all of the sixteen
teachers demonstrated adaptations to the Japanese environment.
Classes tended to be teacher-centered, with teacherstalking at length
while students responded minimally, if at all. Most classes provided
time for pair and group work, but students often used L1 and got off
task frequently. Limitations of the research are also discussed.
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Marjorie Terdal teaches applied linguisticsand TESOL
methods at Portland State University. She has done teacher
training in China, Germany, Costa Rica, and Hungary. Sheis
interested in classroom-oriented resear ch using both qualitative
and quantitative methods.

Linda Dunn hastaught English in Japan for six yearsand
currently teaches at Rikkyo University in Tokyo. Her research
interestsinclude cross-cultural pragmatics and intercultural
communication in EFL classrooms.

Robert Gaynor teaches English asa foreign language at Tokai
University in Hiratsuka, Japan. He hastaught in Japan for six
years, previously in Nagoya. Hisresear ch interestsinclude
intercultural communication and computer -assisted language
lear ning, especially Internet applications.
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Introduction

Each April thousands of Western-trained teachers of English greet
their new classesin Japan and begin the academic year. Since the
current trend in foreign language education in Japan istoward Western
communicative methods (1ke, 1995, pp. 8-9; Koike & Tanaka, 1995,
pp. 18-19), many of these teachersare hired because they have been
trained at Western universitiesand they will try to usetheir training to
create classroom situationsin which the focusis on communication.
However, the majority of them will find that cultural and educational
barriers make communicative language teaching difficult in Japan.
How teachersrespond to these barriersisa compelling question for
prospective EFL teachersand teacher-educators. This study began with
the question, " What classroom adaptations do Western-trained EFL
teachers makein response to the teaching environment in Japan?"

For thisstudy, 16 university English teachers, trained in
communicative language teaching methods, wer e inter viewed and
observed teaching. The activitiesin the classrooms wer e coded using
the Communicative Orientation of L anguage Teaching (COLT)
observation scheme designed by Allen, Frohlich, and Spada (1984).
Theintent wasto deter mine the extent to which teachersadjust their
teaching style to better meet the needs and expectations of their
Japanese students and how these adaptationsinfluence the
communicative orientation of their classes.

Review of Literature

Since the early 1980s communicative language teaching (CLT) has
been the predominant approach in North America and Western Europe,
even though there are different interpretationsof how CLT is
implemented in classrooms (Spada & Frohlich, 1995). ESL/EFL
teachersare usually well grounded in thetheory of CLT and its
methodology. In a popular textbook for ESL/EFL teacher trainees,
Brown (1994) assertsthat

Communicative goals ar e best achieved by giving due attention
to language use and not just usage, to fluency and not just
accuracy, to authentic language and contexts, and to students
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eventual need to apply classroom learning to heretofore
unrehearsed contextsin thereal world. (p. 29)

in recent years, changesin Japanese society and in Japan'srolein

theworld haveled to a perceived need for CLT in Japan. Whilethe
traditional (grammar-trandation) methods used in English classrooms
have proven effectivein enabling Japan to absorb culture and advanced
technology from the West, today most Japanese feel that direct
communication skillsin English are needed for international

communication (Koike & Tanaka, 1995, p. 23). Asaresult, teachers
with trainingin CLT are now in demand and many Western-trained

teachers have responded tofill this need.

Despitethe Japaneseinterest in CLT, teacherstrained in these
techniques discover in Japan a culturethat places value on behaviors
that work against many accepted communicative techniques. In a
successful communicative classroom, students are active, initiate
interactions, and ask the teacher questions when they want to know
more or do not under stand. Japanese students, on the other hand, are
generally quiet, passive and obedient. They learn by watching and
listening to their teachers, not by questioning (Nozaki, 1993). Per haps
duetotheir Confucian heritage (Stapleton, 1995), Japanese students do
not liketo stand out from their peersand arereluctant to volunteer for
fear of making a mistake or being seen as knowing morethan their
classmates (Anderson, 1993).

Japanese and Western communication styles are different in several
respects and that can cause problemsin a communicative classroom.
For example, Western tradition places responsibility for communication
on the speaker and it isthelisteners job toindicate whether they
under stood the message. However, in Japan and other Asian cultures,
listeners are expected to work out the meaning of the message for
themselves and they generally will not admit to not having under stood.
Repetition or rephrasing by thelistener is considered discourteous
(Bowers, 1988). Also, conver sational turn-taking in Japan isvery
different from that in Western cultures. Sakamoto and Naotsuka (1982)
express the difference by comparing Western conver sation to a game
of volleyball, in which the topic or ball ishit back by " whoever is
nearest and quickest" (p. 82), while Japanese conversation ismorelike
bowling, with each person taking hisor her turn while the other s wait

4
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patiently. Sakamoto and Naotsuka maintain that a Western teacher who
triesto get a Western-style discussion going in a Japanese classis
doomed to failure because the students are " playing the wrong game"
(p. 84; seealso Sato, 1990). Other cultural patternsthat can cause
problemsfor Western teacherswerereported by Barnlund (1975), who
found that Japanese prefer formal and regulated interactions, are
reserved and cautiousin expressing themselves, and prefer to be
evasive and silent rather than open and frank.

Japanese students are products not only of their culture, but also of
the educational system that trainsthem. While preschools and
elementary schoolsin Japan tend to tolerate a wide range of child
behavior, with teachers maintaining arelatively low profile (L ewis,
1991), by the time students reach junior high school the pressureto
master large amounts of material in preparation for high school
entrance exams has begun. Once students enter high school they begin
to preparefor college entrance examinations. Teaching methods and
curricula are designed to help students pass these important tests and
"have evolved in cram systemsin oneway or another" (Shimahara,
1991, p. 127). Memorization becomes per haps the most important
learning tool, not only because of its placein the Confucian tradition
(Stapleton, 1995) but because the large number of kanji (Chinese
characters) to belearned requiresit. Students must learn to read and
write 1,900 characters by the end of junior high school (White, 1987).

The Japanese education system has becomerenowned for the
examination hell it imposes on college-bound students. Not only does
it affect what and how studentslearn, but why they learn. According
to Shimahara (1991), " Adolescents undergo a great deal of personal
sacrificeand havelittleintrinsic motivation for learning because of the
extrinsic pressuresimposed upon them" (p. 127). Once a student has
succeeded in entering a univer sity, the extrinsic motivation that has
controlled higher behavior isgone and thereisoften nothing to replace
it, since graduation isalmost assured. Thissituation has been called
the escalator system, sinceif both feet are placed firmly on thefirst
step, the student will automatically progressto graduation (Nozaki,
1993). Passing cour sesis a formality and students, faculty, and society
regard the collegeyearsasatimeto relax after examination hell.
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Faced with the cultural and educational background of their
students, how do Western teachersrespond? Thishas been a major
topic of discussion in Japan Association for Language Teaching
publicationsrecently. Cogan (1995) maintainsthat in the inherent
culture clash of the Japanese oral English class, " the onus should be on
theteacher to ensurethat thiscultural encounter issuccessful . .." (p.
37), that the teacher should be aware of the cultural expectations of the
students, and that the goal of communicative competence may need to
be modified accordingly (Kemp, 1995; Sano, Takahashi, & Yoneyama,
1984). Greene and Hunter (1993) found that the different expectations
of teachersand studentslead to an acculturation process and the
resulting establishment of a " culture of oral language learning and
teaching” (p. 9) requiring adaptations from teachersand learners.
Dinsmor e (1985), observing classesin Japan taught by American
teachersfound a shortage of communicative activities. He also
observed alot of teacher talk and foreigner talk with an emphasison
form over meaning and alarge proportion of time spent in explaining
activities.

The current study explores the differ ence between what
communicatively trained English teachers expect to do in their
classrooms and what they actually do when placed in the Japanese
teaching context.

Method

Subjects and Setting

Three methods of data collection were used: interviews, classroom
observation, and audictaping of the observed classes. Sixteen teachers
at three universitiesin Japan volunteered to participatein the study.
All of the teacher s had completed graduate programsin TESOL at
universitiesin Canada or the United States. All were native speakers
of English except for one, who had native-level proficiency. Thetime
that the teachershad been at their current positionsranged from less
than oneyear to morethan six years. With the exception of two
teachers, thistime period was the same asthe length of time they had
been in Japan. Teaching experience before coming to Japan also
ranged from lessthan one year to morethan six years.
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Twelveteachersreported informal culturally specific preparation
before coming to Japan, such as conver sationswith Japanese friends,
casual reading, and films. Eight teachersreported formal preparation,
including reading professional journals, formal cultural study, Japanese
language study, and teaching Japanese students. Twelve teachersalso
reported informal preparation and eight teachersformal preparation
after coming to Japan.

Themajority of classes observed wererequired Freshman speaking
cour ses; four wererequired Freshman integrative cour seswhere
gpeaking was the major focus. Eleven of the classes met twice a week
for 90 minutes (usually with two different teachers), three met five
times aweek for 45 minutes, and one class met once a week for 90
minutes. Class sizesranged from approximately 20 to 50 students.

Jnterviews

Interview questions wer e open-ended and cover ed these general
areas.
* teaching experiencein Japan and elsewhere
« culturally-specific preparation for teaching in Japan before and
after relocation
» awareness of Japanese cultural traits perceived to influence
student behavior in speaking classes
« awareness of features of education in Japan also perceived to
have an effect on student behavior
¢ modifications to teaching practices to accommodate cultural
traits or featuresof education in Japan
» factorsthat influenced the teacher to make specific modifications
 descriptions of typical speaking classes
A copy of the questionnaireisincluded in the appendix.

In most cases, the interviewstook place before the observations,
with a few conducted shortly after. In one case, the teacher provided
written responsesto the interview questions. Typically, one resear cher
conducted an interview while making written note of responses, aswell
asan audio-recording. Theinterviewersrequested that teachers
elaborate upon individual questions as much as possible; interviews
took from 60 to 90 minutes. L ater, each interviewer summarized the
key points of theinterview, based on written notes and the audio

7
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recording. Finally, responses wer e analyzed and placed in an
appropriate category.

Classroom Observations

Observational data were collected and coded using the
Communicative Orientation of Language Teaching (COLT) observation
scheme developed by Allen, Frohlich, and Spada (1984) and elabor ated
upon by Spada and Frohlich (1995). COLT was selected becauseit is
grounded in the communicative approach to second language teaching.
The COLT categories enable an observer to describe classes asmore
or lesscommunicatively oriented. In more communicatively oriented
classes, teacher s spend " mor e time focusing on meaning and group
work interaction," ask more" genuine questions," and provide more
opportunitiesfor studentsto uselanguage creatively and to participate
"in negotiation of topicsand tasks' (Spada & Frohlich, 1995, p. 7).
In lesscommunicatively oriented classesteacherstend to focusmoreon
form and error correction, ask questionsto which they already know
theanswer, and restrict the variety of language formsthat learners
produce.

The COLT schemeisdivided into two parts. Part A describes
classroom eventsin terms of activities and episodes and is coded asthe
eventsoccur. Part B analyzesthe verbal exchanges between teacher
and studentsand is coded from atranscript. For Part A, the basic unit
of analysisisthe activity or episode within an activity. The main
featuresof Part A arethefollowing:

* time spent on each activity or episode

* participant organization (whole class, group, individual)

« content of each episode (management, language, other topics)

« content control (who selectsthetopic or task that isthe focus of

instruction)

 student modality (listening, speaking, reading, writing, or any

combination of skills)

» materials (minimal or extended, audio or visual, authentic or

written specifically for nonnative speakers)

For thisstudy, two observersvisited each class, audiotaped the

class, took extensivefield notes, and did a partial coding on Part A
while observing. Immediately after the observation, field notes and

8
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coding were compar ed to resolve discrepancies. Data collected from
Part A werethen analyzed in terms of percentage of total classtime
spent on each of thefeatures.

Thebasic unit of analysisfor Part B of COLT isthe student-
teacher turn. Themain features of Part B arethefollowing:

» useof target language

 information gap (giving predictable or unpredictable
information; making genuine or pseudo requestsfor information)

« sustained speech (length of utterances)

* reaction toform or to message

* incorporation of utterances (correction, repetition, paraphrase,
comment, expansion, clarification request, elaboration request)

« discourseinitiation by students

« form restriction imposed on students' utterances

For thisstudy, all the audiotapes weretranscribed and then checked
for accuracy by another person. Two personsindependently coded Part
B, using a time sampling procedur e suggested by Spada and Frohlich,
coding one minute of every three minutes. During each one-minute
coding period, the frequency of occurrence of each category of the
communicative featureswasrecor ded. Data from Part B were analyzed
in terms of proportion of the main feature. For example, pseudo and
genuine requests wer e calculated as proportions of the larger category
" Requesting I nformation."

Results
Interviews

Theteachersinterviewed were generally quite aware of the
educational and cultural factorsidentified abovein the review of the
literature. Factorsrelated to language education in Japan included: (a)
the perceived function of the university in Japan as more social than
academic, (b) the granunar-centered teaching practicesin junior and
senior high schoals, (c) the emphasis on creating products and taking
tests versus participating in a process, (d) the tendency to favor passive
learning, and (e) large class sizes. The majority of teachers
interviewed believe university attendance is seen not asatime for
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serious academic pursuit, but rather asatimeto relax and develop
social connections before entering thework world. They also
mentioned an overemphasis on tests, resulting in rote memorization

with afocus on correctness over creativity and form over content.

Otherscited the use of Japanese asthe medium for instruction in junior

and senior high schools and the fact that communication skillswere

rarely practiced prior to entering university. Table 1 shows the number

of teacherswho identified each of these factorsasa problem affecting
studentsin their classes.

Tablel

Features of Education in Japan and Cultural
Traits Seen by Teachersto Affect
Student Behavior in Class

Language education in No. of [[Cultural traitsof |No. of
Japan: Teachers ||students: Teachers
Role of university in 11 ||Social pressures: 1
Japan ismore social Group orientation,

than academic Fear of censure

Teaching practices: 1 10 Reticence/snynest 9
Product/tests emphasized 10 Unused to S
over process foreigners

Passivelearning 9

Lack of oral 7 ’ ]
communication practice

Larger classsize - 6 "

Tablel also showsthe number of teacherswho mentioned cultural
traitsthat have an inhibiting effect on studentsin class. Teachers
mentioned factorsrelated to social pressure, such asfear of social
censure and a strong group orientation, resulting in unwillingnessto
stand out asan individual, and a cultural tendency toward reticence or
shyness. Five teachersfelt that studentswere unused to foreignersin

10
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general, and that thisalso contributed to their reluctance to speak in
language classes with native speakers.

To deal with the problemsidentified above, all of theteachers
stated that they have made adaptationsto teaching in Japan. Tables 2
and 3 show the number of teacherswho noted adaptationsin the areas
of materials, classroom management, techniques, and evaluation.

Table2

Teacher Adaptations. Materialsand
Classroom Management

No. of ||Classroom No. of

Materials: Teachers||Management: Teachers
Usetextsmore 15 Assigned seating 10
Morebasic/ (=] Someuseof LI by 7
structured materials teacher
Materialsof interest 7 Students allowed 6
to Japanese students limited use of Li
Mor e supplementary 6 Moretime spent on S
materials procedure
Fewer authentic 4 Studentsassigned to 4
materials ||per manent groups

Students allowed 2

extensiveuse of LI

All but one of theteachersuse arequired text, and morethan half
indicated that they use materials more basic and structured than they
would in a teaching situation outside of Japan. Teachersalso reported
using materials of specific interest to Japanese students, for example
using personalities or events from Japanese popular culture astopics,
and using mor e supplementary materials, most of which they created
themselves or took from ESL resource books. To cope with larger
classes, 10 teacher s use assigned seating and four teachers establish
permanent student groups. Other classroom management adaptations

1
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include spending substantially mor e time on procedur e and
explanations, and allowing some use of Japanesein class.

Table3

Teacher Adaptations. Methods/Techniques/
ActivitiesEvaluation and Grading

Methods Techniques  { No. of ||[Evaluation and No. of

Activities Teachers [|Grading: Teachers

Activitiesmorebasic/ 9 Oral Testing 12

structured

More pair work/ 7 Listening quizzes 8

group work

Useincentives (e.g., 6  {[Written tests 5

points) to encourage

speaking

Moreinfo-gap activities 5 Participation most 10
important criterion
Gradingismore 10
subjective
Attendanceismore | 8
important
Minimal or no 8
homework

Teachersalso reported adapting methods, techniques, and activities.
Nine teacher s stated that classroom activities are more basic and
structured than in an ESL setting. They rarely conduct discussions or
present open-ended questions. To encour age speaking, six teachers
provideincentives, such asawarding pointsor tokens. Teachersalso
claimed to useinformation gap activitiesand more pair and group work
in Japan than they had in their classes outside of Japan.

Other adaptationswerein the area of evaluation and grading, with
most teachersrelying on oral testing and listening quizzes rather than

12



Communicative English Language Teaching
in Japanese Univer sities, pp. 1-26

written tests.  Eight teachers stressed the importance of attendancein
assigning final gradesand 10 said that participation wastheir single
most important grading criterion. Teachersalso said that they had quit
assigning homework because so few students completed out-of-class
assignments.

COLT Part A

A global scorewas calculated for each classroom, providing an
overall picture of the communicative orientation on the day when the
classwas observed. Spada and Frohlich provide guidelines for
calculating this global score, using featuresfrom Part A of COLT that
are considered representative of the communicative approach--group
work, focus on meaning, learner control of content, use of extended
text, and use of target language adapted and unadapted materials. A
value from 1-5 was assigned to each of these five features based on the
per centage of classtime spent on that feature. Figure 1 showsthe
global scorefor each of the 16 classes observed. Global scoresranged
from alow of 5, which would be considered a weak indicator of
communicative orientation, to a high of 22. The mean scorefor the 16
classeswas 11.87, just below the midpoint on the global scale.

Teachers
(Total-16)
4
3--
2
1-

0 Ti2!3'4 1617891011 12 314 15 16'17'18'19/2021'22
Part A Scores

Figure 1. Global scores.
In the classwith the highest communicative scor e, the students

carried out an information gap task in groups of two. Earlier, each
student had gathered information about a country, such as population,

13
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type of government, geographic features, and economy. Then in pairs
they shared thisinformation with a partner, who asked questionsin
English and took notes. After 15 minutes, studentsfound new partners
and shared information about a different country. In the classeswith
the lowest global scores, the teachers closely followed the textbook,

assigned individual seat work on formal exercisesin the text, and used
group work lessthan 15 % of the classtime.

Twelve of the 16 classesreceived a score of 2 or lesson the
5-point scale for use of group work, a key feature of communicative
language teaching. Only two classes spent more than 50% of class
time on group work. On the other hand, all but two of the classes
received a score of either 4 or 5for focus on meaning, which is
ancther key feature of the communicative approach. In only four of the
classes was mor e than one third of classtime devoted exclusively to
form, that is, grammar, vocabulary, or pronunciation. Figure 2 shows
the per centage of time devoted to group work in each classroom and
the per centage of time devoted to meaning.

80100 % MMME E2EM2a Group Work
El Focus on Meaning
60-79 %
40-59 %
20-39
1-19

0% i
0 1 A4 A 47 8
Teachers (Total-16)
Figure 2. Group work and focus on meaning.

Choice of topic or task was generally controlled by the teacher or
text. With the exception of three classesin which studentswere giving
speeches, writing letters, or exchanging information gathered
previoudly, classestended to follow a textbook, completing various

14
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exer cises from thetext, repeating chorally after the teacher, and
reciting dialogues.

The use of extended materialsranged from 0% in one classwhere
all exerciseswere at the sentence level to 73% in the highly
communicative class. Most classes also scored low on use of authentic
materialsoriginally intended for native speakers. One teacher,
however, used segments from a popular American movie, and another
had developed her own video describing American Thanksgiving
customs.

COLT Part B

Audiotapes from 15 of the 16 observed classes weretranscribed
and coded according to Part B of COLT. Theteacher of one class
requested that her tape not be used for analysis. A time sampling
procedure was used, with one minute of every three minutes coded.
Because of large class size, however, thetaperecorder could not pick
up voices during small-group activities, and those segments could not
be coded. It was deter mined that the one-minute segmentswere
representative of the teacher-student interaction of the entire class
period, but that they did not capture what actually happened during
group activities.

Thetarget language was used almost exclusively by theteachers,
with occasional single words being spoken in Japanese. In group
activities, however, the observers noted frequent use of Japanese by
studentsin almost every class, particularly when thetask could be
solved morereadily in the native language than in the tar get language.

To some extent, there was an information gap in the teacher -
student interaction in these 15 classes. The proportion of unpredictable
information given by the teacher ranged from 65 % in one classto
100% in six classes, with an average of 85 % . Use of genuine
questions requesting infor mation was consider ably lower, ranging from
below 25% in 5 classesto 100% in one class, with an average of 48%.

In the segment below, the teacher begins by giving unpredictable
information, then gives predictable information, and then asks a pseudo

15
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question. The student responds with predictable information, since he
isreading the answer from a matching exercisein the textbook.

T: All right now 1'd like to give you the answers. They have
matched thefirst onefor you.

A:"Hand in your homework for tomorrow.* It is something that
ateacher might say. Can you tell me what would a hairdresser
say? What would a hairdresser say? What would a hairdresser
say?

S: (reading from text) "I think it'stoo longin front."

Teacherstook sustained turns-—-that is, turnswith three or more
main clauses—to a much greater extent than did students. Teacher turns
wer e sustained at an average of 58% of thetime. Student turns, on the
other hand, tended to be extremely short, that islessthan three words.
In only three classes did students produce any sustained turns. In the
excer pt above, the teacher'sturn is sustained, and the student'sis
minimal.

Student utterances also tended to berestricted by the teacher, asin
the excerpt above. Choral repetition characterized a high percentage
of student utterancesin three of the classes, but in ten other classes
therewasno choral repetition at all.

Figure 3 showsthe proportion of teacher responsesto message as
compared to responsesto form. Response to message ranged from
11% in one classto 100% in three classes, with an aver age of 56%
r esponses to message.

Thefollowing excerpt illustrates a teacher'sfocus on form after
students had been carrying out a group work task.

T: Your attention please. A few things | heard. Don't forget to
put your verb. Could you tell mewhere Macy's. . . is. It's
quiet. You may not hear an English person saying it, but for
good gram= you haveto haveit. Could you tell me where
Macy'sis? OK. | heard this. Acrossfrom bus station.
Something is missing. What is missing? Across from bus
station. Thereis something missing here.
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Figure 3. Teacher response to message.

The next excerpt illustrates a focus on meaning. The teacher
opened this class by asking each student to first answer the question
"What do you think of fall?" and then to ask another student the same
question.

| likefall because | feel calm.

That'san interesting answer. Why?

| feel calm.

Why do you feel calm in the fall?

| don't. ..

OK. Think about it and talk to me after class. That wasa
good answer.

N R N R

In thisexcerpt, the student gives unpredictable information, but the
form of the student's statement " | like fall because.. has been
restricted by the teacher'sinitial direction to the entire class. The
teacher respondsto the message and makesa comment, " That'san
interesting answer." Shethen asksfor elaboration. When the student
isunableto elaborate, the teacher repeats and expands her request for
elaboration and paraphrasesthe comment, " That was a good answer ."
Comment and elabor ation requests are two waysin which a teacher
may incor porate student utterances. Other ways coded on Part B of
COLT include correction, repetition, paraphrase, expansion, and
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clarification request. Several of theseareillustrated in the following
excerpt.

T: (reading from handout) In 1620 some people cameto America
called the...?

S

T: That'sright. The Pilgrims, right. [message, repetition,
comment]. We always use a big P, OK. [form] (continuesto
read) They wanted to start a new life here but they didn't have
very many . .. ? [pseudo request]

S. Fanning skills. [predictable, restricted, message]

T: Very good. Farming skills. [message, repetition, comment]

Discussion

The data presented aboveillustrate that teachersmade a variety of
adaptationsto teaching in Japan. Asaresult their classrooms, on the
day of the observation, were not very communicative. Almost every
class was teacher-centered, with teacherstalking at length while
studentsresponded minimally if at all. Although most of the classes
did providetimefor pair or small group activities, the students did not
always use that timeto practice English communicatively. In group
work, studentstended to use Japanese, often at the beginning of an
activity to decide what they wer e expected to do, and whenever the
teacher was not in hearing distance. Also studentstended to get off-
task, especially if theteacher spent more than one minute per group
before moving on to the next group, or if theteacher allotted moretime
for the group activity than was needed to completeit.

Even in group work there waslittle opportunity for the negotiation
of input through interaction, which is believed to contribute to second
language acquisition (see, for example, Doughty & Pica, 1986).
Instead, studentswere frequently asked to complete dialogues or ask
each other questionsfrom their textbooks. In such activities, theform
of student responses was often highly restricted. Some teachers used
choral repetition of patternsto provide speaking practicein class.

Thetextbooks selected by these teachersreflect their belief in a
communicative approach. All of the books wer e organized around
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topics or language functionsrather than form. The bookswere also
selected because they are appropriate for low-proficiency students, have
many structured activities, and include supporting materials such as
audiotapes. Although these books do provide the simplified input that
may help learners comprehend, they do not usually provide samples of
authentic language.

Most of the classes emphasized meaning over form. Little class
time was spent in explicit teaching of pronunciation, grammar, or
vocabulary. At the sametime, several teachersdid focuson formin
their reactionsto student utterances. Current resear ch (see, for
example, Lightbown & Spada, 1993) supportsthe view that somefocus
on form and corrective feedback within a meaning-based lesson
enhances second language acquisition morethan programswhich are
exclusively form-based or meaning-based.

All of the classrooms demonstrated adaptationsto the Japanese
environment. Many of these adaptations suggest that the observed
teachershave lowered their expectationsfor their students. In teacher-
student interaction, they accept minimal responses from students, with
few requestsfor clarification or elaboration. They allow studentsto
use Japanesein group activities and toler ate off-task behavior. One
reason why there wer e few student-generated materialsin the classes
observed isthat teachers have learned from experience that many
studentswill not complete homework assignments. One teacher who
had asked the studentsto bring an advertisement came prepared with
sample advertisementsfor the 90% who forgot to bring one.

Sever al teacher s have devised various meansto motivate their
studentsextrinsically. Six use a point system for participation. Others
have assigned seating and make notes on seating charts whenever a
student participates. For grading, most of these teachersreported that
attendance and participation were moreimportant than improvement or
performance. Several teachersreported that subjective assessment was
the single most important factor in determining students final grades.
They also givefairly high grades becausein the Japanese university
system, any grade below " Cm isfailing.
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Therewasno clear relationship between length of timeteachingin
Japan or prior teaching experience and the global COLT score. The
teacherswith the lowest and highest global scoreswere each in their
first year of over seasteaching, while those who had taught five or
mor e years received scores all along the communicative continuum.

Limitations of the Study

Theinterviews provided valuable information regarding teachers
perceptions of cultural and educational factors, aswell ascommon
teaching adaptations. Because inter views wer e open-ended rather than
specific, however, lack of aresponsefor a particular item does not
imply a negativeresponse. For example, only four teachers
volunteered theinformation that they use fewer authentic materialsin
Japan, but the actual number of teacherswho do this may be greater.
A mor e specific follow-up interview would have provided more
accur ate information.

Further mor e, teacher swer e not asked directly about the
communicative orientation of their classroomsin Japan or in other
environments. It was thought that asking such questions, and thus
indicating the researchers interest in CLT, might causeteachersto
change their behavior during subsegquent classroom obser vations.
However, all the participantsimplied in their responsesto other
questionsthat they did use communicative techniques both before and
after coming to Japan. Their ability to relate waysin which they had
adapted communicative teaching methods to the Japanese environment
also showed that they were generally using a communicative approach.
For example, teachers spoke about using more pair work or group
work (an important feature of CLT methodology) or rewarding students
for using English for real communication in the classroom. While it
istruethat trainingin a particular method does not ensure use of that
method, the teachers' responsesto interview questions showed their
awar eness of and commitment to CLT. A follow-up interview would
have provided an opportunity to ask about CLT specifically.

Whilethe COLT providesan excellent record of activitiesand

episodes, it isdifficult to document how successfully activitiesarein
fact executed. In one case a classreceived a global score of 17 on Part
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A of the COLT, even though morethan half of the students wer e off-
task morethan 50% of thetime. In fact, Part A of the COLT scheme
did not capture much student behavior occurring in small group or pair
work, nor did it account for the teachers' actionsduring these times.
Recording for Part B was also difficult in the lar ge classes predominant
in Japanese universities; consequently, the resear cherswerenot ableto
code much of the verbal interaction between students. Field noteswere
used to supplement the coding scheme and the audio recordings.

It should be noted that thisstudy in no way attemptsto evaluate the
effectiveness or communicative orientation of the individual teachers
who participated. In order to assess any oneteacher or course, it
would be necessary to have several observations over an extended
period of time, in contrast to the single obser vations undertaken in the
current study. Additional information would also be necessary since
the COLT schemeis not designed to assess nonver bal behavior,
classroom atmosphere, or the effectiveness of activities or lessons.
Nevertheless, because several teacher swere observed at different
locationsin various phases of lessons, the resear chers believe that some
general statements can be made regarding the communicative
orientation of university English classesin Japan.

Suggestions

Thelow global COLT scores many of the observed classrooms
received wer e often dueto the large amount of time spent on
procedure. Furthermore, the classesthat seemed most successful to the
observerswer e those that had a quick pace and many different
activities. In order to raise the communicative level and heighten
student interest, teachers could take stepsto reduce the time spent in
explaining activitiesto students. Japanese students have very little
experience with pair and group language lear ning activities and find
them confusing at first. They do need very clear explanations of what
isexpected. But theratio of explanation timeto thetime actually spent
doing the activity isimportant to consider. Teacherscould do more
modeling of the activitiesrather than repeating verbal instructions
several times, select activitiesthat are less complex, and repeat the
same types of activitiesthroughout the semester. For example, once
students under stand how to do infor mation gap pair work (an unfamiliar
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activity for Japanese students), they can get right into the activity with
minimal preparation.

The observersalso noted alot of LI use by students. Because of
their limited English proficiency, students often discussed activitiesin
Japanese even while doing them in English. They also tended to dlip
frequently into off-task L1 usein some classes. Thisisa difficult
problem for foreign language teachersin Japan. In fact, one of the
most important challenges teacher sface isto convince students that
English can be used for communication and not just to answer test
guestions. Teachers may need to implement specific strategies for
reducing use of students first languagein their classrooms. For
example, oneteacher in the study includes use of English both inside
and outside of class as a category on a student self-evaluation scheme.
Other techniques used by someteachersto limit L1 useinclude tokens
and penalty points. The observersnoticed that during group and pair
work use of Japanese was significantly reduced by the proximity of the
teacher. M oving more quickly between groupsisasimpleway to
encourage the use of English in class.

Teacherscould also introduce such authentic texts as restaurant
menus, bus schedules, and movie listings as the basis for infor mation
gap activities. Ideally, students could generate more materials.
However, as several teachers mentioned, studentswill rarely do
homework and classroom timeis often too limited to be used for
materials preparation.

Asnoted in other sections of this paper, the authorsrecognize the
many constraints placed upon English teachersin Japanese classrooms.
Some of these cannot be changed by individual foreign teachersand it
would be presumptuousto think otherwise. Some changes are
happening dowly. For example, at one university classes meet with the
sameteacher fivetimesaweek and at another an attempt isbeing made
by the administration to reduce class size and to schedule two meetings
per week with the same English teacher. Meanwhile, it isimportant
for teachersto under stand which aspects of English teaching in Japan
they can change and which they must accept for now. Working within
the constraints of the culture and the educational system isa challenge
for Western-trained teachers and teacher educatorsthat should be met
with both under standing and creativity.

22



Communicative English Language Teaching
in Japanese Universities, pp. 1-26

REFERENCES

Allen, P., Frohlich, M., & Spada, N. (1984). The communicative
orientation of language teaching: An observation scheme. In J.
Handscombe, R. Orem & B. Taylor (Eds.), On TESOL '83: The
question of control (pp. 231-252). Washington, DC: TESOL.

Anderson, F. (1993). The enigma of the college classroom. In P.
Wadden (Ed.), A handbook for teaching English at Japanese
universities (pp. 101-110). New York: Oxford University Press.

Bamlund, D. (1975). Public and private self in Japan and the United
States.  Yarmouth, ME: Intercultural Press.

Bowers, J. (1988). Japan-USrelationshipsfrom an intercultural point
of view. TheLanguage Teacher, 12(5), 17-20.

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

Cogan, D. (1995). Should foreign teachers of English adapt their
methods to Japanese patterns of learning and classroom interaction?
The Language Teacher, 19(1), 36-38.

Dinsmore, D. (1985). Waiting for Godot in the EFL classroom. ELT
Journal, 39, 225-234.

Doughty, C., & Pica, T. (1986). " Information gap" tasks. Do they
contributeto second language acquisition? TESOL Quarterly,
20(2), 305-325.

Greeng, D., & Hunter, L. (1993). The acculturation of oral language
learnersand instructorsin EFL. The Language Teacher, 17(11),
9-15, 47.

Ike, M. (1995). A historical review of English in Japan (1600-1880).
World Englishes, 14(1), 3-11.

23



The ORTESOL Journal

Kemp, J. (1995). Culture clash and teacher awareness.  The
Language Teacher, 19(8), 8-11.

Koike, I., & Tanaka, H. (1995). English in foreign language
education policy in Japan: Toward the twenty-first century. World
Englishes, 14(1), 13-25.

Lewis, C. (1991). Nursery schools: Thetransition from hometo
school. In B. Finkelstein, A. E. Imamura, & J. J. Tobin (Eds.),
Transcending stereotypes. Discovering Japanese Culture and
Education (pp. 81-95). Yarmouth, ME: Intercultural Press.

Lightbown, P., & Spada, N. (1993). How languages are learned.
Oxford: Oxford University Press.

Nozaki, K. (1993). The Japanese student and the foreign teacher. In
P. Wadden (Ed.), A handbook for teaching English at Japanese
universities (pp. 27-33). New York: Oxford University Press.

Sakamoto, N., & Naotsuka, R. (1982). Palitefictions: Why Japanese
and Americans seem rudeto each other.  Tokyo: Kinseido.

Sano, M., Takahashi, M., & Yoneyama, A. (1984). Communicative
language teaching and local needs. ELT Journal, 38, 170-177.

Sato, C. (1990). Ethnic stylesin classroom discourse. In R.
Scarcella, E. Anderson, & S. Krashen (Eds.), Developing
communicative competence in a second language  (pp. 107-119).
New York: Newbury House.

Shimahara, N. (1991). Examination ritualsand group life. In B.
Finkelstein, A. E. Imamura, & J. J. Tobin (Eds.), Transcending
stereotypes: Discovering Japanese  culture and education  (pp.
126-134). Yarmouth, ME: Intercultural Press.

Spada, N., & Frohlich, M. (1995). Communicative orientation of
language teaching observation scheme: Coding conventions and
applications. Sydney, Australia: Macquarie University, National
Centrefor English Language Teaching and Resear ch.

24



Communicative English Language Teaching
in Japanese Universities, pp. 1-26

Stapleton, P. (1995). Therole of Confucianism in Japanese education.
The Language Teacher, 19(4), 13-16.

White, M. (1987). The Japanese educational challenge: A
commitment to children. New York: Free Press/Macmillan.

25



The ORTESOL Journal

10.

11

APPENDIX: INTERVIEW QUESTIONS
How long have you been in your current position?
What kinds of classes do you teach?
How long have you been in Japan?
What other teaching experience have you had?
Where did you receive your teacher training?

Before coming to Japan, how did you gather infor mation about
Japanese culture or education (e.g., books, articles, classes, other
people? After coming to Japan?

Areyou awar e of any Japanese cultural traitsthat may affect your
students' attitudes, expectations, or behavior in class?

Areyou aware of any features of Japanese education that may also
have an effect?

Have you in any way modified your teaching to accommodate these
cultural traitsor features of Japanese education?
Specific areas:
Choice of materials
Classroom management
Teaching methods, techniques, classroom activities
Evaluation of students (participation, homework, testing)

What influenced you to make specific modifications (e.g., other
teachers, conferences, reading, teacher development programs, trial
and error, feedback from students)?

Could you walk me through atypical speaking class (e.g., how do

you begin a class, how ar e the students seated, what happens next,
etc.)?
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TEACHING NOTES

Using Telephone Voicemail
for Pronunciation
Homework

Marianne McDougal Arden
Santa Rosa Junior College

Marianne M cDougal Arden, currently an ESL instructor at
Santa Rosa Junior Collegein California, taught for 13 yearsin the
ELI at Oregon State University. Sheisthe coauthor of several
ESL textbooks and has doneteacher training in Mexico, Peru,
Ecuador, and the Republic of Georgia.
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A common challenge for teachers of large pronunciation classes is
incor porating enough individualized interaction with each student. Yet
thisis something that most pronunciation students crave: to havea
native speaker listen tothem and provide useful feedback about their
pronunciation.

In pronunciation classes of 25 or more students at Santa Rosa
junior College, | havefelt the frustration of thisdilemma. | tried
working with small groupsin the classroom to give feedback, but found
that it was either very rushed or | wasonly ableto interact with a
limited number of groups per classsession. | also tried having students
tape-record their lessons at home and turn in the cassette tapes for
homework. This provided the opportunity for individual studentsto
participate and to receive thoughtful feedback from theinstructor, but
it was very cumbersome. In addition, many students did not own tape
recordersand had to make special arrangementsto do their homework.

The solution to this challenge of providing individualized feedback
to my pronunciation students ended up being assimple as making a
telephone call. | now have my pronunciation students do weekly
pronunciation homework assignments via my telephone voicemail.
They can " call in" their homework from the comfort and privacy of
their own home, and | can listen and respond to it at my convenience,
building in enough time to provide useful, clear feedback. These
telephone assignments have become a key component of my
pronunciation course, and students consistently evaluate them as one of
the most useful activities of their pronunciation curriculum. The only
requirementsarefor theinstructor to have a telephone voicemail
number, and for the studentsto have access to a touch-tone telephone.

To get started, | give the studentstwo handoutsthat explain the
stepsinvolved. One handout providesinstructionson how to usethe
voicemail system at my college. It detailsthe promptsthey will hear
at the beginning of their call, and what some of the commands at the
end of the conver sation mean in case they want to erase their messages
or review them. (Thislatter function is particularly important as
studentslearn to sdf-critique throughout the semester.) In addition, |
point out that the voicemail system allowsthem to call at any time of
theday or night. Thisgreatly enhancestheir chancesto participate,
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given work schedules, child careresponsibilities, etc. The second
handout includes information on telephone protocol. It provides models
for introducing themselves on the phone (e.g., " Hello. Thisis
_ I'minyour ESL 311P classand I'm calling to give
my telephone homework." ). Students also practice waysto finish their
conversation instead of just hanging up at the end of the assignment.
Some students feel nervous and uncomfortable the first few weeks of
doing these assignments and there are occasional hangups and long
silences, but with practice they quickly get used to communicating their
homework via thetelephone.

The actual assignments can be assimple or as complex asthe
instructor wants. | usually have short, easy assignmentsthat take the
students no longer than a minute or two to read. For example, if the
focus of pronunciation classison the difference between /1/ and /iyl,
students might be asked to read ten sentences using words such as ship,
river, deep, and week. If thefocusisintonation of yes/no questions
and wh-questions, students could be given alist of both types of
questionstoread aloud, such as "What timeisit? Will it rain
tomorrow? What's your name? Can you speak Spanish?"  Near theend
of the semester, students are assigned longer passages wher e they focus
on avariety of pronunciation aspects, such asword and sentence stress,
intonation, rhythm, etc. The students always know what the focus of
each assignment is, and that I'll be listening for and marking those

aspects.

When | create an assignment, | make two sets of the homework
handouts: oneto passout to the studentsin class and onefor myself
tousefor evaluation and marking as| listen to the students homework
on thetelephone. Or instead of creating a homework assignment, |
sometimes select an exer cise from their pronunciation book and ask the
studentsto read that aloud for their homework. In that case, | just
need to make one set of copiesfor myself to usefor response marking.

A deadlineis established for completion of the assignment, usually
Sunday by 5:00 p.m. | giveasmall prize each week to thefirst caller.
Thishasbeen surprisingly effectivein motivating many studentsto do
their homework as soon asthey get home. In fact, a few students have
raced to the nearest telephone booth right after classto make their
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calls. Asthe callscomein, | just put them in the voicemail memory
and listen to them all at once at a later time. Because the assignments
areshort, it doesn't take melong to respond. | usethe speaker phone
so that my hands arefreeto mark the papers. | mark errorsusing an
agreed upon set of symbols, for example, black circlesto show stress,
arrowsto show intonation, etc. | do an overall evaluation with a
simple grading system ofV+, V, and14. Marked papersarereturned
the next classand wereview all the responses. Students always have
the option of redoing an assignment for a higher grade. Occasionally
| save a particular student'sresponsein my voicemail long-term
memory so that the student and | can listen to it together in my office.

The benefits of using telephone voicemail for pronunciation
homework are many:

* |t meetsthe challenge of providing individualized feedback to
each student on a frequent basis.

« |t'seasy for theinstructor to either create assignmentsor just
select activities from the pronunciation text to use as homework.

« |t'squick and easy for theinstructor torespond to and mark the
student homework assignments.

« |t allowstheinstructor to know which students need more work
on what.

« Itisalsoeasy for the studentsto participate. They can call from
the privacy of their own home at a time convenient for them.

« |t provides students with numerous opportunitiesto become
comfortable and competent responding to an answering machine.

» Becausethetelephone approach is so easy for theinstructor (in
comparison to using cassette tapes), he or sheisinclined to give
mor e homework assignments, thusincreasing the students
opportunitiesfor feedback.

 Studentsfeel very special with so much individual attention, and
it increasesrapport with the person listening and responding to
their telephone calls.

» Thestudentsview it asa useful and important part of their
pronunciation curriculum and feel it helpsthem improve.

Using telephone voicemail for homework is an easy, fun, and

effective technique for individualizing instructor feedback to
pronunciation students.
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Resour ces

Thefollowing two titles include many useful activities and
exercises that can be adapted to telephone voicemail pronunciation
homework assignments:

Lane, L. (1993). Focuson pronunciation: Principlesand practice for
effective communication, teacher'smanual. New York: Addison-
Wesley Publishing Company, Inc.

Beishier, B. (1994). Sounds great, book I: Beginning practice for

speakers of English, teacher'smanual. Boston, MA: Heinle &
Heinle Publishers.
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RESEARCH NOTES

English as a Second L anguage Students
as Cross-Age Tutors

Carlyn Syvanen
Portland Public Schools

The purpose of this study was to examine the effects of cross-age
tutoring on fourth and fifth grade English as a second language
students who were tutoring kindergarten and first grade students in
reading. After tutoring for a 19-week period, the tutors made gains in
their perceptions of control in the cognitive domain and improved their
attitudes toward reading. There was no change in their perceptions of
control in the social domain, no significant increase in their interest in
school, and their reading achievement improved at the same rate as

other ESL students.

Carlyn Syvanen isan elementary ESL teacher with Portland
Public Schools. She has recently received her doctorate from the
University of the Pacific. Shewasworked in a variety of

capacitiesin ESL.
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At atimewhen higher levelsof literacy arerequired for peopleto
be successfully employed in our society, there are groups of minority
children who areat high risk for school failure. Children who come
to school speaking a home language other than English are among these
groups. Children who speak Spanish asa home language are among
those at greatest risk (Henry, 1992; Sue & Padilla, 1986). Within
groupsthat areat risk for school failure there arewide ranges of
success and failure. Two factorsthat have been correlated with school
success are positive attitudes towar d school and achievement motivation
(Schultz, 1993; Soto, 1989; Wittig, Harnisch, Hill, & Maehr, 1983).
Achievement motivation isthe amount of effort a student will makein
school in order to do well.

Cross-age tutoring was chosen as a topic of study becauseit has
been found to be effective in improving academic skills, improving
attitudes toward school and toward the subject tutored, and in
contributing to increased scor es on self-concept measur es (Cohen,
Kulik, & Kulik, 1982; Giesecke, Cartledge, & Gardner, 1993;
Sprinthall & Scott, 1989; Supik, 1991). Further, studentsinvolved in
tutoring are engaged in activities that allow them to demonstrate their
competence and feel like useful members of the community--important
factors affecting achievement motivation (Brophy, 1987; Connell, 1985;
Harter, 1981).

Method

This study examined academic growth, interest in subject tutored
and interest in school. The Multidimensional Measure of Children's
Per ceptions of Control (MM CPC) was used to measur e per ceptions of
locus of control. A locus of control measur e was chosen because those
individuals who feel they have control over their successesand failures
try harder to succeed (Brophy, 1987). Teachersand tutorswere
surveyed regarding tutors interest in school and in reading. The
school district achievement test was used to measurereading
achievement.

It wasnot possibleto have atruerandom selection of the subjects.

At the beginning of the school year all students, including ESL
students, wer e assigned to homer oom classes for the purpose of

34



English asa Second L anguage Students
asCross-Age Tutors, pp. 33-41

creating heter ogeneous groupings. The subjects of the study werein
groupsthat met at atime convenient for the younger children to be
tutored.

Sixteen fourth and fifth grade intermediate ESL studentstutored
kindergarten and first grade studentsin reading. Thetutorsand tutees
met twice a week, 30 minutes each meeting over a 19 week period.
Ten of thetutorswere part of one homeroom class wher e the whole
classtutored. The other 6 studentswerein an ESL pull-out class.

Each tutoring session was preceded by a 20-30 minute preparation
session. Tutors planned lessons, chose booksto read, and practiced
reading. Often thistime was spent in training. Teachers demonstrated
oral reading techniques, how to choose appropriate booksfor the
younger children and other techniques as needed. When teachers
observed problemsthat arose they would plan a training session. For
examplethey noticed that tutors needed to use morewords of praise.
In the next training session the class brain-stormed alist of words of
praise which was displayed prominently in the classroom for the rest
of theyear.

Tutoring sessions wer e followed by 20 minutes of writing in
reflective journals. Tutorswrote about what had happened that day
when working with their buddies. After writing, students wer e asked
to sharewhat they had written and time was spent talking about lesson
plansthat had been successful or problemsthat may have arisen.
Students often volunteered advice to their peerswho may have been
having trouble keeping the attention of their buddies or finding
interesting books.

The MM CPC was administered in thefall and in the spring. The
scaleis based on three sources of control: unknown control, powerful
others control, and self control. Each of these sources of control is
found within four domains. cognitive, social, general, and physical.
Only the cognitive and social domains were used in thisstudy. There
were 24 questions presented in a four point Liked-type scale. For
example:
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« |f | want todowell in schoal, it'sup to meto doit: very
true/sort of true/not very true/not at all true (Connell, 1985, p.
1,021).

» Thescorefor each category was the mean scor e of the four
questions pertaining to that category such as" unknown control
of the cognitive domain."

Teacher and student surveyswere developed in order to determine
thetutors attitudestoward school and reading. Someitemswere
designed on a Liked-type scale while other s were open ended
questions. These were administered in both the spring and fall. t tests
for correlated groupswererun on the differences between the fall and
spring scores on the MM CPC and the Liked-type items of the teacher
and student surveys. The Portland Achievement Levels Test for
reading was administered in the spring, but only nine of the tutors had
scor es from the previous year with which to make a comparison. A
singlesample 1 test wasrun on the gain scor es, using the mean of the
gain scoresof all ESL students as a population mean.

Results

When 1 testswererun on the fall and spring scores of the MM CPC
in the cognitive domain ther e were no significant differencesin the
sour ces of unknown control and powerful other control. Therewasa
significant increasein the sour ce of self control, from a mean of 2.7 to
amean of 3.14. Within the social domain there was no significant
differencein any of the three sources of control (see Table 1).

When t testswererun on the Liked-typeitems of the teacher and
student surveys (which pertained to tutors' attitudestoward reading)
there wer e statistically significant differences between the fall and the
spring scores (see Table 2).

Students' attitudestoward school wer e ascertained through student
and teacher surveys. All studentsdid improvein their attitudestoward
school, but in the spring teachers still expressed concern that some had
not improved enough to be out of danger of failing at school.
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Tablel

Multidimensional Measure of Children's
Per ceptions of Control

Control Fall Spring  df t
Coqgnitive
Unknown 1.95 2.16 15 .62n.s.
Power ful Other 2.06 1.80 15 -1.07 n.s.
Internal 2.70 3.14 15 3.36%*
Social
Unknown 2.14 2.19 15 24n.s.
Power ful Other 1.62 1.91 15 1.39n.s.
[nternal 2.70 291 15 8lns.

Note: **p < .05

Table?2

Attitudes Toward Reading

Teacher Survey Student Survey
Fall mean 3.69 14.89
Spring mean 4,74 15.78
df 15 13
t 3.78** 2.33**

Note: **p < .05
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When a single sample I' test wasrun on the gain scores of the
district reading achievement test using the mean gain of 70 other ESL
students at the school asthe population mean, there was no significant
differencein the gain scores of the tutors (see Table 3).

Table3

Reading Achievement Test
Gain Scores

Population Mean Sample Mean df t

12.31 10.78 8 -45n.s.

Discussion

Because of the small sample size the results of this study cannot be
conclusive, but may be suggestive of effective practicesfor ESL
students. The tutorswho wereinvolved in this cross-age tutoring
project made significant gainsin two areasthat areimportant for
success in school—per ceptions of self control and attitudes toward
reading. Although they did not make greater gainsin reading
achievement than other ESL studentsat their school, they did progress
at the samerate. Studentswho believe that they have control over their
successes and failuresare more likely to put forth the effort to succeed
in school (Sagor, 1988; Soto, 1989; Willig et al., 1983).

Therearethree reasons cross-age tutoring may have affected
students' perceptions of control. First, within the design of the tutoring
sessions students wer e given control over thelesson plans and the
booksthey read. During sessions, if tutorswere having trouble,
teachersdid not step in. Problemswere brought up in the feedback
period and all studentshad an opportunity to help solve the problems.
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Second, tutorswere engaged in real work—teaching others. They took
pridein the progressof their tutees, and felt that they wereresponsible.

Finally, these ESL students, who werein the process of acquiring
English, had an opportunity to display their competence as readersand
writers. Although they were not performing at grade level, they knew
mor e than their younger tutees.

Theimprovementsin thetutors' attitudestoward reading were
reinfor ced by teacher and student comments. Teachersnoted that the
tutorschoseto read more often in the spring than they had in thefall.
In the spring interviews, students spontaneously made comments about
theimportance of reading. Examples of commentswere *Reading is
fun and it isgood so we can learn" and " It'sfun. It'snot hard to do.
Just doit everyday." Improved reading attitude isimportant for
success in school because those students who read mor e do better in
school (Krashen, 1994; Weaver, 1988).

ESL teachersneed to see their students as people with contributions
to maketo their school community, rather than asthe oneswho are
only in need of special help. When students have the opportunity to
demonstrate their competence through an activity, wherethey are
engaged in real work and have control over aspects of that activity,
they can begin to see themselves as having more control over their own
SUCCESSES.

REFERENCES

Brophy, J. (1987, October). Synthesis of resear ch on strategiesfor
motivating studentstolearn.  Educational Leadership, 45(2),
40-48.

Cohen, P. A, Kulik, J. A., & Kulik, C. C. (1982). Educational
outcomes of tutoring: A meta-analysisof findings.  American
Educational Research Journal, 19(2), 237-248.

Connell, J. P. (1985, August). A new multidimensional measur e of

children's perceptionsof control.  Child Development, 56(4),
1,018-1,041.

39




The ORTESOL Journal

Giesecke, D., Cartledge, G., & Gardner R, I11. (1993).
L ow-achieving students as successful cross-agetutors. Preventing
School Failure, 37(3), 34-43.

Harter, S. (1981). A new self-report scale of intrinsic versus extrinsic
orientation in the classr oom: Motivational and infor mational
components. Developmental Psychology, 17(3), 300-312.

Henry, T. (1992, September 17). Hispanic dropout rate remains high.
Detroit Free Press, p. A3.

Krashen, S. D. (1994, March). Beyond theinput hypothesis.  Plenary
speaker at the Annual International Convention of Teachers of
English to Speakers of Other Languages, Baltimore, Maryland.

Sagor, R. (1988, April). Teetering . . . on the edge of failure.
Learning, 17(8), 28-34.

Schultz, G. F. (1993). Socioeconomic advantage and achievement
motivation: Important mediators of academic performancein
minority children in urban schools.  The Urban Review, 25(3),
221-232.

Soto, L. D. (1989). Relationship between home environment and
intrinsic versus extrinsic orientation of higher achieving and lower
achieving Puerto Rican children. Educational Research Quarterly,
13(1), 22-36.

Sprinthall, N. A., & Scott, J. R. (1989). Promoting psychological
development, math achievement, and success attribution for female
studentsthrough deliberate psychological education. Journal of
Counseling Psychology, 36(4), 440-446.

Sue, S., & Padilla, A. (1986). Ethnic minority issuesin the United
States. Challengesfor the educational system. In C. E. Cortes &
Others(Eds.), Beyond language: Social and cultural factorsin
schooling language minority students  (pp. 35-72). Sacramento:
California Department of Education, Bilingual Education Office.

40



English asa Second L anguage Students
as Cross-Age Tutors, pp. 33-41

Supik, J. (1991, January). Partnersfor valued youth: Thefinal
report. I ntercultural Devel opment Research Association
Newsletter, 18(1) 1-4.

Weaver, C. (988).  Reading process and practice: From
socio-psycholinguisticsto whole language.  Portsmouth, NH:
Heinemann Educational Books.

Willig, A. C., Harnisch, D. L., Hill, K. T., & Maehr, M. L. (1983).
Sociocultural and educational correlates of success-failure
attributions and evaluation anxiety in the school setting for black,
Hispanic and Anglo children. American Educational Research
Journal, 20(3), 385-410.

41



The ORTESOL Journal

42



The OR7ESOL Journal
Vol. 18, 1997, pp. 43-61

L2and L3 mo

Rickford Grant
Clark College

Although there have been numerous studies on transferfivm LI to
L2, there has been relatively little written on the effects that L2 might
have on subsequently learned languages. What has been written on she
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Introduction

Although it iscommonly accepted that a person'sfirst language can
affect the production of hisor her second language in terms of
grammar, lexis, pronunciation, and prosodic features, there are also
other factorswhich can comeinto play. Often ignored istherole that
a second or other language can have on the acquisition and production
of other subsequently learned languages.

When such arole has been discussed in the literature, the focus has
primarily been on casesinvolving multiple European languages.
Although there are a few studieswhich deal with cases of African,
Arabic, and Indian speakerswith second and third languagesthat are
of European origin, there seemsto belittle or no such material dealing
with similar casesinvolving speaker s whose native language is
Japanese. This paper attemptsto begin to addressthisvoid through the
case study of the production of English by a native speaker of Japanese
whosefirst interlanguage is Japanese/German.

Background

My own interest in this particular subject area began morethan 10
years ago, while | wasteaching in Japan. Once while conducting a
placement interview, | wasrather surprised by the decidedly German
accent | heard coming from the Japanese student before me. Upon
inquiry, | learned that she had lived in Germany for five yearsand had
goneto German public schoolsduring that time. That a person's
nonnative language could influence the production of a third language,
and be so noticeable, struck me as fascinating.

It wasto be another three years, however, when hearing a
colleague's description of her friend's German accent when speaking
English, that | realized that what | had withessed before might not have
been an isolated phenomenon. The data for this phase of the study was
taken from an interview of this second subject.
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Review of the Literature

Although therole of interferencein second language acquisition is
well addressed in theliterature, it is predominately concerned with the
effect which L1 hason the production of L2. Early research in this
area was based on assumptionsimplicit in the Contrastive Analysis
Hypothesis, which held that interference would occur wher e languages
were most different and not occur in areas of similarity (L arsen-
Freeman & Long, 1991).

Thishypothesiswas later refined to takeinto account structural and
functional correspondence between LI and L2. This" hierarchy of
difficulty” rated these correspondencesin order of difficulty with splits,
cases where asingleforminthelLlisrealized in two or moreforms
inthelL 2, rated as most difficult, and those wherethereisa
corresponding form in both languages as easiest.

Contrastive Analysiswasto later come under criticism for its
failings. M ost significant of these wasits failureto account for
numerous errorswhich were produced while over -predicting othersthat
did not occur. A "weak" a Posteriori version of Contrastive Analysis
was then proposed by which to examinerather than predict L2 errors
and explain thereasonsfor their production through structural and
phonological comparisonswith theLl.

From thisbackground, further research in phonological similarity
has developed. According to Wode (cited in Major, 1994), L 2 sounds
which aresimilar to LI soundsarelikely to show L1 influence, while
in cases wher e sounds which are dissimilar substitutions which are not
from theL2 will be used. Bohn and Flege (1992) support this
contention, albeit with the caveat that dissimilar soundswill be
problematic for less experienced learners. They found, for example,
that in German students of English production of he, a sound absent
in German, often approached target level with increased 12 experience.

Y et other research, rather than focusing only on therole of
interferenceLi, has examined internal and universal factors affecting
L 2 phonological development. Phonological environment isone such
factor whereby a sound isinfluenced by those soundswhich form its
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immediate environment. Thus, a certain variant may only occur, or
occur more often before or after certain other soundsvariations. Edge
(cited in Carlidle, 1994), for example, found that her Cantonese and
Japanese students only devoiced word-final obstruents, or consonants,
after a voiceless obstruent or pause.

Yet, asfor research specifically dealing with L 2's effect on the
production of L3, however, thereisa much morelimited body of
literature. What does exist comes mainly from European sour ces,
which, given the close proximity of so many countries with different
languagesin such alimited geogr aphic space, seems quite
under standable.

Thebulk of thisliterature fallsinto two groups, thefirst of which
isthat dealing with situationsin which all three (or more€) languagesin
question are European. The second group, in which this particular
study falls, isthat which dealswith situationsin which L2and L3 are
European languages while L isnot.

In regard tothefirst group, as Ringbom (1987) pointsout, L2
interferenceismost often realized in the area of lexical transfer.
Ringbom gives examples from native Finnish speakerswho are also
fluent in Swedish. To these speakers, the perceived proximity of
English and Swedish, both Germanic languages, is much closer than
that of Finnish, a Finno-Ugric language, and as such, isresponsible for
mor e of the instances of lexical transfer. This seemsto support
!IOWN (cited in Ringbom) contention, of what could be called a
"proximity principle," that " where one of [the] second languagesis
formally more closely related to the target language, borrowingis
preferred from that language rather than from the mother tongue® (p.
113).

Ringbom (1987) provides examples of what herefersto as
" complete shifts," asin, " She has had difficulty in finding good stories,
men | believethat .. .," (from Swedish men = but). Such lexical
shifts can also contain bound morphemesasin, "theindustrial
revolution has done horses unpralaisk,” (Swedish praktisk = practical,
with English un-), or lesscommonly, " We havethe same clothers*
(clotheswith Swedish ending, -er). Another exampleiswhat Ringbom
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calls"falsefriends," wordswhich have surface similarity but different
semantic functions, asin, " the child is lockedto bed by telling him
some stories' (from Swedish locka = tempt).

While Ringbom (1987) statesthat grammatical interferenceis
infrequent and phonological interference negligible, the oppositeis
indicated in Martinez-Dauden and Llisterri's (1990) study of lateral
consonant production in Spanish/Basque bilingual? production of
French. Selinker's (in press) diary study of an English/French/Hebrew
multilingual's production of German also shows numer ous cases of
grammatical and phonological interference. Selinker also providesan
example of such lexical borrowing from the German output of a native
speaker of English whose second languageis Italian. When writing his
dissertation (in German), heregularly substituted theword Karte for
theappropriate Papier. Although both wordsexist in German, only
Papier refersto paper, while Kane refersto mapsand cards. Selinker
thusattributes the source of interferenceto theltalian, carla (paper).

In that English and German, asfellow Germanic languages, which
are more closely related than the Romance Italian to German,
Selinker's (in press) example seemsto stand at odds with Ringbom's
(1987) and Khalid's (cited in Ringbom) findingsthat the proximity of
languages dictates the sour ce of interference. A better explanation in
this case might befound in what Selinker referstoasa " talk foreign”
mode, which is a cognitive mode in multiple language acquisition in
which all languages other than LI are cast together. Thus, Italian and
German, although from different families, are both cast together in the
role of foreign languages. Meisel (1983) suggests the existence of such
amodein arguing that L2 to L3 interference could be duetothe
possibility that the brain storesforeign language information in a
different way than it does Li information.

The second group addressed in theliterature, as mentioned
previoudly, isthat which addresses instances of interference wherethe
L2 and 1.3 are European Languages, but the L1 isa non-European
language. Nebabar (cited in Sikogukira, 1993) noted that native
speakers of Indonesian exhibited lexical and grammatical transfer from
Dutch in their production of English. Tenjoh-Okwen (cited in
Sikogukira) in his study of the English of Cameroonian speakers of
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French found that 44 % of all " deviant” formscould be attributed to
French rather than the native language. In terms of phonology as well,
Sing and Carroll (cited in Ringbom, 1987) found that the production of
French by native speakers of various Indian dialects was more strongly
influenced by English than their nativeLis.

A study by Ahukanna, Lund, and Gentile (1981), of the production
of French by Nigerian native speakers of 1gho with English as a second
language, shows a strong influence from English on lexisand grammar.
In addition, this study addresses several other concernsaswell. These
include therelative proficiency of the speaker in the L3, intralinguistic
sour ces of interferencein the L3, theincreasing likelihood of
interference asthe number of languages lear ned incr eases, the fact that
certain components of language are mor e susceptible to influence than
others, and that greater similarity between languagesincreasesthe
likelihood of interference.

What emergesthen asarecurring themein amajority of the
literatureiswhat has been termed hereasa " proximity principle.”
Ringbom (1987), Khaldi (cited in Ringbom), Ahukanna et al. (1981),
Sing and Carroll (cited in Ringbom), and Tenjoh-Okwen (cited in
Sikogukira, 1993) all state or imply that the proximity of languages
(i.e., relatedness) is a deter mining factor asto the sour ce of
interference. Even Selinker, in hislisting of phonetic similarity,
similar functional class, native language analogy, and lexical similarity
toatermin thetarget language as principlesat work inL2to L3
transfer, also implies proximity influence.

M ethodology

Phonemic comparisonswith alistener's mother tongue, according
to Scovel (1995), are one of thewaysin which listenersare ableto
recognize foreign accents. In that this study was undertaken in reaction
to an accent perceived to haveitssourcein L2, phonological features
wer e chosen asthe primary focusfor thisinitial study. Lexical and
grammatical transfer, because of their dominancein theliterature, are
also briefly examined within the limitations of the elicited data.

48



L2and L3 mo, pp. 43-61
The Subject

The subject of thisstudy isa 25-year-old native Japanese female
who had lived in Dfisseldorf, Germany, between the ages of 10 and 14.
During that time, she studied first at a German elementary school and
then later at a Gymnasium. Shereceived no formal English instruction
prior tothat time, but whilein Germany followed the same English
instructional curriculum asthat of German students. She had English
teachersfrom both Germany and England, and in addition received two
hours a week of English instruction at the local Japanese school at
weekends from Japanese and British English teachers. Upon returning
to Japan she followed the standard English language instructional
curriculum at Japanese senior high schools. While at university in
Tokyo she majored in German while continuing her studiesin English,
and after receiving her BA, worked part-timefor ayear asa
simultaneousinterpreter (German/Japanese).

The data were elicited during a 20-minute inter view, which was
conducted at the subject's homein Tokyo and which centered around
thetopic of the subject'slifein Germany. Theinterlocutor wasa
childhood friend of the subject, aswell asa Japanese native, and due
to the familiarity of the two interlocutors, the interview was somewhat
informal.

A Priori Analysis

Despite the stated weakness of such an approach, a contrastive a
priori analysis of the sound systems of the three languagesin question,
namely English, German, and Japanese was undertaken in order to
provide some basisasto what featuresto look for during thisinitial
phase of analyzing the data. Thisanalysisfocused on two parts:
vowels and consonants.

Thevowel inventorieswerefirst graphically represented (Figure 1)
by language and then the German and Japanese inventories were
individually compared with that of English so asto determine which
sounds present in English were absent or substantially different in
Japanese and German. Thus, cases where either language had sounds
similar enough to English to be essentially indiscernible to the average
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listener, and thus be unlikely sour ces of transfer, were omitted from
consideration. Such wasthe case for the Japanese/a/, 1 m/, and 10/,
aswell asthe German /a/, /0/, and l¢/.

German

Figure 1. Cardinal vowel inventoriesfor English (RP),
German, and Japanese. Based upon Crystal (1997) and
MacCarthy (1975).

Those sounds found to be missing from the vowel inventory of
Japanesewerethe/x / asin sit, the /u/ of pus, he/ of cat, and the /e/
of banang, and, from the inventories of both German and Japanese, the
[A/asin but. Transfer in such caseswould berealized in the
substitution of sounds articulated in the closest position of the German
or Japanese inventories. Thus, transfer from Japanese would be
anticipated in the substitutions of the/l / in meet for /x/, thein / of sue
for lul, and the/al in hot for /z/, lel, and /A/ (Dale & Poms, 1994).
For German, also lacking the phoneme /A/, substitution with la/ would
also be anticipated (Wade, 1986).

Aswith Japanese, /I /, lul, and he/ were also anticipated points of
interference from German, albeit for a different reason. Although
these phonemes exist in both German and English, they are produced
in such close physical proximity to/i /, /u/, and ICl (asin bed) in
German asto be largely indistinguishable to a native English speaker
and are, in fact, problematic distinctions for English speaking students
of German (MacCarthy, 1975). Thusthe anticipated perceived
substitutionswould be /i/ for /I /, /u/ for Iul, and /e/ for he/.

These substitutions, which wer e anticipated for either German or
Japanese or both werethen indicated in Table 1. Anticipated
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substitutions wereindicated in the gray cells, whilea" =" wasused to
show the existence of arelatively similar unit or indistinguishable
approximation.

Tablel

Anticipated Phonological I nterference
and Substitutions: Vowels

English i X C ra a A 8 a u u
Geman § t i x [o + a + + + u
Japanese | t i t a s a a s s a

The process of dealing with consonants was similar to that of
vowels. First an inventory of consonant phonemesin English, German
and Japanese was created and charted (Table 2) with" +" indicating the
presence of a particular English phonemein one of the other two
languages, " -" indicating the absence of such a phoneme, and " + "
indicating a relatively similar unit.

It should be noted herethat in the case of Japanese syllable-final
consonants, a bit of liberty wastaken in assigninga" +" tothose
phonemes so marked. This stems from the fact that other than/n |,
Japanese has no true consonant finals; all other syllables end with a
vowel. Japanese does, however, have numer ous words of foreign
origin (gairaigo), which feature medial palatalization resultingin a
noticeable decreasein the auditory strength of the vowel final. Thus,
Japanese speaker s of English, beyond the most basic levels, are quite
adept at producing most consonant finals. Exceptionsareindicated in
Table2.

For the purpose of this study, a condensed table (Table 3) was
created to include only those English phonemes absent in one or both
of the other languages. Likely substitutions from Japanese (Dale &
Poms, 1994) and German (MacCarthy, 1975) were then listed for each
in thegray cdlls.
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It should be noted that in the cue of 1wl, the Japanese substitution
islisted aseither Iwl or /w /, the Japanese variant of /u/. Thisisdue
to thefact that although Japanese lacks the phoneme 1w!, its sound is
frequently approximated in the production of many of the foreign loan
words present in Japanese by use of /w/ plus another, reduced, vowel.
For example, theword " weather" would be produced in Japanese as
/w3za :1. Thisapproximation isoften produced closely enough asto
beindiscernibleto thelistener.

Table3

Anticipated Phonological I nterference and
Substitutions. Consonants

m ] § [Ten
] ' s 0
@ ] /0l o
1 i [ /i
bl ] a WItS
Japantse Medid Substitution || D] d i [d O Rwid
[Japanese Final Substitution bl 0 wiu

Upon examination of theresultsof Tables1 and 3, it was
determined that the targeted phonemesfor this study would bethe
vowelshe/, /A/,/9/, Jul, and the consonants/b/, /d/, /g/, Iv/
(final), 1w! (initial and medial), the 1el of think, /a/ of that (initial,
medial, final), and the medial 131 of measure.

Handling of the Data

Approximately 15 minutes of the original recording wastranscribed
and then marked for locational presence of the targeted phonemes
indicated in the previous section. The tape was then listened to again
in order to determine the actual phonemes produced for each of the
marked itemson thetranscription. Finally, the tape and transcripts
wer e examined yet again for other non-phonological features.
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A Pogteriori Analysis

The most noticeable point in analyzing the data was the fact that
substitutions of the targeted phonemes werelimited to only /Eel, 111,
and word final /d/. The subject had no apparent difficulty with any of
the other phonemes, even with /9/ and /8/, neither of which is present
in the consonant inventories of either L1 or L2.

Therewas substitution of 11/ with the subject, as predicted,
producing /V in its place. Instances of correct production, however,
outnumber ed those showing the substitution by 64% to 36% (Table 4).
Thereisa pattern to theinstances of substitution and no-substitution;
thisistied to the speed at which the subject is speaking. The
substitution of 111 for /11, in all cases, occurswhen the subject
becomes somewhat excited and beginsto speak quickly. It, thus,
seemsthat production of /I/ remains problematic for the subject in that
it isonly produced in more monitored situations. This phenomenon is
inconclusivein determining L 2 influencein that it could be attributed
tointerference from either LI or L2.

The subject's production of he/ was moreimportant in regard to
thisstudy in that the number of casesin which the subject produced the
anticipated substitution, /e/, outnumbered those of correct production
by aratioinversetothat of /id for /i/ substitutions, with /c/ making
up 64% of all such utterances (Table 4). Although there was no
discernible pattern asto the cases of substitution, this particular
substitution itself is significant to thisstudy in that it suggests
interference from the L2 rather than the L1 where a shift to iai would
be expected.

The subject's production of /d/ in final position also followed the
pattern predicted for German speakerswith the subject substituting
ft in almost onethird of the cases (Table 4). What was unanticipated,
however, wasthat the subject also employed yet another strategy in her
dropping thefinal consonant. This particular strategy also occurred in
almost a third of all cases.
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Table4

Phonological Substitutions (By Percentage
of Occurrence)

Substitution No Substitution Drop
Ir1-3li/ 35% 65%
1831—Vvd/ 65% 35%

(final) /d/—>ft/ 36% 30% 34%
ler]—).Jcr/ 70% 30%

Closer analysis of the cases of omission revealed that all cases
involved utterances of theword " and,* the reduction of which through
omission of the final consonant also occursfrequently in English. This
could explain the phenomenon unlessa similar situation can also be
found in the Germans' production of "und."

There was one case of phonemic substitution which was not
included in thea priori analysisand yet occurred so often during the
interview asto have been conspicuous and thus merit mention here.
Thiswasthe shift from/er | to/ Er 1. While Japanese speakers,
lacking the /en/ (asin mother) in their phonemic repertoire, would be
anticipated to produce the elongated /a:/ as a substitute (Dale & Porn,
1994), the 1 er / to/ er / shift, according to Wode (1986), isthe
anticipated shift a German speaker of English would be expected to
make. Trueto thisassertion, the subject produced this shift in 68% of
all cases (Table 4).

Lexical Transfer

Asfor lexical transfer from L2, although there were several
instances of German lexical units being produced by the subject, these
wereall cases of items specific to German culture where no equivalent
English word exists or cases wher e the subject simply did not know
how to say a particular word in English (in such cases, she would ask,
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whispering in Japanese, how to say theword in English). Thusit did
not seem appropriateto consider these as examples of transfer.

The only exception might be considered grammatical aswell as
lexical and will, thus, referred to asa case of lexi-grammatical transfer
from L2. The subject used theword " as" seven timeswhen answering
"when" questions, asin:

" How old wer e you when you went ther e?"
"| went thereas| wasten yearsold."

Thissituation isvery similar to the example given from Selinker earlier

in thispaper. In thiscase, L2 and L 3 have wordsthat are similar in
form with meaningsthat are sometimes similar and sometimes not.
The German male and English "as' aresuch apair. "Ais' can mean
"as" when coupled with mob," in which caseit isequivalent to the
English "asif." However, when introducing subordinate clauses, it has
the meaning of "when" (Jespersen & Peters, 1980).

Conclusion

It isdifficult to arrive at any firm conclusions on the basis of the
results of this study alone, for although examples of both phonological
and lexical transfer were found, they werelimited in number and
variety. Nonetheless, the occurrence of these examples at variance
with the expectations for a Japanese speaker are worthy of
consideration and further study. Whileit could be argued that the
phonological differences could be dueto the effects of modeling while
the subject wasin Germany rather than to transfer, the fact that the
subject studied under British aswell as German teachersand studied
English again upon returning to Japan seemsto suggest differently.
Comparison with data from other similar subjects should provide more
conclusiveresults.

Theresults of this case study also seem to lend credenceto the
" proximity principle" discussed in thereview of theliteraturewhich
suggeststhat the more similar a language isto a subsequently lear ned
one, the morelikely it isto act as a sour ce of interference. Thus
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German, being much more closely related to English than Japanese, is
the apparent sourcein thisstudy.

I nterestingly, despite much of theliterature's focus on cases of
transfer between multiple European languages, it is cases such asthis
one, in which theLl isclearly not related to either theL2 or L3, that
proximity'srole seemsto be best supported. This cannot be considered
conclusive, however, without comparison, for example, to casesin
which Ll and L3 arerelated while L2 is clearly not. Such cases could
also suggest temporal rather than linguistic proximity or even the
existence of what Selinker (in press) termsa"talk foreign" mode.

Limitations of the Data

In addition to thelimitationsfor the study stated above, there were
also problemsin regard to the actual data collection. Primary among
these wasthat theinterviewer wasinexperienced in termsof data
collection and, thus, set up theinterview asan " English only" exercise.
Therewas, therefore, a conscientious effort to avoid the use of any
Japanese (both subject and interviewer whispered when using Japanese)
and an almost guilty behavior exhibited when the subject produced
German words during theinterview. This could have had the effect of
increasing self-monitoring by the subject thusresulting in fewer
instances of interferencefrom theL2 or even L1. Ironically, the
interviewer'sfocusing almost exclusively on topicsrelated to the
German language or Germany could have had the effect of increasing
German interference.

Another major problem wasthat the interviewer simply spoke too
much. At the beginning of the interview she gave the subject sufficient
time to speak and consequently elicited quite lengthy responses.
Gradually, however, despite the fact that the subject had been
answering both readily and at length, the interviewer began to over-
facilitate by constantly interrupting. By the second half of the
interview, theinterviewer was speaking mor e than seventy percent of
thetime.

It could also be argued that the subject herself was problematicin

that she had too much of alearned command of English to beatruly
ideal subject for a study of thistype. Ahukanna et al. (1981) suggest
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asmuch in stating that " Interference may be strongest at the beginning
of second language acquisition, and be lessimportant as proficiency
increases' (p. 65). A study by Bohn and Flege (1992), focusing
specifically on phonological features, suggeststhat increased L 2
experience can possibly enable a speaker to produce sounds which have
no counterpartsintheLl.

Thisrather extensive exposureto L3 and theresultant language
proficiency and knowledge, made the subject more awar e of the
features of English grammar and pronunciation and, thus, well
equipped to monitor and correct her own production. As L arsen-
Freeman and Long (1991) state, " greater accuracy will be observed in
more 'careful,” moreformal, speech styles, when learnersare
"attending to" language” (p. 84). Thefact, asalready mentioned, that
the subject produced moreirregular formswhen excited suggeststhe
point. It would have been preferable, therefore, to have also dlicited
data through reading aloud and imitation devices so asto better check
the effects of self-monitoring aswell asthe degree towhich it was
employed.

Implications for the Field

In that the concept of transfer from L1 iswidely accepted in the
world of second language acquisition resear ch, it seemsonly logical,
based on thisstudy and otherslikeit, that a second language can have
an effect on the production of a third. Although in thetraditional
American context, thismay well seem aless common phenomenon than
in Europe, for thoseinvolved with language, either in terms of teaching
or linguistic research, it isa situation that seemslikely to become more
prevalent as nations and cultures grow closer together through
technology, travel, business and education.

In countries, such asthe United States and Canada, with large
newly arrived immigrant populationsand significant numbers of foreign
university and college students, the implications ar e especially great for
teachers. Teachersmust become more awar e of the possibilities of L2
to L3 transfer when trying to cope with the problems and needs of the
ever increasing number of studentswith multilingual backgrounds. The
strategiesteacherstakein order to socialize students and address their
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individual cultural perspectives and sensibilities must addressthe self-
identification that the students themselves have with any given
language. Aswas pointed out earlier, a student may actually identify
mor e closely with hisor her 1.2 rather than LI. Thusteachers might
better understand certain students culturally if they are aware of the
students' linguistic orientations.

In terms of classroom teaching, while a contrastive analysis
approach to syllabus design hasfallen into the realm of the pass6, there
areremnants of the approach with us still today. Thisis especially true
in terms of teaching or dealing with problemsin pronunciation. Many
pronunciation textbooks ar e designed for a particular language
background group or include notes on language background groups
which might have problemswith the production of a particular English
phoneme.

For resear chersinvestigating sources of linguistic interference, the
pointstouch upon in thisstudy are of particular significance. A
realisation that languages other the LI can exert considerableinfluence
on subsequent language acquisition is sureto have some bearing on
data collection and analysis.

Suggestionsfor Further Study

Thereareavariety of waysin which thistopic could be further
examined starting with amorein depth continuation of thisstudy. This
could consist of the natural and elicited output of a greater number of
subjectswith similar language backgroundsto that of the subject in this
study. It should berelatively easy to find such subjectsthrough some
of the schoolsin Japan which specializein dealing with " retur nees,”
namely those students who have recently returned to Japan after having
lived for several yearsabroad. In addition, prosodic and phonetic
features could also be examined

Aswasnoted in thereview of theliterature, most studies focus on
L1-L2-L 3 casesin which all threelanguagesor only L2 and L3 are
European languages. Another interesting study would be, therefore, a
study in which either all threelanguages were unrelated (i.e., Swahili-
French-Japanese) or in which LI and L2 arerelated, but L3 isnot
(i.e., Swedish-English-Japanese).
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When the American applied linguist Robert Kaplan (1966)
published his essay entitled " Cultural Thought Patternsin Intercultural
Education," later known ashis" doodles’ article, he sparked what has
become a 313-year inquiry into contrastiverhetoric. Kaplan's
assumptionsarethat writing isa product of culture and that writing
patternslearned in afirst language will transfer into second language
writing. Despite criticisms of his methodology, definition of rhetoric,
and neo-Whorfian conclusions, or perhaps spurred on by these
criticisms, scholars have continued to explor e contrastive r hetoric,
producing several books (Connor & Kaplan, 1987; Kaplan, 1972;
Purves, 1988) and many dissertations, which remain lar gely
unpublished (Silva, 1993). One of the most recent additionsto this
collection of studiesin contrastive rhetoricis Ulla Connor's (1996)
Contrastive Rhetoric: Cross-Cultural Aspects of Second-Language
Writing, which providesan intellectual map of this 30-year endeavor.
A recent addition to the Cambridge Applied Linguistics Series edited
by Michael H. Long and Jack C. Richards, Contrastive Rhetoric traces
the development of thisfield of study, its cross-fertilization with other
fields, and theresulting " new" contrastiverhetoric. Assuch, it will be
an essential resourcefor TESOL graduate students, professionals, and
researchers.

Connor'shook isdivided into three parts. After an introduction to
Contrastive Rhetoric  in Chapter One shereviewsthe historical
background of contrastiverhetoric research (Chapter Two) and then
evaluates studies of contrastiverhetoric, noting that they include
examinations of first-language writing and writing in various genres
(Chapter Threg).

Part |1 addresses the impact developmentsin other disciplines have
made on the multifaceted, multi-disciplinary studies of writing across
languages. For example, shifting paradigms of fir st-language
composition, especially college-level writing in the United States, have
influenced contrastive rhetoric studies, asthey have influenced second-
language composition ideasin general. Both process and sociocultural
theories of writing have contributed to a modification of Kaplan's
original idea that the structure of a paragraph can reveal thelogic of a
culture (Chapter Four). The study of contrastiverhetoric has also
benefitted from the development of text linguistics, which has provided
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new and better toolsfor analyzing texts, including an examination of
wholetexts (Chapter Five). Another significant addition to contrastive
studies has come from psychological, anthropological, and applied
linguistic studies of culture and literacy. Although Kaplan (1987)
speaks of writing as" post-biological" activity, because it does not
unfold without instruction like talking, his efforts have not focused on
reasonsfor cultural differencesin writing. Morerecently, however,

writing has been investigated as an activity embedded in a culture
(Chapter Six). Trandation studies, arelatively new discipline, offers
important insightsfor contrastiverhetoric research. Questions about
the adequacy of textsfor target audiences are common concerns for
both trandatorsand for those composing in a second language (Chapter
Seven). Thelast chapter in this section examines the expansion of
contrastive studies from expository student writing to genre-specific
studies, so that contrastiverhetoric isno longer mainly an examination

of undergraduate student writing but now encompasses studies of
writing in graduate programs, in the workplace, for grant writing, and

soforth (Chapter Eight).

Part 11l isadiscussion of the" implications of contrastive rhetoric."
Not surprisingly, as contrastive rhetoricians have been influenced by
ideasfrom other disciplines, so have their research methodologies,
which are summarized in Chapter Nine. In the concluding chapter,
Connor (1996) examinesthe impact of past research on the teaching of
second-language composition (Chapter Ten). Although contrastive
rhetoric resear ch hasfocused on textsrather than pedagogy, the
impetusfor the studies has been largely pragmatic. Because contrastive
rhetoricians believe that writing practicesvary from cultureto culture
(even within the same language) and that ESL writersmay use written
formsthat surprise, confuse, or annoy their target audiences, the
assumption isthat contrastiverhetoric will have a bearing on classroom
teaching of rhetoric and on composition classroom activities, such as
peer reviews, student-teacher conferences, and collabor ative group
wor k. The book endswith suggestionsfor research using the
"framework of "new contrastiverhetoric'" (p. 172), which now defines
writing as both a process and a product of a complex interaction of
culture, genre, and discour se communities.

Indeed, further developmentsin contrastive rhetorical studieswill
be worth watching. Although Connor's (1996) book does not predict
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the future of the field, TESOL studentsand professionals will want to
see whether second-language composition theorists develop modelsthat

embrace differences or modelsthat dismiss differences asoutside the
norm. If first- and second-language composition teachersin multiethnic
classrooms per ceive cultural variationsin students writing as
resour ces, they could invite dialogues about differences and, thereby,

enhance the self-esteem of students from various backgrounds. Not just
composition teachers, but all teachers across the curriculum could
benefit from having a more cosmopolitan view of writing. On the
other hand, thereisalwaysa danger that studies of differences can
promote stereotyping and intolerance. Teachersand resear chers have
found it too easy to view nonnative writers as having language deficits
that need to be remedied. Even if it isunderstood that Western

rhetoric does not represent the only model of writing, contrastive
rhetoric can be used to compel conformity to narrow definitions of
discour se schemata.

However studiesin contrastiverhetoric develop in thefuture, it
would be safe to predict that the assumptions and focus of the studies
will continue to shift. What we should already know, thanksto
contrastiverhetoric, isthat

writing elegantly, or communicating clearly and convincingly
has no reality outside a particular cultural and rhetorical
context and that our discourse community isonly one of many.
(Leki, 1991, p. 139)

Thanksto Ulla Connor, we have a primary source for discovering how
contrastiverhetoric studies have evolved in the past three decadesto
help usarrive at thisunderstanding.
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Among ESL/EFL publishers, Cambridge University Press has
earned a laudable reputation for well-conceived and designed teaching
materials. With its high-quality paper, sharp graphics, crisp color
photography and attractive, uncluttered layout, Leo Jones Let's Talk,
an intermediate speaking and listening text (accompanied by cassettes
and a teacher'smanual), is no exception. Theteacher in search of
something snappy and provocative to get students engaged in lively
discussion will not be disappointed with thistext.

Theingenuity of Let'sTalk comesnot so much in topical format
(onewill find the usual range herefrom " Getting to Know You" to
"Travel and Transportation™), but rather the content of each lesson and
the many possibilities (further elaborated in the teacher's manual) for
class activitiesand explorations. For example, Unit Three, " Getting to
Know You," openswith a listening-doze dictation of a short article
concer ning first impressions when meeting someone new. Pair work
followswith students discussing the cultural appropriateness of various
types of body language, gestures, facial expressionsin their own
countries. Students are encour aged to change partners several more
times, sharing their knowledge and opinionswith others.

Then, in thelistening section of " Getting to Know You," students
hear interviewswith college students about career plans, their favorite
subjectsin school etc., and answer comprehension questions. These
are by no means canned conver sations, but really do sound like spur-
of-the moment inter changes with a rich overlay of conversation fillers,
thewor ds and utterances English speakers employ to maintain and
move a conversation along: "Well," " Really?" "1 see" " Interesting,”
"S0," etc. Students can listen to the conver sations several times, not
only to master content but also to get a good sense of the
conversational glue that markstruefluency in the language.

More pair work follows as students ask each other questions about
theinterviewsand try to writetheir own conversationswith fillers. A
grammar balloon highlights some of the syntactic structuresfound in
the conver sations and students can incor por ate some of these structures
into their own dialog writing. The unit endswith a" Work Alone"
session wher e studentsthink of five or more questionsthey could ask
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when meeting someone new, then ask those questions of someone they
have not yet met in the class.

The novice instructor will find the teacher's manual a good and
necessary resour ce of further expansion: important vocabulary, more
suggestionsfor pair and small group work, transcripts of all recorded
activities, and opportunitiesfor writing. 1n the case of the unit
discussed above, students can write a short description of the person
they met and interviewed for thefirst time, or areport on taboo
questionsin their culture when meeting strangers.

The seasoned instructor, on the other hand, will want to use higher
own variations of these suggestions or create entirely new ones. The
seeds of lesson expansion are available in abundance. And, unlike
someteachers manualsthat seem to bewritten by anyone but teachers,
the Let'sTalk manual isvery user friendly with a clearly laid out
format and rationale. Oneis spared reading through densely packed
columns of overly-detailed, dry notesto get the gist of activities
suggested.

An additional featureof Let'sTalkis an appendix of
communicative activities based on the book's units, allowing students
toturn to alternative pagesin their textsfor guided interviews,
information gap fill-ins, map and chart readings, information grids used
to make up mini-talks or student and teacher-generated dictations.
Again, the presentation of these activitiesis clear and well thought out
and the content rich enough to engage and stimulate. Finally, at the
end of every seven lessonsthereisafairly challenging crossword
puzzle which tests previously introduced vocabulary.

Let'sTalk isthe fruit of good background research and is
pedagogically predicated on a communicative/lear ner-focused model.
A key premisethroughout isthat successful communication happens
first in conversation pairs, buildsin small groupsand culminatesin
whole class activities. The various activities are designed to build
confidence, provide lots of language practice, motivate studentsto
grapplewith new vocabulary and structure (but not overwhelm them),
and gener ate student presentations and panelsusing real language
contexts.

71



The ORTESOL Journal

A major weakness of atext like this—indicative of much of the
genreof current ESL/EFL books—isthefact that it moves from topic
to topic without any common thread: today the environment; tomorrow
news and entertainment; next week, food and eating out. Theintent
seems to be to expose students to as much variety as possible (channel
surfing and web browsing cometo mind), lest they grow bored with too
much depth.

Furthermor e, many texts published by large, (sometimes)
multinational corporationsareaiming for aswide (and profitable) an
audience as possible. Topicson so-called controversial issues such as
causes and mitigation of poverty and poor working conditions,
racism/ethnocentrism, religion/spirituality, sexuality (under standably,
perhaps, for culturesnot used to discussing it), feminism, white collar
crime, and anything having to do with gover nment/political ingtitutions
areomitted or, at best, only briefly mentioned. In theend, a
superficial world is presented through shopping, hobbies,
entertainment, travel and sports, past times belonging to consumption-
conscious, predominantly middle class peoplein Western cultures.

Theonly unitin Let'sTalk that doesaddressan issue of global
consequenceisone on the environment. In " Saving the Environment”
an activity called "How Green AreYou?" (where studentsrate
themselveson alist of " green friendly" activities) impliesthat
environmental problems can be solved by just changing personal habits.
Whilethe author should be lauded for raising students awarenessin
this fashion, students might do well to consider the reality that isolated
individual decisions may be grosdly insufficient to deal with situations
better dealt with in community reflection and action, including an active
rolefor governments. Even the environment has become a safe, non-
threatening topic to include in many texts. Heretoo, the teacher would
have to probe deeper to help students make less obvious (but perhaps
mor e significant), connections between economic inequalities and
political authority, race, gender and environmental degradation.

Despite thelimitations mentioned here, Let'sTalk is, on balance,
worth considering. The resour ceful teacher will find the book a good
placeto start in getting studentsto express themselves and develop
personal pointsof view on a variety of topics. However, if a teacher
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really wantsto challenge students on the great issues of our time (and

not merely reinforce Western ideology and values), he or she should
definitely consider additional sour ces.
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From Reader to Reading Teacher (FRTRT) isateacher education
text to be used with preservice or inservice teachersof ESL/EFL who
will beworking with adult studentsin community or university
programs. A basic assumption of the book isthat reading teachers
should be good reader sthemselves; being a good reader involves
employing strategies effectively to analyze the text and the purpose for
reading it. Awareness of one's own reading processesis a useful point
of departure asone helpsone's studentsto " catch the reading habit.*
In modeling reading behavior for the students, the goal isto move from
therole of reader to that of reading teacher.

In ESL/EFL teacher preparation programs, preservice and inservice
teacher s have a variety of educational backgrounds and reading
abilities. Some of the teachersare already critical readers, but some
arenot; even the most effective readers may not be conscious of their
own reading strategies. FRTRT providesanumber of opportunities for
teacher reflection so that teacher s can become conscious of their own
beliefs, feelings, and strategiesfor L1 and L2 reading. The book gives
assignmentsin introspection, journal writing, and discussion with other
teachers. In thisway, the authors help the users of their book to be
grounded in their own experience aswell asin reading theory.

Thistext also reflectsthe authors concern about demonstrating
theory in practice by offering a wealth of sample readings, lesson
plans, cour se descriptions, and lists of curricular goals. Indeed, the
methods classinstructor will find FRTRT arich resource book of
examplesto draw on when setting up classroom experiences and hands-
on assignments.

The chapters of the book fall roughly into three sections. Chapters
One and Two outline basic reading theory, explain interactive
processing, and give an overview of issuesthat influence successin
second language reading. These chapter s briefly addr ess cognitive
style, proficiency level, and theinfluence of thefirst language and
culture. An instructor who wants studentsto under stand these issues
deeply may choose to assign supplementary readingsin professional
journalsor may use an anthology for that purpose.
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Chapter Threeisabridge from theory to practice. It outlines
important issuesin cour se design, offering a menu of various goalsfor
reading classes. The authors stress the differ ence between intensive
and extensive reading programs; they introduce modelsfor content-
based instruction, assessment, and the choice of authentic ver sus
modified materials. Teachersare asked to reflect on their own
experience, to read statements from other teachersand from ESL
students about course design, or to conduct interviewsto gather
information about reading. Other activitiesin Chapter Threerefer to
resour ces located in chapter appendices (e.g., two tables of content
from widely used ESL reading texts, samples of authentic and modified
literary text, and a classification of types of L2 reading books for
different purposes). All activitiesrequiretheteachersto use these
materials asthey apply theideasin the chapter to their own course
design.

After the general overview of activitiesand resources provided in
Chapter Three, the next three chapters address more specific issuesin
instructional planning, namely what should be used Whets and for what
purpose. This section presents behavior-oriented objectives called
SWBATSs (" studentswill beableto...") and offer avariety of
strategies to accomplish those objectivesin the pre-reading, during
reading, and post-reading phases (Chapters Four, Five, and Six,
respectively.)

Typically each stage contains several scenarios, teachersareinvited
to discover how each classroom scenario accomplishesthetarget
objectivesin its own way. The authorsbring in anecdotes about
learnersand narrativeswritten by the lear nersthemselvesto givereality
and meaning to the stepsthey suggest in the reading lesson. When
necessary, text material is appended to each chapter to giveteachers
added opportunity to work out the stepsthat they are practicingin the
lesson. Extensive samplereadings appear at the end of the book to aid
in planning the activities. In thislesson planning section, special
consideration is given to the needs of beginning level students, who do
not possess the language proficiency necessary to participatein oral
work for some phases of the lesson (particularly in the pre-reading
phase); therefore, each chapter offersappropriate techniquesfor use
with beginners.
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Theremaining chapters ar e organized around single issues,
vocabulary (Chapter Seven), literature (Chapter Eight), assessment
(Chapter Nine), and lesson planning (Chapter Ten). ChaptersNineand
Ten each have an appendix (Keeping areading journal; A sample
L2/FL reading curriculum). These chapters are comparatively short
and do not gointo the level of detail with the material that isgiven in
the middle section.

Some obvious strengths of the book are itsimplicit message that
there are many effective waysto accomplish lesson objectives, and that
the choice of plan depends on student factors. If the teacher education
program includes a practicum experience, it would be very effectiveto
usethetext in conjunction with in-class practicum work. The highly
practical and versatile natur e of the resour ces suggests real time use
with real learners, so that both teaching failures and successes can
serve asthebasisfor reflection in the teaching journal.

If the book has a weakness, it seemsthat it might be difficult to use
thefirst timethrough, dueto the necessary level of crossreferencing
in Chapters Four, Five, and Six, which contain many exer cises, sample
texts, and appendices. On the other hand, other instructors may
perceive thisrichness of material asan advantage, sinceit freesthe
instructorsfrom having to find their own illustrative samples.

Users of the book may also appreciate the variety of lesson types
which areincluded; each section of the book lendsitself to a different
type of class activity. Chapters One and Two are more theoretical and
lend themselvesto introspection, reflection, interviews, observation,
and journaling. Chapter Three provides opportunitiesto integrate
varioustext resourcesfor the description of a course design. Chapters
Four, Five, and Six require studentsto analyze lessons and match
specific class activities to learning goals. With Chapters Seven through
Ten, thelearning task varies but generally revolvesaround a single
issue. In sum, thetext will be most effective asa resource book in the
hands of a well-organized and creativeinstructor whoisableto licit
interaction and reflection from her students. Preservice and inservice
teachersmay also find the book especially valuableif they useit during
a practicum experience.

78



The OR7ESOL Journal
Voal. 18, 1997, pp. 79-82

The Self-Directed Teacher: Managing the Learning
Process. David Nunan and Clarice Lamb. New
York: Cambridge University Press, 1996. Pp.
296. $17.96. | SBN 0-521-49716-7 har dback;
| SBN 0-521-49773-6 paper back.

Ronald Eckard
Western Kentucky University

Dr. Ronald Eckard is Professor of English and Director of
the ESL and TESL Programsat Western Kentucky University.
Heisalso the Past Chair of TESOL's Awards Committee.

79



The ORTESOL Journal

The study of ESL methodsisdead! For morethan 20 years now,
practically every ESL teacher-training cour se hasincluded a strong
focus on methodology. ESL practitionersand linguists have car efully
delineated the differences among various contempor ary methods
(Larsen-Freeman, 1986; Richards & Rogers, 1986; Stevick, 1980).
Wher eas some have bemoaned the lack of a university accepted method
for language teaching (Prator, 1976), others have celebrated the
opportunity to select an eclectic approach (Bower, Madsen, & Hilferty,
1985), thereby choosing liberally from the plethora of methodsthat are
available. Now Nunan and Lamb want teachersto know that such
rigorous attention to ESL teaching methods is counter productive.

Themain concern for today'steachers, say Nunan and Lamb, is
creating " a positivepedagogical environment which facilitateslearning”
(p. 1). Becausetherole of the ESL teacher has changed in the past 20
years (from grammarian using the grammar-translation method, to drill
instructor using the audiolingual method, to facilitator using the
communicative method), teacherstoday face a range of decisionsthat
go well beyond that of selecting an appropriate methodology. With
mor e and mor e focus on |ear ner -center edness, collabor ative lear ning,
and school-based curriculum development, teacherstoday must be
effective manager s of the teaching/learning process " in wayswhich
differ from the challenges posted by systemsin which the teacher isthe
servant of someone else'scurriculum” (p. 4). Therefore, Nunan and
Lamb examinethe processes of teaching, especially the decision
making used to create effective contexts and conditionsfor learningin
second language classrooms.

Their book beginswith a consideration of the contextual factors
which shape the environmentsin which teacherswork, including the
curriculum frameworks, texts, and resour cesthat serve asa backdrop
to teaching. In doing so, they present an array of tables, charts, and
questionnairesthat enable teachers and teacher s-in-training to cement
their ideas concer ning such issues as lear ner-center edness, the nature
of language and language lear ning, and collabor ating with other
teachers. From there the authors go on to an examination of arich
range of issuesthat are central to thelife and success of every language
classroom, such as classroom dynamics, grouping, resour ces,
monitoring, and evaluation. Each issueis presented through the use of
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authentic classroom extracts and isfollowed by tasks which enable
readersto explorefurther the pointsraised and apply them to their own
teaching or futureteaching.

Thisbook isvery well organized. Adopting the suggestions of
reading specialists, Nunan and Lamb begin each chapter with a clear
set of pre-reading guidelinesand end each chapter with an equally clear
summary of main pointsand alist of projectsthat will involve the
reader in activitiesrelated to each chapter. For preserviceteachers, the
authorsincludein the appendix a transcript of an entire class which
readerscan usein carrying out the suggested projectsinvolving
classroom observation and reaction.

Theauthorsare not afraid to tackle some of the problematical
issuesin second language teaching—issues that many other books gloss
over such asteaching large classes and mixed-ability groups, and
dealing with behavior problems. Their suggestions are practical and
unfor gettable.

Thisisan excellent book, filled with clear instructions and sound
advicefor both preservice and inservice teachers. The only drawback
isNunan'sfrequent habit of quoting himself. Of the mor e than 100
references at the end of the book, 13 of them are referencesto books,
articles, and series by Nunan. Oneistempted to call thisbook " Nunan
and Nunan." Nonetheless, it isan excellent textbook for a teacher
training course; certainly it isa book that every language teacher
should have on thereference shelf, putting it closer at hand than all
those books on language teaching methodologies.
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Film Communication Theory and Practice in Teaching English as
a Foreign Language by David John Wood is a welcome addition to the
small library of books on using filmsin second language teaching.
Many articles and conference presentations have dealt with specific
aspects of film use (listening comprehension, grammar, culture) in the
second language classroom. I n addition, several books have been
written about the general uses of video in language teaching, with
information applicableto films. Despite the popular use of filmsin
ESL and EFL classes, only three books have been published that deal
exclusively with the use of filmsin ESUEFL classrooms. In his
preface, Wood explainsthat he has combined " the most motivating
audiovisual resour ce, the movie, and one of the most effective
language-teaching methodologies, the communicative approach” (p.
vii).

Wood's book summarizes published material to date and offers
numer ous examples of how various teaching techniques can be applied
to film scenes. While thereisabundant material to support the practice
part of thetitle, it isdisappointing to find that thereisno film
communication theory as suggested in thetitle. What Wood offersin
Chapter Onearehis 10 principles of film conununication, explained
over a scant three and one half pages. Thereis, however, no
overarching theory that unifiesthose principles.

Some of the principles, such as" Curricular Integration," " Flexible
Materials and Techniques Development,” and " Student/T eacher
Interaction” are advocated, self-evident, and need no further
explanation here. Others, such as" Cultural Transparency,” are not
self-explanatory. " Cultural Transparency" meansthat afilm can be
understood by those outside the culture. On the other hand, filmsthat
are" opaquely inward-looking, and thus lacking in sufficient relevance
to anyone outside of a fixed cultural or sociological group” lack cultural
transparency and should be avoided. Unfortunately, some of the other
principles ar e themselves opaque. For example, the principle of
" Enjoyment of Understanding to Deepen the Viewing Experience,” is
explained as.

Entertainment isnot something to avoid, but the enjoyment
that students derive from becoming able to under stand
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something no matter how small (aword, aline, afegling)
from afilm should be a high goal asit will lead to the deeper
satisfaction of understanding a film better. In order not to
frustrate the normal sense of expectation that anyone, student
or otherwise, will cometo afilm with, theinstructor should
clarify thisaim from the outset, and assess as often as possible
en route how in fact studentsfeel they are or arenot deriving
pleasure from their attemptsto learn both language and
emotionsthat they may not have known before starting the
course. (pp. 23-24)

Chapter Two, Some L ogistical Concerns," discusses issues such
as copyright laws, selection criteria, video technology, and video
captions. Because video movies are shown in classrooms, perhaps
breaking some copyright laws, Wood offer s suggestions to producers
about how to capitalize on this potential marketing area. Thisisone
of several pointsin the book where Wood seemsto be addressing the
film/video industry rather than ESL/EFL professionals. The section on
selection criteria summarizes different points of view on issues, such
asthevalue of films as a language learning resour ce, optimum length
of viewing time, and evaluation of the language of the film. The
section on video technology has helpful hintsfor novices, and the
section on captioning addr esses both its benefits and drawbacks.

Chapter Three dealswith teaching techniques, some of which are
general, such asrole play and predicting, while others, such as split
viewing, are uniqueto video. Each technique is summarized in three
parts: 1) rationale, 2) methodsfor threelevels of proficiency, and 3)
descriptions of the methods as applied to selected scenes from movies.

Thetechniques and selected scenesin this chapter arevery useful
for ingtructorsjust starting to use filmsand it may spark variations and
new ideas among instructorswho have previously worked with films.
An exampleis how the doze exer cise, which is often used in language
teaching, workswhen applied to a film scene for advanced students.
The studentswatch a scene without sound, create the dialogue, then
comparetheir version with the movie's. Thetechniqueisillustrated
with a scenefrom the KarateKid.  Following a misunderstanding,
Daniel apologizesto hisgirlfriend but an argument ensues. Students
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havetowrite dialogue that takesthe couple from the argument to the
end of the scene wherethey are happily together again.

Chapter Four, " Case Studies," lists 12 video techniques which also
apply to films. What isnot clear isexactly how these video techniques
interface with the teaching techniquesin Chapter Three. Thereare
several instances wher e the same techniqueislisted in both categories.
For example, under Video Technique, thereis" Character Study--
facilitatesidentification of individuality, appearance and personality."
Under Teaching Techniques, thereisatechnique called " Describing
Character and Appearance." They look to be the sametechnique by
two different names. In other instances, the video techniques haveno
connection to video or aretoo general. Among them, " Follow-Ups-
conclude a cour se of study with suitable post viewing activities."

Thebetter part of thischapter offers case studies of the video
techniquesasapplied tothreefilmsin their entirety:  Back to the
Future, Kramer vs. Kramer, and Stand by Me. With each film, a
running commentary of the plot and charactersisgiven, along with
appropriatetechniquesfor using thefilms. An instructor may use these
asguidelinesfor teaching those threefilms. Moreimportant, these
case studies present a model of how the principle of " Whole Movie
Approach” works. This principle advocates showing an entire movie,
as opposed to selected scenes, since a movieisitself acommunicative
process. These case studies also model the principle of " Tar get-mode
Balance." That is, many kinds of activities can be generated by a film,
and focusing on one activity, such aslistening comprehension, does not
take advantage of the multi-modal potential of video movies.

Theabsence of atheory, aspromised in thetitle, made thefirst
chapter disappointing. However, Wood has done a credible job of
summarizing published material to date. The confusing distinction
between teaching and video techniques aside, the descriptionsand
numer ous examples of techniques as applied to scenes are valuable as
modelsto use with other films. These techniques demonstrate how
versatileand rich film isas a resour ce for language lear ning and
cultural awareness. Although Wood writesfrom an EFL per spective,
the techniquesfor teaching with film are essentially the same whether
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applied toan EFL or ESL setting. Thisbook isrecommended with one
reservation. At $79.95 it isoverpriced.
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A succinct title beliesthe wealth of information, concepts, and
historical data contained in thisbook. In a nutshell, thisis a study of
theinteractions of language with nationalism, self-identity, ethnicity,
prescriptionism, politics, and educational policies. The book presents
arefreshing interdisciplinary approach to the study of the social aspects
of languages and language differences. Itsreader-friendly style makes
the academic discussions comprehensible to a wide range of readers
with either very little or vast theoretical background in linguistics.
Edwar ds also addr esses a general audience of readers concerned with
issues of language in society, politics, ethnicity and how
multilingualism affectstheindividual. The author cautionsthe reader
that hisfocusisnot informed exclusively by either sociolinguistics or
psycholinguistics, but rather by a historical perspective. As an
interdisciplinary researcher and sociolinguist myself, | find that both
camps of sociolinguists and psycholinguists would greatly benefit from
Edwards interdisciplinary perspective to the study of language
differences and how languages have been used for communication,
domination, and self-identity throughout the history of humankind.

Multilingualisrn  is comprised of eight chapters: introductory
overview; languagesin the world; bilingualism; languagesin conflict;
languages and identities, the prescriptive urge; languages, cultures, and
education; and conclusions. Thefinal chapter includes extensive end
notes and bibliographical referencesto additional studies on the topics
of each of the chapters. In addition, the concluding chapter includes
separ ate indexes of names, subjects, and languages by language
families. The subject index could be further developed or perhapsa
glossary of terms and concepts could be added to a future edition.
Studentsin preservice teacher preparation programsor other readers
might not feel inclined to seek out additional references on the topics
of the book; thus, the addition of a glossary or definitions of terms
would greatly complement Edwards' study of multilingualism.

Beginning with the introduction, Edwardstracesthe presence and
use of multilingualism throughout most of human history. He also
makesit evident that whatever issaid or prescribed about languagesis
linguistically relative and arbitrarily constructed by our beliefs about
our own native languages and those of others. In thefirst two chapters
we find brief referencesto thetheories on the origins of multiple
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languages, the arbitrary classifications (genealogical, historical and
typological) of language families, and language status (dialect, pidgin,
creole, dominant, and lingua franca). Referencesto historical events
and personalitiesillustrate the rise of multilingualism and linguistic
domination. From the tower of Babel story of multilingualism as
divine punishment, through early studies of language acquisition by
Egyptian monarchs around 600 BC, leading up to the Darwinian
survival value, Edwar dstraces the development of linguistic relativism.
He also makes amusing references to the problems of trandations,
historically perceived as either treason, blasphemy, or personal
judgment and inter pretation. Theart and the dangers of trandation are
discussed through the voices of dozens of sources on the use of
paraphrasing, semantic value of phrases, or literal versions of ancient
Greek and Shakespeare. Semantic and syntactic transfersarea
challenge for modern trandlators (for example, Agatha Christie's Poir ot
and his Frenchifted English).

The chapter on bilingualism seems specifically designed to dispel
misconceptions and confusion about the psychological, social, and
political implications of being bilingual, multilingual, or trying to
become competent in a second language. I n this chapter, Edwards
accomplishesthe difficult task of addressing basic principles of second
language acquisition in lay termswhile entertaining the reader swith
delightful illustrations of interference, transference, and code switching,
claiming that they are sometimes pejoratively dismissed by
monolingualsas " gibberish" (for example Franglais, hpfish, or Tex-
Mex). Examples of lexical, syntactical, phonological, and prosodic
transfersamong many languagesillustrate some historical variations of
loanwords (for example, 'alcohal’ from Arabic, 'sine qua non' from
Latin, or the English 'pullover' transferred to French as'poolovaire').

The chapter on languagesin conflict addresses linguistic
hierarchies, spread, decline, murder, suicide, and revival of languages,
and attitudestowar d languages. This section contains a power ful
historical account of the ways power, prestige, and status are significant
to the concepts of nationalism and sociopolitical conflicts. Edwards
points out that ultimately those concepts are manifested through
attitudestoward languages. Ethnicity, individuality, collectivity,
nationalism, language ecology, and the concept of linguistic minorities
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are addressed with vigor in the chapter on languages and per sonal
identities.

In the chapter on prescriptive urge, Edwards does not mince wor ds
to lambast the language * shamans,* the self-prescribed mavens or
guardiansof correct usage of the standard language, and the
prescriptivism of academies and dictionaries. By tracking the historical
origins of linguistic prescriptivism, Edwards letsthe historical facts
speak for themselvesregarding intellectual arrogance and over zealous
concernsfor thedecline or decay of a language within arbitrary
geographic boundaries. He takesto task the U.S. English movement
to make English the official language of the U.S. in one of the most
lucid approachesto the subject | have encountered recently. The brief
segment on literary canons of Western civilization within school
settings (L oose Canons) is a pledge to expansion and inclusiveness of
sociocultural canons.

Thefinal chapter on languages, cultures, and education revisitsthe
use of languagesin different contexts: multilingualism and multicultural
education, languages at school, and the features of male/female speech
asviewed from different per spectives across time and geogr aphic
boundaries. Edwar dstakes a strong stand against what he termsfutile
effortsat legislation over pluralism or assimilation. He providesa
backdrop of historical evidence of what constitutes true multilingualism,
pluralism, and assimilation to support hisclaim. Heisalso critical of
the new wave of post-modern, politically-correct effortstoward
multicultural education, which, albeit progressive, represent mostly an
" ethnic show and tell in which cultural manifestations are paraded in a
self-conscious and trivial fashion" (p. 188). In addition, he claims,
schools perpetuate a language deficit per spective toward linguistic
minorities. Surprisingly, Edwards discountsthe role of schoolsfor
social change since, in hisview, they lack the power for true
socioeconomic empower ment. Despite a negative view of the status
quo, he assertsthat " all education worthy of the nameis multicultural”

(p. 189).
In the concluding chapter, Edwar ds makes a dramatic plea for

social action and political activism on the part of linguistsand other
professionalsinvolved in language studies. He urges them to speak to
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nonprofessionals and ordinary people about language issues, to
intervenein support of endangered languages, to dispel myths and
misper ceptions. He calls for scholarsto report back to the
constituencies from which they collect data and step down from their

ivory towersto talk to ordinary people about beliefs, attitudes, and

necessities of multilingualism in the face of the often forgotten

historical evidence. He also lamentsthe fragmentation of social studies
which have removed a historical perspective from linguistic studies.

Hispleafor arevival of interdisciplinary studies of the social life of
languages echoes the sentiments of many language practitioners.

My recommendation isthat thisbook be made availableto every
educator whoisin contact with linguistic minority students, or is
involved with preservice teacher preparation programsand graduate
programsin which languageisadirect or indirect subject of study. It
would also make a great addition to thelibrary of school boards,
superintendents of publicinstruction, and editorial rooms of the media.
Needlessto say, it ishoped that Multilingualisrn  does not become
merely a bookend on a book shelf, but a source of insight and
inclusivenessin any educational setting.
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INFORMATION FOR CONTRIBUTORS
Editorial Policy

The ORTESOL Journal, aprofessional, refereed publication,
encour ages submission of previously unpublished articles on topics of
significance to individuals concer ned with the teaching of English asa
second or foreign language, especially in elementary and secondary
schools, and in higher education, adult education, and bilingual
education. As a publication which representsa variety of cross-
disciplinary interests, both theoretical and practical, the Journal invites
manuscripts on a wide range of topics, especially in the following
areas.

1. psychology and sociology of language lear ning and teaching; issues
in resear ch and research methodology;

2. curriculum design and development; instructional methods,
materials, and techniques;

3. testing and evaluation;
4. professional preparation.

The Journal particularly welcomes submissionswhich draw on
relevant research in such areas as applied and theoretical linguistics,
communications, education, English education (including reading and
writing theory), anthropology, psycholinguistics, psychology, first and
second language acquisition, sociolinguistics, and sociology, and which
then addressimplications and applications of that research toissuesin
our profession. It also especially welcomes articles which focus mainly
on direct application in the classroom (methods, materials, techniques,
and activities, at all levels of instruction).
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General Information for Authors
The ORTESOL Journal invites submissionsin five categories:

1. Full-length Articles. Manuscripts should usually be no longer
than 20 double-spaced pages. Submit three copiesto the Editors of
The ORTESOL Journal, do Department of Applied Linguistics,
Portland State University, PO Box 751, Portland, OR 97207. Include
three copies of an informative abstract (not more than 200 wor ds)
together with the manuscript.

2. Review Articles. TheJournal invitesarticleswhich arecritical
reviews of recently published scholarly textsrelated to the profession.
In addition to summarizing the contents of the book, reviewers should
include evaluative commentsregarding the strengths as well as any
perceived limitationsin the book. Thereview article manuscripts
should not exceed 20 double-spaced pages, but may be considerably
shorter (no minimum length). Submit three copiesto the Editors, The
ORTESOL Journal, c/o Department of Applied Linguistics, Portland
State University, PO Box 751, Portland, OR 97207.

3. Notesand Comments.  The Journal welcomes comments or
rebuttals of published articles (either those which have appeared in The
ORTESOL Journal or elsewhere). Manuscripts should usually be no
longer than five pages. Submit three copies (no abstracts) to the
Editors, The ORTESOL Journal, c/o Department of Applied
Linguistics, Portland State University, PO Box 751, Portland, OR
97207.

4. Research Notes: The Journal alsoinvitesshort descriptions of
completed studies or projectsin progress. Manuscripts should usually
be no longer than five double-spaced pages. Submit three copies (no
abstracts) to the Editors, The ORTESOL Journal, do Department of
Applied Linguistics, Portland State University, PO Box 751, Portland,
OR 97207.

5. Teaching Notes: The Journal encouragesthe submission of

brief descriptions of successful teaching projects, practices, activities,
or techniquesthat may be adapted and applied by other teachersin a
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variety of classroom settings. Manuscripts should usually be no longer
than five double-spaced pages. Submit three copies (no abstracts) to
the Editors, The ORTESOL Journal, c¢/o Department of Applied
Linguistics, Portland State University, PO Box 751, Portland, OR
97207.

All manuscriptsreceive a blind review, so pleaseinclude a title
page with your submission on which you list your name, institutional
affiliation, and a brief bio-statement (maximum 30 words). At the top
of thefirst page of the manuscript include only thetitle of the piece.

All submissions should conform to the guidelines of the Publication
Manual of the American Psychological Association (current edition).
Footnotes should be reserved for substantive information and kept to a
minimum, immediately following the last page of text.

All submissionsto The Journal should be accompanied by a cover
letter which includes a full mailing address, both daytime and evening
telephone numbers, and, if possible, the author's e-mail address.

If the manuscript has been prepared using a personal computer,
please include a diskette—identifying the program and version used—
along with three hard copies. The preferred program isWord Perfect,
IBM compatible, although some other programs may be converted.

Manuscripts cannot bereturned to authors; therefore, authors
should retain one copy for themselves.

It isunderstood that all submissions have not been previously
published and are not under consideration for publication elsewhere.

TheEditorsreservetheright to make editorial changesin any
manuscript accepted for publication to enhance clarity or style. The
author will be consulted only in cases wher e substantial editing has
occurred.
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