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abstract

This paper discusses the re-evaluation of English teaching methods for 1)
grammar, 2) vocabulary, 3) listening and 4) pronunciation. Dealing with
grammar, we need to ensure that students not only retain adequate knowledge
of grammar but also have enough time and opportunity to practice each item.
Secondly, in vocabulary teaching, it is important to teach how touse a
dictionary and give core meaning of words instead of simply relying on the list
of words in the end of a textbook. Thirdly, in teaching listening, teachers must
first find the cause of their students individual difficulties, then make concrete
suggestions to reduce them. Finally, in pronunciation teaching, teachers have
the ability to presenting a good model, judge students' pronunciation, and give
concrete suggestions as to how to correct it. In the last part, I propose a check
list of 35 items to develop my concept of what ideal teachers should be.
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Abstract

This paper reappraises the effectiveness of reading aloud in foreign language
learning. At the elementary stage, reading aloud is recommended for establishing
the sound-symbol relationship. At a further stage, however, it is considered to
have bad side effects. For example, it is believed that frequent reading aloud
prevents students from improving their silent reading speed. Some empirical
studies show that it hinders readers from comprehending written material, And the
following beliefs exist. It is believed by many high school teachers that reading
aloud is ineffective in developing students' abilities to get higher scores in
university entrance exams. It is also believed by some teachers and many ALTs
that it is ineffective in developing students’ communicative competence. Is reading
aloud so harmful and ineffective? The author reports a series of empirical studies
conducted by himself and discusses the effectiveness of reading aloud.
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Resume
This article examinesa theoretical framework for network-based CALL, and
considers the current framework's problems. The author describes a socio-cultural
constructivist framework called Legitimate Peripheral Participation or Situated
Learning(Lave and Wenger, 1991), and its modifications based on Vygotskian theory.
The framework's applications to language teaching are illustrated and their

shortcomings are discussed. Lastly, future research directions are mentioned briefly.
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PEERIEL TV ZEMBETHA D, THIZMA, B LHEENOT—F %
KA L, X 5IZIRABOEN « PREOHIEETRT 5L 3 IR B % R
D EHYLEITRA D

Wi, O3 ba—% - %y b= (CN) ZHH L SRR BADHE AT
NBESImaTWd (eg, T, 1995 ik, i/ k. HA, 1994
Simmons and Shiozawa, 1096; Warschauer, 1995), %7, ShE&HO pact:s
DENY Y— 2l L TH &I THMEIRTNS (eg., YIIE - Fif, 1996
Kitao, 1998; 1N, 1996) . L& L. CN 2RI L7 A AR H & A D Wi
Mﬁﬁnamfm‘&thaﬁ%mméﬂrnmmwﬂmﬁfﬁa,‘

T, K#LTHL) CN ERH LB BEOERICH B RHERITEDOEDR
HOM; 2) FORRE SIS EN LA S0 & mRENE U S0
z=HAE L. CN FIH OARERFOHEL WS HEF>THL ZEizT B,
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MBOTHE MATO%H | LRTOH A

""" | AROWEL. B HBRAEA~OBI, Mo

U RECORMNE, B BRL TEE) ORIONE, T

e EEO Y

U U—AORER/ TICA B

CEm 0 #®E(nstuctor), | (Rt (Faciltator). EMOHMEE
f Hiws& : B A
PUE LWL ! REIAE(E
CAFAT . BORLHR. WVEE ) BB GBD ZEOMTLD,

i ! B4

&+ wEny

RSk

Ay a—2 - Fy P77 FIAONBERERE - OERER LS 33

MRS S, A ENAS ORI EOMEFIChERT 2B RO LT3
TR« TA - BADHD REDGZEEET, LT 128 MbiudekT
#5490, BEQKEORICPFEHERBIIMNTA I N TEIREEHERT S
e, DED TRMO RS  (Zone of Proximal Developement: ZPD)
lZASTWAL &5 (Vygotsky, 1978; 1986) . E£7x. [TRS) 2L
THEETELWLEE ZPD OWHIZ A- TH ST, TORHFOREEMHIC
Lo CHEAM g D, HIEOFES - Hifedi LicfeiianZ &0k s,
Lave and Wenger (1991:113) 13, ##H&PHemitl, T8EELPBHER
FESEBEBEERA LRV EXTRIRTS. COEX 5T, Ao
O THEMCR ST 22N, B, BEAEDHEHMERITAE DD
TTohERES RN, UL, Bilofkiiz (85 Ligoiits (EfFo
TR T8o A1) &EHL. Vyeotsky i OZPDOD # 2 B AA SIS
LPP ## F9ud, BE4ASIIBT 38FICLIDE5T H L WEB RN LR
TEBUHEENBES. © Fhe, 20 (BE ORHIBWTIE, M E
DS Rk LB AT T OB SIS, AT T THES
Wil (D) ZREE - JRMT AR E. TITO TRES ERHTAHROE
T E BT A ATREMEMN B B & TAL D, ‘

3. —HRHERONEBRE~NDEA

3.1 AEEEFICBT S NEREBREE) &

LPP 4 ZPD O SHRABEHA~OBANT, 1990 BT L D ARICE DR EAD
EENBYEIND LI T D (e.g, Donato, 1994; Hamada, 1997;
Toohey, 1996; van Lier, 1991, 1996; Xiaomin, 1996; Zhao, 1997). * Zh
5OBRDD B LPP OWN 2 ROIFATIL, FEBBEE) £ Mould G)
lingual community" THEBN TEBEES - HE - AIWE - B LS 1E Oy
i) FHHEOEM (Zhao, 1997) DK I ITHET S, FOHBORKIEILHE
[gkiphilfky @iz AnRWold, $EHFTREREFLSOBIETICA
NTH, BHEEHE LIRS Bilingual/Bicultural BEEITRA2HITT, THE
H Monolingual 72 RHEIESEE 22HORBEICT A LHEMNB- A RETH B
EDBEAIZNDNSTH D, HBOPWHENDET REE,  Tmulti (b) lingual
community TE{LOH BEEW AT E AN - B - AMERH > H) Th
N, BEHESAC, ELTOEEON—NVERL R EETIIRVWEVWI Z EIC
A
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TTC, RDF—I— RTHS (B oW TH, THY) SHEBEob DL
CHEEIN B, DED, Audio-Lingual Habit (ALH) Approach T£ 8 &1/ 1
bR Ny 2 - 7555 4 ATH<, Communicative Language Teaching
CLDizRendo—N - Tb— AFv bR I2al—232ThHiARWL, D
N, SUREOBED T A Y —Thizirhid, Context OHTOELEHERTH
724y, Authentic/ Real Communicative Activities ~o T8 &REans

(Xisomin , 1996) o * DN THESEHEEHM L THBROEHET>TL
HNA2DPAOBN ERESBINEAMBEAFLET LW ENIDIITH
B, 7 RIEL, IO TN REINS SEe) Ful) BHOTH S ERRL,

(/4089 (Peripehral) b O S HHNE IV I &lTin b,

3.2 LPPIzHT< A INGEHHE TOHRBIEY

Zhao (1997) 13, LPPDA[HHEREICH T2 B EE # & LT, World
Wide Web (WWW/Web : R—AhNR—) #FHLZERHEHELTWS, &
DIEBE, B LN— 2 FIZ YN # (ESL/EFL) @ Tigld)fk) 280, &
BT o8& LTHMEL &9 &9 5% EX - CHANGE (http://deil.lang.uiuc.
edu/exchange/) 7R ¥ = 7 M ELTHISNT NS, Z OELEMERO K&k
TAT Y ME AT LTOEBRARFEERIC. R—-AX—-THTO
PHEDEHSEDEEREEZ LTEN, SNETH S B - il « sIREs .
ESL/EFL #f#% 7 &A% [98RIG IR 2#WRT 5, 2 TIrhNThaF—2A
AN DOFF A W REERBLEAI 2y —3a PEIE. TEXD NERNA
P HEABNEHTE) ##o/-Authentic/Real I b 0 & F 2 5NTHD, &
HRTOREHIOEUTERIC TR REMEaVLDD, THRE ~smL
T &Enwd, Zo7avzd FOREICOWTIE, EEF-YNHEPOLS T
23 5H. Authentic/Real/s B TO TEMM &AM O H 28 NOMEME) &
W RRAESNDDH B & Zhao (1997:47-48) lTHE L Twa, °

Hamada (1997) i, LPP &5 HiEE LTOBRBEFEOB TEML THAEI,
ZOHBAL, EMZHTTEINZPHEER, 1> Ea—., YR T N7,
Enoft ARy NI EFIRL T TREBHBEE EHELTHWE, CNIZK
LTI Tl ZHETEROE. BMEOEMDIBVAL Oy YR

HBOTHo D EELGND, WKEZOFEHORGOHT, BREEVMT

RIITIED S B B MIEETOM I TWB T &2 8IEL . LPPIZBLT
B OB A BN L. ZPDMLE X FENE TR ANBRETHB & EEL

AV a—2  Few P77 FIRAOAEEERE - COBGRRIER LR 35

TWb, £ BHEOF—F Mo, BRI TR TEDEHE LD H&lE
SO VR E © [EOFEHEED DA TENIE WKL TE (eg, 2
DEa-F I LTWS) £ THD, £0MIBWVTexpert &N I D
W U L0 fs e hh s,

3.3 FHHEBEFICBTBZPDO LR

van Lier (1991; 1996) {d. [EaHEM  (Language Awareness) O ILHh
S7ZPD OSBRI BY D MEEE L, Yo azyr—2a 2ifW
OB A EICHHO ERERML TWS, JOWT, van Lier RZPDICIE SR
7l (Multiple Zones of Proximal Development) 28% 0, %#& LT X
S A DORE T TRE J—2) (Scaffolding Resources) ZF M LTk )
ZHHTHCELTNS,

///’77“\\\\\
////

assistaney frons Ihore . . " !
2 W R p
cxpable peers or adults interaction with equal peers

‘\\.'—’/

inner resources: kiwleilge, nleraction with less
esperience, metnpry, stiength capable peers

v

21 Multiple Zones of Proximal Developement{van Lier, 1996: 194)
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(a) assistance from more capable peers or adults
(b) interaction with equal peers
(c) interaction with less capable peers (learn by teaching)
(d) inner resources: knowledge, experience, memory...
van Lier (1996:194)

Erz, B RS SDE3b0ESHL,

() kv (Continuity) 1 0ELENS
(i) TRMFEEYE (Contextual Support) § : @B ANFAEINS
(i) THEM.OY (Intersublectivity) ) @ FFEOBMENHRLEL TS
(iv) (BEa « RWiEd: (Contingency) |« BRI S RHIOEREZ D
) 3k (handover) | @ BEIOEEMTHOND
v THREWE Glow) |  UXIANARFENNES

van Lier(1996:195)

BMEDWHRNETIIEENTWBEERLTWA,

4. NEBHENOBER B 2 MER
ZITE 2. TR LM SRR (KR FLR O SRR Il

L@y, EOXRIRBENECIBNPHIOMNERIEL TV Z&IET A,

4.1 EBHHEEOHFEESSITH0M

FHEIzidBottom-up ME 7 T 0—F (HEEYHEG) &, Top-down ¥z 7
T O0—F (EWRITEE) NHEETIN, LPPTREHFOT7T7O0—-F2 L5 LH
WE<ED, BEOT70—F T, THDODIEHLTHEH) &ndEEE
O BEEME) BRIFEL TWA 0B IRE<R0, $UHIE< O - %
HEEPDUESEANES (=4, 1997) . LrLEMIZ, ZoHIETIRERAN
BVME DT D, ERMZOMNS M RWERIELEI SN B, iz
NEHEHFORER., EAWa ZHBEAEEE (28 Lixwig,
Top-down WARFKEHZDOHD NI ELETLRVWEENEL, AHBKITOS
SRIDIEEMBIIZEBL TS, Allen (1983) # Littlewood (1981)
75 &£ Communicative Language Teaching O & TX X, Top~-down f 72
T 70— FIZBITT AN & L TBottom-up &) 7 70— F OB BE L T

AU a—F Ky 7 — 7 FIROAEERE - X OEIREYH R L RS

W3, T I51, LPPOHHz v T, Bottom-up Y TE= TRifE) R
FBFEITEB L 22558, Anderson, Reader, and Simon (n.d.) t.
TOEIREZHIMD, HAIVRFRTH S ZEEHAENF—F & LiFTHE
LTWwd, 5T, LPPRIETSCN MAIO H¥F (LPP-CN) % SMEM EHFICH
BADMIZIE, L THSENTR - FHRoREETH S HAITIERIC,
Bottom-up 8727 7 O —FIz 3 < BilOfE ) - BilE0@y =R TED (fa
WL L. /CAIZEFH Lz ) ZRMICEEL TR<LERHA S (K.
1998) ,

— 77— FOHE -

PSS UE
Bottom~up Approach
(LL, CAIZz DRI
l
R
d
Top-down Approach
(Fy b= EDORIH)

B2 SEEOLNIL, FrO—~F, EEFREERE (1R, 1998)

37
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4.2 HEOREEEDIELZDDOHM

FRIC BT BINH B T —DD 7T ALRAMUGROEEE (19D &) )
ZHoTHRTHENI 20T, EEROZRY 5 AR E2RFIT BN H x
DHOTERV, TNETNOFEENRERSBERZE-THBY, diclde< Bz
PRRnEb 0D, BEEHARWENEICHBHEERELEELTS, TR
HEEMASOMUATIZLATEY, BiLUCZ0BEHCHT 3 HkE %o T L
EDEREN DD, Fir, AR ENEIHSOHEE K-> TS LTS,
TRRBEMIRBE WD FRETH 520, LA OEE &0 HEETH - =1,
SHHIRIC R D032y —2a >N UEEM S WS BB TH - =0T 52 &%
HdH, B EE@->THHEHEE T 28U, HHHI T THRNWEFZ S,
AIallr—a PR VEMMEESTH, iIOEDHI, EOLRNTHI M
IAENFNTRETS,
LPP-CNMOSMIRE T, BREOBMMERETES L ZAHITKERAY v
MBS, LU, TOZEMRIRBESEIETRERIED S V. 1 ADEMO
WRonkEheH i, TCOREETHRERZSADRERON] VIR
BEHIMT DB TBLEND B D, Eiz, TORIZ, ZHETHSHE.
HE¥E (Autonomy) 72 & B I N T Z7d o 730 B O 5 At L Vkg
JY KBS 5 0h (Warschauer et al,, 1996) , UL AR, $PY%
NS ZORD REANEBRNEs N DN (B, 1997) L 8o HED
HBRIZATLTWL ZEMREND,

4.3 #HAIYANOBNWELSTHOMN

1 % DO Newsgroup/Web % fIJH L /- B #H O & Tlt. Learning in
Doing& \yo 258 k0 HHE LB O BIER S Vo 7= BHT o L TibLER
ERTEHERDEN STV, CBEADO$EB A Y 1)) (Learning Style)
IZE > TWRWHIEER LN TWa D e X 5N 5, NEEEEDTE TR,
Reid (1987, 1995) <° Rossi~Le (1989) A& T X Sz, T¥Y R & 1 L ohf
K & TEERE . [PFHRAYANOER) & TEY IS OBIEEMERS
BEITHD, ZOMMICKET 2 HE2MLMTRBG I3 St
fEREH BB LS, Fir, Reld 198N kB &, YRV A1 L OMA 12
FHEOREDEERR Ut - HAMEDED) B EHINELSTH 5.
29 (1997:121) OFS &S, CNEFA LAARERTE. TohETize
ANEDHARARINDIIEDOMBOHE ST ER > T b DM SHYOLR, +

DUE a—# - Fy 17— 7 HRONEEHE  ZOMBER L EES 30

EITE B EML <D, DED, LPP-CN HOAEMBEEIL, ko kofs
HRORBFORTHLNTES ER AL O GEFUER) Mrhy [CmT 5
WHEMAS I EZ SNBDTH S, TOKDI BRI ET<HIET 5720101,
FTDEYHICHDTHHSO TEEASLNOEH) 2RESE ) SLHL L
DA ICERR, R, RiERUAXL I THNE DENE (RYAS1 L0
ffdn) & LPP-CN DA EBHEVNIE o TWRNEZDDEREKINTH
A bR i) LPP-CN B O H # B3 £ O L5 7 EHg0 47 8Edt
HBNERPL ., —@nlim, FYERTEES 2L T, FNTHHLLDY
FZIEAEAR WA, V) RROFiENF - TRHEHETIEB, &0
DR ATANDEVLEMBRL 2 RRAMEAHENS, ShRiTiE
Warschauer, Turbee, and Roberts (1996) AHEIL T 5B K312, #Hn
CHFMEE KD ) 1T O RIZG 5 THETEMNE V. LPP-CNO# X HEHIL
A% EBOTHEL, EYORDOBERIIBRBEAZTESEWEY
By S0 THERAZEMFEETELED,

4.4 BEFBEEIEIATHLOD

LPPI 80, &l o feslid M NE Ty nidiz 5 iz, LAl Hamada
(1997 B ERT DL Do, HHBRAEBPEAEL 2 D, Bz k2
T4 = KRy I T 4 0=y TERM BV, £, ZPDICHT5 TRE,
ORI EE A BEIC S, BEORMEMA S HIEMETERN,
AE RO R, ESINIRADNSARXADNALELSHACN LTO
BETHRBISDIETHS, LPP-CN MO HERETRODSNTWBD
3, BEIORHENZAZETE RS, DLATOENELTHAD. HHEHK
E MGEE OGS 2o TBEY - WERONIE 28X 5, JOHME/LEN
LPP-CN BN BB T ORAGZHRODZ Lickhs S, £, &bili—ATIEH
IRTERWE SRR, BUEYR— T 3R I 57 ¢ THEMEEHR (k
i1, 1997:170) DFEHVHEERDB., ZOLIMEMEERD, 3—F 12—
bED (ERE LTORE HEMCROENTHWEDTH S,
LinLiahts, AKEE(1995: 120) ANERTWAH LI, [#EITEIMBAS
RN HTELEBAD] BOTHD, ONTADLATIE BE (020
) OBHEFHECERMHRZIL DA EEH DB, T, LPP-CNH
OHMIEHHE M5 DIZ, HRERCHEFTOURBIZBLT, ko
BEAMELAD LI )F 2 T AOBAMTFHNRT IR S RNTHE D,
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4.5 WE - FMELIT 00

LPP-CN B A HEE B ETIE, TOMREE, 2 ENEICT 080 )%
W - TS hiTiciEndin, £, FhEhoRYEORENERTH S
OB~ T AMETD T BRI, DED, ko TEHET AN
(Language Testing) OFiE TR EF S WMARVIRIEIZEKTT2 2 &12725,
5T, LPP-CN ZAMESBEE ICHEATSHEICE, JE - 05k & A
MWz L, TaR—b 73 0424  (Portfolio Analysis : e.g., Antonek,
MeCormick, and Donato, 1997) 7 E&FY L 785 BEHEOM @ - JHHIzH 0
FATODRERSRNTHA D, B—hT7x) 404 Sk BEU2EEK -
NUERERT DIl HENEO LS BREB TV Mz L. iz ki
U, {f2@EEE G elleicm o izt s, InEicpEEms
WHUMTHR0LTHd, iz, FHHERGAONEEIEHEZ S5 T,
Task-based Testing (BREARELEMEETEFADN) DB A D BT 2080
HHD.

LinL7zht5%, Anderson et, al, (nd) BEHRTBE DI, FL Y - M40
RIS BB ENTE ST, BB Er - 8 ABIRN A DIAD
FHMKE IR TWD, TOLILRBIRHIEEPRBEABAD T &0k
WioMBETRTERZE SRV, LEs <, THle ko 28l
(Triangulation) 27\, FO D& LT Il b7 ) 45047 . THidikl
(Diary Method: e.g., Bailey, 1991.) 3 E2#HAL, F—FE2EFHML TR
 OBEMIENDLETH B D,

LPP-CNTH. H#HEOBROREET TR, PIEORORE T H RN D BN
IEH L TWARWTRENA S 2, AR, B (1996) 1 CN £FI[ L 2855
FIC L TORBEDHZBELTWHAMN, TORRIZ, TOEFLEFIH Liilg%
T, O 2R IS H B HOHNIBD s s o L L@
LTWa, =4 (1997) HFH U &5 2CN R EBREHED A O T, TOEIC ©
Cloze Test ZF A L= EZITWEAOHUMNBD SN Ah 27t & LTS,
ULl Bl (1096) I ABRIC (B0) BMBosha i se2@eL., £
Foo ZAE(1997:140) B TRE OREFICRIT HEEER~OBE) « o022z
=8 PADER] EVoRETOEEERDTHS, DED, Bk, S1TH
FUTHA BN (TN ORE TIZH A ENR WAV E CTW S AT fEM:
WNHNELZONZDTH 3. CHEOELERBI IR WEDI S,
LPP-CN RO FHIEHE O T, WALl LICEHER T & Bt IEE OF

AUV a—% - Ry P77 FIROAEERE  TOEREER MBS 41
M 2B THRZEED TW BENBDEFALD,

4.6 EWEBE RE, BH, 79294 RX) BEILELZTVION
LPP-CN#A#A L= 8ERITHIHE, M 28R (8 2% e T
Ho (BHTHB & (e.g, Lave and Wenger, 1991; 410, 1997) HYELR
XD, TIBEENY; &3, HEMASE OLEFOMIE ke M FRITE LA
o (AEOFBEEICH - TWD) Z&&HFT. 5, B &3
Eﬁwﬁm%¥§%KﬁWéﬁmhlt%ﬁ%LTm%qOib\&ﬁ@&#m
BOWTEY FITREQAMENTT, T 71 AERBIET . HRK
HEEOS © TEEY 2T EBAMELELRTFUEWTRNT &1 5.
FBATIHS, ZOKMENEST LD ECN BAEOHERED L ZAMFEL TS
59, SHOA 2 Y T ARy b7 — ZEER R LTRSS EAE L.
TR, B ELETHAOKENBIADNAOTREL, SEERTORE
e DFNFBE BB TRENED TWITF B LD, PHENTHLEND 5.
HOSLIAMT b, EeR OB ATIE L 5, BIX SRR ET S Bem L,
TR E A UEF 2 LS R R O R TR R E S NS BRI S
B. Efe, EEUY - AOBHENRAEEET A RO, BEREIITESW
nﬁnvy-?atz?mwnwmgmuﬁ‘:w%ﬁ\mﬁmmmﬂﬁ%\v
7F®$ﬁ&m‘é%t@ﬁ{WK@%ﬁE@UX?éﬁ%fﬁﬁ%&(%ﬂb
THBhRaERE G0,

3BEIC LTSN O, - DOERANETSREOE (V5291 @
BETH 5, A8 Q997 I, BKOBENEERL TWTH Y 5 AHA XHVh
ST FCAERIRERBITEND EEBLTWS, DENI T AT XU
NRBEHEOREEHRDDKERBED ~DENWD I LIRS, LPP-CN M0
NIEBEE T, PRMELRRIEL. SPYEOFMARZEALRTNERSRE
WDT, EH—MAETL Y TAYA XHRD NS, BROAEREFICHBITD
2G5 A A L BORDEN &L RD EMRDRERBOTHD (RE 1997 &

HIRWRINDH B,
4.7 BEATFATOEERBITEEIBATHSOR

L AF s TEHMLARFTTIE. T THEE Novelty) 21 D,
IRAEHEOMOESIERIL. HOREOEFR (F AR  Novelty



42 oW B

Effect) Z4ETHGMRH 2, LML [HAFE @M TEEDRTVW LD
THY, CNERIRLAHEEES, ONTELLYAEF T &R (§E:)
DRVBDERHI> TN, TITHLXIEEFAT 4 THEICREFDRERDZ D
T, FEOAF 4 TEMS2ENCED LDl 1kE Tl Authentic 7244
EFEMHAE LD DD &N o /e 84D SANERHE 2 RETHENH S, DED,
WERDIEBAFOL DI, BEAT 4 7% NERMERYTEDHD; © TH
WRERETZHD) LESZH5D TR, THHHEHOAuthentic F i H %
<LHD (FoMT) 5 HHWIE MAERE D Authentic B A £ {RET 260
(BEML) | & LTRSS T NERS RN TH B, Zhid. ON IZB-
L ZETHREY, @A M ELNTELETF—T L 3-FPEFF &0
FEEATFATTH2TH, TOHWMIEELD (FNEERLEEHOSHD
HELAD) TEMBRENTWS., 13T hELD Authentic 7o RIiEHE
HBHEELEEBON] EWIEREZRANKFD T &7 LPP-CNR O HHE 5
FERAL THHRENETERVWTHA S,

4.8 TRF) OME - Bt 5T 500

AEHEHFICBTS (RS Wl T8, van Lier (1991) 7= 0 Mk
EHRIENDTHD, BEAERAERMEINTHAY, 3,3 THMLE van
Lier 1996) D6D0E K, RITFHROB—FHYHOBRE LITEEHAN
TebDTHD, MEAFHTOEEAAONRBEYBITHH TE MG UT
&z, ELTWS, DEDBENRE, EMoBicidd TRE O tatnih
T, SNHBRLTHELWRBEIEZEARV, 98I, ZolzBEMTsE
AERIEEAS,  TRB ~ERESAD2EROMARE R T2 TWBENHS S,
¥z, LPP-CNEOARHEESF T, (28 B FERFTOHEITTh <,
A rka— ¥ BECHT Warschauer, et al., 1996) . 3 3 W b 8 0 Kk g iR
&y 3 i (Susser, 1993) ITHIRHEL TH S BENH A S,

4.9 TfAl « THZ BROBEUZESTFoTHi<OM

LPP-CN B @A EIEHE T, WAERLZ &M LT TRBmEE oM
W&, BHRICK-> TSNS, PYHEOMES - BR (ERLI-XEDHEEL
EHERYE) KHMLTEANTRONB I LIzhB, 2B, EBHD
Newsgroup ZFf L 2 EEBHFORAS BN TORLOED & bgT 58, &
DEIRFERITEN TRV BAAEBEEYEOPIZE, ) RBEOLHOREE

DU 2 F Ry P 7FIOMEERE  TOEROER MES 43

ﬂthn@i&ﬁmNMT%mmv—x\%éwm\M¥KNLTﬁ%%&5
P2 B A o THE I b OMER D87, AR0ELERLNETIr—
A ENEL BT e, P R, RO, i) EREROTHIILE
T, HAR 0 OBESERTARZF S hRnbobEL BN, TH
St AL 17 TEZY 2H-TH53EWI 32y —Ya L DERKEES
OB TWRWEDIR T 2EKLEX N5, PREFICIORKRNY
B MR E, EVRVWII azsr—2 g0k Kk (g, TlIAL O
ERE TR OBRROMME, BRAQHEBOY, BREEMOSH,. T
memw‘wwmwmm>&ﬁz%%h&ﬁwmmzaum\r%&mmwj
I TEITREL R £ BRI V. ’

4.10 BEM - EHEEREIFTTVRLOD

LPP-CN B S EE & E T, 93520 o BT B Ui (id e g
AL LIV, LA Laats, Mtk BENREEALSETERTTIMM 21
TAEE DY Iz &5 T ZOXIRE L VWESRETIIEAHDET S an
MBI T &, B O Newsgroup/Web ZFIA] U 72 & DIk
w1k, BEES A oRE EOOK) ELTENERT VLI MEERALE. L
ML, TOBETH, ML TREBE L TBINT 520 HUEN « BRI
B LBWENENEERENL, £, BEOPHEOIVHMENE - A E
e B, BOOPYERBETAIEVIRRABRASNI. TOLD frik i
Newsgroup ZFIH L7=B&TH, WebZBFHLABETHELRLED, IR
BCNDOBEOBWIZEKFELTWHLD EHE LI, ¥ 4K, ¥HEE
HOEN B ENIEBMSE TV 2D, BERENLIRHONSEDHLNVO
M BEREE O LS T ETRBIZAAL TS REROL, Lo kl#iz +5)
IR L TWBERB A D,

5. BHLIT

TR - ROt B DB BANPIROPTREITDIEVBRINT
7=, LPPIL [80# - PR Ot IHE LEMISIML A &, Thi
Py TER - PH QKR KBEERS LR ETIHENGABNENET
BB5, L, ARLTRAL ST, LPP-CN K5t RREEH A ol
HENB0lci, MILTREREHNL B0, ETOFRIRRREAHBTTIC
SLWEEDHEA &L, Tripp (1998: 39) i, ZHHDK%E &5 AT The
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constructivist position may be more philosophy than science, and not very good
philosophy at that." &3 < #UH LT3,

BEDNSFA AL (bt & TRAME) ORZENSIRD FOLIRHO
THD, EHoNTRNBELEE, LTEE>TRWEERBVELNEL B,
LPP-CN BDAHEEED, BELIFRIEBNWTERT B THAIRHRELD
PTEDLH I FRAME) &AW EDTRIEMNEREED TWTH0N,
ATHs THat 2EOREETHERLTOWITIZON. SBOBSBICRELT
WEzy,

i

* ARHCIE, 19984E B K S EATE SR GEEER, *v U &2FEM
LIl e By S0 AR, T, ARER-- T 8D
DYREZTIebDTH D, KRXOMERICHRZD, BEOI R M ERLAE
ZH . B Susser #ij5GE (BLEAZFR®) ML ET, b, BHFAOMH
#13 takeuchi@res.kutc.kansai-u.acjp T,

- 1) Zhao (1997) HHEREADOHKEPLNILEEDPRBVWIFADO - -DTH 5,

7E L. TSR Lave and Wenger (1991) O RIS EMAIZIHILE H o
THH, MEREEFITEN L2 B oRERINT BRI HHTRIhTHE

g

2) Lave and Wenger (1991:47-40) & (@) ©ZPD O# X HEmdtLTW
BH, "..the social character of learning mostly consists in 8 samil 'aura’ of socialness
that provides input for the process of internalization viewed as individualistic acquisition
of the cultural given," & TRTE{L] QPR EREL TWBETTHHHEMR
HLTWE,

3) Donato (1994), van Lier (1991; 1996) i, Vyeotsky (1978; 1986) o
ZPDD#E % 5 EHEMT DB BARAYIIFE TH D, Toohey (1996), Zhao (1997) iX
Lave and Wenger (1991) QB QRO PFEIZ /RS, Hamada 1997) i2 LPP
DIALJIT ZPD EHAAAEEZE L LD ETHRBBETH B,

4) FHE MBEADNERE . TRADNEYH) . [BAZREHF . 2
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1. Literature and Background

It has been more than two decades since video was first introduced to
EFL (English as a Foreign Language) classrooms in Japan with the aim
of facilitating instruction. Video provides learners with real, authentic
target language information through the use of media-combinations such
as pictures and soundtrack or pictures, soundtrack and subtitles (also
known as captions). For example, in watching foreign commercial
videos with subtitles, we receive information from three sources of in-
formation at one time; pictures (visual), soundtrack in L2 (second lan-
guage, English) and subtitles in L1 (first language, Japanese) translated
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from L2 scripts.

Paivio (1986) states that in the case of second or foreign language
learning, when there are richer and more meaningful non-verbal refer-
ents, such as objects, events or emotions, that are taken in by learners in
the form of non-verbal information, better language recall and 4pPropri-
ate production can occur. One can easily understand the beneficial ef-
fects of multi-presentation when recalling his or her own experience of
the use of mnemonic associations in acquiring new information, such as
an association between a vocabulary item(e.g., apple) and the visual im-
age of the object referred to (red, round-shaped). These mnemonic asso-
ciations can be also reinforced by the auditory information channel in
the form of utterance of the target vocabulary on the soundtrack.

In walching captioned video, there might be a further implementation
in mnemonic associations when subtitled textual information which ap-
pears in captions is sufficiently absorbed by learners. Cohen (1987)
contends that learners use some associative memory aids automatically,
and it is critical for language teachers to examine ways to maximize the
benefits of mnemonic help for learners. Though it is crucially important
for educators to know in depth, the nature and the process of these bene-
ficiary interactions of multi-presentations as d'Yedewalle and Gielen

(1992) points out, the distribution of attention between different chan-

nels of information turns out to be a diverse and complicated process
among different individuals, since viewers seem to develop strategies
that allow them to process these channels at their own choice according
to their own interest.

The advantage of multi-presentation with picture and soundtrack based
on dual coding theory (Pavio, 1986) has been supported by research (e.g.,
Levie and Lenz, 1982 ; Bagget and Eherenfeucht, 1983). Concerning the
“dual coding theory”, Pavio states:

“There are two classes of phenomena handled cognitively
by separate subsytems, one specialized for the representa-
tion and processing of information concerning nonverbal
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objects and events, the other specialized for dealing with
language.” (Pavio, 1986:53)

However, the effect of adding subtitles has not been thoroughly ex-
plored yet in terms of its possible combinations with other channels of
information, or in the choice between L1 and L2 as the means of input of
messages.

Regarding the adding of subtitles in the EFL video instruction, there
are three possible ways of combining subtitles and soundtracks; The first
combination is “standard” which consists of L1 subtitles with L2 sound-
track. The second type is “bi-modal”, with L2 (English) subtitles and L2
(English) soundtrack. The third is “reversed”, with L2 (English) subti-
tles and L1 (Japanese) soundtrack. .

Holobaw, Lambert, and Sayegh (1984) tested the comprehension and
memory in L2 of English speaking pupils in French immersion programs
using two different combinations of channels. One was “reversed”, a
combination of dialogues in L1 (English) and coordinated with printed
scripts in L2 (French). The other was “bi-modal”, consisting of coordi-
nated dialog and scripts both in L2. They found that “reversed” combi-
nation showed impressive effects on L2 comprehension and L2 contex-
tual meaning comprehension, and observed that “bi-modal” facilitated
advanced learners’ comprehension and memory of L2 text given.

Danan (1992) examined the L2 comprehension of a total of 102 U.S,
college students in beginning and intermediate French classes using
French videos under the three viewing modes: standard, reversed, and
bi-modal. She found advantages in both reversed and bi-modal subtitles,
while standard subtitles contributed little to learners’ retrieval of L2 in-
formation. She also advocates that, based on her findings, a model which
integrates both reversed and bi-modal inputs into a complete curriculum
should be explored.

Hirose and Kamei (1993) examined the effects of subtitles using bi-
modal subtitled video for 275 Japanese EFL students. They found that
students understood better when seeing the film with captions, and that

51



52

HHRE - RS - FHEN - B

L2 English subtitles facilitated understanding through the learner’s lin-
guistic knowledge such as grammar and vocabulary. They claim:

“Captions help learners, especially those who have gram-
matical knowledge and vocabulary, but are relatively poor
at listening, such as the intermediate group in this study, to
understand the dialogue. Captions can supplement lack of
listening ability with other abilities students are more
proficient in.” (Hirose and Kamei, 1993: 11)

The aim of this study is to investigate the effectiveness of the multi-
presentation of video under three different combinations of L1/L2 inputs
in subtitles and in soundtracks, i.e., standard, bi-modal, and reversed.
The focus is especially on the effectiveness of “reversed” mode which
has not been investigated for Japanese EFL learners. Due mainly to the
technical difficulties, reversed videotape has neither been used in the
classroom nor investigated. The replacement of English (L2) dialogue
with Japanese (L1) dialogue requires a special technique to coordinate
the Japanese dialogue with what is going on in the pictures. Sometimes
translation does not work without appropriate modifications and ma-
nipulations.

The research questions based on the literature review are as follows;

" (1) when an English video is presented to three groups with different

viewing conditions (modalities) of standard, bi-modal, and reversed, is
there any significant difference to be observed among respective mean
test score for their comprehension of the story? In addition, (2) which
of these three combinations do the learners feel is most helpful in undet-
standing the context?

2. The Study
2.1 Subjects

The subjects of this study were 156 university freshmen. They were
from three different sections of the same English course in a private uni-
versity in Osaka. Each class consisted of about fifty members. They had
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studied English more than 6 years in junior high school and high school.
Subjects who had experiences in living in English speaking countries
were excluded from the study group.

2.2 Method
After the instructor explained the goals and objectives of this study to

the subjects of these classes, a listening section of the Comprehensive
English Language Test (CELT ; Form A) was administrated as a pre-test
in order to determine if any significant proficiency difference existed.
(See Harris and Palmer, 1986 for the details of the CELT test.)

Table 1 Descriptive Statistics for Pre-Test

n Means SDs
Standard 52 71.37 9.69
Bi-modal 51 71.41 13.56
Reversed 53 72.28 9.29

The test took approximately 30 minutes to complete. Tablel shows
the descriptive statistics for pre-test. A one-way ANOVA shows that
there is no significant differences among mean scores (F (2,153)= .12,
p <.89). Furthermore, Hartley’s test rejected the homogeneity of variance
among three groups (F-max= 2.13, p <.05). As a result, those three
groups were almost the same in terms of their mean scores for the pre-
test,

Then after the pre-test, each of these three groups was shown a ten
minute scene excerpl from an American video, The Purple Rose of Cairo,
directed by Woody Allen, with the combinations of dialogue in sound-
track subtitles as follows;

(1) Group one (standard mode): English soundtrack and Japanese
subtitles
(2) Group two (bi-modal mode): English soundtrack and English

subtitles
(3) Group three (reversed mode): Japanese-edited soundtrack and

English subtitles ,
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They were then asked to answer ten comprehension questions (See
Appendix 1) based on the video excerpt. All of these questions werc
multiple choice type questions. Each question was written so it could be
answered correctly if a learner was able to use the intended information
source from picture, subtitle and soundtrack, or use a combination of
more than one of those. In addition, standard and reversed groups were
asked to give written comments concerning their experiences.

The study took up about a half of two different 90 minute lecture peri-
ods. In the first class, subjects were informed of the goals and objectives
of this study and they were also informed that their participation in this
study was optional, that is, if they did not want to take part in the study,
they had a choice not to do so. In the second class, they sat for the CELT
listening test. They were then informed that their participation in the test
would have nothing to do with grading,

2.3 Data Analysis

The answers were checked and scored respectively by the researchers.
For each question, there was only one appropriate answer and the total
number of correct answers was counted up for each subject. Mean scores
for each question item and category were compared across the three
groups. For the entire mean score comparison among three groups,
'Sheffe tests were administered. For question level analysis, the FREC
procedure of SAS package of statistical program was used to create the
three-way frequency and crosstabulation tables,

3. Results

The outcome of the comprehension. test indicates that the mean score
of reversed group turned out to be higher than that of the standard group,
and both of these were significantly higher than that of bi-modal group.
(p-<.05 see tables 2 & 3)

As for the micro-level analysis, the FREC procedure revealed that bi-
modal group was found to be significantly lower (p <.05) than other
groups in terms of its scores for Questions 1,2,6,7,8, and 9. (table 4)
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Table 2 Descriptive Statistics for three groups

n Means SDs
Standard 52 8.21 1.87
Bi-modal 51 5.90 1.56
Reversed 53 8.74 1.55

Table 3 The Result of Sheffé Test

) Reversed Bi-modal
Standard 278 A00*
Bi-modal 000*
(p <.05)
Table 4 The Crosstabulation of Comprehension Questions
Standard  Bi-modal Reversed Total
Q1 Incorrect 5 23 6 34
Correct 47 28 47 122
Q2 Incorrect 6 7 3 16
Correct 46 44 50 140,
Q3  Incorrect 8 11 3 22
Correct 44 40 50 134
Q4  Incorrect 13 13 11 37
Correct 39 38 42 119
Q5  Incorrect 12 32 14 58
Correct 4() 19 39 98
Q6  Incorrect 7 31 4 42
Correct 45 20 49 114
Q7  Incorrect 14 33 8 55
Correct 38 18 45 101
Q8  Incorrect 8 26 7 41
Correct 44 25 46 115
QY  Incorrect 10 22 4 36
Correct 42 29 49 120
Q10 Incorrect 10 11 7 28
Correct 42 40 46 128
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4. Discussion

The results could be interpreted as follows: in order to better answer
the comprehension questions, subjects had to understand the context to a
sufficient level. When information was given only in L2 (bi-modal), it
was difficult for these intermediate EFL learners to understand what was
happening on the screen, which contrasts with what Hirose and Kamei’s
findings (1993) in which intermediate EFL students were able to utilize
even L2 caption for better comprehension. As Holobow et. al (1984)
pointed out, bi-modal seems to work only when subj'ccts are advanced
learners. It might be difficult for intermediate EFL learners to gain sub-
stantial amount of contextual information from pure L2 linguistic envi-
ronment. When context information was given in learners’ L1(Japanese),
however, it was relatively easier for them to answer the content ques-
tions. Also, when soundtrack was provided in learners’ L1 (reversed
mode), it might have been a better source of information than captions in
L1 (standard) because L2 sound information was processed chronologi-
cally with picture, hence better associated and understood.

Why was the bi-modal group consistently outperformed by other two
groups? Although the information was presented through three sources,

i.e., picture, soundtrack and subtitle, if there was no L1 contained, it

~ could not be utilized by learners possibly because of the lack of suffi-

cient skills to understand information conveyed solely through L2. As
for questions which could draw answers from pictures such as Q’s 2,3,
and 10, there were no significant differences among the three groups.
Without information presented either in the form of picture or through
L1, it seems, that they could not follow the context of the story.

The written comments made by both standard and reversed groups
show that 29% subjects of standard group felt safe and comfortable be-
cause they got information in L1 through subtitles, while 72% of the
subjects of the reversed group felt the same because they got information
in L1 through the reversed soundtrack. In the reversed group, some sub-
jects commented that they did not feel like they were improving L2 lis-
tening comprehension ability because all the aural information was
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given only in L1(Japanese). However, they felt secured and could enjoy
the video content because they did not suffer interference from the
anxiety often caused by the difficulties in understanding English lan-
guage, Regarding the combinations of L1/L2 in subtitles and soundtrack,
21% of the standard group subjects thought that the combination pattern
of their group would improve listening skills. 32% of the standard group
subjects pointed out that the combination of their group contributed not
only to the improvement of listening skills, but also to reading skills that
might contain some English/Japanese translation work,

On the other hand, as many as 54% of the subjects in the standard
group pointed out that they could not do anything other than read the
Japanese captions because they felt unable to do two things at the same
time. 25% of the reversed group subjects pointed out that information
conveyed through the soundirack was so dominant that they did not pay
any attention to reading subtitles. 8% of the standard group subjects
claimed that even if one could read subtitles, there was no room avail-
able for utilizing pictures. 11% of the reversed group subjects pointed
out that when they concentrated on reading English captions, they were
unable to listen to the Japanese soundtrack, hence were unable to under-

stand the context,

5. Conclusion

Before concluding, some shortcomings of the present study should be
pointed out, First, this study tried to find a one-time effect on the EFL
learners’ comprehension of the three modes of soundtrack-subtitle com-
bination. Long-term effects, which might be different from that of a
one-time experience need to be investigated in a separate study. Second,
the number of the subjects, a total of 156, is relatively small when divid-
ed into the three treatment groups. This small number might have caused
some anomaly in the data analyzed. In connection to this, our subjects
were from one university, and, thus, any findings of this study need to be
replicated in other populations. Third, only a portion of one movie was
used in our study. Consequently, the idiosyncrasies of the movie could
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have exerted some influence on the results obtained.

With these shortcomings in mind, the following summary is in order:
Our study reveals that, in facilitating intermediate EFL students’ com-
prehension, reversed mode is the most effective combination of sound-
track and subtitles (followed by standard mode). Contrary to the Hiro-
se and Kamei’s study (1993), however, our subjects were unable to util-
ize L2 information sources, and, thus, bi-modal mode turned out to be
the least effective one. In this connection, our micro-level analysis of the
comprehension questions also indicates that if there is no L1 information
available, it might be extremely difficult for intermediate EFL students
to obtain necessary information from authentic movies,

Using L1 information, be it subtitle or soundtrack, can be an effective
option, if properly used, for promoting intermediate EFL students’ com-
prehension. As Danan (1992) implies, investigating the proper use of L1
information in language teaching is the next agenda that needs to be ex-
plored.
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[Appendix 1. Comprehension Questions]

The followings are ten comprehension questions on the video, The
Purple Rose of Cairo, Scene One. Each question is followe.d by tille
bracket which shows the information source(s) from which subjects gain
the information necessary to answer the question. The abbreviations P, C,
S respectively refer to Picture, Caption (subtitle), Soundtraf:k. The as-
terisk before number shows the correct answer for each question.

Q1. What does the manager tell Cecilia about the new movie? (C, S)
1. More exciting. ~ 2 .More interesting.
3*More romantic. 4. More depressing,.

Q2.Where does Cecilia work? (P)
1*At a diner. 2. At an ice factory.
3, At a theater. 4. At the Copacabana,

What is Monk doing when Cecilia goes to meet him? (P)
@ lfl Looking for a jgoh. 2. Trying to forget his troubles.

3. Going to the ice factory. 4*Playing & game.

04.Where does Cecilia tell Monk there might be some jobs? (C,8)
1. At the movie theater. 2. At the restaurant.
3. At the laundry. 4*At the ice factory.

Q5.What does Monk ask Cecilia for? (C,S)
1. Some tips. 2. His laundry.
3. The dice. 4*Some morney.

Q6. What city do the characters in the movie decide not to visit? (C,5)
1. Casablanca. 2. Cai}'o.
3. Tangiers. 4*Paris,

Q7.How long have Henry, Jason, and Rita been traveling when they meet
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Tom? (S)
1. Since yesterday, 2. A week.
3. For years. 4*Two weeks.

Q8.Why is Tom in Egypt? (C,S)
1. Because he is meeting the king.
2*Because he is looking for the Purple Rose of Cairo.
3. Because he is buying a new pith helmet.
4. Because he is digging in an old tomb.

Q9. Where did a fortune teller predict Tom would fall in love? (C,S)
1. Cairo. 2. the Copacabana. ‘
3*New York. 4. Morocco.

Q10.How many people go the Copacabana? (P,C,S)
1. Four. 2. Five,
3*8Six. 4. Seven.

[ Appendix 2. Comments]
Translated into English from Japanese originals, Each comment is fol-
lowed by the bracket which shows the total number of the subject who
gave similar comments.

< Standard group >
S ing Onini
*This method is good for me to practice an English listening skill.(9)
*I often check out a video film at a rental video shop, so I am used to
this method.(9)
*I can make sure the content both by reading Japanese subtitles and
listening to English dizlogues.(7)
*By repeating listening to the English dialogues, I feel I will be able
to understand the content without reading the Japanese subtitles.(2)
*If T can’t understand the English dialogues, I try to supplement the
~ meaning of the context with the Japanese subtitles.(2)
*I can gel a lot of information through both English and Japanese
channels.(2)
*This method is dynamic and makes me feel as if 1 were in a movie
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theatre.(2)

*1 can identify the easy English expression only by listening to the
English dialogues, as well as I can make sure of the meaning in the
Japanese subtitles.(1)

*This method is a good way to train the translation ability from Eng-

lish into Japanese.(1)

Reluctant Opini

*I only read Japanese subtitles without listening to the English dia-
logues.(11) ,

*This method is inevitable because I don’t have enough ability to un-
derstand the English dialogues provided only with English
sound.(7)

*] can’t understand the context in details.(3)

*] devote myself to reading the Japanese subtitles too much, which
prevents me from watching and enjoying the picture part.(3)

*] strongly depend on the Japanese subtitles, which fixes me to the
screen.(3)

*I can’t do two things such as reading the Japanese subtitles and lis- .
tening to the English dialogues at once.(2)

*] tend to skip the unknown words because of concentrating on read-
ing the Japanese subtitles.(2)

< Reversed group >
S ine Opinjons

*Because of the Japanese dialogues, I can understand the meaning of
the context easily.(20)

*I can understand the content and the meaning of the vocabulary by
both the Japanese dialogues through the cars and the English subtj-
tles through the eyes.(7)

*] can make sure the meaning of various expressions by reading the
Japanese subtitles.(5)

*This method is a good way to practice the English composition.(2)
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*1 don't know if it’s good or not, but I can follow the story without
reading the English subtitles because the Japanese dialogues are
provided at once. (2)

*I don't have to concentrate on listening, so I can devote myself to
read the English subtitles.(1)

*This method will improve my English reading ability.(1)

*I realized there were many expressions of translating the English.(1)

*] feel easy, because 1 can read more than hear the English.(1)

*This method will improve my English reading spécd.(l)

*First 1 read, then I hear, which helps me understand the difficult
English expression,(1)

*1 can understand the grammar through both English and Japanese
channels.(1)

*] can study English by comparing with English and Japanese.(1)

*1 am used to the doubted foreign movies on TV, so I feel comfort-
able.(1)

*I don’t read the English subtitles because the Japanese dialogues are
too strongly come into my mind.(13)

*Without the English sound, I don’t think I learn anything in the Eng-
lish class.(9)

*I devote myself to read the English subtitles too much, which pre-
venls me from watching and enjoying the picture part.(4)

*When I concentrate on reading the English subtitles, the Japanese
dialogue sounds tend to be ignored, as a result I ended up not
grasping the meaning of the context.(4)

*My English reading speed is not fast enough to follow the English
subtitles on the screen, so I got frustrated. (2)

- *This method lacks in dynamics.(2)

*Foreigners speak Japanese (doubted) fluently is funny and unnatu-
ral.(1)
*1 feel pain of my eyes.(1)

Modalities of Subtitling and Foreign Language Learning

*I feel frustrated with the slight timing difference of the Japanese
dialogues and the English subtitles.(1)
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1. Introduction

‘While various efforts are currently being made towards communicative reform,
Japanese English-language education is still predominated by the grammar-
translation method, in which the reader reads the target English text by translating
each sentence within it in a word-by-word manner (Hino 1988; Terauchi cited in
Kanatani 1995). According to a survey carried out by the Research Group for
College English Teachers in Japan (cited in Hino 1988), among 1,012 university and
high school teachers of English, 70 to 80 percent employed the grammar-translation
method.

In spite of its prevalence in English as a Foreign Language (EFL) education in

Japan, it is also true that the method is subject to great criticism from various circles,
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including English teachers themselves (Gorsuch 1998; Kanatani 1995). Negative
and critical comments about its effects on English reading are frequently found in
seminars, conferences and the literature.  As one of the reasons for such criticism,
it is often stated that the use of the grammar-translation method may lead to
students” misunderstanding that reading English is equivalent to translating English
into Japanese and that all they have to do in their reading class is to put English
sentences or texts into Japanese, Consequently, this may make them believe that
they have comprehended the text even- though they actually have not. Thus,
according to the argument, it is often the case that those who can translate an
English sentence into a seemingly appropriate Japanese one do not understand its
meaning.

Another aspect of the grammar-translation method under criticism is its relative
indifference to contextual or conceptual text processing with the use of inferencing
strategies. Inference is an thinking process that involves reasoning a step beyond
the text, making use of syntactic, logical and cultural clues to discover the meaning
of unknown elements (Grellet 1981; Hammadou 1991).  Although many
researchers now agree that inference is an important cognitive process employed to
create meaning (Hammadou 1991), it is also pointed out that under the grammar-

translation method, students tend to fail to produce meanings at a more conceptual

. level, because the method fails to provide them with practice making inferences and

identifying logical relationships between sentences (Tenma 1989).

While such critical views toward the grammar-translation method abound
everywhere, which makes them sound persuasive, the fact is that very little research
has carried out to obtain empirical, descriptive data from actual classrooms
employing the method (Gorsuch 1998; Kanatani 1995; Law 1995). In an attempt
to supply data to address the above-mentioned issues that past research has failed to
investigate, the author designed the study described below. To be specific, the
study attempted to address the following research questions:

1. Do subjects try to create deeper meanings beyond literal translations by

making inferences when they are asked to translate an English text?
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2. How different are those conceptual meanings from the literal ones?

2, The Study

Subjects
Participants in the present study were eight third-year students enrolled in the

Faculty of International Studies at Hiroshima City University. They were selected
according to their reading proficiency. The subjects were divided into two groups,
higher-proficiency and lower-proficiency, on the basis of their scores on the reading
section of TOEIC, which was administered in July 1997, approximately five months

before the study (see Table 1).

Table 1. Subjects’ TOEIC reading section scores (possible marks: 495)

67

Higher-proficiency readers Lower-proficiency readers

Subject A B C D E F G H

Score 415 400 345 335 185 180 155 155

The students were all Japanese, and their native language was Japanese. Their ages
ranged from 20 to 21. They were all admitted to the university in April 1995 by

successfully passing the same competitive entrance examination.

Test material

The reading text was an authentic, unedited passage consisting of 422 words,
which was a part of an article taken from the August 18th, 1997 issue of Newsweek,
which dealt with Apple Computer's tie-up with Microsoft. The passage was

retyped for the present study (see Appendix).

Procedure
Subjects met with the author individually during the regular school day in the

author's office. At each session the subject and the author sat side-by side at a

table on which were a cassette tape recorder and the test passage. The subject was
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then told that the purpose of the study was to investigate how Japanese university
students read an English passage, rather than to test his or her reading ability
personally, The subject was then explained what he or she was required to do
during the experiment session.

After the explanation, subjects were asked to read the test passage for as long as
they wanted, but while reading they were not allowed to consult any resource such
as a dictionary. When they finished reading, they were asked to make an oral
translation of the passage in Japanese with the passage sheet still in front of them.
After the translation was completed, an interview was conducted. The purpose of
the interview was to investigate whether the subjects had tried to create deeper
meanings beyond literal translations by making inferences while reading the test
passage (conceptual interpretation). The interview focused on the following seven

phrases in the passage:

1) The Faithfil

2) Apple’s cofounder

3) in exile for 12 years

4) the religion

5) controller of 80 percent of all screens
6) Apple's prophet

7) Wall Streer

These phrases were selected, because they in themselves do not explicitly represent
what they refer to, and syntactic processing of these phrases alone may not
necessarily lead to the building of appropriate meaning. In order to comprehend
them semantically, the reader has to make inferences, using cues from the context
and relevant background knowledge. Each subject’s oral translation and interview

were tape-recorded for later analysis.

Data analysis
Each subject’s recorded translation and interview were examined to identify the
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literal translation and conceptual interpretation for each target phrase. Conceptual
interpretations were classified into three: voluntary & explicit (VE), voluntary &
implicit (V1), and forced (F). A voluntary and explicit interpretation (VE) means
an inferred meaning that was presented without being urged by the author during the
oral translation of the passage; that is, VE indicates that the subject voluntarily drew
an inference 10 create a deeper meaning for the target phrase while reading and
expressed it during the oral translation. A voluntary and implicit interpretation
(VI) means an inferred meaning that was not presented during the oral translation
but was reported later during the interview that the subject had come up with it
while reading; that is, VI implies that the subject voluntari‘ly inferred to create a
deeper meaning for the target phrase while reading, but did not express it during the
oral translation. A forced interpretation (F) means one that the subject produced
after being urged by the author during the interview; that is, F indicates that the

subject did not make any inference about the target phrase while reading.

3, Findings

The following tables show the literal translation and conceptual interpretation
each subject gave to each of the target phrases as well as the classification of the
conceptual interpretation in terms of whether it is produced voluntarily or

involuntarily and expressed explicitly or implicitly,

{Key]
Sub.: Subject
LT: Literal translation
Class.: Classification of the conceptual interpretation
High: Higher-proficiency group
Low: Lower-proficiency group
O: Correct literal definition

A Wrong literal definition

X : Nothing presented

69
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VE: Voluntary & explicit conceptual interpretation
VI: Voluntary & implicit conceptual interpretation
F: Forced conceptual interpretation

N/A: Not applicable

1) The Faithful refer to:

Group | Sub. | LT | Conceptual Interpretation Class.

High A QO | Apple’s employees VI
B O | Apple’s employees VI
C (O | Apple’s employees and Macintosh users and fans VI
D QO | Apple’s employees VI

Low E X | X% N/A
F X | Apple's employees F
G X | % N/A
H O | shareholders of computer companies F

Except two subjects (E and G), all the subjects knew the correct dictionary
definition of faithful, but none of them presented any deeper meaning of the word
during the oral translation session. However, when the author asked them during
the interview whether they had thought of anything more about the phrase while

reading, all the higher-proficiency subjects said they did and presented the

interpretations shown above. In contrast, the lower-proficiency subjects (F and H)

said they did not and produced the ones in the table after being asked by the author
to think about it. As a result, three different conceptual interpretations were
derived from the same coirect literal translation: Apple's employees, Apple’s

employees and Macintosh users and fans, and shareholders of computer companies.

2) Apple’s cofounder refers to:

Group | Sub. | LT | Conceptual Interpretation Class.
High A O | Steven Paul Jobs VE
B O | Steven Paul Jobs VE
C O | Steven Paul Jobs VE
D A | computer-related device or the like A%
Low E X | % N/A
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F A | John Sculley F
G X | X N/A
H A 1 Bill Gates F

Three higher-proficiency subjects (A, B, and C) presented the correct literal
meaning for the target phrase. They voluntarily inferred meanings at a conceptual
level and expressed them explicitly during the translation session. Three other
subjects (D, F, and H) gave the wrong dictionary definition for the target phrase, and
one of them (D, higher-proficiency) came up with a deeper meaning voluntarily, but
did not express it during the translation. Lower-proficiency subjects F and H said

they had not thought of any further meanings and produced deeper ones when urged.

3) in exile for 12 years means:

Group | Sub. | LT | Conceptual Interpretation Class.
High | A X | % N/A
B O | he was wandering somewhere without purpose VE

C X |x N/A

D X QX N/A

Low E X | X N/A
F X X N/A

G X | X N/A

H X w N/A

Only Subject B knew the dictionary definition of the word exile and was able to
voluntarily present a deeper meaning of it. However, other subjects who did not
know the dictionary meaning of exile were not able to make any inference about the

phrase.

4) the religion refers to:

Group | Sub. { LT | Conceptual Interpretation Class,
High A O | Apple itself or Apple’s belief VI
B (O | the dedication to Apple and Apple’s products VI
C O | Apple itself or Apple's belief Vi

D X X% N/A
Low E A | computer industry ¥
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F A | computer industry F

G X | X N/A

H (O | admiration for Bill Gates and Microsoft’s F
products -

Four subjects (A, B, C, and H) knew the correct dictionary definition of religion,
and produced three different conceptual interpretations: Apple itself or Apple's
belief, the dedication to Apple or Apple’s products, and admiration for Bill Gates
and Microsoft’s products. While Subjects A, B, and C’s (higher-proficient)
conceptual interpretations were voluntary and implicit, Subject H’s (lower-
proficient) interpretation was not voluntary, Although two more subjects (E and F)
presented the literal translations, theirs were wrong and their deeper interpretations

were not voluntary,

5) controller of 80 percent of all screens means:

Group | Sub. | LT [ Conceptual Interpretation Class.
High | A (O | have an 80% share in the computer market V1
B (O | have an 80% share in the computer sereen market VI
C (O | have an 80% share in the computer screen market \'2!
D © | have an 80% share in the computer screen market Vi
Low | E O | Bill Gates’s image occupied 80% of the screen in| VI
the venue,
F O | have an 80% share in the computer market F
G O | have an 80% share in the computer screen market F
18 QO | have an 80% share in the computer market F

All the subjects were able to give the correct literal definition of the target phrase,
but nobody tried to present a deeper meaning of it during the oral translation. The
interview afterwards revealed that all the higher-proficiency subjects and one lower-
proficiency subject (E) had thought something more while reading. The same
literal translation produced three different conceptual interpretations. This implies
that the word screen was interpreted as three different things: computer, computer

monitor, and screen to project slides.
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6) Apple’s prophet refers to:

Group | Sub. | LT | Conceptual Interpretation Class.
High | A | X | X NIA
B O | Steven Paul Jobs or Bill Gates? VE
C X | X N/A
D O | Steven Paul Jobs or Bill Gates? VE
Low E X X N/A
F X | X N/A
G X | X N/A
H X | x N/A

Only two subjects (B and D) knew the dictionary meaning of prophet, but were

not sure which the phrase referred to, Steven Paul Jobs or Bill Gates. They

voluntarily indicated so during the oral translation.

T) Wall Street means:

Group | Sub. | LT | Conceptual Interpretation Class.
High A O | astreet name Vi
B O | Wall Street Journal or financial industry Vi
C O | the place in which the New York Stock Exchange !
is located
D O | the financial center in New York A1
Low E O | Wall Street Journal VI
F Q | securities industry VI
G O | the place in which the New Yotk Stock Exchange | VI
is located
H O | America’s stock market Vi

All the subjects were able to give the correct Japanese equivalent to the target

phrase, but nobody tried to state what it referred to during the oral translation of it.

In the interview, it was revealed that all of them thought of something more while

reading. Although their literal translations of the phrase were the same, their

conceptual interpretations varied.

4. Discussion
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In this study, the number of subjects was limited and the examination was carried
out only for the seven phrases selected from the test passage, so the findings may be
limited as well. In spite of this limitation, the results may have some important
implications. The section below discusses the findings from the study, focusing on
the following two points: verbatim translation versus conceptual comprehension and

inference.

Verbatim translation versus conceptual comprehension

The foregoing examination reveals that the same literal meaning can be
interpreted into more than one deeper meaning, The most typical examples to
show this were the phrases controller of 80 percent of all screens and Wall Street.
Although all the subjects were able to present the same, appropriate equivalents in
Japanese, they produced three different interpretations, including wrong ones, for
each phrase at a more conceptual level. This implies that although the reader can
appropriately put English into Japanese at a literal level, his or her understanding
may be wrong at a conceptual level.

Carrell (1988a) asserts that a word does not have a fixed meaning, but rather has
a variety of passible meanings around a “prototypical” core, and that these meanings
interact with context and background knowledge. To explain this, she drew the

- following examples taken from Anderson (cited in Carrell 1988a: 242),

The punter kicked the ball.
The baby kicked the ball.
The golfer kicked the ball.

She pointed out that readers may visualize different kinds of balls depending on
their own experiences and that the comprehension of the lexical items can be
affected by the reader's background experiences. Likewise, the subjects in the
pfesent study presented the same “prototypical” core meaning, that is, literal
translation, but they visualized several different things for the prototypical meaning

and produced the different deeper meanings. All this points to a possibility that
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literal translation of a text does not always reflect readers’ comprehension at a
conceptual level,

It was felt that special attention should be given in this study to so-called loan
words from English such as screens and proper nouns such as Wall Streer.  Since
Japanese virtually has no appropriate terms for these words, their pronunciations
expressed in katakana (Japanese phonetic syllabary) are mainly used in the same
way as their Japanese equivalents.  As a result, it may be the case that transcribing
such words into karakana is considered to be enough and that teachers do not ask
further what their students have thought about them. However, as the above-
mentioned examination of screens and Wall Street shows, students do not

necessarily construct the same images for these words,

Inference
The examination above demonstrated that no comprehension at a conceptual

level occurred when subjects did not know the dictionary definition of a target
phrase. As long as subjects were able to present something as a dictionary
meaning, whether it was correct or wrong, they built up some deeper n]leanings;
however, there were no subjects who were able to construct a meaning for a target
phrase without knowing its dictionary meaning. Some views of inference explain
that readers first build a model of understanding of texts and subsequently refine it
based on the constraints imposed by the text (Collins et. al. cited in Hammadou
1991).  For the subjects and the phrases examined in the present study, however, it
seems that inference is text-based rather than model-based and serves as a bridge
between a text and ideas embedded in it.

Once the subjects decoded a target phrase, they were able to go beyond that
decoded meaning or what Carrell calls a “prototypical core” and tried to infer what
the target phrase referred to.  Although Carrell (1983) argues that ESL learners do
not utilize context or textual clues because they tend to be linguistically bound to a
text, this was not the case for the subjects in this study. They seemed to have

developed and demonstrated the basic skills to infer meaning by collecting cues out
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of the text or from their own prior knowledge base in response to a target phrase in
question. 1t should be noted here, however, that inferences were not always made
voluntarily.

While some subjects voluntarily inferred what some of the target phrases referred
to without being asked to do so, other subjects did not volunteer to make inferences
before the author asked what the target phrases referred to. As the tables above
indicate, this was particularly true of the lower-proficiency subjects. When the
author asked during the interview session, “What do you think this phrase refers to?
Have you given it any thought?,” some subjects answered, “Oh, I never thought
about it.” Then, they began trying to find what the designated phrases referred to.
This suggests that the subjects did not attend to what the referents referred to while
processing the text, but at the same time that they were able to infer when they were
encouraged to do so.  This may be partly because the subjects did not recognize the
importance of referents in text comprehension and that they were not trained to give
their thoughts to these. One explanation for this is that the habit of translating texts
in 2 word-by-word manner, which is emphasized in reading classrooms in Japan,
may discourage readers from noticing referents or these kinds of textual clues.

Another interesting point to note was that even though the subjects had
voluntarily inferred what the phrase in question really meant while reading, in some
cases they did not express their inferred meaning during the oral translation. In the
present study, this was noticeable for the following phrases: The Faithful, the
religion, controller of 80 percent of all screens, and Wall Street. This has an
important implication for English learning classrooms 'in which the grammar-
translation method is used, because asking students to translate English into
Japanese does not guarantee that their translations fully demonstrate what they have
grasped when they read a given text. Thus, translation may fail to distinguish

students who reason a step beyond individual words in a text from those who do not.

5. Conclusions and implications
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The present study has demonstrated first that literal translations for particular
words or phrases cannot always reflect what readers have understood from them.
Even though verbatim translations produced by different readers are the same, what
cach reader has comprehended at a conceptual level might differ. This finding has
an important implication for classrooms employing the grammar-translation method.
As Gorsuch (1998) observed, English teachers in Japan tend to focus on linguistic
forms and demand conformity between English words or sentences and their
Japanese translations, What they should realize first is that such conformity does
not always guarantee conformity between what the text means and what the reader
conceptually comprehends from it, )

The study has also examined the subjects’ inferences, and the following three
findings emerged. First, without vocabulary knowledge, inference is not likely to
occur. Second, the subjects do not always infer voluntarily, lower-proficiency
subjects in particular. Third, their inferred meanings are not always explicitly
expressed.

An implication for EFL readers here is that readers who lack vocabulary
knowledge should focus on the acquisition of vocabulary first, while more
vocabulary-proficient readers should shift their attention to the way in which more
abstract conceptual abilities can be utilized. However, one thing to note is that
even vocabulary-deficient readers should learn how to utilize their inferencing in the
process of text comprehension, while enriching their vocabulary. As Carrell
(1988b) points out, many ESL readers tend to misunderstand English reading as
primarily a process of decoding a text, possibly because their early language and
reading instruction overemphasizes decoding skills. This is also true in Japan.
This does not necessarily mean, however, that ESL/EFL readers are not able to
make inferences or use contextual/discourse-based clues. As the subjects in the
study demonstrated, they have enough ability to infer and use various resources
available to comprehend a text, but are not trained to do so voluntarily whenever
they read.

What learners should understand first is that reading is an interaction between
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language-based and concept-based processes and that the goal of reading English for
their content courses should be an understanding of the concepts or meaning, not a
literal translation. Thus, in addition to equipping their students with language-
based knowledge (grammar, vocabulary, decoding skills), English teaching
professionals should help their students understand the nature of the reading process
and guide them to a more conceptual approach to English reading. At the same
time. they should come up with ways to elicit their students’ deeper understanding
so that they can properly evaluate students’ comprehension at a more conceptual
level. In order to do so, it is necessary for teachers themselves to try to deepen
their understanding of the reading comprehension process and examine their
students® reading ditficulties not only from a linguistic perspective but from a more

conceptual one.
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Appendix: Test material

(The underlined seven phrases were investigated in the study.)

As any technoid knows, the computer business is not just about business. It's
religion. How else to explain what happened on Wednesday, when Steven Paul
Jobs ascended a platform to address a group of people who could be called nothing
eise but The Faithful?

The Faithful wildly cheered the introduction of Apple's cofounder, in exile for 12
years but now setting direction for the company. They responded enthusiastically
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as he announced a new board of directors and promised something that Apple had
not enjoyed for a number of years: a sound strategy, But then he came to the part
of the sermon that dealt with alliances, and as the crowd read a slide projected on a
huge video screen, they fell silent. It said MICROSOFT. For years a prime tenet
of the religion was that Microsoft’s leader, Bill Gates, gontroller of 80 percent of all
screens, was Apple’s blood enemy. But now they learned that he would be part
owner of Apple, buying $150 million in stock. For his end, Gates would continue
to have his company create applications for the Macintosh, a signal to the world that
Apple was still viable. There were other parts to the deal, and some were greeted
with boos.

Suddenly, on the screen, there he was. Bill Gates! Beelzebub! His famous
bespectacled kisser was right there on the satellite pickup, smiling amiably while
undoubtedly grinding out business plans and calculating integrals somewhere in his
giant brain. Many of The Faithful were too stunned to react. Others erupted in
hoots, catcalls and moans of protest.

Apple’s prophet did what no one had expected: he had downsized the visions he
once offered of Macintosh’s ruling the world. Today business would trump
religion, “This era of competition between Apple and Microsoft is over, as far as
['m concerned,” Steve Jobs told The Faithful on Wednesday. “This is about
getting Apple healthy.”

And what was the reaction? Analysts and commentators agreed that Jobs's
moves bought valuable time for a company whose sales and market share are in free
fall. “Apple has to be more pragmatic and less religious,” says John Sculley, who
headed the company in its glory days in the mid-1980s, “and the only one who can
really do that is the person who created the religion in the first place.”

Wall Street cheered, loudly. Apple's stock shot up 33 percent that day. And
even The Faithful, when they chewed it over, realized that while an era had ended,
this day had been coming for a very long time. ‘

(Newsweek, August 18th, 1997 issue, pp.10-12, 422 words)
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1. Introduction

Until the 1990s, motivation was a neglected area in language learning. In
Japan, this neglect continues today even though most teachers know motivation
plays a very important role in language learning and teaching. Ushioda (1996)
suggested that this is due to the dichotomy between theory and practice in
language learning motivation. For practitioners and teachers, motivation is a
practical issue. Their interest is: how can they motivate their students? On the
other hand, for second language acquisition researchers, it is an interesting
phenomenon, worthy of investigation. Their interest is: what role does motivation
play in language acquisition? Because of this, motivation theories could not be
applied to the language classroom. Language teachers still have not found the
answer to their question: how to motivate learners.

Then, is language learning motivation a minor issue? My answer is ‘No.’
I agree with Okada, Oxford, and Abo (1997, p.106) who summarized the reasons
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why motivation is important in language learning. First, it helps determine the
extent of involvement in learning. Second, high motivation spurs learners to
interact with native speakers of the language, which in turn increases the
amount of input learners receive (Krashen, 1982; Scarcella and Oxford, 1992).
Third, it is linked with high-frequency use of language learning strategies (Oxford
and Nyikos, 1989). Fourth, it helps students maintain their language skills
outside the classroom (Gardner, Lalonde, Moorcroft, and Evers, 1985). Fifth, it
encourages greater overall effort on the part of learners and thus greater success
in language performance, both in a géneral sense (Clement, Major, Gardner,
and Smythe, 1977; Gardner, 1985; Samimy and Tabuse, 1991) and in specific
skill areas (Genesee, 1978; Genesee and Hamayan, 1980; Tucker, Hamayan,
and Genesee, 1976).

We, the language teachers and researchers in Japan, have a chance to alter
our approaches from teacher-centered perspectives to student-centered ones.
Language learning motivation might be the key.

2. What is language learning motivation ?

Most language teachers know motivation is important in language learning.
However, we often do not know what it is. Defining motivation is a very
difficult task since it can not be directly observed.

From a social-psychological view, Gardner and Lambert (1959; 1972)
divided language learning motivation into two parts. One is integrative
motivation — the desire to learn a language so as to integrate oneself with the
target culture, The other is instrumental motivation — the desire to learn a
language in order to get a better job or to meet a specific language requirement.
Researchers believed that integrative motivation is crucial for successful language
learning. This definition was championed for a long time in language learning.
However, Ushioda (1996) pointed out two limitations of the social-psychological
approach from a conceptual point of view. First, the definition of motivation is
only concerned with components which are quantifiable or measurable. Second,
the theory does not explain the relationship between learning experience and
motivation. -

In 1980s, newer definitions of motivation increased in complexity. From a
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still somewhat social-psychological view, Gardner (1985) noted that language
learning motivation was the combination of effort plus a desire to achieve the
goal of learning the language, and favorable attitudes toward the language.
Throughout the 1980's, this was considered a comprehensive definition of
language learning motivation. However, although it consists of three components,
it has not yet solved the two problems Ushioda highlighted.

Deci (1972) defined motivation from a cognitive perspective. There were
two key concepts. One is intrinsic motivation — the desire to engage in
activities in anticipation of internally rewarding consequences, such as feelings
of competence and self-determination. The other was extrinsic motivation —
the desire to engage in the activities in anticipation of a reward from outside
and beyond the self. Although this theory is current in educational psychology,
many researchers believe it can be applied to language learning as well.

In 1990s, the definitions of motivation have gotten even more complicated.
From both social-psychological and cognitive views, Crooks and Schmidt (1991)
expanded the definition of language learning motivation. They listed seven
elements of language learning motivation: (1) interest, (2) relevance, (3)
expectancy of success or failure, (4) belief in forthcoming rewards, (5) decision
to be involved, (6) persistence, and (7) high activity level, Their definition is
considered to be the most comprehensive one in language learning. It may be
the one which has finally solved the problems Ushioda pointed out.

3, The history of language learning motivation
3.1 The social-psychological approach to motivation

Gardner and Lambert (1959), in researching French-Canadians in Qubec,
found that second language achievement was related to not only language aptitude
but also to motivation. Since then, several studies have used different ways of
assessing motivational variables to determine the role of motivation in learning
a second language (Gardner and Tremblay, 1995).

In 1960s and 1970s, Gardner and Lambert completed a set of research
studies about attitudes and motivation in Canada, several parts of the U.S. and
the Philippines. What they have found in their study was that integrative motivation
played a very important role in language learning. Based on their research
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results, several researchers developed models of motivation in second language
learning. The four most influenced models will be defined briefly using
observations derived from Gardner (1985).

The social psychological model (Lambert, 1963a; 1963b; 1967; 1974)
This was an early theoretical construct that explored linguistic distinctiveness
and theinfluence of ethnocentricattitude toward language learning and motivation.
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Figure 1. The social psychological model (Gardner, 1985 :133)

The acculturation model (Schumann, 1978)

Schumann was concerned with causality in natural language acculturation.
He believed that, in order for successful language acquisition to occur, it was
vital for the learner to identify with the target language group.
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Figure 2, The acculturation model (Gardner, 1985 : 136)
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The social context model (Clement, 1980)
The context is what counts. The social and cultural setting, combined with

the strength or weakuess of the language communities involved, impacts directly
on motivation in the acquisition process more than the acquisition of language
skills, is considered important, Other patterns of behavior should also be acquired.
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Figure 3. The social context model (Gardner, 1985 : 138)

The socio-educational model (Gardner, 1985)

The main theme of this model is the role of causality in SLA. The four
variables that influence this process, are social milieu, individual difference,
language acquisition contexts, and outcomes.
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Figure 4. The socio-educational model (Skehan, 1989 : 59)

These models stressed the importance of integrative motivation which is
considered a key to success in language leaming. However, we need to keep in
mind that most of these models are made, based on the research result in
Canada, and the 1.S., which are relatively multi-cultural and multi-language.

3.2 Criticism toward the social-psychological approach

In 1970s, Oller and his colleagues completed a set of research studies
focused on Chinese-American, Mexican-American and Japanese EFL students
in order to investigate the relationship between attitudes and proficiency. Most
of their evidence pointed toa strong relationship between attitudes and proficiency.
However, they did not find a strong relationship in the study in Japan. What did
come to light was the effect of instrumental motivation in language learning.

There are some limitations and shortcomings with Gardner's social-
psychological approach to language learning motivation. First, the vague
distinctions between integrative motivation and instrumental motivation are still
left. Second, the researcher considered his results applicable universally, although
there were contextual differences between ESL and EFL. Third, the variables
covered in the research were limited to attitudes and motivation. Fourth, it did
not provide us a clear distinction between attitudes and motivation. Nevertheless,
in the Modern Language Journal (1994), Gardner and Tremblay continued to
promote the theory, as opposed to other researchers (Oxford; Dornyei).
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In 1990s, Dornyei has done several researches with EFL learners in
Hungary and found the importance of instrumental motivation in EFL., Dornyei
(1990) also noted that instrumental motivation promotes up to the intermediate
level, but to go beyond that point, there has to be integrative motivation which

promiotes a higher goal or desire for proficiency.

3.3 Instrumental motivation in EFL.
Dornyei's model of motivation (Dornyei, 1990)

The model shows a schematic representation of the conceptualized construct
of motivation in FLL (foreign-language learning). In addition to instrumental
and integrative motivational subsystems, the need for achievement and attributions
about past failures are considered as motivational components typical of the
FLL context. Also, the model shows that the integrative and instrumental
subsystems overlap in some areas (e.g., foreign colleagues often become friends).
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Figure 5. The Dornyei's model of motivation (Dornyei, 1990 : 68)
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The internationalization model (Nakata, 1995a)

The model shows the influence of individual differences in language
development in the process of acculturaton or internationalization for Japanese
learners of English. The central concept is motivation, which is seen to consist
of three processes in foreign language acquisition. The model stressed that a
better goal for SLA is the deviopment of an international outlook that allows the
learner to see the strength and weaknesses of both the target culture and first
language culture.
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The motivation-learning outcome chain (Dornyei, 1997)

This is a schematic representation of the major components of the motivational
processes in language learning. Motivation leads to improved learning behavior.
Then, this behavior has a beneficial effect on cognitive learning processes.
Finally, positive learning outcomes such as increased proficiency may occur.
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Figure 7. The motivation-learning outcome chain (Dornyei, 1997 1 79)

Dornyei's model of motivation provides EFL teachers and researchers with a
comprehensive understanding of foreign language motivation. It explains the
relationship. between integrative motivation and instrumental motivation in an
EFL context and what role integrative motivation plays in EFL. The
internationalization model offers an interesting insight in the language learning
motivation of Japanese learners of English, However, as Dornyei (personal
communication, 30 May, 1996) suggests, such an international disposition is
not clear and may be a personality trait. The Motivation-learning Outcome
Chain presents the components of language learning processes. In fact, most of
the models explained the relationship between motivation and achievement, and
accordingly, shared this central concept.

In the motivation colloquium (TESOL '96), several researchers (Schumann,
Boraie, Domyei, Ehrmann, Kassabgy, Oxford, and Schrmidt, 1996) stressed the
need to synthesize the two theories: motivation theory and social-psychological
theory. Although they admitted the effectiveness of Gardner's approach to a
certain level, they claimed it was necessary to expand upon the Gardner's theory
and develop it in ways which address the need to motivate language learners in

a classroom context.
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4. Further Research

There is no question that language learning motivation studies have moved
beyond the social-psychological approach. Qualitative research methods, such
as interviews and observations, longitudinal research studies, new models which
include components of social psychology and educational psychology, and
motivation research outcomes with practical use in the classroom, will be the
key factors in the likely development of future, more comprehensive models.
Dornyei (1997, p.78) lists a number of directions for further research on motivation.

1. Specifying the new theories in sufficient detail to make them testable.

2. Deciding how new motivational concepts are related to established motivational
factors such as the integrative motive or linguistic self-confidence, and
determining in what way the new constructs can offer more than the old

paradigms.

3. Focusing more on how to motivate language learners and test the efficiency

of motivating strategies suggested recently in the literature,

4, Examining motivation as a function of time.

5.Exploring the relationship between motivation and cognitive mental operations.

6. Analyzing the motivation-behavior-outcome chain.

However, for researchers in Japan, there is a need for contextualized
language learning motivation research. Sawaki (1997) stressed the necessity of
research instruments in describing characteristics of a particular Japanese. We
just can not ignore the Japanese context, First, as opposed to Canada or the
United States, Japan is not as much a multi-cultural or multi-language society
(Nakata, 1995b). Second, we do not have frequent contact with native speakers
of English. Third, much of what passes for internationalization in Japan is
filtered by the media (Nakata, 1995a). Fourth, different from other EFL. contexts,
we have very diverse learning situations: university and junior college (English
major and non-English major), high school, junior high school, English
conversation school for adults (Konishi, 1994). Japanese researchers, can not
work on language learning motivation without considering these aspects,
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5. Implications to the classroom

The traditional motivation theories are not applicable to the real las
classroom. Based on the research literature and theories of social psycholog
(1996) summarized the practical uses of

1guage

and educational psychology, Dornyei
language learning motivation in the EFL classroom.

Ten Commandments for Motivating Language Learners

1. Make the language class interesting by selecting varied and engaging topics,

materials, and activities.
2. Have humor, fun, and games in class.
3. Create a pleasant and friendly atmosphere.
4. Promote learner autonomy by allowing freedom in the classroom and
sharing as much responsibility with the learner as you can.
5. Make the course relevant by doing needs analysis and adjusting the syllabus
accordingly.
6. Set a personal example in being motivated and committed yourself. N
7. Develop the learners' confidence by encouraging them, giving them positive
feedback, and making sure that they regularly have a feeling of success. .
8. Make the foreign language “real” by introducing its culture, using authentic
materials, inviting native speakers, and arranging native speaking pen-friends
for your students.
9. Develop a good and trustful relationship with the learners.
10. Emphasize the usefulness of the knowledge of the foreign language.

For experienced teachers, these seem to be the ones they already knew ;md
nothing new. However, these are not easy tasks to accomplish. Obviousl?/, these
are not so much to do with a social-psychological approach but rather with h'ow
1o motivate learners in EFL. The ten are closely related to intrinsic motivation,
which has not been considered so important in Japan. I believe, language teachers
in Japan, can use these commandments in their language teaching, To make the

ten more relevant to the Japanese context, further research which can easily be

translated to practice should be conducted in Japan.
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6. Suggestions for further reading

In order to understand various aspect of motivation in theory and practice, it
isquite valuable for teachersand researchers toexplore the literature on motivation,
not only in the field of social psychology, but also in other fields. I have
classified the following articles and books, which are directly or indirectly
related to language learning motivation, into several sections. This way, you
may be able to read them systematically and better understand the complicated
issues involved.

Social Psychology
Gardner, R.C. and Lambert, W.E. (1972), Attitudes and motivation in second
language learning. Rowley, Mass: Newbury House.
Gardner, R.C. (1985). Social psychology and second language learning: The
role of attitudes and motivation. London: Edward Arnold.
Gardner, R.C. and Kalin, R. (1981). A canadian social Dsychology of ethnic
relations. Tronto: Methuen Publishers,
Educational Psychology
Stipek, D.J. (1993), Motivation to learn -from theory to practice. Boston: Allyn
and Bacon. (BIiR) [THOEF~N—2 a > ] KK : =0kt
Ehrman, M.E. (1996) Understanding second language learning difficulties.
London: SAGE publications.
Paris, S.G., Olson, G.M.,, and S tevenson, H.W. (1983) Learning and motivation
in the classroom. New Jersey: Lawrence Erlbaum Associates Publishers.
Intrinsic Motivation
Brown, H. D. (1994). Intrinsic motivation in the classroom. In H. D.Brown.
(ed). Teaching by principles -an interactive approach to language pedagogy.
New Jersey: Prentice Hall Regents.
Ushioda, E. (1996). Learner autonomy 5. the role of motivation. Dubiin, Ireland:
Authentik.
Foreign Language Motivation
Domyéi, Z. (1990). Conceptualizing motivation in foreign-language learning.
Language Learning 40(1),45-78.
Clement, G., Dorynei, Z., and Noels, A K. (1994), Motivation, self-confidence,
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and group cohesion in foreign language classroom. Language Learning
44(3), 417-448, .
Dornyei, Z. (1994). Motivation and motivating in the foreign language classroom.

Muaodern Language Journal, 78, 273-284.
Qverview of Language Learning Motivation

Crooks, G., and Schmidt, R. (1991). Motivation: Reopening the research agenda.
Language Learning 41(4), 469-512.

Individual Differences

Skehan, P. (1989), Individual differences in second-language learning. London:
Edward Arnold.

Task Motivation . .
Julkunen, K. (1989). Situation- and task-specific motivation in foreign-language

learning and teaching. Joensuu: University of Joensuu.

Julkunen, K. (1996). Tasks, motivation, and learning in foreign languages. In
Tella, S. (Ed.) Media nykypaivan Koulutuksssa, Osa 11. Helsingin ylipoiston
opttajankoulutuslatios. Tutkimuksia 179. 83-92.

New One
Oxford, R.L. (1997) Language learning motivarion - pathways to the new century,
Hawaii: University of Hawaii Press,
Motivation for Japanese learners of English
ANEIER (1994) METEBRYMIBILEEYEHE] SLAUIESR 48
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MWL - ZWER (M) 1983, [HIFOFEHER] BT | KIEMERE
Nakata, Y. (1995). New attitudes among Japanese learners of English. In K.
Kitao (ed). Culture and communication. Kyoto: Yamaguchi shoten.
Nakata, Y. (1995) New goals for Japanese learners of English. The language
teacher,v119(2). Tokyo: JALT.
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Sawaki, Y. Japanese learners' language learning motivation: a preliminary study,
Jacet bulletin 28, 83-96.,
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Gardner (1985) is valuable reading for researchers who would like to
understand the role of motivation in SLA, since he provides us with a
comprehensive summary of motivation in social psychology. Stipek (1993)
addressed ways of motivating various problematical learners in the real classroom,
although his work is not specifically related to language learning. Ehwrman (1993)
offers qualitative research tools such as observations and interviews for students
both with second language learning difficulties and with second language learning
disabilities. Inchapter3, Brown (1994) explains how and why intrinsic motivation
is important in the language classroom. Ushioda (1996) provides a cognitive
approach to motivation which is linked with learner autonomy. Dornyei {1990,
1994) is essential reading for language teachers and researchers wishing to
understand the concept of foreign language motivation.

Crooks and Schmidt’s (1990) is a highly readable article on research and
related issues concerning language learning motivation at different levels. In
Chapter 4, Skehan (1989) analyzed theory and research on language learning
motivation. Julkunen (1989) offers a valuable insight about task miotivation in
EFL. At the present time, Oxford (1997) is the most valuable resource on the
theoretical principles which direct language learning motivation studies. Several
researchers and practitioners in Japan (Kakita and Miura, Konishi, Kurahachi,
Nakata, Sawaki) offer various insights on language learning motivation from
different perspectives.

7. Conclusion

Today, learner centeredness, learner autonomy and the role of multimedia
are critical issues in language teaching in Japan as well as in foreign countries,
In Japan, the teacher-centered approach has been dominant in the classroom.
Learner autonomy is uncommon. With the recent trend in similar classroom
sizes, and with the increased use of computers in the classroom, langnage
learner autonomy has been called for. Takeuchi (1996) pointed out that the
internet could enhance language learners' intrinsic motivation as well as extrinsic
motivation. Furthermore, language teachers are responsible for making our
students independent learners. These are the reasons why motivation will become
important in theory and practice for language learning in Japan.

Ianguage Learning Motivation Reconsidered 95

This is the time for practitioners and researchers in Japan to work together
on language learning motivation. Research, both quantitative and qualitative, on
language learning motivation which is suitable in the Japanese context and also
enables practitioners and teachers in Japan to apply them to the classroom, are
urgently necessary. Our ultimate goal is to investigate how to help leamners to
motivate themselves rather than how we are to motivate them.
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