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Cross Currents is a biannual publication of the
Language Institute of Japan (LIOJ) which
provides a forum for the interdisciplinary
exchange of ideas within the areas of cross-
cultural communication, language skill acqui-
sition, and language skill instruction.

Areas of Interest. At Cross Currents, we
are particularly interested in issues concerned
with both theoretical and practical aspects of
ESL/EFL acquisition and instruction, cross-
cultural training and learning, international
English language teaching with special em-
phasis on Japan, and English as an Interna-
tional Language.

Submissions. All submissions to Cross
Currents should conform to the Publication
Manual of the American Psychological Asso-
ciation (Third Edition) and should be submit-
ted in triplicate. Please include a brief abstract
of the article, a short biographical sketch, and
a cover letter with author’s address and tele-
phone and fax numbers. Manuscripts may be
submitted on MacWrite or MS Word (Apple
software) or on WordPerfect or WordStar IBM
software) word processing programs. All sub-
missions will be acknowledged. Diskettes will
be returned. Manuscripts with SASE will be
returned.

Articles. Submissions should be ten to 20
pages in length and should address some issue
relevant to our areas of interest. Cross Cur-
rents appreciates scholarship in a variety of
forms, though the publication of clear, insight-
ful, and thought-provoking writing is our pri-
mary goal. In the past, we have published
articles ranging in style from personal, authori-
tative opinions, to reviews of published litera-
ture in particular TESOL fields, to academic
research studies. All submissions should be
accessible to a diverse audience.

Bright Ideas. Submissions should be five
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to ten pages in length and should discuss prac-
tical English language classroom successes
and ideas clearly and simply for the benefit of
interested language teachers.

Book Reviews. Cross Currents welcomes
reviews of recently published literature rele-
vant to our areas of interest. Submissions
should be three to five pages in length.

Authors of published material will receive
twenty reprints. Authors will retain the right to
use material in future publications provided
that Cross Currents is acknowledged as the
original publisher. Authors are expected to
refer all requests to republish their work to
Cross Currents. Cross Currents will not give
permission to reproduce any work published
here without consent of the author.

Letters to the Editor. Cross Currents
welcomes comments from readers on issues
related to published articles or to our general
areas of interest. Letters will be printed when
possible.

The Editor of Cross Currents reserves the
right to make editing changes on submitted
materials in order to increase clarity and equal-
ize style. Authors will be consulted only if
editing changes are substantial.

The views contained in articles printed in
Cross Currents do not necessarily represent
the opinions of the Editor or the Editorial
Board.

In keeping with our recognition of English
as an International Language, Cross Currents
accepts and publishes manuscripts in which
either American or British spelling conven-
tions are used.

Please send submissions and letters to:

General Editor
Cross Currents
Language Institute of Japan
4-14-1 Shiroyama, Odawara, 250 Japan
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Volume 17, Number 1 is the first special focus
issue in Cross Currents’ history. We have col-
lected a wide variety of responses to lastissue’s
editorial and present them here as the forum
“Professionalismin International English Lan-
guage Teaching.” We are very pleased to be
able to offer this forum and its many opinions
tothe Cross Currents audience. The forum be-
gins on page 65; individual articles are dis-
cussed in the introductory essay.

Cross Currents’ lead article, “Courses or
Resources,” examines the failings of published
English language teaching courses. Author
Alan Maley, page 11, suggests a number of
options for teachers to use in compensating for
these failings. The article concludes with a set
of generalizable procedures which teachers
can use both to analyze published materials
and to generate their own.

“Linguistic Pragmatics and English Lan-
guage Learning” provides a overview of lin-
guistic pragmatics and speech act theory. In
her article, page 15, author S. Kathleen Kitao
demonstrates the importance of knowledge of
these fields for TESOL professionals. The ar-
ticle includes practical applications for the
Japanese English language classroom.

The third article in this issue of Cross Cur-
rents is “Arriving at the Himalayan Range:
Conceptualizing Teacher Education.” In this
article, author Subhash Jain examines current
approaches to English education in India and
discusses areas which need improvement. All
Cross Currents readers will be interested in
this essay, page 23, as its appeal—and mes-
sage—is not limited to India alone.

“The Fear of Making Errors,” page 29, is a
descriptive study designed to examine the
effects of Japanese language learners’ fear of
making errors on language acquisition. Au-
thor Keiko Nonaka discusses her findings and
makes appropriate suggestions for improving
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both the methodology and the atmosphere of
Japanese English language classrooms.

The final article in this issue of Cross
Currents is “Politics and the Modern English
Language.” In this essay, Cross Currents’
editor Thomas Clayton considers the political
uses of language in general and English in
specific and draws conclusions that are perti-
nent to teachers of English to speakers of other
languages. Clayton’s essay begins on page 37.

Cross Currents presents four Bright Ideas
in this issue. “Note Taking” by David Wardell
begins on page 49. In this article, the author
outlines a workable and effective method of
teaching note taking to Japanese ESL learners.
Materials for three difficulty levels are pro-
vided for the reader.

“Task Writing for Conversation Courses”
discusses writing assignments which can sup-
plement the oral exercises in a typical conver-
sation class. Author N. Ann Chenoweth in-
cludes a number of sample writing tasks. Her
article begins on page 53.

“Teaching With Imperfect Language,” page
56, suggests an approach to English language
teaching that encourages both linguistic and
paralinguistic production. Author Curtis Chap-
man diagrams a very complete method for this
novel and interesting idea.

“The Skit Project: Teaching Cultural Com-
munication Patterns” presents an approach to
teaching some differences between Japanese
communication patterns and English commu-
nication patterns. Authors Mika Miyasone and
Daniel J. Eichhorst designed this method for
useinatypical team-teaching classroom. Their
article begins on page 60.

Finally, Cross Currents’ book review sec-
tion, page 99, has been significantly increased
with this issue. We present six reviews of per-
tinent ESL materials for interested readers.

Cross Currents
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In this article I shall attempt to show that the
widespread use of published language courses
appears to be at variance with current thinking
on the nature of learners and learning. I shall
review a number of possible alternatives to the
full-scale use of course books and suggest one
set of generalizable procedures for those who
wish to develop their own materials.

What We Know About Learners/Learning

Our ignorance about learning is vastly
greater than our knowledge. But some things
we doknow. We know for instance that learn-
ers donotalways learn what we teach them and
that, conversely, they sometimes learn things
we have not taught them. In other words,
although we may have a clear plan or syllabus,
the input from this syllabus does not necessar-
ily coincide with student intake.

We also know that learning is rarely linear
or mechanical. That is, learners do not often
learn things in a regular one-step-at-a-time
way. Instead they-may proceed in irregular
jumps, often with long periods of apparent
stagnation between them. And they need to
return repeatedly to old material so as to fitinto
it the new information they are exposed to.
Learning then is recursive and organic.

We know too that all learners are different
(asindeed are all teachers). They begin courses
with different initial levels. They progress at
different rates. They have different preferred
learning styles. Their personal interests are
different. Indeed the contexts of learning are
also different from one group to another, de-
pending on factors such as group size, eco-
nomic level, and cultural background:

What We Know About Courses
We know a good deal more about courses
(i.e. textbooks) than we do about learning. We

know that courses are based on some form of
predetermined arrangement of the material to
be taught. That is to say, there is a syllabus,
whether it be organized on structural, func-
tional, topic, or task lines. Courses therefore
necessarily also predetermine the order of items,
the format of presentation, and the contents. It
is of the very essence of course books that they
contain something and that this something is
presented in a particular order. In other words,
all the key choices have already been pre-
empted by the writers/publishers of the course.

The Paradox

There would seem to be an inconsistency
between what we know about learners and
learning and the nature of the materials from
which they are expected to learn. On one hand
we know that input does not equal intake, that
learning is not linear, and that all learners are
different. Yet on the other, course books are
designed so that groups in a variety of contexts
proceed at the same pace through materials
which are pre-set in content, format, and order.

This seems mildly curious at a time when
notions of learner independence, including self-
access centres and learner training, and teacher
development, with its emphasis on indepen-
dent action by the teacher, are so much in
vogue; for the published course, while it may
require interpretation and mediation, does little
or nothing to foster either learner indepen-
dence or teacher development.

Possible Teacher Options
For many teachers, most options have al-

Alan Maley is Director-General of the Bell Ed-
ucational Trust in Cambridge, England. He is the
author and editor of numerous English as a second
language texts and teacher resource books.
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ready been foreclosed: They are obliged to
work with the course chosen for them by others
higher in the hierarchy. For them, only cos-
metic changes may be possible (see Options 1
and 2 below). Others however may have the
opportunity to make more radical changes (see
Options 3, 4, and 5 below).

1. The Wet Friday Afternoon Option

Most, if not all, teachers introduce addi-
tional material not in the course book simply to
restore interest when itis flagging or to provide
light relief for both teacher and learners at the
end of a week or a term. This sort of material
typically includes songs, rhymes, games (e.g.
Hangman—that tireless standby for tired teach-
ers), newspaper pictures, comic strips, car-
toons or articles, and off-air recordings. Such
additional material is generally no more than
cosmetic, though the enterprising teacher can
make it a regular part of his/her lessons.

2. The Teacher-Tinkering Option

Some more adventurous teachers may move
beyond Option 1 to tinker with the material of
the course book itself. Having carefully stud-
ied the material contained within the course
book and reflected on their intimate knowl-
edge of their learners’ needs, they may decide
either to omit certain sections or to move
through the book in an order different from the
one laid down by its author. If they are really
enterprising, they may even venture to adapt
some of the exercise material to suit their
particular learners’ needs. But, as in Option 1,
this is no more than a superficial change.

3. The Modular Option

The teacher, if he/she is free to do so, may
decide not to use a single course book at all.
Instead, a course is put together from material
available in one of the several skills series now
on the market. Typically the teacher will
assess the average level of his/her class in each
of the skill areas. A choice will then be made
of abook at an appropriate level for each of the
skills concerned. For example, the teacher
may selectalevel 1 book for writing, level 2 for

CROSS CURRENTS 17, SPRING 1990

speaking and listening, and level 3 for reading.

In this way, the teacher puts together his/
her own course from a set of modular building
blocks. Although this undoubtedly makes for
greater flexibility, it does also incur potential
disadvantages. Teachers need to be highly
skilled and experienced in order to make ap-
propriate choices. There may be little or no
coherence between one skill area and another.
And within any skill module, the choices have
in any case still been pre-empted by the writer.
Nonetheless, it is an option which many teach-
ers operate successfully.

4. The Quarryman/Cobbler Option

In this option, the teacher decides to treat a
range of existing textbooks and teacher re-
source books as a quarry from which he/she
hews whatever material is deemed appropri-
ate. These blocks of material are then cobbled
together by the teacher in.an appropriate order
for a given group of learners. Increasing num-
bers of teachers are choosing this option, which
has an added attraction: Much of the material
sochosen can be made available to students for
independent learning through a self-access
facility (Sheerin, 1989; reviewed on page 106
of this volume). It does, however, require both
skill and courage on the part of the teacher who
adopts this approach.

5. The Process Option

In this option, the teacher makes a radical
decision not to use materials at all. Instead, he/
she sets the scene for a process to take place in
which the learners will themselves provide the
content. Only the well-trained and experi-
enced will usually venture to adopt the process
option, though many teachers use it at least part
of the time. I will discuss three examples to
clarify this approach.

The first example is Project Work. In
project work, the teacher simply sets up a pro-
ject for the learners to work on. For example,
they might be asked to produce a booklet
describing the facilities available to disabled
peoplein the local community. To do this, they
will need to discuss their plan of action, read
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documents, interview people outside the school,
discuss how to present their findings, and go
through several drafts of the written document.
The teacher is of course available throughout
to provide any material which will assist with
the process, but none of this is predetermined
(Fried-Booth, 1987; Davis, 1989).

The second example is Community Lan-
guage Learning (CLL). In the CLL approach,
learners sit in a circle. When they wish to say
something in the foreign language, they ask the
teacher in a whisper how to say it. As they say
it, it is recorded. Gradually a conversational
dialogue builds up. After some time, the tape
isreplayed and forms the basis for the language
work. The teacher provides the context (and
the linguistic forms); the learners determine
their own content (Stevick, 1980).

The third example is Drama Techniques.
There is now a large body of material describ-
ing techniques which stimulate learners to
produce spontaneous language through plac-
ing them in “dramatic” situations (Maley &
Duff, 1980). Here too only the technique is
provided by the teacher; the content is unpre-
dictable and is provided by the learners.

Generative Procedures

One of the major problems encountered by
teachers wishing to take up Process Options 3,
4, or 5 is that they may be overwhelmed by the
sheer volume and variety of materials and
techniques currently on offer (Maley, 1984).

In this section, I would like to suggest one
way of dealing with this problem. It consistsin
identifying certain key generalizable proce-
dures under which are grouped a variety of
detailed actual manifestations. This is analo-
gous to the zoological distinction between
genotypes and phenotypes. The genotype de-
scribes the genetic features of a whole species,
whereas the phenotypes are the actual and
different realizations in individual members of
the species. All cows are cows by genotype,
but each cow is phenotypically different from
every other cow. They may be white, brown,
big, small, furry, sleek, horned, and so on. And
so it is with generative procedures. For ex-
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ample, the generalizable procedure T have called
Reconstruction can manifest itself as gap-fill-
ing, reordering, unscrambling, and so on.

Itis convenient to consider ten such gener-
alizable procedures (Duff & Maley, 1990),
though there is nothing magic or immutable
about the number ten. In all the following
procedures, I am using “text” in preference to
the now commonly used term “input.” A
“text” could be written, spoken, or visual.

1. Reconstruction. Here students are pre-
sented with an incomplete or defective textand
asked to restore it to a complete or plausible
form. For example, the lines in a poem are
jumbled up and students re-arrange them; or
two brief newspaper articles are spliced to-
gether and students untangle them.

2. Reduction. Students are asked to shorten
texts in a variety of ways. For example, they
remove certain items of grammar, such as ad-
verbs; or they remove a character from a story.

3. Expansion. Students add items to a text.
For example, they expand a narrative text by
adding what came before it or what comes after
it; or they expand a mini-text into a full version
of the story based on their own experience.

4. Replacement. Students remove certain
items and replace them with others. For ex-
ample, they replace one dominant tense by
another; or they change the tone of a text (as
from optimistic to pessimistic).

5. Matching. Here they must find correspon-
dences between two sets of items. For ex-
ample, they match titles with the texts to which
they belong; or they match “mystery” texts
with possible explanations.

6. Media Transfer. This involves the transfer
of information in a text from one medium or
format into another. For example, information
from an article is transferred into visual form
(as chart, diagram, or graph); or a newspaper
article is transformed into a poem.
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7. Selection. Students make a choice accord-
ing to some specific criterion or purpose. For
example, they look for a quotation within a text
which could serve as the title for the whole
text; or they decide which of three or four texts
is the “odd man out.”

8. Ranking. Here a decision has to be made
about the ordering of texts as most to least
suitable for a given purpose or criterion. For
example, students create a most-to-least gram-
matically complex order; or they create amost-
to-least suitable order for phrases in a political
speech or advertisement.

9. Comparison/Contrast. Two texts are pre-
sented in parallel for various types of compari-
son and contrast. For example, two different
newspaper articles reporting the same event
are examined. Which points are included in
one and not the other? Which shows more
bias? Or two translations into English of a text
in the students’ mother tongue are examined.
Which is more accurate and appropriate?
Which words occur in both translations?

10. Analysis. This involves submitting the
text to some form of analytic processing. For
example, students count the number of single-
word verbs/phrasal verbs; or students list all
the formal/informal words in a text.

Teachers can use a scheme like this to
analyse the welter of materials they are faced
with—many course books use a very narrow
range of procedures. They can also use it to
generate materials of their own. The scheme
can also be used as a handy reference filing
system for a materials bank.

Future Applications

One possible use of the generative proce-
dures idea would be to devise quite different
kinds of future published materials. In book

form, there would be two major sections. The .

first section would be an introduction for the
user setting out the ten generative procedures
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with examples of each. Depending on circum-
stances, this would be addressed either to the
teacher or to the learner directly. The second
section would be a rich selection of texts—
written, spoken, or visual. The content of these
text selections would, in theory, be infinite
since it would comprise all conceivable texts.
Theoretically, any generative procedure
could be applied to any text. The teacher
would therefore be able to make up his/her own
unique course by combining a generative pro-
cedure from the introduction with a text from
the second section. Order, format, and content
decisions would be made by the teacher in the
light of learning needs at a given moment.

Conclusion

In an ideal world, this scheme would be
extended beyond book format, to the self-
access mode, where it would be the learner
rather than the teacher who would, after suit-
able learner training, select both procedure and
text to suit him/herself.

Is all this utopian? Perhapsitis. Yetitdoes
offer atleast one possible resource-based alter-
native to the straitjacket of courses.
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The field of linguistic pragmatics has been
defined in a wide variety of ways (Levinson,
1983). In this paper, the definition I will use
will be “the study of the relations between
language and context that are basic to an ac-
count of language understanding” (Levinson,
1983, p. 21). This definition implies that un-
derstanding an utterance involves more than
understanding words and grammatical struc-
tures. Understanding also involves making
inferences connecting what is said to what is
mutually assumed or known, or to what has
been said previously. Pragmatics is therefore
essentially concerned with inference.

To give one example to illustrate this point,
if a mother says to her son, “Did you do your
homework and put away your books?” and he
replies, “I put away my books,” any native
English speaker would understand that the
son’s reply means he didn’t do his homework.
In isolation, nothing in the grammar of “I put
away my books” includes that meaning. There-
fore, if all native speakers understand this,
there must be a system by which they under-
stand the utterance. If there were no system,
different hearers would understand the reply
differently (personal communication, DeCar-
rico, J., July, 1984).

Linguistics and Pragmatics

The traditional focus of linguistics has been
the study of isolated phonemes, morphemes,
words, and sentences. Now most linguists
agree, however, that grammatical knowledge
is only one of several factors of the comprehen-
sion process. Other factors include physical
setting, background knowledge, and sociocul-
tural assumptions (Gumperz, 1977).

As Grice (1957) pointed out, what is meant
by a particular sentence is not necessarily what
a speaker means by that sentence when it is

spoken in a particular context. Grice differen-
tiates between sentence meaning (what a sen-
tence means inisolation) and speaker meaning
(what a speaker means by a sentence). To use
an example from Clark and Lucy (1975), a
sergeant who asks a private, “Do you see that
cigarette butt there, soldier?” does not want an
answer to that explicit question. He wants the
cigarette butt picked up. A soldier who an-
swered the literal question without following
the implied order would be considered inso-
lent, even though nothing in the literal mean-
ing of the question includes an order to pick up
the cigarette butt. The speaker meaning, then,
is something more than the sentence meaning.

Conversational implicature

Grice (1967, 1975) proposed the notion of
conversational implicature that has become
the basis for much of the work in pragmatics.
Conversational implicature is what speakers
imply in interaction. Conversational implica-
ture is based on the Cooperative Principle and
the four maxims that support it. The Coopera-
tive Principle states that, as a speaker, you
should “make your conversational contribu-
tion such as is required, at the stage at which it
occurs, by the accepted purpose or direction of
the talk exchange in which you are engaged”
(Grice, 1975, p. 45).

The maxims which support the Coopera-
tive Principle are:

Quantity: Make your contribution as in-
formative as is required for the current
purposes of the exchange. Do not con-
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communication at Michigan State University. She
is afull-time lecturer at Doshisha Women’ s College
and is the coauthor of several English textbooks.



16

tribute more information than is required.

Quality: Do not say that which you be-
lieve to be false or that for which you lack
adequate evidence.

Relation: Be relevant.

Manner: Be perspicuous; Avoid obscu-
rity; Be brief; Be orderly; Be Polite.

Grice distinguished between violating and
flouting amaxim. Violating a maxim refers to
failing to follow a maxim unintentionally and
without any communicative intent, for ex-
ample, giving irrelevant information due to a
misunderstanding of a question. In such cases,
the speaker does not intend to communicate
anything by not following the maxim. In
contrast, flouting a maxim means failing to
follow a maxim on purpose and with the intent
to communicate something. Grice was not
interested in violations of maxims; he was
interested in how speakers use the flouting of
maxims to communicate meaning.

In the previously cited example (Mother:
“Have you done your homework and put away
your books?” Son: “I’ve putaway my books™),
the mother is asking for certain information—
whether her son has done his homework and
put away his books. However, he does not
follow the maxim of quantity. His reply is less
informative than required; it does not supply
all of the information that she has asked for.
Flouting the maxim of quantity by not giving
sufficient information generally implicates
negative information. Therefore, the mother
understands that the son is communicating that
he did not do his homework.

Speech acts
According to Richards (1980), speech acts
can be described as

the things we actually do when we speak.
When we engage in conversation we per-
form such acts as giving reports, making
statements, warning, promising, approving,
suggesting, criticizing, requesting and so
on. A speech act can be defined as the
minimal unit of speaking which can be said
to have a function. (p. 417)
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Austin (1962) and Searle (1979) distin-
guished between locutionary, illocutionary, and
perlocutionary acts. A locutionary act is the
utterance; an illocutionary act is what the
speaker means by the utterance (similar to
Grice’s speaker meaning); a perlocutionary
act is the effect that the utterance has on the
hearer. As Fraser (1983) expressed it, “When
we use language, we characteristically do three
things: 1) we say something; 2) we indicate
how we intend the hearer to take what we have
said; and 3) we have definite effects on the
hearer as a result” (p. 30).

Another distinction made by speech act
theorists is between direct and indirect speech
acts. A direct speech act is an utterance in
which the locutionary force and the illocution-
ary force are the same. An indirect speech act
is one in which the illocutionary force includes
some meaning in addition to the locutionary
force. “Please close the door” would be a
direct speech act, since the locutionary force
and the illocutionary force are the same. If
“Can you close the door?” is used as a request,
it would be an indirect speech act. The locu-
tionary force is a question about the hearer’s
ability to close the door. However, the speaker
does not only want to know whether the hearer
has the ability to close the door. The speaker
is making a request that the hearer close the
door. This distinction is vital; if the hearer
cannot make the distinction, he/she will not be
able to comprehend an indirect speech act.

Three issues in comprehension

Even before dealing with the issue of the
illocutionary force of a speech act, three other
issues must be resolved in order to understand
what the speaker means: 1) the sense of the
utterance; 2) the identity of the objects in the
real world referred to by the speaker; and 3)
whether or not the speaker was speaking liter-
ally or figuratively (Fraser, 1983).

The first issue involves ambiguity. A sen-
tence may have more than one meaning, in
purely grammatical terms, independent of its
context. For example, the sentence “The po-
lice stopped drinking at midnight” has at least
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two meanings. It can mean that the police
stopped someone else from drinking at mid-
night, or it can mean that the police themselves
stopped drinking at midnight. Part of deter-
mining the meaning of a particular utterance
includes determining the speaker’s intended
semantic interpretation. '

The second factor in understanding an ut-
terance is the issue of what objects the referring
terms refer to. For example, where is “there”?
When is “then”? Who is “she”? In the sen-
tence “John and David had an argument, and
he hit him,” it is not clear whether John or
David was the one who did the hitting. In other
cases, the pronoun and the antecedent might be
widely separated. Without being able to iden-
tify the antecedents of pronouns, the hearer
cannot understand the meaning of an utter-
ance, even if any ambiguities in the utterance
are resolved. ‘

The third factor is the literal versus figura-
tive use of language. If the speaker is speaking
figuratively, the hearer’s task involves the
semantic interpretation of the linguistic ex-
pression. According to Fraser (1983), the
hearer assumes that the expression is intended
literally unless there is contrary evidence.

The question is, how does the hearer recog-
nize whether the speaker is speaking figura-
tively? Sometimes, the speaker gives cues
such as “At the risk of exaggerating...” or “In
a manner of speaking...” to notify the hearer
that the utterance is intended figuratively.
However, there are other ways that the hearer
can tell that the utterance is not intended liter-
ally. For example, some utterances are seman-
tically anomalous, transparently false, or self-
contradictory. The hearer would recognize
that the sentence “The future is now” contra-
dicts itself and cannot be taken literally; the
hearer would therefore search for a figurative
meaning. Also, some expressions are, in their
literal senses, too obvious to make expressing
them necessary. For example, “No man is an
island” and “I wasn’t born yesterday” are so
obvious in their literal senses that the speaker
would not use them literally; and again, the
hearer would search for a figurative meaning.
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In Grice’s terms, if we assume that the
speaker is following the Cooperative Prin-
ciple, he/she would not say things that are not
true (maxim of quality), that are so obvious
that it is not necessary to put them into words
(maxim of relation), or that give more informa-
tion than is necessary (maxim of quantity). If
the speaker is flouting one of the maxims, the
hearer may assume a figurative meaning.

The inference process

Beyond the question of whether the utter-
ance is intended literally or figuratively is the
question of whether the illocutionary force of
an utterance is different from the locutionary
force, and if so, what the illocutionary force is.
Toillustrate the inference process, Searle (1975,
p. 33) used the following example:

Student A: Let’s go to the movies tonight.
Student B: I have to study for an exam.

Student A’s utterance is a proposal in which
the locutionary force and illocutionary force
are the same (direct speech act) by virtue of the
word “let’s.” Thatis, in most utterances “let’s”
indicates a proposal.

In contrast, Student B’s utterance would be
taken as arefusal, even though there is nothing
in the locutionary force of “I have to...” that
indicates arefusalin the same sense that “let’s”
indicates a proposal. For example, “I have to
eat popcorn tonight” or “Thave to tie my shoes”
would not indicate a refusal in the way that
“let’s” indicates a proposal.

Searle (1979) described the steps that he
believed Student A would have to go through
unconsciously to derive the illocution of the
utterance from the locution.

Step 1: 1have made a proposal to Student
B, and in response he has made a state-
ment to the effect that he has to study for
an exam (facts about the conversation).

Step 2: Tassume that Student B is cooper-
ating in the conversation and that there-
fore his remark is intended to be relevant
(the Cooperative Principle).

Step 3: Arelevantresponse mustbe one of
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acceptance, rejection, or counterproposal
(theory of speech acts).

Step 4: But his literal utterance was not
one of these and so was not a relevant re-
sponse (inference from Steps 1 and 3).

Step 5: Therefore, he probably means more
than he says. Assuming that his remark is
relevant, illocutionary meaning must dif-
fer from locutionary meaning (inference
from Steps 2 and 4). Step 5 is vital. If B
cannotrecognize that the locutionary and
illocutionary forces are different, he will
not be able to make the inference.

Step 6: 1 know that studying for an exam
normally takes a large amount of time
relative to a single evening, and I know
that going to the movies normally takes a
large amount of time relative to a single
evening (background information).

Step 7: Therefore, he probably cannot go
to the movies and study for an exam in
one evening (inference from Step 6).

Step 8: A preparatory condition on the ac-
ceptance of aproposal is the ability to per-
form the propositional content condition
act (speech act theory).

Step 9: Therefore, I know that he has said
something with the consequence that he
probably cannot consistently accept the
proposal (inference from Steps 1, 7, 8).

Step 10: Therefore, theillocutionary mean-
ing of the utterance is probably to reject
the proposal. (pp. 34-35)

As Searle also pointed out, some indirect
speech acts have become conventionalized.
For example, if I wanted to ask someone to
open the window, I might say, “Can you open
the window?” The form “Can you...?” has
become a conventionalized request, though
there are other situations where it would not be
a request. For example, “Can you open the
window?” might be used as a suggestion in a
context where someone is complaining that a
room is often stuffy, or it might be used as a
request for information about a room.

The illocutionary force of these three uses
of “Can you open the window?” would, ac-
cording to Searle, be determined by the hearer,
using a series of inferences similar to the ones
detailed for the reply to the proposal about
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going out to the movies.

Some theorists, however, believe that hear-
ers comprehend conventionalized forms with-
out having to go through this process of infer-
ence. Gibbs (1979) argued that when the
illocutionary force is clear from context, the
hearer is able to process the illocutionary force
without resorting to first comprehending the
locutionary force and going through the infer-
ence process. According to Gibbs, it is only if
the conventional form is used for one of its less
common functions (e.g., “Can you...?” for
making a suggestion rather than a request) that
the inference process is used.

Schema theory and pragmatic comprehension

Kasper (1984) used schemata to help ex-
plain pragmatic comprehension. Schemata are
knowledge structures that tell what is essential,
typical, and possible in different situations
(van Dijk, 1977). They are organized hier-
archically, from general and abstract (e.g.,
social norms and values) to specific (e.g., gram-
matical and semantic rules).

In comprehension, the hearer may interpret
dataintwo ways. One way to process informa-
tion is to start with what the speaker says and
use that to activate lower-order schemata (i.e.,
knowledge of grammatical forms and mean-
ings of words). Based on this understanding of
what the speaker said, the hearer activates
higher-order schemata about the overall speaker
meaning and the situation. Because this method
moves from lower-order to higher-order sche-
mata, itis called bottom-up processing. Onthe
other hand, the hearer may start with the higher-
order schemata and search for data to match
them. This strategy is called top-down pro-
cessing. In conventional situations, where
there are strong expectations, the hearer is
more likely to use the top-down strategy since
there is a strong basis on which to choose the
higher-order schemata.

Ideally, there is an interaction between the
two processes. In top-down processing, the
hearer misses many details and may have dif-
ficulty due to choosing an inappropriate
schema; in bottom-up processing, the hearer
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uses datainefficiently and often will not under-
stand inferences and indirect speech acts be-
cause of an incomplete understanding of the
context (Carrell, 1984). However, in a com-
pletely unfamiliar or ambiguous situation, the
hearer has no choice but to depend on lower-
order information and use bottom-up process-
ing. In such cases, the hearer will have to rely
on general knowledge, for example about ac-
tor/goal relationships, tomake inferences about
the situation which will help in decoding.
Schemata necessary for comprehension
include knowledge of speech acts and dis-
course functions, conversational maxims re-
lated to politeness and appropriateness, con-
versational maximsrelated to the propositional
content of discourse contributions (Grice’s
maxims), and schemata that help the hearer
identify relevant context-determining factors.

Pragmatics and Second Language Learners

Difficulties of second language speakers

Itis widely recognized that learning a sec-
ond language involves much more than being
able to understand the sounds, grammar, and
vocabulary of the second language (Fraser,
1978). It also involves the ability to compre-
hend and use language in real communication
situations, the ability to use what Hymes (1972)
referred to as rules of speaking. However,
there has been little theorizing or research on
how nonnative speakers comprehend indirect
speech acts in a second language (Kasper,
1984; Conrad, 1984).

Without proficiency with rules of speak-
ing, nonnative speakers will be limited in their
ability to communicate. Many indirect speech
acts have become so conventionalized that the
ideaof notrecognizing theirillocutionary forces
may seem ludicrous to native speakers. How-
ever, nonnative speakers do have difficulty
with them, as with the Chinese dinner guest,
who, when asked if she could reach the sal,
replied, “Yes, my arms are long” (personal
communication, J. DeCarrico, July, 1984).

Similarly, nonnative speakers may not
recognize the rhetorical functions of certain
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forms. For example, Chinese speakers may
not recognize that “Thank you for calling” or
“It was nice talking to you” are markers that
signal a desire to end the conversation (Yang,
1987). A foreign student in New Zealand was
embarrassed when he did not realize that the
remark “You must be tired” by his host was
intended as a signal that he should go to bed
since his host and hostess themselves were
tired (Holmes & Brown, 1976).

Erwin-Tripp (1976) stated that much of
what hearers must comprehend involves infer-
ence. The study of pragmatic comprehension
in a second language can help language teach-
ers understand some of the problems that stu-
dents have in both comprehension and produc-
tion.

Kasper (1984) found that nonnative speak-
ers tended to rely too heavily on bottom-up
processing in their second language, often tak-
ing utterances too literally. She also found that
nonnative speakers did not make use of de-
vices that indicated the illocutionary force of
an utterance. Richards (1980) agreed thatnon-
fluent nonnative speakers tended to pay too
much attention to the surface meaning of utter-
ances. He further speculated that this affects
the language directed toward nonnative speak-
ers (foreigner talk) in that native speakers of a
language use more explicit markers of illocu-
tionary force in speaking to nonnative speak-
ers than in speaking to other native speakers.

In relation to production rather than recep-
tion, Fukushima and Iwata (1985) did a study
comparing invitations and requests made by
American native English speakers with those
made by advanced Japanese students of Eng-
lish. The researchers found that the Japanese
participants, in comparison to the Americans,
used more direct expressions and did not dis-
tinguish between situations where they could
be direct and where politeness required indi-
rectness. The researchers felt that the problem
was that the Japanese participants were not
able to manipulate the language proficiently,
particularly in the area of having the hearer
make inferences, rather than that the partici-
pants were not aware that different situations
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require different levels of politeness.

Classroom application

While inference plays an important part in
comprehension, itis not dealt with to any great
extent in second language courses (Richards,
1980). Faerch and Kasper (1985) recommended
that second language education include a prag-
matic component of communicative compe-
tence as a teaching goal. They also recom-
mended facilitating the activation of native
language pragmatic knowledge to help second
language speakers. While the relationships
between pragmatic comprehension in various
languages has not been investigated closely,
pragmatic theorists believe there is some over-
lap among the maxims in different cultures,
though the applications may be different.

Richards (1980) pointed out that in lan-
guage teaching, questions (especially yes/no
questions) are for the most part treated as the
adjacency pairrequest forinformation/answer,
while a question may, in fact, have a different
illocutionary force. For example, “Yes, they
are” might be the grammatically correct sec-
ond pair-part for the question “Are these apples
fresh?” However, in some contexts, the first
pair-partmay in factbe arequest, in which case
“I just bought them; help yourself” would be
the appropriate second pair part. Richards
recommended that students should be made
aware of the possibility of meanings that go
beyond such surface meanings.

Holmes and Brown (1976) developed a
course intended to help students with what
they referred to as sociolinguistic competence,
in which they included comprehending the
illocutionary force of locutionary acts (which
they referred to as “interpreting social mean-
ing”) as well as producing appropriate utter-
ances. Their basic course assumption was that

the adolescent or adult second language
learner is by no means sociolinguistically
naive since he has already acquired the
complex sociolinguistic system used in his
native speech community. In learning how
to use and interpret the sociolinguistic rules
of English he must develop an awareness of
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areas where the sociolinguistic system of his
native language differs from that of English
and where “misinterpretation and misanaly-
sis” are most likely to occur....Adult stu-
dents bring to second language learning an
ability to introspect which can be extremely
valuable. (Holmes & Brown, 1976, pp. 423-
425)

In the class, Holmes and Brown used a
variety of activities, including matching situ-
ations with appropriate utterances, providing
utterances for various situations, role-playing
situations, and trying to find implications behind
utterances. In all the activities they used, they
contrasted expressions in the students’ own
culture with those used in English. “Hence the
learner’s sociolinguistic competence in his
native language can be regarded as an asset
rather than a liability, in that it facilitates the
contrastive analysis of different sociolinguis-
tic systems in the classroom” (Holmes &
Brown, 1976, p. 426).

The authors reported that as the course
progressed, students became more aware of
differences between the locutionary and illo-
cutionary forces in their exchanges with native
English speakers.

One student reported that his flat-mates no
longer had any reason to laugh at his ten-
dency to take their remarks literally, since
he was becoming increasingly sensitive to
their function. He quoted as an example his
interpretation of “Have you cut yourself?”
as an expression of concern rather than a
request for obvious confirmation, and
proudly told us he had replied “Oh, it’s only
ascratch.” (Holmes & Brown, 1976, p.427)

Implications for Japanese ESL students

In my experience, I’ve found that students
often seem to think that comprehending in
English is something completely different from
comprehending in Japanese. However, as Nel-
son (1984) observed, Grice’s maxims appear
to apply to Japanese as well as English, though
the systems may be applied differently.

I have often found it useful, as Holmes and
Brown (1976) advocated, to point out parallels
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(or try to get students to find them) between
Japanese and English. This seems to help stu-
dents realize that there are similarities between
what they do in Japanese and what they should
be doing when they try to understand English.
It is not usually necessary or productive to, for
example, explain Grice’s maxims, except in a
linguistics class. However, it is often useful to
look at specific examples as they come up in
class and point out how they are similar to
Japanese.

For example, a question like “How are you
doing?” at the beginning of a conversation is a
standard form of greeting in English, and a
standard answer is expected. However, in the
middle of a conversation, it might be intended
as aliteral question, and a literal answer would
be expected. Students may not even realize
that they do something similar in Japanese.
For example, the question “Dochira e?”
(“Where are you going?”) is often used just as
a greeting, and all that is expected is a standard
response. However, in some situations, such
as when the question is asked by the guard of
a building, a literal answer is expected.

Using Japanese is also sometimes helpful -

to caution students against drawing parallels
where there are none. For example, “Where
are you going?” (the literal translation of “Do-
chira e?”)is not used by Americans in English
as a greeting, but only as a literal question.
Americans who are not familiar with the func-
tion of this expression in Japanese may think
Japanese are being unduly inquisitive when
they ask “Where are you going?”

Another technique that I have found useful
is having students contrast pairs of English
sentences. For example, students might com-
pare two expressions which might be used in a
conversation between a supervisor and an
employee after the employee has made a mis-
take: “You’re careless about details some-
times,” and “I’m afraid we’re all careless about
details sometimes.” The first expression is
direct and is intended as a criticism of the
employee’s performance. The second expres-
sion is a generalization, but in this context, it is
intended as a criticism of the employee’s per-
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formance. Being able to see the contrast be-
tween these two expressions makes this point
more clearly. The teacher can use this example
to point out that criticisms are often expressed
through generalizations in English. Itis a way
of making the criticism more polite and less
offensive since it does not refer directly to the
person being criticized. Recognizing this will
help students both recognize criticism that is
directed at them and make criticisms without
being unnecessarily offensive.

Role-playing and simulation are often rec-
ommended for practicing interaction in a sec-
ond language. While I think that these tech-
niques are useful for giving students practice
comprehending and using indirect speech acts,
Japanese students may lack the proficiency to
improviserole-plays or simulations, especially
with the additional pressure of “performing”
before the class. One way of getting around
this inless proficient classes is to have students
work together in pairs or groups to write out
dialogues based on situations assigned by the
teacher. In addition, this allows the teacher a
chance to walk around and make corrections of
the dialogues before they are performed in
front of the class. The teacher can also note
types of mistakes or examples of incorrect
usage that occur frequently and can then dis-
cuss them in front of the whole class.

More proficient classes might be divided
into groups, each of which is assigned arole in
a dialogue. First, the groups are given an as-
signment. For example, one group might be
assigned the role of a student who wants to
borrow a valuable book from a professor. The
corresponding group might be assigned the
role of a professor who normally makes a
policy of not lending books to students. After
reading their assignments, the group members
decide what expressions are necessary and ap-
propriate, and then a representative of each
group participates in the role-play. Players
may consult their groups, if necessary. To
provide contrasting situations, another pair of
groups in the class might be assigned a similar
situation with one element changed, such as
borrowing a valuable book from a friend.
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Conclusion

Further study is obviously needed in the
area of linguistic pragmatics and second/for-
eign language learners. Researchers need to
learn more about how language learners deal
with both conventional and unconventional
illocutionary acts in the target language. What
is the effect of similarities and differences with
thenative language? Are students able to make
use of similarities and differences in pragmat-
ics in their own language when they use the
targetlanguage? Whatare the best methods for
teaching the pragmatic rules of the new lan-
guage to students for the purpose of production
or for the purpose of comprehension? Further
research in these areas has the potential to
improve foreign language teaching.
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Language Learning and Teacher Training’

Subhash Jain

I'should like to explore in this presentation the
striking similarities that exist between the
process of learning a second language and the
process of learning how to teach a second lan-
guage. To me, the two processes are not only
ordinarily similar but are also interrelated,
perhaps interdependent. Thereafter I wish to
explore how we can exploit these similarities
to arrive at efficient learning and teaching of
the second language.

English language teaching personnel and
teacher educators in India have concerned
themselves with the teacher, perhaps far too
long, to such an extent that it could be labelled
amagnificent obsession. There is no dearth of
training manuals in the country: National in-
stitutions like the National Council of Educa-
tional Research and Training (NCERT) in New
Delhi and the Central Institute of English and
Foreign Languages (CIEFL) in Hyderabad,
state textbook boards, and some training col-
leges and English Language Teaching Insti-
tutes (ELTIs) % have brought out their own re-
spective teachers’ handbooks and training
manuals. Any such handbook or manual prin-
cipally focuses on the teacher and is at best a
straitjacket stuffed with do’s and don’t’s, pre-
venting original thinking.

Most of these training manuals offer work-
a-day formulas in spite of the fact that the
teacher’s role is perceived as more independ-

! This article is based on a presentation at the
National Workshop of English Language
Teaching Institutes and Regional Institutes of
English held at the H. M. Patel Institute of
English Training and Research, Vallabh Vid-
yanagar, Gujarat, India on December 4, 1989.

2 There are nine ELTIs in India, out of which
three are RIEs, or Regional Institutes of English.

enttoday. Currently in India, education is sup-
posed to be learner centred (Government of
India, 1986a, 1986b), and the teacher is viewed

‘as afacilitator of learning rather than the tradi-

tional imparter of instruction or giver of knowl-
edge. However, the reality is often far differ-
ent. Generally, the policy makers focus on the
teacher, and throughout the teacher is treated
as the kingpin of the system.

I submit that we shift the focus from the
teacher to the process of learning how to teach.
Further, if it is similar to the process of lan-
guage learning as is argued presently, let’s
arrive at an instructional design which taps the
likenesses between the two processes resource-
fully and meaningfully.

Learning a Second Language

Language is a system, an organized net-
work of interdependencies. It has a structure,
perhaps with a universal base. Learning a sec-
ond language means learning its phonology,
lexicon, syntax, and communication processes.
In the initial stages it means learning what may
be termed the “core” language. As he devel-
ops, the learner builds a superstructure over
this core language which reflects his specific
individual needs.

Within the framework of the core language
that the learner has learned, there exists abun-
dant scope for individual variation and use.
Even in terms of the learner with a limited
English proficiency, the system provides a
wide variety of choices. Further, the scope for
individual manipulation exists to such an ex-
tent that the specific use (his set of utterances)

Subhash Jain is Director of the H. M. Patel Institute
of English Training and Research in Vallabh Vid-
yanagar, Gujarat, India. He has been active in
English education in India for over 30 years.
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of language becomes virtually the individual’s
signature. When a learner learns the second
language, he learns the system to match his
communication requirements; he also learns to
bend it to suit his expressional needs:
Another way of looking at the learner’s
individual contribution is through the concept
of interlanguage. Interlanguage is an interme-
diate construct standing somewhere between
the learner’s first language and the target lan-
guage (Selinker, 1974). In this case, the target
language is English. As the learner is exposed
to English, he keeps on hypothesizing about its
nature and structure. He arrives at a construct,
which has been called transitional competence
(Corder, 1973), which he uses to make his own
utterances. Thus whatalearner says hasalogic
of its own even when he commits errors.
Interlanguage is a continuum. Depending
upon the quantum and the quality of exposure
the learner has, his interlanguage is nearer to
his first language or nearer to the target lan-
guage. The learner continually checks and
corrects himself, improving on his previous
performance and gradually advancing along
the continuum toward target language fluency.

Learning to Teach a Second Language

As with learning a second language, learn-
ing to teach a second language is not haphaz-
ard—it is systematic. Learning to teach a
second language means gaining insights into
pedagogy, methodology, materials, and edu-
cational philosophy.

Just as in a language learning course we
consider making room for individual variation
and use, in a teacher education course we need
to provide for the student teacher’s individual
contribution and use as he gets into the system
of teaching English as a second or other lan-
guage. Itis not a question of accumulation of
knowledge. Emphasizing set procedures, given
formulas, stipulated work schedules, and pre-
planned stuff A to Z is unfortunate. We need
to consider each student teacher undergoing
training as a unique individual operating, us-
ing, manipulating, and exploiting the system
of teaching in his own individual way.
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Aswithinterlanguage, I submit there exists
a phenomenon of interteaching. Just as the
language learner hypothesizes about the na-
ture of the target language and works out a
system for himself, I believe the student teacher
hypothesizes about the nature of language learn-
ing and works out a personal teaching system.

Interteaching seems to me to be a contin-
uum, a progression toward effective self-suffi-
cient practice. It is subject to change, modifi-
cation, and revision depending upon the expo-
sure to teaching and the actual experience of
working with second language learners. Like
the phenomenon of interlanguage, interteach-
ing is unique to the individual. It could be
called the teacher’s competence in transition.

The Striking Similarities

We have the language learner on the one
hand and the student teacher learning how to
teach English as a second or other language on
the other. There are striking similarities be-
tween the two. Each one learns and retains
information; each is intelligent, resourceful,
and creative; each uses his background and
previous knowledge to learn, to correct him-
self, and to continually improve performance;
and each is responsible for his own learning.

The language learner manipulates his func-
tioning vocabulary and syntax in order to pro-
duce utterances he has not come across before;
he does not merely imitate the teacher. He
possesses the capacity to extend his language
experience beyond the framework of the class-
room and to come out with utterances that are
strikingly new, fresh, and typically his own.
Similarly, the student teacher uses his back-
ground, the exposure he has had to teaching
situations, and the training he has gained so far
in order to handle classroom problems not
experienced before.

Necessary it is to positively exploit these
likenesses and to nourish them further.

The Substratum

Each language training programme suffers
from the constraints of time and space; it is
well-nigh impossible to include all the diverse
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types of situations the learner is likely to find
himself in, let alone cover the situations both
quantitatively and qualitatively. We can in-
clude only certain vocabulary, a limited range
of grammatical patterns, and a set of experi-
ences to develop the basic skills of language
and communication. In the same way, a teacher
preparation course can include only a limited
number and type of teaching situations, a few
difficulties and problems the teacher is likely
to encounter, and only some techniques, teach-
ing aids, and materials.

It seems necessary therefore to design lan-
guage and teacher training programmes so as
to include representative, typical situations
along with certain atypical ones. The aim is to
develop a minimal competence which makes
students in both programmes draw upon previ-
ous experience and relate that experience to
new situations in order to understand and man-
age them.

When we think of the Himalayas, we visu-
alize the entire mountain range—the base, the
substratum—rather than any individual peak.
Language and teacher training programmes
have for far too long concerned themselves
with definite individual peaks like Everest,
Nandadevi, and K-2—the X Method, Y Tech-
nique, and Z Programme. For about 25 years
(the mid-1950s through the late 1970s) train-
ing institutions followed the structural approach
to the syllabus; it became the “modified struc-
tural approach” later; currently a communica-
tive treatment of the structural syllabus is being
discussed.

I should like to submit that the attempt has
been made to take into account only some
peaks to the exclusion of others, while at the
same time neglecting the base. Unless one ne-
gotiates the base, one cannot reach any top.
There has to be a minimal capacity, a base
which manifests itself in the ever-changing
scenario of a multiplicity of peaks. The prin-
ciple goal of language and teacher education
courses thus should be to build the substratum,
the vast underlying base, the minimal compe-
tence with occasional thrusts of familiar and
conquered peaks like Gangotri along with yet-
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unconquered ones like Kailas. Training like
this would enable the student to use education
as a quarry, as a source to draw upon to handle
all types of situations he encounters.

Curriculum and Materials Development

I believe these considerations should en-
able us to arrive at an instructional design for
English language learning and teaching.

The learning environment

The teacher is instrumental in creating the
learning environment to a very large extent.
As seen earlier, each learner possesses the
capacity to expand on previous knowledge. As
such, the teacher’s effort should be to create
such learning environments which enable the
learner to discover things for himself, rather
than those which impose P drills, Q exercises,
or R passages. The overall question should be:
Can the learner work it out himself? The idea
of leading learners by hand and spoon-feeding
them from day one to the end of the course
should be abandoned in favour of principles of
learner discovery and learner initiative.

The language course also needs to make
proper provision for generous exposure to
English in a variety of contexts. If the teacher
is to be instrumental in creating the learner’s
awareness and developing his facility, the
teacher needs to stress the actual use of the
language. Therefore the situations in and out
of class should create the right sort of tension
or pressure, making the learner feel the need to
do something with words, to say something, to
express himself, to communicate. It means we
need learning environments wherein each
learner comes to feel impelled to use English
and does so without inhibitions.

Many educators dismiss classroom situ-
ations as “artificial” with little resemblance to
life. However, let’s realize that language is
part of life and communication is the basis for
the formation and functioning of any society.
Let’s therefore not view the classroom envi-
ronment as artificial or divorced from life. On
the contrary, we need to regard classroom
situations, simulated though they may be, as a
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portion of thereal world. Solong as the learner
believes the situations to be authentic, realistic
orreal, things happen and learning takes place.
The main effort therefore has to be towards
making the learner shoulder the responsibili-
ties of learning and towards creating the urge in
him to stitch a few collocations together to
arrive at a meaningful discourse.

The traditional methodology and materials
oflanguage teaching have been fairly tangible,
concrete, definite, complete. Our teachers
tend to begin with “Once upon a time there was
a...,” and they are not generally satisfied until
they get to the stipulated “...and they lived hap-
pily thereafter.” To me, such streamlining is
unwelcome and is certainly unbecoming of the
faith we need to repose in the learner and his
capacity. A well-conceived, deliberate open-
endedness is called for. To illustrate the point:
I asked an elementary English class of 41
learners to construct the well-known story of
the thirsty crow in a modern context. Ten
groups came out with ten different versions.
One group made the crow fly to the nearest
cola shop and pick up a straw; another made
the pebbles like sugar crystals soluble in water;
yet another made the crow chance to find
pebbles like cork floatable on water.

With each learner constructing. his own
system of the target language and following his
own logic, there are bound to be errors in the
utterances and in his organization of discourse.
I should like us to realize that all errors in
second language contexts cannot be elimi-
nated and that their presence need not deter us.
On the contrary, the teacher needs to realize
thaterrors tell a story: They are a sure sign that
learning is taking place. Our effort should be
to ensure that there are a large number of op-
portunities for each individual learner to use
English and to check and refine his perform-
ance. Such opportunities should be provided
through activities, problems, and open-ended
tasks. The individual learner should be able to
meaningfully exploit every opportunity.

The teaching environment
The teacher educator is instrumental in
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creating the teaching environment. The idea of
a universal “best method” needs to be relin-
quished in favour of alternative instructional
models: aplurality of approaches, a flexibility
in logistics, and a multiplicity of techniques.
Hence teacher educators need to give up de-
finitive or prescriptive approaches.

As discussed earlier, the student teacher is
able to expand upon his background and train-
ing in order to handle classroom situations not
experienced before. It follows therefore that
the larger the exposure to actual teaching
experience, the more effective the student
teacher’s teaching will be. For this reason, the
training curriculum needs to provide for boun-
teous and plentiful teaching experience.

Each student teacher is a learning system,
learning to teach the second language. Our
effort should be to create the environment
wherein the trainee can discover things for
himself. Can he draw inferences? Can he
interpret the prevailing classroom situation
and learn for himself? To enable him to do this
the training programme needs to make provi-
sion for a wide range of classroom teaching
experiences and opportunities to work with the
learners in and outside the classroom.

Each training institution in India prescribes
its own lesson plan format. While the formal
plan the student teacher makes is one part of
the story, the fire of classroom experience is
yet another. He is unable to learn to teach
effectively unless there is sufficient tension,
and unless he is left at some point to fend for
himself, to take care of things, and to solve the
classroom problems himself. The curriculum-
syllabus nucleus therefore needs to be free of
the formula-type approach and ready-made
solutions: “If X happens, adopt M .” It needs
to be deliberately open-ended, full of vital gaps
for the student teacher to fill in. Our instruc-
tional design needs to make room for the stu-
dent teacher’s active participation, involve-
ment to the point of immersion, and individual
contribution to the gamut of teaching.

Difficulties there will be in any teaching
context, and certain problems may persist.
Instead of the teacher educator whispering
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secrets of wisdom into the student’s ears, let
the student teacher arrive at his own solutions.
He is fully capable of begetting a solution
himself, and can on his own tread untrodden
paths. He has the capacity to learn from his
experiences, apply his mind, and polish his
performance continually. Our effort therefore
should be to provide for and to create the right
environment for the purpose.

Arriving at the Range

The curriculum material offered should
thus enable the language learner and the stu-
dent teacher to reach the base, to build the sub-
stratum on their own. The instructional design
should recognize the potential of the language
learner and the student teacher to put in effort,
to struggle, to wrestle with problems, and to
work out individual solutions.

Let’s therefore arrive at an instructional
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framework which enables the student to learn
how to learn, and which enables the teacher to
effectively teach learning how to learn. Let’s
serve as activating agencies to trigger the proc-
ess of arriving at the Himalayan range, and
leave it to the language learner and student
teacher to negotiate the range and reach a peak
like Annapurna.
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In an attempt to examine the nature of ESL
acquisition by adult Japanese learners of Eng-
lish, I conducted an informal open discussion
with 13 Japanese housewives in the greater
New York City area about their experiences
with English. One of the most frequently
raised issues during the discussion was how
some speakers fear that they sound silly in
English and how some speakers do not care
about sounding silly.

Krashen (1982) claims this fear begins at
puberty and thus accounts for the differences
found between adult and child second lan-
guage success. Schumann (1978) includes this
learners’ fear phenomenon as part of language
shock: Learners would appear comic when
attempting to speak a second language. My
personal communication with Hatch (1985)
induces me to use a different terminology: the
fear of making errors. From the informal open
discussion I conducted with Japanese house-
wives in New York, it occurred to me that this
fear of making errors phenomenon might play
an important role for English language acqui-
sition by second language learners.

The Study

Because this study is descriptive in nature,
I did not begin with strong hypotheses which I
wished to test regarding the nature of the fear
of making errors and its effect on English
language acquisition by Japanese language
learners. Instead, I focused my attention on the
subjects’ varying degrees of fear of making
errors in English and the possible correlation
of the fear of making errors with eight other
variables. Utilizing an Ex Post Facto Design,
aresearch designed to “look at the type and/or
degree of relationship between the two vari-
ables” (Hatch, 1983, p. 26), I examined the
possible correlation of the following:

a) the “fear of making errors” and “age”

b) the “fear of making errors” and “years of
stay in the U.S.”

c) the “fear of making errors” and “self-re-
ported proficiency level”

d) the “fear of making errors” and “frequency
of missing the home country”

e) the “fear of making errors” and “decision to
take ESL instruction in the U.S.”

f) the “fear of making errors” and “hours of
English interaction per week”

g) the “fear of making errors” and “character-
istics of English language production mani-
fested in written form”

h) the “fear of making errors” and “character-
istics of English language production mani-
fested in oral form”

Subjects

Thirteen Japanese housewives who are
nonnative speakers of English were randomly
selected from New York City and its surround-
ing areas. The subjects ages ranged from 20-
40, and their years of stay in the U.S. ranged
from three months to 7.3 years.

Data Collection
I met each of the 13 Japanese housewives
individually and asked each one to:

1) fill out a questionnaire written in Japanese
(see Appendix A, page 35, for its modified
English version) designed to elicit each
subject’s degree of fear of making errors.
The questionnaire was also designed to
elicit (a) age, (b) years of stay in the U.S.,

Keiko Nonaka received an M.A. in TESOL from
Teachers College, Columbia University in 1985.
She is currently Associate Professor of English at
Soai University in Osaka City, Japan.
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(c) self-reported proficiency level, (d) fre-
quency of missing the home country, (e)
decision to take ESL instruction inthe U.S.,
and (f) hours spent on interaction in English
each week of each subject.

2) translate a story and five additional sen-
tences written in Japanese into English (see
Appendix B, page 36); this task was de-
signed to elicit (g) some characteristics of
each subject’s written production.

3) participate in a five-minute interview in
English; this task was designed to elicit (h)
some characteristics of each subject’s oral
production.

Data Tabulation

Categorizing the subjects according to their
different levels of fear of making errors
Question #7 of each questionnaire (see
Appendix A) was designed to elicit each
subject’s varying degree of fear of making
errors. Each subject was asked to identify
herself with one of the following five levels:

Level 5: Subjects who always want to avoid
making errors.

Level 4: Subjects who want to avoid making
errors as much as possible.

Level 3: Subjects who don’t mind making
errors as much.

Level 2: Subjects who don’t mind making
errors at all.

Level 1: Subjects who thinkitis actually good
to make errors.

None of the 13 subjects identified them-
selves with either Level 1 or Level 5, the two
extremes. Instead, all 13 subjects can be clas-
sified into the three in-between levels (i.e.,
Level 4, Level 3, and Level 2). Of the 13
subjects, three identified themselves with Level
4: They will be designated as subjects A1, A2,
A3. Six subjects identified themselves with
Level 3: They will be designated as subjects
B1, B2, B3, B4, B5, B6. The remaining four,
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who identified themselves with Level 2, will
be designated as subjects C1, C2, C3, C4. Ta-
ble 1-A outlines the results of the A students;
Table 1-B outlines the B students’ results;
Table 1-C outlines the results of the C students.
See page 31 for Tables 1-A, 1-B, 1-C.

Tabulating the first six variables which were
examined in relation to the subjects’ fear of
making errors

The questions #1 through #6 of each ques-
tionnaire (see Appendix A) which elicit “age,”
“years of stay in the U.S.,” “self-reported
proficiency level,” “frequency of missing the
home country,” “decision to take ESL instruc-
tion in the U.S.,” and “hours spent on interac-
tion in English language each week” were
examined in relation to the three categories in
which the subjects were grouped. (See Tables
1-A, 1-B, 1-C))

Tabulating the remaining two variables which
were examined in relation to the subjects’ fear
of making errors

The characteristics elicited from written
production (see Appendix B) and the charac-
teristics elicited from the five-minute oral inter-
view in English were examined in relation to
the three categories in which the subjects were
grouped. (See Tables 2-A, 2-B, 2-C, pages 31-
32. Also see Appendix C, page 36, for an ex-
planation and examples of the characteristics
represented in Tables 2-A, 2-B, 2-C)

Data Analysis

a) “fear of making errors” and “age”

Any generalizations about how “fear of
making errors” and “age” correlate might seem
unplausible from the current study due to the
limited number of subjects involved. Inexam-
ining Table 1-C, however, I discover a ten-
dency of those who do not mind making errors
at all to be younger in age (in their 20s).
Therefore, it might be worthwhile to conduct
an empirical study that would examine the
relation between “fear of making errors” and

113 1

age
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TABLE 1-A
Subjects who WANT TO AVOID making errors as much as possible
Subject Age Years Self-reported Frequency of mis- ESL instruc- Hours of English
in U.S. proficiency level  sing native country tion in U.S. interaction/week
Al 20’s 0.5 fair sometimes no 0
A2 30°’s 1.0 good sometimes no 10
A3 40’s 0.3 fair sometimes yes 1
TABLE 1-B
Subjects who DO NOT MIND SO MUCH making errors
Subject Age Years Self-reported Frequency of mis- ESL instruc- Hours of English
in US.  proficiencylevel  sing native country tion in U.S. interaction/week
B1 30’s 0.7 fair sometimes yes 2.5
B2 20’s 1.0 poor never yes 2
B3 20’s 2.6 fair sometimes no 1
B4 30's 14 fair frequently yes 1
BS 40’s 0.3 poor sometimes yes 2
B6 20’s 0.3 fair frequently yes 6
TABLE 1-C
Subjects who DO NOT MIND AT ALL making errors
Subject Age Years Self-reported Frequency of mis- ESL instruc- Hours of English
in U.S. proficiency level  sing native country tion in U.S. interaction/week
Cl 20s 74 very good rarely yes 50
C2 20°’s 34 fair sometimes yes 1
c3 20’s 0.5 good sometimes yes 20
C4 20’s 1.1 good rarely yes 5
TABLE 2-A

Subjects who WANT TO AVOID making errors as much as possible

frequent hesitations
frequent use of pause-fillers

Subject Characteristics elicited from written production Characteristics elicited from oral production
Al simplification construction performance errors
alteration frequent hesitations
topic-comment construction frequent use of short utterances
A2 complication construction frequent use of short utterances
lack of colloquial expressions
A3 alteration frequent use of short utterances

(See Appendix C for explanations and examples of characteristics given in Tables 2-A, 2-B, 2-C.)
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TABLE 2-B
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Subjects who DO NOT MIND SO MUCH making errors

Subject Characteristics elicited from written production Characteristics elicited from oral production

B1 complication construction frequent use of full sentence structures
lack of colloquial expressions

B2 lack of colloquial expressions frequent use of pause-fillers

B3 alteration frequent use of full sentence structures
informal usage performance errors

B4 simplification construction frequent use of full sentence structures

B5 complication construction frequent use of short utterances
lack of colloquial expressions

B6 frequent use of full sentence structures

TABLE 2-C

Subjects who DO NOT MIND AT ALL making errors

Subject Characteristics elicited from written production Characteristics elicited from oral production
C1 simplification construction frequent use of short utterances
alteration frequent use of pause-fillers
informal usage
C2 simplification construction performance errors
alteration frequent hesitations
lack of colloquial expressions
C3 informal usage frequent use of pause-fillers
lack of colloquial expressions
Cc4 simplification construction frequent hesitations
informal usage

b) “fear of making errors” and “years of stay
inthe US.” :

Inreviewing Tables 1-A, 1-B, 1-C, Ifindno
evidence of correlation between the “fear of
making errors” and the “years of stay in the
us.”

c) “fearofmaking errors” and “self-reported
proficiency level”

The “self-reported proficiency level,” which
might have suggested a positive or a negative
self-concept of a given subject, does not corre-
late with the “fear of making errors” according
to Tables 1-A, 1-B, 1-C.

d) “fear of making errors” and “frequency of
missing the home country”

In examining Tables 1-A, 1-B, 1-C, I find
no strong correlation between “fear of making
errors” and “frequency of missing the home
country.”

e) “fear of making errors” and “decision to
take ESL instruction in the U.S.”

In examining Tables 1-A, 1-B, 1-C, I find
that people who have taken or are taking ESL
instruction after coming to the U.S. are mainly
those who feel at least some degree of ease
with the language. We can speculate about
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some possible situational factors involved
concerning the correlation between the “fear
of making errors” and the “decision to take
ESL instruction in the U.S.” Although the
variable designed as “decision to take ESL
instruction in the U.S.” is considered to be an
independent variable, we can assume that there
might be some other intervening factors that
would influence each person’s decision to take
ESL instruction in the U.S.

f) “fear of making errors” and “hours of
English interaction per week”

Although there seems to be no clear corre-
lation between the “fear of making errors” and
the “hours of English interaction per week,” I
encounter an interesting phenomenon in ex-
amining Table 1-C. People who feel at great
ease with the fear of making errors seem to fall
into two extreme types: ones (subjects C1 &
C3) who have many interactions in English (50
hours and 20 hours a week), and others (sub-
jects C2and C4) whohave interaction in English
very rarely (one hour and five hours a week).
This might mean that high-interaction subjects
feel at ease because they quite often have to
perform in the language (i.e., have plenty of
opportunities to bear with such fear) and that
low-interaction subjects also feel at ease be-
cause they seldom have to perform in the
language (i.e., have few opportunities to have
such fear).

It is also interesting to point out that those
who have many chances to interact in English
use pause-fillers more frequently than those
who have very few opportunities to interact in
English. This phenomenon will be discussed
in Section H.

g) “fear of making errors” and “characteris-
tics elicited from the written production”
There seems to be little correlation between
the “fear of making errors” and “characteris-
tics elicited from the written production” of the
Japanese housewives. In fact, there are many
shared characteristics among all housewives.
Common characteristics such as “simplifica-
tion construction,” “alteration,” and “lack of
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colloquial expressions” were shared in writing
by most of the housewives, regardless of the
degree of the “fear of making errors.”

On the other hand, we should be able to
define some characteristics elicited from the
written production of those housewives who
have little affective psychological fear of
making errors. As a matter of fact, judging
from Tables 2-A, 2-B, 2-C, it seems that those
housewives under the categories B and C, the
ones who feel more or less at ease with the
target language, have more tendency to be
familiar with and to actually produce informal
usage in their written English.

It might be possible that some of those who
have great ease with the target language have
a low affective filter in terms of the fear of
making errors, in the sense that very little of
this fear can affect their process of second
language acquisition. To state it differently,
instead of struggling with the fear of making
errors and trying to speak or produce as little as
possible so as not to hurt their self-pride or
confidence, the subjects in categories B and C
maintain positive attitudes towards second
language acquisition by not being afraid of
making mistakes. This positive attitude might
generate more opportunities to speak the target
language with native speakers and help them
become more familiar with informal usage.

h) “fear of making errors” and “characteris-
tics elicited from oral production”

In examining the data I find that high-inter-
action speakers use many pause-fillers and that
low-interaction speakers use many hesitation
devices. See Appendix C, page 36, for expla-
nations and examples of these characteristics.
In other words, high-interaction speakers tend
to take positive attitudes toward filling out the
pauses of silent segments in conversation by
uttering some verbal connecting fragments;
whereas, low-interaction speakers tend to take
negative attitudes toward the pauses by using
some hesitation devices. Other than those two
findings, which are reciprocal in nature and
have complementary aspects in terms of the
positive versus negative side of a single treat-
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ment of the identical time allotment or se-
quence, I encounter frequent use of short utter-
ances by those people who feel that they want
to avoid making errors as much as possible.

Further Analysis of Data
In spite of the difficulties caused by some
methodological failings of the present study
(e.g., the limited number of subjects and the
small size of the samplings, both of which are
inadequate to analyze the data statistically), I
came up with a few very interesting findings.
First, those who have little fear of making
errors tend to have either many hours of inter-
action or a rare amount of interaction in Eng-
lish each week. Second, those who have many
hours of interaction in English are inclined to
use pause-fillers, having acquired their use
through frequent interaction with native speak-
ers of English; while those who scarcely inter-
act with native speakers are not accustomed to
the use of pause-fillers and fill their pauses
with hesitations.

It seems possible to further analyze this
interesting phenomena. The use of pause-
fillers might well indicate a positive attitude
toward communicating in English; while the
use of hesitations might indicate a negative
attitude toward the acquisition of the second
language. Putting it differently, pause-fillers
can be defined as positive communication
strategies achieved among the active learners
of the target language; whereas hesitations are
negative strategies carried out by negative ESL
learners.

Conclusion

Although the nature of my study limits me
from making any strong claims or any broad
generalizations aboutJapanese language learn-
ers and the nature of their fear of making errors,
Ihave, nevertheless, uncovered some interest-
ing findings. It seems, for instance, that less
fear of making errors can often be attained by
the younger population of Japanese house-
wives. - Generally, it also seems that those
housewives who feel at ease making errors
tend to get involved in ESL instruction after
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coming to the U.S. more often than those who
have a strong fear of making errors.

In addition, housewives who feel at great
ease with the fear of making errors often use
informal English in written production. Fur-
thermore, those subjects who have a great fear
of making errors frequently use short utter-
ances in oral production.

Finally, those housewives who feel at great
ease with the fear of making errors tend to have
either many hours of interaction or a rare
amount of interaction in English each week.
The oral production of those who have many
hours of interaction in English can be charac-
terized by frequent use of pause-fillers, while
the oral production of those who have a rare
amount of interaction in the English language
can be characterized by frequent hesitations.
This supports the idea that the acquisition of
pause-fillers should be performed in a natural
setting where ample interaction in English
exists. The more one can have opportunity to
speak with native speakers, the more pause-
fillers one can acquire naturally, unconsciously,
in an informal language learning environment.
This is probably why those who have a rare
amount of interaction in the English language
use frequent hesitations in silent segments of
conversation rather than pause-fillers.

Implications for Teaching ESL to Japanese
Students

Japanese ESL students should start learn-
ing the language as early as possible. Younger
learners are better able to acquire positive
communication strategies because they have
less fear of making errors than older students.

Itis also important for Japanese ESL teach-
ers toimprove their ESL teaching environment
so that the learners can feel at the greatest
possible ease and security in making errors. In
other words, Japanese ESL teachers should
allow the students to make errors without being
afraid of doing so. If a student is afraid of
making errors in public, he or she is displaying
a negative attitude which will decrease his or
her motivation to learn the language. There-
fore, teachers should minimize the opportuni-
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ties for such negative behavioral tendencies
while at the same time providing a supportive
learning environment where students are en-
couraged to make errors without fear.

Moreover, Japanese ESL teachers should
always make great efforts to provide students
with opportunities to interact with the English
language as naturally as possible. This ap-
proach will help learners become better com-
municators in English because they will be
able to pick up naturally acquired phrases such
as pause-fillers, which are considered positive
strategic devices.

Japanese ESL teachers therefore need to
maximize their students’ opportunities to en-
counter anatural communicative environment.
In this way, the students will have diminished
fear of making errors and will be able to use
pause-fillers, rather than hesitations, when-
everthey have difficulties communicating with
native speakers.

Finally, Thope the present study will enable
Japanese ESL teachers to become better Eng-
lish teachers, especially in terms of minimiz-
ing their students’ affective barrier toward
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learning English and maximizing the opportu-
nity for secure and relaxed learning situations.
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APPENDIX A
Survey Questionnaire

1. How old are you?

[

yes

want to always avoid

do not mind so much
do not mind at all

1

40-49 [ 30-39 [] 2029 [ other
2. How long have you been in the United States? years
3. Please rate your current ability to use English.

[ ] fluent (fluent)
can explain a given idea (very good)
can get message across (good)
can manage most of the shopping needs (fair)
cannot use English as all (poor)

4. How often do you feel like you want to go home to Japan?
frequently

[ ] sometimes
rarely
never

5. Have you ever enrolled in an ESL class since you came to the United States?

How often do you use English each week?

How do you feel about making errors in English?

want to avoid as much as possible

it is actually a good thing to do

no

hours

(level 5)
(level 4)
(level 3)
(level 2)
(level 1)
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APPENDIX B
Story and Five Additional Statements Used to Elicit Characteristics of Written Production

(Note: The story and sentences were originally given to the subjects in Japanese. The subjects were asked provide
an English translation. For purposes of clarity, the story and sentences are reproduced here in English.)

1. It was a dark night.

2. A man was riding a bicycle without turning the light on.

3. When he came to an infersection, he didn’t know which way to turn.

4. Getting off his bicycle, he looked around to ask for help.

5. Then he found a pole which had something white on its top. It appeared to be a sign.
6. He searched for a lighter or a match in his pockets.

7. He found a box of matches. Fortunately there was one match left.

8. He climbed the pole.

9. There he lit the precious single match and read the sign in its dim light.

10. The sign said “Wet Paint.”

11. In terms of beer, I recommend Kirin.

12. I want eel. (Said when ordering at a Japanese restaurant.)
13. It takes her about two hours to get to school by train.

14. 1t’s very kind of you.

15. Could you do me a favor?

APPENDIX C
Explanation and Examples of Characteristics Represented in Tables 2-A, 2-B, 2-C

Written Production

simplification construction: simplifying the intention in order to avoid making complex statements.
“found something white on the pole” instead of “found a pole which had something white on its top”
“could find a last match” instead of “fortunately there was one match left”

complication construction: complicating the construction by redundancy or circumlocution.
“when he came to the intersection, he didn’t know which way to turn at the corner” instead of “when
he came to the intersection, he didn’t know which way to turn”

alteration: substitution of unproductive words for productive words.
“struck the last match” or “struck the important match” instead of “lit the precious match.”
“little light” instead of “dim light”

topic-comment construction:_construction common in Japanese where the topic is followed by a comment.
“a box of match was in it” instead of “he found a box of matches in his pocket”

lack of colloquial expressions: lack of familiarity with ordinary daily patterns of expression.
“wet painted” or “just painted” instead of “wet paint”

informal usage: colloquial usage of some common idiomatic expressions.
“get help” instead of “ask for help”
“I’I1 have an eel” or “I want an eel” instead of “I’ll have eel” or “I want eel”
“way he had to take” instead of “way to turn”

Oral Production

performance errors: errors made when engaged in actual language performance.
“she come” instead of “she comes” )
“come the United States” instead of “come to the United States”

Jfrequent use of short utterances: the use of short utterances in communication.
“in Manhattan” instead of “he works in Manhattan”

frequent use of full sentence structures: the use of full sentences in communication.
“he works in Manhattan” instead of “in Manhattan”
“I’m pleased to meet you.”
“I’m sure that....”
“I think I’'m going to....”

frequent hesitations: negative reaction to a silent interval in communication.
“
..ah..”

frequent use of pause-fillers: positive reaction to a silent interval in communication.
“..maybe...”
“..as you know...”
“..I mean...”
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Language is a political instrument, means, and
proof of power.
JAMES BALDWIN

The first time I ordered tea in my favorite
restaurant in Malaysia, it came hot, sugared,
and filled with sweetened condensed milk. It
was everything I didn’t want, except the tea.

Gradually I learned that to order “tea” was
not good enough; I had to specify exactly
which ingredients I wanted and did not want.
Toreceiveiced tea with neither sugar nor milk,
Thad to shout, “Teh O bing kosong!” at one of
the waiters as they rushed by. Minutes later a
tall, cool, refreshing glass of iced tea would
arrive at my table. I found nothing quite as
nice, in the tropics, as that sweating glass of tea
and the hard-edged, almost brittle taste that tea
can have when it isn’t sweetened.

My order—"“Teh O bing kosong!”—is lin-
guistically and politically fascinating. “Teh”
(pronounced “tay”) is a Malayization of the
English world “tea.” I suppose, thoughIdon’t
know for certain, that tea came to Malaysia
from China with the British. It is understand-
able, therefore, that the English word “tea”
would simply make a minor pronunciation
change to become the Malay “teh.”

I don’t know the linguistic roots of “O.”
My speculation, however, is that “O” comes
from the numeral zero (0), originally an Arabic
concept. Of course, zero indicates the lack or
absence of something. When applied to tea in
Malaysia, it means an absence of sweetened
condensed milk. Isuppose the concept of zero
made its way to Malaysia, along with Islam, in
the 13th century with Muslim traders from
southern India. ,

“Bing” means “ice” in Cantonese. The
population of Malaysia is approximately 35%

ethnic Chinese. There was a greatimmigration
to Malaysia from southern China in the 19th
century. The immigrants of course brought
theirlanguage, Cantonese, which is still widely
spoken in Malaysia as a more or less pure
language, and which has also entered the lin-
guistic no-man’s-land of such phrases as “teh
O bing kosong.”

Finally, “kosong” is the Malay word for
“empty.” “Kosong” is a much-used word in
modern Malaysia. Besides signifying the emp-
tiness, or lack, of sugar in tea, it means “unoc-
cupied” in train toilets and is splashed across
the street in areas where you aren’t supposed to
park your car.

My wife went on to subsequent linguistic
odysseys and discovered vast further realms of
tea preparation. I was satisfied, however, with
teh O bing kosong, and considered myself
home.

Code-Mixing

“Teh O bing kosong” is an example of what
many linguists call “code-mixing” or “code-
switching” (Bhatia & Ritchie, 1989; Ozog,
1987). Code-mixing is usually defined as the
use of linguistic elements from two or more
languages within a single sentence, statement,
or situation.

The English-Arabic-Cantonese-Malay
code-mixing of “teh O bing kosong” is just one
example of the code-mixing in Malaysia which
I witnessed practically every day. As my wife
and I prepared to leave the country, we had to
cash in our retirement fund. We visited a Sikh
friend who was also the head administrator of
the retirement fund office in our town. We held

Thomas Clayton is the Editor of Cross Currents. He
taught English composition at a government col-
lege in Kuantan, Malaysia from 1987 to 1989.
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our discussion in English, but he instructed the
office staff to process our papers in Malay. We
had had dinner with this man and his family,
and while most of the conversation was in
English, he spoke Punjabi with his elderly
mother-in-law.

Even I, with only a moderate command of
Malay, did a fair amount of code-mixing in my
daily affairs. When we went to pay our income
taxes at the end of our stay in Malaysia, for
example, I explained the reason for my visit to
the receptionist in Malay, but settled into
English when the senior administrator entered
the booth where my wife and I were waiting.

Hllocutionary code-mixing

People make statements beyond the sur-
face level of communication when they choose
to speak a particular language in a particular
situation. In speech act theory, the illocution-
ary force of a certain utterance is what the
speaker means by the utterance; it is separate
from the surface message, the locutionary force,
of the utterance (Searle, 1979). If I am watch-
ing television with my wife and she asks, “Is it
too loud?”, the locutionary force of the utter-
ance is a question to which I should answer,
“Yes, itis,” or, “No, itisn’t,” depending on my
individual perception. However, my wife does
not really want to know my opinion of the
television’s volume—she wants me to get up
and turnitdown. Theillocutionary force of her
question “Is it too loud?” is actually a request
that I get up and adjust the volume control.

Similar illocutionary force can be found in
code-mixing situations. Tay (1989) calls this
element of code-mixing “total communicative
impact” (p. 412) and defines it as the attitudes
speakers intend to convey in communication.
I would like to name this element “illocution-
ary code-mixing,” to suggest that there is more
behind the decision to speak a particular lan-
guage or languages than the simple linguistic
ability to do so.

In Malaysia, there is a certain amount of
prestige associated with the English language,
especially in the Chinese and the Indian com-
munities. This prestige can be traced back to
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British colonial days when English was the
medium of instruction in schools and when
educated people could speak English. When
the Malay tax officer addressed me in English,
he was making a statement about the relatively
high level of his education and his positive
attitude toward the English language.

Similarly, whenIspoke Malay to the recep-
tion clerk, I was making a number of illocu-
tionary statements. I was advertising the fact
that I had taken the trouble to learn Malay,
which she was sure to appreciate. I was show-
ingrespectto a Malay person by addressing her
in her first language. I was demonstrating my
cultural sensitivity and perceptiveness by at-
tempting communication about a government
matter (taxes) in the national language. In
other words, I had an agenda in using Malay
which went beyond the surface level meaning
of our conversation.

Political code-mixing

Finally, I believe that communicators make
political statements when they engage in code-
mixing. I would like to define political code-
mixing as an illocutionary political statement
made through the use of a particular language
or languages in a particular situation. I would
also like to define “political statement” as a
statement which reflects the current or desired
governmental system in a particular place; or a
statement which reflects the racial or religious
bias of language users in a particular place.

When I ordered teh O bing kosong in my
favorite restaurant, I was making a political
statement through code-mixing. I was ac-
knowledging the fact that Malaysiais adiverse
linguistic and political community to which
many languages and peoples have contributed.
A large part of the political history of modern
Malaysia—the Arabic influence through Is-
lam on the Malay language and community,
British colonialism, mass immigration from
southern China—is present in those four words
or symbols.

Political language use can also be far more
aggressive and can serve both unifying and
dividing functions. For the most part, how-
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ever, the political use of language as either a
unifier or a divider is accomplished through
code-purity, rather than through code-mixing.

Code-Purity

Kachru (1986) discusses “code-purifica-
tion,” which he defines as “a linguistic activity
aimed at curtailing linguistic change” (p. 62).
He lists anumber of attitudes which contribute
to the desire on the part of communicators to
maintain the purity of a language. For in-
stance, Arabic and Sanskrit are ‘sacred lan-
guages which maintain their purity for relig-
ious purposes. Other writers have also dis-
cussed the attitudes toward language purity or
code-purification. Cheng and Butler (1989)
state: “Some [language users] feel that...code-
switching can ‘pollute’ a language” (p. 297).

Neither Kachru nor Cheng and Butler
mention political attitudes as contributing to a
desire for language purity, though Kachru’s
discussion of sacred languages could fall within
my definition of politics. I feel, however, that
political motivation is a vital element in code-
purity and would like to suggest a set of sub-
components for code-purity which could more
effectively contain the overt political func-
tions of language: language imperialism and
language nationalism.

Language imperialism

I will define language imperialism as a
conscious action on the part of a government to
create unity in an area or country through the
use of a common language. The familiar arro-
gant connotations of the word “imperialism”
can be a factor in language imperialism; how-
ever, “imperialism” can also be used in a
noncolonial sense, indicating action within a
government’s recognized sovereignty.

Language imperialism can be used as a
political tool by colonial governments in order
to achieve unity in and control over a multilin-
gual, multiethnic country or area which is
emotionally, thoughnotmilitarily, beyond their
control. English, forexample, was consciously
established as the language of government,
education, and business in India in 1835 under
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a plan proposed by Thomas Babington
Macaulay, Law Member of the Governor-
General’s Executive Council (Kamath, 1986).
English soon became the unifying language of
the Indian subcontinent. Not only could the
British colonizers communicate more readily
with the Indian peoples, but the Indians them-
selves, speakers of hundreds of different lan-
guages and dialects, could communicate inter-
regionally and interlinguistically through the
use of English. Naturally, this unity of lan-
guage facilitated the control of India by the
British, the success of business, and the impe-
rial prosperity of India.

The British followed this same pattern in
Malaysia as well, with an initial twist: The
colonizers created the multilinguistic nature
of modern Malaysia by importing large num-
bers of Chinese to work in the tin mines (today,
ethnic Chinese number 35% of the population
of Malaysia) and large numbers of Indians to
work in the rubber plantations (ethnic Indians
from many linguistic groups now comprise
10% of Malaysia’s population); then the Raj
unified the diverse population—themselves,
the immigrants, and the original Malay inhabi-
tants—with the English language. AsinIndia,
English as the unifying language of govern-
ment, education, and business helped the Brit-
ish control Malaysia and make the country an
economic success.

Similar examples of language imperialism
can be found closer to modern times, too. One
of the first things the Japanese did when they
conquered Malaysia during World War II was
to begin teaching Japanese in public schools—
I have friends in Malaysia who can still hold
simple conversations in Japanese that they
learned as children in school during the occu-
pation. In the contemporary Soviet Union,
Russian is the language of government and
education in many republics whose majority is
neither ethnic Russian nor Russian speaking.

Of course, language imperialism is not only
a tool of colonial governments. Singapore’s
“Speak Mandarin Campaign” (Pakir, 1989) is
also an example of language imperialism. The
governmentis trying to unify the many dialects
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of Chinese currently spoken in Singapore,
whose population is 75% ethnic Chinese (Tay,
1982), into Mandarin. English has always
been an unofficial unifier in the United States;
it has given a diverse racial and ethnic hodge-
podge of immigrants a common language in
which to communicate, educate themselves,
and do business.

Language nationalism

On the other side of the political code-
purity issue is the use of language by either
governments or groups as a divider. I would
like to call this element of code-purity “lan-
guage nationalism.” With the breakup of the
19th century European empires and the threat-
ened collapse of the Soviet empire, it is com-
mon to interpret the word “nationalism” as
necessarily positive. However, I would like to
view “nationalism” as free from connotations;
“language nationalism” in this essay refers to
action on the part of governments or groups to
establish the distinction of their country, area,
race, ot religion through language use.

Historically, language nationalism is often
the pair-partner of language imperialism:
Countries which have been linguistically
dominated by an extranational force oftenreact,
immediately before and after independence,
with an intense desire to revert to the precolo-
nial language.

The growing nationalistic movements in
the Soviet Republics are motivated at least in
part by a desire to reestablish their national
languages. Should Lithuania achieve inde-
pendence, one of the first things to go, along
with various statues of Joseph Stalin, will
probably be the Russian language in schools
and government. Indian independence was not
without a linguistic agenda: In 1947, Pandit
Nehru announced that the English language
would disappear from use “within a genera-
tion” (McCrum, Cran, & MacNeil, 1986, p.
333). In Pakistan’s nationalism movement,
Urdu, the language of Muslims in India, was
nominated as a replacement for English as the
national language (Haque, 1982).

English remained the national language of
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Malaysia past its 1957 independence from
Britain, probably because, as in India, English
continued to supply a common vehicle for
communication in a country where there were
many native languages. However, the Malay-
dominated government established Bahasa
Malaysia as the official language of govern-
ment and education under the National Lan-
guage Policy Act of 1967 (Augustin, 1982).
Government schools had shifted completely to
Malay medium education by 1983 (Ambrose-
Yeoh, 1988). The Malays held the numerical
population advantage and were the historical
“owners” of the country; therefore, Malays
were within their philosophical rights to estab-
lish a national language which reflected their
national heritage. By establishing Bahasa
Malaysia as the national language—by engag-
ing in what I call language nationalism—the
government was making a positive nationalis-
tic statement of separation from past British
colonial rule and English as the language of the
colonial period.

It is interesting to note that Malaysia, in
establishing language nationalism, invoked the
very thing it set out to overcome—language
imperialism. The reality of modern Malaysia
in the 1970s and today is that it is multiracial
and multilinguistic. To establish a national
language which is the first language of only
55% of the population is to assume linguistic
control over the remaining 45%. 1 had many
ethnic Chinese and ethnic Indian friends in
Malaysia who complained of the difficulty this
language policy created for their school-aged
children. The children were placed at an auto-
matic disadvantage when they entered public
school because they could not immediately
communicate in the language of instruction. In
this sense, Malaysia’s Malay language nation-
alism was also intranational language imperi-
alism and was nearly as guilty of arrogance as
the British had been a few generations before.

I witnessed many examples of Malay lan-
guage nationalism during my two-year stay in
the country. In fact, I wouldn’t have been
invited to Malaysia by the government if it
were not for Malay language nationalism. The
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promotion of the Malay language as the me-
dium of education and the consequent demo-
tion of English to the educational category of a
foreignlanguage led to declining English skills
inpublic school students. Atthe same time, the
government wanted to send rural Malay stu-
dents to universities in the United States. The
government had two motivations in this pol-
icy. First, rural Malays were considered edu-
cationally disadvantaged, and the government
wanted to provide a means of advancement for
them; and second, a university education in the
United States would supply students with the
technological expertise to-help Malaysia itself
advance. So the government set up two-year
colleges in order to prepare Malay students,
while still in Malaysia, for a second two years
at U.S. universities. One important educa-
tional goal of these colleges was to improve the
students’ English abilities, which is why my
wife and I were hired.

Unfortunately, the government’s desire to
educate its young people in the United States
was not shared by all people—not even by all
the faculty of our college. I will never forget
my first Humanities Department meeting. The
Islamicreligion teachers (for our college, being
limited to Malay students who were all Is-
lamic, included religious education as an
important part of the curriculum) refused to
greet my wife and myself, insisted that the
meeting be conducted in Malay even though
English was the language of instruction on
campus in all but religion classes, and then
proceeded to deride English education and the
United States (this was translated for me later)
at considerable length. Shortly after this
meeting, the religious teachérs removed them-
selves from the Humanities Department, set-
ting up a department of their own.

‘When we tried to encourage an English-on-
campus policy, the religious teachers reacted
by lowering religion class grades for students
who abided by our policy. Confused students
ended up in our offices in tears, torn between
their prescribed religious obligations and their
desire to improve themselves as students. The
Englishlanguage and the U.S. were frequently
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attacked as decadent and evil in religious
meetings. Entering freshmen kept English
journals for our composition classes. A marked
deterioration of attitude toward the English
language and the United States was typical
between the beginning and the end of a term.
My point in these anecdotes is not a per-
sonal diatribe against Islam, Malaysia, or my
college. The racial and religious composition
of modern Malaysia was created, and then
abandoned, by the British Empire in an act of
almostinconceivable arrogance. The conflict-
ing motivations and desires of the remaining,
and disparate, power groups make Malaysia’s
course into the future a dangerous one, to
which I am genuinely sympathetic. My point
in these anecdotes is merely to highlight the
political use of language. _
Language was and is used politically in
Malaysia to draw religious, national, and racial
distinctions. Part of the religious teachers’
negative reaction to English was religious; it
was intended to separate Muslims from the
West, which they viewed as decadent and
dangerous for Islamic morality. Another part
of their negative reaction was nationalistic,
intended to reinforce the political separation
between the modem country of Malaysia and
the departed British colonial empire. Malay
medium education in public schools sepa-
rates—segregates—along racial lines; educa-
tional opportunity is offered unequally to
Malaysia’s intranational ethnic groups.
Language nationalism is a natural develop-
mentin countries which have been subjected to
language imperialism. While it is understand-
able and right that countries would want to
agsert their national heritage through language
policies, it is also clear that these policies can
cut much deeper than intended—far past the
colonial empires they set out to excise.

Politics and the Modern English Language

Up to this point, I have discussed the politi-
cal use of language in general. I have at-
tempted to establish that the decision to use a
particularlanguage in a particular situation can
be made for reasons other than surface com-
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munication, and I have suggested political
statement as one of these illocutionary reasons.
I have also discussed the political use of lan-
guage as both a unifying tool, which I called
language imperialism, and as a dividing tool,
which I called language nationalism.

Thus far my examples of the political use of
English have been restricted to the British
Empire and have been, necessarily, a discus-
sion of past history. In what follows, I would
like to discuss the political nature of modern
English, as it continues to grow in importance
as the international language of business and
education. As the United States is now the
dominantEnglish-speaking powerin the world,
I'will restrict my remarks to the political use of
English by the United States.

The English language and ideology

The English language is purposefully pro-
moted by such United States government
agencies as Voice of America (VOA), the U.S.
Information Service (USIS), and the Peace
Corps. Besides the fact that any governmental
action is necessarily political, the U.S. govern-
mentis making illocutionary ideological state-
ments through the promotion of English.

The promotion of English by the United
States has always been generous and relatively
free—no strings attached. The USIS freely
distributes English language and educational
materials, including The English Teaching Fo-
rum, a widely respected and influential jour-
nal, through embassies all over the world.
Anyone can practice basic English skills by
tuning into VOA’s English education programs
or News in Special English. The Peace Corps
has provided valuable services, including
English education, in thousands of places
around the world. If we look only this far, this
“no-strings-attached” promotion of English ap-
pears to spring from benevolence and wealth:
The U.S. is both willing and able to share its
educational resources. This statement alone is
a powerful gesture of good will which reflects
positively on the United States.

But it is also possible to find a deeper
motive. This magnanimous promotion of Eng-
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lish can be seen as a conscious projection of the
United States as it wants to appear to the rest of
the world. The U.S. is very generous with its
resources. It is easy, if not entirely logical, to
leap to a broader generalization—that every-
thing about the United States is generous,
attractive, and inviting. The recipients of this
U.S. generosity must complete the intended
enthymeme: Many places, governments, po-
litical systems are not so generous by compari-
son; the United States, therefore, is a better
place than these places, and the U.S. political
system is better than other political systems.

In this sense—that of unifying the world
under the umbrella of particular American
values through the use of language—the United
States is consciously manipulating other coun-
tries and is engaging in English language im-
perialism for ideological reasons.

The English language and business

Like many governmental policies, the pro-
motion of English is not limited to pure ideol-
ogy. English is also promoted for more tan-
gible and immediate reasons.

It is in U.S. commercial interests to pro-
mote English as the international language of
business. When business is conducted in Eng-
lish, native English speakers hold an automatic
advantage over speakers of other languages. 1
do not mean to suggest that Americans regu-
larly hoodwink speakers of other languages
with linguistic sleights of hand. Isimply mean
that native English speakers are able to control
English negotiations and business meetings
with greater ease, clarity, and effectiveness
than most nonnative speakers of English who
are forced to communicate in alanguage which
they control imperfectly.

The United States has the British Empire to
thank for the initial colonial spread of the
English language, but is also actively engaged
in the promotion of English for business pur-
poses. Besides ideology, public programs like
VOA, the USIS, and the Peace Corps also
serve business. To grossly oversimplify a
complicated situation, when these agencies
provide English education to government offi-
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cials and businessmen in foreign countries,
they make it possible for U.S. companies to
enter these markets and conduct business in
English. They prepare foreign markets for
U.S. business participation by laying a linguis-
tic foundation for future communication.

English is also promoted by private U.S.
companies so that communication between
U.S. head offices and overseas subsidiaries
and trading partners can be maintained. The
Language Institute of Japan’s (LIOJ’s) busi-
ness English program, for instance, draws
Japanese businesspeople from many U.S.-
owned companies. Sometimes the students
need to communicate with American manag-
ers who are present in Japan. Other times they
will travel to the U.S. head office where they
will communicate about company business
with the home administration.

Itis possible to interpret the U.S.’s double-
pronged public and private promotion of Eng-
lish for business purposes as an attempt to
maintain U.S. economic global dominance. In
this sense, the United States is engaging in a
noncolonial form of language imperialism. A
diverse group (the world) is unified through
the use of a common language, English; con-
trol is assumed and advantage is taken by the
more skilled native speakers of English.

This interpretation, however, is predicated
upon a particular “ownership” of the English
language. As long as English is “owned” by
native speakers, the promotion of English as
the language of international business commu-
nication can be accurately called language
imperialism, and the familiar scenario of con-
trol and exploitation will be enacted.

In my opinion, however, this stage in the
development of English is passing quickly. It
is true that the English language has been and
continues to be actively promoted by both
public and private business interests in the
United States. But today, aggressive nonna-
tive use of English is changing the concept of
ownership. English is beginning to function
independently, without the participation of
native speakers, for the use and benefit of
nonnative speakers. LIOJ’s business English
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program draws many more students from
Japanese-owned companies than from U.S.-
owned companies. The Matsushita Electric
Industrial Company, one of our clients and one
of the largest companies in Japan, has recently
decided to adopt English as its international
language of business communication (Main-
ichi Daily News, 1990). Matsushita needs
English, not to serve some foreign authority,
but to communicate effectively with its own
network of foreign subsidiaries.

Ibelieve the development of the ownership
of English as the international language of
business is a continuum. LIOJ’s Japanese stu-
dents are still nonnative and imperfect English
users and continue to be at a disadvantage
when communicating with native English
speakers. But one day, probably within the
next few generations, they and other interna-
tional businesspeople will speak the interna-
tional language of business, English, as well as
native speakers. At that time, all vestiges of
native speaker advantage and language owner-
ship will disappear.

The English language and education

English has also become a very powerful .
language of international higher education,
though the impact of the language on this
realm, in my opinion, will never be as strong as
on the world of business.

The United States government encourages
students from other countries to attend U.S.
universities and colleges by first granting them
the political privilege of entering the country,
and also by providing federal and state funds to
universities and colleges, some of which is
used to support foreign student services and
organizations, foreign student scholarships, and
foreign graduate student teaching positions.
Once in the U.S., these foreign students study
a variety of academic courses. Perhaps the
correlation is too obvious to merit argument,
but the interaction between teacher and student
in any course which is taught in English should
be considered English education. Beyond aca-
demia, the experience for a foreign student of
living in the U.S.—watching television, read-
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ing newspapers, talking to neighbors—should
also be considered English education.

When these foreign students graduate and
go home, they take more with them than their
academic degrees and technical expertise; that
is, they take more than the surface level com-
municative meaning conveyed in their aca-
demic English language interactions. They
also take many illocutionary political state-
ments which were made and inferred during
their years of living in the U.S. political sys-
tem. Perhaps mostimportantly, they take their
exposure to U.S. basic freedoms—freedom of
speech, press, and religion.

The People’s Republic of China has been
one of the largest foreign suppliers of students
to U.S. universities in recent years. I see an
example of this philosophical value transfer in
the Statue of Liberty erected in Tiananmen
Square last year: The quintessential symbol of
U.S. freedom from oppression was used in
China by Chinese students, some of whom had
studied in the United States, as part of a move-
ment for massive political change.

Of course, countries besides the U.S. rec-
ognize—and use—the political power of lan-
guage. WhenIvisited Dr. Sun Yat Sen Univer-
sity of Medical Sciences in Guangzhou (Can-
ton), People’s Republic of Chinain 1988, I met
many students from Africa, Cuba, and North
Korea. They were all from countries with
which China has ideological ties; they had all
been given complete scholarships to study
medicine; they were all studying in Mandarin.
China was using its educational resources very
effectively for ideological reasons: Those stu-
dents would go back to their home countries
with an excellent education and a high regard
for China and the Chinese political system.

It is important to realize that the United
States is not alone in promoting political ideol-
ogy through educational language policy.
English is certainly the most powerful lan-
guage of international education in the world
today, but it is not without competition.

Of course there is another benefit to the
United States besides ideology in the educa-
tion of foreign students: Money. The demo-
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graphics of the United States have changed as
the baby boom generation has grown older.
Great higher education systems which were
built or expanded 20 or 30 years ago to accom-
modate a large student-aged population are not
filled today. Universities and colleges, there-
fore, are going overseas in increasing numbers
to entice foreign students into U.S. schools in
order to supplement this low enrollment and
recover lost revenues. Naturally, every sector
of the economy benefits from an increased’
student population. The university generates
tuition revenue; local businesses and rental
agencies are able to sell more goods and rent
more apartments; the state and federal govern-
ments collect more sales and excise taxes.

The promotion of English for educational
purposes by the United States, like the promo-
tion of English as the international language of
business, can therefore be seen as language
imperialism. The educational resources of the
United States are provided to students of the
world in a single language, English; native
speakers control this English education and are
able to benefit—in this case both ideologically
and commercially.

However, English as an international lan-
guage of education is not following the same
continuum it is following as the international
language of business. In business, English is
the undisputed language of international com-
munication. Gradually, the ownership of the
language is shifting from sole native speaker
possession to abroader base. To use a business
metaphor, nonnative speakers of English are
buying stock in English and will soon be in a
position of considerable control.

The ownership of English is not desired by
other countries for educational purposes, how-
ever. For various nationalistic reasons, most
countries understandably choose to use their
own native language for national education.
Due to this lack of ownership interest, and due
to the fact that the U.S. has advanced technol-
ogy that many countries want and an educa-
tional system capable of disseminating that
technology to a large population of students,
the United States currently has no serious
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competition for controlling interest in English
as the language of international education.

The competition is not for control of Eng-
lish, but for control of international education
itself. In the vagaries of the future, U.S. tech-
nological and educational resources will proba-
bly decrease relative to other countries’. It is
possible that the language of some other coun-
try—China, for instance—which is vigorously
promoted for ideological and educational pur-
poses, may seriously threaten or even super-
sede English as the most powerful interna-
tional language of education.

A New English Language Statesmanship

In this final section, I would like to discuss
the political use of English by the U.S. and its
citizens in the future. I am a citizen of the
United States and a teacher of English to speak-
ers of other languages, so I find this an impor-
tant issue to consider.

Ideology

Ibelieve it is important to maintain a broad
perspective when analyzing the U.S.’s ideo-
logical use of the English language. It is
undeniably language imperialism designed to
promote the philosophical values of the United
States. But it is also, compared to some gov-
ernmental methods of influencing citizens of
other countries, for instance military conquests
or trade embargoes, considerably less trau-
matic and certainly less physically harmful.

The difference between an ideological
promotion through the English language and
the promotion of ideology through, for in-
stance, support for the Contra rebels in Nicara-
gua, is not one of impact, but rather one of
directness. When the United States supports a
military force which seeks to gain power
through military means, the U.S. is making a
very direct ideological statement: We don’t
like the Sandinists, and we are willing to take
drastic measures to oust them.

Ideological promotion through language
use is considerably less direct. I described it as
an enthymeme above. The U.S. makes a single
proposition to people in other countries—per-
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haps that the U.S. is generous, perhaps that we
have freedom of religion—and leaves it up to
the receivers to complete the argument and
draw conclusions. Our ideological language
policy is subtle, not aggressive—the U.S. does
not force conclusions on anyone.

But, as is common with enthymemes, our
ideological promotion through English is a
surprisingly effective method of persuasion, as
in the Tiananmen Square value transfer I men-
tioned above. This effectiveness escalates rel-
atively when we consider that our English lan-
guage policy is also a gesture of good will—no
hard feelings are engendered toward the U.S.
when we make English education available to
the world. This same cannot be said when the
U.S. or our surrogates embark on military
invasions and innocent people are killed.

For these reasons, I urge a greater promo-
tion of English for ideological purposes. This
goal can be accomplished by allocating more
resources to our existing agencies, VOA, the
USIS, and the Peace Corps, and also by seek-
ing toexpand their influence in countries where
they presently do not operate. I read recently
that the Peace Corps will soon offer a one-year
contract to experienced English teachers who,
being in the midst of a teaching career, cannot
volunteer for the present two-year commit-
ment. This is an excellent idea and is exactly
the kind of expansion of existing programs that
I support. Not only would the increase in
teaching staff enable the Peace Corps to serve
more people, but the greater skill of these ex-
perienced teachers would increase the overall
teaching effectiveness of program.

New agencies could also be established.
For instance, English educational television
programs could be broadcast by satellite to
countries which have an existing television
system. Many developing countries have tele-
vision systems. If offered freely to the world
through satellite television links, U.S. English
education, and its concurrent ideology, could
reach a significant population.

The English language is a powerful ideo-
logical tool which perhaps the U.S. govern-
ment underestimates in favor of more aggres-
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sive actions. If the U.S. can achieve even a
small part of its worldwide ideological goals
through language promotion, instead of resort-
ing to more harmful methods, the world as a
whole will be better served.

Business

The U.S.’s contemporary promotion of
English for business purposes can be seen as
motivated by either the philosophy of the Brit-
ish Empire or the philosophy of the Marshall
Plan. If the United States is out to control the
world economically through the English lan-
guage, then the U.S. is using English like a
weapon with which to subjugate other econo-
mies and reap disproportionate benefits for
itself. The United States is then an extension of
the departed British Empire, but for the physi-
cal possession of territory, and is deserving of
all the unflattering adjectives I heaped on the
Raj in previous sections.

But if the U.S.’s promotion of English
bears a similarity to the Marshall Plan, it can be
seen as assisting other countries toward inter-
national communication self-sufficiency: The
promotion is helping create a medium through
which businesses in countries where English is
not the native language can successfully and
independently communicate with their inter-
national subsidiaries and trading partners.

The Marshall Plan’s economic policies, of
course, were not selfless. By reinvigorating
European economies, new markets were opened
for American products, and American busi-
ness boomed. Selfish motivations can also be
found in a corresponding language policy.
U.S. business holds an advantage in being able
to communicate internationally in its native
language; this advantage will continue until
that day in the future when everyone in the
world can speak the international language of
business as well as citizens of the United States.
But the spirit of the language policy would also
be like the Marshall Plan: English as the inter-
national language of business would benefit
both the U.S. and many other countries as well.

I'think the Marshall Plan metaphor, and the
U.S. goal of international communication self-
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sufficiency, is correct; and I would like to see
the U.S. government become more involved in
the teaching of English for business purposes
in order to more efficiently achieve this goal.

Ibelieve the best way for the U.S. to further
support English as the international language
of business is to do more to guarantee the
quality of English language teaching. There
are thousands of English language schools all
over the world which teach English to busi-
nesspeople. The better these businesspeople
learn English, the better they will be able to
conduct business in English, and the more
successful will be U.S. efforts to create a uni-
versally beneficial language of international
business communication.

I'suggest that an agency of the U.S. govern-
ment become directly involved in the accredi-
tation and licensing of the thousands of Eng-
lish language schools and English language
teachers around the world that serve a business
population. Thave argued (Clayton, 1989) that
the English consumer public could be quite
easily influenced toward better English schools

‘with better teachers and amore effective En glish

education through a licensing system which
would recognize those teachers who had re-
ceived ESL teacher training and an advertising
campaign which would make the benefits of
this experience clear to the public.

For very little cost, the United States could
have a large impact on a subcomponent of
English language instruction which is cur-
rently unregulated. The quality of English
language instruction would increase, the Eng-
lish education public would be better served,
and the business world, as an increasingly
interwoven, interdependent, and interprofit-
able whole, would be able to communicate

* with greater skill and efficiency.

Education

I support the U.S.’s promotion of English
as alanguage of international education for the
ideological reasons I mentioned above: Itis a
powerful and effective tool, and it is less harm-
ful than many other methods of influencing
citizens of other countires. For these reasons,
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Ibelieve the U.S. should continue to encourage
students from other countries to study in U.S.
universities and colleges.

We need to be careful, however, not to fall
into language nationalism in our educational
policies.” It is currently in vogue in the United
States to be protective against the Japanese;
Columbia Pictures and Rockefeller Center are
on everyone’s lips, though the real economic
impact of these acquisitions is negligible. It
would be a natural, though unfortunate, com-
pliment to this Japanese-bashing jingoism to
exclude Japanese students from our educa-
tional resources. A few days ago I was talking
to an administrator of a U.S. community col-
lege. He mentioned that there is a growing
feeling of unfriendliness toward Japanese stu-
dents on his campus; some people were voic-
ing aggressive xenophobic sentiments.

This is dangerous. Should such feeling
become government policy and Japanese stu-
dents become prohibited from studying in the
United States, the U.S. would be embarking on
an uncharacteristic act of language national-
ism: We would be using our educational
policy to separate groups, rather than to draw
those groups together. We need to be very
careful not to let pressures from other political
motivations influence our educational policy.

However, I also believe there are cases
where language nationalism should be enacted
—where groups should be threatened with
separation from our educational resources—in
order to effect social change in other countries’
educational systems. For instance, my college
and other two-year colleges in Malaysia are all
racially segregated. Most of the students in
these colleges go on to complete bachelor’s
degrees in American universities and colleges.
A prescriptive nationalist use of our language
policy could be to suggest that Malaysia deseg-
regate its colleges and offer equal educational
opportunity to all races, a policy more in line
with our own ideological philosophies. The
power behind this suggestion would be, of
course, that the government of the United
States holds the right to refuse these students
entry into the country and into the U.S. higher
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education system.

This prescriptive use of our English lan-
guage policy would have to be used charily.
There are many potential dangers in the plan:
It could be invoked to satisfy other-than-edu-
cational motivations in the United States; it
could become a tool of U.S. partisan politics; it
could be used to attempt change outside the
educational systems of other countries. I do
not mean to set the U.S. on a course toward
educational fascism.

However, if used intelligently and with
limited scope, I believe the prescriptive power
of language nationalism could be a positive
political tool. If such prescriptions would
encourage even a few instances of educational
desegregation along race, gender, or religion
lines, then the policy, in my opinion, would be
justified.

Personal statesmanship

All of us who teach English make political
statements through the act of teaching our
language. If we work for an agency of the U.S.
government like the Peace Corps, or if we
work for a governmentally funded university
or college, we are agents of explicit govern-
ment policies or regulations which reflect the
philosophies of the United States toward citi-
zens of other countries. If we are citizens of the
United States teaching in private schools which
are not funded through the government, we
still influence other people by exposing themn
to our values, our customs, and our political
culture. If we teach English for the govern-
ment of another country, we similarly may be
agents of that government’s policies and po-
litical philosophies. ElliotJudd (1984) summed
this concept up eloquently when he wrote,
“The teaching of English to speakers of other
languages...is a political act” (p. 265).

When I went to Malaysia, I had not thought
deeply about my political responsibilities as an
English language teacher. I wanted to go to
Malaysia because I had enjoyed teaching
Malaysian students in the U.S., because I
wanted to gain an extra-U,S. world view, and
because I thought it would be an adventure to
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live in Southeast Asia. These were entirely
selfish motivations.

I did not consider that I would be influenc-
ing my students ideologically by exposing
them to my U.S. background, values and cul-
ture. Icertainly did not consider that this influ-
ence would be in some cases contrary to the
religious interests of my college and the gov-
ernment, and I did not anticipate the problems
that ensued.

Neither did I consider that, by working for
the Malaysian government, I would become an
agent of their policies, though this is precisely
what happened. My actions—teaching, advis-
ing, interacting—as an employee of the gov-
ernment, the Ministry of Education, and my
college, made a very strong illocutionary po-
litical statement: I supported the government
policy of educational racial segregation.

My point in this final anecdote is not to
attempt a personal catharsis of guilt, but to

demonstrate the larger political drama in which

we as English language teachers play power-
ful—and sometimes unintentional—roles. We
must recognize that our actions as English
language teachers make powerful political
statements, though these statements may be far
removed from our personal values; and we
must accept full responsibility for whatever
those political statements are. If the statements
are unethical, or if they deny the basic free-
doms that we insist upon for ourselves from
other people or groups of people, then we must
take action to change the situation.

Teaching English is not an isolated act, and
itshould notbeaselfishact. We touch students
in the same way a pebble touches water—the
ripples are, theoretically, infinite. TESOL pro-
fessionals need to recognize this power and
learn to use it positively.
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Note Taking

David Wardell

More and more Japanese students are setting
their sights on education overseas. According
- to the Ministry of Education, a total of 3,165
Japanese high school students spent more than
three months in foreign school systems in
1986; this number was expected to exceed
4000 in 1989. ‘

Because of this trend, a valuable trait for
language teachers to cultivate in second lan-
guage learners is note taking; the ability to
listen carefully and to gather information well
will contribute to a student’s success in over-
seas learning environments. The following
technique has proven useful in developing this
skill.

Preparation

Materials required are either a video or tape
recorder, a prerecorded lecture, and a teacher-
prepared worksheet.

First, the teacher should record a lecture
using a video or tape recorder. Be certain to
consider the age, language ability, and spécial
interests of the class when selecting the lecture
material; topics should be relevant to the learn-
ers’ immediate needs and challenging to—yet
not beyond—their linguistic competence.
Naturally, the content of the lecture for a junior
high class would necessarily be different from
alecture designed for those at the university or
in a business training course.

Using someone other than the regular
teacher to deliver this lecture is one way to
introduce students to a variety of speaking
styles. Japanese teachers of English who have

Assistant English Teachers (AETSs) in their
classrooms may find that this activity offers a
good opportunity to use the native-speaking
talents of these assistants. Delivery should be
natural and at a normal—not necessarily
rapid—speed.

Next, the instructor should review this
recording and prepare a set of notes on its
content. Pay particular attention to the way in
which unfamiliar terms are identified and
defined as well as how complex ideas are
analyzed and relationships developed. In most
cases, this process of scrutinizing the text
parallels the task teachers perform when ana-
lyzing material to determine comprehension
questions on an examination.

From these teacher’s notes, a worksheet
can be prepared for the student activity. Some
items which appear on the teacher’s form should
be left blank on the worksheet. Again, the
length and complexity of this worksheet de-
pends upon the linguistic competence of the
members of the class. A worksheet for a
beginning-level group might resemble a par-
tially completed matrix or a cloze activity that
has only a few of the most significant names,
facts, or numbers missing. On the other hand,
aworksheet for advanced students can take the
form of an outline with the organizational
design of the lecture shown, yet with nearly all
the “facts” missing. In this approach, the lis-
tening activity requires not only the gathering
of information but also the ordering of this data
into a pattern which illustrates the relationship

David Wardell, an instructor at The University of
Pittsburgh English Language Institute (Tokyo), has
taught in Thailand, China, and Iran, as well as at
various universities in Portland, Oregon. His ar-
ticle “Bunraku: Japanese Puppets and ESL” was
published in Cross Currents 16(2).
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between major ideas and supporting evidence.

Note Taking Examples: Three Levels

The following three figures illustrate the
different ways lectures and worksheets might
be designed for beginning, intermediate, or ad-

vanced learners.

FIGURE 1
Beginning Level

Lecture: The Shopping Trip

Last week Sally and Bill went shopping. First,
they went to the supermarket. Bill bought four
oranges and a dozen eggs. Sally bought three
apples and a loaf of bread. Next, Sally and Bill
went to the flower shop. Atthe flower shop Sally
bought two roses and Bill bought four tulips.
Finally, Bill and Sally went to a sweet shop. At
the sweet shop Bill bought five donuts and Sally
bought a chocolate cake.

Worksheet: The Shopping Trip

Complete the chart. Tell where Bill and Sally
went first, second, and third. Also, list the num-
ber and kind of items they bought in each store.

APPLES BREAD DONUTS CAKE

EGGS TULIPS ORANGES ROSES
BILL SALLY
FLOWER SHOP
#
SUPERMARKET
#
SWEET SHOP
#
FIGURE 2

Intermediate Level

Lecture: Volcanoes

Today, I would like to talk to you about volca-
noes. As you know, a volcano is a kind of
mountain that sometimes explodes. When a
volcano explodes, fire, steam, and lava shoot into
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the air from the top of the volcano. The tempera-
ture at the top of an exploding volcano is very
hot. The lava that comes out of the volcano is
actually melted stones. These stones are so hot
that they turn into liquid form and sometimes
make a river of fire as the lava flows down the
side of the mountain. There are three types of
volcanoes. The first type of volcano is called
“active.” When a mountain is exploding, it is an
active volcano. The second type of volcano is
called “dormant” or sleeping. A mountain that
has not erupted for a long time is known as a
dormant volcano. Mt. Fuji is a dormant volcano
because someday it may erupt again. The last
kind of volcano is called “extinct.” A volcano is
extinct when all activity has stopped. Extinct '
volcanoes will never erupt again.

Worksheet: Volcanoes

Topic: Volcanoes

Definition: Volcano =

Results of an explosion:
a.
b.
c. lava

Lava =

Three kinds of volcanoes:
a. = a volcano
that is exploding.
b. = a volcano
that is resting.
c. = a volcano
that no longer explodes.

FIGURE 3
Advanced Level

Lecture text from “In Japan the Woman Is the
Boss?” by G. Fields, in From Bonsai to Levis (pp.
59-75), 1983, New York: New American Library.

Lecture: Japanese Housewives As Consumers

Today’s lecture is about the Japanese house-
wife and her role as a consumer. To market re-
searchers, no one is more important than the
housewife because of her financial power in the
marketplace; there is no difference between East
and West in this sense.

This is not to say, however, that American and
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Japanese housewives are identical in their be-
haviors. For instance, the Japanese housewife
spends far less time cleaning the house and
polishing the furniture than her counterparts in
the West. The Japanese house is smaller, and as
a consequence, housewives in Japan have rela-
tively little furniture to care for. To counterbal-
ance this, they spend more time laundering than
American housewives.

Studies also reveal that Japanese housewives
spend far less time in the kitchen than their
Western counterparts. There is less need to
spend a lot of time preparing a Japanese meal,
which is largely ingredient- rather than course-
oriented. No homemade cakes, pies, or casser-
oles occupy the time of the average Japanese
housewife.

On the other hand, Japanese housewives de-
vote a great deal of time to shopping, and this is
the opposite of women in the West. The Japa-
nese housewife shops almost every day, but the
Western housewife shops in bulk and only a few
times a week.

Unlike her Western counterpart, the Japanese
housewife doesn’t have a shopping list because
she really doesn’t know what she is going to buy
before she leaves home. She scrutinizes the fresh
foods available for quality and price; she looks
for the best buy of the day.

The Japanese housewife prefers the small,
specialty fresh food stores over the supermarket.
This is reasonable because the shopkeepers are
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able to provide reliable advice that is unavailable
in the impersonal supermarkets.

While Western housewives tend to do all of
their shopping at a single store, Japanese house-
wives usually visit more than one store during an
average shopping trip. They visit the supermar-
ketbecause there they can get good buys on such
items as detergents, coffee, and toilet tissue. For
fish, meat, and vegetables, Japanese housewives
prefer the smaller specialty shops.

Worksheet: Housewives As Consumers

Topic:
Significance:

DIFFERENCES

JAPAN THE WEST

Reason:

Reason:

4.

Reason:

6.

Reason:

7.

Reason:

Procedure

After distributing worksheets to the class,
deliver the lecture using the live presentation
by an AET or the prerecorded tape or video. As
students listen, they should follow the work-
sheet filling in the missing sections. Once
completed, this worksheet gives not only an
outline of the lecture’s content, but also pro-
vides a model which may assist in developing
thetorical styles inrelated writing assignments.

A useful methodology to follow using this
technique is to present the lecture two times
with a discussion period sandwiched in be-
tween. First, the class listens and takes notes.
Next, the class—either as a group or in pairs—
talks through the worksheet comparing an-

swers and sharing information with one an-
other. And finally, the lecture is repeated;
students check their work and refine their data.

Evaluation

Once the lecture and note-taking process
has been completed, the teacher may hand out
a “mini-quiz” for students to take using their
notes as support. Figure 4 (top of column 2,
page 52) illustrates a mini-quiz for the ad-
vanced level lecture shown above.

Whether or not these mini-quizzes are col-
lected and graded is a teacher’s individual
prerogative. Personally, I never mark and
record scores from these quizzes because 1
view the activity as adevelopmental procedure
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that should remain non-threatening and held
apart from quantitative evaluation. In my
classes, we quickly compare answers to the
quiz and then move on to another activity. Ul-
timately, those students who have mastered the
intellectual processes requisite for skillful note
taking will demonstrate excellence within other
testing environments.

To assist students in immediately evaluat-
ing the notes they have taken, a sheet showing
suggested answers for the note taking work-
sheet is distributed. Figure 5 (below) is a
sample answer sheet for the advanced lecture.
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FIGURE 4
Advanced Level Mini-Quiz !

Mini-Quiz: Japanese Housewives as Consumers

1. List three reasons Japanese housewives are
different from American housewives.

2. ExplainthereasonJapanese housewives pre-
fer small specialty shops.

3. Although not specifically stated, the lecturer
suggests reasons American housewives pre-
fer supermarkets. Discuss these reasons.

FIGURE 5

Advanced Level Sample Answer Sheet: Japanese Housewives as Consumers

Topic:

JAPAN
1. Spends less time cleaning house
Reason: Japanese houses are smaller
2. Spends more time laundering
3. Spends less time in kitchen

4. Shops almost every day
5. Doesn’t use shopping list

6. Prefers small specialty shops
Reason: Small shops offer reliable advice
7. Visits more than one store

The Japanese housewife and her role as a consumer
Significance: Her financial power in the marketplace

DIFFERENCES

Reason: Japanese meal ingredient-oriented

Reason: Japanese don’t plan purchases but Westerners buy in bulk planning for future meals

Reason: Better bargains in different shops

THE WEST
Has large house and lots of furniture
Prepares cakes, pies, and casseroles

Shops only a few times each week
Uses shopping list

Uses supermarkets

Shops in one store

At first, when this technique is unfamiliar
to the class, permit students to work in pairs or
groups. This creates a less threatening atmos-
phere and may enable strong students to guide
weaker ones in using effective listening strate-
gies. Note that when students work alone,
some may “get lost” and miss parts of the
lecture while trying to locate the correct place
on their worksheets. To overcome this prob-
lem, allow the class to hear the lecture once
before starting the worksheet activity.

As a follow-up, repeat this same lecture
several weeks later without the worksheet.
Have the class take notes using a blank sheet.

Afterwards, let the students compare these
notes with their earlier worksheets to identify
which areas are missing or incomplete.

Conclusion

Note-taking activities sharpen students’
listening comprehension, cultivate an under-
standing of culturally different rhetorical pat-
terns, and provide a way to integrate content
materials from other areas of the curriculum
into the language classroom. Development of
these linguistic skills has long-range benefits
for the students—not only in their own society,
but also in the international community.



Task Writing for Conversation
Courses

N. Ann Chenoweth

With the current focus on communicative
language teaching, emphasis in many courses
has been placed on developing listening and
speaking skills. One result has been that read-
ing and writing skills are neglected. In Japan,
this tendency has been reinforced by the prolif-
eration of English conversation schools, the
demand for company-sponsored conversation
classes, and the increase in oral skills classes at
the university level. A common goal for most
Japanese students of English seems to be, as
one of my students phrased it, “I want to
speaking English more and more freely.”

' However, teachers should not overlook
reading and writing, assuming that in a conver-
sation class it is appropriate to teach only lis-
tening and speaking. Our students are increas-
ingly likely to find themselves in situations
which require an ability to use and respond to
both oral and written English; our classes should
prepare them for these situations.

Many teachers will hesitate at this point,
thinking that incorporating writing into their
conversation classes will necessarily require a
large investment of time for correction. This
article will show how teachers can use writing
tasks in their classrooms to provide naturalistic
language practice without significantly increas-
ing their own workloads. I will first look at
some underlying principles of task-based learn-
ing, then consider the basic components of a
successful writing task, and conclude with a
few examples of writing tasks which involve
the students in real communication. -

Rationale

Communicative language tasks are useful
because they involve learners in the target
language: They require that students attend to
meaning instead of focusing primarily on form.
As Nunan (1989) points out, by completing
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language learning tasks in classrooms, stu-
dents “develop the skills they will need for
carrying out real-world communicative tasks
beyond the classroom” (p. 38).

The majority of students enrolled in con-
versation courses are more likely to need to
write clear directions or produce coherent
discourse of the sort found in letters and post-
cards than to write essays of an academic
nature. A task-based approach lends itself
naturally to these needs.

The goal in a typical conversation course is
to get the students to use the target language to
communicate. Since in large classes it is im-
practical to have students speak only with the
teacher, it makes sense to have the students
communicate with each other. This can be
achieved through information gap tasks. In
these activities, each participant in a pair or a
group is given a different piece of information;
the students then share their individual pieces
of information orally in order to understand the
whole idea. Information gap tasks have be-
come accepted among teachers as appropriate
for speaking practice. Somehow, though, the
idea has not yet been carried over to writing.

However, just as these speaking tasks pro-
vide a reason for interaction, so writing tasks
allow students to communicate through writ-
ing. Further, if the task is set up so that the
reader will have to use the content of the text to
do something, the task will more closely mir-
ror real-world communication, and students
will not be producing texts just to show they
have mastered a particular function or a certain
grammatical structure. If this extra purpose is
missing, the students may be satisfied with
producing the bare minimum to meet the re-
quirements of the assignment, and the resultant
product will seem very mechanical and life-
less. In addition, students will notknow if they
were able to express their ideas in a way that
was understood by the reader.

N. Ann Chenoweth teaches at International Chris-
tian University in Mitaka, Japan and is an editor of
The Language Teacher. She is coauthor of Basics in
Writing: Tasks for Beginning Writers.
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However, if the assignment is structured so
that other students must read and use the con-
tent in some way, then the writers will have a
concrete basis for evaluating their work and
more of areason to put some life into what they
write. This is, after all, close to how most of
our real-world writing is assessed: Did it
communicate the intended meaning?

Constructing Successful Writing Tasks

As mentioned above, typical speaking ac-
tivities involve students in pairs or small groups
working on an information gap activity. The
missing information provides a reason for oral
communication. This same principle can also
apply to writing tasks. There is an additional
practical benefit: Many of the speaking tasks
found in student textbooks can be easily modi-
fied to become suitable writing tasks.

For example, a typical speaking task in-
volves students describing pictures of people.
Students can write descriptions of different
pictures, and later, student readers match the
pictures with the descriptions. Another vari-
ation can be to have each student draw a picture
of a person first and then describe it in writing.
Students get into groups, exchange drawings
and descriptions (mixed up) with another group,
and then match each drawing with the corre-
sponding description.

Normally these tasks should be preceded
by listening and speaking activities and any
overt teaching of the requisite language. In
some cases the writing will lead to a further
speaking or listening task; in other cases it will
lead to more writing. "

As seen in the example, students read each
other’s work and then complete some kind of
task. It is essential therefore to design the
assignment with a built-in task, since the main
criterion for evaluating each student’s work is
centered on whether the intended meaning was
successfully communicated. Was the student
reader able to complete the task? This differs
from traditional peer evaluation because the
students are not responding to the correctness
of the form of writing—they are using the
content of the writing to do something. Of
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course, they often do give each other feedback
on form so that the writer can correct any mis-
takes, but this is not the reader’s main purpose.

This form of evaluation frees the teacher
from the limiting role of evaluator; it also leads
to increased interaction among the students as
they share their work.  Having the students
read each other’s papers also allows them to
see how others have done the same task. This
can be especially beneficial for beginning
writers who often can only visualize one ap-
proach to a task (Flower & Hayes, 1980).

Teachers are thus freed of the burden of
reading everything their students write. They
can collect student papers after they have been
read in class and evaluate them separately, but
students are generally satisfied with the feed-
back they get as a result of the task.

Some Sample Tasks

Tasks can be broadly divided into two
categories: simple information gaps, and those
which require negotiation to complete.

Information gap tasks

Tasks of this type include matching pic-
tures and descriptions, as described above.
They also include other types of writing where
not all the information is known; for example,
students can be asked to draw in additions to
“complete” illustrations in their textbooks.
Tasks of this type would include adding furni-
ture to pictures appearing in units dealing with
location of objects in a room or adding build-
ings to maps in chapters devoted to teaching
students how to give directions. The students
then write a note to a partner describing the
additions they have made (where the furniture
is located or how to get to the new building
from point X). Partners exchange and read
each other’s notes, try to make the same addi-
tions to the illustration, and finally confirm
their additions with each other.

The amount of explanation that teachers
give their students about the reasons for writ-
ing will vary from class to class; with lower-
level students, it is generally best to keep these
explanations simple to avoid confusion.
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If the students have been talking about
vacation travel plans or if they have been
working on “going to do something,” then they
can write notes to each other describing their
vacation plans in X country. For this activity,
they will need a simple map of the world.
Many student books include such maps. After
drawing their routes on these maps and writing
about their plans, including at least three des-
tinations and some description of what they
want to see or do in each place, they exchange
letters with a partner. The students then read
the letters and trace their partner’s route on ei-
ther their map or another blank map using a
different color ink. In the end, partners com-
pare their maps. Did the reader draw the same
route as the writer?

Negotiation tasks

With more complex tasks involving nego-
tiation, new information is introduced mid-
way through the task, and the two writers must
reach a consensus based on their opinions.
Afterthe students have exchanged letters in the
vacation map task described above, the teacher
can tell them they should travel together. They
then write their partner a letter proposing this
joint travel arrangement and suggesting an
alternate route that would incorporate parts of
both original plans.

Sometimes it is possible to combine a vari-
ety of responses to a piece of writing. After
filling in the route on the map in the vacation
map task (in other words, after establishing
that the basic message was communicated),
students can then complete short notes to each
other responding to the content. These notes
can comment on the plan (“you are trying to go
too many places”), offer advice (“don’t eat too
much pasta or you will become fat”), express
envy (“IwishI could come with you™), or make
requests (“please bring me many souvenirs”).

Additionally, the student “going on the
trip” can be asked to write a post card from
some pointon the trip to his or her class partner.
Often these cards are quite realistic, as students
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frequently draw pictures for the front of their
cards. Thishighlevel of involvementis typical
when task-based writing is used.

Conclusion

As we have seen, these writing tasks can be
created by adjusting oral information gap ac-
tivities or negotiation tasks to a written format.
Using these tasks thus allows teachers to inte-
grate writing into their conversation classes in
a natural way. However, when designing or
adapting these sorts of writing tasks, it is very
important to consider what the writing is going
to be used for. In a class which emphasizes the
communicative use of English, the writing that
students are asked to do should reflect that
purpose and should keep “display writing” or
“writing to the teacher” to a minimum.

Task writing provides opportunities for
students to use the target language in natural
ways that-are intrinsically involving, motivat-
ing, fun, and applicable to real-world situ-
ations. In addition, since the writing students
produce is used in realistic ways, with the
writers held accountable by their peers for the
content, it frees teachers from their traditional
role as wielders of the red pen. Thus, teachers
can give students frequent chances to write
without becoming overwhelmed by the daunt-
ing task of correction.
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Teaching with Imperfect
Language

Curtis Chapman

I'had never felt more frustrated in my life. My
first lecture contained 90 minutes of assorted
one-word explanations, grunts, hand signals,
and drawings. After a lot of sweat and tears,
my Japanese students knew no more English
than they did before coming into the class-
room. We simply did not speak the same lan-
guage. These students, 15 adults in a commu-
nity evening class, understood a few isolated
words at best. They probably understood more
by way of what I did not say—by my facial
expressions and stick people—than by my ver-
bal attempts. These nonverbal forms, how-
ever, were unplanned, spur-of-the-moment at-
tempts to make a functional language point.

Most teachers naturally rely on spontane-
ity. The problem is that spontaneity without
guidance leaves students on their own to fol-
low a teacher’s line of reasoning. I realized
that teaching spontaneously was not without
some benefit for my students. I could adjust to
each new situation and simplify explanations
accordingly. It was essential, though, to elimi-
nate_haphazard elements and direct student
attention to specific language items.

The goal of this article, therefore, is to
suggest a technique that systematizes second
language instruction using both linguistic and
paralinguistic forms. Linguistic forms include
single words, phrases, and sentence frag-
ments—either written or spoken. Paralinguis-
tic forms, on the other hand, include drawings,
symbols, and gestures. The most important
feature of this technique is that both teachers
and students use various communicative modes.
Since language learners by definition lack the
verbal skills necessary for full and complete
expression in the target language, they should
be allowed to use alternative means for ex-
changing information.

This technique may prove beneficial when
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working with low-level students, especially at
the beginning of a term and at various points
throughout. Furthermore, teachers who can
offer instruction in the target language only
may find this technique a useful supplement to
more standard approaches such as the Silent
Way or Total Physical Response.

The next step is to explain the system in
terms of practical classroom application. There
are three main stages: 1) Formulating the
Question; 2) Initial Student Response; and 3)
Giving One-to-One Feedback. Stage 1 occurs
during preparation; Stages 2 and 3 involve ac-
tual classroom procedure.

Formulating the Question

The primary consideration in this stage is to
formulate an information-seeking question or
request that creates a genuine need for commu-
nication. At the same time, the anticipated
communication should provide exposure to—
and practice with—appropriate functions and
grammatical forms. Thus, while planning the
lesson, teachers should consider two elements
simultaneously: first, topics that permit stu-
dents to share real information about their
lives, interests, and dreams; and second, gram-
matical or functional focuses.

The question or request is all-important. It
is the one item that gives the teacher control
over the lesson. Syntactic and discourse con-
straints inherent in the question often limit the
answer and its structure. After deciding the
grammatical (syntactic) or functional (dis-
course) focus of your lesson, design the ques-
tion so as to elicit those predetermined pat-
terns. Students need not know, until after the
fact, that they have been working with the past
tense or the passive, describing or recommend-
ing. Also, think aboutrestricting the number of
responses students can make to about four or
five. '

Curtis Chapman currently teaches at the Language
Institute of Japan and is an Assistant Editor of Cross
Currents. He received an M A. in linguistics from
the University of South Carolina, where he taught
composition to international students.
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FIGURE 1
Question, Grammar, Function Possibilities
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QUESTION

What did you do yesterday?

Explain how to do your favorite hobby
Tell me how to find your home

What will you do on your next vacation?

GRAMMAR FUNCTION

Past Tense, Irregular Describing
Imperative, Sequence Giving Advice
Imperative, Location Giving Directions
Modals Predicting

Figure 1 (above) outlines some examples
of questions and their corresponding gram-
matical or functional emphases. Toensure that
aquestion or request will address your particu-
lar concern, answer or respond to it yourself.

The last part of this preparation stage is to
select an activity that will support and possibly
help answer the primary question. As will be
explained in more detail later, students spend a
lot of time waiting for the one-to-one confer-
ence. They need something constructive to
occupy their time. Vocabulary exercises, text-
book work, and group activities which are re-
lated to the grammatical or functional goal of
the exercise are recommended.

Initial Student Response

Akin to the Silent Way, teachers say very
little to introduce the exercise. Simply walk
into the classroom, write the focus question or
request on the board, draw four to five empty
squares, and begin answering with pictures,
words, and gestures. In other words, use all the
linguistic and paralinguistic means available
to explain your personal answer.

After the demonstration, you must check
and make sure all the students understand the
topic. As a last resort, be prepared to ask the
question or make the request in the students’
language(s). Your class must understand this
focus item if the activity is to have any chance
of being successful.

See Figure 2 (below) for an example of how
Student A represented the instructions for my
focus question “Explain how to do your hobby”
in his notes; the five response limitation is

signified by five empty squares in a grid.

FIGURE 2
Student Response Grid: Hobby Procedure

Hobby Name

1 @)
3) C))
(5)

Ideally, students will begin attempts at
answering the question in their own ways.
Some may misunderstand and simply copy the
teacher’s version. Plagiarism and dictionary
use are unacceptable bases for output. If there
is total confusion, do not panic. Remain calm
and be persistent. Go from student to student
and give each one an example. Try to discern
what the student wishes to say and complete
the first square for him. Encourage each one to
carry on and finish the exercise himself.

The crucial element in this initial response
period is to convince the students that draw-
ings, single words, phrases, and symbols are
inherently meaningful. Also insist that they
answer in their own words or pictures. Expect
this stage to take a full hour or longer.

See Figure 3, Columns 1 and 2 (page 58) for
Student A’s initial response to my request
“Explain how to do your hobby.”
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FIGURE 3
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Student A’s Paralinguistic and Linguistic Productions; Teacher-Provided Model Forms
Focus Request: Explain How To Do Your Hobby

COLUMN 1
Paralinguistic Production

COLUMN2
Linquistic Production

COLUMN 3
Model Forms

@

VAT

stand-position

First, you must be carefully
stand—position.

First, you must address the ball.

@

Second: Youmusthitaball very
-wo from inside to out

Second, you must swing from
the inside out.

Third - You must hit straight
ball.

Third, you must try to hit the ball
straight.

Fourth. You must)){ avoid the
bunker and G-44S on the green.

Fourth, you must avoid the
bunker and hit your ball on the
green.

®

putting

hit quiet

Fifth: You must be ptsifig guite

putt in the hole

Fifth, you must concentrate and
knock your ball in the hole.

One-to-One Feedback
This stage begins the next class. Students
bring back the work they have done the previ-

ous day. Give each one the supplementary
exercise (see the last paragraph in Formulating
the Question) and divide the room in half. For
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example, if you have ten students, nine will
begin the work you have chosen as a supple-
ment on one side of the room. The one-to-one
student-teacher conference takes place on the
other side of the room. When the first student
finishes this conference, send him back to the
group of nine with instructions to begin the
supplemental assignment. Select another stu-
dent from the larger group and conduct a pri-
vate conference with him. Continue this rota-
tion until all the students have a chance to meet
with you directly.

The key during the one-to-one conference
is to teach model forms that reflect the initial
output students have produced. First, let the
student try to explain his ideas. Identify the
problems. Then forevery mark, picture, word—
anything that indicates a meaning—model the
appropriate target language forms in writing
and speech. Write the model responses and ask
the student to read aloud. Check pronuncia-
tion. Then ask the student to reproduce, with-
out the assistance of notes, the whole set of ex-
pressions you have given him. If he forgets or
hesitates, use the symbol or picture he pro-
duced as a cue.

In modeling the language, make every at-
tempt to match the student’s intentions. Be
careful, however, not to make too many as-
sumptions as to what the student intends to say.
If there is no output, do not say or write
anything. Require that the student at least try
to respond in some form or fashion.

See Figure 3 Column 3 (page 58) for the
modelforms I gaveto Student A. Forexample,
his initial golfing explanation “First, you must
be carefully stand position” becomes “First,
you must address the ball”’; and his explanation
“Fifth, you must be hit quiet putt in the hole”
becomes “Fifth, you must concentrate and
knock your ball in the hole.”

This stage of input and support work can be
extended into another day, if you are working
with limited time and alarge class. Encourage
students to work on the focus question athome.
Begin the third day by dividing the class into
groups again. Announce a new supplemental
exercise and resume one-to-one conferences.
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With regard to testing, simply repeat the
focus question or request. Include selected
items from the support material if you wish.
Permitnonotes or open books. Design this test
so that you can insist on and enforce a target-
language-only policy. Your goal is to have
students perfectly reproduce the model forms
that were discussed during the one-to-one con-
ferences. If they are struggling, give them
partial credit for using drawings, single words,
or phrases. No credit should be given to
responses that appear in a student’s native

language.

Conclusion

Teaching with linguistic and paralinguistic
forms is designed primarily for those who
teach language as communication. However,
teachers whose major focus is grammar can
also use this technique at the beginning of a
term to discover students’ personal interests.
This procedure can be used over and over or
combined with other approaches throughout a
course. Alternating this question-response
approach with other interactive exercises is
recommended to ensure variety.

Learning a foreign language can be a frus-
trating task indeed, especially for adults. When
a mature mind is reduced to child-like expres-
sions that even then may or may not effectively
transfer meaning, there is a great potential for
anger, embarrassment, or dread. Drawing
pictures or using language fragments may not
give adults full satisfaction. Nevertheless,
most mature learners will see how paralinguis-
tic means, in conjunction with model forms,
can significantly increase their ability to inter-
act—not only with teachers but with other
individuals as well.
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The Skit Project: Teaching
Cultural Communication Patterns

Mika Miyasone and
Daniel ]. Eichhorst

Ignorance about native speakers’ communica-
tion patterns can account for some failure in
communication in a second language. In ac-
tual English communication, we have observed
that Japanese maintain the behavioral patterns
of their native language. Despite near-perfect
grammar and abundant vocabulary, some
Japanese learners have reported an inability to
achieve the sociolinguistic appropriateness that
they are expected to have in actual communi-
cation settings. For Japanese EFL students to
acquire communicative competence, under-
standing the differences between Japanese and
English speaking styles is important.

The Skit Project is designed to help Japa-
nese high school students of upper-basic to
low-intermediate level recognize Japanese and
English communicative behaviors, use Eng-
lish they have learned in their prior study, and
recognize the need and difficulty of matching
foreign words with the appropriate actions.
The projecthas been successfully used inregu-
lar English as a foreign language class settings
with 40-50 students in a class.

To be successful, it is necessary that the
teacher be bilingual in English and Japanese as
well as relatively bicultural with Japan and an
English-speaking country. Taking into ac-
count the current state of English language
teaching in Japan, it is rare to find such an
individual, either Japanese or non-Japanese.
Therefore, the approach that will be outlined in
this paper will presume a team-teaching effort

Mika Miyasone received an M.A. in TESOL from
New York University. She is currently teaching at
Shokei Women’s Junior College in Sendai, Japan.
Daniel J. Eichhorst is currently a teacher at Shokei
Girls’ High School in Sendai.
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with one teacher being Japanese and the other
a native English speaker. The project is de-
signed so that both teachers can use their
strengths. There are two correlative and fortu-
nate results: The first is that the Japanese
English teacher’s English ability will improve,
and the second is that the native English
speaker’s knowledge of Japan will increase.

Method

The project involves four periods of in-
class preparation, two periods of presenta-
tions, and one period of follow-up.

Period1: JTE ' makes the groups and explains
the project.

The students are divided into pairs. It has
been found that assigning students based on
their student numbers creates a sense of fair-
ness. Only in special cases, where there is a
perceived weakness or a potential discipline
problem in a pair, has this system been altered.

Basic instructions to students are:

1. Write a conversation between two or more
people of two and a half to three minutes in
length. This conversation will eventually be
performed as a skit in front of the class. Stu-
dents can play multiple roles.

2. Write student names in kanji (for the JTE)
and romaji (for the AET z ), class number, and
studentnumbers in the upper right-hand corner
of a large sheet of paper.

3. Give the conversation a title.

4. Explain the context of the conversation in
Japanese. This is done so that the students
themselves will have a clearidea of the conver-
sation they want to write. In order to save time,
the students are not asked to write this context
in English.

This context becomes important for the

! Japanese Teacher of English

% Assistant English Teacher
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teachers when they are circulating among the
students and answering questions. Because it
is not written in English, it also becomes a
pretext for contact between the JTE and AET;
if the students are unable to explain the context
verbally to the AET, the JTE must interpret.
The context also provides an opportunity for
the AET to make some initial determinations
about appropriate language usage.

Finally, prior to presenting their skits, the
students give this context to the class orally.
This context explanation gives the audience a
clear understanding of the individual conver-
sations and makes students more receptive to
the conversations as they are presented.

5. Identify student roles.

6. Write the conversation. Students are in-
structed to write directly in English, making an
effort to use the English they already know;
they should consult the dictionary as little as
possible. Students who succeed in doing this
are often more adept in creating conversations
which more closely resemble those of native
speakers of English. Conversely, students
who first write in Japanese tend to end up with
English versions of Japanese speaking styles.

The conversation must include a greeting
and a closing. The topic of the conversation is
the students’ choice, but it must include either
inviting or being invited, offering or receiving,
or accepting or declining.

As the writing process begins, students are
encouraged to ask questions whenever they do
not know something. Both the JTE and AET
monitor the students by constantly moving
around the classroom. The teachers place
themselves in close proximity to students so
the students will be more willing to ask ques-
tions. There are times when the JTE and AET
will have to work together to answer a student’s
question. A common case is when the AET is
unfamiliar with the context of a conversation
and the JTE can explain it.

Two teachers monitoring 20-25 pairs have
the ability to monitor the progress of all stu-
dents and make individual comments; this is
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normally hard to achieve in a large class set-
ting. All correction must take place verbally.
In giving verbal corrections, teachers have the
opportunity to help students individually per-
ceive some differences between Japanese and
English speech patterns. Teachers should note
the corrections they make and, at the end of the
students’ presentations, should draw compari-
sons between the first and the final drafts.

Period 2: The writing process continues.

Period3: Studentsfinishwriting the conversa-
tions and turn them in to the teachers.

Period 4: Students practice presentations.

Before period four, the written conversa-
tions should be corrected by the AET to make
the English expressions as natural as possible;
the AET should carefully maintain the integ-
rity of the students’ initial ideas. Once the con-
versations have been corrected, the AET and
JTE should type them for the students. Thisin-
volvement shows that the teachers place value
in the activity. The corrected conversations
should be returned to the students a few days
before period four so they can begin memoriz-
ing. Students should be informed that from
this point onward a conversation can only be
changed with teacher approval.

During period four, the JTE and AET help
students with pronunciation, intonation, and
acting. Ithas been found that the teachers’ time
is mostly spent dealing with pronunciation and
intonation and that the students can be left to
use their own imaginations for the acting.

Periods 5,6, and 7: Students present the con-
versations, teachers make comments and give
model presentations.

The students in each group are informed of
the period in which they will present their
conversation. The presentations are given in
front of the class. At the beginning of the
presentation, the previously written context is
giveninJapanese to the class. The use of props
is encouraged. A special classroom without
desks should be prepared for the presentations,
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and the presentations should be videotaped.

It is assumed that by this time all English
expressions will be natural. As students listen
to the presentations, they should inductively
recognize some communicative behavior dif-
ferences between Japanese and English. While
presentations are being made, the teachers
should be noting those groups whose nonver-
bal actions and oral expressions are not consis-
tent with native English speakers. Once the
presentations are completed, these groups can
be called upon to present their skits again. The
AET can play one of the roles in these secon-
dary presentations so as to provide a natural
native model. If a videotape has been made,
comments can begin with reference to the
videotape. Allinconsistentnonverbal actions—
an improperly timed handshake, an inappro-
priate physical distance between speakers,
etc.—should be modeled by the AET and sub-
sequently discussed.

As a grand finale, the two teachers present
two sample conversations they have written to
illustrate the communication pattern differ-
ences between Japanese and English: first, an
English conversation between people with
native speaker communicative behaviors; and
second, an English conversation between a
person with native speaker communicative
behaviors and a person with Japanese commu-
nicative behaviors. Two model conversations
are included below.

FIGURE 1
English Communicative Behaviors

A Visit To Your Neighbor

MRS. BROWN: [rings the doorbell]

MRS. WHITE: Hello, Mary. I’'m so glad you
could come today.

MRs. BROWN: It’s my pleasure.

MRs. WHITE: Please come into the kitchen while
I fix us something to drink. Would you like
coffee or tea?

MRS. BROWN: Tea, please.

MRs. WHITE: What would you like in your tea?
I have sugar, honey, cream, and lemon.
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MRs. BROWN: A slice of lemon, please.

MRs. WHITE: How about some cookies? Ibaked
them this moming. Or how about some
strawberries?

MRS. BROWN: No, thank you. I’m on a diet.

MRrs. WHITE: OK. But I hope you don’t mind if
I'have a small bow] of strawberries.

MRs. BROWN: Not at all.

[They drink their tea. Mrs. White eats her
strawberries. They chit-chat.]

MRS. BROWN: T have to be going now. We’ll
have to get together again soon.

MRs. WHITE: Yes, let’s.

MRs. BROWN: Thanks again. Good-bye.

MRS. WHITE: Good-bye.

FIGURE2
English and Japanese Communicative Behaviors

A Visit To Your Neighbor

MRS. YAMADA: [rings the doorbell]

MRs. WHITE: Hello, Mrs. Yamada. I’'m so glad
you could come today.

MRS. YAMADA: Thank you for your kind invita-
tion.

MRS. WHITE: Please come into the kitchen while
I fix us something to drink. Would you like
coffee or tea?

MRS. YAMADA: Whatever is most convenient.

MRS. WHITE: Oh, I can make either. Besides
coffee and tea, I also have juice and cola.

MRS. YAMADA: Whatever you are having is fine.

MRs. WHITE: Well, are you sure? I’m going to
have some tea. Is that all right with you?

MRS. YAMADA: Yes.

MRs. WHITE: What would you like in your tea?
Sugar, honey, cream, or lemon?

MRS. YAMADA: Just sugar, please.

MRs. WHITE: How about some cookies? 1 baked
them this morning. Or how about some
strawberries?

MRS. YAMADA: Either would be fine.

MRS. WHITE: Well then, we’ll have both.
[They eat, drink, and chit-chat.]

MRS. YAMADA: Thank you, but I'm sorry you
went to so much trouble.

MRs. WHITE: It was nothing at all. Please, come
again,

MRS. YAMADA: Thank you. Good-bye.

MRS. WHITE: Good-bye.
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These teacher-made conversations help
students realize that English communication
patterns may differ from Japanese communi-
cation patterns. While the examples may ap-
pear exaggerated, they highlight some of these
differences. The class can discuss the potential
for misunderstanding that exists between the
Japanese and the native speaker of English in
the teacher-made example. Both teachers and
students can also bring up additional examples
of contrasts between Japanese and English
communication patterns that they discovered
in writing their own conversations or which
they have witnessed in other situations.

Conclusion
This Skit Project can be one solution to a
difficult EFL teachers’ question: How can we
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get students to practice English in a natural,
“real-life” context? Students are provided
with an opportunity to create a conversation in
Englishin a context familiar to themselves and
likely to be encountered in their daily lives.
They gain an understanding of their own
communicative behaviors as well as those of
the target language through a creative and
exciting project. Also, since they present the
conversation as a skit, they improve their oral
and nonverbal skills.

The teachers benefit as well: They both
have specific responsibilities, and they both
gain from the experience—which is the es-
sence of good team teaching.

We hope this exercise will provide a point
of departure for teaching Japanese and English
communicative behaviors.

Linguistics & Language Behavior Abstracts

LLBA

Now entering our 24th year (135,000
abstracts to date) of service to hngU|s’rs
and language researchers worldwide.
LLBA is available in print and also on-
line from BRS and Dialog.

Linguistics & Language Behavior Abstracts

P.O. Box 22206
San Diego, CA 92122

Phone (619} 695-8803

FAX (619) 695-0416

Fast, economical document delivery available.




LANGUAGE
TEACHER @ TAYT'T

JOURNAL

ARE THESE ON YOUR READING LIST?

Publications of
THE JAPAN ASSOCIATION OF LANGUAGE TEACHERS
The Language Teacher
A monthly magazine with features, reviews, meeting announcements,
employment opportunities, etc.
JALT Journal
A semi-annual journal featuring articles relevant to language
teaching/learning in Japan and Asia.

Annual Membership Fees (including subscriptions to both publications); Domestic:
Regular, ¥6,000; Joint, ¥10,000; Student, ¥4,000; Associate, ¥50,000
Overseas: air; Asia US$65, U.S.A. $73, Europe $80; sea mail US$52
Send remittance by bankers draft in yen drawn on a Japanese bank,

or dollars drawn on an American bank.
The postal giro account may also be used by international subscribers.
Postal furikae (giro) account: Kyoto 15892, “JALT”

JALT International Conference on Language Teacher/Learning
An annual event featuring over 30 lectures/workshops/demonstrations..
Over 2,000 participants yearly.
November 23-25, 1990—Omiya
November 2-4, 1991—Kobe
Send requests for further information and remittances to: JALT, Lions Mansion
Kawaramachi #111, Kawaramachi Matsubara-agaru, Shimogyo-ku, Kyoto 600, Japan.
Tel.: (075) 361-5428; Fax (075) 361-5429



Cross Currents
Vol. XVI], No. 1

Forum: » Spring 1990
Professionalism in International
English Language Teaching

In the editorial “International Teaching of English to Speakers of Other
Languages: Where Is Our Profession Going?” ( Fall 1989), I discussed
professionalism in teaching English to other language users. Basically,
I said that English language teachers should have more to offer their
students than native speaking ability.

I drew the distinction between “real” and“unreal” English teach-
ers. “Real” teachers, I wrote, are academically trained and experienced
language teachers; “unreal” teachers are native English speakers with-
out training or experience who are able to find language teaching jobs
due to the current high demand for English language skills. I argued that
while untrained and inexperienced native speakers can function well as
language teachers in certain situations, “real” language teachers are able
to use their knowledge of methodology, theory, and appropriate teacher
behavior to “go beyond modeling, to teaching.” I proposed a standard
license for ESL teachers which would increase both the level of ability in
teachers and the degree of respect granted the profession. I concluded
with a solicitation for responses on the issue of professionalism in
English language teaching that “consider international TESOL in any
situation or country.”

Over the past six months, many responses have arrived at my desk.
On the defamatory side, [ have been accused of wasting my time with an
unimportantissue and of overzealousness with regard to licensing. One
person wrote, “You are the sort of guy who would license, regulate,
stamp, and authorize <expletive deleted>, if the idea occurred to you.”

On a more productive note, The Daily Yomiuri, an English language
Japanese daily newspaper, reprinted the essay on its education page,
leading to a month-long printed dialogue about professionalism in
English language teaching in Japan. Cross Currents and I are indebted to
editor Satoko Nozawa for her help in facilitating The Daily Yomiuri
reprintand the subsequent discussion. One of the most interestingletters
to come out of the newspaper dialogue stated, “You have reopened a
discussion that merits attention in Japan. It seems to pop up every five
years or so, perhaps with each generation of career TEFL people who
arrive on these shores.” Perhaps the discussion of English language
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teaching professionalism, like Pandora’s box,
cannot remain closed as long as there are
professionals intent on keeping it open.

The next 31 pages of this Cross Currents
issue is devoted to the forum. The response
essays and letters come from the United States,
Japan, England, Canada, Thailand, Israel, and
Australia. They are written by trained and un-
trained teachers, professors, administrators,
and editors of academic journals. The authors
are both native and nonnative English lan-
guage users. Most of the responses discuss the
standards or licensing of TESOL, though some
approach the question of professionalism
though teacher education and responsibility.
There are many opinions.

Cross Currents is grateful to all who have
contributed to this forum.

Janet Anderson-Hsieh strongly supports
certification or licensure for the TESOL. pro-
fession. She outlines the major areas of com-
petence necessary for ESL teaching and dem-
onstrates the importance of teacher education
to each one. Her essay begins on page 67.

Thomas Graham argues strenuously
against a TESOL license. In his essay, which
starts on page 71, Graham suggests that it
would be teachers, not students, who would
benefit from a TESOL license.

John Staczek, page 73, writes that the re-
sponsibility for professionalism in TESOL lies
with its members. Citing management re-
search for a definition of professionalism,
Staczek states that TESOL professionals must
educate nonprofessional members about ac-
ceptable professional standards.

Keith Maurice relates his personal experi-
ence to arrive at a definition of professionalism
based on effectiveness rather than academic
credential. Maurice, page 75, plots a middle
course for the TESOL profession which would
encourage the participation of teachers from
many different backgrounds.

René Cisneros and Elizabeth Leone out-
line a policy-making agenda for establishing
international standards in the TESOL profes-
sion. They stress that these standards must
reflect both the desires of TESOL profession-
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als and the current needs of English language
learners. Their essay begins on page 79.

Robert O’Neill tells the story of his first
experience as an English language teacher.
His essay, which begins on page 84, cautions
against defining the TESOL profession “too
narrowly or too jealously.”

Patrick Duffley agrees that native speak-
ing ability does not equal language teaching
ability, but insists that the study of grammar,
often de-emphasized in TESOL training pro-
grams, is a vitally important element of teacher
education. His essay begins on page 87.

Michael Redfield, page 89, explains Japa- -
nese university hiring practices. He cautions
that “before we start screaming about lack of
professionalism in Japanese... TEFL” we should
compare these practices with language teacher
hiring practices at universities in the U.S.

Acharapan Leanhanathavuth describes
the current state of the TESOL profession in
Thailand. In her essay, page 91, she disagrees
with the panacea of a TESOL license and sug-
gests internal education as a method of im-
proving the quality of the profession.

John Swales, page 93, draws on his per-
sonal experience as a “teacher-researcher” to
present some opportunities and some threats
for TESOL teachers who want to be “more
than just teachers” within the hierarchy of the
the U.S. university system.

The forum concludes with a variety of
shorter letter responses.

I view this forum as a single point in the
continuum of discussion which is leading to
greater excellence in the TESOL profession.

Cisneros and Leone write:

Policy-making tasks and the establishment
of professional standards for ESL teachers

- cannotbetaken on by any one group. Strong
collaborative efforts must take place to bring
about changes. Avenues for dialogue and
action need to be through professional ties...
to discuss the shared issues, problems, and
solutions. (p. 83)

I have recently learned that English Today
will reprint “International Teaching of English
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to Speakers of Other Languages: Where Is Our
Profession Going?” in a future issue. Cross
Currents and I are grateful to editors Tom and
Feri McArthur for their generosity in arrang-
ing this reprint. It is through collaborative

67

efforts like this that the issues and problems of
TESOL professionalism will continue to be
discussed, and that standards acceptable to all -
concerned professionals will be established.
THOMAS CLAYTON, EDITOR

International TESOL.:
An Argument for Certification

Janet Anderson-Hsieh

In asking Cross Currents readers to consider
where international TESOL is going, Clayton
(1989) has presented two alternative positions:
the status quo position, which is to allow un-
trained teachers to continue teaching ESL
without licensure; and the position for change,
which is to implement some kind of certifica-
tion for international ESL teachers.

The problem is a complex one because, as
Clayton notes, many native speakers of Eng-
lish without ESL training are currently teach-
ing English in Japan, and many of them are
probably conscientious in fulfilling their teach-
ing responsibilities. Further, they are meeting
aneed for ESL teachers in Japan, even if they
don’thave the same background as profession-
als. In fact, many people may not agree that
untrained ESL teachers are necessarily less
competent than trained teachers.

Implicit in this status quo position is the
assumption that nothing more than native lan-
guage proficiency is required to teach ESL,
and that the training ESL professionals have
offers no advantage to the learner. It is this
assumption I wish to challenge in this essay. I
believe that to teach English as a second lan-
guage competently requires knowledge and
skill that generally only trained professionals
can offer. This assumption has been the driv-
ing force behind ESL certification in the United
States and the growth of the TESOL profession

over the past 25 years (Alatis, 1987).

In arguing for certification, I will briefly
describe the major areas of competence neces-
sary forteaching English as a second language,
showing how such competence on the part of
the teacher can help the ESL learner. The
major areas of ESL teacher competence to be
discussed are those that have been outlined in
the TESOL organization’s Guidelines for the
Certification and Preparation of Teachers of
Englishto Speakers of Other Languages in the
United States (1972). Although the guidelines
were written for teaching ESL in the United
States, I believe the same areas of competence
are necessary for teaching ESL in language
teaching contexts in other parts of the world.
The broad areas of knowledge and skill I will
discuss below are linguistics, sociolinguistics,
psycholinguistics, culture, and pedagogy. 1
will also briefly touch on the importance of
professional self-improvement in a teacher’s
lifelong education.

Linguistics

Linguistics is concerned with the nature of
language in general, as well as the structure of
particular languages. The major subsystems of
language studied by linguists are phonetics,
phonology, syntax, and semantics. How, one
might ask, can linguistic knowledge help the
ESL teacher to be more effective in teaching?
It could be argued that language teaching ma-

Janet Anderson-Hsieh is Associate Professor of
English at lowa State University. She has also
taught in Iran, Puerto Rico, and Egypt. Her article
“Approaches Toward Teaching Pronunciation: A
Brief History” appeared in Cross Currents 16(2).
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terials provide the teacher with all necessary
linguistic information, particularly when the
textbook is accompanied by a well-prepared
teacher’s manual.

In fact, training in linguistics allows the
ESL teacher to provide much more informa-
tion to students than can possibly be presented
in language teaching texts or teacher’s manu-
als. A teacher with an understanding of the
nature of language and the ways in which
structure can vary from one language to an-
otheris much better prepared than an untrained
teacher to answer the often-challenging ques-
tions ESL learners ask. A teacher trained in
linguistics also has a better understanding of
the relative complexity of language structures
and can therefore predict better than an un-
trained teacher the greatest sources of diffi-
culty for the ESL learner. In addition, training
in linguistics gives the teacher the background
necessary for evaluating language teaching
materials and identifying any deficiencies in
pedagogical descriptions of grammar.

Sociolinguistics

Sociolinguistics is concerned with the way
language varies according to its social use. A
basic assumption underlying sociolinguistics
is that simply knowing the language—its gram-
mar, lexicon, and phonology—is not sufficient
for using the language to communicate in dif-
ferent social situations. In addition to possess-
ing grammatical, lexical, and phonological
competence, the native speaker mustalsoknow
what to say to whom for particular purposes in
particular circumstances; this kind of knowl-
edge makes up the native speaker’s sociolin-
guistic competence (Hymes, 1972). Thus, a
trained ESL teacher should have an under-
standing of language functions (van Ek, 1975),
as well as other factors related to the social
appropriateness of language.

A trained ESL teacher should also under-
stand the strategies used by native speakers for
managing conversations and should be pre-
pared to teach conversation management, which
involves behaviors such as turn-taking, inter-
rupting, changing the topic, and terminating

CROSS CURRENTS 17, SPRING 1990

the conversation (Harshbarger, 1985).

Another communication skill that the
trained ESL teacher should understand and be
able to teachis active listening (Cope & Acton,
1983), a technique that goes a long way in
promoting favorable interaction and social
harmony in the classroom, as well as being a
useful communicative technique. In short, a
teacher with an understanding of language
functions, conversation management, and ac-
tive listening is much better prepared to teach
communication skills than someone without
such training.

Psycholinguistics

The broad area of psycholinguistics, as
defined by the TESOL guidelines, includes
both first and second language acquisition, as
well as age differences and differences inlearn-
ing styles. A trained ESL teacher with a solid
foundation in psycholinguistics fully appreci-
ates the differences between “learning” and
“acquisition” (Krashen, 1982), knowing that
in order to acquire the language, it is not
sufficient for the student to merely learn vo-
cabulary and grammatical rules—the student
must also use the language for communication
in order to fully acquire it.

In addition, a trained ESL teacher fully
appreciates the learner’s “process,” understand-
ing that errors are an inevitable part of learning
a second language and that they reflect the
learner’s interlanguage competence (Selinker,
1972). A trained ESL teacher who knows how
to deal with learners’ errors uses them as valu-
able feedback for guiding the learners tomonitor
their own progress. A trained ESL teacher also
understands how psychological factors, such
as inhibition and anxiety, can interfere with
language learning; the trained ESL teacher
does everything possible to create a relaxed,
accepting learning environment.

Culture

A teacher with training in culture and cross-
cultural communication should be more effec-
tive in teaching ESL because language teach-
ing is a form of cross-cultural communication.
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Training in cross-cultural communication
sensitizes the teacher to different cultural val-
ues, expectations, roles, and ways of interact-
ing. This kind of training helps the teacher to
avoid communication breakdowns due to cross-
cultural conflict. In addition, learning to ap-
preciate different cultural perspectives helps
the teacher to be more empathic, an important
trait for language teaching.

Pedagogy

Trained ESL teachers have been instructed
formally in language teaching pedagogy as
well as having had supervised teaching experi-
ence. As aresult of this training, they should
thoroughly understand the language skills—
reading, writing, listening, and speaking—and
how they should be taught. They should also
understand both the major methods for teach-
inglanguages and the innovative teaching meth-
ods that have been put forward as alternatives
to them. In addition, they should understand
that it is important to consider learner, teacher,
and institutional variables very carefully when
planning curriculum and teaching.

Broad knowledge of pedagogy and under-
standing of learning/teaching variables give
the trained ESL teacher a great deal of flexibil-
ity that the untrained teacher does not have.
From the teacher’s wide repertoire of choices,
he or she can select methods, exercises, and
techniques that are appropriate for the learners.
An untrained teacher does not have such flexi-
bility or range of choices and thus is necessar-
ily more limited. In short, while the untrained
teacher is more likely to expect the learner to
adapt to the method, the trained teacher would
more likely adapt the method to the learner.

Professional Self-Improvement

In addition to having been trained in the
broad areas of competence discussed above,
the trained ESL teacher keeps up-to-date on
the latest developments in the field by attend-
ing professional meetings and reading profes-
sional journals. A trained ESL teacher would
know, for example, that cooperative learning
(Johnson, Johnson, & Holubec, 1986) and
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content-based instruction (Mohan, 1986) have
much to offer the ESL learner and can be
adapted to a variety of ESL/EFL teaching
situations. Also, the trained ESL teacher should
be aware of recent technological developments,
such as visual feedback for teaching pronun-
ciation (Anderson-Hsieh, 1990), and should
bring any new developments to the ESL learner
whenever possible.

Advantages of Trained Teachers for ESL
Learners in Japan

But what specific advantages, it might be
asked, can the trained teacher offer the J apa-
nese ESL learner, in particular? Several ex-
amples immediately come to mind. Concern-
ing language structure, a trained ESL teacher
working in Japan should be able to explain
syntactic differences between Japanese and
English, such as the differences between Japa-
nese and English relative clauses, knowing
that Japanese ESL learners tend to avoid Eng-
lish relative clauses because they are so differ-
ent from those in Japanese (Schachter, 1974).

At the phonological level, a trained ESL
teacher, for example, would know that the
differences in syllable structure between Eng-
lish and Japanese create pronunciation prob-
lems for Japanese ESL learners and would
know how to explain these differences to the
learner. A trained ESL teacher would also rec-
ognize that lip posturing in Japanese is differ-
ent thanitis in English and would know that by
telling Japanese ESL learners to round their
lips when pronouncing consonants, such as /r/
in the initial position, the sounds will be more
easily and intelligibly produced (Crawfard,
1987). Most ESL textbooks do not contain
such detailed, but helpful, information.

Cultural and psycholinguistic training
should also be helpful to ESL teachers in
Japan.  An ESL teacher with such training, for
example, would understand the Japanese ESL
learner’s inhibitions about speaking and might
address the problem through activities such as
active listening and relaxation (Lucas, 1984).
A teacher without such training would proba-
bly not be as quick in identifying the learner’s
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needs and finding appropriate techniques to
address them.

The trained teacher’s background in lan-
guage teaching pedagogy would also offer
great advantages to the Japanese ESL learner.
A trained ESL teacher would probably recog-
nize, for example, that methods such as coop-
erative learning (Johnson, Johnson, & Hol-
ubec, 1986) and Counseling-Learning (Cur-
ran, 1976) might work better in Japan than
methods that involve competition among stu-
dents in a class.

Disadvantages of Untrained Teachers for
ESL Learners in Japan

Not only is it important to consider the
advantages that ESL trained teachers have to
offer, it is also important to consider the poten-
tial for harm that untrained teachers can do.
For example, giving inaccurate linguistic in-
formation, failing to recognize the learner’s
needs, failing to appreciate the learner’s cul-
ture, and using inappropriate teaching meth-
ods can impede the learners’ progress in ac-
quiring the language.

Conclusion: Support for Certification in
the TESOL Profession

Inthe previous pages, I listed only a few ex-
amples of the kinds of advantages trained ESL
teachers have over untrained teachers. And
although it could be argued that highly moti-
vated, resourceful untrained teachers might
offer similar advantages, it is unlikely that the
majority of untrained teachers would be ca-
pable of developing such a high degree of
knowledge and skill without formal training.

For these reasons, I strongly support some
sort of certification for ESL internationally.
~ The Japanese ESL learner, ESL learners in

other parts of the world, and the TESL profes-

sion in general would all be much better served
by certification. The spirit in which I support
certification is not to maintain an exclusive
club of which only a select few can be mem-
bers, butrather to serve ESL learners in the best
way possible—to ensure that they receive the
very best ESL instruction available.
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Against an International TESOL
License

Thomas Graham

The argument in favor of imposing an interna-
tional license on teachers of English to speak-
ers of other languages may sound good in the
abstract, but if it is ever applied in the real
world, it will prove to be dangerously flawed.

At the heart of the argument in favor of an
international license are such concepts as
“raising standards,” “ensuring competence,”
“preventing incompetence,” “professional-
ism,” and achieving “uniform standards” or
“universal excellence” within the profession.
Proponents of this argument claim that these
ideal states—or something very near them—
willbe achieved by requiring prospective teach-
ers to obtain an M. A. in TESOL, linguistics, or
education before they can be licensed to teach.

Much or all of this argument is essentially
idealistic. Inreality, these ideals will never be
achieved by imposing an international license
on the profession. Indeed, an international
TESOL license will actually work against these
ideals in many ways.

Idealistic arguments often tend to appear
brightly in the mind when their goals are con-
templated, but become murky when the means
toward those goals are considered. This is
certainly the case with the argument in favor of
an international TESOL license.

Letus look at that argument piece by piece.

Will A License Raise Standards?

The silliest ideal of the argument is the
-quest for “uniform standards” or “universal
excellence” within the profession. There is no
uniform standard for English teaching, and
universal excellence is patently unattainable.

Yes, the idealist will reply, but in seeking
these goals, we will “raise the standards” of our
profession. Naturally, wanting to raise the
standards of the profession is not unduly ideal-
istic, but to try to do this by imposing an
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international license on teachers is.

Idealists who want to attain higher stan-
dards through bureaucratic fiat will, in reality,
be more likely to lower them by creating a
system which will exclude many talented
people, offer a meaningless document, hinder
managers of language schools, narrow stu-
dents’ choices of teachers, raise the cost of an
English education, and in the end, do nothing
toensure “quality” or “professionalism” within
the profession.

Language teaching is an art requiring many
skills, few of them expressly academic. It
cannot be quantified and regimented. A yearin
graduate school observing other teachers,
practicing teaching, and studying methodol-
ogy may do some people some good, but if that
year is a prerequisite for an international Ii-
cense, it will actually become, in real life, a
serious impediment to many excellent teach-
ers who do not have the time or the money.

Many serious critics have blamed the de-
cline in U.S. educational standards on similar
education requirements imposed on teachers
there. At their inception, these requirements
(usually a year of education courses) were
intended to “raise standards,” but in reality
they turned off thousands of talented people
while providing an easy, if stolid, route to a
lifelong sinecure for the unimaginative. I
don’t want to sound too harsh here, but to make
the argument clearer it is necessary to paint
with a darker brush.

Teaching is not like dentistry or pharmacy
where specific factual knowledge is essential
for the safe practice of the profession. The
teaching of languages is also different from the
teaching of other subjects like mathematics or
physics: The foundation of language is ex-
tremely emotional when compared to mest
other subjects, and the qualities required of a
good language teacher therefore are more
emotional or psychological than those required
for most other subjects. Needless to say, few

Thomas Graham has taught English in Asia since
1974. Heis currently teaching atWaseda University
Honjo High School in Honjo City, Japan.
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or none of these qualities can effectively be
taught, let alone licensed.

Who Will Benefit from a License?

In any discussion about “raising the stan-
dards” of the profession, it is important to ask,
who are to be the beneficiaries of these “raised
standards?” If your answer is the teachers, I do
not respect your motives—are you trying to
create a guild? If your answer is the students,
let us consider how an international TESOL li-
cense will effect them.

First, the cost of an English education will
rise precipitously. The consequence of this for
students is obvious.

A second result will be that language learn-
ing, language teachers, and their attitudes to-
ward teaching will tend to become elitist. This
will result from the increased cost of an Eng-
lish education, from the ineluctably elevated
attitudes of those who have been profession-
ally trained and licensed, and from the exclu-
sion of unlicensed teachers who, language
being whatitis and people being what they are,
currently find students who like them and
benefit from their work.

This exclusion of unlicensed teachers is a
particularly glaring flaw in our idealist’s pians
since so many teachers only enter the profes-
sion after trying it out for a while. If a year in
graduate school is a prerequisite for teaching,
many of these talented people would never try
the profession at all. The result of this for
students would be a loss of teaching services.

Clearly, none of these results will benefit
students, nor will any of them “raise the stan-
dards™ of the profession.

Raising Standards in the Real World

The standards of the profession can only be
raised at the managerial level, by those in
charge of hiring teachers. And, strange as it
may seem to the idealist, standards are being
raised right now by precisely these people.

Hirers of teachers must above all consider
their schools’ students when they hire teach-
ers. Itmay bother the idealist that these consid-
erations appear “messy” since they must in-
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clude all sorts of “extraneous” factors like
taste, budget, personality, appearance, and
students’ needs, desires, and abilities. But that
is how the real world works. Hirers of lan-
guage teachers try most of all to give their
students the kinds of teachers they want. If
hirers of teachers find that teachers with aca-
demic TESOL training are better able to do this
than those without TESOL training, then of
course they will try to hire as many TESOL-
trained teachers as they can find. If they find
that other considerations are more important,
then they will hire teachers according to those
considerations.

At this point our idealist may say, yes, well
that is OK for commercial language schools,
but for academic programs in high schools and
universities, the hirer must be a bit more ideal-
istic. This is the idealist’s “two-tiered” argu-
ment which claims that there are essentially
two basic types of TESOL teaching: commer-
cial and academic. These two types do exist,
but to say this is not to prove that the academic
tier would benefit fromrequiring its teachers to
hold TESOL licenses.

Hirers in academic settings must follow
essentially the same criteria as hirers in com-
mercial settings. Right now, today, they are
raising the standards of the TESOL profession
in a practical way by hiring the kinds of teach-
ers who are best suited for the jobs they offer.
Isn’t it obvious that if TESOL training really
produced better teachers, then hirers of lan-
guage teachers would try to hire only TESOL-
trained teachers? Why is it necessary to create
anexpensive and unwieldy mechanism to force
them to do this?

In my own conversations with hirers in
both tiers of language education, I am told over
and over that their most important concerns in
hiring new teachers are not academic TESOL
training, but teacher experience and, in the
orient, a good knowledge of native culture.

The Burden of Proof

People who want to “improve the profes-
sion,” “raise its standards,” “ensure quality,”
and so forth would be well advised to remem-

ELINT3
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ber how the real world works. In this age of
crumbling ideologies and bureaucracies, we
do not need to enshrine yet another idealistic
bureaucracy which, at its core, has nothing to
dobutimpede a system that operates quite well
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just as it is.

Since those who are in favor of an interna-
tional license are the ones advocating a major
change, the burden of proof for supporting the
argument for that change is entirely theirs.

Matters of Professionalism and
the Degree in TESOL

John Staczek

In his editorial in the Fall 1989 issue of Cross
Currents, Thomas Clayton quite rightly raises
a number of questions about TESOL as a
profession and professionalism as a set of
standardized practices and behaviors. In my
opinion, the question that Clayton leaves un-
asked is “Where do we want our profession to
be in three, five, ten years?” In what follows,
I would like to offer some considered opinion
on this question after nearly 15 years on the
academic side of the profession.

Professional Responsibility—Responsibility
to the Profession

Clayton suggests that there are at least two
types of practitioners in TESOL, whether they
are found in English-speaking countries or in
settings where English is considered a foreign
language: the academically prepared practi-
tioner and the convenient native or near-native
speaker of English. Since professionals and
nonprofessionals alike recognize both types, I
will not describe them in any detail. Both types
share a common characteristic: They are pur-
sued by a market that offers them opportuni-
ties—opportunities that are not necessarily
founded on the same set of standards and goals.

If we accept the assumption that human
beings, professionals and nonprofessionals, are
often willing to engage in activities for experi-
ences (e.g., to practice their crafts, to teach, to

learn, to shape the behavior of others), we
should also accept the corollary assumption
that some of these same individuals may be
unscrupulous practitioners who succumb to
their own weaknesses or to the temptations of
unscrupulous entrepreneurs for whom “pro-
fessionalism” has little meaning. Whatever
the motivation, be it intrinsic or extrinsic, in-
strumental or integrative, there will always be
individuals who choose not to adhere to pro-
fessional practices. It’s those individuals—
teachers, recruiters, and employers—whoneed
to be educated about professional standards.

One way of educating these individuals is .
for true professionals to behave like profes-
sionals with regard to the quality of prepara-
tion and instruction and to the establishment of
reasonable and agreed-upon working condi-
tions and salaries. In other words, profession-
als need to redefine the market for the con-
sumer in all its aspects. To do so, we have to
establish professional standards of practice
and eligibility.

Professionalism Defined

Let me point to some research by profes-
sionalism researchers in management. Raelin
(1986, pp. 11-13) refers to the work of Kerr,
Von Glinow, and Schriesheim (1977) that dif-
ferentiates professionals from quasi-profes-
sionals (and the leap can be made to non-
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professionalism in TESOL.
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professionals) according to six characteristics:
expertise, autonomy, commitment, identifica-
tion, ethics, and standards.

If we accept these characterizations of
professionals and professionalism as accurate,
then it is up to individuals who want to be
considered professionals to act in a like man-
ner. This means not accepting a position for
convenience, whatever the venue or condi-
tions. Hiring practices, working conditions,
and salary scales are our concerns, and as pro-
fessionals, we should not accept less than what
we are worth. It is when some practitioners
allow the market to dictate conditions that the
integrity of the entire profession suffers.” Any
intervention in the market has to come from
those concerned with the quality and integrity
of their practices in the market.

TESOL’s Role

Of course, TESOL as an organization can
have a hand in manipulating the market by
insisting on professional standards for prac-
tice. TESOL does insist on such standards.
Butitneeds to go afew steps further to evaluate
instructional programs (academic and proprie-
tary), training programs (formal and infor-
mal), hiring practices (minimal standards for
teachers worldwide), and salary scales (public,
private, and tutorial).

TESOL could provide leadership in estab-
lishing a commission to set rigorous standards
for the profession and sanctions against un-
scrupulous practitioners and employers. In
order to do this, TESOL has to establish a plan
for the next five to ten years to work with local
and national agencies that license teachers.
This is already partially done through state
education agencies and local/regional affili-
ates. It can be done on the international level
through ministries of education, but interna-
tional affiliate leaders must take the initiative.

In the United States, the fields of law and
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medicine have finally been able to “police”
themselves with regard to quality and integrity
of practice. The teaching profession in the
United States is trying to accomplish similar
objectives. The accomplishment of this objec-
tive for TESOL rests with the professionals
and their organization and with the organi-
zation’s ability to provide continuing educa-
tion and training through local and regional
affiliates as well as through the international
organization.

The Convenient Job Versus the Profession

Let me conclude with a remark about inter-
national teaching of English and the difference
between a job and a profession. As long as
there are individuals, qualified teachers or
nonteachers, who are willing to take any kind
of international job, the job will not become a
profession—it will be a convenience allowing
individuals to do what they want without being
accountable to an established set of practices
and behaviors. And as long as there are such
individuals, there will be organizations which
will hire them and provide less-than-satisfac-
tory services to the TESOL consumer.

If this continues to be the case, then we the
professionals also need to educate the consum-
ers. The profession is ours and its standards
and practices, I insist, are our responsibility.
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Pilgrims, Progress, and
Professionalism in TESOL

Keith Maurice

The editorial in the Fall 1989 issue of Cross
Currents was aninteresting and thorough pres-
entation of a very complicated issue: Where
should the TESOL profession be going? As
one who began teaching TESOL without for-
mal training and then later got training, I see
and agree partially with people on both sides of
the fence. On the one hand, professional train-
ing does not necessarily guarantee any greater
ability to function as a teacher; on the other
hand, if the teaching of TESOL is to be recog-
nized as a full-fledged profession, some sort of
elevation of the standards may be required.

Mr. Clayton covered the basic arguments
on each side well, so I’d like to respond with a
series of relevant questions and observations
on various issues of personal concern.

Editorial Terminology

Is there trouble with the terminology used
in the editorial? Yes. Despite my admiration
for the editorial, I am concerned about the use
of the terms “real” and “unreal” to describe
teachers who have had, and have not had,
professional training. Although it does de-
scribe to some extent those teachers who are
serious about their work and those who do it
only for the adventure or money, it does not
adequately differentiate between those teach-
ers who have had training and those who have
not. Several of the best teachers I have seen
have not had specialized training, but they
have had excellent minds, strong interpersonal
skills, and a strong desire to do good work.

In an article in the TESOL Newsletter
(Maurice, 1987), I distinguished between pro-
fessionals (those with formal training) and
pilgrims (those without training who go over-
seas and teach). I had hoped that this would
serve to show two different possible career
paths without any negative connotations.
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However, last December I visited a respected
ex-colleague in Tokyo and mentioned the dis-
tinction I had made. He saw negative conno-
tations associated with the term “pilgrim.” I
suspect he’d see even more with the term
“unreal,” and justifiably so.

Using the term “unreal,” which has such
obvious connotations, serves only to cloud
overtherealissues and to divide teachers along
lines that may be intuitively attractive to those
with training, but which are immediately an-
tagonizing to many serious, solid practitioners
without that training. Implicit in my thinking
here is that we operate on a continuum rather
than a dichotomy in such matters.

Professionalism

What does professionalism really entail?
One very simple way to look at the issue of
professionalism might be to use amatrix which
differentiates between training and effective-
ness, like the one below.

Effective Teachers

A B
Untrained
Teachers

Trained
Teachers

C D

Ineffective Teachers

Quadrant A refers to those who are both
trained and effective. Obviously, if all other
things were equal, this would be ideal. Quad-
rant B refers to those who are effective but not
formally trained. Though the lack of training
may be a handicap for these people in some
circumstances, it would not or should not hold
them back in other circumstances. Quadrant C
refers to the sad state of affairs when someone
has received training, but is not effective as a
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teacher. This person suffers a handicap which,
depending on the reason for the lack of effec-
tiveness, may severely limit his or her potential
tobe a solid professional. Quadrant D refers to
people without training who are ineffective.
Some may fit into Mr. Clayton’s category of
“unreal” teachers, but others may just be new
teachers who can quickly become effective
with the right support.

Though this matrix covers only two of
many factors that could be used to evaluate
teachers, the distinction between training and
effectiveness seems valid and may serve to
broaden the perspective somewhat on the issue
of professionalism. If “professionalism” car-
ries with it an assumption of effectiveness, as
I think it does, then education in our field
serves only as an indirect and partial indicator
of any teacher’s professional level. Formal
education can be, but is not necessarily, a great
aid to professionalization. Likewise, experi-
ence can be, butis not necessarily, a useful aid.

At this year’s TESOL Convention in San
Francisco, I spotted a notepad being sold by
TESOL which read “TESOL Professionals—
Trained For The Job, Not On The Job.” While
it seems self-evident that pretraining is prefer-
abletoin-service training, the idea being pushed
by TESOL is that training is the key. However,
all teachers need continuing development
throughout their careers to be fully effective.

Widdowson and Candlin (1990) use the
terms awareness, knowledge, understanding,
concern, and action to describe important
aspects of teacher education. These ideas also
relate to the whole notion of professionalism,
though there seems to be no certain linear
progression from one to another: Knowledge
does not always lead to concern or action, and
action may not necessarily flow from con-
sciously derived knowledge. Are there un-
trained teachers who are aware, are concerned,
and are doing good things? Yes. Are there
trained teachers who know but do not truly
understand, who understand but are not con-
cerned, who are concerned but for one reason
or another do not take action? Yes.

Here, as in so many situations, we are like
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the blind people describing an elephant. My
early teaching career was in Japan teaching
conversational and business English. No one
in the company had training, and yet a few
people were dynamic, committed teachers.
While there, and while completely ignorant of
what the professional field of TESOL was
doing, I developed several techniques. Later,
when I decided to enter the “profession” for-
mally, I found that those with training had
never thought of one or two of the ideas. Itis
interesting now to see “real” teachers putting
the professional stamp of approval on the tech-
niques. But my fellow “unreal” teachers and I
were using them long before they became
available to these “real” teachers.

Professionalism, then, entails a lot more
than simply formal education.

Academic Teacher Education

Can academic teacher education really
enhance one’s teaching skills? The answer to
this has to do with the very real paradox we
face in our field; as Kaplan (1990) notes, “there
is a persistent reluctance to apply what is
known to the teaching situation.” Larsen
(1990), citing the results of a recent survey of
language program directors, essentially agrees
with Kaplan’s view. If this is the case—and
my own observation in various work environ-
ments and at anumber of conferences suggests
thatitis—then formal training as a prerequisite
to teaching seems a crude instrument by which
to measure or to improve our field.

Furthermore, can academic training really
address key concerns about other important
skills and characteristics? Most academic pro-
grams include course work on methodology,
curriculum and materials development, test-
ing, etc. We can assume that the people who go
through such programs get some sort of ground-
ing in the theories, views, and practices in the
field. We can also assume that most people
leave a program with more knowledge than
they had when they went into it. How many
programs, though, gloss over many important,
though nonacademic, aspects of teacher train-
ing in their pursuit of more theoretical con-
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cerns? How many programs enhance such
things as commitment to excellence, sharing,
understanding student needs, openness, and
desire for lifelong development?

Centra and Potter (1980, p. 274) note eight
teacher characteristics that may relate to stu-
dent outcome: qualifications, experience, ap-
titudes, knowledge of subject, knowledge of
teaéhing, values and attitudes, expectations,
and social class. Only qualifications, knowl-
edge of subject, and knowledge of teaching are
directly related to training; and it is possible to
gain understanding in these without training.

The characteristics needed by teachers can
sometimes be seen outside of academia and are
sometimes not seen within academia. The
long-term teachers at the language teaching
company where I worked in Japan are now
very knowledgeable about Japan and business
matters, proficient in dealing with business
people, and are pursuing, in their own way,
excellence for their clients. In such situations,
I would not hesitate to hire a sharp, business-
oriented person who comes across as a profes-
sional to businesspeople over a dishevelled
formally trained linguist who comes across as
an eccentric. This may seem an extreme ex-
ample, but it is rooted in reality.

Nevertheless, I do see value in getting
trained. After four years of being an “unreal”
teacher and being considered an expert by
other “unreal” teachers, I felt a deep inner drive
to find out whether what I was doing made
sense to the real experts or whether I needed a
reorientation of some kind. Once in academia,
I did learn some things that have been useful in
the teaching and work I have done since. More
importantly, my horizons were widened so that
I'am able to continue learning from the field as
Igoon. Intaking to heart my major professor’s
advice to present and publish, I have found that
I keep thinking, keep trying to understand
more, and keep improving myself. Ihave felt
this drive toward improvement much more
after training than I ever did before training.

The M.A. and the MBA
‘Whatkind of training analogy fits our field?
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Because I have seen many examples of confu-
sion within the field, faddishness in certain
trends, profound disagreements over basic
matters, incompetence, and teacher burnout, I
would not want to characterize prior academic
training as essential to being allowed to teach.
In that respect, it may be that M. A. training in
TESOL is like MBA training for business-
people—certainly not a prerequisite for suc-
cess in various areas, but an enhancement of
knowledge and skills for those in situations
where such enhancement is seen as worth-
while. Though it is fashionable among many
businesspeople in the U.S. to getan MBA, that
degree is usually seen as a stepping-stone for
success in large corporations, not as a require-
ment for entry into the business world.

Following that analogy a bit further, large
Japanese business corporations seem much
less enthralled with the MBA than do large
American companies. The fact that they donot
have large numbers of people with MBAs does
not seem to hurt them in their competition with
American companies. The point here is that
schooling can help to increase our understand-
ing and skills, but there are still too many
variables outside the scope of any program to
try to make broad policy or policing decisions
based solely on academic training.

Choices in Academia

Where in academia should English lan-
guage teaching training be? A look at TESOL-
related programs in the U.S. shows that they
vary greatly, from those which focus heavily
on linguistics to those which are heavily edu-
cation oriented.

When I was thinking of an M.A. degree, 1
seriously considered three schools. The first
would have required that I take more under-
graduate English courses in addition to the
graduate courses in TESOL. Since my experi-
ence and interest was in the teaching of English
to businesspeople, I could find neither interest
nor relevance in these courses. The second
program I checked was lock-step in its linguis-
tic focus and did not seem to fit my needs or
interests as a teacher. Finally, I chose a pro-
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gram that had plenty of leeway; I studied com-
munication as a minor, which to me seemed
more relevant than the other institutions’ re-
quired English and linguistics courses.

The point in my personal example here is
that there is a lot of diversity out there in the
types of programs offered, to say nothing of the
quality of instruction offered or the skills and
characteristics of the graduate students. Our
fieldis so diverse that academic training in one
area may not be enough to ensure that one can
do professional work in another.

Licensing of TESOL Teachers

Does the discussion about licensing of
TESOL teachers even matter in the real world?
This discussion is fascinating on the one hand
and yet seems futile on the other. Itis fascinat-
ing because, like the business world, our field
ranges from charlatans out to make a quick
buck to extremely sophisticated professionals
who are out to help their clients, the field, and
the world beyond it. It seems futile to me
because I doubt whether the licensing move-
ment can succeed.

I also fear what might happen if it did
succeed. Who would define the license?
TESOL? Linguistics associations? Literature
associations? University committees? School
boards? Government agencies? I have no
confidence that any great wisdom or results
would come out of these bodies, with the
possible exception of TESOL—and even
TESOL has some blind spots. I would fear that
the outdated requirements of some schools
would be mandated for all and that we would
lose the value of flexible and diversified pro-
grams. I would fear that in the attempt to
professionalize the field we might uninten-
tionally pulverize it.

Nevertheless, I would like to see more and
more networking of professional associations,
universities, and language teaching companies
across the world. Along with that could go
tighter hiring policies among universities across
the world, where academic training does make
sense as a prerequisite for teaching for various
reasons. The other ideas mentioned by Mr.
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Clayton, such as advertising and accreditation,
all seem reasonable steps in the long-term goal
to push TESOL toward excellence.

Final Remarks

Ultimately, the field of TESOL seems as
diverse as the world beyond it. To remain too
comfortable with the status quo would be
dangerous. Also dangerous, however, would
be to force everyone in the field into the narrow
tunnel of formal academic training as a pre-
requisite to any kind of teaching. What re-
mains, it seems to me, is to keep pushing
forward toward progress with our eyes open to
false assumptions in our way. In the legitimate
quest for greater professionalism and recogni-
tion for our efforts to improve our knowledge
and effectiveness, we need to remember that
many pilgrims have helped pave the way for
professionals and that on occasion some pro-
fessionals have taken the field into unproduc-
tive areas.

To paraphrase an old Al Jarreau song,
“We’re in this (field) together.” Let’s keep
pushing ahead, but be careful about pushing
some of our colleagues away from us.
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INTERNATIONAL TESOL PROFESSIONALISM

International Standards for ESL
Teachers: An Agenda and
Recommendations

René Cisneros and Elizabeth Leone

More than ever before, countries with a great
demand for ESL teachers also have an urgent
need that these teachers be well trained.
However, setting professional standards for
ESL teachers is no small chore, especially
when one considers the vast numbers of Eng-
lish as a second language students and teachers
around the world. The Soviet Union alone has
more than 45 million ESL students; Japan has
more than 66,000 nonnative-speaking ESL
teachers in their high schools (Marquardt,
1977). These are probably conservative esti-
mates that need to be updated for the 1990s.

Establishing international professional stan-
dards for training ESL faculty is an issue that
requires an agenda for policy-making and
recommendations for action. This essay out-
lines (1) an agenda for developing interna-
tional standards for ESL teachers, (2) a set of
cultural factors for consideration in interna-
tional policy-making, and (3) a set of recom-
mended actions for teachers, educational insti-
tutions, governmental bodies, and businesses
to carry out in collaboration.

An Agenda

Policy-making in language, or language
planning, takes place at many different organ-
izational and institutional levels. For example,
a particular school may establish policy for
faculty hiring and promotion; a training pro-
gram for ESL teachers may establish policy to
“guarantee” the competence and quality of its
graduates; and state and federal agencies may
establish policy to determine which training
programs are eligible for funding. Language
policy-making is an integral part -of many
educational programs, and in discussing pro-
fessional standards for international ESL teach-
ers, alanguage planning agenda, incorporating
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both description and normative issues, needs
to be established (Leone & Cisneros, 1983).
Rubin (1985), who has studied language
planning and policy-making worldwide, has
formulated four questions which can be used
for apolicy-making agenda. We have adapted
these questions to guide ESL professionals in
thinking about the issue of international stan-
dards for training ESL teachers. Answers to
the four questions will provide a solid basis for
initiating policy-making efforts for interna-
tional ESL teacher standards. However, care
should be taken to ensure that information
provided by persons in a country takes into
account the role of English in that country and
the process of policy-making there as well.

1. What professional standards for ESL
teachers exist; what inadequacies have been
identified?

Implicit in any proposal for ESL language
planning is the premise that English language
learning and teaching is somehow not ade-
quately meeting the needs of persons using the
language. If so, at the international level we
can turn to organizations such as TESOL
(Teachers of English to Speakers of Other
Languages) and IATEFL (International Asso-
ciation of Teachers of English as a Foreign
Language) and to publications like the TESOL
Quarterly and the TESOL Newsletter for guid-
ance in thinking about inadequacies and stan-
dards for evaluating ESL teachers and TESL
teacher training programs. TESOL has also
published self-study guidelines of ESL teach-
ing and professional preparation programs.

In specific countries, TESOL affiliates,
public and private ESL programs, and ESL
teachers can serve as resources for identifying
and discussing the inadequacies in ESL teach-
ing and for setting ESL professional standards.

René Cisneros is Assistant Professor of Second
Languages at Metropolitan State University in St.
Paul, Minnesota. Elizabeth Leone is Assistant
Professor of Modern Languages at Bemidji State
University in Bemidji, Minnesota. Both authors
have written frequently on language planning.
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In the U.S. and Japan, which have many pri-
vate and public ESL programs, there is much
information for discussion of ESL inadequa-
cies and standards. Clayton and others have
discussed inadequacies and the need for con-
sensus in the training and education of ESL
teachers in Japan and elsewhere (Clayton, 1989;
Larsen-Freeman, 1983; Richards, 1987; Rich-
ards & Crookes, 1988). These discussions—
on methods, practica, and other issues— pro-
vide the initial impetus for beginning to ad-
dress the need for ESL teacher standards.

2. Who are the planners who have the
authority, power, and influence to make and
influence decisions related to professional
standards for ESL teachers?

TESOL and its affiliates, and those institu-
tions using English make up two groups of
planners. But, in each country, planners at the
national and regional levels need to be identi-
fied; these planners should include TESOL
members, educational agencies, legislative
bodies, and private and public ESL program
staff. Given the complexity of policy-making,
first efforts need to be established in particular
countries with urgent needs, such as Japan.

3. What plans or goals have been set to deal
with the inadequacies of ESL professional
standards?

Educational institutions and governmental
bodies which have self-assessed their policies
and established plans to attend to the inadequa-
cies in their policies need to be consulted.
Also, there is a need to analyze and compare
practices in specific countries for various types
of programs. For example, what criteria are
used by large corporations in the U.S. and
Japan for hiring ESL instructors? How do
these businesses hire English proficient work-
ers, managers, and executives?

4. What attempts have been made at
planning—that is, inwhat situations have there
been or is there a real effort being made
toward implementation of or feedback to a
policy or plan?
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In many businesses where English is used,
there are international memos, policies, hiring
practices, and testing procedures used to en-
sure adequate language proficiency. Profes-
sional ESL journals need to publish ongoing
updates which monitor this institution-internal
development of standards in various countries.
Such updates could serve as forums for the
discussion of which type of ESL standards are
working and which are not.

Cultural Factors

Key planners in a host country, such as
Japan, need to provide information about the
sociocultural context of English language
education, the educational agencies, and the
process of policy-making in their country.
Information is needed on the value that the
educators of a particular country assign to the
English language, to the learning and teaching
of English, and to the role of native and nonna-
tive English-speaking teachers. How is the
English language and the English language
teaching profession perceived and conceptual-
ized by the educators, government officials,
and students in a given country? Is the English
language perceived as a language that must be
known well enough to pass a written entrance
exam for college, or as a language that must be
known to conduct professional negotiations
orally and in writing, or merely as a language
that one must show on his/her educational tran-
script or resume? That is, what are the many
purposes for learning English in Japan and
elsewhere, and how do these reflect the values
placed on ESL and ESL professionals?

ESL professionals need to muster all their
practical competence in cross-cultural com-
munications and ethnographic and diplomatic
skills to function within an appropriate frame-
work acceptable to both the host country and to
ESL professionals. Add to this the fact that
ESL professionals may only be guests in the
country in which they are teaching or consult-
ing, and the scenario becomes quite complex.

Recommendations
Listed below are some recommendations
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for increasing and supporting standards in the
TESOL profession.

1. Collect and share information. ESL pro-
fessionals need to participate in working groups
such as TESOL and TESOL affiliates which
can collect and share information about inade-
quacies of ESL and TESL training in order to
address policy needs.

2. Assume leadership roles. ESL profession-
als need to assume leadership roles in their
communities, places of employment, and
teacher preparation programs. Professionals
need to advocate for better ESL teaching and
teacher education. A country with urgent
needs for well-prepared teachers cannot afford
to lose these ESL professionals to burn-out or
disillusionment due to a lack of appreciation
and respect for the profession.

3. Self-assess program standards. TESOL
affiliates need to encourage state educational
agencies to self-assess their standards for ESL
teachers and to promote the development of
professional standards appropriate to the
country’s needs. A country like Japan with a
strong economy and urgent demand for Eng-
lish language services would develop an ESL
licensure program very differently from a
country with a different economy and different
ESL business and educational needs.

4. Identify persons with policy-making influ-
ence and power. ESL professionals need to
initiate contacts with persons who have the
influence and power in their countries to make
changes in inadequate policies.

5. Make teacher preparation programs “user
friendly.” ESL professionals need to make
their teacher preparation programs more “user
friendly” for clients. TESL credential courses
could be offered in a variety of formats in or
near the workplace on morning, evening, week-
end, or summer intensive schedules.

6. Offerincentives. Incollaboration with busi-
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ness and industry, educational agencies need
to offer incentives to reward ESL teachers who
seek aprofessional credential. Incentives could
include tuition stipends and merit salary in-
creases - for ESL teachers with professional
credentials,

7. Disseminate information and educate the
public. ESL professional organizations in col-
laboration with business and industry need to
disseminate information and educate the pub-
lic about ESL, its issues, and its professional
needs.

8. Offer creditfor prior experiential learning.
Professional development programs for ESL
teachers need to assess and give credit for the
ESL teacher’s prior learning and competence
gained from practical teaching experience. The
credential program would include an experi-
ential learning assessment phase in which the
teacher’s prior learning and work experience
could be evaluated and awarded credit.

9. Develop theory seminars. Adapt the the-
ory-seminar concept from colleges which of-
fer credit for prior experiential learning (Har-
vey & Webb, 1985). As part of a credential
program defined in terms of competencies and
prior experiential learning, theory seminars
are designed to supplement a student’s practi-
cal experience. They speed up the process of
preparing professionals since time is not spent
on teaching practical knowledge that a person
has already acquired.

10. Establish teacher preparation programs
in countries with urgent needs. Countries like
the U.S. with strong ESL credentialling pro-
grams need to collaborate with countries which
have high demands for well-prepared ESL
teachers. American universities in conjunc-
tion with Japanese universities, for example,
can establish ESL credentialling programs in
Japan. Persons would simultaneously prepare
for their ESL credential and teach ESL as part
of their field experience. Programs could even
be developed where the person would study
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half a day and teach half a day in a supervised
setting. In this way, the prospective teacher
combines theory with practice, and under-
staffed ESL programs are provided with a
much-needed teaching staff. This type of
model with half a day of theory and half a day
of practice is common to medical schools and
other professional schools in a number of
countries around the world.

11. Mentor prospective ESL professionals.
ESL professionals need to become responsible
for mentoring or guiding other ESL teachers.
A mentoring component can be included in the
credential programs so that both ESL teachers
and teacher trainers mentor other ESL teachers
and advocate for a stronger ESL profession.

12. Form an “ESL corps.” Countries which
have strong economies, such as Japan, could
take the lead in providing the training of ESL
teachers in other countries which do not have
strong economic resources. This could be
done by providing a type of “ESL peace corps”
teacher training program, whereby ESL pro-
fessionals with established professional posi-
tions in first world countries would volunteer
to train ESL teachers in developing countries.

13. Promote an international ESL prepara-
tion program contest. International organiza-
tions, such as UNESCO and OAS, in collabo-
ration with business and industry, could spon-
sor international contests for the best ESL
teacher training program. Business and indus-
try could work with government and educa-
tional institutions to sponsor ESL training
programs for international competition. Dis-
tinguished programs could serve as models
and inspire other countries.

14. Develop reciprocal language teacher
preparation programs. Countries such as the
U.S. and Japan, with quasi-reciprocal needs
for Japanese and ESL language teachers, could
developreciprocal language teaching programs
whereby American teachers are taught Japa-
nese language, culture, and skills for teaching
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Japanese as a second language and Japanese
teachers are taught ESL, American culture,
and skills for teaching ESL.

15. Combine ESL and bilinguallbiliteracy
teacher preparation programs. Some multi-
lingual countries might have needs for training
teachers to teach literacy in several national
languages, including English. Credentialling
programs in such countries might include core
competencies in second language acquisition
and teaching, bilingualism/biliteracy, linguis-
tics, language variation, and culture for each
language addressed. Still other countries might
need to combine second language credentialling
programs with the training of teachers in first
language literacy.

Conclusions

Standards for the international ESL profes-
sional need to address several variables: 1) the
variety of attitudes, perceptions, and concep-
tualizations of the role of learning and using
English in a particular society; 2) the role of the
native-born and foreign-born ESL teacher in a
particular country; 3) the state of the economy;
and 4) the supply of and demand for English
teachers.

For example, standards for ESL profes-
sionals in Japan need to be analyzed within the
context of both public and private policies.
Petersen (1989) mentions that in Japanese
public schools, the focus of English teaching is
on preparing the student for written English
exams. This public policy has had a direct
effect on the type of English teachers pro-
duced: acorps of Japanese teachers who teach
English primarily for reading and writing
proficiencies. Japan also has a private policy
in the business sector that strongly encourages
Japanese businessmen to communicate in
spoken English. Native speakers of English
from Western countries have responded to this
need by specializing in developing students’
oral proficiency.

The two different types of policy in Japan
have produced at least two types of English
teachers with different needs, rights, and re-
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sponsibilities. To some, it may appear that
these two types of teachers are meeting the
English language needs in Japan, and so, at
present, changing the status quo may not be
urgent. Unless problems are perceived by
these students, their employers, or schools, or
unless greater prestige is gradually attached to
spoken English by Japanese youth, change
may not come about very soon in English
teaching in Japan.

Employment conditions also relate to the
professionalrole that s allowed, culturally and
politically, for native-born and foreign-born
ESL teachers in a particular country. For
example, what does the Japanese or American
culture consider an appropriate role for an ESL
teacher within the historical, socioeconomic,
racial, and gender conditions of employment?
Is the ESL professional perceived merely as a
tutor, a native “informant” (to borrow a term
from anthropology) who can facilitate conver-
sation in English, a classroom teacher without
the right to make or give input in curriculum or
policy decisions? In the United States, for in-
stance, where certain occupations and subjects
are still identified with women and where ESL
college credit remains controversial, a less-
than-professional role for teachers is not un-
common.

A final issue relates to the citizenship status
of Western ESL teachers. What are the ave-
nues for them to participate in the political
process? How can they give input to and make
demands on governmental bodies which make
educational policy? An obvious solution to
this issue is for Westerners to work with J apa-
nese ESL professionals to bring about policy
changes and public debate about standards.

Policy-making tasks and the establishment
of professional standards for ESL teachers
cannot be taken on by any one group. Strong
collaborative efforts must take place to bring
about changes. Avenues for dialogue and
action need to be through professional ties with
English-speaking countries to discuss the
shared issues, problems, and solutions.
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Once ESL professionals become informed
of other programs’ standards and other coun-
tries’ attempts to implement or change policy,
they will have the groundwork for fueling their
own efforts, hopefully avoiding duplication of
effort or error. However, language planning in
any country always must be undertaken within
the context of the social, economic, and cul-
tural conditions and practices of the country in
order to obtain the most effective results.
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What Did Isadora Duncan and
Einstein Have in Common?

Robert O'Neill

It should not be difficult for anyone with even
a superficial knowledge of EFL teaching and
teachers to understand the desire by those who
practice it seriously to get some recognition. It
is perhaps equally natural that people who
spend years of study in acquiring a profes-
sional qualification should think that those
who have not done so ought to be prevented
from working in the same profession.

There are several things, however, that
make me uneasy about this desire for some
kind of professional license to teach. To begin
with, I am not sure that such a license or barrier
to the unskilled would in the long run make our
craft or business or discipline more truly pro-
fessional (the confusion in my own mind as to
which of these three things EFL teaching really
is should be noted). I also fear that such a
license would contribute more to the bureau-
cratization of EFL teaching than to its profes-
sional growth. Last of all, I have strong per-
sonal reasons for suspecting that such a move
would keep out a large number of people who
can contribute far more to that professional
growth than a licensing scheme would.

The Story of a High School Dropout
Perhaps at this point I should begin, as it
were, at the end—or with the last reason. What
are my personalreasons for doubt in the matter
of professional qualifications? They are, quite
simply, that I myself am not—at least in any
formal sense—either a trained teacher or even
well-educated. I dropped out of a tough high

Robert O’ Neill has been an EFL teacher for over 30
years. He is the author of many English language
teaching courses and materials, including The
Kernel Series and The Lost Secret. His article “The
Confessions of an Embarrassed Eclectic” appeared
in Cross Currents 15(2).
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school on the South Side of Chicago when I
was seventeen, tried to become an actor in Hol-
lywood, worked in a variety of unskilled jobs,
and then, after spending about nine months
wandering around Europe, found by chance a
poorly paid job as a teacher in a Berlitz school
in a West German city that was still visibly
recovering from the war. My initial training
consisted of about an hour’s introduction to the
mysteries of the basic Berlitz teaching-kit—a
small briefcase-like box which contained some
pencils of different colors, a toy clock, and a
few other objects to illustrate the notions of
“big” and “small.”

This is not the place to elaborate on the use
of these primitive tools other than to say that
they were surprisingly effective. They were
also my personal introduction to the craft of
language teaching. I do not for a moment
doubt the usefulness of the various courses that
now exist for untrained and unskilled teachers
such as I was, but if I had the chance to repeat
my life or the preparation for my careerin EFL,
I would still prefer to begin in the way I did.
Equipped with such experience I could partici-
pate more intelligently and critically ina course
leading to professional qualifications.

Two Types of Competence

Courses designed to supply people with
professional qualifications often tend—par-
ticularly in the United States—to develop what
is referred to in other fields as “normative
competence” rather than “performative com-
petence” (Lomas, 1987)." The first consists
largely of the ability to conceptualize and to
talk about what one should do. The second
consists of the actual ability todoit. Very often
teachers with no formal qualifications-have a
great deal of the second but too little of the first.
And often teachers with formal qualifications
have a certain amount of the first but pitifully
little of the second. We have all met “profes-

1 Lomas, a trained psychoanalyst, argues that the
present professional training of psychoanalysts
can actually prevent them from helping their
patients or even understanding their real needs.
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sionals” who can talk convincingly and im-
pressively about their work but who are insen-
 sitive and uninspired in the actual practice of it.
I do not want to devalue or downgrade
normative competence. Without it, we would
be unable to talk to each other about what we
do or to argue about what it is we should be
doing. I am simply reluctant to overvalue it or
to disregard the insights and experience of
many good teachers who have few formal
qualifications and who are often unskillful at
talking about what they do. And I am even
more reluctant to fall into the trap of what the
anthropologist Edward T. Hall (1976) calls
“extension transference,” which he defines as
a“common intellectual maneuver in which the
extension is confused with or takes the place of
the process” (p. 28)” The process in this case
is the- ability to teach English as a foreign
language. The extension is the diploma, the
formal qualification or license.

Perhaps you will object that a driver’s li-
cense can also be seen as an “extension” in this
sense, but that no one is his right mind would
argue that we ought not to demand it as evi-
dence of the ability to drive before we let
people loose in those lethal weapons we com-
monly refer to as “family cars.” This objection
brings me to the heart of my argument and back
to the first two of the three reasons I mentioned
at the beginning. We need bureaucratic inter-
vention and bureaucratic proof of the ability to
drive because unqualified drivers are even
more likely to kill than qualified ones are.
Fortunately, however, the activity of teaching
English badly and unskillfully is not quite as
dangerous. And there is a great deal of evi-
dence that large numbers of people are willing
to pay for good, high-quality, truly profes-
sional teaching. Certainly, the large number of
well-qualified EFL teachers in a country like
Japan does not suggest a serious shortage of
properly paid professional posts.

2 Hall attacks the propensity of Western cultures
in particular and bureaucracies in general to
destroy that which they cannot understand or
regulate.
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License or Barrier in EFL?

Let us briefly compare the various sectors
of the marketplace for EFL. In most countries
there is a very important state sector which
refuses to employ teachers unless they possess
professional qualifications. I, for example,
would not be allowed to teach EFL or to lecture
upon it at any American state-run university.
A glance at my application form would imme-
diately dismiss me, despite the books and ar-
ticles I have written, the countries and places I
have lectured at and taught in, and the panels of
experts I have sat with at various conventions.
I am not complaining about this state-sector
policy; I simply point it out as evidence of the
importance of professional qualifications.

There are, in addition, a great number of
private schools and institutions that are in-
creasingly rigorous about professional stan-
dards. Some of these private institutions may
be somewhat more flexible about qualifica-
tions (or at least about the definition of what a
proper qualification is) than state-run ones, but
even these favor qualified applicants and are
willing to pay them well. There is also a state-
supported scheme in countries like Great Brit-
ain which refuses to recognize schools unless
they employ properly qualified staff. Recogni-
tion, of course, is not the same as licensing, but
itis an extremely important factor. The private
schools that do well financially and survive in
the long term in Britain are precisely those that
are recognized.

Finally, there is the unprofessional sector.
Nobody seems to know how large this is. In
Britain, for example, this sector tends to con-
sist of hole-in-the-wall schools that mushroom
in the summer. Their life-cycle tends to"be
similar to the insects that feed from the flowers
at the same time of the year. They, like the
flowers and insects, disappear quickly when
colder weather comes. In Japan, unprofes-
sional sector schools may be walk-in salons or
“English shops” that market English in the
same manner that sex, alcohol, or fast food is
sold by other types of shops. You buy it by the
hour or by the portion. The teacher you see
today will probably not be the teacher you sec
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on your next visit. The composition of the
class (if there is such a thing as a class) changes
constantly. If the English on offer is quickly
ingested, it is just as quickly evacuated.

What Has the Professional Sector to Fear?

What is it that the professional sector has to
fear from the unprofessional one? Unfair com-
petition perhaps? If so, what exactly is unfair
about it? A lot of students who start out in the
unprofessional sector later come into the pro-
fessional one. The big firms in Japan like
Hitachi, Sony, and JAL and similar big firms
all over the world go to the professional sector
rather than to the unprofessional one. The
walk-in salons are usually frequented by stu-
dents who either can’t or won’t pay the price
that the professional label demands. Why
should they not have this choice?

Or are we, perhaps, seriously worried that
the professional sector may in the future shrink
or be overwhelmed by the unprofessional one?
This has not happened in the last 20 or 30 years
of mainly unregulated growth of EFL both as
a business and as a profession, so why should
it happen in the future? And if it did, what
would it tell us about the professional sector?
Only that it had for some reason (perhaps an
excessive and bureaucratic insistence on its
own professionalism) grown out of touch with
its clients, just as it can be argued that modern
bureaucratically regulated medicine has lost
touch with many of its clients’ needs.

No; there are only two things the profes-
sional sector really has to fear. One is that a
self-inflicted and narrow vision of its own
professionalism will make it unable to respond
to the changing pattern of demand for English
in different parts of the world. The other is that
a growing administrative bureaucracy will, in
its zeal to enforce its own narrow vision of
“proper qualifications,” destroy the diversity
and the calling of alternative and competing
methodologies that make EFL teaching an
interesting and exciting field.

Bureaucracy and Professionalism
The link between bureaucracy and one
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particular monolithic view of professionalism
is inescapable. If you want professional stan-
dards everywhere you must have the adminis-
trative machinery to enforce them. You must
have inspectors and standards and ways of
assessing them. Above all, you must invent
and refine ways of catching and punishing
those who transgress against your standards.
That means a bureaucracy, frequently one di-
vorced from the actual practice of the stan-
dards it is there to enforce.

If teachers and teacher trainers want to gain
a more professional image, they should con-
centrate on continuing to persuade their clients
and customers that what they have to offer is
worthwhile. At the same time, they should
offer training schemes to some of those unpro-
fessional teachers who decide they like what
they are doing and want to learn more about it.
This is already happening in the U.K.

However, the professional sector (and here
I admit again to a personal bias) ought to be
cautious before it dismisses the insights or the
person of the unprofessional teacher. One of
the reasons that EFL is such a vital and interest-
ing enterprise is that it has attracted a large
number of people into it with a wealth of
experience and training gained from other
occupations. Many of these people would, like
myself, never have entered the field if there
had been no chance to teach English without a
professional qualification.

A universally enforced license to teach and
a barrier to anyone who does not have one
would kill the very thing it was meant to
protect. It would destroy a great deal of the
ferment and stimulating confusion about stan-
dards and methods that distinguish our occu-
pation from the more sober type of teaching
practiced in more respectable—but on the whole
farless interesting—places where bureaucratic
notions of professionalism hold sway.

A List of Unprofessional Outsiders

I would like to end with a very short and
very incomplete list: Socrates, Shakespeare,
Erik Satie, Isadora Duncan, Einstein, Ben-
jamin Whorf. What have they all in common?
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Socrates was deeply suspicious of the sophists,
the professional teachers of rhetoric and logic
of his day, and did not appear to have much
formal training himself. Shakespeare wasrela-
tively uneducated, with “little Latin and less
Greek,” and ignored academic rules of drama
_ construction. Einstein had been so unsatisfac-
tory as a student that his teachers refused to
recommend him for a job. Satie was a dropout
from the Conservatoire. Whorf was an insur-
ance inspector whose formal training was in
chemistry, not linguistics. Isadora Duncan
took only a few lessons in ballet and then
rebelled against the orthodox conventions of
professional ballet and invented an alternative
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and rich form of expressive dance. Not one of
them would have satisfied the criteria of an
academically rigorous definition of profes-
sionalism.

It is people like these that I fear would be
lost to any profession that defines its profes-
sionalism too narrowly or too jealously.

References

Lomas, P. (1987). The limits of interpretation.
Middlesex, England: Penguin Books.

Hall, E.T. (1976). Beyond culture. New York:
Doubleday.

The Importance of Grammar in
ESL Teacher Education

Patrick Duffley

The editorial in the Fall issue of Cross Cur-
rents raised a number of interesting questions.
I'shouldlike to pick up one of them, the training
of ESL teachers, insofar as the teaching of
grammar is concerned.

How to Teach, or What to Teach?

I wholeheartedly endorse the editorial’s
condemnation of the position “If you can speak
English, you can teach English.” However, I
am not sure if we agree on what is required to
train an anglophone as an ESL teacher. Al-
though I believe it is useful to acquire tech-
niques and approaches for presenting the forms
and structures of the language, the essential is,
in my opinion, not sow to teach but what to
teach. Many programs for training teachers do
not provide an intimate knowledge of English
grammar, even though such knowledge is
necessary in order to explain usage to learners.

Let me illustrate what I have in mind by

reference to the problem of some and any. The
standard treatment of these two quantifiers in
English teaching grammars is to distinguish
between them in terms of the context in which
they are used: some is said to be employed in
positive sentences (“I want some cake”), while
any is what learners are taught to use in nega-
tive and interrogative sentences (“I don’t want
any more cake” and “Do you want any more
cake?”). This illustrates an approach to gram-
mar which is based on rules drawn from an
observation of the contexts in which gram-
matical forms occur.

Now what many teacher training programs
do is simply take for granted this view of the
grammar of English and devote most of their
energies to providing future teachers with psy-
chopedagogical concepts and communicative,
audiovisual, or other techniques which will
supposedly allow them to teach properly.
Sometimes the grammar rules are reviewed or
studied, but rarely if ever is the content of the
grammar itself called into question.
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Inmy opinion, however, it is precisely that,
that is, the content of the grammar taught,
which should be subjected to a serious exami-
nation. Coming back to some and any, I submit
that arule such as the Positive Versus Negative
or Interrogative one, while it may be useful for
giving beginners a first approximation of how
these two determiners are used, will only
engender confusion and boredom if it is main-
tained beyond the beginners’ level as an expla-
nation of grammatical usage in English.

Grammar Knowledge in ESL Teaching

To illustrate my point, how is the teacher
equipped with the above rule going to explain
a very common sentence like “Did you lose
something?”, where some is used in an inter-
rogative context? The approach to grammar
which this teacher has been exposed to leads
very easily to the temptation to treat such uses
as “exceptions” to the grammatical rule.

This method of teaching grammar has many
unfortunate consequences. Firstly, it kills the
student’s curiosity. A second equally serious
drawback is that it deprives the student of
important grammatical knowledge for using
some and any properly, such as the fact that
both can be used in interrogative contexts,
though with different meanings. Thus whereas
“Did you lose anything?” indicates real igno-
rance on the part of the speaker as to whether
anything was actually lost or not, “Did you lose
something?”” would be addressed to someone
who was down on his hands and knees looking
under the sofa; that is, it presupposes that
something has actually been lost.

And an interrogative contextis not the only
case where a contrast in meaning can be ob-
served. It also exists in negative sentences,
where a use such as “I didn’t understand any-
thing in the text you assigned” means some-
thing very different from “I didn’t understand
something in the text you assigned.” And the
contrast exists in negative questions. “Didn’t
you buy any apples?” indicates that the ques-
tionee was supposed to buy apples, but forgot;
whereas “Didn’t you buy some apples?” im-
plies that some apples were bought, but have
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been lost on the way home from the market.
Meaning contrast can also be observed in
conditional contexts. In the sentences “If you
find any mistakes in my translation, please
correct them for me” and “If you find some
mistakes in my translation, please correct them
for me,” the latter is indicative of a greater
degree of humility than the former. Finally,
meaning contrast can be observed in positive
contexts. Contrast “I’'mlooking for something
he gave me” and “I’m looking for anything he
gaveme.” The first might be said if the person
referred to had given the speaker a newspaper
article a few weeks ago and the latter wasn’t
sure where he had put it; the second could refer
to objects given the speaker by Elvis Presley,
of which the least one is now worth several
thousand dollars to collectors of memorabilia.

The Marvelous Panoply of Usage

Unfortunately, the door to this marvelous
panoply of usage is closed to the student if
teachers are not given a broader, and deeper,
view of English grammar. Grammar has to be
seen as more than just a collection of rules, of
do’s and don’t’s, in order for it to reflect the
way native English speakers really speak and
to become a positive factor for stimulating the
student’s curiosity and desire to learn. The
way to achieve this goal is, in my opinion, to
view and teach grammar as something whichis
inherently meaningful, that is, as something
which has real communicative value.

When the student realizes that English
speakers use grammatical forms because of
what they mean, grammar teaching can appeal
to his intelligence and imagination by trying to
get him to “feel” what the grammar means, to
imagine in what kind of situation one would
use a given form, and even, at more advanced
levels, to explain why a speaker or writer has
chosen one form rather than another. A vast
horizon of challenging activities and exercises
thus opens up, at all levels, before the ESL
teacher. This horizon must remain closed,
however, as long as we maintain what I feel is
an unprofessional approach to the subject matter
itself in which we profess to be experts.
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Japanese University Hiring
Practices and the Masters in TEFL

Michael Redfield

For the Spring 1990 issue of Cross Currents,
Editor Thomas Clayton kindly asked me to
comment on the current Japanese university
employment situation in regards to TEFL. As
a long time TESOL TEI (Teaching English
Internationally) representative in Japan, I am
more than happy to share what knowledge 1
have with the readership on this vital and often
reoccurring theme.

What I propose to do is first describe nor-
mal hiring practices for both Japanese and
international instructors and then compare the
Japanese system with that of university second
language practices in the United States.

The Old Boys Network

Generally speaking, Japanese universities
hire their faculty through a recommendation
system. Positions may be publicized (though
often in sources inaccessible to foreigners) and
formal qualifications are required; but these
are mostly for show. A recommendation from
the proper person is the key. For full-time po-
sitions, this proper person is usually Japanese.

Let’s look at how this recommendation
system works in practice. The Japanese candi-
date normally majors in English and upon
graduation immediately enters a Ph.D. pro-
gram. Since there are practically no TEFL
programs in Japanese universities, s/he spe-
cializes in either literature or linguistics; s/he
obtains an M.A. and often continues on to an
ABD (all but dissertation). Few candidates
actually obtain the doctorate at Japanese uni-
versities, mainly, I believe, because their gradu-
ate professors do not possess doctorates either.

At this point, recommendations begome
all-important. Through the university’s own
old boys network or a broader OB network, if
the graduate professor comes from a different
school orisinvolved in one of the many learned
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societies that proliferate in Japan, information
about jobs becomes available, telephone calls
are made, and jobs are firmly secured. All this
happens well before the job seeker makes a
formal application or meets people at the school
involved. For full-time positions there is nor-
mally an interview, but this is mainly for show,
as the hiring decision has already been made.

For schools looking for new personnel, the
process is reversed. Professors in the depart-
mentinquestion—many college English teach-
ers are not in English departments—are asked
to contact their personal OB networks in search
of a suitable candidate. Once convinced of the
desirability of an aspirant, the professor merely
informs his/her colleagues, and if there are no
other applicants, the person is hired. This
holds true almost 100% of the time in the case
of part-time positions. The same holds for full-
time slots, unless there is more than one recom-
mended applicant. In that case, the candidate
of the higher-ranked department member
generally gets the job, regardless of the indi-
vidual qualifications of the candidates.

After obtaining a first position, full-tim-
ers—which basically means tenure for Japa-
nese candidates—can move up to more pres-
tigious schools, again through contacts. Part-
timers, who teach the bulk of the actual classes,
also cultivate contacts at their colleges and at
learned societies in order to obtain tenured
positions.

It is interesting to note that degrees, publi-
cations, and teaching experience are all pres-
ent, though not terribly important, in the tenure
process. The M.A./ABD is certainly an aca-
demic, but is not a TEFL professional. S/he
has no formal TEFL training, no supervised
teaching experience, and professional inter-
ests which most often lie in other areas. Yes,
publications are required for Japanese, but
there is a way around this as well since only one
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publication is necessary and the masters thesis
(almost never in TEFL) counts.

Foreigners in the Japanese System

The procedure for hiring foreign staff is
similar on paper, but is slightly different in
practice. For one thing, far fewer foreigners
are hired for tenured positions than Japanese.
For another, few foreigners attend Japanese
graduate schools, and relatively few foreigners
are well-connected in university old boys net-
works. This means that schools often have to
look elsewhere for foreign staff. Some adver-
tise in The Language Teacher or The TESOL
Newsletter, others set up sister school relation-
ships with foreign universities. Some hire only
missionaries, others look for personnel through
sister city relationships, and others hire their
foreign teaching personnel through language
schools. Most foreign teachers in tenured
positions, nonetheless, are hired through per-
sonal contacts and recommendations.

Perhaps since foreign personnel are appar-
ently hard to find—or are not considered true
professors, another very real possibility—for-
mal requirements can more often than not be
waived. This appears especially to be the case
with part-timers and temporary full-timers
(nontenured contract teachers), but sometimes
includes tenured personnel as well. For ex-
ample, I personally know of foreigners without
TEFL degrees or qualifications who have been
hired within the past two or three years for part-
time, contract, and tenured positions at Aoyama,
Ferris, Kobe Jogakuin, Nanzan, Kinki, Kinran,
Baika, Shukugawa, Otemae, Osaka Shoin, and
Kansai Gai Dai. Most of these people do not
have publications, few speak Japanese or other
foreign languages, and three did not even have
previous teaching experience. All of them,
however, were recommended.

For a typical example of foreign hiring,
perhaps we can look a bit at my own school,
Osaka University of Economics. We have
nine full-time and 33 part-time English in-
structors. Most of the part-timers teach full-
time at other institutions. As of three years ago
we had no foreign faculty. Now we have two
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foreign tenured instructors and four foreign
part-timers. None of the Japanese staff have
TEFL qualifications. Half of the foreign staff
are career TEFL people, myself and two of the
part-timers recommended by me. Since I have
been there, not one position in the entire uni-
versity has been advertised. All new staff
entered on personal recommendations. I be-
lieve that this is a typical situation.

The U.S. Hiring System

Before we begin screaming about the lack
of professionalism in Japanese college TEFL,
it might be a good idea to look at the situation
of second language instruction at the univer-
sity level in the United States, especially since
Editor Clayton recommends turning over cer-
tification to TESOL, an overwhelmingly U.S.-
based organization, and to the international
academic community, in which American
universities play a major role.

American second language classes in col-
lege are normally taught by untried graduate
students, professors of literature, linguistics
and other area studies, and educated native
speakers. Specialists in applied linguistics or
foreign language education (the equivalent of
TEFL) are vastly underrepresented, although
in creditable programs they are often active at
a supervisory level.

This may or may not be the ideal situation;
I for one would hope that all university lan-
guage teaching personnel, in Japan and abroad,
would be qualified language teaching special-
ists. But if American colleges see no need for
more qualified instructors, I seriously doubt
that Americans like Clayton and myself will
ever be able to convince Japanese authorities
to accept only qualified TEFL professionals.

The Future of TEFL in Japan

As far as I can determine, I have faithfully
described normal Japanese university hiring
practices above. However, even poorer prac-
tices do exist. For example, both Kobe Gakuin
and Osaka University of Physical Education
have recently signed contracts with Overseas
Training Center (OTC), a large but by no
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means prestigious ELT jobber, to have foreign
teachers supplied. I personally know two of
the new teachers. Both are 22 years old, have
only several months unsupervised teaching
experience, and have no academic or practical
knowledge of TEFL whatsoever. Apparently
they are to receive two hours of training from
OTC people occupying similar positions.
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Until everyone involved in language edu-
cation—educational administrators, language
school executives, college professors, Minis-
try of Education personnel, and regular lan-
guage teachers—abandon the idea that all native
speakers are automatically qualified language
teachers, I personally see no way for profes-
sional TEFL to advance in Japan.

Some Thai Perspectives on
TESOL Professionalism

Acharapan Leanhanathavuth

English is emerging as the international lan-
guage of business, education, and entertain-
ment. To serve the growing demand for Eng-
lish in Thailand, many universities and lan-
guage schools have become involved in Eng-
lisheducation. However, there are more people
who want to learn English than there are quali-
fied people available to teach English. This
state of affairs has led to a problem in the
quality of English teaching in Thailand.

Teachers and Learners of English

Most academic institutions in Thailand
provide academic as well as functional English
programs. Atacademic institutions, functional
English is based on academic English, so the
requirements for university, college, and high
school English teachers are usually a degree in
linguistics or education and teaching experi-
ence. These regulations are supported by both
the Ministry of Education and by the institu-
tions themselves. These strict requirements
mean that these TESOL teachers are highly
paid and are somewhat hard to find.

There are a lot of language schools now in
Thailand. The better schools provide different
types of English courses for the different needs
of individual students—both academic and

functional English. Some TESOL teachers in
these schools are trained and experienced, and
some are not. The administrators of these
schools arrange that suitable personnel teach
each offered course.

Lesserreputation language schools usually
provide only functional English courses. Be-
cause these schools pay lower salaries than-
either academic institutions or the better lan-
guage schools, teachers are usually native
speakers with neither training nor experience.

Most English learners in Thailand are
concerned with functional English only. This
group of learners includes people who want to
use English in daily life; perhaps they work in
Thailand for foreign companies or anticipate
overseas travel. The other group of English
learners includes people who will either work
or study abroad. This group is concerned with
both academic and functional English.

In my opinion, most English learners in
Thailand believe that any native English speaker
is capable of teaching English. Iflearners goto
language schools and get what they want, they
will be very pleased—regardless of whether
their teachers are trained or untrained.

English Teacher Qualifications
Idon’tentirely agree that a TESOL license
and an International Governing Organization
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of TESOL, as Mr. Clayton proposed in the Fall

1989 Cross Currents editorial, can solve the

problem of English teacher quality. Maybe it

will cause more problems than it will solve.
M. Clayton wrote:

There are simply more people who want to
learn English than there are qualified people
to teach English....[U]niversities,...public
schools, and the better language schools,
attract the qualified TESOL professionals,
leaving a professional vacuum in language
schools which have perhaps a lesser reputa-
tion and pay lower salaries. This vacuum—
a demand for teachers no matter what their
qualification—is filled with the casual,
unreal TESOL teacher. (p. 56)

This means that there is currently a greater
demand than supply, even with no required
license. If an International Governing Organi-
zation of TESOL promoted the benefits of pro-
fessionally educated and licensed teachers,
these qualified teachers would be in high
demand. Given the current limited supply of
qualified teachers, however, how would this
demand be met? Perhaps it could be met by a
greater influx of trained and educated TESOL
teachers from English-speaking countries. But
if the supply did not increase, wouldn’t the
“professional vacuum” grow wider?

High demand would cause high salaries,
which would be good for licensed TESOL
teachers. Universities and the better language
schools could afford to pay for these teachers.
But whatabout the smalllanguage schools? Of
course they would want to hire licensed teach-
ers: Their business goals are survival, growth,
profit, and reputation; qualified teachers would
help them achieve these goals. Butif the salary
of licensed TESOL teachers is too high for the
small language schools to afford, they would
have to choose the best teachers of the remain-
ing “bad” lot. You see, the vacuum would be
filled with “unreal” TESOL teachers again. It
would be like a merry-go-round.

Some Options
The goals proposed by Mr. Clayton are that
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international TESOL should become a recog-
nized and respected profession, that the quality
of TESOL teachers should improve, and that
the attitude “If you can speak English, you can
teach English” should be changed. These are
admirable goals, and I have a few suggestions.

1. TESOL. There are TESOL affiliates in
many countries. These TESOL affiliates have
to join together and think in the same way
about licensing. In order to do this, one asso-
ciation would need to be selected as the leader.

2. Training Course. Prepare a TESOL train-
ing program. The objective of this program
would be to give methodological and theoreti-
cal knowledge to those teachers who did not
graduate in linguistics or education but who
are interested in teaching English to speakers
of other languages. If the participants pass the
evaluation process, they would receive a li-
cense from TESOL. This internal education
would solve the problem of teacher quality and
would satisfy the increasing demand for trained
English teachers. It would also improve the
standard of language schools. Finally, the tui-
tion from these training programs could be
used by TESOL affiliates to further create and
advance the TESOL profession.

3. Advertising campaign. After this internal
training and licensure, prepare and present an
advertising campaign about the benefits of
licensed teachers through many differentkinds
of media.

Conclusion

Ifthe current attitude toward English teach-
ing and education persists, there will continue
to be both trained and untrained TESOL teach-
ers. This problem cannot be solved in a short
period of time.

However, through internal education and
licensing, the quality of English language teach-
ing could quickly improve, the attitude toward
English language teaching could change, and
the TESOL profession could become recog-
nized and respected internationally.
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The Teacher-Researcher:
Personal Reflections

John Swales

Early in 1989 I mentioned to a close and
esteemed colleague that I had been invited to
offer a contribution to a 1989 TESOL Conven-
tion panel “Relationships Between Research
and Teaching.” My snippet of news was re-
ceived with amused incredulity: “You—on a
research panel!” Being somewhat taken aback
by this response, I failed to come up with an
appropriate rejoinder. And, as so often hap-
pens, by the time the right comment was fight-
ing its way towards overt speech, an appropri-
ate turn in the exchange was no longer avail-
able. Of course what I should have said was,
“Ah, but that’s rather the point isn’t it?”

A Case History

My colleague’s bemusement would sug-
gest that I would seem to have few credentials
for being on such a panel. Do I look like a
researcher? A person with only nine months of
graduate education? A person who has been a
humdrum administrator for all but three of the
last23 years? A person who has spent much of
that period in university locations which, from
the perspective of English language teaching
(ELT) research, can best be described as some-
what obscure: Bari in Southern Italy, Ben-
ghazi and Tripoli on the North African coast,
Khartoum on the middle reaches of the Nile,
and Aston in the heart of the depressed English
midlands. Not that bright a galaxy in the sky—
certainly lacking the illumination of Lancaster
or London, Nancy or Utrecht, Jyvaskyla or the
American University of Cairo.

Worse, there are two further twists to this
tale of exile from ELT researchers’ Eden. One
is a talent for moving on to other jobs at just
about the time when my turn for sabbatical
leave comes around—so no sabbaticals. The
other is that I have tended to develop opportu-
nities to teach service ELT (or more precisely
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English for Academic Purposes) rather than to
become extensively involved in teacher edu-
cation or in teaching various aspects of linguis-
tics. This major concern with service has a
department store pedestrianism about it, some-
what distanced from the airy atmosphere of the
high fashion houses and their concerns to rep-
resent, create, and anticipate the latest trends.

And yet we need to add to this record, as a
preface to another version of the same story, a
modest string of publications. To what extent
and in what number these papers can validly be
described as research is a question to which
there is no easy answer. For now, we can
simply call them stories. Apart from anumber
of “where we are now” stories, they are essen-
tially accounts of data. Some are accounts of
textual data; some are accounts of success and
failure in our professional affairs; some are
accounts of nonnative speaker strategies, atti-
tudes, and problems in what has become my
main domain of investigation, the world of
graduate education and research.

These accounts often involve numbers, but
rarely statistics. They often involve analysis of
performance, but rarely in the form of the pre-
and post-testing of treatment effects. They
often involve some discussion of situation, but
one more typically characterized by anecdote
than by serious ethnographic study. Perhaps in
the end they are all versions of “where we are
now” stories: where groups of students are;
where the English language is; where scholars
in particular fields are; where certain genres
are; and where our programs are.

The story so far can have done little to
convince the reader that my colleague was
wrong in casting doubts on my qualifications
for aresearch panel. Surely what we see here
is aperson who has stretched one of those short
travel-about-the-world ELT careers beyond its
limits: if not quite yet a Don Quixote figure, at
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most a practical methodologist, an occasional
materials writer, a storyteller, an averagely
well-read member of our profession.

Towards a General Picture: Opportunities

If so far I have uncovered a small puzzle,
then let me recast the biodata in another way so
that both the opportunities for and the threats to
a “career” as a teacher-researcher are exposed
to more general view. And in so doing, I will
pluralize the personal pronoun.

Reconsider first our poor preparation: We
have had little formal training, no apprentice-
ship as a junior member of a research depart-
ment, and rarely a guru to guide our early
faltering steps. “Deficits, deficits,” the reader
may say; and we, the great underprepared,
have to agree. Yet we are also freed from
imposed but increasingly obsolescent method-
ologies and research agendas. Also, the very
self-evidence of our unpreparedness may en-
courage quite a wide range of reading. Indeed,
if we are ignorant of aspects of our own home
territory, we are also unsure of where its bounda-
ries are, and so we may read naturally outside
it. A lost sheep may stray into new pastures.

Now reconsider the administrative func-
tion. Even the humblest administrator is castin
some sort of leadership role. Perhaps the only
kind of leadership we know how to offer is
leadership by example, and perhaps there is
some perception that our ELT unit ought to be
carrying out some modest research program.
Inmy own experience, being in charge of some
small operations has done more to increase my
research output than it has done to reduce it
through so-called administrative load. Indeed,
in those three years when I was jusz a junior
teaching member of a department, I did less
research than either before or since.

Finally reconsider the nature of the service
ELT activities in which many of us are in-
volved. In most cases, these activities are
orchestrated by our desire to help our students
survive and flourish in some occupational,
professional, or academic environment. Gain-
ing a better understanding of that environment,
its ways with words and its perceptions and
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expectations, is thus part and parcel of the
effectiveness of the teaching operation. In that
sense, teaching and research are actually two
aspects of the same enterprise—two birds with
one stone. Actually, there are often three birds,
since our involvement with senior personnel in
fields quite other than our own provides excel-
lent opportunities for advancing the serious-
ness and responsibility of our enterprise.

" Thereisa disadvantage, though. The close
engagement with a particular environment does
mean that, if we change jobs, more likely than
not our research agenda will also change. In
my own case, for example, I used to be closely
involved with both legal English and the Eng-
lish used in training medical technicians.
However, it is now more than ten years since
either of those engagements had any kind of
institutional motivation. These disjunctions
and dislocations seem much less obvious tome
in the careers of colleagues who are concerned
with models of second language acquisition or
with general ESL classroom-centered research.
In the latter cases, the research agendas are
more transportable since they are less con-
strained by circumstance.

Towards A General Picture: Threats

In the previous section I offered some ex-
amples of what is sometimes called “means
analysis,” whereby apparent threats can be re-
figured as disguised opportunities. Real enough
threats remain. One is seduction of place. For
good and understandable reasons, many ELT
teachers view their profession as an opportu-
nity to experience other cultures. However,
the teacher-researcher needs to retain a per-
spective on this opportunity. If every weekend
is spent on exploratory travel, then not much
else gets done. If every holiday opportunity is
taken as an opportunity to put all thoughts of
work aside, then projects will languish.

Another threat is the no reward-no re-
search syndrome. How often have we heard
teachers say, “But we aren’t paid to do research
and development.” How often have we heard
senior administrators say, “The instructors
aren’t paid to do research,” or “You are a
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service unit, not a research unit.”

Do we accept such views? If we do, we
may be closing off rightful opportunities for
ourselves, our colleagues, and our successors.
If we do, we may be confirming administrative
prejudices about merely useful endeavors as
opposed to highly respectable ones.

Butif we reject such views, either tacitly or
ostensibly, what have we to lose? Nothing,
except for our time. For research in our field is
largely a matter of time, rarely a matter of
equipment, and only occasionally complicated
by problems of access or shortage of data.

In addition to seduction of place and no
reward-no research there is a third and per-
haps more insidious threat to the potential
teacher-researcher—the effort of writing.
Professional researchers recognize that there
_ are production quotas they must meet—proj-
ects have deadlines, grant-giving bodies re-
quire reports, and performance reviews expect
publications. For we amateurs or part-timers it
is so easy to say to ourselves that once we have
done the study, talked about it to others, and
generated a little enthusiasm, we have made
our contribution—even though we knew in our
hearts that it is publications that count. ABW:
All But the Writing.

It seems so easy to believe, “Well all I need
to do is just write it up...,” but so often it turns
out to be so difficult. We may fall prey to
doubt—who would be interested in my stuff
anyway?; we may feel that we must be missing
crucial references which will diminish our
credibility; we may consider too late in the
process where we are going to submit the piece
even if we do manage to get it finished. Our
data base is probably somewhat messy be-
cause it is likely to have emerged opportunis-
tically. Certainly, unlike real social scientists,
we are not likely to have statistical packages to
do the talking for us.

Indeed the whole writing business takes on
added significance when we recognize that
most teacher-investigators are usually tellers
of tales. And this in turn produces a new round
of opportunities and threats. If we can add
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depth to our accounts by judicious quotation,
by including unusual references from our lat-
eralreading, by telling anecdotes, and by being
careful with voice and tone, we are off to an
excellent start. If we can trace a difficult
course between naivete and obscurity, and
another between timid acceptance and intem-
perate criticism of other work, and a third
between under- and over-confident generali-
zation, then we must be home. And if after
many false starts and different kinds of failure,
we develop some small personal signature to
our accounts, then that is a distinctive bonus. I
stress these points because writing in our area
is important. After all, a good teller of a tale
may in the end become a teller of a good tale.

Conclusions
I have tried in this short essay to act as a

'spokesperson for the interests of those who

want to be more than “just teachers” or for
those who are seeking alternatives to “retiring”
fromdirectteaching into administration, teacher
education, or publishing. My purpose has been
to reflect upon the threats and opportunities
that aspiring teacher-researchers are likely to
experience. In so doing, I have deliberately
avoided saying anything about the content of
the research itself, for this is hard to discuss in
general terms, being typically amix of individ-
ual enthusiasms, localized opportunities, and
shifts in fashion.

Today we live in an age of increasing
numbers of “para-careers” such as those fol-
lowed by paramedics and paralegals. How-
ever, we should be cautious, I believe, about
embracing a “para-career” of instructor-re-
searcher if that means a self-limiting role as an
auxiliary and subservient member of a larger
research group. In general, I rather see at least
some instructor-researchers continuing to
operate as independent agents able to make
their own connections between issues arising
out of pedagogical experience and issues aris-
ing out of research development. For that’s
rather the point isn’t it?
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Short Responses from Cross
Currents’ International Readers

Different ESL Places, Different ESL Needs

My own view is that the future of TESOL lies
with the teaching of ELT in schools, especially
secondary schools. For thatreason, I think that
“international” TESOL will best be regarded
as acollection of different though related inter-
ests and priorities, each set of which is deter-
mined by the conditions and feelings of stu-
dents, parents, and teachers in different places
and countries.

NORMAN WHITNEY
Editor, ELT Journal
London

Support for Thorough Teacher Education

Every ESL teacher should be a professionally
trained applied linguist. I’ve seen far too many
“teachers off the street.” The ideal combina-
tion is a B.A. and M.A. in linguistics with a
TESL certificate to boot, with 50 hours as an
observer-teacher before being given an assign-
ment. A B.A. in English is not a good prepa-
ration for teaching English as a foreign lan-
guage in Japan or anywhere else.

I believe that a prospective teacher should
be required also to be an intern with a master
teacher for a semester or at least half a semes-
ter, in order to test the theoretical knowledge
gained in graduate school.

ALANS.KAYE

Professor of Linguistics, Arabic, and Hebrew
California State University

Fullerton, California

Support for the TESOL License

Regarding the editorial on teacher licensing, I
would first state that we in Israel also face this
problem: A large number of English-speaking
immigrants mistakenly think that their mere
competence in English is sufficient for teach-
ing English as a foreign language.
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In my capacity as Chief Inspector for Eng-
lish in the Israel Ministry of Education, I per-
sonally interview every aspiring teacher. Those
with a teaching qualification in TEFL from a
non-English-speaking country are first given a
test in English proficiency and then directed to
a reorientation course for teaching English in
Israel; qualified teachers from English-speak-
ing countries, whether in TEFL or not, are also
directed to a reorientation course of 20 days
observation and practical teaching in schools
and a further 20 days of lectures on methodol-
ogy and applied linguistics. English speakers
who are graduates of universities in English-
speaking countries attend a six-month full-
time course where they study education and
psychology as well as methodology and ap-
plied linguistics (with teaching observation
and practice).

And what is more important—all TEFL
teachers in Israel have to have a working
knowledge of Hebrew if they wish to teach in
the Jewish school system.

Untrained and unqualified personnel are
not employed.

RAPHAEL GEFEN

Chief Inspector for English
Israel Ministry of Education
Jerusalem

I support the idea of licensing the TESOL
profession. For TESOL to be more progres-
sive and more effective, we need teachers who
are professionally educated, not simply those
who happen to know the language well. In
order tomeet this requirement, an international
TESOL organization which has some kind of
authority must be established.

SUPANEE TIANCHAROEN

Editor, PASAA Journal

Chulalongkorn University Language Institute
Bangkok, Thailand

ESL and the EEC

The problems [“International TESOL: Where
Is Our Profession Going?”’] outlined are only
going to be exacerbated in Western Europe in
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1992. My friends tell me that the new open job-
access scheme will involve native-speaking
teachers moving into the foreign language field,
i.e. people trained in England to teach English
as a first language will now be eligible for jobs
in France teaching ESL. Fifty years of effort in
Europe to establish that the trained, experi-
enced nonnative-speaking teacher is better than
the untrained native-speaking teacher may well
start to crumble.

JOHN SWALES

Director, English Language Institute
University of Michigan

Ann Arbor, Michigan

Changing TESOL Methodologies

What’s this about TESOL methodology?
Clayton neglects to mention that TESOL
methodology, which he wields like Excalibur,
changes as often as the Italian government.
Twenty years ago, an untrained teacher using
acommunicative and situational teaching style
(winging it) would be much closer to current
TESOL methodology than a “properly trained
professional,” who would have been using the
audio-lingual approach.

MONTY CANTSIN
Nakano, Japan

The Japan Exchange and Teaching (JET)
Program

It is a general understanding that post-war
English teaching in Japan, on oral and aural
skills in particular, has so far failed. But why?

It is easy to blame the teachers, the system,
the students, cultural differences, etc., but the
fact that the government is now importing
“native speakers” and simply sending them to
schools without any positive ideas on how to
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make the most of them, clearly indicates lack
of policies or even short term strategies in the
leaders’ minds.

{In order to improve TESOL professional-
ism in Japan], TESOL teachers may well start
with finding faults in the JET scheme, analyz-
ing them, and inundating the government, me-
dia, etc., with reports and complaints.

NAOHIKU FUKUSHIMA
Lecturer, Japanese Department
Swinburne Institute of Technology
Melbourne, Australia

I'am currently involved in the JET Program
and am working in a high school in a town of
about 70,000 people. My purpose in coming to
Japan, unlike many of my colleagues, was to
gain some classroom experience so that when
I returned to America to finish my teaching
certification I could bring some experience to
bear on my English education studies.

The JET Program is effective in many
ways, mainly in the area of international ex-
change, but I feel that I need some kind of
professional support to lend credibility to my
efforts. Instead of putting on my clown act, I
would like to give my students some solid
ways to study English in a more research-
based way. Ithink many JET participants feel
that they are doing a good job if they can just
keep the students entertained by providing
good games, but after a while many become
disillusioned by the fact that they are no more
than a “tape recorder” or a “vaudeville act.”

I care about my students and about their
success with the English language, and I think
they deserve more.

ROBERT KJAR

Assistant English Teacher
Hanyu Daiichi High School
Hanyu City, Japan
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Intercultural Communication:
Between Japan and the United
States. Kenjiand S. Kathleen Kitao.
Eichosha Shinsha (Tokyo), 1989.

Reviewed by Catherine Duppenthaler

The language teaching profession seems to be
getting more eclectic by the day. A teacher is
no longer well-prepared if he or she is merely
well-versed in methods; the profession is see-
ing the influence of an ever-wider range of
disciplines—psychology (learning strategies
and styles), neurolinguistics, drama, anthro-
pology, and communications, to name but a
few. With the recent opening of a number of
intercultural studies departments in Japanese
colleges and universities, teachers with back-
grounds in TESL/TEFL are finding themselves
increasingly interested in intercultural com-
munication, specifically, the influence of cul-
ture and intercultural communication on lan-
guage teaching and learning.

The Kitaos have put together a book of
readings which may help satisfy this need.
Their book is a compilation of papers they have
written over the past 13 years, most of which
have been published elsewhere in journals
such as World Communication, Human Com-
munication Studies, Speech Education, and
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Doshisha Studies in English. A number of
papers are based on research done originally
more than ten years ago for Kenji Kitao’s
dissertation, “The Teaching of American Cul-
ture in English Courses In Japan” (University
of Kansas, 1977). Many of them function ad-
mirably as introductions to various sub-disci-
plines in the field, giving summaries of the
best-known works in each.

According to the authors, these papers are
being presented now in book form to help those
interested in language teaching clear up the
potential misunderstanding between Japan and
the United States:

This misunderstanding can be caused not
only by language barriers but also by cul-
tural differences between the two countries.
The purpose of this book is to increase the
understanding of these differences and the
potential problems they can cause. (p. iii)

Also, by inference, the book serves to alert the
teacher to extra-linguistic problems which
should be addressed in the language class. The
descriptions of language teaching in Japanese
secondary schools should also make the for-
eign teacher more aware of his or her students’
language learning background.

Section I

The book is divided into three sections.
The first section, “Introduction to Intercultural
Communication,” describes the history of the
study of communication between Japan and
the United States and outlines some of the
communication difficulties that people of these
two countries encounter. Some of the sources

Catherine Duppenthaler teaches at Seibo Jogakuin
Junior College in Kyoto. Her article “A Review of
Cognitive Styles of Learning” was published in
Cross Currents 13(1).
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of these difficulties—formality and informal-
ity, and directness of expression, for example—
are also discussed.

The first paper in this section, “The Study
of Intercultural Communication in the United
States: A Brief History to the Early 1980°s,” is
adiscussion of the development of the study of
intercultural communication in the United
States. This paper provides the reader with
standard definitions for commonly used terms
in the field. This paper also contains a list of
textbooks in the field of intercultural commu-
nications published up to and during 1979.
While itis not the intent of the author to discuss
the development of the field past the early
1980s, itis unfortunate that no mention is made
of Condon’s Cultural Dimensions of Commu-
nication, 1980 or of Samovar, Porter, and
Jain’s Understanding Intercultural Communi-
cation, 1981. Both books have been translated
into Japanese; they are Ibunkakan Komyunica-
tion: Karucha Gyappu no Rikai, Saimaru
Press (Tokyo), 1980 and Komyunication:
Kokusaijin Yoseino Tameni, Seibunsha (To-
kyo), 1983, respectively.

Section II

The second section, “Influences on Culture
and Cultural Influences,” contains seven pa-
pers, including one which discusses research
on the much-debated influence of natural
environment on the development of value
systems and language. Work by Japanese re-
searchers is cited to suggest that the physical
environment may be responsible for the over-
use of the passive voice by Japanese learners of
English.

Tomy mind, the twomost interesting papers
in this section are the ones which deal with
group interaction and politeness strategies. In
the latter, “Differences Between Politeness
Strategies Used in Requests by Americans and
Japanese,” the author states something that
should be of direct interest to teachers:

In English, including other people in one’s
own group by use of informal language is
polite, butkeeping other persons outside the
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group is polite in Japan. (p. 146)

In other words, Japanese students, who
can easily recognize which forms are more
polite than others, might be expected to have
difficulty in using them appropriately. Unfor-
tunately, most textbooks take great pains to
teach the grammatical structure of request
forms, for example, but put less effort into
making sure the students know when to use
them, much less into creating such an elegant
rule of thumb to help determine usage.

Section III

The third section, “Japanese Students’
Knowledge of American Culture,” focuses on
Japanese students’ contact with, knowledge
of, and problems with American culture. - It
includes studies of all stages of contact with
American culture, from the first English text-
book used in junior high school (see “The
Teaching of American Culture in Secondary
English Courses in Japan: An Analysis of
Textbooks”) to problems of adjustment expe-
rienced by Japanese college students who have
studied in the United States (“Awareness of
American Culture: A Survey of Japanese
College Students in the U.S.”).

One paper, “Japanese Students’ Knowl-
edge of American Culture and Life,” reports
on the administration of the Test of American
Culture in 1976 and 1988. This test, which
covers 50 aspects of American culture, is in-
tended to measure how well Japanese students
know the nuts-and-bolts factual aspects of
American life—politics, postage rates, table
seating and setting, forms of address, holidays,
customs, etc. It might be a good idea for
teachers (especially teachers of survival Eng-
lish) to take this test, not to measure how well
they can answer the questions, but to reveal
how much of this information they are teach-

ing to students who might travel or live in the

United States in the future.

Some Problems
A few words of caution are needed at this
point. First, the book is not an overview of the
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state-of-the-art methods for cross-cultural train-
ing. Itis not intended to tell the teacher what
to teach in the classroom. It contains no
mention of experiential learning, interaction
approaches, or other specific training methods
developed over the past 12 years. It is not a
“cookbook” for whipping up cultural simula-
tions. It does, however, highlight problems
teachers should be aware of which may impede
their students’ ability to communicate (see
“Differences in Color Associations of Ameri-
cans and Japanese” and “Difficulties Japanese
Have in Reading English”) and explain why
certain English structures may be over or under
used (see “Differences Between Politeness
Strategies Used in Requests by Americans and
Japanese” and “Effects of Natural Environ-
ments on American and Japanese Communi-
cation”).

In addition, some of these papers were
written as early as 1976. The authors, how-
ever, feel that all of them are still pertinent.

We do not believe that the situation has
changed greatly. For example, we admini-
stered the Test of American Culture againin
1988 to a second group of Japanese students
in Japan (see “Japanese Students’ Knowl-
edge of American Culture and Life”). We
found that, although the sample included
more English majors...the students’ knowl-
edge of the United States was not much
greater than that of the sample of Japanese
students...in the original study. (p. vi)

One very frustrating aspect of this book is
the format. Most of the papers have been
published in other journals and are presented
here in much their original form. No attempt
has been made to eliminate many sections
which are highly repetitive or to alleviate the
dryness of the prose. The presentation of these
papers as distinct entities allows for a great
deal of redundancy which would have been
eliminated if the information had been com-
bined and presented in chapter form.

Finally, some of the papers are collections
of brief summaries of research on certain top-
ics. Little attempt at critical analysis is made.
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The handling of Umegaki’s paper on the influ-
ence of nature on language (see “Effects of
Natural Environments on American and Japa-
nese Communication”) is a case in point:

The distinctive character of human nature in
the monsoon zone...can be understood as
submissive and resigned. People lack active
attitudes toward nature and experience it so
emotionally that they grow very explana-
tory and lyrical [Umegaki, 1961]. (p. 65)

Not only does this assertion go unexamined,
but subsequent research which might refute or
support it is not mentioned.

A Useful Bibliography

As stated above, this is not a cookbook for
classroom activities; it is more a work of refer-
ence. For those who would use it in this sense,
the most valuable part is the excellent 200-
page bibliography which lists more than 2200
books and journal articles in the following
categories: General, Theory, Area Studies,
Cross-Cultural Study, Training, Research,
Interpersonal Communication, Nonverbal
Communication, Mass Communication, Busi-
ness/Organizational Communication, Culture
and Education, Teaching English, Culture in
Language Teaching, Teaching Culture, Teach-
ing Intercultural Communication, Bilingual-
ism and Bilingual Education, International
Communication, Interracial/Interethnic Com-
munication, Multicultural Studies, Counsel-
ing, Non-Native Speakers and the Law, Sub-
cultural Groups, and Other.

Entries in the bibliography are not anno-
tated and the vast majority of those listed were
published before 1986. The reader would have
to go elsewhere for a complete list of books
published in the last four years.

Conclusion

This is not the type of book I would buy and
try to read from cover to cover; itis too dry and
redundant for that. It would be more appropri-
ate as anacquisition for the reference section of
a high school or college library.
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New Wave 1 and 2. Robert Maple.
Longman Group UK Ltd., 1988.

Reviewed by Susan Murley

New Wave I and New Wave 2 form an attrac-
tively packaged unit consisting of a Student’s
Book, a Student’s Activity Book, and a
Teacher’s Book, as well as a Student’s Book
tape and an Activity Book tape for each level.

New Wave 1 is designed for both beginners
and false beginners. According to the author,
it is specifically designed for students of EFL,
as opposed to students of ESL, and aims to
address the needs of students living in non-
English-speaking countries. The New Wave
series attempts to improve upon earlier teach-
ing texts that were solely based upon the
communicative approach whereby oral flu-
ency was sometimes unduly emphasized at the
expense of accuracy. Itis the author’s opinion
that students in ESL situations will acquire
correct grammar and pronunciation in daily
practice in the same fashion that young chil-
dren do. However, EFL students are only
exposed to English in an isolated classroom
setting a few hours per week and most proba-
bly do not speak English daily. For them,
additional practice in grammar and pronuncia-
tion is necessary.

Each unit begins with a presentation dia-
logue divided into two parts. The first dialogue
is not printed in the Student’s Book; this fo-
cuses the student’s attention on listening only.
I find the quality of the tapes to be very good:
They are slow enough for beginners, yet the
pronunciation and intonation are natural; they
even include a bit of “relaxed pronunciation.”
The unit then moves logically onward to con-
trolled oral practice and finally to an interview
or conversation in which the students use the
new structures and functions in freer contexts.
These free activities include role plays, con-
versation games, and information gap exer-
cises. This part of the unit provides separate
information for students working in pairs.
Student A looks at one page in the unit itself,
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while Student B is directed to another in the
back of the book. This system encourages an
authentic information-sharing exercise.

Grammar and pronunciation exercises are
presented in each unit in such a way that the
students should be able to help themselves
internalize new grammatical structures, though
perhaps the number of grammar examples is
insufficient. A “Read on Your Own” activity
concludes each unit. Varied comprehension
exercises follow these short reading passages,
but the main idea is that students should be
reading for general meaning and not be ham-
pered by the fact they do not understand every
single word.

The New Wave Activity Books are ex-
pressly designed for students to use on their
own. This provides strongly motivated stu-
dents with the opportunity of practicing and
recycling material learned during direct con-
tact hours. As mentioned previously, the aver-
age EFL student has perhaps very little oppor-
tunity to exercise his English skills outside of
the few classroom hours that he has every
week. The Activity Book should be used to
encourage students to take responsibility for
their own learning.

New Wave 1 and New Wave 2 both deal
with authentic situations that students will
have to deal with when traveling or studying in
English-speaking countries: deciphering air-
line announcements, telling time, shopping for
food and clothing, applying for employment
and admission to schools, ordering food in a
restaurant, etc. There are also useful activities
on filling in different types of forms: immigra-
tion, hotel registration, credit card registration,
etc.

All books in the series are profusely illus-
trated with attractive photographs, good black
and white line drawings, and amusing car-
toons. However, the presentation page of each
unit has rather bizarre colored cartoon illustra-
tions of the main characters with unnatural,
grotesque displays of teeth.

Susan Murley teaches at the Language Institute of
Japan. She is an Assistant Editor of Cross Currents.
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I particularly like the “Optional Extras”
activity pages in the Teacher’s Books which
the teacher can utilize for language games and
free oral practice without having to scrounge
fruitlessly through unrelated books on games
to obtain something that will fit in with the cur-
rent structure or function being taught. I am
slightly uncomfortable with the author’s as-
sumption that the teacher will provide some in-
- formation in the first language—I would find
this impossible in my present teaching situ-
ation, as I do not speak Japanese!

In general, New Wave I and New Wave 2
are good introductory texts for beginning and
lower intermediate students. The units are
interestingly and logically organized to en-
courage language learning. The course pro-
vides for a student-centered classroom where
language learning can proceed in arelaxed and
supportive environment, ‘

Secretarial Contacts. Nick Brieger
and Anthony Cornish. Prentice
Hall International (UK) Ltd., 1989.

Reviewed by Chris Quinsee

Secretarial Contacts is the latest welcome
addition to the series that includes Business
Contacts and Early Business Contacts, pub-
lished by Prentice Hall International (UK) Ltd.
The book comes with a cassette that contains
dialogues with a variety of British and Ameri-
can accents.

Authors Brieger and Cornish have put
together abook to meet the listening and speak-
ing, reading and writing needs of trainees in
secretarial and personal assistant studies.
Aimed at the pre-intermediate level and above,
the book contains 26 units that cover the lan-
guage essential to a wide range of secretarial
functions. These include reception, telephone
and social communication, as well as confer-
ences, business meetings, equipment, and proc-
esses.
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The format largely follows the style of
Early Business Contacts; itis well laid out and
clear and easy to follow. Most units contain
reading activities and tasks relating to the overall
focus of the lesson. These may include realis-
tic business documents, reports, letters, itiner-
aries, and so on. Thus the emphasis is on both
the form and the language required to carry out
the function. These reading activities and
tasks, in turn, relate to the speaking and listen-
ing activities within the unit.

All the units follow the same basic format:
“Listening/Reading,” “Presentation” (language
content), “Controlled Practice” (written exer-
cises), and “Transfer” (oral and/or written ex-
ercises). Also included at the end of each unit
is a “Word Check”—a glossary of major vo-
cabulary from the unit. Note that a feature of
this book is a vocabulary index with unit refer-
ences at the end of the text.

Another useful feature is the inclusion of
four appendices containing the most common
abbreviations for telexes and other forms of
documentation, as well as telephone language
for in-coming and out-going calls. The other
appendix shows the standard forms of various
business letters, such as request, complaint,
orders, and others.

Straightforward notes for teachers give sug-
gestions for using the book, though this re-
viewer feels that Secretarial Contacts is flex-
ible enough to be adapted to specific needs. It
is certainly suitable for language content
courses in secretarial studies programs, for
native speakers and ESL students alike. It
could also be good for self-study.

There is a theme running through the text,
based on a company and the tasks performed
by its personal assistant from the time she
applies for the position onwards. However, the
units are topic and language based and are not
graded. This reviewer feels that several units
in this text would be applicable to the needs of
business students in our institute’s business
English skills course. Also the appendices

Chris Quinsee teaches at the Language Institute of
Japan. He is Promotions Editor of Cross Currents.
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contain the kinds of information that many
business English students ask for.

With all this praise it may seem a minor
quibble to comment on the artwork. However,
despite the excellent graphics, the sketches of
people seem oddly quaint and comic. Never-
theless, this is a minor point and does not de-
tract from the text.

In conclusion, Prentice Hall International
(UK) Ltd. is to be congratulated on publishing
another excellent book in the Contacts series.
Secretarial Contacts is highly recommended
forintermediate and advanced students of busi-
ness English and secretarial courses, whether
second or first language learners.

Formula One. Hazel Imbert, Ron
White, and Eddie Williams.
Macmillan Publishers Ltd., 1989.

Reviewed by Sarah Parsons

“I’'m reviewing Formula One,” 1told a fellow
teacher.

“It sounds like a car,” she said.

She was right. Macmillan’s Formula One
becomes the Formula One race car, driven by
Team Falcon. Written by Hazel Imbert, Ron
White, and Eddie Williams, the text includes a
Teacher’s Book, Student’s Book, Workbook,
and Workbook Cassette. Formula One is the
firstlevelin athree-year series designed for be-
ginners or false beginners. The text develops
a plot revolving around Team Falcon and the
television crew covering the team at the Gold-
stone Grand Prix. The plot emerges as the
text’s main strength. The characters build re-
lationships that evolve throughout the text; this
continuity adds interest to the presentation of
basic structures for adult students.

The plot develops only through cartoons
every fourth lesson, but the rest of the lessons
include the same characters; information about
relationships is presented in dialogues every
other lesson. I think this consistency would
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work well in classes where attendance is not
regular as well as in classes where attendance
is regular. Students who attend regularly can
try to predict what will happen in the story line,
and students who attend irregularly will not be
left behind.

Another of the text’s strengths is the every-
day, casual language used. The recorded dia-
loguesinclude “really,”““youknow,” and “come
on,” removing some of the artificiality of dia-
logues. And the topics presented are fun—mnot
run-of-the-mill textbook topics. For example,
the lesson titled “We Danced Till Midnight”
starts with one woman telling another woman
about the fabulous date she had. Other lesson
titles are: “Let’s Have A Drink,” “I Want
Some Whisky,” “You’re Trying To Get Me
Drunk,” and “Everybody Needs Love.” These
lessons all have great potential for teaching
real-life functional language in an adult lan-
guage class.

Formula One also introduces an impres-
sive number of vocabulary items, amounting
to eight pages in the Student’s Book. Each
item is indexed according to the unit in which
itoccurs. All of the books please the eye. They
are printed on high-quality paper which should
withstand wear and tear. The Teacher’s Book
is spiral-bound so that it can open flat on the
desk. The voices on the cassette recording
sound natural and fluent.

Some of the exercises in the Workbook are
alittle strange. For example, a writing exercise
with the question “Are they Americans?” and
the clue (RNFACE) is supposed to lead you to
the answer “No, they’re from France.” How-
ever, most of the exercises are straightforward
and clear. Formula One does rely on many
reading and writing activities, which may
hamper teachers of conversation classes.

Overall, I would recommend Formula One
to teachers of beginners and false beginners.
The interesting story line, casual language, and
fun topics make Formula One an accessible
textbook for both students and teachers.

Sarah Parsons teaches at the Language Institute of
Japan and is an Assistant Editor of Cross Currents.
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The Inward Ear. Alan Maley and
Alan Duff. Cambridge University
Press, 1989.

Reviewed by Robert Ruud

Alice says upon looking in her sister’s book,
“What is the use of a book without pictures or
conversations?” At first glance, Alice might
not like The Inward Ear either: There are few
pictures and even fewer conversations. But
she would certainly develop an affection for it,
as it plays to her appreciation of seeing a thing
upside down, her delight in surprise, her quest
for answers in opposites, alternatives, and
metaphor, and her simple love of language.

Too many materials are designed for mar-
kets instead of students these days, and too
many proceed numbly through “Listen to the
tape—Practice the dialogue—Now you do it,”
pretending as they do so that they have hitupon
the secret sequence of morpheme acquisition.
So it is a pleasure for language teachers to dis-
cover a publication of ESL materials as crea-
tive and engaging as The Inward Ear. The
authors say the activities are for students of
both language and literature. Although litera-
ture as a subject is not emphasized in this book,
the authors’ appreciation of important ideas
expressed wellis obvious and infectious. They
suggest: “Poetry offers a rich resource for
inputtolanguage learning. Assuchitis atleast
as relevant as the more commonly accepted
types of input (e.g. contrived dialogues, iso-
lated texts for reading comprehension, simula-
tions, etc.). So, itshould be given atleast equal
weight” (p. 7).

The book consists of four main sections:
“Preparing for the poem,” “Working into the
poem,” “Working out from the poem,” and
“Speaking poetry.” In the general area of
writing poetry, there are also four main sec-
tions: “Using models,” “Words,” “Random
association,” and “Experience.”

Activities and exercises in The Inward Ear
are varied, interesting, and original. One exer-
<cise has students working in pairs to describe
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an incident solely through phrasal verbs. An
example is “An Evening’s TV Viewing™:

rush in

switch on

sit down

nod off

snooze away
wake up (p. 140)

Anexample of a poem written through a listing
exercise is “As Illogical as Love’:

As radiant as wine.

As talkative as rain.

As taciturn as a mood.

As indigestible as wood.

As provoking as the wind.

As irritable as the sea.

As casual as tea.

As tight-fitting as a glove—
As illogical as love... (p. 138)

One minor fault of the book is a common
one among “communicative” materials and
approaches. There is a fear (albeit a mild one)
of right answers and factual verification, even
in situations that obviously require them. In
one exercise, students listen to a poem read
aloud and are told to reconstruct it. The in-
structions to the teacher emphasize allowing
for disagreement. Of course disagreement can
and will occur and should of course be al-
lowed, but the task at the initial stage of the
exercise is to reproduce a definite form. In
other words, the task is not to interpret, but to
establish factual common knowledge which
will serve as the basis for the interpretation
which follows. In the interpretation phase,
support of opinion with evidence replaces strict
verification. Disagreement naturally occurs,
but is subject, appropriately, to students’ power
of persuasion. More recognition of this pro-
gression would be good in a book of this kind.

Memorization is also underplayed in this
book. The authors say: “It would be odd to

Robert Ruud is Director of the Language Institute of
Japan. He is an Assistant Editor of Cross Currents.
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encounter someone whose speech was punctu-
ated by fragments of poetry” (pp. 10-11). But
many students like memorizationifitis handled
carefully, and students of poetry seem espe-
cially receptive to at least some memorization.
Certainly forcing students to memorize long
passages of Proust justifies revolt, but remem-
bering, of which memorization is an important
aspect, can nearly be equated with learning
itself. ‘“Punctuated,” as the authors use it,
indicates an extreme which would obviously
be “odd.” However, quoting poetry is not un-
common in everyday speech, and occasional
poetic references can solidify cultural bonds,
clarify cultural insights, crystallize the essence
of an issue or point, and entertain and impress.
To the authors’ credit, they say: “While we
would not want to lay stress on the conscious
memorization of poetry, it would be a pity not
to take advantage of [students’] natural ability
to unconsciously absorb language through
poetry” (p. 11).

There is an excellent selection of poems,
both original and reprinted, and good refer-
ences to anthologies, both for further reading
of poetry and for more teaching ideas. In gen-
eral, this is an excellent book which I believe
could convince teachers with students of any
age or learning purpose that poetry could play
an important and even central part in their cur-
riculum, even in classes which are not ostensi-
bly poetry classes. The authors respectfully
limit the content they give teachers in this book
and emphasize the means to teach. They
thereby encourage teachers and students to
communicate with each other through poetry
of their own.

Self-Access. Susan Sheerin.
Oxford University Press, 1989.

Reviewed by Scott Jarrett

Self-Accessispartof the series Resource Books
for Teachers, edited by Alan Maley. Itfocuses
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on one area of current concern in the field of
language learning: self-access or student-ini-
tiated learning. The stated goal of the book is
to help teachers set up and manage a self-
access area; the guidance proffered in this vol-
ume should provide any interested teacher
with more than enough material, both specific
and general, to accomplish the task.

Author Susan Sheerin first briefly exam-
ines the concept and rationale of “self-access.”
Allowing students to find and use materials
with minimal teacher supervision is an idea
that many teachers find attractive, especially
considering such factors as learner differences
and the modern world’s growing need for self-
assisted education. The author does not, how-
ever, play down the problems involved in
introducing self-access, not the least of which
is learner resistance to the independence and
responsibility that s/he must assume.

The first chapter, “Getting started,” pro-
vides a comprehensive plan for setting up a
self-access center. Suggestions here range
from how to plan the physical layout of the
center to the kinds of materials (published and
self-produced) and equipment that can be used
to stock the center. Practical advice abounds,
such as the recommendation to place the listen-
ing/speaking area and the library office near
the entrance to the center so that the noisiest
activities and the worst traffic will be restricted
to one sector. The quiet areas should be, of
course, as far from this sector as is practical.

This attention to detail is evident through-
out the book and leaves the reader with few
questions regarding implementation. How-
ever, the author continually stresses the adapta-
bility of the processes and exercises, giving
imaginative teachers free reign to create their
own versions of self-access centers.

Chapter 2, “Ways in and through,” covers
what Sheerin calls “learner training” (p. 34).
Although ateacher or staff person should always
be available in aself-access center, the learner’s
jobincludes orientation and training. Essential

Scott Jarrett teaches at the Language Institute of
Japan. He is a reader for Cross Currents.
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to this are well-labeled materials and a clear
classification system, as well as task sheets
that facilitate the new user’s exploration of and
familiarization with the center. In this chapter
Sheerin also covers level assessment (with the
choices of informal assessment, placement
testing, and self-assessment), needs assess-
ment and analysis, and study guides.

Having led the reader through the process
of setting up a self-access center and orienting
and training learners, the author proceeds in
the next three chapters to provide the kinds of
exercises and activities necessary to sustain
learner interest in such a center. Chapter 3,
“Receptive skills,” deals with self-access ac-
tivities for reading and listening. Chapter 4,
“Productive skills,” contains writing and speak-
ing self-access activities. Chapter 5, “Building
blocks,” deals with grammar and vocabulary
self-access activities. Atthe beginning of each
chapter, Sheerin clearly states what types of
activities follow and the order in which they
will be covered—a valuable service for the
teacher who must rely heavily on published
material.

The organization of the activities is espe-
cially lucid and easy to follow. The main
divisions of each activity are “Pre-task/task,”
“Post-task,” and “About the task.”

Each pre-task segment contains a classifi-
cation for the activity, the appropriate student
level and age, the activity type, and the activity
aim. Classification is simple and enables learn-
ers to quickly locate appropriate activities from
the available materials. Sheerin suggests color-
coding the levels so that it is easy for students
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to browse for suitable activities. The task itself
contains instructions and a task sheet.

The post-task segment typically includes a
tapescript and follow-up suggestions to the
student. This section should be not be viewed
by the student until the task is completed, as it
includes the answer key.

The final segment, “About this task,” con-
tains useful suggestions, variations, and sources
for the teacher.

The variety of activities ensures that learn-
ers need never avoid the center because of a
lack of interest. All the exercises can be exe-
cuted without using special equipment except
perhaps a tape recorder. However, the author
strongly recommends the use of computers
and video equipment where practical and within
the constraints of budget and space.

Self-Access has no serious flaws other than
those inherent in student-initiated learning
itself. For example, Sheerin acknowledges the
limitations of a self-access center as itrelates to
writing, but she works well within those limi-

- tations. Writing is an area of self-access where

computer use would be very beneficial, a fact
noted early in the book.

Self-Access will be aninvaluable primer for
those who are seriously considering setting up
a self-access center. However, the activities
and exercises in this book would also be useful
in the conventional ESL/EFL classroom, espe-
cially where there are great differences in learner
ability. Following the book slavishly has ob-
vious limitations, but if used as Sheerin in-
tended it to be used, as a starting point, the only
limits are the teacher’s imaginative powers.
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Institute of Culture and Communication
Summer Workshop. July 11-20, 1990. The
East-West Center, Honolulu, Hawaii. The
workshop is for college and university faculty
who wish to develop courses in intercultural
and international topics. Participants will
examine texts, interact with East-West Center
staff familiar with a variety of courses, discuss
issues with the authors of texts currently used
in intercultural courses, share ideas with each
other, and develop course outlines. The gen-
eral areas within which courses can be devel-
oped are the Behavioral Sciences, Social Sci-
ences, and Education. For information write:
Mr. Larry Smith or Dr. Richard Brislin, East-
West Center, Institute of Culture and Commu-
nication, Honolulu, Hawaii 96848, U.S.A.

Fred W. Malkemes Prize. A prize of $1000
will be awarded for an article in English pub-
lished in the two years preceding the submis-
sion deadline. Any topic which makes a con-
tribution to our knowledge of teaching and
classroom practice will be considered. Special
areas of interest are: teacher education, adult
literacy, instructional materials for beginning
students, and teaching English in Puerto Rico
and Africa. Please remark briefly in a cover
letter which special feature of the article makes
it outstanding and appropriate for the Prize.
Send the letter and six copies of the article to:
The Malkemes Prize, The American Language
Institute, #1 Washington Square North, New
York, New York 10003, U.S.A. Submissions
must be posted by November 1, 1990.
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New Journal and Call for Papers. The
International Journal is a periodical dedi-
cated to greater international understanding
through person-to-person communication. T7J
will publish personal written accounts from
people in all parts of the world. These will
include any writings which describe an
individual’s personal experiences relating to
his or her culture: essays, anecdotes, poetry, or
narratives which help us to understand our-
selves and each other better in the context of
our unique cultural traditions. For more infor-
mation, write: Richard Deshaies, Publisher,
T1J, 10 Eastern Ave., Concord, NH 03301,
U.S.A.

New TESOL Video Interest Section. The
TESOL Executive Board announces a new
Video Interest Section (Video IS) to represent
the interests of users and producers of video for
teaching English as a second/foreign language.
The Video IS agenda for 1989-1990 includes
continued publication of the Video Newsletter,
expansion of the Video Materials Directory,
and organization of other projects related to
video in language instruction, teacher training,
and research. For more information please
contact: Susan Stempleski, Hunter College
IELI, 1025 East Building, 695 Park Avenue,

“New York, New York 10021, U.S.A.

Announcement. Due to time constraints and
changes in editorial staff, the version of Learn-
ing English on Stage published in Cross
Currents Volume 16, Number 2, Fall 1989
contained revisions which were not approved
by the authors, Glenn Gainer, Brenda Lee,
and William Lee. The Editor regrets any
inconvenience this may have caused.



Meeting the Needs of Today’s Communication Skills Professionals

English for Specific Purposes

An International Journal (Formerly the ESP Journal)

ENGLISH FOR [Pt

SPECIFIC
PURPOSES

ENGLISH FOR SPECIFIC
PURPOSES publishes articles reporting basic research in the linguistic
description of specidlized varieties of English and the application of
such research to specific methodological concerns. Topics such as the
following are treated from the perspective of English for Specific
Purposes: discourse analysis, communication skills in L1 and L2 settings,
needs assessment, curriculum development and evaluation, materials
presentation, teaching and testing techniques, the effectiveness of
various approaches to language leaming and language teaching and
the training or retraining of teachers for the teaching of ESP. In
addition, the Journal welcomes articles which identify the aspects of
ESP needing development, the areas into which the practice of ESP
may be expanded, the possible means of cooperation between ESP
programs and the learners’ professional or vocational areas of interest,
and the implications that findings from related disciplines can have for
the profession of ESP. The Journal also features reviews of textbook
materials and books on topics of general interest o the profession.
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Kong, Pokfulam Road, Hong Kong
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This journal is unique in that it provides a forum devoted to the discussion of topics and issues in
communication which is of interdisciplinary significance. It publishes contributions from researchers on
all fields relevant to the study of verbal and non-verbal communication. The investigation of language and
its communicational functions are treated as a concern shared in common by those working in
anthropology, the arts, artificial intelligence, education, ethology, linguistics, physiology, philosophy,
psychology and the social sciences.

Emphasis is placed on the implications of current research for establishing common theoretical
frameworks within which findings from different areas of study may be accommodated and interrelated.
By focusing attention on the many ways in which language is integrated with other forms of
communicational activity and interactional behaviour, it is intended to explore ways of developing a-
science of communication which is not restricted by existing disciplinary boundaries.
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L I O 22nd Annual Summer Workshop
For Japanese Teachers of English 1990

The Language Institute of Japan is pleased to announce the 22nd annual
Summer Workshop for Japanese Teachers of English.

The Workshop is LIOJ’s premier event: a full week of presentations,
- language classes, lectures, and many other activities, all conducted in a total-
immersion, residential, English-only environment.

All of us—Japanese teachers, LIOJ faculty, overseas guests from Thailand,
Korea, the Philippines, People’s Republic of China, and other countries—will
have many opportunities for cross-cultural interaction through attending pres-
entations, taking meals together, having parties together, chatting about daily
life, and discussing issues in and outside the field of language teaching.

Welook forward to greeting friends from past workshops and hope to make
many new ones as well. See you here in August!

Elective Workshops
This year, we will offer as wide a variety of presentation topics as possible.
Presenters will focus on topics in their area of expertise—activating English,
enlivening textbooks, using video, using drama, and many other subjects.

Regular Language and Special Focus Classes
Language Classes will include both Regular Classes and popular Special Focus
Classes. The goal of these classes is to brush up English by providing opportu-
nities for participants to practice communication skills.

FEATURED PRESENTERS
René Cisneros: Professor, Metropolitan State University, USA
~ Barry Tomalin: Manager and Editor, BBC, UK
Alan Maley: Director-General, Bell Educational Trust, UK
Elizabeth Leone: Professor, Bemidji State University, USA
Don Maybin: Lecturer, Kagawa University
Robert O’'Neill: Author, The Kernel Series, UK
Sumako Kimizuka: Professor, University of Southern California, USA
Denley Pike: Academic Director, English Language Center of Australia

Date: August 12-18, 1990
Tuition: ¥97,000 (includes participation in the workshop, room, and board)

For further information contact:

Language Institute of Japan

4-14-1 Shiroyama, Odawara, Kanagawa 250 Japan
Telephone: 0465-23-1677 Fax: 0465-22-2466




THE LANGUAGE INSTITUTE OF JAPAN
4-14-1 Shiroyama Odawara Kanagawa 250 Japan

Telephone 0465-23-1677 Fax 0465-22-2466

LIOJ is a private organization supported by a not-for-profit educational founda-
tion, the Zaidan Hojin M.R.A. House. The Institute was founded in the spring
of 1968 as a small experimental school specializing in preparing Japanese to
work or study abroad. LIOJ does this by offering intensive training in English
and an experience dealing with non-Japanese in an English-only environment
designed to promote cross-cultural communication and encounter. Besides the
residential Business Communication Program, LIOJ offers language courses to
the Odawara community for both adults and children through its Community
Program and offers a variety of special programs to individual organizations.
LIOJ annually hosts a Summer Workshop for Japanese Teachers of English and
also sponsors fellowships and scholarships to overseas participants in the
Business Communication Program and the Summer Workshop.

A primary goal at LIOJ has been that the LIO]J experience should be
rewarding to both students and teachers alike. LIOJ’s purposes as an institute
extend basically in two directions: those which center on ways to servethe needs
of Japan and the international scene at large; and those which center on main-
taining a favorable teaching environment which is conducive to creativity and
involvement in the field of language and cross-cultural training. These goalsare
by no means mutually exclusive: Making efforts in one direction often leads to
successes in the other. LIOJ was instrumental in the establishment of the Japa-
nese Association of Language Teachers (JALT) in 1975 and continues to be a
supporter of the association. Many English language curriculum materials
developed by members of the LIOJ faculty have been published internationally.
Since 1972, LIOJ has published the widely respected journal of international
communication, Cross Currents.

The Business Communication Program

With this program, LIOJ pioneered the intensive total-immersion business
English/cultural training method which is common in Japan today. A total of
215 four-week and two two-week terms have been offered since the program
was begun 1968. To date, 615 Japanese and international companies have sent
5309 company personnel to participate in LIOJ’s Business Programs. Approxi-
mately 60% of these participants have gone on to conduct business or receive
training in foreign countries, while 40% use English while based in Japan.

In April 1990, LIOJ introduced two-week Business English Programs, also
specializing in total-immersion English language/cultural training. LIOJ will
offer four two-week and nine four-week Business Programs in 1990.




L I OJ THE LANGUAGE INSTITUTE OF JAPAN
4-14-1 Shiroyama Odawara Kanagawa 250 Japan
Telephone 0465-23-1677  Fax 0465-22-2466
The Community Program
LIOJ’s Community Program was begun in 1968. Approximately 800 stu-
dents in the Odawara area are currently enrolled in the program. Classes serve
the needs of a wide population, from pre-elementary school students to adults.

The Community Program also facilitates International Understanding classes in
an ongoing team-teaching project in Odawara public schools.

The Summer Workshop

- Every summer since 1969, LIOJ has hosted a Summer Workshop for Japa-
nese Teachers of English. This week-long residential workshop includes lan-
guage study, special lectures and programs, and seminars on a variety of
teaching methods and techniques. In 1989, 130 Japanese teachers of English
from all parts of Japan, six scholarship presenters from foreign institutions, and
two scholarship presenters from within Japan participated in the workshop.
The workshop also attracts many respected, internationally known presenters.
Special guest presenters have included John Fanselow, Paul LaForge, Diane
Larsen-Freeman, Robert O'Neill, Alan Maley, and Richard Via.

Special Programs

LIOJ is periodically called upon to give special programs or to conduct
testing and evaluation for companies and organizations. In the past, LIOJ has
conducted special programs for the Matsushita Institute of Government and
Management, the Hakone Machi International Association, and the Odawara
City English Program.

Fellowships and Scholarships

In conjunction with long-term goals of improving language teaching in
Japan and abroad, LIOJ provides fellowships and scholarships to teachers and
students from foreign institutions. Fellowship and scholarship recipients come
to LIOJ as assistants, observers, and students during regular Business Commu-
nication Programs. In addition, LIO] invites scholarship presenters from for-
eign institutions, as well as from within Japan, to attend the Summer Workshop
and share language teaching knowledge.

LIOJ offered 20 fellowships and scholarships to foreign teachers and stu-
dents in 1989. Fellowship and scholarship recipients in these programs have
come from Thailand, Korea, the Philippines, the People’s Republic of China, In-
donesia, India, and Hong Kong.
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A two-stage course designed to be used in the classroom by
adults and college and high school students studying English as
a foreign language. The course enables students to use English
in a variety of practical and real-life situations.

The course aims to help learners to achieve a variety of
educational objectives and to tackle a broad range of
communicative tasks. The students’ involvement in these aims
is ensured by the following features :

~-Communication practice in social and professional contexts

--Realistic activities and tasks
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-':A learner-centred approach

A balance between communicative activities, structure
practice and grammar

--Systematic skills development
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