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Abstract

It has often been observed that there is a significant gap between the aspirations for
the teaching of English as expressed in Japanese Ministry of Education curriculum
guidelines and the reality of classroom practice. Using a combination of
questionnaires, semi-structured interviews, classroom observations and curriculum
and textbook analysis, this thesis seeks to explore that gap. While many of the
reasons identified in the past (community expectations, the negative impact of
entrance examinations, and limited time for lesson preparation) did emerge as being
of significance, a wide range of other issues also emerged which, taken together,
suggest that the problems faced by teachers of English in Japanese schools are more
complex and multi-faceted than the literature appears to suggest.

Analysis of the Japanese curriculum for English indicates that while it is clearly
influenced by developments in the areas of communicative competence and
communicative language teaching and by research in the area of discourse analysis,
it includes many features that are reminiscent of a considerably more traditional
approach. It appears to proscribe in some places what it recommends in others,
provides little guidance on critical aspects of curriculum implementation, and was
judged by some of the teachers involved in the study to take little account of the
context in which Japanese teachers work. So far as language teacher training is
concerned, there appear sometimes to be very significant gaps in what is provided,
with the courses offered often being taught by academics who may, in some cases,
have themselves had little training in language teaching and may also lack
understanding and experience of teaching in schools. Widely used textbooks, all
approved by the Ministry of Education and written by teams dominated by
university-based academics, appear to be largely absent of any genuine
communicative orientation. Add to this the fact that changes in expectations relating
to teacher behaviour have not been accompanied by any concerted effort to change
community attitudes or outdated testing and assessment procedures, and it should
come as no surprise to find that the language lessons observed were teacher-
dominated, with the teachers talking, mostly in Japanese, for most of the time, and
with considerable reliance on translation, repetition and rote learning. Although it

seems to be widely believed that grammar translation is the dominant approach,



these lessons exhibited a curious mixture of aspects of grammar translation and
aspects of audio-lingualism (with its behaviourist and structural underpinnings). It
has often been noted that teachers in Japanese secondary schools are generally
heavily burdened with non-teaching responsibilities. However, the constant
teacher-focus and the ongoing struggle to communicate with students that
characterized these lessons would appear to do little to ease the burden on teachers.

In spite of all of the problems they face, many of the teachers involved in this study
appreciate the value of making language lessons interesting and indicated that they
are ready and eager for change. If change is to happen, the Ministry of Education
will need to acknowledge that teachers cannot be expected to take full responsibility

for it. A strategic approach to what is clearly a systemic problem is required.

KEYWORDS: curriculum analysis; English language in Japanese secondary
schools (lower/junior; upper/senior); English language teaching in Japan; Japanese
Ministry of Education (MEXT); Japanese Ministry of Education curriculum (the
Course of Study); language teacher training (English as an additional language);

lesson observation; survey (questionnaires and interviews); textbook evaluation
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Chapter 1

Introduction to the research

1.1  Background to the research

The pace of globalisation and, with it, the increasing importance of English as an
international language, has increased rapidly since the latter part of the 20™" century
and this has led to an increasing interest throughout the world in the teaching and
learning of English. It has also, in many Asian countries, led to tension between
traditional approaches to education, including language education, and the pressure
to conform to educational models and approaches that are largely driven by Western
concerns and interests (Canagarajah, 1999, 2005a; Ramirez and Boli, 1987). One
of these is what is often referred to as ‘communicative language teaching' (CLT),
an approach to language teaching that emerged in the West and has been promoted
by the Council of Europe (2001). This approach has changed and developed over
time and is now reflected, in one form or another, in many national languages
curricula, including the Japanese Ministry of Education national curriculum. It does
not follow from this, however, that language teachers in these countries will
necessarily be guided by these curricula in their approach to teaching or, indeed,
that they will be in a position to do so. Thus, for example, Wang (2008), in her
research on the teaching of English in elementary schools in Taiwan, found that
while most teachers were strongly influenced in their teaching by the nature of the
teaching resources available to them (which purported to reflect the
recommendations in the national curriculum) and their perception of what was in
the best interests of their students, few referred directly to the national curriculum
in deciding what to teach and how to teach, and many, while keen to do so, had
difficulty in creating interesting and outcomes-focused lessons, in using English as
the medium of instruction in class, and in encouraging their students to attempt to
communicate in English. Her conclusion was that "the teaching of English in
primary schools in Taiwan is fraught with problems . . . that are evident at every
stage in the process, from teacher education, through materials design to lesson

planning and delivery”. While my primary interest is the secondary school sector,
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it seemed to me, on the basis of my informal observations, that many of Wang's
observations might also apply to the Japanese situation. | therefore determined to
conduct a research project similar to the one conducted by Wang, adapting the
research questions and research instruments she developed so as to accommodate
the different national and contextual focus (that is, secondary schooling in Japan as
opposed to elementary schooling in Taiwan) but retaining the emphasis on training
opportunities and experiences, the teaching resources used and the actual conduct

of a number of sample lessons.

The research reported here centres on issues associate with the curriculum. Because
the word ‘curriculum’ is used in a variety of different ways, it is important to outline
what is meant here by its use in the context of this thesis. It is not always the case
that a clear distinction is made between 'syllabus’ and ‘curriculum'. As Finney
(2001, p. 70) notes:

The term curriculum is open to a wide variety of definitions; in its
narrowest sense it is synonymous with the term syllabus, as in the
specification of the content and ordering of what is to be taught; in the
wider sense it refers to all aspects of the planning, implementation and

evaluation of an educational program.

It is in the wider sense outlined by Finney that the term is used here.

1.2 Motivation for the research

I learned English in Japanese schools and then went on to do a Bachelor’s degree
through the medium of English in a primarily English-speaking country (New
Zealand), following this with a Diploma and Master’s degree in applied linguistics
(with a focus on second/ foreign language teaching) where | was particularly
interested in the practicum and in a course on discourse analysis (taught by a staff
member who later became one of my PhD supervisors). | have taught English and
Japanese as an additional language in Japan (in a private upper secondary school
and in cram schools) and have tutored in Japanese and English as an additional
language in a New Zealand university. Throughout that time, | developed an interest
in the difficulties that Japan is experiencing in relation to the contrast between the



-3-

large amount of money and effort that is being put into the teaching of English and
the comparatively small gains overall in terms of the English language proficiency
of its nationals. | also became increasingly interested in the different approaches to
language teaching that | experienced in Japan and New Zealand, the differences
between the language textbooks published in Japan and many of those published in
some other countries, and my experiences as a student of language teaching and
learning in New Zealand and those of my colleagues who had done pre-service
training courses in Japan. | became increasingly sceptical about some of the
literature on English language teaching in Japan, much of which is critical (either
directly or indirectly) of Japanese teachers who are widely perceived to be resistant
to change, that resistance generally being attributed largely to cultural factors,
overwork, the nature of Japanese entrance examinations and community
expectations (see, for example, Brown and Wada, 1998; Nishino and Watanabe,
2008; O'Donnell, 2005; Rapley, 2009). While I could accept that all of these things
might impact in a negative way on teachers’ motivation to change, my own
experiences suggested to me that there might well be other factors of equal, or even

greater significance that were seldom openly discussed.

1.3 Research aim, research questions and research methods

My overall aim in this research project was to conduct a wide-ranging study with
the aim of collecting as much data as possible. | therefore adopted a triangulated
approach in which research involving teacher cognition was combined with the
analysis of the national curriculum, some widely used textbooks approved by the

Ministry of Education and lessons taught in Japanese secondary schools.

The research questions and the research methods associated are outlined below.
(For more detailed discussion, see the introductory sections of the relevant

chapters.)

What approach to teaching English is recommended in the Japanese

Ministry of Education curriculum?

In connection with this question, | analysed the curriculum, paying particular

attention to the extent to which it appears to have been influenced by research on
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communicative competence and communicative language teaching and

developments in the area of discourse analysis (see Chapter 3).

How does a sample of teachers of English in Japanese secondary schools
decide what to teach and how to teach and what factors do they believe

impact on their decisions?

In investigating this question, | conducted two questionnaire-based surveys as well
as semi-structured interviews. The first questionnaire-based survey, more wide-
angled than the second one, involved ninety four (94) participants; the second one,
which focused on teacher training experiences, involved a smaller cohort of nine
(9) participants and was followed by semi-structured interviews (lasting
approximately one hour each) involving two (2) of the nine. An additional research
question was in focus in connection with the second of the questionnaires and the

semi-structure interviews. It was:

What types of pre-service and in-service training have a sample of teachers
of English in Japanese secondary schools experienced, what was included

in that training, and what are their opinions of it?

As was the case in the study conducted by Wang (2008), questionnaire and semi-
structured interview responses indicated that some of the teachers involved were
not wholly satisfied with the textbooks available to them, textbooks which had
been, in all cases, approved by the Ministry of Education. The next stage of the
research project therefore involved the analysis of a sample of these textbooks and

was underpinned by the following research question:

When analysed in relation to criteria derived from published literature on
the evaluation of textbooks designed for the teaching of English, how do a
sample of widely used textbooks designed in Japan rate and to what extent
do these textbooks reflect recommendations included in the national

curriculum?
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Finally, research was conducted that aimed to determine what actually happened in
the classroom. This involved observation and analysis of a sample of lessons taught
in Japanese secondary schools which were video-recorded before transcribed (with
any material that might potentially identify the teachers and students involved being

omitted from the transcripts). The research question in this case was:

What does observation and analysis of a sample of English language lessons
taught in Japanese secondary schools reveal about the overall teaching

approach adopted and the types of problems faced by the teachers?

1.4 The structure of the thesis

In Chapter 2, there is a critical review of selected literature on English language
teaching in Japan that focuses on (a) teaching methodology (in general and with
specific reference to the teaching of reading and writing), (b) language teacher
training and the impact of prior learning experiences, (c) cultural considerations and
their impact on the teaching of additional languages, (d) textbooks and textbook
evaluation. Preceding each section of that literature review is more general
introductory section that attempts to provide a general context in relation to which
the more extensive Japan-specific material can be located. Each of the following
five chapters reports on a particular aspect of the research project: the analysis of
the Japanese curriculum for teaching additional languages in schools (Chapter 3);
the wider-ranging of the two questionnaire-based surveys (Chapter 4); the
questionnaire-based survey focuses on teaching education and the following semi-
structured interviews (Chapter 5); the analysis of a sample of Ministry of
Education-approved textbooks for teaching English in Japanese schools (Chapter
6); and the analysis of a sample of English lessons taught in Japanese secondary
schools (Chapter 7). The final chapter (Chapter 8) revisits the research questions,

providing an overview of the research findings and some concluding observations.



Chapter 2

A contextualized review of selected literature on English language

teaching in Japan

2.1 Introduction

This chapter provides a review of selected literature on English language teaching
in Japan, with particular reference to teaching that takes place in the secondary
school context. Each section is preceded by an introductory segment that provides
a context in the form of background information relevant to the material discussed.
The chapter begins by discussing methodology in general (2.2) and then discusses
methodology with particular reference to the teaching of reading (2.3) and writing
(2.4). It then goes on to discuss the impact on language teaching of teacher training
and prior learning experiences (2.5) and of culture (2.6) before discussing the
analysis and evaluation of language textbooks (2.7). The chapter ends with a

concluding comment (2.8). Summary sections are in italic print.

2.2  Methodology in general

In this section, the distinction between methodology and method as outlined by
Richards and Rodgers (2001, pp. 18-19) is assumed, the former referring to general
principles and theories (underlying philosophy), the latter to teaching procedures.

2.2.1 Setting the context

Grammar translation, based on the memorization of lists of vocabulary and
grammatical rules and word for word translation of whole texts and which focuses
on reading and writing was the dominant language teaching methodology
throughout most of the 19™ century. In the late 1800s, a new method—the direct
method - was developed by a group of reformist linguists (including Henry Sweet
and Otto Jespersen) who believed that it was important, in teaching living languages,
to focus on listening and speaking, avoid translation and use the target language as
the medium of instruction (Howatt and Widdowson, 2004, pp. 187-209).
Throughout the first half of the 20™ century, behaviourism (based on the belief that

thoughts, feelings and as actions can all be described scientifically without
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reference to mental states) dominated psychology (Watson, 1913), and
structuralism (based on the belief that each language was a self-contained semiotic
system made up of sub-systems that interacted in the encoding and decoding of
meanings) dominated linguistics (Saussure, 1916). These two theories came
together in a book by Skinner (1957) in which he argued that copying, repetition
and reinforcement were fundamental to language learning. This had an impact on
the teaching of second and foreign languages, leading to the development of
structural syllabuses (which introduced vocabulary and morphological and
syntactic structures gradually according to perceptions of frequency of use and level
of difficulty) and audio-lingual methodology (which focuses on accuracy, repetition
with variation and drilling). By the late 1950s, behaviourist theories were beginning
to be challenged by cognitively-based approaches that were formulated initially
with reference only to first language acquisition (Chomsky, 1959).1 By the 1970s,
however, cognitive theories were beginning to be applied to second and foreign
language learning, with researchers arguing that there might be a natural order of
acquisition irrespective of teaching sequence (see, for example, Cazden, Cancino,
Rosansky and Schumann, 1975; Wode, 1978). This led to the development of
cognitive code-learning theory which emphasized hypothesis-formation rather than
memorization and repetition. Combined with the challenge to structural linguistics
represented by developments in pragmatics, discourse analysis and sociolinguistic
studies, this led to the development of theories of communicative competence that
included much more than lexical and grammatical awareness (see, for example,
Bachman, 1990; Brown, 2007; Canale, 1983; Canale and Swain, 1980; Council of
Europe, 2001; Hymes, 1972) and to an approach to the teaching of additional
languages known as ‘communicative language teaching’ (CLT) that emphasizes the
importance in language learning of engagement in genuine communicative

activities (see Richards and Rodgers, 2001, p. 161)%. In its early stages, CLT tended

! Central to this development was the belief that human beings were born with an innate capacity
for language acquisition that is activated by language input, on the basis of which hypotheses are
formulated.

2 Nunan (1991, p. 279) has described CLT in terms of the following five things: emphasis on learning
to communicate through interaction in the target language; introduction of authentic texts into the
learning situation; provision of opportunities for learners to focus, not only on language but also on
the learning process itself; enhancement of the learner’s own personal experiences as important
contributing elements to classroom learning; and attempt to link classroom language learning with
language activities outside the classroom. Brown (2007, p. 241) notes that each of the following is
central to CLT: Classroom goals are not restricted to grammatical or linguistic competence;
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to reject any focus on structure (the strong version) but now generally promotes

inductive approaches to grammatical instruction (Howatt, 1984, pp. 296-297).

In the context of any discussion of CLT, it is important to note that it has sometimes
been argued that CLT is a largely Western phenomenon, that is not necessarily
appropriate in non-Western contexts (see, for example, Bax, 2003; Canagarajah,
1999; Harmer, 2003). Thus, for example, Yu (2001) has discussed some of the
difficulties that have been experienced in attempting to implement it in the context
of Chinese learners, Lamie (2000) has noted the critical role that professional
development needs to play if it is to be implemented successfully and Wang (2010)
has outlined the problems that can be associated with attempts to implement it while
relying on textbooks that are essentially non-communicative in orientation.
Nevertheless, it is widely accepted that the Japanese national curriculum for the
teaching/learning of additional languages recommends an approach that is
essentially communicative in orientation and, furthermore, commonly held notions
about learners in Confucian-heritage cultures are open to challenge (see, for

example, Littlewood, 2000).

2.2.2 Methodology and the teaching of English in Japan

Brown and Wada (1998) carried out a study in which two hundred and twenty-eight
(228) senior high school teachers of English in Japan responded to a two-page
survey focusing on their background, education, experience, in-service seminar
participation and classroom practices (including teaching of oral communication).
On the basis of the data collected, they concluded that high school English teachers
in Japan face many problems in attempting to prepare their students for entrance
examinations, noting that it is primarily this that accounts for the fact that they tend
towards a grammar translation approach, encouraging memorisation and rote

learning (pp. 97-98).

language techniques are designed to engage learners in the pragmatic, authentic, functional use of
language for meaningful purposes; organizational language forms are not the central focus but are
aspects of language that enable the learner to accomplish his/her purposes; fluency and accuracy
are complementary principles underlying communicative techniques; in the communicative
classroom, students ultimately have to use the language, productively and receptively, in
unrehearsed contexts.
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Two studies by Gorsuch have indicated that a methodology similar to that of
grammar translation is still very much in evidence in the teaching of English in
Japan. The first of these (Gorsuch, 2000) was a questionnaire-based survey
involving eight hundred and seventy six (876) high school teachers of English. The
second (Gorsuch, 2001) was a study of the classroom practices of two male teachers
of English in their 30s teaching at a public high school in Japan. On the basis of
these two studies, she concluded that the teaching was largely characterized by a
grammar-translation approach, with a focus on grammatical form and translation,
that translation being focused on literary texts. In the second case, he made specific
reference to the fact that that little attention was paid to the skills of speaking,

listening and writing (p. 676).

Other researchers have reached very similar conclusions. Sakui (2004) conducted a
year-long study involving classroom observation followed by a more intensive
study involving three (3) junior high school teachers of English whose classes were
observed once a week (two or three classes each time) for a school year and four
(4) others whose classes were observed on a single day.® She reported that, on
average, approximately ninety per cent of each fifty minute lesson observed was
devoted to teacher-centred grammar instruction and the presentation of vocabulary,

with choral repetition playing a major role (p. 157).

Sato and Kleinsasser (2004) conducted a year-long study involving nineteen
teachers of English in a Japanese high school that included both interviews and
classroom observations. They noted that although the Japanese government had
introduced a new, communicatively-oriented syllabus in 1994, “the teachers . . .
conformed to a particular pattern of teaching, with heavy emphasis on grammar
explanation and Japanese-English translation” (pp. 808-809). They also noted that
the majority continued to rely very heavily on textbooks and avoided
communication-oriented activities (p. 808) even though they had opportunities to
use materials other than textbooks (p. 811). This heavy reliance on textbooks

appears to have related, in part, to the perception that these textbooks were

% In addition to observing classes, she collected teaching materials (including tests and quizzes) an
asked the teachers to classify these as brief communicative or non-communicative (Sakui, 2004, p.
156).
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examination-focused and, in part, to the belief that working through the textbook
was the best way of ensuring that their students were covering the material covered
by other student. Sato and Kleinsasser also observed that the teachers involved in
the study did not question their own practises although they were dissatisfied with
what was being achieved (pp. 806-807). Among the comments made by participants

was the following one:

I have to keep pace with the others according to the textbook. I cannot

afford to incorporate other classroom activities (p. 807).

Taguchi (2005) conducted a questionnaire-based survey involving ninety-two (92)
upper secondary school teachers of English in order to determine how the
communicative approach mandated in the national curriculum was implemented in
oral communication classes. The survey results indicated that the most typical
classroom activities, which were conducted mainly in Japanese, were listening
exercises and dialogue practice followed by grammar and vocabulary instruction.
Assessment generally involved written tests that contained translations of key
expressions, dialogue-based gap-fill exercises and grammar questions. Only twenty
(20/22%) claimed to use listening tests and only eight (8/9%) claimed to use
speaking tests (p. 5). The researchers also observed four lessons involving first year
students at upper secondary school, concluding that grammar-based instruction

played a major role:

In half of the class period in the OC [Oral Communication] classes observed,
teachers did grammar drills and quizzes . . . in order to prepare students for

college entrance exams (p. 9).

They noted that the fact that most students do not have immediate, authentic need
for practicing communicative skills makes it particularly challenging for teachers
to attach any genuine value to oral communication and added that high-stake public
examinations act as instruments of control, influencing teachers’ classroom
behaviour and the types of teaching activities (p. 9). In the case of Japan, English
is, according to Taguchi, generally treated as an academic subject rather than a

communicative tool, with the passing of entrance examinations being the major
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reason for studying English. Thus, the tacit goal (passing examinations) appears to
be agreed by teachers and students and the national curriculum has little real
function. For example, in the oral communication classes observed the objectives
outlined in the national curriculum were largely ignored in favour of an emphasis

on grammar and vocabulary instruction (pp. 9-10).

Over a six month period, O’Donnell (2005) conducted ninety minute interviews at
monthly intervals with three senior high school teachers and two junior high school
teachers of English, also observing their classes every second month (p. 304). His
aim was to discover how these teachers perceived their cultural and social roles,
how their work environments influenced their curricular choices, how their
competing curricular and extra-curricular roles impacted on their curricular choices,
and what curricular reforms they believed were possible. He concluded that the
extent of their non-teaching responsibilities made it extremely difficult for these
teachers to find time to prepare effectively for their English classes. He also
concluded that they considered their main duty was to make sure that their students
had the best possible chance of passing university entrance examinations and that
the nature of these examinations was the primary reason why they adopted a
teacher-centred grammar-translation approach (pp. 301-302). On the basis of the
interviews, he also noted that the teachers taught not what they believed was right
but what they believed was necessary under the circumstances (p. 314). It appears,
therefore, that, unlike the teachers involved in the study conducted by Sato and
Kleinsasser (2004), the teachers involved in this study did question the effectiveness
of the approach they adopted but concluded that they had little alternative in view

of the examination-driven context in which they were obliged to operate.

It is not only a focus on examinations (and the nature of these examinations) that
affects the instructional decisions that Japanese teachers of English make. As Borg
(2003, p. 94) observes, there are many “social, psychological and environmental
realities of the school and classroom” that impinge on decision-making. These
include curriculum mandates, the expectations and requirements of parents and
school principals, school policies, school and classroom layout, the availability of

resources and the attitudes of colleagues. So far as implementing a communicative
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approach is concerned, Nishino and Watanabe (2008, p. 135)* identify five

contextual factors that can act as inhibitors. These are:

e learners’ perception that it is not necessary to communicate in English
because there are few opportunities to use English outside of the
classroom;

e learners’ prior learning experiences which incline them towards greater
acceptance of teacher-centred rather than learner-centred instruction;

e learners’ perception that reading comprehension is the main requirement
so far as examinations are concerned;

o the fact that large classes (often between 30 and 40 students) make CLT
more difficult to implement; and

e the limited availability of native English speaking assistant teachers®.

Following a questionnaire-based survey involving twenty-one (21) Japanese
teachers of English in secondary schools in Tokyo which focused on beliefs and
practices regarding communicative language teaching, Nishino (2008) concluded
that the two contextual factors that most inhibited the implementation of CLT were
entrance examinations and classroom conditions (class size and hours). She argued
that these required urgent reform (p. 42). The conclusion she reached on the basis
of a further survey (Nishino, 2011), this time involving one hundred and thirty-nine

(139) Japanese teachers of English in upper secondary schools, was the same.

Rapley (2009) conducted a study in which two public junior high schools teachers
of English were involved in in-depth interviews and fifty-seven (57) teachers of
English in public junior high schools plus three hundred and thirty-seven (337)
students and two hundred and sixty-seven (267) parents completed a questionnaire
designed during consultation with six teachers in two focus groups (three in each
group). He concluded that the two factors that were the major inhibitors so far as
the teaching of speaking skills was concerned were the nature of senior high school

entrance examinations and the time that teachers were required to spend dealing

4 These observations were made in a commentary section of TESOL Quarterly and were not based
on a specific piece of research.
5 These are often supplied through the JET programme.



13-

with issues outside of the classroom. Furthermore, what the students and their
parents wanted to gain most from their English education was to pass the English

section of the senior high school entrance examinations.

In almost all cases, those who have conducted research on the teaching of English
in Japanese schools that has included a focus on teaching methodology have
commented on the impact of university entrance examinations. In connection with
this, it is relevant to note that Butler and Iino (2005) have observed that these
examinations are not constrained by the content of the Ministry of Education
curriculum and tend to prioritize reading and the grammatical aspects of English
and pay little attention to oral/aural skills. They attribute this largely to two factors—
the logistical difficulties of testing oral/aural competencies and the fact that many
academics in Japan are sceptical about practical English. Thus, despite the emphasis
on oral communication in the national curriculum, teachers continue to focus on

reading and writing skills (p. 29).

Kanda and Beglar (2004) noted the tendency of Japanese teachers of English to
focus on decontextualised grammatical forms and the translation of individual
sentences into Japanese, a methodology that de-emphasises form-function relations.
They conducted a study involving ninety-nine (99) first-year high school students.
The study focused on the teaching of the present progressive. The students were
divided into three equal groups, two experimental groups (exposed to the
communicative teaching of grammar) and a control group (exposed to a more form-
focused, decontextualized approach). Members of the control group were provided
with “a standard explanation in Japanese concerning rules for using the present
progressive™® (p. 110) and completed activities involving restoring the word order
in scrambled sentences, rewriting sentences in which the present progressive was
used incorrectly, putting the verbs in five sentences into present progressive form
and translating four sentences from Japanese into English using the present
progressive. Members of the first experimental group (Group 1) were provided with
“an enhanced grammar explanation” in which “the core meaning of the present

progressive and the simple present tense were discussed and compared”, sentence

® It is not specified exactly how this explanation was provided or whether it was in Japanese or
English.
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level contextualized examples, and an activity “in which they could use the present
progressive and compare it with the simple present tense in a familiar context that
went beyond the sentence level” (changing the italicized parts of a dialogue to
create a new dialogue, memorizing it and performing it with a partner) (p. 111). In
the case of the second experimental Group (Group 2), the first two stages were the
same as for Group 1. However, the next activity involved pairs of students following
different instructions that, together, involved creating a dialogue in which they
supplied questions and answers that naturally involved a combination of present
simple and present progressive forms. All of the participants completed a
randomized fill-in-the-blanks pre-test and two post-tests, one immediately
following the lesson, the other approximately three weeks later. In terms of
improved performance over the pre-test scores, both experimental groups out-
performed the control group. However, although the difference was not statistically
significant, Experimental Group 1 performed slightly better than Experimental
Group 2, which may, the authors believed, have been due to the fact that the
members of Experimental Group 2 had “too much communicative freedom, which
encouraged them to prioritize lexical processing over syntactic processing” (p. 115).
Whether or not this is the case, the results overall suggest that adopting a more
communicatively oriented approach may actually enhance students’ performance in

the types of activities included in university entrance examinations.

In spite of the findings of studies such as the one conducted by Kanda and Beglar
(2004), Japanese teachers of English would appear, according to some researchers,
to be extremely resistant to any major methodological changes. Thus, for example,
a questionnaire-based study involving one hundred and thirty-nine (139) high
school teachers of English in Japan conducted by Nishino (2011) revealed that
although these teachers place a high value on grammatical knowledge and appear
to have a positive attitude towards communicative language teaching, they place a
lower value on an ability to implement CLT than they do on other abilities and skills,

such as classroom management (p. 148).

A more recent study involving observation of three experienced Japanese teachers
of English in a high school conducted by Nishimuro and Borg (2013) revealed the

fact that approximately 80% of the lesson time was devoted to teacher-led grammar
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presentations, in which grammatical terminology and the use of the learners’ first
language featured prominently (p. 36). The authors observed that these teachers
held the following beliefs:

e grammar is central to L2 learning and is best learned first and in a
deconextualized way (p. 43);

e knowledge of grammatical terminology can support grammatical
understanding (p. 43);

e sentence by sentence translation from English into Japanese provides an
important source of support for less able students (p. 37);

e use of the students’ native language in class meant that the loss of
motivation that might otherwise accompany a failure to understand was
avoided (p. 43); and

e it is important to cover the syllabus and the relevant textbook and this
meant that there was insufficient time during lessons in which to conduct

communicative activities (p. 37).

These teachers felt strongly about the need to provide support (in the form of
translation and lengthy grammatical explanations) for lower level learners in order
to give them a sense of achievement and this, combined with more general beliefs
about what was necessary in order to maximize students’ well-being, the authors
concluded, was at least as powerful an influence on how grammar was taught as

specific beliefs about L2 grammar learning itself (p. 43).

Beliefs such as those held by the three teachers involved in the study conducted by
Nishimuro and Borg (2013) are almost certainly widespread in Japan. It is, therefore,
important to determine the type of impact that this has on students’ learning.
Murakoshi (2011) asked two hundred and thirty-three (233) first year senior high
school students to write a composition in order to determine whether they were able
to use the constructions to which they had been introduced in junior high school.
The compositions were then analysed in terms of the occurrence and accurate use
of those grammatical items which were identified in English textbooks authorized

for use in junior high school. He found that the students were, in general, able to



-16-

use accurately and appropriately two thirds of the grammatical items to which they
had been introduced in the first grade of junior high school and one third of those
to which they had been introduced in the second grade of junior high school and
that they tended to avoid using grammatical items about the use of which they were
unsure. This he attributed largely to lack of practice, that is, to a teaching style that
focuses on explicit decontextualized grammatical instruction rather than
contextualized grammatical practice (pp. 96-97). It is relevant to note, however,
that no consideration appears to have been given in this study to the relationship
between genre, text type and grammatical usage, with the title of the composition—
The most important person to me—being likely to have had a major impact on the

grammatical constructions used.

Taken together, the studies to which reference has been made in this section
indicate that teachers of English in Japan, who often have little time for lesson
preparation because of extra-curricular duties, are strongly influenced in their
teaching by the need to prepare their students for university entrance examinations
which take little, if any, account of the national curriculum and it is, in part at least,
for this reason that they have a tendency towards an approach similar to grammar
translation in which the lessons are teacher-centred, with the primary emphasis
being on translation, rules and repetition and in which there was heavy reliance on

textbooks.
2.3 Methodology and teaching of reading

2.3.1 Setting the context

Since the beginning of the second half of the 20" century, there has been
considerable development in understanding of the processes involved in reading.
Among the early advances was the development of Goodman’s (1967) reading
model and Smith’s (1971) redundancy theory. The first of these emphasized the fact
that reading involves an ongoing process of prediction and hypothesis formation;
the second drew attention to the ways in which readers make use of prior knowledge,
“using something that is already known to eliminate some alternatives” (Smith,
1971, pp. 61-62). However, in the early 1970s, as both Eskey (1973) and Saville-
Troike (1973) have observed, the teaching of reading continued to be largely based
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on a simple decoding model that took almost no account of the active contribution
that readers make to meaning construction. Over time, the observations made by
Goodman (1967) and Smith (1971), combined with growing awareness of the
relevance of schema theory (first formulated as early as the 1930s)’, began to have
an impact on the teaching of reading in first and additional languages, with
recognition of the importance of top-down (meaning-focused) as well as bottom-up
(data-driven) processing. By the early 1980s, it was already being argued that the
difficulties experienced by language learners in interpreting text were at least as
likely to be due to lack of content knowledge and/or formal schemata as they were
to lack of specific language knowledge (Carrel, 1983). By the late 1990s, it had
been widely accepted that effective reading involves interactive processing in which
compensatory strategies play a major role, with different types of processing being
more or less prominent at different stages (Paran, 1997). By the first decade of the
21% century, many teachers of second/foreign languages had become convinced that
“reading strategies, such as predicting, guessing the meaning of words from context
and scanning and skimming are at least as important as knowledge of vocabulary
and sentence structure, and paying attention to the semantic clues provided by
cohesive devices is at least as important as recognizing the role that such devices

can play in syntactic structure” (Su, 2008, p. 76).

2.3.2 The teaching of reading in English in Japan

In spite of all of these developments, it appears that many teachers of English and
many teacher trainers in Japan remain committed to a decoding model of reading
in which individual words and structures and the relationship between words and
sounds is emphasized. Teachers continue to be advised to place emphasis on
repetitive reading and to use translation as the primary route to textual
understanding. Thus, for example, in an introductory guide to teaching English,
Kimura® (2001), a university professor who specializes in teacher education with
particular reference to methodology and the cultivation of communicative abilities,

while recommending a three step reading activity process (pre-reading activities,

" Bartlett (1932, p. 206) observed that “schema arise from the learners’ previous encounters with
their environment, and serve as the basis on which newly learned information is organized in
memory”.

8 Kimura is one of the authors of an English textbook (New Horizon English) designed for junior
high school students and approved by the Japanese Ministry of Education.
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in-reading activities and post-reading activities) nevertheless insists that pre-
service teachers should be advised of the importance of oral reading. H that reading
sentences aloud repetitively after the teacher, especially in the early stages of
learning English, helps students to associate sounds and meanings (p. 66). This
belief is endorsed by Baba® (2010), a teacher trainer working in a Japanese
university who specialises in English teaching materials and English
communication. He also recommends reading aloud, advising that it should be
conducted in three stages—choral reading, buzz reading'® and individual reading —
which can take place after students have been familiarized with textual meanings
(p. 75). In relation to the familiarization with textual meanings which precedes
reading aloud, he also recommends a three stage process, pre-reading, while-
reading and post-reading. However, in order to free up the ‘while reading’ stage
(which normally involves translation in Japanese classrooms), he advises that
teachers should either translate a complete text or provide a translation of each
phrasal unit or chunk of meaning prior to language lessons (p. 72). No consideration
appears to have been given to the possibility of dispensing with translation
altogether. This may be, in part, because of the fact that the texts included in
Japanese textbooks for English are often not designed in a way that effectively

capitalizes on existing understanding.

Aspects of the approaches to reading instruction recommended by Kimura (2001)
and Baba (2010) are not without their critics in Japan. In a general guide for teachers
and trainee teachers of English in secondary schools, Okita (2004), who teaches in
a Japanese university where he specializes in the theory and practice of English
teaching, has claimed that more traditional approaches to the teaching of reading
fail to engage students’ interest and do little to motivate them (pp. 6-7). He also
recommends three stages in reading activity—pre-reading, while-reading and post-
reading—claiming that incorporating each of these stages into lessons will help
ensure a movement away from a teacher-centred and towards a learner-centred

approach (p. 13). He also suggests that what he refers to as ‘paragraph reading’

® Baba is one of the authors of an English textbook (7otal English) designed for junior high school
students and approved by the Japanese Ministry of Education.

10 Buzz reading involves all of the students reading aloud (quietly) at the same time—but at their
own pace.
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(with a focus on topic and supporting sentences, transition signals, discourse
markers and linking words) provides students with an opportunity to comprehend
text from a macro- as well as a micro-perspective (pp. 23-36). However, he makes
no specific reference to the interaction between genre and text-type and language

use.

Research on reading in Japan has tended to focus in recent years on extensive
reading, sometimes referred to as ‘sustained silent reading’ (SSR), an approach
which has proved to be very popular in mainstream classes in a number of countries,
including Australia and New Zealand, particularly in primary schools where
teachers generally have more opportunity than they do in secondary schools to
organize the working day in a variety of different ways. It is an approach which has
an immediate appeal for many teachers in that it, at first sight, appears to require
little more than an appropriate setting and a range of appropriate texts. It is, in
addition, an approach that has, under the name of ‘free voluntary reading’ (FVR)
and with some specific principles attached (Krashen, 1992), been widely promoted
in relation to the teaching of English throughout Asia. Free voluntary reading (FVR)
involves, according to Krashen (1992), reading because you want to. There are no
book reports, no questions at the end of chapters, and no looking up every
unfamiliar word. It means putting down a book you are not enjoying and choosing
another one instead. It is, according to Krashen, the kind of reading that highly
literate people do obsessively all the time. The general principles of a free voluntary
reading program (p. 33) are: a print-rich environment; self-selected books;
modelling of reading by teachers; literature discussion groups to reflect on what has
been read (with teachers modelling the discussion by talking about what they are
reading). Considerable claims have been made in relation to the effectiveness of
sustained silent reading and free voluntary reading. Thus, for example, as Su (2008,

p. 76) observes:

Elley (1991) has claimed that in eight out of ten long-term studies conducted
over a period of more than one school year, sustained silent reading (SSR)
led to better reading performance than more direct approaches to reading
instruction, and Krashen (2004) has claimed that in 50 out of 53

comparisons, students who engaged in sustained silent reading for a certain
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number of hours each day did as well or better in a reading test than students
who attended a regular reading class.

However, among a number of carefully conducted studies involving control groups
that have reached different conclusions is the one carried out in Taiwan by Su
(2008). She concluded that “although the students who were involved in a free
voluntary reading program did express increased interest in reading in English and
although their progress (in terms of reading comprehension development) matched
that of students following a different reading program after one year, their progress
after two years of exposure to the programme was significantly lower than that of

students following a skills-based reading program” (p. 75).

Takase (2007) conducted a study in which two hundred and nineteen (219) high
school students in an extensive reading program for one academic year each.
Approximately one month into the programme the students completed a
motivation-related questionnaire. Interviews (involving a third of the participants)
took place after programme. Students could choose from a range of graded readers.
There was no control group and the principles outlined by Krashen (1992) did not
apply. Participants were required to write a summary of each book they read and
these, together with a record of the books read, made up 10% of the students’ course
grade. In addition, the students involved were taught rapid reading and
comprehension skills in class. Takase’s particular interest was in (a) possible
improvement in reading proficiency, and (b) intrinsic motivation, and, in particular,
in the interaction between motivation to read in Japanese and motivation to read in
English. She found was that there was no correlation between motivation to read in
Japanese and motivation to read in English. Those who were highly motivated to
read in English were not necessarily also highly motivated to read in Japanese and
those who were highly motivated to read in Japanese were not necessarily also
highly motivated to read in English. Some of them observed that the gap between
their abilities to read in Japanese and in English was a demotivating factor in
relation to reading in English. At the beginning of the study, the participants’
English reading proficiency levels (based on the results of the reading section of the
Secondary Language English Proficiency Test) ranged from beginning level to high

intermediate level. They read from 600 to 311,142 words in English as part of the



-21-

study. Considering the length of the study (one year for each participant involved),
the fact that there was no control group and the fact that the participants had other
reading instruction during the study, little, if any, insight relating to the study itself
can be derived from the overall gain in reading proficiency score (from 35.07 to
41.74 — roughly equivalent to 330 and 400 on TOEFL)

Imamura (2008) conducted an extensive reading programme involving two hundred
and sixty seven (267) public high school students aged between 16 and 17 over
eight and a half months in order to determine the effects of extensive reading on
their reading and listening comprehension and lexical and grammatical knowledge.
The students, whose reading proficiency at the start of the programme ranged
between 330 and 480 (TOEFL scale), were asked to read graded readers of their
own choice and at their own pace outside of the class and to record details of the
book read and the starting and finishing dates along with some comments about the
work and a list of five or more words they had learned in the process of reading it.
They earned 0.1 points for every 100 words read. They were divided into three
groups depending on the number of words they had read — maximal, intermediate
and minimal - and then each group was divided into two sub-groups (upper and
lower) according to the results of six tests conducted before and after the extensive
reading (pp. 13-15). These six tests involved reading comprehension (6 texts with
30 comprehension questions), reading speed and comprehension (3 reading texts
with 20 comprehension questions), a multiple choice vocabulary test (including 72
words), a spelling test (including 60 words), a grammar test (including 35
questions) and a listening comprehension test (including 26 questions). The author
concluded that extensive reading of approximately 50,000 words had a significant
positive impact on reading comprehension and speed and word recognition
irrespective of reading proficiency level at the start of the programme but had
almost no impact on spelling, grammar and listening comprehension (p. 19).
However, because Imamura provided no information about other English language
instruction to which the participants were exposed during the programme and
because there was no control group, the conclusions he reached must be regarded

with some degree of scepticism.
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Fujita and Noro (2009) reviewed six extensive reading studies conducted between
1991 and 2008 and involving high school students. Five of these studies focused on
out-of-class reading (ranging from seven weeks to three years in duration and
involving between 33 and 219 students). The sixth study, involving 13 students,
focused on 25 minute in-class reading sessions and took place over a six month
period. They noted that, overall, these reading programmes appeared to have led to
an improvement in comprehension, motivation and, in the early stages of the
programmes, also reading speed (p.23). However, of the six studies reviewed, only
one (Yokomori, 2000) included a control group. The authors conducted their own
study, one in which 76 high school students were involved in a 10 minute in-class
extensive reading programme once a week over ten weeks. Participants were asked
to answer a thirty item questionnaire at the beginning and end of each ten minute
reading session. The researchers concluded that although the reading speed of all of
the participants improved (particularly in the early stages of the programme), as did
intrinsic and extrinsic motivation (i.e. in this case, motivation relating to class-
oriented performance and examination preparation) motivation, reading
comprehension changed very little. They also observed that strong guidance and
direction were necessary in the case of beginning learners exposed to extensive
reading. In the absence of a control group and of any reference to other studies in
English that took place at the same time, the study by Fujita and Noro (2009) cannot

be given much credence.

Matsui and Noro (2010) reviewed nine extensive reading studies involving public
junior high school students conducted between 1994 and 2004 and concluded that
none of them provided evidence of any genuine gains. They conducted their own
study, one that involved one hundred and twenty two (122) junior high school
students (60 in an experimental group and 62 in a control group) and focused on
students’ reading fluency and motivation. Those in the experimental group had 10
minute extensive reading sessions once a week during a school year. They
concluded, as in the case of the study by Fujita and Noro (2009), that, overall,
intrinsic and extrinsic motivation and reading speed improved but that there was no
gain in terms of reading comprehension. They noted, in addition, that individual
attention was necessary, particularly in the case of those students who were anxious

and/or had negative attitudes towards reading in English.
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Oikawa (2010) also conducted a study involving extensive reading. His focus was,
however, on the impact of extensive reading on the development of reading
strategies. The study, which took place over a two month period, involved two
hundred and ninety six (296) Japanese high school students. These students were
divided into three groups according to the total number of words they had read. He
found that there was no sign of improvement in top-down reading strategies in the
case of those participants who had read the most and those who had read the least
but that the middle group did show signs of top-down reading strategy improvement.
He noted, however, that bottom-up strategies are also important and that there is a

need to incorporate these into reading instruction programmes.

Overall, the studies reported on here indicate that there is, in Japan, strong
commitment to a decoding model of reading combined with the perception that
reading aloud (sometimes accompanied by translation) makes a significant
contribution to reading development. While there has been considerable interest
among researchers in extensive reading ('sustained silent reading'), many of the
studies in this area have not involved control groups and, furthermore, the findings
are not consistent, with some researchers concluding, for example, that sustained
silent reading increases motivation and others concluding that it does not.
Furthermore, although some researchers have concluded that sustained silent
reading increases reading proficiency, they have generally, in reaching this
conclusion, paid little or no attention to other factors which may have led to any

reading proficiency gains that were detected.
2.4  Methodology and the teaching of writing

2.4.1 Setting the context

It was noted earlier that there have been many developments in the understanding
of reading and in approaches to the teaching of reading since the mid-20" century.
The same is true in relation to writing and the teaching of writing. A product-
oriented approach, one that is based on the assumption that learners need to focus
primarily on mechanical aspects of writing in order to produce effective written

texts, was the dominant one in the teaching of writing well into the 1970s. From the
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late 1970s onwards, however, the impact of those process-centered approaches that
had already become popular in connection with the teaching of first language
writing in some parts of the world began to be felt in the teaching of second/foreign
languages. These approaches focused on encouraging and supporting learners as
they explored the processes involved in expressing themselves in written texts (see,
for example, Flower and Hayes, 1980). These approaches, which have been
criticized for failing to provide learners, particularly learners of second/foreign
languages, with what they need in order to become successful members of discourse
communities (see, for example, Ferris, 2003), have been challenged by genre-
centered approaches, approaches which tend to be more explicit in terms of
learning goals and often stress the importance of providing learners with what has
been referred to as ‘cultural capital’ (see, for example, Hammond and Mackin-
Horarick, 1999, p. 530; Hyland, 2004, p. 14). A detailed account of a genre-centred
writing study conducted in Taiwan over 10 days (50 hours) and involving twenty
eight (28) students at intermediate level in English is provided by Lin (2010) who
devised a writing course based on cognitive genres (e.g. argument and recount) in
which the characteristics of each genre (overall rhetorical structure, internal
discourse structure and typical language features) were exemplified in model texts
and practiced in the context of the guided construction of complete texts. A
comparison of pre-test and post-test writing texts, analyzed in relation to grading
criteria relating directly to course content criteria, indicated significant

improvement in all areas.

2.4.2 The teaching of writing in English in Japan

In a book intended for teachers and trainee teachers of English (already referred to
above), Okita (2004) observes that the teaching of writing in English Japan
(formerly referred to as ‘composition’) traditionally focused on the translation of
Japanese into English in the context of a number of ‘clues’ relating to aspects of
grammar and vocabulary and was thought of largely as an extension of the teaching
of grammar and vocabulary. Although he notes that this approach does not allow
students to experience the primary function of writing (that is, to communicate

information and ideas) and outlines alternative approaches in references to



-25-

controlled™, guided® and freer® writing, he does not provide any clear indication
of the theoretically-driven developments (e.g. genre-based approaches) that have
taken place in relation to the teaching of writing. Kizuka (2001), also a university-
based teacher trainer’*and also in the context of a general guide for teachers an
trainee teachers of English, recommends is that, in the early stages of learning,
teachers should encourage students to copy sentences and attempt to write sentences
dictated to them. This, he claims, is of fundamental importance in that it underpins
their later development of the ability to express themselves freely in English (pp.
72-74). He adds that students can also benefit from substitution and expansion
drilling, reordering, sentence completion and translation from Japanese into English
and makes reference to controlled writing (which he describes as relating to a
specified topic) and free composition (which may, but need not, relate to a specified
topic). Once again, there is no discussion of theoretically-driven approaches to
writing instruction. In a textbook intended for trainee teachers of English in
secondary schools, Ishiguro, Yamauchi, Akamatsu and Kitabayashi (2003) state that
although sentence-based writing instruction does not enable learners to produce
paragraphs or essays or cultivate their communicative abilities, translation is
nevertheless effective as a means of checking whether learners have mastered
specific vocabulary and grammatical items and that sentence-focused writing
practice helps learners to acquire sentence patterns (p. 99-100). They suggest that
both controlled and free writing can play an important role, the former encouraging
the development of a systematic approach and the latter encouraging self expression.

With particular reference to the curriculum, they also refer to the importance of

11 He refers to 'controlled writing' as involving copying a model text, dictation, reordering or
substitution.

12 Among guided writing activities, he includes: writing that involves vocabulary pre-selected by
the teacher; 'dictation composition’, an activity on which learners attempt to reproduce a text read
to them by the teacher; composition following question and answer sessions relating to the topic
plus the provision by the teacher of useful vocabulary; writing that refers to a model paragraph;
and writing summaries or the outcomes of student predictions.

13 He includes here journal writing (between teacher and students) and 'real writing, that is,
writing for a genuine purpose. He also distinguishes between what he refers to as 'authentic' and
'inauthentic' writing, the latter being characterized by writing tasks which will be graded later and
do not motivate the students.

14 His specialism is teaching methodology.
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paragraph writing™®, summarizing and stating opinions®, and writing in a way that

is appropriate in relation to situation and purpose.

Sato (2006) conducted a study aimed at determining whether grammatical
instruction leading to knowledge of grammatical items had a positive impact on the
use of these items in speaking and writing. The study involved sixty (60) junior
high school students who were provided with instruction in two grammatical items.
Following the instruction, the students were given a test that involved providing a
written and spoken sentence in response to pictures designed to elicit these
structures. The students were then divided into three groups depending on their tests
results. On the basis of the test results, the author concluded that explicit grammar
instruction is effective in terms of enhancing students’ ability to write accurate
sentences'’—except in the case of the students in the lowest performance group,
whose difficulties related more to spelling than to grammar. The possibility that a
more indirect approach to the teaching of grammar may have been equally or more
effective was not investigated. Nor was there any attempt to determine whether the
instruction was equally effective in terms of enhancing students’ ability to use these
constructions accurately and appropriately in the context of writing longer texts in

which these structures appeared alongside a range of others.

Fukushima and Ito (2009) conducted a study aimed at determining whether concept
mapping helped students of English to produce more coherent and extensive pieces
of writing. Eighty for (84) high school students of English were asked to produce a
piece of writing with the following title: 4 mobile phone. They were then given nine
concept mapping sessions relating to mobile phones, each lasting between ten and

twenty minutes. These sessions involved: (a) introduction to a 'model' concept map;

15 In relation to paragraph writing, they refer to topic sentences, supporting detail, chronological
and climactic ordering and cohesive devices.

16 They refer here to 'linking words' such as 'firstly'.

7 In connection with this, it is relevant to note that Wu (2004) has highlighted the potential
dangers of reliance on single studies. She attempted to find out whether a particular type of direct
grammar instruction improved students’ performance on grammar-based tests in a particular
context, noting that some of the experiments that have been carried out did not appear to take full
account of the very different ways in which formal instruction may happen. Wu ran her own
experiment on two separate occasions, each occasion yielding different results. In her conclusion,
she noted that this issues about the significance, or otherwise, of research on teaching and learning
second and foreign languages that is based on single experiments, adding that language teachers
needed to check on how robust experiments actually were before accepting the findings.
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(b) the creation of sentences involving key words included in the concept maps; (c)
the completion of English sentences on the basis of information included in parallel
(but completed) Japanese sentences; (d) producing a paragraph using the sentences
created in (b); and (e) repeating stages (a)-(d) using different key words. Following
these concept mapping sessions, the students were asked to produce a piece of
writing with the same title as one they had produced using concept mapping and to
complete a questionnaire focusing on their responses to the concept mapping
sessions and, in particular, whether they had led to a change in their perception of
writing. Just over 60% of the students involved reported that they found the concept
mapping sessions useful and the texts written after the concept mapping sessions
were, on average, longer, including more words and sentences and the students.
Although the students used more of the same types of constructions that they used
before the concept mapping sessions (rather than a wider range of constructions),
Fukushima and Ito judged their texts to be, overall, more cohesive and coherent,
with a significant increase in examples of additive, illustrative and sequential
discourse markers (p. 108). This is, perhaps, unsurprising given the fact that
memorization and repetition of previously completed writing almost certainly
played a role. It may be for this reason that the participants did not report feeling

more confident about writing in English following the concept mapping sessions.

Although there have been major developments in the understanding and teaching
of writing since the middle of the last century, there is little evidence of any detailed
awareness of them in either the advice provided by teacher trainers in Japan in
relation to writing that is reported here or in writing-related research conducted in

Japan.
2.5  Language teacher training and the impact of prior learning experience

2.5.1 Setting the context

There have been many studies relating to teacher training and its impact. Some
have argued that pre-service training programmes can have a significant positive
impact on teaching (see, for example, Adams and Krockover, 1997; Sariscany and
Pettigrew, 1997); others have argued that it may have very little impact (see, for

example, Kagan, 1992; Richardson, 1996). A concern often expressed by teachers
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is the fact that the training programmes they attended had little practical application.
As Spada and Massey (1992, p. 24) have observed, “a universal complaint often
heard in teacher education programs — [is] that they see no (or a very weak)
relationship between the ‘theoretical’ instruction they receive . . . and the ‘practical’
realities of teaching”. This same complaint would appear to apply in very different
contexts as studies conducted by Spada and Massey (1992) and Wang (2008)

indicate.

Approximately eight months after they completed a language teacher training
course, Spada and Massey (1992) asked three novice ESL teachers in Canada about
its effectiveness. None of these teachers knew what the objectives of the relevant
Ministry of Education curriculum document were. None of them believed that their
current teaching practice necessarily reflected what they had learned during their
course. None of them felt that their course had prepared them to conduct meaningful
language-related activities in class. Finally, while all of them thought that they could
teach communicatively in class, none of them could outline what the basic
principles underlying communicative language teaching were (p. 31). Wang (2008)
conducted a study involving the views of ten teachers of English in elementary
schools in Taiwan about the pre-service training programmes they had experienced.
None of them believed that these programmes had been of any real practical use
irrespective of the areas covered (which varied widely from one programme to
another)!®, Although a communicative approach is recommended in the Taiwanese
national curriculum, only three of the ten indicated that their programmes had

included an introduction to communicative language teaching (pp. 117-124).

Much of the literature on teacher training focuses on the importance of the
practicum. Thus, for example, with reference to a study of teachers learning to teach
English in Hong Kong secondary schools, Urmston (2003, p. 112) observed that
“beliefs and knowledge were strongly influenced by . . . time in classrooms during
practice teaching but were relatively unchanged by other aspects of . .. training”.

However, the content of the practicum component of training courses can vary

18 In a study of the methodology courses provided by thirty two different institutions in the United
States, Wilbur (2007) observed “great variation in the content of methodology instruction”.
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significantly and responses to that component can also vary widely. One of the
reasons for this is that trainee teachers respond differently to the fact that a teaching
practicum may challenge existing beliefs about teaching. One trainee (a teacher
with fifteen years of teaching experience) who took part in a practicum relating to
the teaching of English in Brazil made the following observation: "[T]he process of
learning how to teach is very painful . . . we have to construct an entire new process”
(Da Silva , 2005, p. 12). Responses to a practicum, and to training programmes
more generally, may also relate, as Wang (2008, p. 21) points out, “to differences
in the quality of the teacher education provided”. In addition, when faced with the
day-to-day realities of the classroom, teachers may, whatever the quality of the
training they have received, behave in ways that they themselves judge to be far
from ideal. As one of the trainees in a study conducted by Johnson (1996) said:
"Sometimes it’s just easier to . . . tell them what they need to know" (p. 37). As
Watzke (2007, p. 64) notes, “pedagogical knowledge developed during the pre-
service years may wash out or quickly fall away in a teacher’s thinking and

practices”.

Crandall (2000, p. 35) has observed that “prior learning experiences . . . play a
powerful role in shaping . . . views of effective teaching and learning”. There is
much research that indicates that teachers often continue to practice in a way that
reflects their own experiences as learners irrespective of any training they may have
received (see, for example, Holt-Reynolds, 1992). Thus, for example, during a
study involving ninety six (96) primary school language teachers in Singapore, Chia
(2003) found that these teachers, irrespective of their awareness of alternatives,
generally expressed a preference for explicit teaching of grammar followed by
drilling. One of the many possible reasons for the fact that such preferences are so
resistant to change is, according to Lightbown and Spada (1993)*, the powerful
and enduring impact of beliefs rooted in folk psychology, such as the belief that
languages are learned mainly by imitation and the belief that errors are mainly due
to L1 interference. Such beliefs often reflect theories that were widely held in the

past but are inconsistent with contemporary research in the area of language

1 Lightbown and Spada (1993) conducted a questionnaire-based study focusing on beliefs about
language teaching and learning involving thirty five (35) methodology students in the initial stages
of a training programme.
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teaching and learning and are “clearly inadequate as the basis for effective L2
pedagogy” (Borg, 2003, p. 88). Beliefs such as these often underpin the teaching
that language teachers have themselves experienced and the textbooks available to
them. In some cases, as in the case of many of the teachers of Hawaiian involved
in a survey conducted by NeSmith (2012), language teachers have nothing to
counter these experiences, either because they have had no training specific to
language teaching or because the training they have had is itself underpinned by
beliefs such as these. However, even where they have been introduced to other
approaches, such as communicative language teaching, teachers often believe that
these approaches cannot be used effectively in real classrooms (Wilbur, 2007),
providing a variety of different reasons for this belief. Thus, Phipps and Borg
(2009)  have argued that teachers’ practical knowledge (which involves
knowledge of a range of contextual factors such as classroom management and
students' expectations) may have more direct impact on their day-to-day teaching
decisions than their propositional knowledge (e.g. that group work promotes
speaking). It may also be the case, as Feryok (2010)?! has observed, that teachers’
declarative knowledge (knowledge that) is not matched by their procedural
knowledge (knowledge how). In other words, the fact that they know about a
particular approach does not necessarily mean that they are able to put that

knowledge to practical use.

2.5.2 The impact of language teacher training and prior learning experience
on the teaching of English in Japan

Nishino and Watanabe (2008, p. 134) note that many English teachers in secondary
schools in Japan have majored in English literature, have had little relevant training
and have few opportunities to expand their teaching repertoire after they became
teachers. Furthermore, Aspinall (2006, p. 269) observes that many of those who
teach English language at universities in Japan are actually specialists in English
literature or some other academic discipline that does not require expertise in the

teaching of foreign languages and themselves lack basic training in the area. Thus,

2 These observations were made in the context of a contrast between the apparent beliefs and
actual teaching practices of three practising teachers of English working in Turkey.

21 Feryok (2010) made this observation in the context of a re-analysis of a previously published case
study of a teacher of English as a foreign language in Armenia.
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many of them fall back on a lecturing style that echoes their own learning
experiences. In such a context, it is not surprising that so many English teachers in
Japanese schools continue to teach in a way that is inconsistent with the

recommendations made in the Ministry of Education curriculum for schools.

Where teachers of English in Japanese schools have attended training courses, these
courses, according to Kizuka (2006, p. 57), often fail to provide an adequate bridge
between theory and practice and/or include only a very short practicum (from three
to five weeks, for example). Even where the training courses provided appear to be
adequate, this appearance may be an illusion. Furuya (2006) conducted research
between 2001 and 2004 that involved providing trainees with an opportunity to
teach a forty minute lesson (two forty minute lessons in the case of those who
participated in the research in 2003) after they had been provided with a two month
long teaching practicum. All of the participants appeared to have difficulty in
adjusting materials and teaching approaches to students’ levels, giving clear
instructions, managing class time and providing students with sufficient attention.
In connection with this, it is important to note that although it seemed that these
trainees had had adequate opportunity to develop the skills required, they had, in

fact, had few opportunities to consolidate these skills by putting them into practice.

Following the research conducted by Furuya (2006), Saito and Furuya (2009) asked
trainees why they believed they continued to have difficulty in executing lesson
plans and what they felt about their experiences of practicums conducted in regular
schools. What they found was that, when faced with a real class, the trainees tended
to replicate the approach adopted by their own language teachers rather than
attempting the communicative approach to which they had been exposed during
their training. For many of them, building a good relationship with their students
was a higher priority than developing their teaching skills. Furthermore, although
these trainees had learned about communicative language teaching, the teachers
they had observed had a variety of teaching styles and approaches and generally
expected the trainees assigned to them to have already developed teaching skills.
For these teachers, therefore, demonstrating and encouraging a particular approach
was not a priority. Thus, learning to teach largely by observing experienced teachers,

which is, as Sato and Kleinsasser (2004, p. 803) observe, what most teachers
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actually do, will not necessarily reinforce approaches and methods introduced
during methodology courses. Indeed, the fact that novice teachers (defined in this
context as those with less than five years of teaching experience) are often reluctant
to criticize more experienced teachers (p. 804) may be one of the reasons why what
trainee teachers observe experienced teachers doing has, in some cases, more
impact on their own practice than approaches and methods introduced in

methodology courses.

Language teacher education may, for a variety of reasons, have less impact on
teachers’ classroom practices than their prior experience of language learning. It is,
therefore, interesting to observe whether students’ beliefs about language learning
change when they experience a different style of teaching, that is, teaching through
the medium of English by teachers who are mainly native speakers of the language.
Riley (2009) conducted a study of the attitudes of first year students who enrolled
in the English language programme at a Japanese university. Six hundred and sixty
one (661) students completed a questionnaire on entry to university and again nine
months later and eight (8) of them were interviewed on entry to university and again
nine months later. Over the nine month period, the students’ views changed in a
way that seems to indicate a growing sense of dissatisfaction with the English

language education they received before entering university.

It would appear that teachers of English in Japanese schools often have little
relevant pre-service or in-service training, with those who provide training
programmes sometimes themselves appearing to have had little or no training in
language teaching and little or no experience of teaching languages in schools.
Those training programmes that are provided may have very short practicum
components and graduates of these programmes may not be provided with the
specific skills they will need in the classroom. Furthermore, even where trainee
language teachers have been introduced to alternative approaches, they may revert
to the approaches with which they are most familiar—the one they themselves

experienced as language learners.
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2.6 The impact of culture on language teaching

2.6.1 Setting the context

The word ‘culture’ has a number of different uses in different contexts. It is derived
from the Latin word ‘cultura’ (to cultivate) and was associated in 18™ and 19"
century Europe largely with what came to be known of as ‘high culture’ (see, for
example, Arnold, 1869 (1960 edition)). The learning of classical languages was
generally associated with the development of the type of knowledge and
understanding that signalled membership of an élite social group and it is this
concept of culture that was often associated with the grammar translation approach
in which literature plays a major role. However, during the 20" century, and within
the context of anthropology, a new approach to the concept of culture, one that
focused on the different ways in which people from different societies classify and
symbolize knowledge and experience, developed. Towards the end of the 20™
century, the increased pace of globalization led to a further development, that is, the
emergence of the concept of cultural hybridity (Hermans and Kempen, 1998).
Associated with this has been a growing recognition of the need for cross-cultural
or inter-cultural competence (see, for example, Lusting and Koester, 1993). A
further, associated development has been the move towards the de-culturation or
instrumentaliztion of English language education that has accompanied the advance
of neo-liberal philosophy and, with it, the increasing tendency to regard English
language as “an acquirable technical skill and marketable commodity” (Heller,
2001, p. 47). These things, combined with the fact that there are now more speakers
of English as a second or foreign language than there are first language speakers,
means that the national cultural stereotyping that so often characterized the teaching
of English in the past is much less prevalent. However, what we see emerging in
many parts of the world is standardized models of society (see Thomas, Meyer,
Ramirez and Boli, 1987; Ramirez and Boli, 1987) that have become associated with
“educational systems and school curricula that are strikingly similar” (Benavot, Cha,
Kamens, Meyer and Wong, 1991, p. 97) but which are not necessarily equally
appropriate in different cultural contexts and are therefore, often “negotiated,
modified, and absorbed” in different ways (Canagarajah, 2005b, p. 9) or, indeed,
resisted or rejected altogether on cultural grounds. Thus, in spite of the fact that

“some clear orthodoxies have arisen” in the area of English language teaching, there
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is nevertheless “an extraordinary diversity in the ways in which English is taught

and learned around the world” (Graddol, 2006, p. 82).

2.6.2 The impact of culture on the teaching of English in Japan
Koike and Tanaka (1995) and Takanashi (2004) have a particular interest in the

impact on the teaching of English in Japan of the nature of Japanese society. Koike
and Tanaka (1995) focus on the central role that group membership and covert
communication play in Japanese society. They note the tendency to discriminate
against those who are perceived to be outsiders and the preference for an indirect
rather than a direct communication style, one that relies heavily on the assumption
of shared values and beliefs among group members. They argue that these social
tendencies are not conducive to ease of communication with foreigners or the type
of teaching and learning that is promoted in communicatively oriented classrooms
(p. 23). Takanashi (2004, pp. 5-7 and 10-11) notes the significance of harmony and
face-saving (p. 10), claiming that both of these create difficulties in relation to any
approach, such as communicative language teaching, that involves the expectation
that learners will be prepared to expose their errors and beliefs to public scrutiny in
the process of communicating actively in what, for them, is likely to be perceived
as a high risk situation. He argues that it is success in examinations rather than
willingness to take risks and stand out as individuals that ultimately determines the

likelihood of gaining prestige positions with high salaries in Japanese society.

Harumi (2011) notes the important role that harmony, silence and group
membership play in Japanese society, observing that this needs to be taken into
account in dealing with oral interaction in language classes (pp. 263-265) and
stressing that failure to appreciate this may result in misunderstanding and, in
particular, to the mistaken assumption that silence signals lack of cooperation and
motivation (pp. 260-261). She conducted a questionnaire-based survey involving
one hundred and ninety seven (197) Japanese university students and one hundred
and ten (110) teachers of English at Japanese universities (58 were Japanese and 52
were non-Japanese speakers of English as a first language) in order to explore the
extent to which learner behaviour, including silence in class, was influenced by
aspects of Japanese culture (p. 262). With respect to silence in class, she concluded

that the main reason was a desire not to be singled out and thus isolated from the
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group (whose opinions are highly respected), particularly where students were
uncertain about the appropriate response. She argued that both Japanese and non-
Japanese teachers need to recognise the reasons why students behave as they do and
advised that Japanese teachers should provide more psychological support (in the
form of encouragement) and more linguistic support (including, but not confined to
giving clues) and that non-Japanese teachers should develop more awareness of
Japanese non-verbal communication, signalling this awareness by providing

spoken affirmation (pp. 263-264).

The research of both Hasegawa (2004) and Kikuchi (2009) has focused on
identifying those factors that demotivate Japanese learners of English and act as
barriers to learning. Hasegawa (2004) conducted a questionnaire-based survey of
one hundred and twenty five (125) junior and ninety eight (98) senior high school
students, identifying as potential barriers both teacher-related factors, including, in
a general sense, teachers’ personalities, attitudes and levels of methodological
competence, and school-related factors, including facilities, class size and overall

classroom atmosphere.

On the basis of a survey focusing on experiences of learning English at high school
that involved first year university students (of whom forty seven (47) completed
questionnaires and five (5) participated in interviews), Kikuchi (2009) concluded
that that there were five main (inter-related/overlapping) factors that serve to

demotivate students and act as barriers to learning:

e teacher-related factors, including unclear pronunciation, inadequate
lesson pacing, over-use of translation and a one-way communication
style;

o the overall instructional approach, particularly the predominance of
grammar translation;

e the impact of tests and university entrance examinations,

e heavy reliance on students’ ability/willingness to memorize, including the
memorization of vocabulary lists; and

e the nature of many of the fextbooks and reference books used.
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In the case of the study conducted by Kikuchi (2009), it is clear that an overall
tendency within Japan to adhere to a traditionally accepted methodology that
encourages students' passivity represented the major demotivating factor and

barrier to learning as far as the students involved were concerned.

The literature referred to in this section suggests that it is Japanese teachers’
determined adherence to a traditionally accepted methodology that is creating
barriers to students’ learning??. In spite of this, Japanese academics involved in
language teacher education (see, for example, Koike and Tanaka, 1995; Takanashi,
2004) seem often to be concerned with highlighting potential cultural barriers to a
more interactive teaching style than they are with exploring ways in which that style

could be adapted to accommodate aspects of Japanese culture.

Kramsch (1995, p. 83) has observed that “there is a great deal of political pressure
now put on foreign language educators to help solve the social and economic
problems of the times”. An important issue for many English language teachers is
exactly how they should respond to this pressure. In Japan, where failure to meet
expectations can result in significant loss of face, teachers of English are sometimes
overwhelmed by the unrealistic expectations of parents and of society at large. Thus,
for example, Sasajima (2010), who observed lessons taught by ten English teachers
as well as interactions between these teachers and their students and colleagues, has
observed that part of the reason why these teachers found teaching English difficult
was that they believed that what was expected of them was not achievable. They
noted, for example, that one junior high school teacher had observed that while
music teachers were not expected to produce students who could all play the piano
and physical education teachers were not expected to produce students who could

all vault a horse, English teachers were expected to produce students who could all

22 In connection with this, it is interesting to note that Savignon and Wang (2003), who elicited the
views of 174 first-year university students in Taiwan, found that there was a significant preference
for meaning-based classroom activities and “a dislike for both form-focused teaching and the
amount of class time devoted [in high school] to the explanation and practice of rules of grammar”
(p. 230). This preference was particularly marked in students who had attended private pre-school
English language classes in which the emphasis is on communication-based practices (p. 235).
These findings are consistent with those of Huang (1998) whose study of the views of Taiwanese
senior high school students also revealed a strong preference for approaches to the learning of
English that centred on use of the language.
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communicate in English and were held responsible for any failure to do so. The
anxiety and sense of failure that this creates, especially in a context where there are
also very high expectations in relation to examination success and considerable
pressure not to be seen to behave in a way that is different from others, may be one

of the factors that contributes to a reluctance to innovate.

As a result of the increasing impact of neo-liberalism and globalization, English
language is now becoming dissociated from Anglo-American culture. As a result,
the culture of stereotyping that often characterised the teaching of English in the
past is generally less in evidence and centralizing tendencies are being contested
by local ones. Furthermore, a number of aspects of Japanese society often

considered to militate against the widespread adoption of CLT.
2.7  Textbooks and textbook evaluation

2.7.1 Setting the context

Hutchinson and Torres (1994, p. 315) have referred to the ubiquity of textbooks in
English language teaching, noting that millions are sold each year. Opinion is,
however, divided about their value. Sheldon (1988, p. 239) notes that many of them
make false claims and have serious design flaws and practical shortcomings,
Allwright (1981, pp. 6-8) argues that they are generally inflexible and reflect the
preferences and biases of their authors. Fullan (1991, p. 70) notes that approved
textbooks often take the place of the curriculum. Cathcart (1989, p. 105) and Yule,
Mathis and Hopkins (1992, p. 250) refer to their overall lack of authenticity and
failure to provide adequate coverage of the language and conversational rules and
routines and strategies that learners require in order to use the language in the real-
world. On the other hand, Harmer (1998, p. 117) notes that textbooks can give
teachers ideas about what to teach and how to teach, Brewster and Ellis (2002, p.
152) observe that they can reduce a teacher’s work load, Sheldon (1988, p. 237)
refers to the fact that students expect teachers to use textbooks and often consider
them to be more credible than materials produced by their own teachers, and
Hutchinson and Torres (1994, p. 323) point out that they can help with innovation
and support teachers trough periods of change. According to Yeh (2005, p. 6), where

there are problems, they may sometimes relate not to the textbooks themselves but
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to the ways in which they are used. However, both Wang (2008) and NeSmith
(2012) have observed serious deficiencies in textbooks designed for the teaching of
English in Taiwan and the teaching of Hawaiian in Hawai'i respectively, including

presentation of new language in ways that relies heavily on translation.

A number of writers have discussed the desirable characteristics of language
textbooks (see, for example, Byrd, 2001; Ellis, 1997; Harmer, 1998, 2001; Miekley,
2005; Ur, 2001). Cunningsworth (1995) has provided an overview of these under
eight headings: aims and approaches, design and organization, language content,
skills, topics, methodology, teacher s books, and practical considerations. A further
list is provided by Yeh (2005, p.6) who refers specifically to the need for
consistency with national curriculum guidelines and with trends in teaching
methodologies, appropriate language progression and adequate revision and review,
accurate, appropriate and authentic language use, good skills balance,
accommodation of the needs of learners with differing abilities, proficiency levels
and learning styles, multi-layered topics and genres and interactive activities.
Unlike Cunningsworth, Yeh also highlights the need for effective illustrations. With
reference to the illustrations included in language textbooks, Yu-Chang (2007, p.
124) notes that they should be active, demonstrate ender balance and be “clear and
uncluttered” avoiding “potential areas of confusion and . . . convey[ing] the
concepts being presented”. So far as the teachers’ guides that often accompany
textbooks are concerned, Cunningsworth (1984, p. 52) believes that they should

provide a step-by-step guide to each stage in the teaching/learning process.

2.7.2 Analysis and evaluation of Japanese English language textbooks

In a paper presented at the 6th annual JALT Pan-Sig conference, Langham (2007),
who has direct experience of writing English language textbooks for the Japanese
school market, described the processes involved. The chief author (always the one
whose name appears first in author listings) recruits the other authors who are often
the authors of academic articles, members of relevant academic societies or are
known in school circles and, in the case of non-Japanese, have experience of
teaching English and are able to function reasonably well in Japanese. So far as
production is concerned (including type and size of paper, number of pages, use of

colour and front and back covers), there are numerous rules established by the
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Ministry of Education and the Japanese Textbook Publishers' Association. So far as
teachers' guides (which must be in Japanese) are concerned, there is a manual that
outlines a standardized format that includes mid-term and final tests and
expressions for use in introducing lessons (e.g. Good morning everyone. Today we
are going to study Lesson 4. The title is ‘How do you get to school?’ Let's check the
vocabulary (p. 8)). Workbooks include a review of the main points of each lesson
along with grammar points and writing and listening exercises. Following planning
meetings to determine the syllabus, the topics and the types of exercises, authors
are assigned specific units to work on. A draft is then submitted to the Ministry of
Education for approval (or otherwise) by the Textbook Division of the Elementary
and Secondary Education Bureau.? Any errors identified then need to be corrected
within thirty five days. When the book is in use, any questions or requests submitted
by teachers (including, in some cases, requests for translation into English of
students' Japanese sentences) are then dealt with by the authors. An understanding
of this process is important in that it helps to explain some common characteristics

of the textbooks and some aspects of lesson delivery.

Much of the research conducted on the nature of English language textbooks
designed for Japanese schools has focused on vocabulary (see, for example, Bowles,
2001; Hasegawa and Chujo, 2004; Hasegawa, Chujo and Nishigaki, 2008; Chujo,
Yoshimori, Hasegawa, Nishigaki and Yamazaki, 2007; Kitao and Tanaka, 2009;
Kiyonaga, 2011; Miura, 1984; Takamiya, 1958). Two of these have focused on the
relationship between the vocabulary included in textbooks and that required in
examinations. The first, which dates back to the 1950s, explored the relationship
between the nouns that occurred in three textbooks that focused on reading and the
vocabulary that occurred in (a) Thorndike’s English Word book (Thorndike and
Lorge (1944)?* and (b) a 1957 university entrance examination (Takamiya, 1958).

23 A panel of three full time members of staff of the Textbook Division are responsible for screening
junior and senior high school textbooks. They are generally come from prefectural high schools or
national colleges of technology. The textbooks are also reviewed by a team of part time reviewers,
who are normally native speakers.

24 Thorndike composed three different word books to assist teachers with word and reading
instruction. The first of these, The Teacher's Word Book, was produced in 1921, the third, The
Teacher's Word Book of 30,000 Words, was published in 1944. In the third book, he notes that In
the preface to the third book (published with Irving Lorge), Thorndike writes that the list “tells
anyone who wishes to know whether to use a word in writing, speaking, or teaching [and] how
common the word is in standard English reading matter” (p. x).
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What Takamiya found was that although the textbooks tended to focus on nouns in
common daily use (such as 'sister' and 'tomorrow'), the entrance examination
focused on more abstract nouns (such as 'part', 'power' and 'view'). Although this
study has little direct relevance so far as the 21st century context is concerned, it
provides an interesting perspective on the type of study which could usefully,
particularly if extended to cover more word categories and aspects of grammar and
text construction, that could usefully be conducted in the current context. The
second study that focuses on the relationship between the vocabulary included in
textbooks and that required in examinations (Kiyonaga, 2011) was conducted much
more recently. In this case, using the Flesch Reading Ease”® and Gunning Fog?®
indices to analyse readability, the researcher examined the relationship between the
readability level (as a measure of the interaction between words, syllable length and
sentence length) of the reading sections of a sample of textbooks intended for junior
high school students and that required in ten public senior high school entrance
examinations over a six year period. They found that the difference between the
readability measures (greater in the case of the examinations) widened over the six
year period. While this is an interesting finding, it is important to bear in mind that
readability measures can be misleading in the case of foreign language learners
where it is critical to take account of familiarity with particular structures and

discourse features.

Of particular relevance here are studies that focus on the differences in vocabulary
included in textbooks before and after the 1988 reform of the Japanese curriculum
(Chujo, et al., 2007; Hasegawa and Chujo, 2004; Hasegawa, Chujo and Nishigaki,
2008), one that examines the relationship between the curriculum requirements in
relation to vocabulary and the vocabulary included in textbooks intended for junior
high schools (Bowles, 2001) and one that examined junior high school textbooks
used from 2002-2005 in terms of vocabulary and readability (Kitao and Tanaka,
2009).

% The Flesch Reading Ease test measures readability using a formula involving total words, total
syllables and total sentences.

26 The Gunning Fog index uses a different formula that focuses on words of three or more syllables
and has been criticized on the grounds that many such words do not require complex processing
effort.
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Using Tree Tagger,?” Hasegawa and Chujo (2004) examined the size and usefulness
of the vocabulary included in one junior high school textbook series (New Horizon)
between 1980 and 2000. They found that the usefulness (in terms of day to day
interaction) of the vocabulary included in the textbooks was generally poor and the
number of words included had declined (in line with the recommendations in the
curriculum), the extent to which words were repeated had also declined. Chujo, et
al. (2007) conducted a similar study including a number of textbook series intended
for both junior and senior high school students produced in 1988 and 2006. Overall,
they found that the later books were less effective in terms of their inclusion of
words relevant to day-to-day activities. Hasegawa, Chujo and Nishigaki (2008)
examined different versions (one produced in the 1980s; the other in the 2000s) of
one textbook series designed for junior high school students and five textbook series
designed for senior high school students, finding that the total number of words
decreased both in the junior and high school textbooks but that, in terms of
practicability,?® there was no improvement. Bowles (2001) examined the list of 507
words recommended by the Ministry of Education at the time for inclusion in junior
high school English courses in relation to (a) the University of Birmingham’s 'Bank
of English' (a 500 million-word on-line corpus) and (b) the words that appeared in
textbooks designed for junior high school students. He found that 92% of the words
on the Ministry's list were among the 1,900 most frequent words of English and that
the remainder were either necessary in the classroom [pen, dictionary, notebook],
useful in talking about the world [afternoon, snow, sick], or otherwise necessary or
useful [hers, good-bye] (p. 18). However, he also found that while these words did
appear in the textbooks (although with very different frequency of occurrence), the
focus was by no means always on the most common senses of these words. It is
important to note, however (as Bowles himself does) that the most common senses
of words (e.g. like used comparatively) are not necessarily the most suitable for
inclusion at this level. Overall, Bowles' criticisms of the textbooks seem over-stated
although his recommendation that the Ministry of Education should include

meaning priorities in its Guidelines (p. 20) seems sensible. In the case of Kitao and

21 TreeTagger is a tool for annotating text with part-of-speech and lemma (the canonical of a word)
information developed by Helmut Schmid at the Institute for Computational Linguistics of the
University of Stuttgart.

28 Defined in terms of whether 95% of the words come within the remit of 'survival English'
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Tanaka (2009), the focus was on readability and vocabulary in the case of twenty
one (21) textbooks intended for junior high school students and used between 2002
and 2005 books. They found that readability seemed appropriate (with an overall
increase in complexity associated with each grade). However, they also found that
while the textbooks included an average of 5,503 words for the 7th, 8th and 9th
grades combined (with an average of none new words included for each week of
study), the number of words used in all of these textbooks (292 in total) at each of
the three grades was only 69 (Grade 7), 92 (Grade 8) and 91 (Grade 9). Furthermore,
these did not include the100 basic words required by the Ministry at these levels.
In examining the words included in the textbooks in relation to a number of
commonly used vocabulary lists both in Japan and abroad?®, they found a low
correlation between the vocabulary included in the textbooks and the high-
frequency of vocabulary in these lists that is considered appropriate for low-level

students.

Overall, the research reported here indicates that textbooks produced since the
Japanese curriculum reform have not improved in any substantial way in terms of
inclusion of frequently used words and senses of words or the relevance of the
words included to everyday life and that there are problems associated with the

relatively low level of commonality of lexical inclusions across series.

Two studies focusing on syntax (Baba, 2009; Ito, Takada, and Fujiwara, 1999) are
of relevance so far as the present research is concerned. Baba (2009) explored the
order of presentation grammatical items in English textbook series available in

2008% for junior high school students. He found that:

e all of them introduced the past tense in Volume I and future expressions in

Volume 2;

2 These were: JACET 4000 (J4), JACET 8000 (J8), the ALC Standard Vocabulary List 12000
(SVL), Hokkaido University List (HUL), the General Service List (GSL), and the Academic Word
List (AWL).

30 New Horizon English Course (Tokyo Shoseki), New Crown English Series (Sanseido), Sunshine
English Course (Kairyudo), Total English (Gakko Tosho), One World English Course (Kyoiku-
Shuppan) and Columbus 21 English Course (Mitsumura Tosho).
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e all except one (7otal English) introduced the existential verb (BE) before
other lexical verbs;

e all except one (Sunshine English) introduced the passive before the
present perfect;

e all introduced sentences involving relative subject pronouns before those
involving relative object pronouns;

e all except one (One World) introduced relative clauses in which the
relative pronoun was subject to ellipsis before those in which it was
included;

e none introduced the present perfect in the context of past completed
(unspecified time) experience (e.g. [ have been to England) before other
uses of the present perfect; and

e the order in which the present perfect associated with recent completion
(e.g. They have just left) and with ongoing state (e.g. [ have lived here for

ten years) varies across the different series.

Bearing in mind that (a) there was commonality in relation to whether certain
constructions were introduced or not, and (b) the ways in which certain
constructions (and various meanings associated with them) may be at least as
important in many cases as the order in which they are introduced, the differences
detected may be of minor significance. Of considerably greater significance,
however, may be one of the findings of Ito, Takada, and Fujiwara (1999) who tested
one hundred and thirty five (135) junior lower secondary school students on a
number of constructions to which they had been introduced. One of the things they
found was that these students tended to memorise basic example sentences as
complete wholes and had difficulty in adapting (and in perceiving the structural
similarity) when different vocabulary was used (p. 26). This finding has important
implications for the ways in which language is presented and practiced in textbooks
and also for testing and assessment. In connection with this, it is relevant to note
that a Ministry of Education study (MEXT, 2010a) involving approaches to
language testing in 3,598 high schools found that in only just over 21% included

performance testing.
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Two recent studies by Kobayakawa (2011a, 2011b) have investigated writing in the
context of English language education in Japanese schools. Kobayakawa (2011a)
analysed the writing tasks included in ten widely used textbooks intended for high
school students, classifying them into four main types: controlled writing (dictation,
sentence combining and reordering etc.); guided writing; translation; and free
writing. What she found was that, overall, translation and controlled writing tasks
tended to appear to a greater extent in all of the textbooks, with only two of them
including more than a very few free writing tasks. Kobayakawa (2011b) conducted
a quantitative comparative analysis of writing tasks in fifteen Japanese high school
English textbooks (including five writing textbooks) in terms of types of writing
(controlled, guided, translation and free writing) and more specific task-types. She
found that, overall, guided writing and free writing tasks were under-represented
in all of the textbooks analysed and that three of the five writing textbooks
emphasised translation, with the other two emphasizing controlled writing. One
further study is of some relevance here. Sakai and Wada (2012) analysed eighteen
(18) Ministry of Education approved textbooks in terms of genre and text-type,
noting that the most frequently occurring written genre was narrative and the most
frequently occurring oral genre was conversation, with emails, letters and websites
appearing as the most commonly occurring written text-types. They concluded that
teachers would need to create their own materials in order to ensure that their

students were introduced to a wide range of genres and text-types.

The studies reported here indicate that textbooks designed for learners in English
in Japanese schools are still heavily reliant on traditional approaches to writing

instruction.

Kiryu (1998) conducted a questionnaire-based study involving seven hundred and
fifty (750) high school students in relation to the topic preference. He found that the
topics typically included in textbooks (e.g. geography and weather of foreign
countries) that appeared in textbooks interested the students much less than other
topics. The topics they did indicate some interest in (in order of preference) were:
foreign customs and activities; school life in foreign countries; games played by
young people in foreign countries; popular tourist destinations; differences between

Japanese and English cultures; humorous stories and jokes; the ways in which
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foreigners perceive the Japanese people; and general knowledge about foreign
countries. This suggests that textbook writers may need to reconsider the

assumptions they make concerning learners' topic preference.

Since the 1990s, there have been a number of studies that have focused on the extent
to which textbooks designed for Japanese students of English are communicatively
oriented. In a study conducted in the early 1990s, Ito, Takatsu, Nagayasu, Hirochi
and Fukushima (1994) examined twelve textbooks (from four different textbook
series). They found that there was no evidence on oral interactions of variation of
discourse patterns (with initiation followed by response being the dominant pattern)
or of conversational strategies (such as conversational fillers, rephrasing and
requests for clarification) and that the most common function was the giving of
information. A later study conducted by Yamamori, Fujita, Takechi, Hata and Ito
(2003) and involving nine textbooks (from three textbook series) yielded similar
findings. There were more dialogues than reading texts, the discourse patterns
exhibited in these dialogues were very limited in type, 60% of their content involved
giving information, 20% involved requesting information (both being in positive
form for the vast majority of the time) and certain common functions such as
warning or banning, were absent. Ogura (2008) examined the activities in five
widely used senior high school oral communication textbooks in relation to whether
they were, in Littlewood's (2004, p. 322) terms, non-communicative (focusing on
the structure of language), pre-communicative (giving some attention to meaning
but does not involve the exchange of new messages) or communicative (involving
the practice of pre-taught language in a context where new information is
exchanged and includes information-gap activities and personalised questions) and
involved structured communication (using situations to elicit pre-taught language,
including structured role plays) or authentic communication (using Situations where
the meanings are unpredictable, including creative role-plays and complex problem
solving). She found that non-communicative and pre-communicative language
practice combined made up over 70% of the content and that while around one
quarter of the activities involved communicative language practice in some form,
less than 5% of them involved structured communication, and less than 1%
involved authentic communication. Her conclusion was that the textbooks

examined "[did] not appear to adequately provide opportunities for students to



-46-

develop their oral communicative competence™ (p. 8). Nguyen and Ishitobi (2012)
conducted a study in which they used conversation analysis to compare the ways in
which service encounters were represented in four junior high school textbooks
with actual transactions that had taken place in two fast-food restaurants in Hawai'i.
They concluded that the simplification of the language that characterized the
exchanges in the textbooks had resulted in dialogues that were different in some
important respects from the authentic interactions in terms of sequencing and
completeness of actions and conclude by recommending that textbook writers
should “analyze samples of authentic conversations and introduce them to students
as transcripts, audio samples, or video clips” (p. 178). In connection with this
recommendation, it is worth bearing in mind an observation made by Widdowson

(1998, p. 331):

Learners of a foreign language should be made aware of . . . cultural
conditions on real communication. . . . But the explicit teaching of
communicative abilities which measure up to those of the communities

whose language they are learning is quite a different matter.

I believe that an attempt to do so is to set an impossible and pointless goal
whose only outcome is likely to be frustration. . . . It is the business of
pedagogy to decide on what can be feasibly and effectively taught . . . so as
to activate a learning investment for future use. Talk of real world

communication is all too often a distraction.

So far as communicative activities are concerned, the studies reported here, while
in some cases appearing to wish to impose somewhat unrealistic conditions on
textbook writers in terms of authenticity, nevertheless do indicate that there is a long
way to go before textbooks designed for learners of English in the Japanese school

system.

Schneer (2007) has examined ideologies of ethnicity and cultural difference as
represented in five English readers published in 2003. He found that while all of
them promoted kokusaika (internationalisation), they also, with one exception

(Powwow English Reading), tended to promote a concept of Japanese people as
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being culturally homogeneous and culturally distinct from others (nihonjinron), that
homogenous Japanese identity being (re)produced in relation to or, ironically,
through a Western Other. It may be, therefore, that Japanese textbooks designed for

learners of English have not yet fully accommodated concepts of cultural hybridity.

As indicated by Langham (2007), textbooks designed for the teaching of English in
Japan, which must be approved by the Ministry of Education, follow strict
guidelines which include, for example, a standardized format for testing. While
textbooks appear to be reasonably consistent in relation to the structures
introduced at particular curriculum levels, the ways in which these structures are
introduced appears to encourage students to memorize examples rather than to
generalize from these examples. So far as vocabulary is concerned, textbooks
produced since the Japanese curriculum reform appear not to have improved in any
substantial way in terms of inclusion of frequently used words and senses of words
or the relevance of the words included to everyday life. So far as writing is
concerned, textbooks tend to prioritize translation and controlled writing, with
guided writing and free writing tasks appearing much less frequently. Furthermore,
considerably more emphasis on the narrative genre than on any other genres. The
texts included in textbooks tend to be made up largely of stilted, inauthentic,
formulaic dialogues (with a focus on conveying information) lacking any evident
focus on conversational strategies. So far as activities are concerned, non-
communicative or pre-communicative activities appear to predominate, with very

few genuinely communicative activities being included.

2.8 A concluding comment

Overall, it would appear that teachers of English in Japan often have little relevant
pre-service or in-service training and therefore tend to imitate the approach with
which they are most familiar, that is, the approach adopted by their own language
teachers, an approach that is strongly teacher-centred and places emphasis on
translation, repetition and the learning of grammatical rules. This tendency, which
may be, in part at least, a reflection of that respect for elders that is a characteristic
of Japanese society, appears to be reinforced by the need to meet the expectations
of stakeholders and, in particular, the need to prepare students for university

entrance examinations, which continue to be very traditionally-oriented, largely
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ignoring the content of the national curriculum guidelines for the teaching/learning
of English in schools. Underpinning instruction in reading and writing appears to
be an encoding/decoding model, with reading instruction tending to focus on
reading aloud, repetition and translation. Ministry of Education-approved textbooks
appear to reinforce these tendencies, with most of the activities included being of a
non-communicative or pre-communicative type and with, for example, most
writing activities involving translation and controlled writing and with an overall
emphasis on a single genre (narrative). These textbooks, which generally include a
large number of often stilted and inauthentic dialogues, appear to encourage
memorization of exemplars of grammatical rules rather than generalization and
extension of them and to include much vocabulary that has little genuine relevance
to everyday life. While there have been many major changes and developments in
the teaching of English in many parts of the world since the middle of the last

century, the situation in Japan appears to have remained largely unchanged.
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Chapter 3

An introduction to the research methodology and research

methods

3.1 Introduction

In this chapter, an overview of the overall approach and research methods used in
the research project (3.2) is followed by a discussion of the research methods
employed in each section (3.3) and a concluding comment (3.4). Italic print is used

in summary sections.

3.2 Overview of overall approach and research methods

The research reported here involves a combination of a quantitative and a
qualitative approach, the emphasis being on the latter. At the core of the research is
an exploration of language teacher cognition, that is, “what language teachers think,
know and believe —and . . . its relationship to teachers’ classroom practices” (Borg,
2006, p. 1). As Calderhead (1988, p. 52) observed over two decades ago, research
of this type “promises to be of value in informing . . . policy and the practices of
teacher educators”. Indeed, Johnson (2006, p. 235) later noted that of the many
factors that have contributed to our understanding of the role of teachers working
in the area of additional languages “none is more significant than the emergence of
... research now referred to as teacher cognition”. In part, this is, no doubt, because
research in the area of language teacher cognition alerts is to the “myriad of
variables” that impact of teachers’ beliefs and practices (Freeman, 1989, p. 36). It
is this that determined what the research focus areas would be and how the research
would be conducted. In view of the difficulty of differentiating between teachers’
beliefs and assumptions and their knowledge, | have often preferred not to attempt
to do so, preferring the more integrated account of the three proposed by Woods
(1996) and referred to jointly as BAK (beliefs, assumptions and knowledge). The
primary focus areas in the thesis are (a) what a sample of teachers of English in
Japanese secondary schools know, think and believe about the teaching of English

in the context in which they work, and (b) what the analysis of a sample of lessons
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taught in Japanese secondary schools reveals about the actual classroom practices
of the teachers involved. Providing a context for these main focus areas is an
analysis of the Japanese curriculum for the teaching of English in schools and of a
sample of textbooks that are widely used in Japanese secondary schools in the
teaching of English. This contextualization was considered important because the
curriculum outlines the overall approach to the teaching of English that is
considered appropriate and us therefore likely to have at least some impact on the
way in which teachers conceptualize their role and the expectations that accompany
that role, while textbooks, which must be approved by the Japanese Ministry of
Education, impose constraints on how that role is realized in practice. Taking all of
this into account meant that a mixed methods approach, one involving triangulation,
was considered appropriate. Thus, for example, the investigation of what a sample
of Japanese teachers of English know, think and believe about the teaching of
English in the context in which they work involved two questionnaire-based
surveys (see Chapter 5 and Chapter 6) supplemented by semi-structured interviews
that focus on the informants’ views about their pre-service and in-service training
(see Chapter 6), while the investigation of what actually happens in a sample of
language lessons involved a criterion referenced analysis of a sample of lessons
taught in Japanese secondary schools (see Chapter 8). The analysis of the Japanese
curriculum which precedes these explores the objectives outlined in that
curriculum, the general and specific content to which reference is made, the overall
approach to language teaching that is recommended and more specific guidance
concerning classroom activities (see Chapter 4). The analysis of a sample of
Ministry approved textbooks and teachers' guides is conducted with reference to a
number of focus-points, including language content, cultural content and types of
tasks and activities included, a particular point of interest being extent of
consistency with the curriculum guidelines (see Chapter 7).

Thus, the overall design of the research project, one that centres, in particular, on
language teacher cognition, is a mixed methods one (involving questionnaires,
semi-structured interviews and criterion-referenced analyses) in which
triangulation plays a critical role, with the same or related issues being addressed

in different ways and from different perspectives.
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3.3  The research methods employed

In this section, the research methods employed in each section of the research

project are outlined and discussed.

3.3.1 Critical analysis of the Japanese curriculum for the teaching/learning

of English in schools

The Japanese curriculum for the teaching/learning of English (and other languages)
in schools was analysed, the aim being to determine the overall approach
recommended and, more specifically, what type of content is included, how that
content is described and what types of guidance on classroom-based activities are
provided (Chapter 4). Attention was also paid to any situations, topics, genres and
text-types to which reference is made and any specific guidance that is given that
relates to the use of English in class and the selection of teaching
materials/resources. What appear to be contradictory or inconsistent statements and
critical omissions are highlighted. Because the curriculum provides a critical part
of the context in which teachers and textbook writers operate, this analysis is

revisited at each subsequent stage of the research project.

3.3.2 Questionnaire-based surveys

Two questionnaire-based surveys were conducted involving samples of teachers of
English in Japanese secondary schools. The first of these was more broadly based
than the second.

The overall aim of the first questionnaire-based survey was to determine what the
teachers involved know, think and believe about various aspects of the teaching of
English (with particular reference to Japanese secondary schools). In deciding
which questions to include, | was guided, in particular, by the overall aims of the
study, the overarching research questions and themes and topics that emerged from
the literature review as being potentially significant. | also consulted questionnaires
relating to the teaching and learning of languages (English, Hawaiian and Maori)
that had already been designed or were in the process of design by friends and
colleagues working within the context of an overarching research project (of which
this thesis constitutes one part) that aims to explore aspects of the teaching of

languages in a number of different countries (Her, 2007; Lin, 2010; NeSmith, 2011,
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Takurua and Whaanga, 2009; Valax, 2011; Wang, 2008), sometimes including or
adapting (with permission) questions that they had developed or were in the process
of developing. The questionnaire focused on a number of key areas: the
backgrounds and qualifications of the teachers; their opinions about a number of
policy-related issues; their overall approach to English language teaching and their
methodological preferences; the ways in which they made decisions about textbook
choice and use; and self assessment of English language proficiency. A question
about attitudes towards native English speaking teaching assistants was also
included because this is a topic about which there is considerable debate in Japan
and has some relevance in relation to recommendations in the curriculum guidelines

that English should be used as much as possible in class.

There were 10,751 lower secondary schools and 5,060 upper secondary schools
(including both public and private institutions) registered in Japan in the 2011 fiscal
year. It was not possible to target all of the English teachers in these schools for
inclusion in a questionnaire-based survey. It was, however, initially decided to
select approximately 3,000 schools at random, sending a number of questionnaires
(along with accompanying letters of introduction) to each of them. This initial
decision was abandoned when, in June 2011 (just before the questionnaires were
due to be distributed), a magnitude 9.0 earthquake occurred off the north-east coast
of Japan, followed by major tsunami. In light of this, it was considered inappropriate
to adopt the approach to distribution originally intended. Instead, it was decided to
distribute questionnaires later in the year and to avoid making contact with teachers
in the areas of Japan that had been most seriously affected by the earthquake and
tsunami. Initially, a group of friends, colleagues and acquaintances were provided
with questionnaires, with the request that they would forward further questionnaires
to contacts of theirs whom they believed might be willing to participate in the survey.
Thus, the initial distribution method involved a sample of convenience that included
'snowballing' (see Cohen, Manion and Morrison, 2011, pp. 153-160). In this way,
twenty teachers were contacted with a response rate of ten (50%). This was
supplemented by a more random sampling method in which 2,807 questionnaires

were distributed via Survey Monkey®! to all of those English teachers in secondary

31 Survey Monkey is a cloud-based online survey development and analysis company.
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schools outside of the main earthquake/tsunami region whose email addresses | was
able to find on the homepages of the schools themselves or on municipality office
homepages. In this case, the number of questionnaires returned was 84 (a response
rate of 3%). Given that the total number of responses was only 94 and given also
that 10 of these involved non-probability convenience sampling, there could be no
guarantee that the findings would be representative of the population as a whole.
They should, therefore, be regarded as being indicative only. Thus, while much of
the questionnaire response data is reported statistically (for the convenience of
readers), it is important to bear in mind that the statistical representations should be
interpreted as being descriptive rather than inferential, that is, they are not

underpinned by any assumptions relating to generalizability of the data collected.

The final version of the questionnaire (following piloting) included 30 questions.
The first eight of these questions sought information about the participants,
including gender, age range, first language, qualifications, and current teaching
responsibilities. The next two questions concerned participants' beliefs in relation
to the stage of schooling at which they believed children in Japan should be
introduced to English (an issue of considerable debate in educational circles in
Japan). This was followed by five questions aimed at determining the extent to
which participants had been consulted about national, local and school-based
policies relating to the teaching of English. The next two questions asked
participants were to indicate (on a six point scale) how satisfied they were with the
current curriculum and its implementation at a national, regional and school level.
The number of hours recommended by the Ministry of Education for the teaching
of English in different years of schooling is something that is much discussed in
Japan. Therefore, the next question asked participants whether they believed that
their students would benefit from more hours of tuition in English each week. This
was followed by a question asking participants to select as many as they wished
from a list of nine possibilities (including Other and | don't know) relating to their
methodological preferences. The next question asked those who had selected
‘communicative’ in the previous question to list what they believed to be three
important characteristics of a communicative approach, something that was
considered to be particularly important to include in view of the fact that the

analysis of the national curriculum indicated that it was influenced by developments
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in the areas of communicative competence and communicative language teaching.
Next, participants were asked to select as many as they wished from a list of 14
possibilities (including Other) areas of language teaching/learning that they felt
they currently needed to know more about. The next question asked participants to
select as many as they wished from a list of six possibilities (including Other) the
ways in which they decided what to teach in their English courses. Following this
were three questions relating to textbook selection and use. Participants were then
asked to indicate which of two statements was closest to what they believed about
the teaching of English and which of two statements best described their approach
to teaching English. With reference to a nine point scale, they were also asked to
estimate their own proficiency in reading, writing, listening and speaking in English
and to indicate whether, and if so, to what extent they believed that the Japan
Exchange and Teaching (JET) programme contributed to their classes and the
overall language development of their students. The final question asked
participants to indicate what they believed would improve the teaching of English
in Japan. The questionnaire ended with an invitation for participants to add any

comments they wished.

One of the advantages of a questionnaire is generally considered to be that a large
amount of data can be analysed and reported on with ease where all, or most of the
questions are closed (e.g. yes/no questions or selection of a point on a scale) (Cohen,
Manion and Morrison, 2011, pp. 377-408). In this case, although only five of the
thirty questions were open, twenty two of the remaining twenty-five questions were
followed by an invitation for participants to add any comments they chose in the
hope that more in-depth information and opinion might be made available than

would otherwise be the case.

As in the case of the reporting of the second questionnaire-based survey and the
semi-structured interviews referred to below, the data are reported, with only a few
comments added, prior to a discussion of them. This is consistent with the
expectation of the ethics committee of the School in which this research was partly
conducted (School of Maori and pacific Development) that, wherever possible,
research should be conducted in a way that is consistent with a Kaupapa Maori

approach (see Smith, 2012). In this case, while some of the principles of Kaupapa
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Maori research are not directly relevant, others are. Those that are include Kaua e
takahia te mana o te tangata (Do not trample on the mana of people) and Titiro,
whakarongo . . . korero (Look, listen . . . speak). From this perspective, it is
generally regarded as being preferable to allow the voices of research participants
to be heard before imposing any interpretation on them, thus allowing for the
possibility that both the participants themselves and other readers might wish to

reorganize and reinterpret the data (see Peters, 2014).

In reporting on the questionnaire data, | have followed the order of the questions.
However, | have organized the discussion section under five headings. The first of
these provides background information about the cohort, the last about attitudes
towards, and experience of native English speaking teaching assistants. Each of the
remaining three relates to a particular aspect of the research and a particular
research question - attitudes towards the national curriculum (intended to link to the
analysis of the national curriculum in Chapter 4 and to the first research question),
approach and methodology (intended to link to the analysis of lessons in Chapter 8
and to the fifth research question) and use of, and attitudes towards textbooks
(intended to relate to the textbook analysis in Chapter 7 and to the fourth research

guestion).

Further details relating to this survey, including the development and piloting of
the questionnaire and the background information with which participants were

supplied, are provided in the introductory sections of Chapter 5.

The second questionnaire-based survey involved fewer participants and focused on
their responses to the pre-service and in-service training in the teaching of English
that they had experienced. This was considered important to include in view of the
fact that training can play a critical role in facilitating change and the content of the
national curriculum suggests that that the teaching of English in Japan is in the
process of undergoing some major changes. Further discussion of the

questionnaires and their distribution is provided in Chapter 6.

In this case, there were only nine participants, all of whom had indicated when they

completed the first questionnaire-based survey (on a form attached to that survey)
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that they would be prepared to be involved in other aspects of the research and had,
in connection with this, included contact details. This small-scale survey was

intended as a lead-in to a series of semi-structured interviews (see 3.3.3 below).

This questionnaire was in three parts. The first part (Qualifications and experience)
consisted of four questions, two of which had more than one part. The first question
asked participants the number of years of teaching experience they had. The second
asked about their qualifications. The third asked about any pre-service training they
may have had (including their opinions concerning its usefulness). The fourth
question (in two parts) asked whether or not participants had a degree in English
and whether they had taken a proficiency test in English and, if so, what score they
had achieved. In each case, space for comments was provided. The second part of
the questionnaire (Aspects of training to be a teacher of English) included thirty
one questions, most in several parts, that focused on specific aspects their training
in the teaching of English (e.g. whether it included an assessed practicum and, if so,
what form it took, whether they felt confident after completing their training about
teaching English and whether there were some things that caused them problems in
their teaching that had not been covered in their teaching). In each case, in order to
help jog respondents’ memories, lists of possible content types were supplied. Once
again, places for comments were supplied. The third part (Tell me a little about
yourself) included five questions relating to participants’ gender, age range, the
length of time during which they had been teaching, whether they had studied
abroad and, if so, where and for how long, and, finally, whether they held any
position/s of special responsibility within their school and, if so, what it was/they

Were.

In reporting on the data in this questionnaire, | followed the order of the questions.
However, in the discussion section, following an overview of the backgrounds of
the participants, | have focused, in a single sub-section, on the key issue, that is,
those things which, according to participant recall, were either not included in the
pre-service or in-service courses they had attended or were dealt with in a way that
is unlikely to have provided the participants with adequate advice and guidance on

issues they would be likely to encounter in their day-to-day teaching.
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3.3.3 Interviews

Only two of the nine teachers who completed the second questionnaire agreed to
take part in follow-up interviews. The interviews were of the type described by
Patton (1980, p. 206) as being 'standardized open ended' ones, often referred to as
being 'semi-structured’. Each interview was audio-recorded and then transcribed.
While some questions were determined in advance in order to ensure that issues
central to the research project as a whole were covered, allowance was made for the
option of following up on interviewee responses so that information and opinion of
relevance could be collected even where it was of a type that had not been
anticipated. Another consideration here was the desirability of creating a greater
sense of reciprocity between interviewer and interviewee that is possible in the case

of fully structured interviews.

The interviews were intended primarily to provide a context in which more in-depth
data relating to issues that had emerged as being of particular interest in the two
questionnaires could be collected. Some of the central question prompts (which
could be introduced in any order) related to perceived usefulness (or otherwise) of
training; use (or otherwise) of national curriculum documentation and attitudes
towards aspects of that documentation; selection, use and opinions about textbooks
and other resources; and issues relating to personal language proficiency
development. All of these questions related directly to questions included in the
questionnaires. However, the other central questions were intended to elicit
information and opinion about issues that had not been dealt with directly in the
questionnaires but that were nevertheless relevant in relation to the expectations
underpinning the curriculum. These questions related to time available for
preparation for English classes, approach to teaching mixed ability/ proficiency
classes, issues associated with assessment, and the extent to which students were

provided with opportunities to use English to communicate in class.

In reporting on the interview data, | have selected seven areas for particular
attention. The first two of these—decisions about course content and use of, and
opinions about textbooks—focus largely on the extent to which the interviewees
relied on the curriculum documentation and/or textbooks in determining the content

of their courses and relates, in particular, to the first part of the second research
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question (concerning how Japanese teachers of English decide what to teach). The
next focus area—use of English in the classroom-relates directly to a critical aspect
of the advice provided in the curriculum documentation and, therefore, relates to
the first research question (concerning the nature of that documentation). Also
relating to the first research question, but more indirectly, was the first section of
the final focus area—approach to improving own language proficiency), something
that is likely to have an impact on use of English as the primary medium of
communication in class. The second part of the final focus area—approach to
improving teaching skills—relates, in particular, to the second research question
(concerning how teachers decide how to teach). A further focus area—approach to
testing, assessment and examinations—was included in response to the fact that
testing, assessment and examinations emerged as an area of particular concern to
the interviewees during the interviews. It is also an area that has attracted
considerable attention in the literature on the teaching of English in Japan,
particularly in relation to the impact of university entrance examinations. The other
focus area—reasons for teaching English in schools and perceptions of its
effectiveness—was included largely because the recommendations included in the
Japanese curriculum itself are intended, in part, as a response to the fact that
English, in an increasingly globalized world, can no longer be regarded as

something that is likely to be required of only a few Japanese citizens.

It is important to acknowledge with reference to interviews that information and
views about teaching will not necessarily be consistent with what is actually done
in the classroom and that references to events in the past may be subject to problems

relating to incomplete or incorrect recall.

Details relating to the conduct of the interviews are included in Chapter 6.

3.3.4 Analysis of a sample of textbooks

In view of the ubiquity of textbooks in the teaching of English in Japanese schools,
and also in view of the fact that textbooks used must be approved by the Ministry
of Education (and might therefore be expected to be consistent with
recommendations included in the national curriculum guidelines), it was considered

important that textbook analysis should be included in this research project. The
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choice of three sample Ministry approved textbooks for analysis and discussion was
based largely on frequency of occurrence in the responses of questionnaire
participants to a question asking which textbooks they used. The textbooks were
analysed in relation to a number of criteria/ focus points, all of which were
considered to be directly relevant in relation to the expectations outlined in the
national curriculum. These included linguistic and cultural content; variety of
genres, text-types, tasks and activities; quality and relevance of illustrations (e.g.
the extent to which they were likely to contribute to understanding of linguistic
content); and interest level (e.g. the extent to which the textbooks appeared to reflect
the likely interests and concerns of the learners). Also considered was the quality

and quantity of supplementary resources.

Further details concerning the approach adopted to the analysis of textbooks are
included in the introductory sections of Chapter 7.

3.4.5 Lesson observation and analysis

In the case of the lesson observations, the aim of the analyses was not to evaluate
individual teacher performance, but to identify the overall approach to English
language teaching adopted in each case. The sample of teachers involved was one
of convenience, all four being personally known to me. However, all four of those
involved had undertaken a pre-service training programme officially recognized by
the Japanese Ministry of Education and all had between eight and over thirty years
of experience of teaching English in secondary schools at the time when the lessons
were observed. Each of the lessons was recorded between December 2011 and
January 2013. The students involved were at the following stages of their schooling:
grades 1 and 2 of junior high school (lesson 1), grade 3 of junior high school (lesson

2), grade 3 of senior high school (lessons 3 and 4).

It is acknowledged the presence of a researcher in class, particularly where audio-
and/or video recording equipment is used, will almost inevitably alter the classroom
dynamics. Nevertheless, it was considered important in this case that the observed
lessons should be recorded on video although only written transcripts of the
recordings are used in order to ensure that the identities of the teachers and students

involved are not revealed. Thus approach, rather than one that involves reliance on
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notes taken during and after the lessons, has two main advantages. First, it provides
readers with a way of checking the lesson analyses against their own
observations/interpretations. Secondly, making the lesson transcripts available
means that other researchers, who may be interested in aspects of the lessons other

than those explored here, are provided with a potentially useful resource.

Each of the lessons was analysed in terms of a number of focus points. The first of
these—learning environment—was included largely in order to provide readers with
some information about the physical context in which the lessons were conducted.
The second focus point—-achievement objectives—was included largely in order to
determine the extent to which the lessons had a detectable focus and could be seen
to be conducted in a way that was consistent with that focus and included ways of
attempting to determine whether the anticipated outcome was reflected in the
students' performance towards the end of the lesson. The third focus point—lesson
shape and structure—was considered to be an important aspect of students' overall
experience. Where lessons are clearly planned and that planning is adhered to, or
largely adhered to (allowing for responsiveness to student needs as they arise),
lessons generally have an overall coherence, the various different stages being seen
to contribute to the whole in a way that makes sense in terms of the achievement
objective/s. Where they are not, it may be considerably more difficult to determine
whether their overall objectives (to the extent to which they are detectable) have
been achieved. The fifth focus point—classroom interaction—concerns all of the
different ways in which teacher and students interact (or fail to do so) in class,
including, for example, the extent of teacher talk and of student/student interaction
and is, therefore, a critical factor in determining how the teachers involved are
responding to the orientation towards a more student-centred approach than has
typically been the case in the past that is signalled in the national curriculum. The
final focus point—concept introduction and concept checking strategies—was
included largely in order to determine the extent to which the teachers involved
relied on translation in order to convey the meaning and to check on students’
understanding. Taken together, it was considered that the analysis of lessons in
relation to each of these focus points would reveal the overall approach to the

teaching and learning adopted of English to which the teachers subscribed.



-61-

In connection with the lesson observations, it is important to note that the presence
of a researcher can alter classroom dynamics, sometimes in fundamental ways, and

so what is observed will not necessarily be truly representative.

Further details concerning the lessons observed, the participants in them and the

approach to analysis is provided in the introductory sections of Chapter 8.

3.4 A concluding comment

Underpinning this research project as a whole is an approach that centres on
language teacher cognition. While different research methods were considered
appropriate at different stages of the project, each of them, and each stage of the
project, was intended to contribute to an overall, coherent and integrated response

to the four related research questions outlined in Chapter 1.
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Chapter 4

A critical analysis of the Japanese curriculum for English in

secondary schools

4.1 Introduction

My primary aim in this chapter is to critically review the Japanese curriculum for
English in secondary schools for which the Ministry of Education, Culture, Sports,
Science and Technology (MEXT) has responsibility in order to address the first
research question: What approach to teaching English is recommended in the
Japanese Ministry of Education curriculum? The version of the curriculum
discussed here was intended for implementation in 2011 in the case of elementary
schools, 2012 in the last of lower secondary schools and 2013 in the case of upper
secondary schools. It is not substantially different from the previous version (except
for the inclusion of an elementary school component and a vocabulary list for the
junior high school component). The chapter begins with a discussion of use of the
words ‘syllabus’ and ‘curriculum’ (4.2) and a summary of the main features of the
curriculum for primary schools (4.3), followed by an outline and discussion of the
curriculum for secondary schools (4.4). It ends with some concluding comments
(4.5). Note that in this chapter the use of italics signals my translation of material

in Japanese.

4.2 Use of the words ‘syllabus’ and *curriculum’

The terms ‘curriculum” and °‘syllabus’ are sometimes used interchangeably.
However, the term 'syllabus' is more often used to refer to the content of a language

programme, with the word ‘curriculum’ being used in a wider sense:

The term curriculum is open to a wide variety of definitions; in its narrowest
sense it is synonymous with the term syllabus, as in the specification of the
content and ordering of what is to be taught; in the wider sense it refers to

all aspects of the planning, implementation and evaluation of an educational
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program, the why, how and how well together with the what of the teaching-
learning process (Finney, 2001, p. 70).

However, this distinction is by no means clear cut. Thus, for example, Nunan (1988)
has distinguished between ‘product oriented’ syllabuses (focusing on knowledge
and skills and including structural, situational, lexical and notion-functional
syllabus types) and ‘process oriented’ syllabuses (focusing on learning experiences
and including task-based, procedural, proportional, content-based and negotiated
syllabus types). White (1988), on the other hand, has distinguished between ‘Type
A’ syllabuses (focusing on what is to be learned) and ‘Type B’ syllabuses (focusing
on how it is to be learned), the latter appearing to incorporate aspects of what is

often included under the heading of 'curriculum’ (that is, methodology).

So far as this thesis is concerned, 'curriculum’ is used in the wider sense outlined by
Finney, the sense in which, | believe, it is used by the writers of the Japanese
curriculum for additional languages, although, as indicated below, some aspects of
what one might expect to be included in a curriculum defined in this way do not

appear in that curriculum.

4.3  The curriculum for primary schools

There is no curriculum for primary schools in Japan that is specific to English.
Instead, there is a general curriculum for the teaching and learning of additional
languages in primary schools in Grades 5 and 6. However, it is noted there that
English should normally be selected for foreign language activities. The curriculum
document is made available in English online,®? as is an official commentary*. In
the remainder of this chapter, translations into English that have been made
available by the Ministry of Education (MEXT, 2008b, 2010c) are included
wherever possible. Where I have translated the original text into English, the

English text is in italic print.

$2hitp://www.mext.go.jp/component/a_menu/education/micro_detail/ _icsFiles/afieldfile/2010/10/
20/1261037 12.pdf (last retrieved on 1 June 2013)

33

http://www.mext.go.jp/component/a_menu/education/micro_detail/ _icsFiles/afieldfile/2009/06/1
6/1234931 _012.pdf (last retrieved on 1 June 2013)
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Pupils in primary schools in Japan (Grades 5 and 6) have one 45 minute lesson in
the area of additional language/s (generally including English) each week for 35
weeks a year, that is, a total of just over 26 hours per year. The overall objective is

stated as follows:

To form the foundation of pupils’ communication abilities through foreign
languages while developing the understanding of languages and cultures
through various experiences, fostering a positive attitude toward
communication, and familiarizing pupils with the sounds and basic

expressions of foreign languages.

Associated with the first part of this objective (i.e. developing understanding of
languages and cultures through various experiences) are three purpose statements

(summarized below):

Language activities should be used in order to:

awaken their awareness of language;
help them to develop an international perspective; and
deepen their understanding of languages and cultures, including

Japanese language and culture.

Associated with the second part of the overall objective (i.e. fostering a positive
attitude towards communicating in foreign languages) are three statements of

means (summarized below):

A positive attitude toward communication through foreign languages

should be cultivated by:

developing basic communicative abilities;
experiencing what is involved in attempting to understand and convey
intentions in a foreign language; and

using non-verbal expressions, such as gestures, in communicating.
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Associated with the third part of the overall objective (i.e. familiarizing pupils with
sounds and basic expressions of foreign languages) is a single statement of means

(summarized below):

To familiarize pupils with the sounds and basic expressions of foreign

languages, pupils should:

be given practical experience of listening and speaking in a foreign

language (rather than learning grammatical rules).

Overall, then, the curriculum for additional languages in primary schools aims to
heighten pupils’ awareness of languages and cultures, including Japanese language
and culture, and provide them with some experience of listening to, and attempting

to use other languages.

The outline of content for Grades 5 and 6 focuses on awareness, enjoyment and
experiential understanding rather than on memorization and the learning of

sentence structures. The following experiences/ activities are recommended:

e experiencing the sounds and rhythms of foreign languages (through songs
or chants);

e using some basic functions, such as introducing themselves in foreign
languages,

e Deginning to understand the importance of communication by experiencing
some of the difficulties associated with attempting to communicate in a
foreign language (e.g. by using new sounds and new concepts), and

e learning about some of the differences between Japanese customs and
culture and the customs and cultures of other peoples and experiencing

communication with other peoples.

So far as lesson planning is concerned, the advice is that, avoiding rote learning and
too much detailed explanation and focusing on enjoyment, teachers should place

emphasis on experiential activities, such as sampling different foods, and should
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make links with other subject areas, such as music and handcraft, inviting members
of the local community into the classroom as appropriate and seeking support from
native speakers. It is recommended that audio-visual materials should be used when
dealing with sounds and moral education should be integrated into the classroom
activities. Expressions and vocabulary should be uncomplicated and, although the
emphasis should be on oral communication (with gestures and facial expressions
playing a central role in assisting communication), pupils should be introduced to
letters of the alphabet and, to a limited extent, to reading and writing, and should
be encouraged to make comparisons with Japanese language and culture. Specific
reference is made to situations and functions and, in particular, to greetings, self-

introductions, shopping, counting, letters and games.

One section of the curriculum is particularly worthy of note. It is headed ‘situations
where fixed expressions are often used’ (greetings, self-introduction, shopping,
having meals and asking and giving directions). Here, specifics of the types of
communication that might be covered in lessons are provided. One part of this

section is included below:

Greeting
1. A:Hello. How are you?
B: I’'m fine, thank you.
2. A: Nice to meet you.
B: Nice to meet you, too.
Self-introduction
Hi, my name is Taro. I like sushi. I don’t like tennis.
Shopping
1. A: Do you have blue shoes?
B: Yes, I do./ No, I don’t.
2. A:What do you want?

B: Banana, please.

Although there is an insistence on the avoidance of rote learning, it is difficult to
see how this sort of dialogue snippet approach could be made to work in the

classroom. No advice on how to introduce or practice language is provided. In the
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absence of such advice, and bearing in mind the reference to ‘fixed expressions’, it
seems likely that teachers will rely on translation, memorization and repetition. If
this is not the case, then what we appear to have here is essentially the beginning of
a situationally-based structural syllabus, one that would be likely to involve

considerable linguistic complexity.3*

This section of the curriculum is followed by further sections of a similar type. The
first of these, headed ‘situations that are likely to occur in pupils’ lives’ (home life,
learning and activities at school, local events, childhood play), includes, once again,

a series of vignettes (see extracts below):

Home life
A: What time do you get up?
B: 1 get up at 6:00.

Learning and activities at school

On Monday, | study Japanese, math and science.

The next section is headed ‘examples of functions of communication’. Although
some of the sections focus on communicative functions, others do not, suggesting
that the sense in which the word ‘function’ is used is somewhat idiosyncratic (see

extracts below).*

(a) Improving the relationship with a communication partner
Expressing gratitude
Thank you.
Praising
That’s right. Good.
Polite expressions
A: What would you like?

3 If learners were to have options in terms of questions and responses, then they would,
presumably need to learn a range of vocabulary (e.g. red, green, blue, banana, apple) which they
would then need to insert, as appropriate, into the structural frames provided (e.g. Wh-questions
relating to location, declarative sentences that include the simple present tense of verbs such as
‘want’ and ‘like’).

35 Thus, for example, a request is included under ‘polite expressions’.
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B: I’d like pizza, please.

(b) Expressing emotions
Addressing feelings
A: How are you?
B: I’'m fine/happy.

These three sections (situations where fixed expressions are often used; situations
that are likely to occur in pupils’ lives; and examples of functions of
communication) suggest that the curriculum is not underpinned by any coherent

theoretical or methodological positioning.

The sections relating specifically to Grades 5 and 6 are very short. Teachers are
advised that they should focus on activities that involve ‘basic expressions about

familiar things and events’.

Although, in some respects, the elementary/primary curriculum is very general,
encouraging teachers to familiarize pupils with the fact that different languages
sound different from Japanese and that people from different parts of the world have
different customs and cultures, it also includes some specifics that suggest that no

real thought has been given to how languages are to be taught.
4.4  The curriculum for secondary schools

4.4.1 Lower secondary schools

Students (ages 13-15) now have an average of 4 hours per week (140 hours per
year) of foreign language lessons (generally English) in each of their three years of
lower secondary schooling.®® The overarching aim of the curriculum for lower

secondary schools is:

% This was increased from 105 hours as a result of pressure from the public.
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To develop students’ basic communication abilities such as listening, speaking,
reading and writing, deepening their understanding of language and culture and

fostering a positive attitude toward communication through foreign languages.®’

This aim is further elaborated in terms of what are intended to be more specific

objectives:

To enable students to understand the speaker’s intentions when listening to

rudimentary English.

e To enable students to talk about their own thoughts using rudimentary
English.

e To accustom and familiarize students with reading English and to enable
them to understand the writer’s intentions when reading rudimentary
English.

e To accustom and familiarize students with writing in English and to enable

them to write about their own thoughts using rudimentary English.

‘Rudimentary English’ (my translation) is specified as relating directly to those

lexical and grammatical items listed under the heading of ‘Language Elements’.

Since both the overall aim and the more specific objectives are expressed in very
general terms, with no reference to proficiency benchmarking, and since
rudimentary English is itself specified with direct reference to lists of vocabulary
items and grammatical constructions, the intention appears to be that teachers
should focus on these lists. Thus these lists seem to represent an explicit structurally

oriented syllabus.

The next section of the lower secondary school curriculum document relates to the
treatment of language activities. Here, teachers are advised to ensure that they focus,

during the conduct of language activities, on language functions that are specific to

371t is noted in an official commentary on the curriculum (MEXT, 2008a) that grammar provides
the basis for the four language skills and supports communication abilities and that an example of
communicative ability is the ability to integrate the four language skills in using the language in a
practical sense.
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particular situations. Some examples are provided in the commentary on the

curriculum (Section 2, Treatment of the Language Activities) (see extract below):

(1) In the case of requesting the opening of windows:

Will you open the window?

Open the window, please.

One again, as in the case of the curriculum for elementary schooling, what we
appear to have here is a phrasebook-style approach in which teachers are
encouraged to link situations and specific exchanges in a formulaic way rather than
encouraging students to use vocabulary and grammatical constructions in creative
and productive ways. In connection with this point, some of the many examples of

functions included in the commentary on the curriculum are provided below:

Facilitating information:

Giving nods
1 A: Our math teacher is very kind.
B: Yes.
2 A: Our baseball team is the strongest in our city.

B: Oh, I see.

So far as activities are concerned, the following advice is provided in the

commentary:

It is important to include language activities in which the four language
skills of listening, speaking, reading, and writing are well balanced. This is
stressed in the most recent version of the curriculum. These activities
should be consolidated through repetition. Class times have been increased
(from 105 hours to 140 hours per year) but language elements have not.
This is because it is expected that there should be  more consolidation of
the language elements. It is important to remember that the sharing of

thoughts and opinions should take place during language practice activities.
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This section of the curriculum ends with Language Elements, including speech
sounds, letters and symbols, words, collocations, common expressions and

grammatical items to be considered when language activities are carried out.

4.4.2 Upper secondary schools

The overall aim here is:

to develop students’ communication abilities such as accurately
understanding and appropriately conveying information, ideas, etc.,
deepening their understanding of language and culture, and fostering a

positive attitude toward communication through foreign languages.

Although an overall aim expressed in a few lines cannot be expected to provide any
very specific guidance, it is nevertheless relevant to note that it is so general as to
be essentially meaning-free. It is therefore important to examine the statements that

follow, statements that are intended to throw further light on the objective.

Related to the first part of the objective (through foreign languages, to deepen

understanding of language and culture), are two statements:

It is important to understand the language structure, meanings, and function
of speech and to deepen understanding of the culture behind the language

in foreign language learning.

- Itis expected that pupils will, through language learning, be encouraged to
develop broadly-based perspectives and international ways of thinking as
well as a cooperative spirit along with an increasing understanding

Japanese language and culture.

Related to the second part of the objective (through foreign languages, to foster a

positive attitude toward communication), is a single statement:

- In concrete terms, [students will be encouraged to develop positive]
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attitudes towards guessing the meaning of unknown language when
listening and reading, checking, repeating, and asking for explanations,
and expressing themselves in speaking and writing and, in this way, learn
to understand, cooperate with and live in harmony with people from

different cultures.

Associated with the third part of the objective (through foreign languages, to
develop students’ communicative abilities such as accurately understanding and

appropriately conveying information, ideas, etc.) are two statements:

- ‘accurately understanding and appropriately conveying information, ideas,
etc.” refers to attempting to communicate by using the sounds and letters
of a foreign language in a practical manner, and to interacting by using
communicative abilities involving understanding and conveying

information.

- ‘appropriately conveying’ refers to conveying what one wants to say
according to the situation, conditions [that prevail], background, and

responses/reactions.

Next, there are two general statements as follows:

In order to develop these competences, it is important that learners should
engage in communicative activities that involve sending and receiving
information and thoughts in a practical manner that effectively combines

situations and functions.

Based on the learning that has taken place at lower secondary schools,
instruction should foster integration of the four language skills and

cultivation of communicative abilities.

The references to communicative activities and integrated skills suggest some
measure of alignment (however slight) with notions of communicative competence

and communicative language teaching.
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The next section of the secondary school curriculum document is headed Basic
English Communication. In this section, the only new material involves reference

to:

e conducting lessons at lower secondary level in a deliberate, systematic and

well-balanced manner through a medium of English;

e ensuring that there is a smooth transition from the English learned at lower

secondary school to ‘Communicative English 1’; and

e avoiding overburdening students, avoiding detailed grammatical
explanations, providing rich tasks and fostering the habit of independent

learning.

It is in the last of these references, in particular, that the influences of developments
in the area of communicative language teaching are most evident. Even so, that

influence does not permeate the curriculum.

The document then goes on to introduce English Communication 1, 2 and 3, English

Expression 1 and 2 and English Conversation.

English Communication 1 is mandatory for all students who take English, its
objectives being almost the same as those outlined at the beginning of the document

for foreign language study as a whole.

So far as writing is concerned, teachers are advised to focus students’ attention on
removing ambiguous expressions and correcting vocabulary and grammatical
mistakes. Further information is provided. However, although much of it involves
little more than specifying what is meant by particular terms (such as ‘intonation’),
references are made to topic sentences and connecting phrases in the section on

reading and writing.

It is noted that explanatory writing involves a combination of fact and opinion and
a range of expressions (e.g. Data show that . . . I think/guess . . .) are provided as

examples.
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In a section on ‘treatment of contents’, reference is made to skills integration, the

selection of appropriate activities and the importance of repetition/recycling.

In the section headed English communication 2, much of what has preceded is
repeated. However, specific reference is made to reports (which are described as
being more specific than introductions) and discussions (which are said to be more

technical than dialogues and to involve understanding more than main points).

So far as reading is concerned, reference is made to rapid reading and intensive
reading of commentaries (which are said to include more opinions than
explanations) and essays (which are said to include description of personal
experiences). With reference to writing, emphasis is placed on the production of
coherent and cohesive passages that include several paragraphs. The focus in the
area of discussion is on drawing conclusions. There are also sections in which two

skills are combined.

Under the heading of English Communication 3, the only new material is a

reference to relating teaching to students’ social lives.

Under the heading of English Expression 1, an elective subject, reference is made

to:

e developing students’ ability to evaluate facts, opinions, etc. from multiple
perspectives and to communicating, through reasoning, using a range of
expressions (with particular reference being made to logic, to stating
conclusions based on reasoning, and to raising issues, providing solutions,

and providing examples).

The Contents section makes reference to:

e speaking concisely, giving impromptu speeches, and using accurate and

complex sentence structures;

e writing in a style suitable for audience and purpose (including informing,
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proving, persuading and entertaining); and
e summarizing and presenting orally and in writing (including preparing

appropriately).

Under the heading of Learning presentation methods, reference is made to a number
of what are referred to as ‘frequently used expressions’ as indicated in the extract

below:

(1) Introduction
1. Today I would like to present....
2. I’ll start by....
(2) Order
1. First, .... Second, .... Third, ....
2. Firstofall, .... Then, .... Next, .... Finally, ....

The focus in a section on forming one’s own opinions is on detecting similarities
and differences in different sources of information and opinion. So far as treatment
of content is concerned, it is noted that although the emphasis is on speaking and

writing, listening and reading are also necessary in relation to finding information.

The aim of English Expression II is stated as being to “further develop students’
abilities to evaluate fact, opinions etc, from multiple perspectives and communicate
them through a range of expression while fostering a positive attitude toward
communication through the English language”. Although the primary focus is on
speaking and listening, it is noted that writing activities should also be included.

Included here are:

e impromptu speaking (where reference is made to role playing)

e thematic writing (where reference is made to letters, diary entries, model
texts); and

e summarizing and presenting information (where reference is made to note

taking).
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In the section that provides further detail relating to the course objectives, it is noted
that the emphasis should be on presenting and evaluating various different points
of view and on building and refuting arguments. Here, for the first time, reference
is made to the desirability of students reading and commenting on one another’s
work. Reference is also made to the importance of ensuring that all students
participate, establishing ‘rules’ of debate such as the role of a chairperson, avoiding
insulting others, being respectful of the views of others, being constructive, etc.

Typical expressions used in debate are outlined as in the following extract:

(1) Expressions when stating my opinion
1. In my opinions, ....
2. The major points I’d like to make is that....
(2) Expressions when confirming an opponent’s opinion
1. Do you mean...?
2. Would you clarify that?
3. Am I right to say that...?
4. What do you mean by...?
5. Could you explain it more in detail?

It is noted that FEnglish Conversation courses, which follow on from
Communication 1, “should be conducted in English”. The overall objective here is
to “develop students’ abilities to hold conversations on everyday topics”. ‘Everyday

topics’ are defined as:

topics about students themselves, their families, interests and concerns . . .
[including] conversations about daily life among friends and family, classes
and events/ situations encountered at school and involving overseas travel

and life in foreign countries.
There are four very general sub-headings:
e Understanding what others are saying, and responding appropriately

according to the situation and purpose;

e Posing questions on matters of interest and responding to questions from
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others;

e Appropriately conveying information, ideas, etc. in accordance with the
situation and purpose, based on what one has heard, read, learned and
experienced; and

e Holding conversations using basic expressions needed when living

overseas.

It is noted under the first of these sub-headings that ‘[s]tudents are expected to
[respond] appropriately according to the situation and purpose’. In connection with
this, it is observed that they might, for example, respond to “Would you excuse me
for a minute?” with “No problem. Take your time.” or, where they have not fully

understood, say “I’m sorry?”

Under the second sub-heading, ‘matters of interest’ are defined as “common topics
among students about sports, music, movies, TV programs, planning for holidays,
everyday life events, and interests”. Reference is also made to working in pairs or
groups and examples of possible expressions are provided: “How was it? /Then,

what happened?”, “Wow! That’s amazing.” and “Uh-huh. /I see.”

Under the third sub-heading, reference is made to the need to make students aware
of the fact that language use changes according to level of formality, the person/s
being addressed and purpose/function (e.g. informing, advising; stating or

responding to facts and opinions).

Under the final sub-heading, specific reference is made to certain contexts,
including: receiving air tickets, answering questions at an airport, making hotel
reservations, ordering food in a restaurant, shopping at department stores,
explaining health conditions at hospitals, purchasing tickets at stations, having a
conversation with a homestay family, and providing information about oneself and

one's culture.

Further detail is then provided in relation to each of these sub-headings. It is noted,

for example, that attention should be paid to rhythm, intonation, stress and volume,
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that there are various ways of paraphrasing and asking for repetition® and that non-
verbal communication is important. Teachers are advised that there should be
consolidation of what was taught at lower secondary level and that oral

communication should be reinforced by reading and writing.

The next section is headed Foreign Languages other than English. Here it is noted
that the objectives are the same as they are in the case of English but that account
needs to be taken of the particular circumstances that obtain where students begin

a language at upper secondary level.

The final section of the curriculum is headed: Article 3 — Common contents for each
English subject. This section begins with specific reference to situations and

functions.

Teachers are advised that in Basic English Commutation, they should select
‘[s]ituations where fixed expressions are often used’ and ‘[s]ituations which are
likely to occur in students’ everyday lives’ and should associate them with
appropriate language functions and language elements. In addition to two situations
which are focused on in Basic English Communication, reference is made, in
connection with English Communication 1, 2 and 3, to the need to use ‘a variety of
media’ in order to develop the four language skills (listening, speaking, reading and
writing).®® In the case of English Conversation, teachers are advised to select
situations that have a high probability of being used in the future. It is also noted
that grammatical items and sentence structures should be related to specific

situations of use.

This is followed by examples of language use situations, including:

e situations where fixed expressions are often used (e.g. shopping, travelling

and having meals);

3 The examples provided are: Pardon me?, I'm sorry?, What'’s that?, Could you repeat that,
please’, You mean..., right?, Does that mean . . . ?, So you're saying . .. ‘.1 mean . . ., What I said
was . . ., and I was just saying . . .

39 Reference is also made to 'a variety of media' in relation to speaking or writing in connection
with English Expression 1 and 2.
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e situations that are likely to occur in students’ everyday lives (e.g. home life
and learning and activities at school); and
e obtaining information through a variety of media (e.g. reading books and

watching TV programs).

Next is a list of what are referred to as ‘functions of language’. The sub-headings
here are: Facilitating communication; Expressing emotions; Transmitting
information; Expressing opinions and intentions; and Investigating action. It is
relevant to note that it is not clear exactly how the word ‘function’ is being used
here. Thus, although some of the examples provided (e.g. apologizing and praising)
would generally be regarded as language functions, others (e.g. expressing surprise;
inferring) would not. In other words, there seems to be some confusion here in
relation to the distinctions among core meaning, contextually derived meaning

(function), and attitude and behaviour.

It is noted that materials should include appropriate ratios of unknown vocabulary
(to be acquired by guessing meaning).*? It is also noted that all of the grammatical

items listed should be included in the mandatory course English Communication 1.

Under the heading of Vocabulary, it is noted that:

e in English Communication 1, about 400 new words should be added to
those introduced in lower secondary schools;

e in English Communication 2 and 3, about 700 new words each should be
added to those stipulated in a and b respectively (in English Communication
1); and

e inthe case of Basic English Communication, English Expression 1, English
Expression 2 and English Conversation, appropriate words should be
introduced with consideration to students’ capacities so that they are not

overburdened.

40 There is no indication of how this ‘guessing’ should be managed or of any specific concept
introduction strategies.
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It is also noted that frequently used collocations and common expressions should
be included. Collocations are defined in the curriculum as the co-occurrence of two
or more words that express coherent meanings. The examples provided include
complex prepositions (in front of) and phrasal verbs (get up). Common expressions
are defined in the curriculum as fixed expressions which are used in particular
situations. The examples provided include ‘excuse me’, ‘I see’, ‘I'm sorry’, ‘Thank

you’, ‘You’re welcome’, and ‘For example’.

Under the heading of Frequently used sentence structures are a number which are

presented as examples (see extract below):

a Subject + Verb + Complement
(@) Subject + non-be verb + participle
The girl came running to me.
The old man sat surrounded by children.
b Subject + Verb + Object
(@) Subject + verb + clause beginning with if
I wonder if you are free today.
¢ Subject + Verb + Indirect Object + Direct Object
(a) Subject + verb + indirect object + clause beginning with that
She told me that she had been busy.
(b) Subject + verb + indirect object + clause beginning with what etc.
Please tell me what you want.
He asked me how I felt.
(c) Subject + verb + indirect object + clause beginning with if
I asked her if she was free.
d Subject + Verb + Object + Complement
(a) Subject + verb + object + participle
I saw the man crossing the road.
(b) Subject + verb + object + bare infinitive
My father made me wait outside.

I saw the man cross the road.



-81-

The list from which an extract is included above seems largely arbitrary in terms of
selection criteria. It is followed by one that includes what are referred to as “typical
examples of sentence structures listed in the Course of Study for lower secondary

schools”, which includes:

a Subject + Verb
Yukiko walks to school.
He often goes to the library by bus when it rains.

b Subject + Verb + Object
(@) Subject + be + noun / pronoun / adjective

This is my teacher. (noun)

The pen on the desk is mine. (pronoun)

This game is exciting. (adjective)
(b) Subject + non-be + noun / adjective

The boy became an astronaut. (noun)

He felt happy when a lot of people came to his concert. (adjective)
¢ Subject + Verb + Object
(@) Subject + verb + noun / pronoun / gerund / to-infinitive / how (etc.) to-
infinitive / clause beginning with that

I like apples very much. (noun)

Yuko met him yesterday. (pronoun)

They enjoyed talking together yesterday. (gerund)

He tried to do his best. (to-infinitive)

My grandfather knows how to use the computer. (how (etc.) to-

infinitive)

We didn’t know what she was ill. (clause beginning with that)

These ‘typical examples’ are, once again, problematic. It is, for example, difficult
to see why one of the two ‘typical examples’ of Subject + Verb should include a
locative adjunct (to school) and why the other should include a frequency adjunct
(often), a locative adjunct (to the library), a means adjunct (by bus) and a
subordinate temporal clause (when it rains). It is equally difficult to determine why
‘exciting’, ‘mine’ and ‘my teacher’ are classified as objects (rather than as

complements) in This is my teacher; This is mine and This game is exciting. The
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grammatical classifications are suspect, the reason why certain examples should be
regarded as ‘typical’ or ‘frequently used’ is unclear and, above all, there is no
rationale for the decision to use a particular approach to grammatical classification
(one that makes no reference to clause types or to rank shift while nevertheless

relying heavily on both).

Under the heading of Grammatical items, there are a number of sub-headings:

Use of infinitives; Use of relative pronouns, Use of relative adverbs; Use of
auxiliary verbs, The pronoun it with reference to noun phrases or noun
clauses that follow; Verb tenses, etc.; Subjunctive mood,; and Participial

construction

It is impossible to determine why these particular categories have been selected or
why the examples of each that are presented as being ‘typical’ are regarded as such.
Equally, it is difficult to determine why typicality should be regarded as the only
criterion for selection of what is to be taught at particular levels. It is, for example,
difficult to see why the auxiliary verb ‘can’ is associated with mental attitude and
why reference is made to tenses (which include aspect) but not to the various

meanings associated with the same tenses in different contexts.

It is observed that “[g]rammar instruction should be given as a means to support
communication through effective linkage with language activities”. As an
extension of this, it is noted that while grammar provides a necessary basis, it
should not be treated separately from communication, that grammatical
explanations should be kept to a minimum and that frequently used language
elements should be included appropriately in activities in a way that relates to their
meanings. In spite of this, it is worth noting that no connection is made between

grammar and meaning in the grammatical lists included in the curriculum document.

It is also noted that classes should involve genuine communication and should be
conducted in relation to students’ level of comprehension. In connection with the
last of these points, it is interesting to note that nothing specific is said about how

that comprehension level should be extended. In other words, there is no sense in
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which the curriculum specifically addresses issues associated with the ways in
which decisions about what new language to introduce (and how) are made or about
the grading and progression of language. The assumption underlying the curriculum
appears to be that spoken and written texts will contain language that is largely
(because of the context in which it is used) comprehensible and that is selected on
the bases of frequency/ typicality and, somehow or other, conformity with the list

provided. The critical issues are at no point confronted.

It is noted that students should use English as much as possible in class (an
interesting qualification), having an opportunity to learn through experience rather
than through translation. In fact, grammar-translation is expressly proscribed/

banned.

Teachers are also advised to use English (avoiding translation into Japanese as much
as possible), paraphrasing the content of passages into simple English. This
presupposes that content is necessarily paraphrasable and that students can
understand ‘simple English’ (whatever that is). No reference is made to the vast
range of techniques that can be used in the context of concept introduction and

concept checking.

Teachers are, in addition, advised to introduce reading passages in accordance with
students’ level of comprehension. Once again, this represents an avoidance of the
critical issues. How is that comprehension built up in the first place? What is it, in
terms of prior learning, that makes a reading passage comprehensible? Should the
amount and type of new language be subject to controls and, if so, what should

these controls be?

Tellingly, the following advice is given towards the end of the curriculum

document:

e if language activities are focused on during classes, grammatical
explanations may be provided in Japanese.

(This appears to contradict much that has preceded it.)
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If teachers are concerned about the communicative abilities of their students,
they should speak simple English slowly, striving to make themselves
understood.

(This raises issues associated with what is meant by ‘simple English’,
whether speaking slowly has the potential to alter the natural rhythm of the
language on which so much emphasis was placed earlier in the document)

and exactly how teachers are to ensure that they are understood.)

Even if some students do not understand teachers’ explanations and
instructions and teachers are therefore obliged to use Japanese, the principle
of conducting classes in English should continue to be considered
fundamental so that students become accustomed to using English.

(This seems to represent the ultimate cop-out. What teachers clearly need is
training that will help them to ensure that their explanations and instructions

are understood.)

If the main focus of classes is using language activities, Japanese may be
used as the need arises.

(Once again, this would appear to represent an acknowledgment that
teachers, given their present type and level of training, will be unable to
conduct classes through the medium of English and therefore need only to

ensure that some activities involve the use of English.)

If students cannot convey their meaning correctly, teachers should rephrase
what they say, avoiding the loss of students’ positive attitude.

(This represents a very odd approach to error correction, appearing to
recommend correction only where meaning is compromised and only
through paraphrase. Furthermore, it appears to contradict the final section
of the curriculum document in which accuracy and appropriateness are both

presented as being important.)

Some concluding comments

While clearly influenced by developments in the areas of communicative

competence and communicative language teaching and by research in the area of
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discourse analysis, the Japanese curriculum includes many features that are
reminiscent of a considerably more traditional approach and is, in places, internally
contradictory*'. While explicitly proscribing a grammar translation approach and
recommending, in places, that instruction should be largely conducted through the
medium of English, it provides no genuinely useful guidance about methodologies
that could usefully replace those associated with grammar translation, how to create
a more participative classroom atmosphere, or how to ensure that teacher talk is
conducted at a level appropriate to the students' existing understanding. In particular,
while recommending pair and group activities, it provides no examples of the type
of tasks and activities in which students might be encouraged to engage.
Furthermore, there is no discussion of useful concept introduction and concept
checking strategies or of error correction strategies or assessment techniques. All of
this might reasonably be expected in a document which is clearly intended to be
much more than simply a syllabus (as is indicated by the fact that much of it moves
beyond content specifications). While providing lists of grammatical constructions
(somewhat idiosyncratically selected and categorised) and specifying the number
of vocabulary items to be introduced at different stages, it distributes discussion of
discourse features (again somewhat idiosyncratically selected and categorised) over
a number of different sub-sections of the curriculum document. In providing lists
of ‘typical’ examples of language associated with different functions (almost always
in the form of mini-dialogue snippets and in a way that appears sometimes to
confuse functional classification with core meanings, modality and attitudinal
features), it risks encouraging an approach in which formulaic uses are prioritized
over creative, productive and contextually motivated engagement with language.
There is, furthermore, no advice about approaches to the teaching of reading and
writing that is consistent with, or reflective of the many developments in these areas
that have been evident in the literature in the teaching and learning of additional
languages in the last few decades. Overall, therefore, the curriculum seems to be

rather uneasily poised between a very traditional approach and one that is more in

41 The overarching learning outcomes for secondary school students are not set out in the
curriculum guidelines. However, the achievement objectives for secondary school students (based
on the Course of Study) were approved in a Cabinet meeting in June, 2013 in The Second Basic
Plan for the Promotion of Education (2013-2017). It is noted there that only 50% of secondary
school students are expected to achieve above STEP EIKEN 3rd Grade when they graduate from
lower secondary school and STEP EIKEN Pre-2nd Grade when they graduate from upper
secondary school.



-86-

line with contemporary trends in language teaching, something that is likely to have
some impact on the design of textbooks intended to contribute to the realization of

the curriculum and on teachers' classroom practices.
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Chapter 5

Reporting on the findings of a questionnaire-based survey of a

sample of teachers of English in Japanese secondary schools

51 Introduction

The purpose of this chapter is to report on the first of two questionnaire-based
surveys involving a sample of teachers of English in secondary schools (lower and
upper secondary) in Japan. In this survey, the focus is on linguistic and educational
background, self-assessed English language proficiency and views about the
teaching of English in schools. Information about the background to the survey and
the survey participants (5.2) is followed by an outline of the questionnaire data
(5.3), a discussion of that data (5.4) and a final comment (5.5).

5.2  Background to the survey

5.2.1 Aims of the survey

The overall aim of this part of the research project was to address the second

research question®? (see Chapter 1):

How do a sample of teachers of English in Japanese secondary schools
decide what to teach and how to teach and what factors do they believe

impact on their decisions?

In more specific terms, the primary areas of focus were:

e gender, age profile, language background and qualifications;
e institutional affiliation and position;
e teaching hours and teaching levels;

e policy issues and attitudes towards policy issues;

42 Issues relating to the types of training in the teaching of English that a sub-section of these
teachers have experienced were explored in more detail in a further survey that is reported in
Chapter 5.
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e methodological preferences and understanding of what ‘communicative
language teaching’ constitutes;

e how decisions about course content are made;

e use of, and attitudes towards, textbooks;

o attitudes towards the role of native English speaking teaching assistants;
and

e self-assessed proficiency in English*.

5.2.2 ldentifying the target group to be surveyed

According to official statistics, there were 10,751 lower secondary schools* and
5,060 upper secondary schools* (including both public and private institutions)
registered in Japan in the 2011 fiscal year. These schools follow the national
curriculum and all of those who teach English in them were potentially targets of

this survey.*®

5.2.3 Developing, piloting, and revising the draft questionnaire

The draft questionnaire was initially developed in A4 format with temporary
binding at the University of Waikato (Hamilton, New Zealand) between September
2010 and January 2011. It was written in Japanese (the language in which it was to
be distributed) and translated into English. It consisted of twenty-nine (29)
questions. In accordance with the policy of the University of Waikato*’ and that of

the Faculty in which I was enrolled®®, a copy of the draft questionnaire, together

43 The academic IELTS band descriptors were used because they are widely recognised in Japan
and can be expressed on a single page. Since the foundation of the Society for Testing English
Proficiency (STEP), Japan’s largest testing body (established in 1963 in cooperation with the
Japanese Ministry of Education), there have been many IELTS administered throughout Japan.
Furthermore, the more widely used TOEFL or TOEIC tests lack band descriptors.

4 Ministry of Education, Culture, Sports, Science and Technology, Basic research on schools:
http://www.e-stat.go.jp/SG1/estat/List.do?bid=000001037153&cycode=0 (last retrieved on 18
March, 2012).

4 Ministry of Education, Culture, Sports, Science and Technology, Basic research on schools:
http://www.e-stat.go.jp/SG1/estat/List.do?bid=000001037154&cycode=0 (last retrieved on 18
March, 2012).

46 There are also 1,049 special schools for Special Needs Education and these schools follow a
special curriculum which meet the needs of children with comparatively severe disabilities and
which is different from that of regular schools. Therefore, the schools for Special Needs Education
were not included in this survey to keep the same standard whether it follows the same curriculum.
47 University of Waikato, Postgraduate Studies Office Higher Degrees Handbook,
http://www.waikato.ac.nz/sasd/files/pdf/postgraduate/higherdegreeshandbook.pdf, pp. 21-23 (last
retrieved on 11 March, 2012).

48 Te Kura Kete Aronui: Faculty of Arts and Social Science Human Research Ethics Committee,
https://sites.google.com/a/waikato.ac.nz/ethics/home (last retrieved on 11 March, 2012).
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with a list of the procedures to be followed, was submitted to the Human Research
Ethics Committee of the Faculty of Arts and Social Sciences. Having been satistied
that all requirements for ethical approval had been met, the Committee gave its final
approval on January 21, 2011 (see Appendix 1: Ethical Approval). This approval,
together with a detailed plan outlining all proposed aspects of the research, was then
submitted to the Postgraduate Studies Office of the University of Waikato and
overall approval for the research was granted by that office on February 24, 2011

(see Appendix 2: Transfer from conditional to confirmed enrolment).

Following receipt of approval by the appropriate Human Research Ethics
Commiittee, | asked two of my former colleagues, both full-time teachers of English
at a private upper secondary school in Japan, to trial the drafts of the questionnaire,
paying particular attention to the length of time it took them to complete it and the
wording of the questions. The draft questionnaire was revised to accommodate the
feedback of those involved in the trail. In the case of Question 21, an explanation
(‘all of the teaching techniques you use’) was added. Question 26 was adjusted in
an attempt to encourage participants not to select both of the two statements
included. In Question 27, ‘principles of teaching’” was added for the purpose of
clarification. Finally, a question relating to participants’ perception of the usefulness
of having native English speakers as Assistant Language Teachers was added in

recognition of the role they play in the teaching of English in Japan.

The final version of the questionnaire, consisting of 30 questions with a general
comment section provided at the end, was ready for distribution at the end of
February 2011 (see Appendix 3: General Questionnaire for Teachers of English in
Secondary Schools in Japan).

Also ready for distribution at that time were letters designed to accompany the
questionnaires (see Appendix 4: Letter to the Head of teacher of English department
and Letter to teachers of English). These letters outlined the overall aim of the

research and advised potential respondents that:

¢ their identities would not be revealed in the reporting of the research;



-90-

e even where they chose to reveal their identities and contact details at the
end of the questionnaire (in order to be considered for involvement in
other aspects of the research), only the researcher and her supervisors
would be privy to them; and

¢ if they chose to be involved in the survey, they were free to choose not to

answer some of the questions.

Finally, potential respondents were advised to contact the researcher, her
supervisors or the Human Research Ethics Committee office if they had any

questions or concerns regarding any part of the survey.

5.2.4 Distributing and collecting the questionnaires

Initially, it was decided to contact as many of these schools as possible in June 2011
through generally available school email addresses. However, on March 11th, a
magnitude 9.0 earthquake occurred off the north-east coast of Japan, followed by
major tsunami*®. Approximately 19,000 people were killed or went missing and
almost 27,000 were seriously injured. Over one million buildings in a region
covering twenty Prefectures were destroyed or seriously damaged. In addition,
there was a series of nuclear accidents at Fukushima Daiichi Nuclear Power Plant.
Clearly, the questionnaire distribution would need to be delayed and would also
need to be confined to areas that had not been directly affected. A decision to go
ahead with more limited distribution of the questionnaires, and focusing on a
distribution network involving friends, colleagues and acquaintances, was made in
November 2011. At that time, four secondary schools (three lower secondary
schools and one upper secondary school) were contacted during a visit to Japan,
each with at least one English teacher personally known to the researcher, were
contacted by the researcher during a visit to Japan. Letters of introduction were
handed to the Head of the Department of English and to all of the English teachers
in these schools along with copies of the questionnaire (a total of twenty
questionnaires) and pre-paid reply envelopes. This sample of convenience was
supplemented later (January 2012) by random sampling in areas of Japan that had
not been directly affected by the earthquake and tsunami. At that time, a letter of

4 Official name: The Great East Japan Earthquake.
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introduction and one questionnaire were sent to each of approximately one fifth of
all lower and upper secondary schools (a total of 2,807 schools: 1,837 lower
secondary schools, 940 upper secondary schools and 30 unified secondary schools),
using the free online survey instrument called Survey Monkey™®. These secondary
schools were chosen because their emails addresses were publicly available on the

homepages of the schools themselves or on municipality office homepages.

At the end of March 2012°%, of the 2,807 teacher questionnaires distributed (ten by
hand and eighty-one via Survey Monkey), 94 completed questionnaires had been
returned — a response rate of 50% of hand delivered questionnaires and 3% of those

delivered via the Internet). At that point, it was decided to proceed with the analysis.

5.3  Outlining the questionnaire data

Of the ninety-four (94) questionnaire respondents, fifty-three (53/56.4%) answered
all thirty questions.

5.3.1 Personal information

Questions 1-4 asked respondents about their backgrounds. The responses are

summarised in Table 5.1 below.

% Survey Monkey:

(http://www.surveymonkey.com/?referID=sm_smc_google brand tp intl&k=survey monkey/[]{Ne
w_Zealand}&adid=20454011276&cmpid=eng:newzealand:google:brand:ps:rv&s pid=I1&s kid
=246693806&s cid=95438996&s agid=3183747356&s aid=20454011276&s ntwk=g&s adp=
1tl&s ace=&s plid=&gclid=CLa_880YlaSCFWZMpgodrXWHz: last visited 2 April 2012).

%1 The questionnaire-based survey period began in November 2011 and continued until the end of
March 2012. During that time, I visited Japan to distribute and collect some of the questionnaires
and to conduct classroom observations.
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Table 5.1: Background information about the respondents

No.
Categories Variables respondents | % of 94
4
Female 47 50%
Gender Male 46 48.9%
No response 1 1.06%
20-30 18 19.1%
31-40 35 37.2%
Age range 41-50 27 28.7%
51-60 13 13.8%
60+ 1 1.06%
First Japanese 94 100%
language Other than Japanese 0 0%
Bachelor s Flegree (English language/ English 69 73.4%
literature) in Japan
Bachelor’s degree (English language/ English
. 1 1.06%
literature) from overseas
Master ] degree (English language/ English 13 13.8%
literature) in Japan
Master’s degree (English language/ English
. 1 1.06%
literature) from overseas
Qualification | Bachelor’s degree (Education) in Japan 3 3.19%
Bachelor’s degree (Liberal Arts) in Japan 1 1.06%
Master’s degree (Law) in Japan 1 1.06%
Master’s degree (Applied Linguistics) from 1 1.06%
overseas
Enrollqd in Doctoral course in Japan (English 1 1.06%
Education)
Teaching certificate 1 1.06%
No response 2 2.12%

Of the 94 respondents to Question 4, 84 (81.3%) indicated that they had majored in
English. Of the 84 English majors who answered Question 4, 70 had an
undergraduate degree in English language or English literature (1 from overseas),

13 had a graduate degree in English language or English literature (1 from overseas).

5.3.2 Professional status

Questions 5-8 asked respondents about the professional status of participants. The

responses are summarised in 7able 5.2 below.
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Table 5.2: Professional status of the respondents

No.
Categories Variables respondents % of 93
93
Public Lower Secondary school 57 60.6%
Private Lower Secondary school 2 2.12%
Workplace Public Upper Secondary school 32 34%
Private Upper Secondary school 2 2.12%
No response 1 1.06%
2 hours 1 1.06%
4 hours 2 2.12%
8 hours 1 1.06%
9 hours 4 4.25%
10 hours 2 2.12%
11 hours 4 4.25%
12 hours 6 6.38%
13 hours 3 3.19%
14 hours 2 2.12%
Workload 15 hours 10 10.6%
(teaching 16 hours 15 15.9%
hours/ week) | 17 hours 7 7.44%
18 hours 11 11.7%
19 hours 6 6.38%
20 hours 7 7.44%
21 hours 6 6.38%
23 hours 2 2.12%
24 hours 1 1.06%
25 hours 1 1.06%
No response/ not clear what Question 3 3.19%
meant
1 level only 16 17.02%
2 levels 25 26.59%
3 levels 28 29.78%
4 levels 8 8.51%
Levels taught | 5 levels 8 8.51%
6 levels 2 2.12%
7 levels 1 1.06%
8 levels 1 1.06%
No response 5 26.59%
o
Responsibility I‘\{IZS gg 3609.;5&

The number of hours taught per week on average is indicated in Figure 5.1.
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Figure 5.1: The number of hours taught per week on average

Question 8§ asked participants to indicate whether they had any additional/ specific
responsibilities (over and above teaching). Of the 65 (69.1%) respondents who
indicated that they had some type of additional/ specific responsibilities within their
schools, 64 listed the type of responsibility involved, the most common being head
of the English department (55 responses) and/or the head of year (10 responses) or

assistant head of year (1 response).

Of the respondents to Question 8, twelve indicated that they had two extra
responsibilities/duties, with five indicating that they had three, and one indicating

that they had four or more.

5.3.3 Attitudes towards the teaching of English in primary schools

Questions 9 and 10 sought to elicit participants’ views on whether students at the
primary level in Japanese schools should learn English. Of the ninety-two who
responded, twenty nine indicated that they believed they should not, with the vast
majority (65), that is, 70% of the total cohort, indicating that they believed that they
should.

Question 10 asked participants which year they believed would be most appropriate
for the introduction of English in primary students. The responses are indicated in

Figure 5.2 below.



-95-

35
30

29
25
25
19
20
15 T 1T
10 - 8
. 2
A-inl.
0 n T - T T T T T

Yearl VYear2 VYear3 Year4 Year5 Year6 No need

Figure 5.2: In which year should English be introduced?

Among the comments (translated from Japanese) were the following:

Not only sounds but also letters should be introduced.

English should be taught by professional English language teachers not by

homeroom teachers.

Pupils can enjoy games and singing without feeling embarrassed before

they get older.

Priority should be given to acquisition of first language at primary level.

5.3.4 Knowledge of, and degree of satisfaction with, Japanese English

education policies in relation to secondary schools

Questions 11-18 asked respondents about Japanese English education policies at

secondary school level. The responses are summarised in Table 5.3 below.
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No.
Categories Variables respondents | % of 94
%4
Yes 80 85.1%
Consulted on the most No 7 7.4%
recent national curriculum? | Don’t know 5 13.24%
No response 2 2.12%
Received documentation Yes 60 63.8%
from MEXT® relating to No 13 13.8%
the most recent Don’t know 21 22.34%
curriculum?
Not at all familiar 14 14.89%
1 11 11.7%
Degree of familiarity with | 2 19 20.21%
local policy on the teaching | 3 32 34.04%
of English 4 14 14.89%
Extremely familiar 5 3 3.19%
No response 1 1.06%
. . Yes 41 43.6%
Received documentation
on local policy? Mo 24 25.53%
Don’t know 29 30.85%
Yes 80 85.1%
Consulted on school No 12 12.76%
policy? Don’t know 1 1.06%
No response 1 1.06%
Not at all satisfied 0 4 4.25%
1 4 4.25%
Degree of satisfaction with | 2 19 20.21%
the contents of the most 3 39 41.48%
recent curriculum 4 25 26.59%
Extremely satisfied 5 0 0%
No response 3 3.19%

Respondents were then asked (Question 17) to rate their degree of satisfaction with
the way in which the most recent national curriculum for English was working
nationally, locally and their school. Responses were on 5-point scale (with 0 = not
all satisfied and 5 = extremely satisfied). The responses are indicated in Table 5.4
below, with the comments made being included in Appendix 5: Comments made by

questionnaire respondents).

52 MEXT = Ministry of Education, Sports, Culture, and Technology
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Table 5.4: Degree of satisfaction with the implementation of the most recent national curriculum

for English at national, local and school levels.

Not at all Extremely No

Categories | satisfied 1 2 3 4 satisfied
0 5 response

Nationally 2 3 25 51 7 0 6
In their 4 3 24 49 9 0 5
region
In their 4 4 2 46 11 0 4
school 5

Question 18 asked the participants whether students would benefit from having

more hours of English tuition each week. Six (6) did not respond. Of the remainder,

seventy-four (74/84%) indicated they did, and fourteen (14/16%) that they did not.

The comments made in connection with this question are included in Appendix 5.

5.3.5 Philosophy, approach, methodology, textbook use and course content

Question 19 asked participants about their methodological preferences. They were

asked to tick one or more of the following: grammar-translation; structural;

functional; self-access; communicative; task-based; topic-based; I don’t know, and

other (please specify). There were 94 responses and 307 entries (see Figure 5.3).

Figure 5.3: Methodological preferences

The specifications provided by those (six) who selected ‘Other’ were:

e TOSS%:-type English conversation in situational settings.

53 This refers to a particular Japanese company which provides samples of situationalized

conversations.
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e Depends on materials. Don’t need to place a disproportionate emphasis on
one particular type.

e Should focus on actual conditions of students.

e International/ Cross-cultural understandings.

e Use all of them depending on the circumstances.

e English etymological understanding, extensive reading, rapid reading,

speed listening, guessing while reading.

Two comments were provided. One was that teaching preferences were determined
by entrance-exam preparation. The other was that it takes time, but is necessary, at
the secondary school where the respondent works to review the English taught at

lower secondary level.

Respondents who ticked ‘communicative’ in Question 19 were asked to list what
they believed to be the three most important characteristics of a communicative
approach (Question 20). There were 56 responses and a total of 155 entries. The
responses have been grouped into three categories, the first appearing to be
genuinely definitional of communicative language teaching; the second appearing
to be relevant but not necessarily definitional; and the third appearing to be equally
relevant (or otherwise) to other approaches and/or constituting an observation rather

than a characteristic (see Table 5.5).
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Table 5.5: Most important characteristics of communicative language teaching (respondents)

Number
Response of
entries
Involves realistic/ authentic situations 10
Involves problem solving/ information gap activities 10
Involves group work and pair work 9
Student-centred/ individualised

Involves an interactive approach

Conveying/ expressing one’s thoughts, meaning or information

There should be some sort of purpose for communicating/ doing activities
Task-based activities should be involved

Involves realistic tasks in authentic situations

Involves communication/ communicating with people

=N |W Q|0 (O

[\e)
W

Speaking should be included

Interesting/ motivating/ being fun

Involves using the target language in the classroom
Phonology should be emphasised

Involves role play

Relaxed/ positive atmosphere

Confidence-building

Speaking and listening should be emphasised

=IN[WIW K[

There should be lots of repetition

Sentence structures/ grammar should be involved

Errors should not be permitted

Aural/Oral approach

There should be very little emphasis on grammar

All four skills should be included

Functions should be included

Sharing

Being tolerant

Eye-contact

Using gestures and attitude

Making time

New things should be included.

Mainly used in private English conversation schools as opposed to in regular
schools

Decent knowledge and competence required to instruct in this way 1
TOSS-type® English Conversation 1

el el Ll el el e R R Rl el e LS A S

Question 21 asked participants to select (from a list) those areas of English teaching
they felt they needed to know more about. There were 94 responses and 353 entries.

The responses are summarised in 7able 5.6.

% TOSS (Teacher's Organization of Skill Sharing) established by a private organisation and
suggest TOSS-type English conversation which lesson involves 3 parts (vocabulary, dialogue and
activity). http://www.geocities.jp/tacwaab724/ toss_contents /eigokihon2.html
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Table 5.6: In-service training priorities

Entry Number of entries
Teaching the 4 skills in an integrated way 62
Teaching vocabulary 38
Teaching writing 35
Methodology generally 34
Teaching speaking 31
Classroom management 30
Teaching reading 26
Teaching pronunciation 20
Learning outcomes 20
Teaching listening 19
Teaching grammar 14
Textbook/ materials recommendations 11
Assessment 6

Others

Development of linguistics competence of infancy to |
preschool-aged childhood
Skills of motivating students (not a theory but a practice) 1
Syllabus or unit planning based on the 4 skills in an |
integrated way
Countermeasure for forgetting 1
Oral introduction, teacher talk 1
Cross- cultural understanding/ feelings of communicating 1
Academic development 1

Two respondents added comments in connection with Question 21. One urges that
pupils acquire verbal aptitude in Japanese at elementary education before they are
taught English as the pupils who have inadequate communicative abilities in their
first language are not able to develop them in other languages. The other notes that
the level of difficulty in reading is far in excess of that in speaking, listening and

writing and note that this inverts the normal sequence of acquisition.

Question 22 asked participants how they decided what to teach in their English
classes. They could select one or more of a number of categories. There were 93

responses and 242 entries (see Table 5.7).
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Table 5.7: Reasons for decisions about what to teach in English classes

Entry Number of entries

Following a textbook 63
Teaching according to the school curriculum 55
Teaching things students express an interest in learning 46
Teaching according to the Course of Study for Foreign 42
Language

Teaching whatever I think will be useful 33
No response 1

Others

According to status of learning achievements of students 1
According to actual conditions of students 1
According to nationalities of assistant language teachers 1
According to advice given by assistant language teachers 1
According to a city policy on English teaching 1

Questions 23-25 related to textbook use. Respondents were first asked whether they
used textbooks. Of the 94 participants who responded to this question, al/l (100%)
indicated that they did. Participants were then asked to name the textbooks they
used. There were 81 responses and the number of different textbook series listed
was 78. What was revealed here was the fact that a very wide range of textbooks is
currently in use for different grades in different schools, all of them being produced
in Japan. A list giving the extent of use of different textbooks as indicated by

respondents is attached (see Appendix 6: Extent of use of different textbooks).

Question 25 asked respondents whether they liked the textbooks they used.
Responses were on 5-point scare (with 0 = [ hate it/them and 5 =I like it/them very
much). The responses are summarised below (see Table 5.8). For comments relating

to Question 25, see Appendix 5).

Table 5.8: Extent to which textbooks used are liked

. Number of
Categories
Responses
I hate it/ them 0 3
1 0
2 10
3 34
4 35
I like it/ them very much 5 12

Comments relating to textbooks are included in Appendix 5.

Question 26 asked participants to tick one box to indicate which of the following

statements best described their philosophy about language teaching:
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o [ believe the students learn best when they have lot of fun.

o [ believe the students learn best when lessons are serious.

The number of responses to this question was ninety, of which 55 (58.5% of all
participants) selected the first statement and 35 (37.2%) selected the second.

Comments relating to this question are included in Appendix 5.

Question 27 asked participants to tick one box to indicate which of the following
statements best described their approach (principles of teaching) to teaching

English:

o [ believe it is important to teach systematically, introducing new language
gradually and in a controlled way.
o [ believe that the order in which new language is introduced doesn t matter

so long as the materials used are interesting.

The number of responses to this question was 90 (95.74% of all participants). Of
these, 78 (82.97%) selected the first statement and 12 (12.76% of all participants)
selected the second (see Figure 5.4).

No response,
4

Materials
usedare b———

interesting,
12

Teach

systematically,

78

Figure 5.4: Importance of controlled and systematic introduction of new language

For comments made relating to Question 27 are outlined, see Appendix 5.



-103-

5.3.6 Views about having native speakers as assistant language teachers

Question 28 asked participants whether they ever had native speakers as Assistant
Language Teachers (sent by the Japan Exchange and Teaching Programme (JET
programme)). Seventy-nine (79/84.04%) indicated that they had. Participants were
then asked how useful, in terms of their students’ overall language development,
they believed these assistant teachers to be. Responses were on 5-point scare (with
0 = not useful and 5 = very useful). Responses are summarised below (see Figure
5.5).

35
30 27 29
25
20 15 15
15
10 5
—
0 T T T T T T
Not at all 1 2 3 4 Very  Never had
useful 0 useful 5 an ALT
from the
JET before

Figure 5.5: How useful are JET assistance teachers in terms of students’ language development?

For comments relating to Question 28, see Appendix 5.

5.3.7 Self-assessment of own language ability

Respondents were asked (Question 29) to rate their own language ability in English
in four skill areas (reading, writing, listening, speaking) and overall. The scale to
be applied was the IELTS 9-point scale. Responses are summarised below (see
Figures 5.6 and 5.7).
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Figure 5.6: Self-assessed overall language proficiency
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Figure 5.7: Self-assessed proficiency in four skill areas

Table 5.9 gives the actual numbers in each of the three highest bands (5-7) for

reading, writing, listening and speaking.

Table 5.9: Proficiency Self-assessment—Numbers in three IELTS proficiency bands (5, 6 and 7) in

relation to skill areas

Level 5 Level 6 Level 7
Reading 19 (20.02%) 31(32.97%) 18 (19.14%)
Writing 26 (27.65%) 27 (28.72%) 17 (18.08%)
Listening 28 (29.78%) 31(32.97%) 12 (12.76%)
Speaking 31(32.97%) 26 (27.65%) 12 (12.76%)
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5.3.8 Opinions about ways of improving the teaching of English at own school

Question 30 asked participants whether there were any ways in which they believed
the teaching of English at their own school could be improved. Twenty-seven (27)
participants did not respond to this question. The remaining 67 responses have been

classified into two groups as follows (see Table 5.10)>

Table 5.10: Opinions about ways of improving the teaching of English at own school

Number
Categories of
Response

Dealing with English language directly--Improvement needed in:
Cross-cultural understanding 13
Communicative abilities 12
Speaking skills/ pronunciation 10
Expressiveness
English basics
Listening skills
Building a strong vocabulary
Writing skills
4 language skills integrated
Grammatical knowledge
Reading skills
English language proficiency overall
Attitude towards learning English
Consolidating the basic English learned at lower secondary school level
Improving the command of English that is learnt at upper secondary school level
generally

=N [n|N|oo|0
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Not dealing with English language directly--Improvement needed in:
Basic academic abilities
Preparation for university entrance examinations/ achievement tests/ English
proficiency tests
Motivation for learning generally
Japanese language (mother tongue) proficiency
Learning autonomy
Class discipline
Problem solving ability
Expanding the horizons of students though learning English
Ability to analyse, infer, plan, gather information, negotiate

— == = NN R B D

Finally, participants were asked to add any other comments they wished. Just over
three quarters chose not to do so. Apart from some comments that simply repeated
or rephrased observations made by the same participants at an earlier stage in the

questionnaire process, the comments related to:

e arequest that the survey findings be made available to teachers (x4) and/or

to MEXT (x1) and a hope that it might have some impact (x1)

% Note that in some cases two or more comments were made in a single entry.
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Example: Please do not keep your thesis to yourself. I am fed up with
university lecturers who force their own theories on schools.

the lack of consistency between the curriculum guidelines and university
entrance examinations (x 4)

Example: It is difficult to have the sort of broad view that MEXT suggests
when [ teach at upper secondary school where university entrance
examinations play an important role.

a general failure on the part of MEXT to take account of the need for
adequate and effective in-service training and support (x3), particularly in
view of the fact that there are few, if any, opportunities to learn how to teach
through the medium of the target language (x1);

a failure on the part of MEXT to take account of local circumstances and,
in particular, the contrast between those students who had access to
additional support and those who did not (x4);

the contrast between MEXT recommendations and the nature of the
textbooks that teachers are required to use (x1);

the difficulty involved in the change process (x2), particularly where
younger teachers might wish to teach differently from older ones and might
therefore be judged to be critical of their seniors (x1); and

Example: It is difficult for younger teachers to point out mistakes made by
older teachers.

the new version of the curriculum places a heavy burden on teachers (x3)

without actually changing much (x2).
Discussion

The cohort

Of the 94 participants in this survey (47 female; 46 male), all were speakers of

Japanese as a first language, the majority were aged between 31 and 50, and 81%

had majored in English. Fifty nine (63%) were teaching in lower secondary schools

and thirty four (36%) in upper secondary schools®®. All except four worked in the

public school system. They were drawn from a wide range of geographical areas.

Almost 70% reported having significant school-based responsibilities over and

% There was one non-response in this area.
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above teaching. However, the average hours of actual teaching reported does not
appear to be especially heavy until all the extra duties generally required of teachers
in Japan are taken into account. The majority of those who provided an assessment

1%, judged it to be somewhere between

of their own proficiency in English overal
bands 5 (27/31%), 6 (28/32.5%) and 7 (14/16%) on the IELTS proficiency scale®®.
This would seem, overall, to be a reasonably representative sample of teachers of

English in the secondary school system in Japan.

5.4.2 Attitudes towards the national curriculum

In terms of degree of satisfaction with the national curriculum, on a scale of 0-5
(with O indicating a total lack of satisfaction and 5 indicating total satisfaction),
none of the 91 who responded selected category 5, 27 (30%) selected one of the
three categories in the lower half of the scale, and a further 39 (43%) selected the
lowest category in the top half of the scale. So far as satisfaction with the
curriculum’s implementation at national, regional or own school level is concerned,
none selected category 5 (extremely satisfied) and very few selected category 4 (7,
9 and 11 respectively). In addition, when asked to indicate how they decided what

to teach, less than half (45%) indicated that they referred to the national curriculum.

While the majority of participants (70%) believed that English should be introduced
at primary school level, more than half (57%) believed either that it should not be
introduced at primary school level at all (29/31%) or that it should not be introduced
until Year 5 (25/26.5%), with many commenting on the need to focus on developing
students’ abilities in Japanese before introducing English. Furthermore, several
referred to the difficulties associated with (a) the need to review/revise the material
covered at primary school level while dealing with the material considered
appropriate at secondary school level, and (b) the need to accommodate learners
with varying degrees of aptitude, ability and access to out of school support.
Furthermore, of the eighty eight participants who responded to a question asking
whether there should be more hours of English at secondary school level, 84%

indicated that they believed that there should. What this appears to indicate is that

5 There is considerable evidence that suggests that language teachers tend to over-estimate their
proficiency (see, for example, Wang, 2008, p. 60).
% Band 5 is glossed as 'modest user', band 6 as 'competent user' and band 7 as 'good user'.
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the vast majority of those who took part in the survey believe that they cannot
achieve what is expected of them in the number of hours currently available for the
teaching of English in secondary schools. There were a number of indicators of
dissatisfaction with aspects of the national curriculum. The comments below are

indicative of this.

Lack of consideration of the actual conditions in which teachers operate:

The reality is far from the policy of MEXT.

It bothers me because policies are not concerned what really happens at
school level.
Real attention given only to students at competitive schools.

Differences between regions, therefore English education cannot be
conducted in the same way.

| think it is strange that there are no changes relating to teacher training or
personnel.

| am worried about the amount of tuition each week. Also, teachers should
focus on teaching according to the actual conditions of their own students
if they are genuinely going to foster students’ English abilities.

It is a burden when thinking of the actual condition at my school.

We need materials that are more appropriate for students.

The biggest challenge is the difficulty in running actual classes.

Teaching largely through the medium of English:

Teaching English through the target language’ is not understood well. Not
everyone is able to do this. Also, they should clearly specify what kind of
English Japanese should learn as a common language. They don’t need to
speak like native speakers.
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Personnel and environment are not ready for teaching English through the
target language. There is no training to conduct lessons in the target
language. We’re not ready for this yet.

There are some schools which conduct lessons in English, but there are
other schools that would fall apart if they had to do it.

Teaching English through the target language can be a problem at some
schools.

I am concerned about the emphasis on ‘teaching English through the target
language’ which doesn’t take account of the actual conditions of students.

Teaching English through the medium of English and entrance examinations:

We are faced with the dilemma of accommodating both communication
and entrance-exam English.

Teaching English through the target language, proposed in The Course of
Study does not accord with university entrance examinations. | doubt
whether these two activities can be compatible at real school level.

5.4.3 Approach and methodology

When asked about their methodological preferences and given an opportunity to
select as many as they wished from a list of nine possibilities (including ‘Other’),
only one fifth (19/20%) included ‘grammar translation’ (with one observing that
methodology was influenced by the nature of university entrance examinations),
with just under three quarters including ‘communicative’ (60/64%). Of those who
did include ‘communicative’, most (55) provided two or more of what they
considered to be the most important characteristics of a communicative approach.
While some of the items listed (approximately 13%) cannot be considered to be
characteristic of a communicative approach, most can (although some of these
could be said to be equally relevant other approaches). What this seems to indicate
is that a majority of questionnaire participants are willing to adopt a more
communicatively oriented approach and have some grasp (even if a very general
one) of what it entails. It does not necessarily follow from this, however, that they
have the skills or resources necessary to put a communicative approach into practice

in their classes (see Chapter 8). 1t is, therefore, interesting to note that, when asked
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to indicate areas which they felt they needed to know more about, while 66%
selected 'teaching the four skills in an integrated way', only 36% selected
'methodology generally', only 33% selected 'teaching speaking' and only 20%
selected 'teaching listening', all of which suggests that these teachers may believe
that they know more about CLT and its implementation than is indicated in the list

of characteristics of CLT that they supplied.

When asked to select one of two statements that best described their approach to
teaching English, the vast majority of respondents selected the one that emphasized
systematicity and control (83%) rather than the one that emphasized interesting
materials. °°-% Thus, although 43 (46%) selected ‘task-based’ as one of their
methodological preferences, it seems likely that a task-supported approach would

be generally preferred to a task-based one.

It appears that many of the teachers included in this survey are willing to change
their approach to the teaching of English, while nevertheless wishing to retain some
aspects of the more traditional approach that continues (see Chapter 2) to
characterize the teaching of English in Japan, including its overall emphasis on

control and systematicity.

5.4.4 Use of, and attitudes towards textbooks

All of the questionnaire participants indicated that they used textbooks and, when
asked how they decided what to teach in their classes (with the option of selecting
as many as they wished from five possibilities), 67% selected ‘following a
textbook’. When asked to indicate on a six point scale how they felt about the
textbooks they used (with 0 = I hate it/them and 5 = [ like it/them very much), only
13 (14%) selected the bottom three categories. Among the 19 comments relating to
this question, only 5 were critical of the textbooks approved by the Ministry of
Education. Furthermore, when asked which areas they felt they needed to know
more about, only 11 (12%) selected ‘textbooks/materials’. Perhaps because they are

Ministry-approved, very few of the survey participants appeared to consider that

% The statements were: [ believe that it is important to teach systematically, introducing new
language gradually and in a controlled way and I believe that the order in which new language is
introduced doesn t matter so long as the materials used are interesting.

0 However, five added comments indicating that they considered both to be important.



-111-

the nature of the textbooks made available to them might represent a barrier to the

implementation of the recommendations included in the national curriculum.

5.4.5 Attitudes towards teaching assistants who are native speakers of
English

The JET programme (Japan Exchange and Teaching Programme), which was first
introduced in 1978, aims to promote internationalisation by bringing college
graduates and native speakers of English to Japan, generally for one year. Most
(approximately 90%) are appointed as assistant language teachers (ALTs). As of
July 1, 2012, there were 4,360 JET programme participants in Japan (approximately
2,000 fewer than in 2002 when the programme was at its height). There has recently
been some criticism of the programme, mainly in relation to its cost and the fact
that there is little direct evidence that it has led to improvement in the English
language of Japanese students.®! In view of this, it seemed important attempt to
determine how useful Japanese teachers of English considered ALTs to be. Of the
ninety-four participants, 79 (84%) had experience of ALTs in their classrooms. Of
those who had, the vast majority considered them to be useful. However, a number
did point out that both their usefulness and their motivation varied from person to
person and several observed that effort on the part of Japanese teachers was needed
in order to capitalize fully on the opportunities provided by the presence of ALTs in
many language classrooms. What this suggests is that the selection of JET
programme candidates could usefully be reviewed, as could advice to Japanese
teachers concerning ways in which they could capitalize on the presence of JETs in
their classrooms. Abandoning the JET programme altogether would not be

consistent with Japanese teachers’ views and experiences.

55 A final comment

As indicated in Chapter 2, Fullan (1991, p. 70) has observed that approved
textbooks often take the place of the curriculum. A review of the responses and

comments of the ninety-four teachers of English in secondary schools in Japan who

61 See Is the Jet programme really necessary for Japan by Percival Constantine
(http:/lwww.japantoday.com/category/opinions/view/is-the-jet-program-really-necessary-for-
japan: last visited 6th August 2013)
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participated in this survey suggests that decisions about what to teach and how to
teach (see second research question) are largely determined by the Ministry
approved textbooks available to them. Thus, these textbooks appear to play a
mediating role between teachers and the national curriculum documentation and, in
this sense, do appear to take the place of the curriculum (which considerably fewer
than half of the respondents indicated that they consulted in deciding what to teach
in their classes). This suggests that the nature of the textbooks available to these
teachers is of critical importance. After all, as indicated in Chapter 2, textbooks can
not only give teachers ideas about what to teach and how to teach (Harmer, 1998 p.
117), but can also, at their best, help with innovation and support teachers through
periods of change (Hutchinson and Torres, 1994, p. 323). On the other hand, they
may also represent a barrier to change. Thus, although the national curriculum
signals movement towards a more communicatively oriented approach, research
conducted by Yamamori, Fujita, Takechi, Hata and Ito (2003), Ogura (2008) and
Nguyen and Ishitobi (2012) suggests that the textbooks that are available to these
teachers do not provide a useful guide to more communicatively oriented classroom
interaction (see Chapter 2). The overall generally positive attitude to Ministry-
approved textbooks expressed by these teachers may relate, in part, to the fact that
they have had no opportunity to use textbooks that are differently focused. Equally
significant, however, may be the fact that textbooks, whatever form they take, can

reduce a teacher’s work load (see Brewster and Ellis, 2002).

There is some unease among the questionnaire respondents about the most recent
version of the MEXT curriculum in relation, in particular, to the expectation that
English teachers should teach mainly through the medium of the target language.
Furthermore, many of these teachers perceived the curriculum as being a ‘one size
fits all’ type that takes little account of the different circumstances that impact on
teachers and students throughout the country, with a number of references to the
negative impact of university entrance examinations reinforcing the widely held
view (see, for example, Brown and Wada, 1998) that these examinations have a
significant backwash effect. Nevertheless, while it has frequently been argued that
the teaching of English in Japan remains grammar translation focused (see, for
example, Gorsuch, 2000, 2001; Sakui, 2004; Sato and Kleinsasser, 2004; Taguchi,

2005), only approximately one fifth of the respondents to this questionnaire selected
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grammar translation as one of their preferred approaches, with almost two thirds
selecting communicative. In fact, the majority seemed, in a general sense, to be
positive about the overall direction of the curriculum and seemed willing to change.
However, being willing to change is not the same thing as being able to do so. Even
so, it is relevant to note that this cohort of ninety four teachers took the time to add
well over 200 comments to their responses, something that would appear to indicate
a desire to be heard and a general willingness to contribute to understanding and

debate about the teaching of English in Japan
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Chapter 6

Teachers of English in secondary schools in Japan reflect on their

pre-service and in-service training

6.1 Introduction

This chapter is concerned largely with the third research question that underpins
this research project, a question that relates to language teacher training and
attitudes towards it. In response to the questionnaire-based survey reported in
Chapter 5, 69 of the 94 (73%) who responded to a question relating to qualifications
indicated that they had a Bachelor's degree in English language and/or literature.
While it may be that some, or even all of the Bachelor's degree qualifications held
by the participants included some component relating to the teaching of English, it
is unlikely that this would have been extensive. However, when asked to list any
other qualifications they had, only 3 made reference to a qualification that seems
likely to have had a focus on the teaching of English: a Bachelor's degree in
Education in one case, a Master's degree in applied linguistics in another, and a
Teaching Certificate in the third case. It therefore seemed important to follow by
conducting a further questionnaire-based survey that focused specifically on
training in this area, particularly as it seemed likely that most of the respondents
had, for whatever reason, simply omitted to refer to the fact that they had a
Certificate in secondary school teaching (a requirement for teaching in state
secondary schools in Japan). | report here on a questionnaire-based survey of a
sample of teachers in secondary schools in Japan relating to their experiences of
pre-service and in-service training in the teaching of English and two follow-up
interviews which were more wide ranging. | begin by providing background
information about the questionnaire and the questionnaire participants (6.2). This is
followed by an outline of the questionnaire data (6.3) and a discussion of that data
(6.4). Next, there is background information about the interviews and the
participants in these interviews (6.5), followed by an outline and discussion of the
interview data (6.6 and 6.7). The chapter ends with some concluding comments

(6.8). Where my translations are included, they are in italic print.
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6.2  Background to the questionnaire-based survey and the participants

6.2.1 Aims of the questionnaire-based survey

The overall aim of this part of the research project was to explore aspects of the
training in English teaching (if any) that the participants had had and their views of

that training.

6.2.2 ldentifying the target group to be surveyed

All of those who participated in the general survey reported in Chapter 5 were asked,
at the end of that survey, whether they were interested in taking part in further
aspects of the research project. Those who responded positively were contacted and
asked to complete a questionnaire and semi-structured interview relating to pre-
service and in-service training. Added to the six who indicated their agreement at
that point were three other teachers known to the researcher who had not completed

the questionnaire.

6.2.3 Developing, piloting and revising the draft questionnaire

The draft questionnaire relating to training in the teaching of English. It consisted
of forty (40) questions, some of which were divided into question components (56
questions including all question components). The questionnaire was divided into
three parts (Part 1: Qualifications and experience Part 2: Aspects of participants’
training to be a teacher of English; and Part 3: Personal information). Because it
seemed unlikely that any really useful information about teacher training could be
collected without detailed questioning, this questionnaire is considerably more
detailed than the first one and, therefore, places considerably more demands on

participants.

After receiving approval from members of the appropriate Human Research Ethics
Committee (see Chapter 5), | asked two of my former colleagues, both full-time
teachers of English at a private upper secondary school in Japan, to trial the draft
questionnaire, paying particular attention to the length of time it took them to
complete it and the wording of the questions. Their responses indicated that there
was a need to clarify some of the questions (see Table 6.1). Although the

questionnaire was distributed in Japanese, it was translated into English for



-116-

reporting and ethical approval purposes and the changes outlined below are reported

in English.

Table 6.1: Changes to the questionnaire following trialling

Question

Original

1.2

What teaching qualification do
you have? Please check M the
appropriate box and/ or provide
details below.

I am a trained secondary school
teacher.

I have a degree that includes
teacher training.

I have a specific qualification in
teaching English.

1.3 (b)

If you answered YES, what sort
of in-service training/ seminars
have you had?

227

Were you asked to pay attention
to different things (e.g. setting
up tasks, introducing new
language) each time you
taught?

Question

Modified

1.2

What teaching qualification do
you have? Please check M the
appropriate box and/ or provide
details below.

I have a teacher s certificate
(secondary school level).

Others:

I have a degree that includes
teacher training.

I have a specific qualification in
teaching English.

1.3.2

1.3.3.

1.3.4

If YES, approximately how
many in-service training/
seminars have you attended?
times

If YES, did you find the in-
service training/ seminars
useful?

Yes O No o
If YES, list the main topics of up
to 5 seminars that you found
useful.

2.11

Were you asked to pay attention
to different thing (e.g. setting up
activities/ exercises, introducing
new language) each time you
taught?

The final version of the questionnaire, consisting of 57 questions (including all

question components) divided into 3 parts with a comment section provided at the

end of Part 2, was ready for distribution at the end of February 2011 (see Appendix

7: Teacher Training Questionnaire for Teachers of English in Secondary Schools in

Japan). Also ready for distribution at that time were letters designed to accompany

the questionnaires (see Appendix 8: Letter to teachers of English). These letters

outlined the overall aim of the research and advised potential respondents that:

their identities would not be revealed in the reporting of the research;

only the researcher and her supervisors would be privy to their contact

details; and
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e if they chose to be involved in the survey, they were free to choose not

to answer some of the questions.

Finally, potential respondents were advised to contact the researcher, her
supervisors or members of the Human Research Ethics Committee (Faculty of Arts
and Social Sciences, University of Waikato) if they had any questions or concerns

regarding any part of the survey.

6.2.4 Distribution and collection of the questionnaires

Six of those who participated in the general questionnaire-based survey reported in
Chapter 4 agreed to participate in this survey, as did three others (personally known

to the researcher) who had not taken part in the earlier survey.

6.3  Outlining the questionnaire data

Because there were only nine participants in this questionnaire-based survey, | gave
each a letter (from A-I) and related the responses to these letters to allow for ease
of cross-classification.

6.3.1 Personal and professional information

Five of the questionnaire participants were male, 4 female. Six were aged between
30 and 39, one between 40 and 49, and two between 50 and 59. Three (A, B and
C) had less than 10 years’ teaching experience (7 years in one case and 8 in the
other two), three (D, E and F) had between 10 and 20 years’ teaching experience
(11 years in each case), and three (G, H and I) had over twenty years of teaching
experience (21, 24 and 28 years respectively). Three had never studied abroad in an
English-medium context. Four had done so (for periods of more than three years
(x1), more than one year (x1) and less than six months (x3)). One did not respond
to this question. Six had significant school-related duties in addition to teaching,
including 4 who were acting as Head of the English department of their school (and
might, therefore, be expected to have a high level of expertise in the area). All
taught for between 16 and 26 hours each week. Their teaching qualifications are
outlined in 7able 6.2 below and their scores in a range of English language

proficiency tests (which vary considerably) are recorded in 7able 6.3 below.
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Table 6.2: Respondents’ qualifications

A|/B|C|D|E|F |G| H|I
Teacher’s certificate for secondary school level VIVIVI VIV IV IVI]VY
A degree that includes teacher training v |V v vV
TESOL v
Degree in English v viviivi|v |V v
Table 6.3: Respondents’ proficiency test scores
A|/B|C|/D|E|F|G|H|I
Grade Pre-1 v v
62
STEP EIKEN Grade 2 7 ARG
820 scores v
800 scores v
750 scores v
63
TOEIC 730 scores v
590 scores v
more than 500 scores v
TOEFLS5 192 scores on TOEFL CBT v
IELTS® 6.5 (Overall) v

6.3.2 Pre-service and in-service training experiences

Participants were asked about any in-service training seminars they had attended

after they began teaching English. The responses are summarized in 7able 6.4 below.

62 The Society for Testing English Proficiency (STEP) is Japan’s largest testing body. In
cooperation with the Japanese Ministry of Education. ut established the EIKEN Test in Practical
English Proficiency which has 7 grades which are associated with the CEFR. Thus, for example,
Grade 3 (which is said to be equivalent to A1 of CEFR) is the benchmark for lower secondary
school graduates, Grade 2 or Pre- 2 (which are said to be equivalent to B1 and A2 of CEFR
respectively) are benchmarks for upper secondary school graduates, and Grade Pre-1 (which is
said to be equivalent to B2 of CEFR) is the benchmark for English instructors (see
http://stepeiken.org/ last retrieved on April 15, 2012).

8 The TOEIC test (Test of English for International Communication) was conceived in Japan and
created by the Educational Testing Service (ETS). A 730 score in TOEIC is a MEXT benchmark
for English instructors.

64 A 213 score in the TOEFL CBT (computer-based test, which ceased to be available in Japan in
2006), is said to be equivalent to TOEFL iBT 79-80, was a MEXT benchmark for English
instructors.

85 A 6.5 IELTS score lies roughly between the B2 and C1 levels of the Common European
Framework of Reference for Languages.


http://en.wikipedia.org/wiki/Common_European_Framework_of_Reference_for_Languages
http://en.wikipedia.org/wiki/Common_European_Framework_of_Reference_for_Languages
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Table 6.4: Experiences of in-service training

A|/B|C|D|E|F|G|H|I

Attendfrd Yes vivivi|iviv|iv|iv]|iv]|v
1n-service

training

. No
seminar/s?

1 time v

5 times v

7 times v

10 times v

How many 15 times v

times? -
20 times v

50 times v

100 times v

Do not remember exact numbers v

Found it/ Yes Vi ivi iviv v | v iv|v|Vv

them
useful? No

Classified by organization and/or those who attended

Seminar organised by The Institute for Research v
in Language Teaching

Seminar organised by ELEC (The English
Language Education Council, Inc.)

Seminar organised by MEXT, municipality, city, v v
etc

Workshop held by a foreign language university v

Workshop organised by TOSS v

Workshop organised by ‘English Expert v
seminar’ &’

Workshop organised by ICC 8 v

Workshop held by Akita International University v

Workshop held by a university when renewing v
teaching licence.

Workshop organised by Regional Education v
Topics® | Research Institute

respondent | Workshop organised by Municipality local v
s found board of education

useful? Workshop organised by Municipality learning v
centre

Conference: Japan Society of English Language v v
Education

Conference: The Japan Association for the Study v
of Teaching to Children

Conference on Japanese elementary school v
English education

A national convention on action research v

Study group organised by teachers in local area v

Classified by topic

About methodology V|V

About introducing texts v

About up skilling v

Observing other teachers v v

About upgrading English instruction v

% Although asked about topics, most responses related to organizations or attendees.

87 This is run by a private company to provide a place to exchange information about seminars and
English education: http://www.g-education.com/tatu-semi.html

8 This is run by a private company to provide various seminars to English language teachers:
http://www.icconsul.com/index.html
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Participants were asked which of a number of areas had been included in any pre-
service and in-service courses/seminars they had attended, the two types of course
being combined because my particular interest here was in what information and
advice had been made available, overall, to participants. The responses are
summarized in 7able 6.5 below. The information in these Tables should be regarded
as indicative only: it cannot be assumed that participants' memories of the content

of these courses are accurate®®.

Table 6.5: Areas included in pre- and in-service courses/seminars

A B C D E F G H I
P
o i | PIT|PIT|PIT|PIT|PIT|PIT|PIT|PII
How students learn vivlviy v iy v vi|v
foreign languages
Curriculum z_md v v v v v Viviviviviv]v vViv
syllabus design
Teaching v iV viv]|v Viviviviviviviv|iviv
methodologies
Designing English viviviv]iv viviviviviv|iviv]iviv
teaching materials
Linguistics (analysing v iy v v v vi|v v
English)
Cross-cultqral v iy v viv v|v
understanding
Literature iV v 1Y 4
Developing your own vivlviy v v vViv viv
English proficiency
Classroom management | v/ | v viviv viv viv v v
Dealing with students
who need special v
support

There were a number of questions relating to classroom observation. Participants
were asked whether they had observed English lessons taught by other people
during their pre-service training or as part of any in-service seminars/courses they
had attended. If they responded in the affirmative, they were asked to answer some

further questions. Their responses are summarized in 7able 6.6 below.

8 A study of the actual content of pre-service and in-service training courses was not included as
part of this research project.

70 ‘P> stands for pre-service course

L <]’ stands for in-service course
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Table 6.6: Experience of classroom observation

A

B

C

D

F

P

1

P

1

P

|

P

|

P

|

Included observing
English lessons
taught by other
people?

Teachers
in local
schools

My
course
tutor/s

Who
taught
these
lessons?

Teachers
in local
schools
and my
course
tutor/s

Other
trainees

Students

Were you
encouraged to pay
attention to certain
things in the lessons
you observed?

Did your tutor/s
discuss the lessons
you observed with
you afterwards?

Participants were also asked whether any pre- or in-service training they had
participated in had included a component in which they taught real students and in
which their teaching was assessed (an assessed practicum). If they responded in the

affirmative, they were asked to answer a series of subsidiary questions.

responses are summarized in 7able 6.7 below.
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Table 6.7: Pre or in-service courses: Teaching practicum component

A B C D E F G H 1

PIPIPIPIPIPIPIPIPEI

Included an assessed

English teaching practice v Vivi|vivi]Y VivIviv|viv|Y No
component

Did you teach a whole v v vivly vivlivisls v
class?

Was the cla_ssteacherm v il vivlivivlivisly
the room with you?

Was your course tutor in vivliviy vivliviy v
the room with you?

Did you decide what to v sl vivliviy

teach?

Did the class teacher

decide what you should 4 v
teach?

Did your training course
tutor decide what you
should teach?

Were you given feedback v vivlv v Viviviv|iviv NR
on your teaching?

If you were | The class v v v Viviviv]v

given teacher

feedback Other v vy v vViv|v

on your teachers

teaching, The v iy

who gave students

the Your course

feedback? tutor YT 4 T !

Was your teaching graded

as part of the overall 4 vVivi|v v viv 4 NR
assessment for the course?

If your As a mark v v v

teaching As part of a

was graded, | report that

how did identified vl vivliviy

you receive | strengths
the grade? and
weaknesses

Participants were asked whether they had observed English lessons taught by other
people in pre- or in-service courses. If they answered in the affirmative, they were
asked to answer some further questions. A summary of the responses is included in

Table 6.7.

Participants were also asked a series of questions about other aspects of the content
of pre- and in-service courses/ seminars they had attended and about their after-

course experiences. The responses are summarized in 7able 6.8 below.
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Table 6.8: Pre- or in-service courses: Content

A|/B|C|/D|E|F|G|H|I

The instructors on their course ever demonstrate how to
teach certain things by actually teaching these thingstoa | v | v | ¥V VIiviIivI v |VY
class of real students and allowing you to observe.

Advice about coping with classes that include learners v v v v
with different levels of proficiency.

Adv1f:e about makmg sure that you were responsive to v vivivivley
the different learning styles of your students.

Advice about correcting learner errors. VIiVIVIVI|IVI|IVI|IV |V

Advice about concept checking, that is, about making
sure that learners understood the meaning of new
language.

AN
<
<
AN
<
<
AN
AN

Adpvice about the different parts of a language lesson and
what order to introduce them.

Adpvice about setting up and timing activities.

Asked to pay attention to different things each time they
taught.

ANERNEENEEN

Advice about pace in the language classes.

EENERNEENERN
EENERNEENERN
SSIANERNEENERN
SSIANERNE ENERN

Included a component whose aim was to further develop
own language proficiency.

Being provided with some useful classroom language
and given advice how to introduce it and use it.

AN
\
AN
\
<
AN

Included a component whose aim was to help you to
analyse English in terms of meaning and form.

AN
\
AN
\
<\

Advice about how to teach the relationship between full
forms and contracted forms.

AN
<

Introduced to ways of teaching the difference in meaning
between the past simple and the past continuous.

\
<
AN

Advice about classroom management.

Advice about adapting tasks to suit learners with
different levels of proficiency.

Advice about assessment and test design.

Advice about teaching pronunciation.

Advice about teaching reading and writing.

ANENENENERNEENERN
ANENENAN
ANENENAN
ANENENENERNEENERN
ANENENENERNEENARN
ANENENAN

Advice about teaching four skills in an integrated way.

Advice about selecting textbooks.

(\
\
(\

Advice about evaluating textbooks.

Advice about using textbooks.

NEANAN
(\
<\
\

Advice about how to teach the meaning of functions.

Advice about how to teach the meaning of new words
and phrases when students encounter them for the first v v |V
time.

Arrangements were made for the instructors on their
courses to see how they were getting on in their teaching | v/ 4 4
after they had been teaching for a period of time.

HaVir}g ﬁnish;d the course, they felt confident about v vivivivivlve
teaching English.

Did anything cause problems in their teaching that was
not included in their courses and they wish had been V|V ViIivI|v|Y
included.

Finally, participants were invited to comment on any aspect/s of their training
experiences. Seven (7) of the 9 participants did so. Their comments are included

below:
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I wish evaluation, including testing, was covered more extensively in pre-
service training courses. Teachers take the initiative and attend in-service
training/ seminars but when teachers of English are forced to take English
proficiency tests, I wish all of the expenses of the tests were covered.

Iwant to get to know more ready to use language and I also want to broaden
my knowledge of language use. I also want to get to know how to approach
the next fiscal year.

Some students are considered to lack the ability to use English after
graduating from lower secondary schools. I have been frustrated for a few
vears in terms of working out what types of abilities such students are
expected to acquire through learning English.

1 think seminars or training should be held at my own place at work, not at
other places.

At the pre-service teaching course I attended at a university, there were
many lecturers who lectured about things that did not relate to English
education rather than focusing on teaching. I think what is needed in
tertiary institutions is a more practical approach. What [ learned at
university cannot be applied directly to my teaching now. There are various
seminars but they tend not to take account of the work pressures teachers
experience. I think the time has come to review the systems of municipal and
city local boards of education.

The burden of hosting trainee students undergoing a practicum in pre-
service courses at local schools is a heavy one and has become a real issue.
Even so, the practicum meets their immediate needs. In-service training
should be held at regular intervals.

1t is difficult to learn everything about teaching in pre-service and in-service
training courses. I guess teachers are able to develop effective methodology
by on an ongoing basis through repeated experience of actual lessons. |
think of the teaching practicum during pre-service training as a first step
towards engaging with students. I can learn things every day, so my job is

to keep being on the lookout for improvement.
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What these comments, overall, appear to indicate is that at least six of the nine
participants have concerns about issues relating to training and/or expectations
relating to student performance. They certainly do not indicate that these teachers

are complacent.
6.4  Discussion of questionnaire data

6.4.1 The cohort

Nine teachers of English responded to this questionnaire-based survey. In terms of
age and years of teaching experience, they would appear to constitute a fairly
representative sample. However, in that four had studied abroad through the
medium of English for periods of more than three years and four were Heads of
English Departments at the time of the survey, this group may be less representative
than appears to be the case at first sight. Even so, translation of their various
proficiency test scores into common reference levels' indicates that four of them
are at approximately B1 level (Threshold), four at approximately B2 level (Vantage),
and one somewhere between B1 and B2. Thus, in spite of study abroad experiences,
none of them have proficiency test scores in the C range (Effective Operational

Proficiency; Mastery).

6.4.2 Pre-service and in-service training

All of the participants have had some form of pre-service training relating to the
teaching of English. However, their attendance at in-service development activities
of various kinds, which all of them found to be useful, varies considerably, from

once to approximately 100 times.

2 For an outline of the common reference levels, see Council of Europe (2001). There are six
levels, from A1 (Breakthrough), through A2 (Waystage), B1 (Threshold), B2 (Vantage), C1
(Effective Operational Proficiency) to C2 (Mastery). The global scale descriptors for B1 and B2
are:

B1: Can understand the main points of clear standard input on familiar matters regularly
encountered in work, school, leisure, etc. Can deal with most situations likely to arise whilst
travelling in an area where the language is spoken. Can produce simple connected text on topics
which are familiar or of personal interest. Can describe experiences and events, dreams, hopes and
ambitions and briefly give reasons and explanations for opinions and plans.

B2: Can understand the main ideas of complex text on both concrete and abstract topics, including
technical discussions in his/her field of specialisation. Can interact with a degree of fluency and
spontaneity that makes regular interaction with native speakers quite possible without strain for
either party. Can produce clear, detailed text on a wide range of subjects and explain a viewpoint
on a topical issue giving the advantages and disadvantages of various options.
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In terms of participant recall, the pre-service courses they attended appear to have
been characterized by some glaring omissions. Thus, the number claiming that their
pre-service courses provided no information/advice in certain areas is indicated

below:

e no advice on dealing with students needing special support (9);

e no information about how students learn foreign languages (5—C; D; F; G;
H);

e no information/ advice about analyzing English (4-B; C; F; G);

e no proficiency development component (4—C; D; F; H);

¢ no information/ advice about classroom management (4-B; F; H; I)

e no information about teaching methodologies (1-B); and

e no information about designing English teaching materials (1-D).

This suggests that pre-service training courses in Japan which are intended for
trainee teachers of English may be very different in terms of content and coverage.”
In view of the fact that the list of possible content with which participants were
provided included only a few of the areas that might be expected to be included, the
differences among courses may be even greater than the data here suggests. This is
confirmed by responses to a series of further questions that asked about the more
specific content of pre-service courses and in-service training combined. Most of
these questions were very general, two were very specific. The more specific ones
were intended to be representative of the type of things covered in particular areas
of training courses. Thus, for example, if a participant indicated that they had been
given advice about analysing English in terms of meaning and form but indicated
that they had not been given advice about teaching the relationship between full and
contracted forms and/ or teaching the difference in meaning between past simple
and past continuous, as was the case with C, D, and G, this might be an indication
that this course component was not fully oriented towards practice or was very short
in duration (something that could be followed up in interviews). Responses to the
content-oriented questions overall indicate that, with one exception (A), the

participants appear not to have had the benefit of provided with information/ advice

73 This is by no means only the case in Japan - see, for example Wang (2008).
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about some critical aspects of English language teaching, including:

e selecting textbooks (all 9 participants);

e teaching relationship between full and contracted forms (7-B; C; D; E; G;
H; I);

e teaching the meaning of functions (6-B; C; D; E; H; I);

e teaching the meaning of new words and phrases (6-B; C; D; E; H; I);

e cvaluating textbooks (5-B; D; G; H; I);

e coping with classes that include learners with different levels of proficiency
(5-B; C; D; E; H);

e adapting tasks to suit students with different levels of proficiency (5-B; D;
E; H; D);

e ways of teaching the difference in meaning between past simple and past
continuous (5-B; C; D; H; I);

e using textbooks (4-B; D; E; I);

e analysis of English in terms of meaning and form (4-B; E; H; I);

e responding to different learning styles (3—B; C; D);

e lesson pace (3—C; H; D);

e classroom language (3—B; E; I);

e classroom management (3—B; D; I);

e assessment and test design (3—C; D; I)

e teaching pronunciation (3—C; D; I);

e teaching four skills in an integrated way (1-1);

e error correction (1-1);

e concept checking (1-D); and

e setting up and timing activities (1-I).

In only three cases (A; C; and G) did participants indicate that arrangements were
made for follow-up after their courses. In spite of all of this, all except two of the
participants (B and I) indicated that they felt confident about teaching English after
their course and three indicated that they had not had problems in their teaching
that concerned things to which they had not been introduced during training (A; D;
and I).
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All except one of the participants (I) claimed that their pre-service training course
included an assessed teaching practice component and all of them indicated that
they had taught a whole class. However, in one case (D), the class teacher was not
present during the teaching and, in three cases (A; D; and G) the course tutor was
not present during the teaching. However, all except one (H) claimed that they had
been given feedback on their teaching by either their course tutor (B; C; E; and F)
and/or by the class teacher (A; C; D; E; F; and G) and all except two of the eight
who claimed to have had a teaching practicum (D and G) indicated that their
teaching was graded as part of the overall course assessment (presumably on the
basis of lesson plans only where tutors were not present during the teaching). What
this suggests is that, in some cases at least, there may be little genuine relationship
between what is taught in the methodology component of pre-service courses and
what happens in the classroom, what feedback trainees are given about their
teaching, and how that is assessed. This inference is reinforced by the fact that
although three of the participants did not indicate who decided what should be
taught when they took classes during their pre-service training practicum, of the
five who did, none indicated that the course tutor decided and only one indicated
that the class teacher did so. Furthermore, in only three cases (C; E; and F) did the
participants indicate that the grading of their teaching was provided in the context

of a report indicating strengths and weaknesses.

During their pre-service training, participants C, E, F and I observed lessons taught
by their course tutors and participants A and H observed lessons taught by
classroom teachers. Participants E and F observed lessons taught by both classroom

teachers and tutors during in-service training.

What all of this suggests is that pre-service teacher training courses in Japan vary
widely in terms of orientation and coverage and may omit some critical aspects of
classroom-based English language teaching. In connection with this, it is relevant
to note that the profiles of those involved in teacher education that are available on
the Oet indicate that many of them (perhaps the majority) have no personal
experience of teaching English in schools and have themselves had no training in

language teaching or language teacher training.
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6.5 Background to the semi-structured interviews

Two of those who completed the teacher training questionnaire (C and F) agreed to
take part in semi-structured interviews. Ethics committee approval was sought, and
gained, at the same time for both activities (questionnaire-based survey and semi-
structured interviews). In the case of the interviews, it was agreed not only that the
interviewees would not be identified in the writing up of the research or in any
presentations/publications based on it but also that the interviews would be
transcribed from audio-recordings and that only the transcriptions, from which any
potentially identifying material would be deleted, would be used in the writing up

of the thesis and in any publications/presentations relating to it.

One of those who took part in the interviews teaches in a private high school; the
other teaches in a public junior high school. One had taught for eight years at the
time of the interview; the other for eleven years. Both had experienced an assessed
teaching practicum as part of their pre-service training. Both indicated that they felt
confident about teaching English when they finished their pre-service course but
also indicated that there were things that caused problems in their teaching that were
not included in their courses and they wished had been included. Table 6.9 below

provides an overview of some of their questionnaire responses.
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Table 6.9: Some questionnaire responses: Teachers C and F

Teacher C Teacher F
Qualifications Degree in English (including teacher Degree in English (including teacher
training); Teacher's Certificate (secondary | training); Teacher's Certificate (secondary
level); level)
Attendance at in-
service training Approx. 5 times Approx. 20 times
sessions
Some areas not How students learn foreign languages. How students learn foreign languages.

Curriculum and syllabus design.
Analysis of English.
Cross-cultural understanding. Cross-cultural understanding.
Developing own English proficiency.
Classroom management.

included in training

Dealing with students who need special Dealing with students who need special
support. support.

Advice about coping with classes that
include learners with different levels of
proficiency.

Advice about making sure that you were
responsive to the different learning styles
of your students.

Asked to pay attention to different things
each time they taught.

Advice about pace in the language
classes.

Advice about how to teach relationship
between full forms and contracted forms.
Introduced to ways of teaching the
difference in meaning between the past
simple the past continuous.

Advice about assessment and test design.
Advice about teaching pronunciation.
Advice about selecting textbooks. Advice about selecting textbooks.
Advice about how to teach the meaning
of functions.

Advice about how to teach the meaning
of new words and phrases when students
encounter them for the first time.
Arrangements were made for the
instructors on their courses to see how
they were getting on in their teaching
after they had been teaching for a period
of time.

As indicated in Table 6.9 above, while Teacher C appears to have received more
formal training than Teacher F, training that covered more areas of potential
difficulty, Teacher F appears to have attended more in-service teaching

development courses than Teacher C.

6.6 Outline of the semi-structured interview data

A number of the questions asked in the semi-structured interviews were the same

in both cases. These related to:

e how decisions are made in relation to course content;

e use of, and opinions about textbooks;
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e use of English in the classroom:;

e how problems in learning what is taught are identified;

e approach when students seem not to be learning what is taught;

e approach to testing, assessment and examinations;

e reasons for teaching English in school and perceptions of its effectiveness;
and

e approach to improving own language proficiency and teaching skills.

The interview data are discussed below in relation to these question areas, with

responses to other questions being integrated into the discussion of these areas.

6.6.1 Decisions about course content

All of the 93 participants in the questionnaire-based survey reported in Chapter 5
indicated that they used textbooks and 63 (67%) indicated that they decided what
to teach in their classes by following a textbook. This was also the case for both
teachers involved in the interviews. While Teacher C relies on textbooks in
determining course content, she would like to develop materials that are more
relevant to the types of interactions in which students would be likely to engage in
English-speaking countries. A major inhibiting factor is, however, so far as she is
concerned, time pressure. In common with 7eacher C, the decisions that Teacher F
makes about course content are motivated largely by the textbooks she uses
although she indicated that she expands on the materials they include. Thus, once
again, as in the case of the participants in the questionnaire-based survey reported
in Chapter 5, heavy reliance on textbooks is indicated in the responses of the

interviewees.

6.6.2 Use of, and opinions about textbooks

Asked about the extent to which they liked or disliked the textbooks they used (on
a six point scale), only 13 (14%) of the teachers involved in the survey reported in

Chapter 5 selected one of the bottom three categories (indicating dislike of them).

For Teacher C, textbooks are critical in that they reduce the burden of preparation
in a context where time pressure is a major consideration and where there is a need

to ensure that everyone involved understands the overall direction of programmes.
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However, another factor that influences decision-making is the likely response of
parents who may consider books that are more appropriate for the students to be
less demanding than they would like. While there were indications of concern about
the content of some of the textbooks used, and a desire to develop materials,
particularly materials designed to develop oral competence, references to time
pressure and, in particular, to the fact that the problem may be resolved through
selection of a different textbook, suggest that reliance on textbooks is likely to

continue. Some extracts from the interview are included below:

Interviewer: For example, take the textbook for ‘Oral Communication’class.

Do you think the contents are useful for being able to communicate?

Not really, I wonder we picked a wrong one. I guess if we provide many
varieties of expressions in different situations, then students would be able
to use them quickly. . . . The textbook tends to be complicated. There are
things in the textbooks what I think where we can use them. . . . We don't
need to use a textbook in an ‘Oral Communication’ class. We think it is

possible that we can create materials by our own.

Interviewer: Do you think only using the textbooks that you are using at your

school now will make students be able to communicate?

I don t think so.

For Teacher F, textbooks also play a critical role, with time pressure, once again,
being a major consideration. She seemed to be less concerned than 7eacher C about
the textbooks that are available, noting, in particular, that the series that her school
is about to adopt (one of those that are reviewed in Chapter 7 here) has a number
of positive features, particularly relating to an increase in the amount of vocabulary
included, the nature and complexity of the reading passages and the extension of
the writing sections. Her primary criticisms of the textbook relate to the possibility
that the topics discussed will become dated and the fact that she would like to see
some emphasis on rapid reading and making inferences. For her, a factor in the

effectiveness of textbooks is the use that is made of them.
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While these interview responses reinforced the indications in responses to the
questionnaire-based survey that there is very heavy reliance on textbooks, they
provided very useful supplementary information. Although both of the interviewees
seemed initially very positive about textbooks in general, particularly in relation to
the fact that they ensure coverage and programme unity and reduce the amount of
preparation time required, further questioning uncovered some issues that are
unlikely to be confined to these two interviewees, including, in one case, the fact
that parental expectations may lead to selection of textbooks that are more complex
than is actually appropriate in relation to the students' existing competencies. Other
issues that emerged were (a) a sense that textbook use could not, of itself, ensure
that students developed the capacity to communicate in English, (b) the opinion that
how teachers make use of textbooks is as important as the content of textbooks,
and (c) reservations about the ways in which reading is dealt with. It is also
interesting to note that for one of the interviewees, the response to the sense that the
textbook in use was inadequate in some respects was to search for a replacement,
the expectation presumably being that there is an appropriate textbook if only it can
be found.

6.6.3 Use of English in the classroom

When asked to assess their own proficiency in English on the nine point IELTS
scale, most of the participants in the questionnaire-based survey, judged their
overall proficiency to be somewhere between bands 5 and 7 (somewhere between
'modest user' and ‘good user') which is equivalent to a range of between the lower
part of B1 (Threshold/intermediate) and the lower part of C1 (Effective operational
proficiency/advanced) on the Common European Framework of Reference for
Languages (CEFR) band scales. It is interesting to compare these estimates with the
actual scores on proficiency tests of the nine teachers who participated in the
questionnaire survey reported in this chapter, the scores ranging between the
equivalent of approximately B1 and B2 (Vantage/upper intermediate) on the CEFR

scales, with clustering towards the lower range.

For Teacher C, while she appreciates the value of using English to communicate in

class, one of the barriers is her own oral competence:
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I hesitate and think too much when I speak in English. I guess this is
because I do not have enough vocabulary. . . . It may be difficult to conduct
a lesson all in English, because I have to explain... However, I think I need
to use easy English as much as possible, so it might help students to get
used to listen to English. . . . And I make students to say or read aloud in

English because writing down takes long time during a lesson.

One of the problems she identified is students' perceptions that they have no real

need to communicate in English and/or their fear of making errors:

Maybe high school students do not realise the necessity of using English yet.
Some of the students say: ‘I don't even go overseas, so I don't need

English’. . ..

Most of the students have already experienced English in elementary
schools, or private English conversation classes, so quite few of them have
ability to communicate in English, but some of them are scared to say

wrong.

Like Teacher C, Teacher F appreciates the value of using English to communicate

in class and believes that a critical aspect of this is introducing an element of fun:

1 think we should develop students to feel like talking or communicating. . . .
Fundamentally, we need to know not only the language but also we need to
have feeling to communicate. . . . Gesture is useful and the more we use the
language, the more we can communicate . . . I think we have to make them
feel fun. It is important for them to feel what they want to convey their

feelings and to be able to understand their counterparts.

Unlike Teacher C, she has observed that that students who have had experience of
speaking English at elementary school are willing to do so. However, she noted that

they become more inhibited later, adding:
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[If the students are shy], I do not let them talk in front of other students, but

let them talk to ALTs as an interview test.

A consideration of the interviews in the context of responses to the two
questionnaires strongly suggests that teachers of English in Japan may, in general,
overestimate their proficiency in English and that the difficulties they experience in
relation to their own competence in the language is a significant barrier to using
English as the primary medium of instruction in class (as recommended in the
curriculum guidelines - see Chapter 4). This, combined with the fact that the
students in a single class may have very different backgrounds in English language
learning and levels of competence in the language (something of which no account
is taken in the curriculum documentation) and the fact that some of them are
resistant to using English to communicate in class (more so as they get older
according to one of the interviewees) may be part of the reason why some English
teachers have difficulty in attempting to reorient their teaching in the ways

recommended in the curriculum guidelines document.

6.6.4 ldentifying and responding to learning difficulties

Asked how they determine whether students are having problems following lesson
content and how they respond if they believe they are, the interviewees responded

as follows:

Teacher C
I don't have any response from the students. . . . The students are passive in

class. I tend to appoint a student who is able to answer me.

1 ask students to copy down main text of the target lesson in the textbook. [
don't give the translation, but explain points about the text. I guess the
students in the lower classes do not understand. . . . The class where I teach
is something like that. I guess they dont understand at all. . . . On the other
hand, the students in the upper classes understand, because the
explanations focus on grammar points. I guess the students at lower classes

just writing down the points.
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Interviewer: Is taking notes related to term exams?

That s right. Taking notes is allocated mark, so the students placed in the
lower classes, they can get marks by taking notes even though they don t get

good marks in exams.

Teacher F:

During a lesson, I am aware of students who are not learning when they
struggle practicing grammatical items using drills. . .. When students who
do not well in English classes regularly, I offer them review after school, or
I ask other teacher who is team teaching with me to explain again during
the lesson, except that, I try to explain things (e.g. grammatical items) or
take some time for practicing. . . . Team-teaching is good for being aware of

students even if those students’signs are not obvious.

Responses to the training focused questionnaire indicated that all except one of the
respondents had received advice about concept checking strategies during their
training. This seems not to be borne out by the interviewees' responses to questions
about identifying and responding to learning difficulties. In fact, there was nothing
in the interviewees' responses that indicated that they were aware of the wide range
of possible ways of checking on understanding or that they responded to problems
students were having in any way other than providing more of the same and/or
attempting to ensure that students could fall back on memorization in attempting to

cope with the demands of tests and examinations.

6.6.5 Approach to testing, assessment and examinations

In discussing testing and assessment, 7Teacher C made a number of points that
indicate (a) the lack of any relationship between language learning and some of the
testing that goes on, (b) the decontextualized nature of some of the teaching, and
(c) the fact that ability to communicate in English is no guarantee of success in the

educational system:

Taking notes is allocated mark, so the students placed in the lower classes,

they can get marks by taking notes even though they don't get good marks
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in exams. Therefore, if a student does not finish copying down from the
blackboard, the student won 't be able to leave the classroom. I check all the
students ’note taking. So students who fall asleep or chatting during the class,
they have to remain the class even after the class finishes until they finish

note taking. So students try to finish taking notes during a lesson.

1 definitely think we should force students to memorise vocabulary. . .. We
use an English vocabulary book and take out 20 vocabulary from the book
and prior to the test, students are already informed that they have to
memorise 30 vocabulary. Then students are tested 20 vocabulary out of the
30 memorised vocabulary. The pass line is 80% of the 20 vocabulary. . . .
We do practice pronouncing the vocabulary for the test, it doesn t take root
in most of the students’minds... students tend to think they don t need to use

English.

Some students who can participate in the class by replying questions and
can communicate (be able to respond in English) well in the class. However,
they fail taking notes during class and not performing well in exams so they

were placed in the lowest level.

In discussing textbooks, Teacher F noted that one of the reasons she liked a

particular one was that it included more reading passages and writing sections than

was sometimes the case, going on to make the following observation which

indicates the role played by rote learning and memorization:

The writing passages are now more required at entrance examinations. |
also make students to write few sentences in mid-term and end of term exams.
1 ask students to write more than 5 sentences using the grammatical items
that they have learnt. . . . I let them prepare what they are going to write in
the exam in advance. I also check and correct their writings before the exam

so they can memorise the sentences before they sit the exam.

Responses to questions about testing, assessment and examinations indicate how

very far the approach used by the interviewees is from the type of communicatively-
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based assessment that is becoming increasingly popular in some countries. Indeed,
one of the interviewees made it clear that some of those students who are most able
to communicate in English may actually fail tests and examinations because they
have not taken extensive notes in class (for which marks are awarded). It would,
therefore, seem to be the case that it is not only the university entrance examinations
that represent a barrier to the more communicatively oriented classes that are
recommended in the national curriculum but also the types of testing and
assessment employed by teachers themselves. In this connection, it is relevant to
note that when asked about their in-service training priorities, only 6 of the 94 (6%)
participants in the questionnaire-based survey reported in Chapter 5 selected

assessment.

6.6.6 Reasons for teaching English in schools and perceptions of its

effectiveness

In considering the reasons why English is taught in Japanese schools, Teacher C
referred indirectly to globalization and the increasing role of English as an
international language. She seemed, however, to have little confidence in the
courses the students studied so far as their ability to use the language later in life is

concerned.

Teacher F, while believing that learning English is a basic right, was equally lacking

in optimism in relation to retention and use:

Interviewer: Do you think students are able to use the English they have

learned when they graduate from lower secondary school?

If there are one or two out of 30 students in one class, it would be ideal as

a first step... I don 't think the answer is YES for this question.

While both of the interviewees believed that English was becoming increasingly
necessary for Japanese people in general, neither of them had any confidence that
the training in English that pupils were provided with in school would be of any

genuine benefit to them in using English to communicate in real world contexts.
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6.6.7 Approach to improving own language proficiency and teaching skills

Teacher C was clearly very keen to improve her teaching skills, noting that although
her opportunities for in-service development are limited (as a teacher in a private
school), she had paid herself to attend a course run by a private company during her
holidays and was particularly keen to learn how to motivate and interest students
and how to get them to express themselves. She particularly appreciated
opportunities to observe teaching (even in simulated contexts. She also did a range

of other things whose aim was to improve her teaching skills:

So, I watch a TV Educational programme if there talks about English
teaching at schools and I can find many website talking about English

teaching on the Internet.

Finally, she indicated how much she had gained from attending a week-long
intensive course run by a native speaker of English in which the focus was on

sharing ideas about and experiences of teaching.

6.7  Overview and discussion of interview responses

The perception, gained from the questionnaire data, that teachers of English in
Japanese schools tend to rely heavily on textbook writers to determine the language
content of their courses (and the teaching approach adopted) would appear to be
supported by these two teachers' interview responses. In both cases, however, these
teachers believe that there is a role for teacher-generated materials, with the teacher
with the least extensive pre-service training but the highest attendance at in-service
development courses (20 sessions attended, approximately 2 per teaching year)
developing materials she considers directly relevant to her own students'
experiences on the basis of materials included in textbooks. However, as in the case
of some of the general questionnaire respondents (see Chapter 5), these
interviewees identified lack of preparation time as a major barrier to the creation of
in-house materials. Another factor that accounts for heavy reliance on textbooks
also emerges here in Teacher C's response, that is, that textbooks help to unify
programmes where several different teachers are involved. So far as the selection
of textbooks is concerned, in addition to content and user-friendliness, possible

parental response was, for Teacher C, a major factor, one that appeared to be, for
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her, even more significant than her perception of what was best suited to the
students involved. While both teachers were critical of some aspects of the
textbooks used, with Teacher C being very clear about the fact that she believes
they do not encourage/support the development of oral communication skills, they
were inclined to attribute some of problems they and others encounter to the fact
that they could have selected more appropriate textbooks (7eacher C) or could use

the textbooks in different, more productive ways (7eacher F).

Both of the teachers involved in the interviews clearly appreciate the value of using
English to communicate in class but both indicated that there are barriers to doing
so, including student resistance and, in the case of Teacher C, her own lack of

confidence.

The interviewees’ responses to questions about how they detect and respond to
students' difficulties in coping with the content of lessons reinforces an impression
gained from questionnaire responses and comments, that is, that concept checking
strategies may not be widely understood or practiced by Japanese teachers of

English.

In questionnaire responses (see Chapter 5), the nature of entrance examinations
emerged as one of the major constraints on teaching approaches and this clearly
also had an impact on these interviewees. However, what also emerged here is the
fact that school-internal testing and assessment may also be a major problem, with
preparation of students to pass these tests and assessments, which included copying
notes from the board and rote learning of vocabulary lists and prepared sentences,
appearing, in the case of Teacher C, to take precedence over the development of
any genuine capacity to use the language being learnt productively. In this case, in-
school testing and assessment is clearly non-communicative in nature, with test
results being thought of in terms of percentage scores rather than specific learning
outcomes. In connection with this, it is relevant to note that this is an approach that
Teacher C, whose questionnaire responses indicated that testing and assessment had
not been included in her pre-service training, believed to be in the best interests of
students, particularly those who had the most difficulty with English. It is also, no

doubt, related to an understandable desire not to be judged inadequate should a high
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proportion of students perform poorly in assessments. However, such an approach,
in addition to its other obvious drawbacks, could disadvantage the most able
students. In fact, one of the most interesting observations made by Teacher C was
that some of the students who participate actively in class and are able to
communicate in English are placed in low-level classes because of a failure to take
notes in class and an inability to pass assessments. If this approach to in-school
testing and assessment is widespread, it is very likely to act as a major barrier to the
implementation of a more communicatively oriented approach to teaching and
learning in spite of an overall emphasis on the importance of language learning
being enjoyable and the apparently genuine desire of many questionnaire
respondents, and both of the interviewees, to improve their language proficiency
and teaching skills and their appreciation of opportunities to observe and learn from

other language teachers.

Most of those who completed the general questionnaire believed that English
should be taught in Japanese schools, including elementary schools (see Chapter 5).
The interviewees were no exception, with both stressing the importance of being
able to use English in the modern world. However, neither of them appeared to
believe that many of their students would retain what they had been taught or be
able to use it productively in the future, something that supports the widely held
belief that there is an urgent need for change in the approach to teaching English in

Japan.

6.8  Some concluding comments

The questionnaire and interview responses indicate that textbooks play a major role
in decisions about what to teach and how to teach, as do community expectations
and the impact of testing and examinations. So far as teachers’ use of English in
class is concerned, teachers' competence and confidence in English seems likely to
be a major inhibiting factor. Thus, while, overall, self-assessment of proficiency in
English by respondents to the first questionnaire was relatively high, the actual
proficiency test scores recorded by respondents to the second questionnaire suggest
that these estimates may be inflated. In addition, while almost two thirds of the
respondents to the first questionnaire selected ‘communicative’ as one of their

preferred teaching approaches (with only one fifth selecting ‘grammar translation’)
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and while both of the interviewees stressed the importance of encouraging students
to communicate in English, the ways in which the interviewees described their
actual practices seemed to be very far removed from a communicatively oriented
approach. This suggests that there may be a significant gap in this area between
aspiration and reality. While the impact of stakeholder expectations, including
expectations relating to success in university entrance examinations, would appear
to have an impact on this, responses to the second questionnaire suggest that another

critical factor may be lack of adequate training.

While many of the questionnaire and interview responses reinforce observations
that are widely reported in literature on the teaching of English in Japan, such as,
for example, the negative impact on the teaching and learning of English in schools
of entrance examinations, a number of other issues have emerged which may be of
at least equal significance. Among these is teachers' heavy reliance on textbooks
published in Japan and approved by the Japanese Ministry of Education. Although
only a few those who responded to the general questionnaire indicated that they
disliked the textbooks they used (see Chapter 5), and although the interviewees
appeared to have few reservations about them other than the fact that they were not
seen as contributing a great deal to students' oral competence, it is relevant to note
that all nine of those who completed the teacher training questionnaire indicated
that they had not been given any advice about textbook selection in pre- or in-
service training courses they had attended, with five of them indicating that they
had not been given any advice about textbook evaluation and four that they had not
been given advice about using textbooks. In view of all of this, it seemed important
to examine the nature and content of some of the textbook series that were reported
by questionnaire respondents as being most widely used (see Chapter 7) and to

analyse a sample of lessons involving the use of textbooks (see Chapter 8).
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Chapter 7

A criterion-referenced analysis of a sample of textbooks and

teachers’ guides produced in Japan for secondary school students

of English

7.1 Introduction

The fourth question underpinning this research project relates to the evaluation of
textbooks widely used in the teaching of English in schools in Japan and, in
particular, the extent to which they reflect the recommendations made in the
national curriculum. It is with this question that this chapter is concerned. The
survey reported in Chapter 5 indicated that the secondary school teachers of English
in Japan who participated rely heavily on textbooks that are produced locally and
that many of them are concerned about the quality of these textbooks. Furthermore,
a majority of respondents to the training focused questionnaire (Chapter 6)
indicated that textbooks were not dealt with adequately in pre-service and/or in-
service training courses. The aim of this chapter is to report on the criterion-
referenced analysis of a sample of English textbooks that are widely used in
Japanese secondary schools. The chapter begins by providing some relevant
background concerning the curriculum and the regulations concerning the selection
of textbooks for Japanese schools (7.2). It then discusses the basis for the selection
of the textbooks to be analysed (7.3) and outlines the criteria used in the analysis of
these textbooks (7.4). This is followed by analysis of the textbooks (7.5) and a
discussion of the findings (7.6).

7.2 A note concerning the Japanese curriculum and the availability of
textbooks

The Japanese curriculum for English was introduced and analysed in Chapter 4
where it was noted that there is an overall orientation towards communicatively

oriented teaching.
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English 1 and English 2 (for senior secondary school students and unchanged since
the earlier curriculum guidelines)  prioritize the development of oral
communication but also aim to provide integrated treatment of the four language
skills (reading, writing, listening and speaking) in the context of situationalized use

of the language.”

It is noted in the curriculum guidelines that materials should be introduced
progressively and should be neither too easy nor too difficult. For lower secondary
schooling, the guidelines recommend that teaching materials should promote
communicative abilities in listening, speaking, reading and writing and that teachers
should take account of language functions and actual language use in everyday
situations. In the guidelines for lower secondary schools, within the section headed
Lesson Plan Design and Treatment of Contents (MEXT, 2008a), there is a sub-
section on teaching materials. In that section, readers are advised that topics and
themes should be interesting to students and should cover broad areas such as daily
life, manners and customs, stories, geography, history, traditional cultures and
natural science, focusing on English-speaking people and Japanese people. It is also

noted that materials should be useful in terms of:

(a) enhancing the understanding of various ways of viewing and thinking,
fostering the ability to make impartial judgements and cultivating a rich
sensibility;

(b) deepening understanding of ways of life and culture and developing
respectful attitudes toward these; and

(c) increasing international understanding from a broad perspective,
heightening students’ awareness of what it is to be Japanese citizens
living in a global community and cultivating in them a spirit of

international cooperation.

The new English (or, technically, Foreign Languages) curriculum guidelines that
form part of the Course of Study (Ministry of Education, Culture, Sports and
Technology (MEXT, n.d.a, n.d.b, 2008a, 2010b) have led to a proliferation of

4 See Treatment of the contents: http://www.mext.go.jp/a_menu/shotou/cs/1320334.htm
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textbooks produced in Japan for secondary school learners of English. The
guidelines require that all textbooks used are either published by commercial
publishers and authorised by the Ministry of Education or published by the Ministry.
Textbooks are supplied by the national government free of charge to all children in
compulsory education (elementary and lower secondary schooling) regardless of
whether they are learning in public or private institutions. The revision of the
English curriculum (2008 for junior/lower secondary schools (implemented in
2012); 2009 for senior/upper secondary schools (implemented in 2013)) has meant

that textbooks have had to be revised in line with it.

7.3 Selecting the textbooks for analysis

The first two series analysed were the two most widely used for lower secondary
school classes by participants in the questionnaire-based survey reported in Chapter
5. They are New Horizon English Course (Tokyo Shoseki, 2010, 2012) and New
Crown English Series (Sanseido, 2010, 2012). There are two versions of each
course. The first, produced in 2010, follows the earlier curriculum guidelines; the
second, produced in 2012, follows the current curriculum guidelines. Both have
three volumes, which are intended for Grades 1, 2 and 3 (Years 7 to 9). The third
series analysed is Captain English (Taishukan, 2007). This series was the most
widely used for senior high school classes by the participants involved in the
questionnaire. The revised 2012 version has two volumes: Captain English Course
Revised I (intended for English I courses for senior high school students) and
Captain English Course Revised II (intended for English 2 courses for senior high

school students).

7.4 The evaluation criteria

The criteria used here in the analysis and evaluation of textbooks are, with one
exception’, the same as those used by Wang (2008, pp. 127-172), who developed
them on the basis of a critical review of literature on the role and evaluation of

textbooks for use in the teaching of languages’® and applied them to the analysis of

7> A criterion relating to appearance and durability of the textbooks that was included in Wang
(2008) has been omitted here.

" The main sources were: Allwright (1981), Byrd, (2001), Chambers (1997), Chang (2004), Chen
(2002), Chen (2006), Chen and Chien (2003), Cho (2002), Coleman (1985), Cunningsworth
(1995), Cunningsworth and Kusel (1991), Dai (2002), Donoghue (1992), Ellis (1997), Fullan
(1991), Gearing (1999), Harmer (1998 and 2001), Huang, (2004), Hsu (2003), Hutchinson and
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a selection of English language textbooks used in Taiwan. Although there are many

different ways in which criteria for textbook evaluation can be derived, the actual

criteria used by Wang seemed particularly appropriate in relation to the various

emphases in the national curriculum documentation.

For the textbook analysis and evaluation, the criteria used are classified into seven

(7) categories, with one or more questions relating to each of them as follows:

Language content

Is the language content consistent with the curriculum guidelines?
Is the language content accurate?

Is the language content situationally appropriate?

Is the language content adequately contextualised?

Is revision and integration incorporated into the planning cycle?

Text-types and genres

Is there a variety of genres (e.g. instructing, recounting) and text-types
(e.g. songs, stories)?

Are both written and spoken texts included?

Are the texts coherent and appropriately structured?

Is the language of the texts appropriate in terms of overall level and

lesson/ unit objectives?

Cultural content

Is the material culturally appropriate, particularly in terms of the age of the

learners?

Tasks and activities

Are the tasks and activities directly relevant to the main teaching points?

Torres (1994), Kang, (2003), Kitao and Kitao (1997), Levis (1999), Li (2003), Lin (1997), Liu
(2002), Ma (2003), Miekley ( 2005), National Institute for Compilation and Translation (2001),
O’Neill (1982), Sheldon (1988), Shih (2000), Skierso (1991), Sun (2000), Tsai (1999), Ur (2001),
Wang (2004), Williams (1983), Yeh (2003), Yeh (2005), Yu-Chang (2007), and Yule, Mathis and
Hopkins (1992).
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e Are the tasks and activities consistent with the need for skills balance and

the need to accommodate differing proficiency levels?

Quality and relevance of the illustrations

e Do the illustrations genuinely support the language?

e Are the illustrations appropriate in terms of the age of the learners?
e [s there an appropriate gender balance in the illustrations?

e Are the illustrations static or active?

Interest level
Are the materials likely to interest the learners (e.g. are they relevant to the lives
of the learners and is imagination and humour used in ways that are likely to

appeal to the learners?)

Quality and quantity of supplementary resources

e Are homework and supplementary practice materials provided?

e Are audio-visual materials, cue cards, posters, charts, and other teaching
aids provided?

e Are the supplementary materials adequate to support the learning
objectives?

e Do the supplementary resources accommodate the varying needs of

learners?
7.5  Textbook analysis
7.5.1 New Horizon English Course

7.5.1.1 Overview

New Horizon English Course (Tokyo Shoseki, 2010, 2012) has fifty three (53)
contributors in the case of the 2010 series and thirty seven (37) in the case of the
2012 series. Of the thirty seven, twenty nine (29) are listed as being employed as

university lecturers, seven (7)’’ as secondary school teachers and one as an essay

T The same number of school teachers was involved with the 2010 series.
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writer. The series has three volumes, which are intended for lower secondary school
students from grade one to grade three. It includes students’ books, teachers’ guides,

workbooks, sentence pattern drills, CDs and DVDs.

Each of the volumes contains Unit sections and Plus sections. In the Unit sections,
the main focus is on grammatical items and vocabulary presented in mini-dialogues.
In the Plus sections, the focus is on listening (Listening Plus—intended to be oriented
towards real-life listening comprehension), speaking (Speaking Plus—intended to be
oriented towards typical situational conversations), writing (Writing Plus—intended
to introduce a variety of writing formats), and integrated skills (Multi Plus—intended

to encourage exploration and self-expression).

Each volume also contains vocabulary lists, words with pictures, conjugation
tables (verbs, adverbs and adjectives), and tables providing basic sentence patterns
and expressions. In the last of the students’ textbooks, there is also a reading

appreciation section.

Volume 1 contains eleven units, each consisting of three or four parts, each generally
associated with a different mini-dialogue; Volume 2 contains seven units, each
consisting of three parts (Starting Out, Dialogue and Reading for Communication)
and Jolume 3 contains six units, each consisting of three parts (Starting Out,
Dialogue and Reading for Communication). Volumes 1 to 3 also contain extra

reading sections.

The numbers of Unit sections and Plus sections did not change between the 2010

and 2012 editions. The following changes were, however, made:

(1) The sections headed Warm-up in Volume I of the 2012 version contains
more than is included in this section in the 2010 version. This is
intended, according to the publisher, to allow for a smoother transition
for students who have already been exposed to English conversation at
elementary school (http://ten.tokyo-
shoseki.co.jp/text/chu24/subject/file/eigo.pdf: visited January 2013);


http://ten.tokyo-shoseki.co.jp/text/chu24/subject/file/eigo.pdf
http://ten.tokyo-shoseki.co.jp/text/chu24/subject/file/eigo.pdf
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(2) The section called Further Reading in Volume 3 of the 2012 version
contains more than is included in this section in the 2010 version. This
is intended, according to the publisher, to provide better preparation
for the reading section of senior high school entrance examinations
(http://ten.tokyo-shoseki.co.jp/text/chu24/subject/file/eigo.pdf: visited
January 2013); and

(3) Productive skills were generally presented as ‘options’ in the 2010
version (Volumes 1-3); in the 2012 version, they are no longer

presented as being optional.

The 2010 and 2012 editions are very similar in relation to (a) the grammatical items
included in the Unit and Plus sections, and (b) the topics included (although there
are some places where main and subsidiary topics have been exchanged and where

movie titles have been changed).

7.5.1.2 Language content

As an indication of how the language content is organized, Tables 7.1 and 7.2 below
provide an outline of the content of the initial warm up sections and the first three

Units of Volume 1.


http://ten.tokyo-shoseki.co.jp/text/chu24/subject/file/eigo.pdf
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Table 7.1: Overview of the language content of the warm up sections of New Horizon English
Course Volume 1 (2012 edition)

Functions &

Unit/Title . Structures Vocabulary
Contractions
Pre-Unit Functions Mood Conjunctions
warm ups Greetings, Leave Declarative plus; minus
taking, Thanks Declarative
(formulaic): with BE; (for | Determiners
Hi/Hello response to a; the
Good morning greetings)
(afternoon/ evening) Interrogative | Nouns
Bye/ Goodbye/ See you | How ...? (illustrated - with letters of the alphabet):
How are you? (with ant; apron; bag; ball; bed; boat; book; bus; car; cat;
I'm fine, thank you greetings) city; cup; desk; dog; egg; evening; family; fish; flute;
And you? What ... ? food; guitar; gym; hat; house; ice; ink; jacket; jam;
Classroom (with days of | koala; lake; lion; lunch; milk; moon; name; notebook;
instructions - various the week) octopus; pen; piano; question; racket; seat; shoes;
(illustrated) When's . .. ? soccer; tennis; T-shirt; umbrella; uniform video; watch;
Stand up; (with weather; box; yellow; zebra
Sit down; birthday)
Raise your hand; Inversion: Other nouns
Open your book to page | Do ...want? | birthday; date; day; number; phone; today; tomorrow
four;

Close your book;
Look at this picture;
Listen to the CD;
Repeat after me;
Let's read together;
Write this down;
Quiet, please;

Say that again.
Classroom requests
(illustrated):
Pardon?

Excuse me

What's ... in English?

Affirmation/ Denial
Yes/ No
Do/ Don't

Imperative
With range of
verbs (for
classroom
instructions)

Contractions
don't

I'm
When's...?

Pronouns
Subject: 1
Object: you
Possessive: your

Verbs
BE; do (anaphoric); want

Colors

blue; red; white; green; orange; black
Numbers

Cardinal: : 1 - 100

Ordinal: 1 - 31

Days of the week (translated)
Months of the year (translated)
Place names:

America; Boston; San Francisco; Sydney; Japan; Tokyo;
Toronto
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Table 7.2: Overview of the language content of the first three Units of New Horizon English
Course Volume 1 (2012 edition)

Unit 1 FunCtIOI.lS Structures Vocabulary Focus
(formulaic)
Newly Introductions Mood Nouns Identification
introduced | Nice to meet you Declarative class I'm + name
language I'm + name 1+ BE + name Prepositions
Interrogative from; in Agreement/
Agreement/ BE +you +name ? Disagreement
Disagreement BE + you + from + place Are you
Yes, [ am name? (from)...?
No, I'm not Contractions Yes, I am/ No,
I+am=1Im I'm not
Language Greetings Pronouns
introduced | Hello; Hi me
previously
Unit 2 Functlor‘ls Structures Vocabulary Focus
(formulaic)
Newly Introductions Mood Adjectives Identification
introduced | Thisis. .. Interrogative big; favorite; good; very I'm from. ..
language Acknowledgment | BE + it/that + determiner + Adverb Isit/thata...?
of thanks noun? thank you
You're welcome Deictics Agreement/
Contractions that Disagreement
Agreement/ It is not = It's not Nouns Yes, it is/ No,
Disagreement She's Canada; classroom; food; (fish) | it's not
Yes, it is market ; friend; new; player;
No, it's not restaurant; sign; sushi bar favorite
Pronouns
(subject): she
(possessive): my; your; our
Language Greetings Deictics
introduced | Hi this
previously Nouns
Australia; basketball
Prepositions
from
. Functions
Unit 3 . Structures Vocabulary Focus
(formulaic)
Newly Acknowledgment | I'm. .. Adjectives Present simple
introduced | Yes? I'm from. .. English; Mrs.; new; teacher (habitual)
language Adverbs Ilike. ..
Present simple (habitual) now Iplay...
Ilike. .. Coordinator
Iplay... and' but Agreement/
Disagreement
Interrogative Nouns Yes, I do/ No, I
Inversion Q with DO: America; car; school; Sunday don't
Do you + VERB + NOUN? Verbs
drive; have; like; walk; want Interrogative
Do you + VERB + preposition | Prepositions Inversion Q
+ NOUN? by; to with DO:
Do you +
Preposition + mode of VERB +
transport NOUN?
by + bike
Do you +
Like + gerund VERB +
(like walking) preposition +
Language Greetings Adverbs NOUN?
introduced | Good morning; every
previously | hello Determiners Do you + verb?
a
Identification Nouns Preposition +
I'm from ... music mode of
Pronouns transport
Request for (subject): she; everyone by + bike
attention (possessive): my; your; our
Excuse me Deictics Like + gerund
this (like walking)
Verbs

play
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In Volume 1, the authors introduce, in a pre-Unit warm up section, lists of
vocabulary items associated with illustrations, some in sets (such as colours,
numbers, days of the week and months) and some associated with letters of the
alphabet, including some translated sentences (e.g. Two plus eight is ten; My phone
number is . . .) and exchanges (e.g. Do you want a blue bag? Yes, I do. No, I don't.
/What day is it today? It's Saturday), and a list of illustrated classroom instructions
(e.g. Let's read together). It begins with a mini-dialogue including greetings. While
this may have been intended largely as revision of language learnt in elementary
school, at least some of it is likely to be unfamiliar to some of the students.
Knowledge and understanding of the language in this introductory warm up section
(in which considerable reliance is placed on translation and memorization) is then
assumed, providing the context for the introduction of new language in the
following Units. Each of these Units focuses on the introduction of new vocabulary,
formulaic functions and/or grammatical constructions. However, there are a number
of problems associated with the introduction of new language. Thus, for example,
although the adjective ‘favorite’ is introduced in Unit 2, the verb ‘like’ is not
introduced till Unit 3 (making it difficult for teachers to use any concept
introduction strategy other than translation). In the same Unit (Unit 3) in which ‘like’
is introduced in the context of the use of the present simple (e.g. I like soccer), ‘like’
occurs (on one occasion only) followed by a gerund (/ike walking). To complicate
matters further, this is the same Unit in which the preposition ‘by’ + mode of
transport (by bike) is introduced. Instead of reinforcing this construction (e.g. by
car; by train), the response to Do you come by bike? is No, I don't. I walk. I like
walking. These three different constructions are introduced in the same Unit, along
with several types of inversion question: Do you + verb (Do you drive?) Do you +
verb + determiner + noun (Do you play the piano?); Do you + verb + preposition +
noun (Do you come by bike?); and Do you + verb + preposition + noun + adverbial

(Do you come to school every day?).

So far as situationally and contextually inappropriate language are concerned, two
examples are provided below. The first segment is from a mini-dialogue in which a

new teacher is being introduced to a class (and introducing herself). The references
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to soccer and music appear to be included in order to focus on the use of the present

simple tense for habitual/characteristic activities states:

English teacher: Good morning, everyone. This is Ms. Brown. She is our
new English teacher.
Ms. Brown: Hello, everyone. I’'m Mary Brown. I’'m from America. I like

soccer’. I play soccer every Saturday. I like music, too.

Volume 1, Unit 3, pp.28-29 (2012 edition).

The following mini-dialogue is accompanied by a picture of a girl (apparently aged
somewhere between 10 and 15) beside an unmade bed with a thought bubble
containing a hammer and a screwdriver overlaid by a question mark. The attempted
humour, based on two different senses of ‘make’, is more likely to be confusing
than enlightening, particularly if one of the aims of the dialogue is to teach one of
the senses of ‘make’ (as well as ‘make’ plus the semi-auxiliary ‘have to’).
Furthermore, a sentence following the dialogue—“1 will show you some pictures

tomorrow”—bears no obvious relation to the dialogue.

Mrs. Baker: Sakura, did you sleep well?

Sakura: Yes, thank you.

Mrs. Baker: Well, make your bed and come downstairs.
Sakura: Make my bed?

Mrs. Baker: Yes. We all have to make our own beds.
Sakura: OK. But I don’t know how.

Mrs. Baker: All right. I’ll show you.

Basic sentence: 1 will show you some pictures tomorrow.

Volume 2, Unit 4, p. 41 (2012 edition).

So far as language content is concerned, while the language included is consistent

with the language content recommendations included in the national curriculum

"8 The dialogue is accompanied by a picture. On the left-hand side are two adults (one male; one
female) against the background of a blackboard, with a list of vocabulary at the bottom of the
picture. On the right-hand side, there are children seated at rows of desks. A picture of a soccer ball
is inset by the side of reference to soccer.
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documentation, there appear to be a number of problems associated with both
presentation of new language and revision and integration. New language is
generally introduced in mini-dialogues in which minimal use is made of the
potential for inclusion of known language in contextualizing the newly introduced
language in ways that are likely to help students to infer meanings. Furthermore,
the order in which lexical items are introduced appears sometimes to take little or
no account of the fact that familiarity with certain lexical items can be used in ways
that facilitate understanding of others (e.g. including ‘favorite’ before ‘like’ means
that the more general lexical item (like) cannot be used in the formation of concept
checking questions relating to the more specific one (favourite)). In addition, a
range of new constructions may be introduced together in ways that are potentially
confusing but with little attention being paid to the need to reinforce each of them
(e.g. Do you + verb + preposition + noun (Do you come by bike?); and Do you +
verb + preposition + noun + adverbial (Do you come to school every day?)). Added
to this the fact that the mini-dialogues seem to be little more than carriers of new
language which often appears to be largely inappropriate in relation to the
situational context (e.g. a teacher making reference to her sporting preferences and
habits while being introduced to students for the first time). Finally, while revision
takes place within Units and in summary sections of the textbook, there appears to
be little attempt to incorporate any sustained practice of newly introduced language

in the context of language already introduced.

7.5.1.3 Text-types and genres

The range of text-types and genres included in this series is outlined in Table 7.3
below. Note that short greetings and information exchanges (generally mini-
dialogues) are not assigned to a genre category and that that lists and tables are

categorized as exhibiting the description/classification genre.
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Table 7.3: Text types and genres represented in New Horizon English Course

Mini-dialogue/ exchange (x39); List (x17); Greeting card (x6);
Monologue (x4); Letter (x2); Story (x2); Song (x2); Homepage
(x1); Airline ticket (x1); Report (x1); Map (x1); Article (x1);
Postcard (x1); Table (x1); Memo (x1)

Description/ classification (x22); Recount / Narrative (x8);
Instruction (x1)

List (x16); Mini-dialogue/ exchange (x15); Story (x6); Memo -
to self or others (x5); Table (x4); Webpage (x3); Diary/ journal
page (x3); Song (x3); Map (x2); Monologue (x2); Graph (x2);
Article (x2); Notice (x1); Flyer (x1); Report (x1); Email (x1);
Guide book (x1); Memo (x1); Letter (x1); Summary (x1); Poem
(x1);

Genres Description/ classification (x38); Recount/ Narrative (x16)
Mini-dialogue/ exchange (x19); List (x15); Monologue (x10);
Report (x7); Story (x7); Song (x4); Letter (x4); Memo - to self
Text types or others (x4); Map (x1); Advertisement (x1); Questionnaire
Volume 3 (x1); Diary/ journal entry (x1); Guidebook page (x1); Internet
page (x1); Email (x1)

Recount/ narrative (x30); Description/ classification (x20);
Explanation (x1)

Text types
Volume 1

Genres

Volume 2 Text types

Genres

As indicated in the Table above, while there is a range of text-types in the three
volumes of the series, there is a preponderance of mini-dialogues (dialogue
snippets) and lists. So far as genre is concerned, description/classification
dominates the first two volumes (approximately 70% in each case), with
recount/narrative in second position. This is reversed in the third volume, where
recount/narrative predominates (approximately 58%) with
description/classification following. Although there are isolated instances of
instructions in mini-dialogues, there is only one instance of an instruction text
(Volume 1), and one of an explanation text (Volume 3). There are no instances of

argument-focused texts.

The dialogue snippets, contextualized to the extent that they generally involve a
number of characters who are referred to throughout the series, appear to function
largely as 'carriers' of the teaching points. In the following extract, the first exchange
is preceded by a picture of two children (a boy—apparently of European origin—and
a girl-apparently of Japanese origin) looking out of a window (no sign of clouds),
the second exchange is followed by a picture of the girl writing an equation on a
blackboard, and the third is accompanied by a picture of the boy reading a book.
Following the mini-dialogue, there is a picture of both children sitting in what could
be a school or shopping lobby. This is the first occasion on which the words

‘weather’, ‘cloudy’, ‘subject’, ‘math’, ‘interesting’, ‘easy’, ‘study’ and ‘hard’ have
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been introduced. Apart from its use in formulaic greetings, it is also the first time
that 'how' has been used in an interrogative construction. Bearing all of this in mind,

it is difficult to determine what the main teaching point is intended to be.

Kevin: How’s the weather

Sakura: It’s cloudy. But OK.

Kevin: What’s your favourite subject, Sakura?
Sakura: Math. It’s interesting.

Kevin: I like Japanese. It’s not easy but I study hard.
Sakura: Do you write Japanese?

Kevin: Yes, I do.

Volume 1, Unit 4, p. 38-39 (2012 edition).

Even in the later volumes, this type of presentation is the dominant one, although
sections of introductory monologue do occur. In the example below, the
introductory monologue section is on the left hand side of the page and is
accompanied by a picture of a woman wearing a kimono and holding a microphone.
She 1s standing beside a river on the banks of which there is bunting. In the corner
these is a list of words (firework(s); reporter; tonight; since; Emily Walker and I've
— [ have) accompanied by phonetic transcriptions. On the right-hand side is the
dialogue which is accompanied by a picture of the woman in the first illustration
interviewing a European-looking woman. There are two people (a man and a
woman) in traditional Japanese costume in the background. On the far right is a
single word (excited) accompanied by a phonetic transcription. The text is headed:
A Fireworks Festival. The main language focus point appears to be the use of the
present perfect +/- for/since + time reference to indicate duration (including the
present time). However, this is complicated by the inclusion of a sentence in which
the present perfect occurs with the adverb 'always' (rather than the prepositions

‘since’ or ‘for’) and in combination with ‘want’ + infinitive.
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Hello, everyone. This is our reporter, Emily Walker. 'm here at the Midori
River. A fireworks festival will be held tonight. I’ve lived in Japan for three

years and I’ve loved Japanese fireworks since I saw them for the first time.

Reporter: Hi! You look really excited!

Becky: I am. I’ve always wanted to see fireworks in Japan.
Reporter: Is this your first time?

Becky: Yes, it is.

Reporter: How long have you lived here?

Becky: I’ve lived here for two years.

Volume 3, Unit 2, pp 14-15 (2012 edition).

Overall, in this series, students’ exposure to a range of genres is limited.
Description/classification dominates the first two volumes, with recount/narrative
in second position. This is reversed in the third volume, where recount/narrative
predominates, with description/classification following. While there are isolated
instances of instructions in mini-dialogues, there is only one instance of an
instruction text and one of an explanation text in all three volumes. There are no

instances of argument-focused texts.

7.5.1.4 Cultural content

In this series, there are references to Japanese cultural activities (e.g. fireworks
displays and summer festivals; breakfast in Japan; sumo wrestlers; origami; and
some Japanese tourist attractions) and to activities associated with other cultures
(e.g. a unique house in China; Hawaiian ethnic clothes; a summer festival in
Thailand; multi-nationality in Singapore; trips to New Zealand and America
(including an American home-stay experience); a trade fair in Ghana; a racial issue

in America; and a South Korean pop star).

Although, overall, culture is related more to special occasions (festivals etc.) than
it is to every-day activities, and although most of the cultural references relate to

the USA, it is nevertheless refreshing to find that the English language is not
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exclusively associated with the USA or with countries that are predominantly

English speaking.

7.5.1.5 Tasks and activities

Every page of every unit provides a basic sentence pattern (which is a main focus
of the page) along with some activities. These activities are, however, largely

confined to substitution drills (see example below):

e
1 #ho socce
Livwe

By

Figure 7.1: New Horizon English Course, Volume 1, Unit 3, pp. 28-29 (2012 edition)

Most of the tasks and activities in the series are directly related to the main teaching
points. They are however, extremely limited in type, generally involving little more
than routine, repetitive verbal drilling, often focused on writing activities at the end
of each unit. Furthermore, in the design of the activities no account appears to have
been taken of different learning styles or proficiency levels. Although there are
some activities involving pair-work and group work, these tend to be repetitive
rather than communicative. An example is the type of warm-up ‘show and tell’
activity illustrated below which simply involves a monologue. In the ‘guessing
game’ that accompanies it the answer is supplied in the text (as it needed to be in
view of the fact that the students had not yet been introduced to the relevant lexical

item).
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Figure 7.2: New Horizon English Course, Volume 3, Warm-up, pp. 2-3 (2012 edition)

At the end of the each unit there is a review page which generally includes an

activity requiring sentence completions (see example below).
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Figure 7.3: New Horizon English Course, Volume 2, Review, Unit 7, p. 78 (2012 edition)
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Overall, the activities are unlikely to be of any real interest to the learners and the
fact that they are so similar from one unit to the next is likely to lead to boredom.
Although each of the volumes claims to include an integrated skills focus, most of
the activities involve listening and speaking, copying letters or filling in missing
sections in sentences. There are no genuinely communicative tasks such as, for
example, board games, information gap activities, questionnaires involving
classmates, creating advertisements or Internet sites illustrating  holiday

destinations, etc.

7.5.1.6 Quality and relevance of illustrations

While the illustrations generally provide a relevant context for the language being
introduced or practiced, they seldom provide any genuine support for meaning,
that is, they do not serve a useful concept introduction function (see, for example,

the illustrations with text below).

Ny F—DHBEBE A

Part [ A DVWTENTLED

-8." This is my grandmother Nancy.
Ermndmod b
grandiacher  She's sixty-five years old.

YoRr s

old She lives in America.

e She works in San Francisco.

— She's a famous journalist.

thnck ~ She teaches university classes, too.
" She speaks many foreign languages.
Ianguage s

Figure 7.4: New Horizon English Course, Volume 1, Unit 6, p. 50 (2012 edition)
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s Whose bag is this?

'
I m sorry L It B MR

That's a niee camera

sty Are these all yours? st Thanks L

a —
= Yis, they are It's my father’s —

i Heally?

What are those? e
ke
They'er presents wine
from Japan r—
' e

Thev're lehira's

Figure 7.5: New Horizon English Course, Volume 1, Unit 8, pp. 74-75 (2012 edition)

In some cases, the illustrations do reinforce meaning. However, as in the example
below, this generally happens in question and answer sequences where both the
question and answer are supplied. If the relevant vocabulary were appropriately pre-
taught, students could be left to supply answers themselves in such cases (using the

illustrations as a point of reference).

Fri—ICsWIC .
Bwrs [} EZCBITREPREY Where's my bag? fﬁg

It's under the seat

.
- Revin, get up We're in San Francisco
- Where are my books?
mharn -, !
Huh? Oh, no! . i LA
aralar 3 e At
Fr— Where's my watch? o f \“\ T Nl
| R |
_.:_H . - r ' g " . - 1 They're by the blanket
i A } -

Where's my cap? ~an

;‘"
| It's on your head!
?.r

Figure 7.6: New Horizon English Course, Volume 1, Unit 8, pp. 72-73 (2012 edition)
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While there are many full colour illustrations in this series and while they are largely
appropriate in terms of gender balance and the age of the learners, they are generally

are static’® and often do little to support meaning.

7.5.1.7 Interest level

In this series, an attempt has been made to centre the language around characters
and references that are likely to be of relevace to the lives and interests of the
students. However, there is little attempt to engage the learners in interactions with
one another and, in particular, there is an almost total absence of communicatively

oriented tasks and activities.

Overall, while the characters introduced in the series may be of interest to the
learners and provide some element of continuity, there is little in this series that
would appear to be likely to be of genuine interest to Japanese secondary school

students.

7.5.1.8 Quality and quantity of supplementary resources

As support materials, this series provides audio-visual materials and flash cards as
well as workbooks®, sentence pattern drills, study notebooks, and CDs and DVDs.
None of the supplementary materials is designed in such a way as to accommodate
the diffrering needs of learners who have different learning styles or different
proficiency levels. The assumption is that all of the learners will, irrespective of

differences, take part in the same activities in the same ways.

While there are a number of supplementary resources accompanying this series,
they are predicated on the assumption that all of the learners will be involved in the

same way in the same activities.

" An example of an ‘active’ illustration (showing movement) is included in Wang (2008, p. 51,
footnote):

8 Including alphabet practice and drilling, cursive writing practice, sentence pattern and grammar
practice drills, vocabulary (up to Lesson 4), as well as listening tasks and mock tests in
preparation for high school entrance examinations.
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7.5.2 New Crown English Series

7.5.2.1 Overview

New Crown English Series (Sanseido, 2010, 2012) has thirty five (35) contributors
in the case of the 2010 edition and forty one (41) in the case of the 2012 edition. Of
the forty one, thirty two (32) are listed as being employed as university lecturers,
eight (8)8! as secondary school teachers and one as a publisher. The series has three
volumes, which are intended for lower secondary school students from grade one
to grade three. It provides students’ books, teachers’ guides, workbooks and CDs.
The publisher provides replies to frequently asked questions relating to the new

edition and its how-to-use guidebook.%?

Volume [ contains nine ‘lessons’, Volumes 2 and 3 contain eight ‘lessons’. Each

'lesson has three parts:

Mini-dialogue or short text (containing new vocabulary and grammatical
items)

Practice section (involving use of grammatical items introduced in the mini-
dialogues/short texts)

Use (involving additional reading and writing)

The following main changes were made in the second (2012) edition:

(1) The section headed Get Ready in Volume 1 of the 2012 edition contains less
material than is included in LET’S START in the 2010 version.®

(2) In the 2010 edition, each volume had a ‘Let's read 1’ section and a ‘Let’s
read 2’ section and Volume 3 also had a ‘Reading Plus’ section. In the 2012

edition, a reading section (USE READ) is included in three ‘lessons’ in

81 The same number of school teachers was involved with the 2010 series.

82 http:/tb.sanseido.co.jp/english/newcrown/24NCSupport/QA/index.html (last retrieved 17
November 2012)

8 The publisher claims that this is intended to allow for a smoother transition from elementary
education to lower secondary education:
http://tb.sanseido.co.jp/english/newcrown/24NCSupport/QA/index.html (last retrieved 17
November 2012)
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Volume I and in every lesson in Volumes 2 and 3 and there is also more
material in the Further readings section of this edition.

(3) A summary of grammatical points is included from ‘lessons’ 5 to 9 (two
pages each) in Volume I and from lessons 2 to 8 (two pages each) in Volumes

2 and 3 of the 2012 edition.

The 2010 and 2012 editions are very similar in relation to (a) the vocabulary and
grammatical items included, and (b) the topics included (although there are some
places where what was a main topic in the 2010 version is has been moved to a

further reading section in the 2012 version.

7.5.2.2 Language content

As an indication of how the language content is organized, Tables 7.4 and 7.5 below
provide an outline of the content of the initial warm up sections and the first three

‘lessons’ (Units) of Volume 1.

Table 7.4: Overview of the language content of the get ready sections of New Crown English

Series, Volume 1

Pre-Unit get ILLUSTRATED
ready sections
Animals

birds; camels; cats; dogs; elephants; giraffes; gorillas; hippos; horses; koalas; lions; monkeys;
pandas; penguins; rabbits; tigers

Foods (general)

bread; cereal; curry; gratin; milk; pizza; rice; salad; soup; spaghetti; steak; sushi; yogurt

Sports

baseball; basketball; judo; table tennis; tennis; running; soccer; skating; swimming; volleyball
Vegetables

apples; bananas; carrots; egg plants; grapes; green peppers; lemons; oranges; peaches; pineapples;
tomatoes; turnips

Letters of the alphabet

Words (miscellaneous)

astronaut; boy; car; doctor; hippo; ink; juice; omelette; pudding; question; rice ball; vet; window;
box; elephant; father; girl; kitchen; lunch; mouth; name; singer; tissue; up; yo-yo; zoo
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Table 7.5: Overview of the language content of the first three Lessons New Crown English Series,

Volume 1
Lesson 1 Functlol}s Structures Vocabulary
(formulaic)
Newly Introductions Mood Adjectives
introduced Hello; Hi Declarative fine; good; hot; more; new;
language I'am + name I/you + BE + name one; thirsty
Thisis. .. I/you + BE + adjective Adverbs
Nice to meet you here; too
Formulaic request for | Interrogative Nouns
repetition/attention BE + you + name Australia; Canberra; time
Excuse me? BE = you + from + place name? Prepositions
Thanks BE + you + adjective + adverb from
Thank you Pronouns
Agreement/ Contractions I; you; me
Disagreement I+am=Im Verbs
Yes, [ am BE; call
No, I'm not
OK Numbers
Surprise One - ninety; hundred;
Really? thousand
Acknowledgment
No problem
Apology
I'm sorry
Language introduced previously (N/A)
Lesson 2 Functlol}s Structures Vocabulary
(formulaic)
Newly Greeting Mood Adjectives
introduced Good morning Declarative beautiful; English; good;
language Agreement Deictic + BE = noun lovely; nice
Right It + BE + noun Adverbs
Exclamation It + BE = number + o'clock no; now; late; yes
Oh, no! Pronoun + BE + adverb Deictics
this; that
Interrogative Determiners
BE + it/that + determiner + noun? a/an
What + BE + deictic? Nouns
What + time + BE = adverb? coach; friend; fox; hawk; man;
mom; owl; picture; player;
Contractions table teacher; tennis; time;
It's word
Pronouns
It is not = It's not/ It isn't it; she
your
Telling the time Verbs
smile
Number
Eight
Days of the week
Subjects
English; fine arts; ;
homemaking; industrial arts;
Japanese; math; music; PE;
science; social studies
Collocation
o'clock
Language Mood Adverbs Deictics
introduced Declarative (with BE) | no; too; yes this
previously Inversion Q Adjectives Nouns
good table tennis; player
Prepositions

from
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Overview of the language content of the first three Lessons New Crown English

Series, Volume 1

Lesson 3 Funct10l}s Structures Vocabulary
(formulaic)
Newly Acknowledgment Mood Adjective
introduced Yes? Declarative blue; cool; good; Japanese;
language You're welcome Pronoun + have + determiner + like; pretty; red; right;
noun + preposition + pronoun traditional; yellow
Affirmation (poss.) + noun Adverbs
That's right after; every; please; too; well
Interrogative Conjunctions
Agreement Inversion Q with anaphoric DO but
All right ‘Wh-question Deictics
‘What + BE + noun? these; those
Enquiry re situation What + noun = verb (anaphoric DO) | Determiners
How about (you)? + pronoun + verb? no; any; the
‘What + verb (anaphoric DO) + Nouns
Request for attention | pronoun + verb (have) = preposition | bag; birds; books; Canada;
Excuse me + pronoun + noun? caps; day; dishes; dollars;
Where + BE + determiner + noun? fencing; foot; fun; hand; head;
Suggestion How many + (adjective) + noun + home; music; neck; one
Let's... verb (anaphoric DO) + pronoun + (anaphoric); paper; pick;
How about . . . ? verb? school; season; summer;
How much + BE = pronoun? shoulders; (the) south; sports;
Declarative question: stairs; take; tennis; toilet; toy
(e.g. Under the stairs?) Prepositions
in; on; for; under
Imperative and negative Pronouns
imperative we
(Wait) me
(Don't wash . . .) my; your
Verbs
Tense/ aspect call; clean up; come; do; have;
Present simple (habitual) know; like; play; practice; see;
shop; touch; use
Purpose
Verb (use) + deictic + noun +
preposition (for) + noun Months of the year
Contractions
I don't
That's
Language Introductions Mood Deictics
introduced I+ BE + name Declarative This
previously Agreement It's ... Nouns
OK This is ... bag; carrots; tennis
Formulaic request for | Collocation Pronouns
repetition/ attention o'clock I; you; it
Excuse me Adverbs Prepositions
please; too; yes From
Determiners
a Numbers
four; two; three; five; twenty

The Table above provides some indication of the content of this series and the way
in which that content is organized. Many of the words listed and illustrated in the
pre-Unit get ready section are low use vocabulary items that would not normally be
associated with the early stages of language learning (e.g. camels; giraffes; hippos;
gratin; astronaut; yo-yo). Furthermore, little use is made of that vocabulary in
establishing a context for the introduction of new language in the first three 'lessons'.
Each ‘lesson’ introduces a large volume of new language. Thus, for example, in
Lesson 3, seventy nine (79) words are introduced: 12 adjectives (including ‘like’);

5 adverbs (including ‘well” and ‘every’); 1 conjunction; 2 plural deictics; 4
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determiners (including ‘any’); 34 nouns (including ‘(shamisen) pick’ ; 4
prepositions; 4 pronouns (including one subject, pronoun, one object and two
possessives); and 13 verbs. Also included are eight formulaic expressions relating
to six different functions and two new contractions (although there is frequent
unnatural use of full forms in the mini-dialogues). The grammar focus points

include:

e imperative and negative imperative;

e present simple tense (associated with habitual aspect);

e declarative sentences
(pronoun + have + determiner + noun + preposition + possessive pronoun
+ noun)

e inversion question with anaphoric DO,

e Wh-questions
(with 'what'; where', 'how many' and 'how much' and a wide range of
different structural content);

e declarative questions involving repetition; and

e purpose (with 'use . . . for').

Thus, while the language content of this series is generally consistent with the
curriculum guidelines in an overall sense, there are major problems associated with
the selection, ordering and presentation of that content and many occasions on
which the language is contextually inappropriate as in the example below, where
there is an explanation in Japanese for the first utterance (the girl was about to bump

into the boy):
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Figure 7.7: New Crown English Series, Volume 1, We ’re Talkingl, p. 23 (2012 edition)

Overall, mini-dialogues are stilted and unnatural, serving only as vehicles for the

introduction of language focus points (see example below):

kumi: Hello, I am Tanaka Kumi.

Pout Excuse me?

kumi: Kumi. K-U-M-L.

Pout Kumi. I am Paul. Paul Green.
kumi: Nice to meet you, Paul.

Paut: Nice to meet you too, Kumi.

Figure 7.8: New Crown English Series, Volume 1, We ’re Talkingl, p. 23 (2012 edition)
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Throughout the series, the introduction of new language is repeatedly made more
complicated by the authors’ apparent determination to introduce as many idiomatic
expressions as possible (see the extract below where the main teaching point
(extended over this mini-dialogue and the following falking point section) may be
making suggestions (How about . . . ?; Why don't we . . . ). Once again, as in the
extracts above, the content (suggesting going to a concert after a test and expressing

a need for exercise) seems inappropriate in relation to the age of the students:

Ken: How did the math test go?

Emma: Don’t even ask.

Ken: How about going to a concert?

Emma: Thanks, but no thanks. I need to exercise.
Ken: Then why don’t we kick a ball around?
Emma: It’s a deal.

Volume 3, We 're Talking 4, p. 46 (2012 edition).

Immediately following this dialogue, there is a section in small print headed 7alking

point:

Ken: Why don’t we kick a ball around?
Emma: It’s a deal/ Why not? / I don’t feel like it.

At the left-hand side of the page, beside the Talking point section, is a sentence in

Japanese which is translated below:

Exercise

1. Let’s practice conversation which offering a plan to your friend by using words below.

1 go hopping 2 take a walk 3 sing songs
2. Let’s perform a Skit with a pair.
Try
) ) IDEA BOX
Let’s assume that you are going to spend time [ o

: @study together
1 @see the kendo match
how you spend the time, and let’s perform a : @1'd love to. But | can’t.
1

P @ Good. But how about...?

with your friend next Sunday. Think about plan of

conversation.
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In summary, while much of the language included in this series seems, in an overall
sense, to be consistent with the curriculum guidelines, much of it also seems to be
contextually and situationally inappropriate. In addition, it is generally selected and
presented in ways that are confusing and unnecessarily complex. In particular, each
lesson' includes a vast amount of new vocabulary and constructions, often
accompanied by a number of idiomatic expressions, introduced in stilted and
unnatural mini-dialogues. Given the amount of new language in each mini0O-
dialogue and the fact that it is not set in the context of language that has already
been introduced, semantic inferencing does not seem to be a realistic possibility and
so, presumably, teachers will need to be translation if the students were to have any
hope of understanding the meanings intended to be conveyed. Finally, much of the
vocabulary introduced in the early stages is not likely to be encountered often in

day-to-day interaction.

7.5.2.3 Text types and genres

The range of text types and genres included in New Crown English series is outlined

in Table 7.6 below.

Table 7.6: Text types and genres represented in New Crown English series

Mini-dialogue/ exchange (x30); List (x9); Monologue (x6);
Story (x4); Song (x2); Caption (x2); Map (x1); Article (x1);

Vol 1 Text types Report (x1); Table/ Chart (x1); Memo (x1); Email (x1);
olume Internet homepage (x1); Greeting card (x1);
Genres Description/ classification (x16); Recount / Narrative (x7);

Instruction (x1)

Mini-dialogue/ exchange (x18); Monologue (x10); Signs/
notices (x 6); List (x3); Speech script/ plan (x3); Memo (x2);
Text types Song (x2); Diary entry (x2); Poster presentation (x2); Letter
Volume 2 (x2); Article (x2); Abstract (x1); News item (x1); Guidebook
page (x1); Internet posting (x1); Story (x1); Table/ chart (x1);
Description/ classification (x18); Recount/ Narrative (x10);

Genres Explanation (x1)
Mini-dialogue/ exchange (x14); Monologue (x8); Story (x7);
Text types Message (x3); Article (x2); List (x2); Song (x2); Speech script
Volume 3 (x1): Book page (x1); Memo (x1); Table/ chart (x1)
Genres Recount/ narrative (x17); Description/ classification (x9);

Explanation (x1)

As indicated in the Table above, while there is a range of text-types in the three
volumes of the series, there is a preponderance of mini-dialogues (dialogue
snippets), with monologues featuring comparatively prominently in Volumes 2 and

3, followed closely, in Volume 3, by stories. So far as genre is concerned,
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description/classification dominates the first two volumes (approximately 66% and
62% respectively), with recount/narrative dominating the third volume
(approximately 63%). Instruction and explanation texts feature very little and there
are no instances of argument texts. In this respect, this series is very similar to the

first series analysed.

Overall, while a range of different text-types is introduced in this series, students
are exposed in this series to a limited range of genres, with, as in the case of the first
series analysed, description/classification dominating the first two volumes and

recount/narrative dominating the third one.

7.5.2.4 Cultural content

In this series, there are some references to Japanese culture (traditional foods, toys,
musical instruments, and seasonal activities) and Japanese festivals (fireworks
displays), and there is a story about a Japanese World War Il veteran. There are also
references to objects and activities associated with other places and cultures (e.g. a
unique sport played in India; Scottish bagpipes; school life in the USA, a Tsunami
in Thailand; trips to Hawaii and Australia; Landmines in Cambodia; Eco-Tourism
in Costa Rica; American Professional baseball; houses in China and Mongolia;
Human rights in the USA). There are stories about a boy from Malawi, British and
German soldiers, and a girl suffering from hunger in the Sudan. There is also an
introduction to aspects of Finnish and Indian cultures. The topics covered include

war, hunger, poverty and ecology.

In terms of cultural content, this series is wide-ranging and does not encourage the
students to associate the use of English with a stereotypical and idealized
representation of the culture if societies in which English is the predominant first

language.

7.5.2.5 Tasks and activities

Communicative tasks and activities are notable by their absence in this series. In
general, each section is made up of an introductory mini-dialogue which includes
at least one example of the main teaching point (or points), often embedded in

language that is more complex than the teaching point itself and often containing
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vocabulary that has not yet been introduced. At the foot of the mini-dialogue, there
are generally some new decontextualized sentences containing the teaching point/s.
This is followed by a practice section in which the focus is on listening, speaking,
reading and writing activities. At the end of each section, there is a two-page
summary of grammatical points that have been introduced with an explanation in
Japanese accompanied by a small practice section that generally involves sentence

completion, alteration of verb forms, reordering words or translation into Japanese).

As in the case of the first series analysed, the activity types in this series are
repetitive and largely formulaic and Communicative tasks and activities are notable

by their absence.

7.5.2.6 Quality and relevance of the illustrations

As in the case of New Horizon English Course, the illustrations in New Crown
English Series, in general, provide a useful context for mini-dialogues but do little
to elucidate textual meanings (see the two examples provide above). In this case,
however, each new ‘lesson’ (book segment) is introduced by a scene setting picture

accompanied by one of more questions in English.

Overall, the full colour illustrations in this series, while setting the scene in a general

way for mini-dialogues, do little to contribute to the uncovering of textual meanings.

7.5.2.7 Interest level

Although the authors have made an attempt to generate interest by including many
full colour illustrations and characters with whom (in relation to age, interests and
activities) students are likely to identify, the predominance of stilted mini-dialogues
which appear to serve little purpose other than to 'carry' language focus points, the
monotonous nature of many of the exercises and the absence of student-student
activities that engage students on a level beyond the mere rehearsal of language are

unlikely to promote a high level of student interest.

As in the case of the furst series analysed, the authors have made an attempt to make

the series interesting by introducing characters with wom students are likely to
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identify. However, the stilted mini-dialogues and repetitive exercises are unlukely

to have any genuine appesal for Japanese teenagers.

7.5.2.8 Quality and quantity of supplementary resources

The publisher of the New Crown English series provides supplementary online
reources

(http://tb.sanseido.co.jp/english/newcrown/24NCSupport/ WorkSheet/index.html:
visited January 2013). They include question-answer sets for for each lesson
(relating to the dialogues and readings) and lesson tests (relating to the We're
Talking and Let’s Read sections). For example, the following questions are
provided in connection with the dialogue on page 17 of Volume 1 (see Figure 7.8

above):

LESSON 1
@ GET Part 1

[Q&A] (Questions)
1.p.17 TEEL CWA D IFETT D,
(Who is the girl who is talking on page 17?)
2.p17 TREL TWA B OFIEHETT D,
(Who is the boy who is talking on page 17?)
3. IR—/VIFAK DA T & Fl > TOE L7,
(Did Paul know Kumi’s name?)
4. KFE L AR — VT W% T,
(Are Kumi and Paul meeting forthe first time?)
5704, AERIE TK-U-M-I) £F2TWLHDTY Dy,
(Why is Kumi saying ‘K-U-M-1"?)
@ GET Part 1

[Q&A] (Answers)

1. HHAE, (Tanaka Kumi.)
2= T Y= (Paul Green.)
3.0V R, (No.)

4130, (Yes.)


http://tb.sanseido.co.jp/english/newcrown/24NCSupport/WorkSheet/index.html
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5. Ay D& Z FREZDP>TH B )72,

(In order for Paul to understand her name accurately)

Another example of question-answer (asked in English and Japanese) is provided

below:

Enjoy Sushi

* What kind of sushi do you like?
® Do you have any local food in your town?T

&3 -~
ers

¥ AR TR 0 TR RS
B Thers i [ers] ~ SEEREENL. B3 —
N CEEORSN - ANERTTAET &R,

=y v JF

Figure 7.9: New Crown English Series, Volume 2, Lesson 4, p. 37 (2012 edition)

LESSON 4
@ L VD (Title page: Questions)
1. What kind of sushi is this?
2. Is sushi famous in Japan?
3. Do many people in the world eat sushi?
4. How do you say maguro in English?

5. Do you see tuna in the picture?
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6. What kind of food do you like?

7. What’s your favorite Japanese food?
8. Do you like sushi?

9. Can you make sushi?

10. What food is your town famous for?

1. 206 DFFNMEDI TN D DIFE AR > THOET I,
(Do you know what kinds of fish are used in these sushi?)

12.ZD3MHDOHFFOHF T, —FEARBHLOFTENIZE BT

VARN

(Which of these sushi do you think is the most popular?)

13. HES 0 B 2R T2 NS — & TUE LW BRI T,

(What kinds of Japanese food do you want foreigner to eat the most?)

14, ZRINHEFRPFTANLR S BB EZSBZ L THL I,

(Why do you think sushi is popular around the world?)

€ L UMD (Title page: Answers)

1. It’s nigiri-zushi [maki-zushi / chirashi-zushi].

2. Yes, it is.

3. Yes, they do.

4. We say tuna (in English).

5. Yes, I do.

6.~ 14. (FRZEEWE) (The answers for 6 to 14 are omitted.)

For the ‘USE Read’ section, the questions are divided into ‘Pre-Reading’, ‘In-

Reading’ and ‘Post-Reading’. The question types are:

Pre-Reading: Closed-type questions and wh-questions (asked in Japanese

or English) about the general content/topic area.

In-Reading: Closed-type questions, wh-questions and True or False

questions (asked in English).
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Post-Reading: Open-ended questions (asked in Japanese) encouraging

students to express their own thoughts about the text.

In the sample tests provided by the publisher, the question types involve sentence
completion (Japanese translation provided), putting words into the correct order
(along with Japanese translation), substitution drills, reading, conversation and
writing. The following test segment relates to the dialogue on p.46 (included

above):

5 [#H] SFENRKVIHL I, BYRLETOT ~TinbHED
FL X9, [2 s X3] ([Expression] Choose the appropriate sentence

from 7" to T below in order to make up a conversation. [2 marks each for

Questions 1, 2 and 3])

Ken: How did the math test go?
Emma: D

Ken: How about going to a concert?
Emma: @) I need to exercise.

Ken: @

Emma: It's a deal.

) ®

Then why don’t we kick a ball around?

How about studying together?
Don't even ask.

I’d love to.

+ e A Ne

Thanks, but no thanks.

While this series provides a considerable amount of supplememtary material, much
of it (as in the case of the first series analysed) is formulaic in nature and involves
all of the students, irrespective of their indivudual learning style preferences and

competences, in doing exactly the same things.
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7.5.3 Captain English

7.5.3.1 Overview

Captain English (Taishukan), which is said to draw upon ‘standard American
English’, has six (6) authors, of whom three (3) are listed as university lecturers and
two (2) as school teachers. There is no indication of the name or occupation of the

sixth author.

The two students’ textbooks (2012 revisions) each contain ‘lessons’ made up of the

following components:

Get Ready: warm up sections containing some key words.

Main Text: including a range of topics, grammatical items in focus, and,
at the side of the text, some frequently used expressions and pronunciation
of new vocabulary indicated by the use of Katakana with stress marks and
bold print.

Comprehension: arange of comprehension questions relating to the main
text (involving the completion of a summary using vocabulary that is
provided).

Focus: summary of new grammatical items.

Check it: checks the items learnt at the lesson (involving, for example,
matching sentences and pictures, reordering words in sentences and
completing sentences (with translations provided).

Sound: summarises important information relating to pronunciation.

The publisher provides examples of assessment benchmarks and a set of
achievement objectives relating to the curriculum guidelines.?* The approach to

using the textbook is outlined as follows:

e Have the students listen many times to the CD until they understand all the

words and meanings;

8 Please refer to Taishukan website:
http://www.taishukan.co.jp/gcdroom/captain/captainl_cafe.html
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e Have them write the text in meaning chunks many times until they
understand the meanings as they go;

e Instruct them in the book’s format so that they understand the importance of
the learning sequence;

e Instruct them to make notes (writing mistakes correctly, copying the texts
with attention to meaning and writing full notes while practicing);

e Ensure that they participate actively in the tasks and activities.

Volume 1 (relating to English I in the curriculum guidelines) covers material for
three credits (equivalent to 105 x 50 minute lessons); Volume 2 (relating to English
2 in the curriculum guidelines) covers material for four credits (equivalent to 140 x
50 minute lessons). A summary of the main grammatical focus points is provided
in both volumes at the end of each group of ‘lessons’ and students are provided with
worksheets to complete after each lesson. In addition, the publisher indicates that
there should be regular examinations contributing 60% of the assessment marks. In
connection with this (and other aspects of this series), it is relevant to note that it is
recommended in the curriculum guidelines that analysis and explanation of
language elements should be minimized, with emphasis being placed on
understanding how language elements are used in actual situations and actually

using them.

It is noted in the curriculum guidelines that the language focused on in English 1
and English 2 courses should include, in addition to that listed as appropriate for
lower and upper secondary schooling, language drawn from the lower secondary
schooling component. In this case, instead of integrating these two components
fully (using language already introduced as a context/backdrop for the introduction
of new language) Volume 1 focuses on language listed as appropriate for lower
secondary schooling and Volume 2 focuses on language listed as appropriate for

upper secondary schooling.

7.5.3.2 Language content

As an indication of how the language content is organized, Table 7.7 below provides
an outline of the content of the first three ‘lessons’ (Units) of Volume 1. In this case,

the language content of the short pre-lesson warm up section is omitted because the
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main function of that section (mainly in Japanese) appears to be to familiarize

students with doing exercises rather than to highlight specific language points.

Table 7.7: Overview of the language content of the first three Lessons of Captain English, Volume
1 (2012 edition)

Lesson 1 FunCtIOI.IS Structures Vocabulary F?cus (as indicated
(formulaic) in the textbook)
Newly Suggestions Mood Adjectives
introduced Let's. .. Declarative alive; beautiful; big; different;
language (pos. / neg.) each; little; only; proud; unique This flower is beautiful.
Interrogative Adverbs They don t compete with
Why do...? all right; also; not; too each other.
beautifully
Contractions Conjuncts Listing similarity:
that's and; so This flower is beautiful.
Dectics That flower is also
this; that beautiful.
Nouns
all; flower/s; number; one; other We too are flowers.
Pronouns Each is unique.
they; us; we You’re not...
Verbs
To encourage someone:
Thats all right.
Lesson 2 FunCthI.lS Structures Vocabulary Focus
(formulaic)
Newly Greetings Mood Adjectives Do you know...?
introduced Hello Interrogative cute; female; many; next; one; It’s...
language Do+ pronoun + young
verb . .. Adverbs ...sea otters are
Why? no; yes decreasing. ..
Tense/ aspect hard ...what is happening...?
Present continuous very ...sea urchins eat them.
(declarative and Conjunctions & sentence Kelp forests are...
interrogative); conjuncts It’s...
Past simple; because; or; then
Present simple Dectics Tam...
(habitual) this; that I practice...
Determiners I go to...and play...
a
Contractions Nouns 1t is floating on the sea.
It's Alaska; animal; athlete;
country(ies); dream; fish; home/s; Paraphrasing:
Japan; (kelp) forests ; kind/s; It’s rakko, or a sea otter.
match(es); Olympics; sea; sea
otter/s; problem; room; sea Stating reason:
urchin/s; table tennis ; (world) Why? Because sea
championship/s urchins eat them.
Prepositions
from; to
Pronouns
I; it; you
them
everyone;
their
Verbs
BE; decrease; eat; float; happen;
have; increase; join; know; play;
practice; sleep
Auxiliaries: can
Year
2004
Language Adjectives Deictics Pronouns
introduced little this they; us; we
previously Verbs
BE
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Table 7.7 (Cont.): Overview of the language content of the first three Lessons of Captain English,
Volume 1 (2012 edition)

Lesson 3 Functlor.ls Structures Vocabulary Focus
(formulaic)
Offering Mood Adjectives They are...
Won't you...? Interrogative crispy; easy; first; good; hot; ...they are getting...
What (+present popular; some; spicy; yummy
Exclamation continuous); Adverbs What are you eating?
(surprise) Where . . . from? how; now; please; thanks Lt’s...
Wow! Auxiliary verb Conjunctions & sentence Where are...? They’re...
(Can) + pronoun + conjuncts
verb + pronoun? and; then The shell is... It’s...
Request for Imperative Determiners
confirmation the What do we have?
Like this? Future (with 'will') Nouns ...it smells good.
bite; corn flour; filling; house; ...it’s yummy.
Be + made + of + Japan; meat; Mexico; onion/s;
noun pepper; shell; store/s; taco/s; Inviting:
topping/s; try; U.S. Won t you take a bite?
Ellipsis: Done Prepositions
on Can you make tacos
Pronouns yourself?
them You can buy taco shells
yourself at some stores.
my
Verbs Offering:
add; buy; cook; eat; love; make; I'll show you how to
put; show; smell; take make them at my house.
AUXILIARIES: can; will
Language Suggestion Pronouns Prepositions Explaining procedures:
introduced | Let's it; them from; in First, let’s cook filing.
previously Greetings Pronouns Next put it in the taco
Hi it shells. Then, add some
Verbs topping on it.
BE
Tense/aspect
Present simple (with BE)
Present continuous

In considering the language content of this series as exemplified in the language
overview of the first three lessons/ units (7able 7.6), it is important to bear in mind
that the students will have already learned English as junior high school and, for
many, also at elementary school. While this goes a long way towards explaining the
considerable linguistic density and diversity of some sections of the textbook, it
does not explain the nature of the language focus points (which often seem to
represent a somewhat random selection from the possibilities made available in
introductory mini-dialogues/ exchanges or narratives) or the ways in which they are
grouped. Thus, for example, in Lesson/ Unit 3, there are two instances of
instructions in one of the mini-dialogues (Next put it in the taco shells. . . Then, add
some topping on it.) This provides an opportunity to combine 'first' next' and 'then’
with imperative constructions. However, although 'first' does occur in the text, it is

associated with a different construction (First, lets cook the filling.).

Similarly, there are two instances of the auxiliary verb 'can' expressing ability in

two of the mini-dialogues in this lesson/unit (providing an opportunity to focus on
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a particular meaning associated with it). However, one of these is immediately
followed by an instance of the auxiliary verb 'can' expressing possibility (You can
buy taco shells at some stores.). This distinction is not highlighted at any point. Also
included in one of the mini-dialogues in this lesson/unit is the auxiliary verb 'will'
with future time reference: I°ll show you how to make them at my house. Although
this construction is often associated with promising and can be used productively
in many different contexts, the authors treat it as an example of a particular function
(offering) and provide no similar examples of the use of this auxiliary verb.
Lesson/Unit 2 has a number of language focus points. It ends, however, with a song
which, while being related in terms of topic to what has preceded and while
including some of the language focus points introduced earlier, also introduces
many words and constructions that are not included earlier in the lesson/ unit. These
are not included in Table 7.6 above. One verse of that song (entitled One of a Kind)

is printed below:

Why don't we get it?

In this wide world you are one of a kind.
Cherish your beauty, there's no need to hide it.
Each of us holding a different seed.

Just be yourself, that is all you need.

The language content of this series is generally consistent with the curriculum
guidelines in an overall sense. Although it is generally accurate, it is sometimes
stilted and contrived as in the following example (which is a translation of a popular

Japanese song):

This flower is beautiful.

That flower is beautiful.

They don't compete with each other.

Each flower grows and blooms beautifully.
Each is alive and proud.

So why do we compete?

We too are flowers.

Each is unique.
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Big flowers. Little flowers,

We are all different.

You're not No. 1? That's all right.
Each of us is the only one.

So let's grow and bloom.

Captain English, Volume 1, Lesson 1, pp.10-11.

A summary of the main grammatical focus points (explained in Japanese) is

provided in both volumes at the end of each group of ‘lessons’ (see example below).

- 4

Figure 7.10: Captain English, Volume 1, pp. 84-85

So far as language content is concerned, this series, in common with the other two
already analysed is generally consistent with the recommendations contained in the
national curriculum documentation. However, once again, that language is

introduced in ways that are largely unhelpful and potentially confusing.

7.5.3.3 Text types and genres

The range of text types and genres included in the Captain English series is outlined

in Table 7.8 below.
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Table 7.8: Text types and genres represented in the Captain English series

Text types Monologue (x8); Dialogue (x5); Internet posting (x3); Song
(x2); Report (x2); Email (x1); Story (x2)
Volume 1 Description/ classification (x11); Recount / Narrative (x8);
Genres .
Explanation (x1)
Report (x6); Dialogue (x3); Monologue (x2); Internet site
Vol 2 Text types (x1); Manual (x1); Cartoon (x1); Song (x1); Guidebook (x1);
olume Questionnaire (x1); Caption (x1); Story (x2)
Genres Description/ classification (x14); Recount/ Narrative (x5)

There are fewer texts overall in the Captain English series than there are in the other
two series. In each case, there is a range of text-types, with a preponderance of
monologues and dialogues in Volume 1 (just over 50%). In Volume 2, reports are in
first position (30%). So far as genre is concerned, in both cases there is a
preponderance of classification/ description and recount/ narrative, with no

instances of texts that exhibit the instruction or argument genres.

There are occasions on which a focus on particular structures and idioms leads to a
curious type of reporting format and odd interactions, sometimes combined with an

overall sense of didactic oversight:

Your friend sees you are chatting with a soccer player [on the Internet] and

cries. "How cool!" She says to you, "Can I use your ID and password?"

A. You don't let her use your ID and password, even if she is your good

friend.
B. You say "sure!" You've known her since kindergarten.
Let's learn the rules of the internet and be wise cybercitizens.
Captain English, Volume 2, Lesson 2, p. 17.
In this series, the students are exposed to a very limited range of genres and text-
types and there is a notable absence of the types of interaction in which students
might be involved in English speaking countries in the future, such as, shopping,

ordering food and drink in a snack bar, buying bus and train tickets, booking rooms

in hotels, and asking for and following directions and instructions.
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7.5.3.4 Cultural content

There are, in this series, references to a range of countries (Cambodia, Egypt, Japan,
Kenya, Mexico, Puerto Rico, Sweden, Thailand and U.S.A). These references are
generally used as a background to the topics introduced. With one exception
(Volume 1, Lesson 3, which refers to Mexican tacos), there are no clear references

to cultural phenomena.

Overall, this series is extremely limited in terms of cultural content, relying on a
few contextualizing references to different countries, only one of which is

predominantly English speaking.

7.5.3.5 Tasks and activities

In each main lesson, there are two questions (written in Japanese) that relate an
introductory passage to the main lesson text. Following the main lesson sections,
there are spreadsheets relating to comprehension along with explanations of
grammatical points and exercises relating to them (generally taking the form of
changing verb forms, discrete point grammar testing and translation from Japanese
into English but with occasional listening tasks). Comprehension is checked

through summarizing of listening texts (see example below).

1.

=1

Figure 7.11: Captain English, Volume 1, Lesson 8, pp. 66-67
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There are sections headed ‘Communication’ in each of the textbooks (five in Volume
I and four in Volume 2). At the end of these sections, we find the only references
in the series to pair work and group work. However, the attempt to include

communicative tasks (see example below) is severely limited.

Ehd-TENLERLLY ‘

e 1

1-""3

Figure 7.12: Captain English, Volume 2, Communication 4, pp. 72-73

Finally, there are, in both volumes, sections headed Have a Break! (three times in
Volume I and four times in Volume 2). Only in Volume 2 do these sections include
an attempt to include communicatively oriented tasks. Thus, for example, in one
case, there is a brief questionnaire for students to complete (individually) that is

headed How Eco-friendly are you.

Once again, what we find in this series are very limited and largely formulaic
activities that seldom involve pair work or group work. While some attempt has
been made to include more communicatively oriented activities, this is largely
unsuccessful, with the emphasis generally returning to individual formulaically-

centred activities.
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7.5.3.6 Quality and relevance of the illustrations
This series includes many photographs and full colour illustrations. However, as the
example below demonstrates, these are generally unlikely to make much

contribution to students’ understanding of the new language being introduced.

p —

Pari l AEELTLEY s 2OR RS VRN el & L2

Wb [ 44

Meiling: Hi, Jeff! What are you eating?

leff: Tacos. Won't you take a bite?

Meiling: Thanks, Wow, it's hot and spicy.
I love it. Where are tacos from?

Jeff: Mexico, Mow, they're popular in the
U.Ss. 7 Questions

Figure 7.13: Captain English, Volume 1, p. 23

The full colour illustrations in this series, while featuring characters of roughly the
same age as the students and providing a context for mini-dialogues, do little to

support inferencing in relation to textual meanings.

7.5.3.7 Interest level

Much of the material in this series is likely to be of relevance and interest to students

at senior secondary school level, such as, for example, (a) a situation in which an
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exchange student from the U.S. calls a hot-line radio show to talk to an agony aunt
about problems with his friends at school (Volume 1, Lesson 7), (b) a situation in
which students from different countries (the U.S., Japan and Malaysia) post
messages on a school homepage (Volume 1, Lesson 5),%% and (c) a book about

landmines in Cambodia in a school library (Volume 1, Lesson 10).8°

Of the three series analysed, this one is likely to be of more interest to Japanese
teenagers. Considerable effort appears to have been devoted to ensuring that the

material is of genuine relevance to the lives and likely interests of the students.

7.5.3.8 Quality and quantity of supplementary resources

In addition to the textbook, there is a learning notebook which can be used during
lessons to write down what the teacher says and copy what the teacher writes on the
blackboard. The notebook contains vocabulary lists and the main texts with some
space provided so that students can make notes on them. There are also sentence
completion exercises (with Japanese translations provided) to practice whatever
'functions' are featured in lessons and some comprehension questions on the texts

(usually asked in Japanese).

For teachers, there is a teachers’ manual and a CD-Rom that includes:

e English vocabulary and idioms;

e acollection of language activities;

e an exercise book for assessment;

e worksheets for vocabulary and grammar;

e main text passages of the textbook with Japanese translations;
e listening scripts;

e flash cards of vocabulary items;

e writing sheets for the textbook;

e asyllabus outline; and

e assessment examples.

8 1t is, however, much more likely that students would share opinions in emails or social
networking sites.
8 Many further examples could be cited.
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While this series includes a range of supplementary resources, those that are
intended for student use are such as to encourage little more than copying and
formulaic responses. Although some of those intended for teachers are likely to be
very useful, in relation to record keeping in particular, it is interesting to note that
they include translations of the main texts (which the teachers may use as a main
concept introduction strategy) and activities that are of a similar kind to those

included in the textbook.

7.6 Discussion

In general, the textbooks analysed here appear to be underpinned by a largely
structural syllabus which is realized through a combination of translated artificial
mini-dialogues and exercises of a type generally associated with audio-lingual
methodology. Overall, the analysis of these textbooks reinforces earlier research
findings that indicate that textbooks produced in Japan for the teaching of English
are not oriented towards the realization of a communicative approach (see, for
example, Ito, Takatsu, Nagayasu, Hirochi and Fukushima, 1994; Ogura, 2008;
Yamamori, Fujita, Takechi, Hata and Ito, 2003).

Each of the textbook series discussed has language content that is generally in line
with the recommendations included in the curriculum guidelines except for the
general omission (a major one, especially in the case of Captain English) of much
of the type of language needed for every day interactions in English-speaking
societies, such as, for example, asking for and following directions and shopping
for food. There are many full colour illustrations and the authors appear, in some
cases, to have made an effort to make the content relevant to the likely interests of
the students. Furthermore, there is almost no evidence of the cultural stereotyping
that so often characterizes language textbooks. However, the language is often
stilted, artificial and situationally and/or contextually inappropriate, with
introductory mini-dialogues (New Horizon English Course and New Crown English
Series) or mini-narratives (Captain English) that generally include one or more
main teaching points (each one sometimes used only once in the mini-narrative or
mini-dialogue) in contexts that do little to clarify meanings (in that they do not fully

capitalize on existing language knowledge or include illustrations that are genuinely
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helpful). Inevitably, therefore, there is, in all cases, heavy reliance on translation

and explanation in Japanese.

Each series includes exercises of a very traditional type, involving, for example,
translation, reordering, gap filling, and grammatical substitution. There is little
evidence of much attempt to engage the learners in pair work and group work or in
individual activities that genuinely involve the students’ own lives, preferences and
opinions. The few attempts that are made to include tasks and activities that are, in
some sense, authentic, that is, that involve engagement with the material that is not
purely linguistic in orientation, are very limited in type, under-developed and
sometimes failing entirely (as in the case where both the questions and the answers
are supplied in the context of what is presented as a guessing game). Little attention
appears to have been paid to the importance of carefully structured revision and
integration of new and known language. Even in the books intended for senior
students, there is little variety of genres. Thus, while the inclusion of full colour
illustrations and, in the case of New Horizon English Course and New Crown
English Series, of many mini-dialogues makes these textbooks appear, at first sight,
to be very different from textbooks of the past that were primarily grammar
translation focused, the reality is that they are not so very different. Certainly, there
is very little evidence of the orientation towards communicative language teaching
that is recommended in the curriculum guidelines. The fact that these textbooks
have all been approved by the Ministry of Education therefore raises issues about
the Ministry’s interpretation of communicative language teaching. The fact that the
majority of the authors of these textbook are located in universities and specialize
in language teaching methodology raises questions about the nature of the training

courses that are made available to novice teachers.

As indicated in Chapter 4, the national curriculum is very far from clear about the
overall approach that teachers are expected to adopt. On the one hand, it
recommends a focus on commonly used language and day-to-day interaction; on
the other, it provides lists of vocabulary and grammatical constructions, largely
ignoring discourse features. It explicitly proscribes a traditional grammar

translation approach and recommends that English be used for as much of the time
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as possible in class. Even so, it advises teachers to use Japanese as the need arises,
referring in particular to the possibility that they may need to use Japanese in
providing grammatical explanations (which appears to be predicated on the
assumption that they will continue to provide grammatical explanations and will do
so in much the same way as they have done in the past). The only direct advice it
provides about responding to any concerns they have about students’
communicative abilities is to suggest that teachers speak simple English slowly,
striving to make themselves understood, while offering no suggestions about how
they should decide what type of English might be regarded as being suitably
‘simple’” in different contexts or precisely how they should strive to make
themselves understood. It recommends using a variety of activities but provides no
specific examples of activities that might be considered appropriate. In addition,
nothing is said about ways of coping with classes in which there is considerable
variety in terms of ability, existing proficiency and learning style preferences.
Finally, in demonstrating the types of communication that might occur in class, it
includes a range of artificial, formulaic, decontextualized dialogue snippets that
seem to have provided a model for the artificial, formulaic, decontextualized mini-
dialogues that now seem to play such a central role in those Ministry-approved

textbooks from which Japanese teachers of English in schools are obliged to select.

What, | believe, we are seeing in these textbooks is a reflection of the uncertainties,
contradictions and omissions that characterize the curriculum itself. In connection
with this, it is important to bear in mind that all nine of those teachers who
responded to the training-focused questionnaire indicated that they had received no
advice on selecting textbooks during their training, five indicated that they had been
given no information about evaluating textbooks and four that they had been given
no information about using them. Bearing in mind the fact that the textbooks from
which Japanese teachers are obliged to select (all of them Ministry of Education
approved) would appear to be very similar in terms of overall approach, that most
of the authors of these textbooks come from the university sector (the same sector
that largely controls the pre-service training the teachers receive), and that at least
some of the training courses available appear not to include any critical evaluation
of textbooks, it is perhaps not surprising to find that the teachers involved in the

survey reported in Chapter 5 were largely uncritical of the textbooks they used and
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that at least one of the two teachers who were interviewed (see Chapter 6) appeared
to believe that problems experienced in relation to textbooks could be resolved by
making a more appropriate selection from those that are available. Interestingly,
while much is said in the literature (see Chapter 2) about the control that universities
in Japan exercise by virtue of the impact of university entrance exams, little, if
anything, is said about the control that universities exercise over language teacher
training and textbook production and use. In connection with this, two comments

made by participants in this research project are particularly interesting:

1t is difficult for younger teachers to point out mistakes made by older

teachers.

At the pre-service teaching course I attended at a university, there were
many lecturers who lectured about things that did not relate to English
education rather than focusing on teaching. I think what is needed in
tertiary institutions is a more practical approach. What [ learned at

university cannot be applied directly to my teaching now.
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Chapter 8

A criterion referenced analysis of a sample of English lessons

taught in Japanese secondary schools

8.1 Introduction

This chapter represents a response to the final question underpinning this research
project, a question that concerns what observation and analysis of a sample of
lessons reveals about the overall teaching approach adopted by the teachers and the
problems they face. It reports on the analysis of four English lessons taught in
secondary schools in Japan in 2011 and 2012. There were four different teachers
involved. All of them have completed one of a variety of pre-service training
programmes that are officially recognised by the Japanese Ministry of Education
and all have between eight and more than thirty years of experience of teaching
English in secondary schools. The purpose of the analysis is not to evaluate
individual teacher performance, but to identify the overall approach to English
language teaching in each case. The chapter begins by discussing ethical and
strategic considerations (8.2), outlining and discussing the nature of the focus points
that have guided the reporting (8.3) and providing some background information
about the teachers, schools and classes involved and the reasons for their selection
(8.4). It then provides an analysis of each of the lessons (8.5) followed by an

overview and conclusion (8.6).

8.2  Ethical and strategic considerations

There are many different ways in which classroom observation can be conducted
and lessons can be analysed. So far as observation is concerned, there are a number
of factors that need to be taken into consideration. The presence of a researcher in
the room is bound, in itself, to alter the dynamics of the class to some extent and
can distract and unnerve both the teacher and the students. When audio- and/or
video recording equipment is used, the potential for disruption of the normal flow
of the lesson is even greater. For this reason, some researchers prefer not to use any

equipment other than paper and pen, using a checklist to help them keep a record
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of some of the main events. This inevitably means that much of the class dynamics
is lost and, in addition, means that there is no way of checking on the researcher's
observations. On the other hand, releasing video recordings of lessons means that
both teacher and students can be identified and raises many complex ethical issues.
The decision I made was to use video recording equipment in order to capture as
much of the classroom interaction as possible and ensure that I was not obliged to
rely on memory. However, I also decided to transcribe the lessons from the video
(see Appendix 10: Lesson transcripts), removing anything that could potentially
identify any of the participants and including only the transcripts in my reporting,
and retaining the video recordings in a safe, locked storage area of the university
only for the minimum period required for the storage of research data and then
ensuring that they would be destroyed. This meant that I could assure participants
that they would remain anonymous but that I could also provide those with an
interest in the research with an assurance that my observations were as accurate as
possible. Even so, there remained a number of further ethical issues that needed to
be considered. If this research had been conducted in some countries, I would have
needed the written consent of the teacher and each of the students involved as well
as that of the school principal and School Board members and the parents and/or
caregivers of all students under a certain age (the age depending on the country).
In Japan, however, schools are empowered—and expected—to make decisions on
behalf of students and so only teachers, principals and School Boards (through
principals) needed to be consulted. Even so, this inevitably took time and required
verbal as well as written explanations of the purposes of the research. Thus, while
I would have liked to have recorded and analysed more than four lessons, the
constraints involved, including the limited time I was able to spend in Japan during

the period of my PhD enrolment, made this impossible.

8.3 Introducing the focus points

As Wang (2008, p. 174) observes:

Allwright and Bailey (1991, p. 28) note that “[what] happens in the
classroom is crucial to language learning” and argue that observation of
authentic classroom practice is necessary if teacher trainers are to provide

training programs that meet the real needs of teachers. However, the
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dynamics of a real classroom are immensely complex and it is therefore
important for researchers to be clear about exactly what their objectives are
in particular instances of classroom observation and, equally important,

what they are not.

There is a considerable body of literature that aims to identify the characteristics of
effective English language teachers.®” Among the criteria identified are, for
example, a high level of proficiency in English and the capacity to evaluate and
adapt language teaching materials. Since it was not my intention here to attempt to
evaluate the teachers involved and since only one lesson taught by each of the
teachers was to be analysed, most of that literature was not directly relevant. It was,
however, important to identify focus points that would help structure the analysis
in ways that would highlight critical features of the overall approach adopted by
each teacher and that allowed for links to be made with other aspects of this research
project (the analysis of the national curriculum (Chapter 4), of selected textbooks
(Chapter 7) and of data emerging from questionnaires and interviews (Chapters 5
& 6). In connection with this, I found the work of NeSmith (2012, pp. 226-268) to
be particularly useful. On the basis of the analysis of a sample of Hawaiian language
lessons, he sought to identify the extent to which developments in language
teaching over the past few decades had impacted on the teachers involved,
identifying twelve focus points around which his analysis was structured and
linking each of them to literature on language teaching published over the preceding
two decade 8. These focus points were: learning environment, achievement
objectives; instructions, resources; texts, tasks and activities; communicative
orientation, use of the target language, including appropriate grading by the
teacher, concept introduction and concept checking strategies, treatment of errors;

student contribution; and culture. | have retained all of these (with the exception of

87 See, for example, Astor, 2000; Brown, 2001; Brumfit and Rossner, 1982; Cunningsworth, 1979;
Hutchinson and Waters, 1987; Johnson, 2005; Met, 1989; Murdoch, 1994; Peyton, 1997; Tsui,
2003.

8 The focus points identified by NeSmith are similar to criteria identified by Wang (2008). Both of
these researchers were involved in the same overarching project as is this one - one in which
several different PhD candidates have explored/ are exploring the teaching of a range of languages
in a number of different countries. Adopting focus points similar to the ones they used had the
additional advantage of facilitating overall comparison of the findings of different researchers
working within the context of the same overarching research project.
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‘communicative orientation’ and ‘culture®®’

) but have restructured them in a way
that allows for those that are very closely related to be discussed in combination
and in a way that leads into a concluding section in which an attempt is made to
identify the overall approach (including the extent of communicative orientation)

and methodology/methodologies. Thus, the focus points that are applied in this

case are:

e Focus point 1: learning environment;

e Focus point 2: learning objective/s (i.e. achievement objectives);

¢ Focus point 3: lesson shape/structure;

e Focus point 4: teaching/learning materials and resources,
including texts, exercises, tasks and activities;

e Focus point 5: classroom interactions (teacher-student, student-
teacher and student-student), including use of
English and Japanese, questions, instructions,
explanations and response to errors; and

e Focus point 6: concept introduction and concept checking

strategies.

Focus point I: learning environment

Howden (1993) refers to the importance, within the context of learner-centred
approaches, of creating a learning environment that is safe, secure, culturally
appropriate and attractive. There are many constraints on secondary school teachers
in Japan in relation to the extent to which they can adapt the physical environment
in which English lessons take place. Even so, there are strategies that they can
employ to ensure that the environment is as attractive, culturally appropriate and
conducive to language learning as possible. The extent to which they do so can
provide some indication of their overall approach to language teaching and learning.
Furthermore, as NeSmith (2012, p. 235) observes that “[a] safe and secure learning
environment is essentially one in which learners are able to learn effectively” and

“is therefore one in which all aspects of student behavior, including cooperation and

8 Although culture was considered in the context of the analysis of textbooks (see Chapter 7), it is
omitted here because it is generally not possible to draw any conclusions about approaches to
culture on the basis of single lessons.



-196-

collaboration in tasks and activities, are appropriately managed, and one in which
students do not feel uncomfortable or threatened and can therefore safely
experiment, making errors without fear of being ridiculed or undermined”. In this
case, those aspects of the learning environment that relate to classroom interactions

are considered in the context of Focus point 5.

Focus point 2: learning objective/s

A number of research-based publications, including, for example, Brindley (1984),
Council of Europe (2001) and Richards (2001), have stressed the importance of
clear specification of learning objectives, without which it is impossible for teachers
or students to assess in any genuinely useful way what has been achieved. It is
therefore important to determine, in each case, whether there is a clearly detectable
learning objective, what form it takes and whether any attempt is made to ensure

that the students are made aware of it.

Focus point 3: lesson shape/structure

While it is always important for teachers to be flexible and responsive to the
emerging needs and interests of students, it is also important for lessons to be clearly
structured so that students are adequately prepared in advance for the activities in
which they are expected to engage and are aware of what is expected of them at
different stages. While there are many different ways of shaping and structuring
lessons and may factors that can impact on lesson structuring (see, for example,
Graves, 1996; Johnson, 2003; Johnson and Houia, 2005; Murray and Christison,
2011; Nation and Macalister, 2010; Takurua and Whaanga, 2009), a lesson that is
essentially unstructured can be confusing and frustrating for students and can result
in a loss of focus and motivation. It is important, therefore, to determine whether
there are clearly detectable stages in the lessons observed, the nature of these stages
and the extent to which they contribute to the achievement of the learning

objective/s.

Focus point 4: teaching/learning materials and resources, including texts,
exercises, tasks and activities
There is a considerable volume of material on the nature, importance and evaluation

of teaching and learning resources (see, for example, Tomlinson, 2013a, 2013b;
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McGrath, 2012, 2013). However, as Edelenbos and Suhre (1994) have observed,
different types of resources may be equally effective depending on the actual use
that is made of them. It is important, therefore, not only to determine the nature of
the resources used in the lessons observed but also the ways in which they are used,
particularly bearing in mind the fact that there has been considerable emphasis in
the past few decades on ensuring that language students are given access to a range
of different genres and text-types (see, for example, Lin, 2010, pp. 151-158) and
encouraged to engage in tasks and activities that involve using the target language
“for a communicative purpose (goal) in order to achieve an outcome” (Willis, 1996,
p. 23). The resources used in language lessons, the ways in which they are used and
the activities in which students are invited to engage are all important indicators of

the overall approach that underpins the lessons.

Focus point 5: classroom interactions (teacher-student, student-teacher and
student-student), including use of English and Japanese, questions, instructions,
explanations and response to errors

Driscoll et al. (2004, p. 40) note that “[a] fundamental pedagogic principle of MFL
[modern foreign language] teaching involves the use of the target language for
communication within the classroom” and this is something that teachers are urged
to do in the Japanese national curriculum (see Chapter 4). The nature and extent of
teacher-student, student-teacher and student-student interactions and the language/s
in which these interactions take place is one of the most significant indicators of a
teacher’s overall approach. Particularly important indicators are the amount of
lesson time during which s/he talks (TTT-teacher talking time), the language/s
he/she uses and the contexts in which it/they are used, and, in the case of the target
language, the type of language used (see, for example, Thornbury and Slade, 2006).
However, any attempt to do so can be problematic, particularly in cases where
teachers spend most of the lesson time talking and do not carefully grade the
language used (Luc, 1996; Wang, 2010). It is especially important that instructions
should be clear, concise and comprehensible if students are not to become frustrated
and confused. Accompanying behaviourism and the audio-lingual methodology
that came to be associated with it was an emphasis on immediate and direct error
correction. However, since the beginning of the 1970s (and particularly associated

at that time with Selinker’s (1972) emphasis on inter-language), attitudes and
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approaches to learner errors have changed fundamentally in the literature on

language teaching.

Focus point 6: concept introduction and concept checking strategies

Reliance on translation as the primary means of introducing new language and
checking on students’ understanding of it is particularly associated with grammar
translation (see 2.2.1). However, since the earliest introduction of the direct method,
a whole range of concept introduction and concept strategies have been developed,
including the use of real-world objects, pictures and drawings, pantomime and
contextualized paraphrasing (see, for example, Krause, 1916; Workman, 2008).%°
Given the importance of using some or all of these strategies effectively if reliance
on translation is to be avoided, the extent of their use is a critical indicator of overall

teaching approach.

8.4  Background information about the schools, teachers and students

involved

Table 8.1 below provides some background information about the schools, teachers
and students involved in the four lessons that are the focus of attention in this

chapter.

% Examples of concept introduction strategies include use of time lines (associated with tense/
aspect combinations), use of truth lines (associated with probability), use of canes (associated
with, for example, graded adjectives). A common strategy is to introduce concept questions (using
known language) to narrow down the meaning of newly introduced language.
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Table 8.1: The schools, teachers and students

Type of School | The teacher The students
Lesson 1 Junior (Lower) Teacher A Grades 1 & 2 (combined):
January, secondary school Female, less than 10 Junior High School. Some had
2013 in a city in the years (approximately | had almost one year, others
(1 hr.) south of Japan 8 years) of teaching almost 2 years of English
experience language education at secondary

school level when the lesson was
recorded. Some had also had
some English lessons at
elementary school.

Lesson 2 Junior (Lower) Teacher B Grade 3: Junior High School.
December, secondary school | Female, more than 10 | Due to graduate from Junior High
2012 in a city in the years of experience school 3 months after the lesson
(1 hr.) south of Japan observed (when they would have

had 3 years of English language
education at secondary school

level).
Lesson 3 Upper secondary Teacher C Grade 3: Upper secondary
December, school in a city in | Male, more than 30 school. Due to graduate 3 months
2011 the south of Japan | years of experience after the lesson observed (when
(1 hr.) they would have had 6 years of

English language education at
secondary school level).

Lesson 4 Upper secondary | Teacher D Grade 3: Upper secondary
December, school in a city Male, more than 20 school. Same students as for
2011 in the south of years of experience Lesson 3—different teacher
(1 hr.) Japan of teaching English

8.5  Lesson analysis

All of the lesson transcripts are included in Appendix 10 (Lesson transcripts) and
all of the teaching resources used in the lessons are included in Appendix 11
(Teaching resources used in the lessons observed). My translations from Japanese

into English are in italic print in round brackets.
8.5.1 Lesson 1: Grades 1 & 2 (combined)-Junior High School

8.5.1.1 Background information

This class took place after school as one of the activities associated with the school’s
English Club. There were sixteen students, all female, from Grades 1 and 2 of Junior
High School. Some had had almost one year, others almost two years of English
language education at secondary school level when the lesson was recorded. Some

had also had some English lessons at elementary school.
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8.5.1.2 Lesson overview

The lesson started with a greeting in English from the teacher and the students (0.25
minutes). The teacher began with what she described as a game (a crisscross game)
in which there was a series of questions and answers®! largely involving use of the
present simple tense in sentences with 1st or 3rd person subjects (approx. 7 minutes).
She then indicated that the aim of the lesson was to be able to talk about the future
(approx. 1 minute). Next, she reviewed (largely through the medium of Japanese)
the use of the present simple (approx. I minute) and introduced sentences (with 1st
and 3rd person subjects) involving the auxiliary ‘will’ (full form) through
conversion from sentences involving the present simple or the simple past,
explaining the meanings in Japanese while the students wrote the examples in their
notebooks (approx. 3 minutes). In the next stage of the lesson, the teacher elicited
sentences (or parts of sentences) including 'will', largely through a series of
statements and questions in Japanese (but also using a series of pictures), drawing
attention to aspects of structure such as the absence of ‘s’ on the main verb
(approximately 8 minutes). Next, some individual students were asked to fill in
empty slots in sentences on the blackboard with appropriate words and the students
were all asked to repeat these sentences in chorus after the teacher (approx. 2
minutes). The teacher then gave the students a handout on which were written seven
correctly ordered Japanese sentences along with seven jumbled English sentences
and asked to reorder words in the English sentences and match them with the
corresponding Japanese sentences, checking as they worked (approx. 7 minutes).
She then said each of the English sentences in turn, getting the students to repeat
after her in chorus (approx. 1 minute).%? Next, she reviewed the lesson in Japanese
(approx. 0.5 minutes). The lesson ended with the teacher and the students

farewelling one another in English.

91 The questions (teacher) and answers (students), largely in English but involving a considerable
amount of Japanese, were about the weather, the colours and numbers students liked, whether they
watched TV the day before, whether they were students, where they lived and how old they
thought the teacher was, what they do every day.
92 The worksheet the teacher was using includes two future forms: will’ + base form of the verb, and
‘be going to’ or ‘be + present participle’, explaining the difference as follows:
1. ‘be going to’ is used to talk about things about which a decision has already been made.
2. ‘will’ is used for a spontaneous decision or when guessing about future conditions or
actions (p. 40).
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8.5.1.3 Focus point 1: Learning environment

The room used for this after school English club activity was one of the regular

1%, a four-story building in the southern

classrooms of a lower secondary schoo
suburb of a city located in the south of Japan®*. Individual desks were arranged in
six rows, each with four individual desks, with chairs all facing the front of the
classroom. There was space between the desks to allow freedom of movement
between them. There were blackboards fixed to the wall at both the front and the
back of the classroom. At the front of the classroom, in a central position, was a
podium. The front wall (above the blackboard) was decorated with coloured papers,
each one featuring a letter of the alphabet. Next to the front wall, beside the

blackboard, were two cabinets. On one, there was a plastic Jack-o-lantern

(inappropriate in relation to the season).

8.5.1.4 Focus point 2: Learning objective

The lesson focus was on individual decontextualized affirmative 1st and 3rd person
sentences containing the auxiliary verb ‘will’ with the base form of the main verb.
The primary emphasis was on the form of these sentences and the fact that they
referred to future time. Although the textbook used by the teacher focuses on some
semantic differences between sentences containing the auxiliary ‘will” and the semi-
auxiliary ‘BE going to’, there was no reference in the lesson to particular contexts
in which ‘will” would be likely to be used. Furthermore, the ways in which some of
the sentences containing ‘will” were introduced in Japanese indicated that selection
of the semi-auxiliary would have been more appropriate. The learning objective
appears to have been to be able to convert decontextualized 1st and 3rd person
affirmative sentences into sentences with future reference containing ‘will’ or to
translate Japanese sentences with future time reference into grammatically well
constructed sentences in English containing 'will' in response to cues referring to
future time reference. The learning objective was, therefore, grammatically rather

than functionally or communicatively oriented.

93 The lower secondary school is one of the 69 lower secondary schools in a city.
http://www.city.fukuoka.lg.jp/kyoiku-iinkai/kikaku/ed/itiranC.html#H (last retrieved on 29 March,
2013).

% The population of the city is 1,496,046 (1 March, 2013).
http://www.city.fukuoka.lg.jp/soki/tokeichosa/shisei/toukei/jinkou/jinnkousokuhou.html (last
retrieved on 29 March, 2013).
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8.5.1.5 Focus point 3: The lesson shape/structure

The lesson sequence is indicated in the lesson overview above (8.5.1.2). The core

stages were:

e review ( present simple);

e presentation ( 'will' + base form of verb in sentenced relating to the
future);

e cxercise (reordering jumbled sentences and matching them with
translations); and

e review (focusing on structure).

There were no free practice stages.

8.5.1.6 Focus point 4: The teaching/learning materials and resources used

(including texts, exercises, tasks and activities)

The teaching/learning resources used in this lesson were a blackboard, a series of
pictures that provided no indication of temporal reference (e.g. a picture of a boy
asleep in a bed)*® and a task sheet.?® The teacher also used a timer to time students
when they were doing exercises. The task sheet, taken from Tando (n.d), consisted
of an exercise involving scrambled sentences in English including the auxiliary verb
‘will” which students were expected to reorder and associate with one of a series of
Japanese sentences (see Appendix 11: Teaching resources used in the lessons
observed). This occupied approximately five minutes of lesson time and there was

no textual focus.

8.5.1.7 Focus point 5: Classroom interactions (teacher-student, student-
teacher and student-student), including use of English and Japanese, questions,

instructions, explanations and response to errors

The lesson was teacher centred, with approximately 82% and of the time being

devoted to teacher talk and 13% of the time to student talk (12% answering the

% The other pictures were: a girl jogging; a boy reading a book; three people playing cards around
a table; a boy holding a knife and fork and sitting in front of a large cake.

% The teacher explained to the researcher after the lesson that she does not usually use a textbook
when she teaches new grammatical items.
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teacher’s questions the remainder involving greetings and repetition of sentences).
Of the teacher talking time, 25% was in English (including greetings and some
instructions), and the rest was in a mixture of English and Japanese. A few minutes
were spent on an exercise in which students reorganized jumbled English sentences
and matched them with Japanese sentences. An example of the teacher's attempts

to elicit sentences is included below followed by an example of the structural focus:

Teacher: Lo, KTT, FADZ LT+ RENVELLLOT, Wi,
Z— & TTh, #IZLX D07, (So, next. I have talked
enough about myself. Well, who shall we talk about next?)
[Holding up a picture of a boy sleeping inabed] 7> < A
T (This is Ken.) 2L, 7> < ATT, (This is Ken.)
ro K AMIEA BT, 10 B 10 FRIZE X 9 272 2 (Today,
Ken is going to bed at 10, at 10 at night?) 10 FFlZE 5D
W T4, (Heis going to bed at 10.)

HEETE 9 & ? (How do you say this in English?) Ken...

Some students: will

Teacher:  Ken will...

Some students: go to bed...

Teacher: (E5] > THFET? (How do you say ‘to go to bed’ in
English?) 9 /v, (Right.) [to] go to bed...

Some students: at ten

Teacher: at ten. T9°42, (Thats right.) Very good. (lines 515-535

of the transcript for Lesson 1 in Appendix 10)

Teacher: [Writes ‘subject’ in Japanese on the blackboard and draws a
square box beside it] WL\ ? F 97X, EiEAEEET
R, EFEOE Y FERDBDIF, [~2) &b T~
X O FETNR, TORIS, MrREET, ZON
o, o Tha, FEIND D TT, (Alright? First, we

write a ‘subject’. The ‘subject’is equivalent to the Japanese
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subject with particle ga, or wa. After that, you need to write

something. Please fill in this square. Fill in the square.)

FEADJFIE T4, (Then, you write the dictionary form
of verbs.)

FEE) &0 Db o020 ETE, Ts) &
i & D72 W, (The dictionary form of verbs means
you don t have to put anything. You don t need to put ‘s’ [third

person singular].) (lines 629-638 of the transcript for Lesson
1 in Appendix 10)

The teacher often used Japanese to elicit sentences in English (although the students

often responded in Japanese):

Teacher:

Student:

Teacher:

Student:

ST, Z~Th, EOATOWITAR, (Now, I
will say... Well, you don’t need to write this down.) .~

AT, BAGE, FEREIZELTESWY, (Now, [
will say it in Japanese. Please translate it into English.) %
> & TT 8, L& o7, (Well what should 1

say...)

TS A, WOBT % 2 (1... what do you do every
day?)

FARIZ K E T, (I come to school.)

FRICKE T, FRITKT, 13, hbobBb L
AUNT 72N 2 (You come to school. Then, what else? Do
you do something interesting?)

WEONET, (I play) (lines 168-179 of the transcript for
Lesson 1 in Appendix 10)

The almost total absence of an orientation towards the students' real life concerns

and interests is illustrated in the extract below:
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Codh, EIAITT =A% LE34, (Well, you play

tennis, don 't you?)

Some students: L £t /A, (No, Idont)

Teacher:

Students:

Teacher:

Students:

Teacher:

Students:

Teacher:

Students:

Teacher:

Lo, WWTT, 7=2%LEL X9, RAIZEAT =
A% Lk T, (Well, thats fine, let’s play tennis. I play
tennis everyday.) ZiL, b r o &, HE T, (Thisis
areview) Z~, HETTIInNEL, WEELX S, £
T, ZOHRTEREENTE ? (Well, although this is a
review, let’s do this. First, which one is the subject of the
sentence?)
Fho (1)
Very good. 9555 T & 9 & ?(How do you say it in
English?)

I

M) T94a, (Right, Itis ‘T’.)

FD%IRT DL Z Z 33, (Then, we translate that part.)
Play.
Play C9°43, (Right, it is ‘play’.) Very good. C. {iJ%& 9
% ? (Then, what do you do?)
7 = A (tennis)
T = AT, (Right, you play tennis.) Very good. (lines
184-204 of the transcript for Lesson 1 in Appendix 10)

Instructions were occasionally in English (see first example below) but more often

in Japanese (see second example below):

Everyone, stand up. (line 64 of the transcript for Lesson 1 in Appendix 10)

Lo, ThECORD TS, EFESHHDITETOTH,

(Please stop writing now. I will give you time for copying later.) (lines 329-

331 of the transcript for Lesson 1 in Appendix 10)
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There were very few opportunities for student error in this lesson because very little
was required of the students other than repetition of individual words or choral
repetition of isolated sentences. However, where there was an error, the teacher
immediately launched into an explanation in Japanese, ignoring some students’
attempts to indicate that they knew the answer and moving away from the primary

focus at one point.

Students: My father ... will ...

Teacher: 9 Ao (Thats right.)

Some students: works

Teacher: . brotRIIhS L, Lebh, AEIIRV
FLxo. 20O Ts) ES5LEI D~ TW0HD%
wOTFEEIATZTE,

Codh, o THEL XD, (Iguess you think what you
should do here is include 's'. So, let’s do some practice here.)
i, i 942, (Let’s use the same sentence.)

Some students (murmuring): {4 2. % (It disappears.)

Teacher: HAD2WEEOIM LT DA, HADATT I,
W2 2o Is) HALLWEY, I, BiihE -
TEIARTER, S A, Tean) LTS ?

[~T& %] @ [lcan] & 0vF1 > TD ? (Does it
disappear? Shall we remove it? That's right. It disappears.
Okay? This ‘s’ will disappear. This is called an auxiliary
verb. Do you know ‘can’? Do you know can which means to

be able to do?) (lines 432-459 of the transcript for Lesson 1
in Appendix 10)

On another occasion, the teacher rejected a perfectly acceptable response (which
was not the one she had hoped for) and appeared to confuse the student with a

lengthy intervention before he finally realized what was required.
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Teacher: Did you watch TV yesterday?

Student: Iy, (Yes.)
Teacher: 13V, (Please.)
Student: 2ok (Well)1did

Teacher: Did you... &, (The question starts with ‘did you'.)

Student: Did you... I... did you?

Teacher: M ? (Hmm?)

Student: 72 72 ? (What do I need to say...?) 1...

Teacher: Did you TH 224172 5 Yes-No question, (You answer ‘Yes
or No’ if you are asked with ‘Did you...?".)

Student: & ! (Oh!) Yes, 1 did.

Teacher: Yes, 1 did. Very good. (lines 69-80 of the transcript for
Lesson 1 in Appendix 10)

8.5.1.8 Focus point 6: Concept introduction and concept checking strategies

The only concept introduction strategy in evidence is translation:

Teacher: L. ADDLRNINZHFETE VIV E BNET,
WU 2 (So, now I want to say this sentence in English.

Okay?) (lines 332-334 of the transcript for Lesson 1 in
Appendix 10)

So far as concept checking is concerned, the teacher either asked for a translation
into Japanese or simply uses a question such as ‘Okay?’ (generally not waiting for

a possible negative response).

In the case of this lesson, the underlying learning objective may have been that the
students should be able to use sentences containing the modal auxiliary verb ‘will’
in the context of future time appropriately. In fact, however, several factors
militated against this objective. The first was that what the students were actually
encouraged to do throughout the lesson was to convert decontextualized 1st and 3rd

person affirmative sentences into sentences with future reference containing ‘will’
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or to translate Japanese sentences with future time reference into grammatically
well constructed sentences in English containing 'will'. The second factor was that
'Be going to' rather than 'will' would have been more appropriate in several of the
sentences used in the lesson, indicating that the teacher was uncertain about the
semantic distinction between the two (although the textbook from which the lesson
appears to have been derived did make that distinction). The focus was, therefore,
on the production of grammatically correct sentence forms, with sentences in
Japanese often providing prompts. Although the lesson was clearly structured, that
structure included no space for student/student interaction or practice in using the
structure introduced in appropriate context, student utterances being confined to
choral repetition and one word responses (generally in Japanese) to the teacher's
questions. The lesson was heavily teacher focused, with the teacher talking for 82%
of the time, mainly in Japanese, and making no effort to engage the students in ways
that related to their lives and interests. While there were few opportunities for
student error, the teacher's response, where it did occur, was to provide a lengthy
explanation in Japanese (sometimes moving away from the primary focus of the
lesson) while ignoring the student's attempt to provide a correct response. In fact,
there was one occasion on which a correct response was rejected, followed by a
lengthy and confusing teacher intervention in a curious mixture of Japanese and
English. Concept checking involved translation or a simple request that the students

should indicate whether they understood.
8.5.2 Lesson 2: Grade 3—Junior High School

8.5.2.1 Background information

This class, which took place during the normal school schedule, involved thirty nine
students who were due to take high school entrance examinations in less than one
month in preparation for graduation to high school. When the lesson was recorded,
the students had been learning English at least three years at lower secondary school
and it is possible that some had also had some English lessons at elementary schools.
The lesson was based on one unit from the textbook Sunshine English Course 3

(Niisato et al, 2012).
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8.5.2.2 Lesson overview

The lesson started with greetings in English (teacher, students and researcher),
followed by an explanation in Japanese of reasons why sections of the lesson would
be omitted (approx. 1 minute). This was followed by vocabulary checking, %
involving thirty-four words which the students were expected to have memorised
at home prior to the lesson. The teacher instructed the students to check their
understanding in pairs, translating words from Japanese into to English (approx. 2.5
minutes). She then asked them to translate from Japanese into English twelve words
taken from the list of thirty-four (approx. 2.5 minutes). Next, the teacher asked the
students to consult a handout copied from the textbook. It included eighteen
questions about vocabulary which they had been asked to answer at home before
the lesson. The focus, apart from one question concerning anaphoric referencing,
was on parts of speech and collocations and involved translation into English into
Japanese or vice versa. Their task, guided by the teacher with extensive
explanations and diversions in Japanese, was to check their answers in pairs (approx.
10 minutes). The teacher then read a seven sentence text (87 words) included in the
textbook in segments of one or more words, getting the students to repeat each
segment after he had read it, first with their textbooks open and then with them
closed (approx. 7.5 minutes). The teacher then translated the passage into Japanese
(in chunks of a few words at a time) while the students listened and took notes
(approx. 3.5 minutes). The students were then asked to translate, in pairs, sections
of the passage (approx. 2.5 minutes). Next, they were asked (in Japanese) to provide
information (in Japanese) about Sierra Leone (a focus of the text) based on a
classroom newsletter that they had read at some point before the lesson, much of
the information being provided by the teacher herself (approx. 2 minutes). Next,
the teacher played a YouTube video clip about the situation in Sierra Leone. The
video clip was largely in Japanese, with, where English was spoken, Japanese
subtitles (approx. 6 minutes). The students were then asked to identify the place in
the text where reference is made to international cooperation and volunteering and
then talk, in Japanese, about what a person who volunteers abroad most wants to

provide by way of assistance (approx. 2 minutes). The teacher then provided the

7 A few minutes at the beginning of the lesson were spent on ‘Obi gakushuu’ (which literally
means strip learning) in which students do particular things (vocabulary learning in this case) in
each lesson throughout a whole term or year.
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students with a handout including a letter from one of the characters in the text they
had read earlier, indicating that they should read it-but interrupting their reading
with (in Japanese) a reference to part of the text, a question about what the students
considered most important (with no pause for a response), an indication of what she
herself considered most important (approx. 2 minutes). She then showed the
students a picture story board (with English writing), created by the teaching
assistant, that indicated what he considered most important and discussed it in
Japanese, suggesting that they might like to create one of their own (approx. 3
minutes). The lesson ended with some information, in Japanese, about the country
(New Zealand) where the researcher was mainly located at that time and a farewell

greeting in English (approx. 1 minute).

8.5.2.3 Focus point 1: Learning environment

This lesson took place in one of the classrooms (devoted to the teaching of English)
of a four-storey lower secondary school®® located in the centre of a city in the south
of Japan®. Individual desks were arranged in six rows (with spaces between every
two desks), each with six or seven desks facing the front of the classroom. There
was a space between the rows to allow freedom of movement between them.
However, the spaces were not sufficient to allow the students to move around freely.
At the right hand side of the classroom, there were two doors leading to the corridor
with windows between them; at the left hand side of the classroom, there were
windows. There was a blackboard fixed to the wall the front of the classroom
(beside which were spaces for notices) and another at the back (where it, and boards
besides it, were decorated with cards, posters and craft from South Korea (with
which the school has an active relationship). At the back of the room were
Christmas cards and decorations. At the front of the classroom, in a central position,
was a podium. A computer and projector were set up on the podium and a screen
hung in the centre of the front blackboard. Throughout the lesson, the students

remained seated.

% The lower secondary school is one of the 69 lower secondary schools in a city.
http://www.city.fukuoka.lg.jp/kyoiku-iinkai/kikaku/ed/itiranC.html#H (last retrieved on 29 March,
2013).

% The population of the city is 1,496,046 (1 March, 2013).
http://www.city.fukuoka.lg.jp/soki/tokeichosa/shisei/toukei/jinkou/jinnkousokuhou.html (last
retrieved on 29 March, 2013).



-211-

8.5.2.4 Focus point 2: Learning objective

The reading text included in the textbook appears to focus on future time expressed

through:

e the modal auxiliary ‘will’ + verb +/- to + verb (will continue to
collect . . . ; will help people learn . . . );
e the semi-auxiliary ‘wants’ + infinitive (wants to show); and

e verb ‘to be’ or adjective + infinitive (is to train; willing to work);

This focus was not evident in the lesson where there was no clear learning objective
other than, it seems, learning, through translation, the meaning of whatever words
and expressions that appeared in the reading text. The vocabulary included in that
text was translated into Japanese and the sentences included in the text were cut

into phrases and translated into Japanese. For example:

‘In two thousand four’
(2004 4|
‘Mr. Yamamoto started a group’
UARS AE T N—T % =Dt E Lz
‘called “Earth the Spaceship”
iR, FHARHERCS & PR T E T
‘One of its goals’
O RESHO—DIT1T]
‘s to train people’
TN % &l 5 2 & T
‘who are willing to work’
MBI 2220 ET 5]
‘for the good of the world’
MR ZR 5720
‘He wants to show’
(B I3oR Lz

‘some ways’
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(W< DD EE
‘that will promote’
(DN OO TGIETEET HTL & 9 ]
‘meaningful international cooperation’
TEDEEH ) % |
‘He will continue’
idfiT 2 TL X 9
‘to collect children’s pictures’
(7DD EED D Z L %
‘for a big art event project’
[RE R OME LD OFHE D712 |
‘The project will help people’
(Zo7vy=7 MIAZZITLHTL XL D
‘learn about’
(R LIZONT, R &I
‘the differences’
MEVMZHOUWTY
‘in the world’
RN
‘from children’s points of view’
(U= HOBLENS |
‘What is the most important thing to you?’
(7712 & > Tl bR b DT T A |
‘Please think about it for a while.’
LB < HEZTATLEE, | (lines 606-658 of the transcript for
Lesson 2 in Appendix 10)

Although part of the focus of the lesson appears to have been on reading, there was
no specific instruction in reading skills (the primary emphasis being on coral

repetition of text segments).
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8.5.2.5 Focus point 3: The lesson shape/structure

The lesson sequence is indicated in the lesson overview above (8.5.2.2). The main

stages were:

e vocabulary review focusing on translation of lexical items;

e translation of a text with choral repetition and a focus on parts of speech;

e viewing a video clip in Japanese relating to the topic of the reading text;

e discussion, in Japanese, of an aspect of the reading text (reasons for doing

voluntary work); and

e attempt, in Japanese, to link topic to lives of the students through teacher's

reflections on what matters to her, introduction of a story board created by

a teaching assistant and questioning designed to encourage students to

reflect on their own priorities.

An indication of the nature of the focus of the main segment of the lesson is

provided in the following extract:

Teacher:

Student:

Teacher:

Student:

Teacher:

Students:

Teacher:

Fibe A > or—, JlE, 1TV, linternational | 13-+

(Student M’s name). & A, fnaal{A[ 7378 2
linternational ], lal] Ti&d 2D DILAIL - 72372,

(Ways, Okay. ways. Then, what is ‘international’,

(Student M)? What is this part of speech? What is the word

ending with ‘al’—international?

JE45 5 (adjective)

EERR 722, S, TEZED] &0 5 FERIE,

EISADOBRIIEZORENR S D T,

(International. Well, what does ‘national’mean? Do you

have these products in your homes?)

HY ET ! (Yes, we do.)

Oh, do you?

1T D (Yes!) #EitE o 0 £ K | (We have quite a lot!)

AHTEN? Lo, TEHFRD) &0 ERICRST
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o, linternational] EIFRAY7Z2, WHITY 42, TEZED]
STE2H, 90V IERTT A (Student N’s
name)< A, [[EZFED ]
(Wow, really? So, if this means 'national’, it appears inside
of ‘international’. What does this ‘national’ mean, (Student,
N)? ‘National’)

Student N:  Japan

Teacher: 2 2RDIFE, THED), Zhix TAAR] TT L,

EHED), AT 26?2 TEFRD] FHTE

72 ? (What? I see. National’. What you said is Japan This
is National. Has anyone looked up National? Have you
looked it up?) (lines 286-313 of the transcript for Lesson 2
in Appendix 10)

There were no free practice stages.

8.5.2.6 Focus point 4: The teaching/learning materials and resources used

(including texts, exercises, tasks and activities)

The resources used in this lesson were a textbook (and a text included in the book),
a spiral learning sheet (from the workbook accompanying the textbook), a handout
for the ‘strip learning’ of vocabulary, a notebook computer with a projector to show
a YouTube video clip and a picture board made by a native English speaking
teaching assistant. In addition to checking answers in pairs, repeating text segments
(while reading and with textbooks closed) and answering the teacher's questions
(often in Japanese), the only activities in which the students were involved were

watching a Japanese video clip and looking at a story board.

8.5.2.7 Focus point 5: Classroom interactions (teacher-student, student-
teacher and student-student), including use of English and Japanese, questions,

instructions, explanations and response to errors

Approximately three quarters (75%) of the lesson was devoted to teacher talk and

ten per cent (10%) to watching a video clip in Japanese. Apart from a few occasions
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when students were invited to answer teacher-directed questions individually'®,

students’ utterances were confined to greetings and choral repetition and some
responses to the teacher's questions (often in Japanese). Of the 75% of the lesson
time devoted to teacher talk, only approximately 20% was in English, of which
almost half involved repetition of English words and expressions appearing in the
reading text, the remainder including greetings, some instructions and praise.
Translating from English to Japanese or vice versa took up a large part of the lesson,
with approximately six minutes altogether (at four different times) being allocated

to pair work (involving checking answers involving translation).

Questions and explanations were largely in Japanese—see two examples below:

£ D, dhiallX ? (To collect. What is the part of speech?) (line 348 of the

transcript for Lesson 2 in Appendix 10)

EHESCEFEEMAFT TN L, ZLT, 4527k 57, 7tk
HIZEIWND TN, FoTRALNWZ ERATE LS5 THIL 2
NHLTWDhbiFkia, TWIZEEZHEL TV THZZWVDA,
(To nurture doctors and nurses. Then, he wants to tell and educate children,

as I told you just before, children who don't know the reality of war they
participate.) (lines 862-868 of the transcript for Lesson 2 in Appendix 10)

Instructions were in Japanese most of the time (see the first example below),
occasionally in English (see the second example below), and sometimes in a
mixture of Japanese and English (see the third example below) or in English

followed by Japanese (see the fourth example below).

Teacher: Hbobrobk, BIF XD ? (Canyou speak more

quickly?) (line 52 of the transcript for Lesson 2 in Appendix
10)

100 26 individual students were invited to give answers by the teacher and 25 individual students
actually gave the answers.
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Teacher:

Teacher:
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Okay, everyone, please stop. (line 43 of the transcript for

Lesson 2 in Appendix 10)

IV, TlX (Well, then). Please open the textbook. (line 22

of the transcript for Lesson 2 in Appendix 10)

Okay, I’ll say it Japanese, you say it in English. Please check
with your partner. I will give you two minutes.

2 T ETR, 2, fliE, OO AR, TRl
EEoTn, OOD, ‘next week’, F R DM, &,
Fh L TN DO TELNR LB S>TVEFT DT,
2 3. BEOXT DONERL S T EI W, (I will give
you two minutes, well, for example, if (student’s name) says
‘next week [in Japanese]’then, (another student next to the
previous student) says ‘next week’. How many [words] can
vou say [in English] with me? Please work with your
neighbour in pairs for two minutes.) (lines 28-38 of the

transcript for Lesson 2 in Appendix 10)

There were few opportunities for the students to make errors in English in this

lesson. On the few occasions when they did so, the teacher tended to repeat the

incorrect form with interrogative intonation and provide a Japanese translation of

the correct response followed by a lengthy lead-in to re-eliciting the correct form

from the class as a whole:

Teacher:

One student:

Teacher:

Students:

I say Japanese. You change English, okay? 4 #] (this

year)

every year
Hobrok, B FA5?(Can you speak more
quickly?)

Every year? [44E] X, (It5 this year.) A happy new...?

year
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Teacher: ‘year’®D year SED 54 O [5) o THZEME D A
R 72 ? (Use year in [happy new] year. What do you
need to use for ‘this’ of this year?)

Students: this... year (lines 47-60 of the transcript for Lesson 2 in
Appendix 10)

8.5.2.8 Focus point 6: Concept introduction and concept checking strategies

As she translated English words and phrases into Japanese, the teacher made the
following observation (in Japanese): So if you listen to me, I am sure you will
gradually grasp the meanings. Translation was the only concept introduction
strategy in evidence. So far as concept checking is concerned, the teacher often
simply asked the whole class whether they had understood, using words and
expressions ‘WWNT L X 972 (Alright?)’, W\ NT3 70> (Okay?)’ in Japanese or
‘Okay?’ in English. As in the following example, she did not pause after asking

whether the students had understood:

TV, TNTIE, B ELBREFOBRBE AT TS EL
Teire RERTT D 1TV, CodTT I, (Okay, it’s good for now.
Have you grasped the meaning roughly? Alright? Well, then, next.) (lines
675-678 of the transcript for Lesson 2 in Appendix 10)

In this lesson, the physical environment did not reflect in any way the subject being
taught/learned. While the textbook unit that appeared to underpin the lesson (and
from which a reading text used in the lesson was drawn) had a particular
grammatical focus, this was not evident in the lesson itself. In fact, the lesson focus,
where it was something other than learning about Sierra Leone in Japanese, was on
was on learning, through translation, the meaning of words as they occurred. The
lesson was heavily focused on translation (provided by the teacher). While the
lesson had a number of stages, there appeared to be no sense of overall unity, with
the teacher appearing, for much of the time, to have lost sight of the fact that the
lesson was intended to be a lesson in English rather than social studies. The lesson
was heavily teacher dominated, with the teacher talking for approximately 75% of
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the time (only approximately 20% of which was in English) and a further 10% being
devoted to watching a video in Japanese with English subtitles. Much of the lesson
was devoted to translation and the only pair work in which the students took part
(for approximately 6 minutes) involved checking one another's answers.
Instructions were mainly in Japanese or a combination of Japanese and English.
Where errors occurred, the teacher tended to repeat them before providing a correct
response and then getting the class to chorus that response. Translation was the only
concept introduction strategy in evidence and concept checking often simply
involved asking the whole class whether they had understood (without necessarily

pausing for a response).
8.5.3 Lesson 3: Grade 3-Senior High School

8.5.3.1 Background information

This class involved thirty four students who were due to take university entrance
examinations and graduate from high school three months after the lesson was
observed. The lesson observed was part of a writing unit and was based on a section

of the textbook—World Trek English Writing (Tokyo: Kirihara Shoten).

8.5.3.2 Lesson overview

The session started with a check on school uniforms.'%* The students and teacher
then greeted one another (in English, French and Japanese). The teacher began the
lesson by providing the students with 15 Japanese sentences (some of which were
in 2nd or 3rd conditional form)? along with their English translations and,
sometimes, comments on these sentences, and asking them to write the English

translations (with which they were already familiar), to check what they had written

101 The homeroom teacher explained that this was because students are expected to be
appropriately dressed when they attend interviews that are part of the examination for entry to
tertiary education.

192 The English translations were: It is very kind of you to say so; If I were single, | would marry
you; If I had come early, | could have seen you; Had you come earlier, you could have met her; But
for your help, I couldn’t have succeeded; My wife is anything but a good cook,; He is the last man
to tell a lie; I never see this picture without thinking of my school days; Little did | dream of such
happiness; It was not until today that I missed my purse; A heavy snow prevented me from going
out; My stereo is out of order; The garden is white. It must have snowed last night; The man was
seen to run out of the house; | remember seeing Hikaru in Tokyo last month.
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with their neighbours and to hand in their writing (approx. 11 minutes).**® He then
asked the students to open their booklets and proceeded to conjugate thirty-one
irregular verbs (present-past-past participle-present participle) that were included
in the booklets, getting the students to repeat after him as they read (approx. 2.5
minutes). The students were then instructed to open their textbook (World Trek
English Writing, Tokyo, Japan: Kirihara Shoten) at page ninety and the teacher
repeated, with comments, the rules regarding second and third conditionals found
there as well as three translated sentences included in the book, asking two students
to answer two questions which involved changing a verb form (approx. 7 minutes).
Next, the teacher began a review of first and second conditional sentences by asking
students to respond to questions about events in the past and then asking them to
change their responses into second and/or third conditional form (approx. 23
minutes). During this section of the lesson, the teacher provided a series of prompts
and comments. The students were then asked to copy a conditional ‘rule’ and two
sentences from the board before returning to the textbook and doing two questions
from an exercise that involved inserting the correct verb forms into conditional
sentences. The teacher also asked the students to translate these sentences into
Japanese and attempted to explain in English the meanings of the English sentences
(approx. 11 minutes). Finally, he reviewed, in Japanese, what had been done in the
lesson (approx. 1 minute). The lesson ended with thanks from the teacher in English

and from the students in Japanese.

8.5.3.3 Focus point 1: Learning environment

The room used for this class was one of the classrooms of an upper secondary
school, a three-story building in the suburbs of a city located in the south of Japan.
The individual desks were arranged in six rows, each with six desks, all facing the
front of the classroom. There was a space between desks but the students’ bags and
belongings were placed there, making movement among the desks difficult. At the
right hand side of the classroom were two doors leading to a corridor; at the left
hand side of the classroom were windows. There was a blackboard fixed to the wall

at the front of the class (beside which were spaces for notices) and another at the

103 All of the students had a booklet that included homework exercises in the form of Japanese
sentences with English translations. Each lesson begins with a ‘test’ of these memorized sentences.
This is what was involved here.
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back. At the front of the classroom, in a central position, was a podium. Throughout
the lesson, students remained seated. There were no posters or decorations of any

kind in the room.

8.5.3.4 Focus point 2: Learning objective

The lesson focus was largely on conditional constructions (Type III). An example

included in the textbook is:

If I had locked my bicycle, it would not have been stolen.

Unfortunately, the textbook also included in the relevant chapter, sentences which
were referred to as conditional but which are, in fact, counterfactual manner
constructions. These constructions, which include ‘if’, have a very different

meaning:

He treats me as if [ were his own child.

He talks as if he had been to the Sahara.

The learning objective appears to have been that the students should be able at the
end of the lesson to write decontextualized third conditional sentences (positive and
negative) using a series of thirty-one irregular verbs whose conjugation (present
simple; past simple; past participle; present participle) they were required to repeat
during the lesson. This objective was, however, complicated by (a) the inclusion of
contrafactual manner constructions, (b) the teacher’s references to the fact that it
was not always necessary to use the past form of the verb in the main clause of third
conditional constructions, and (¢) the fact that only two of the irregular verbs whose
conjugations were repeated in chorus appeared in conditional sentences used in the

lesson.

Although the textbook used was designed specifically for writing practice, the only

writing in which the students engaged involved a few decontextualized sentences.
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8.5.3.5 Focus point 3: The lesson shape/structure

The lesson sequence is indicated in the lesson overview above (8.5.3.2). The main

stages were:

e writing English translations of Japanese sentences;

e verb conjugation (repeated from textbooks);

e rules relating to the construction of 2nd and 3rd conditional sentences;
e changing simple past tense sentences into conditional ones; and

e lesson review (in Japanese).

It is relevant to note here that (a) an exercise involving third conditional sentences
preceded the one involving second conditional sentences, (b) only two of the
irregular verbs whose conjugations were chorused were subsequently used in
conditional sentences, and (c¢) there was no stage during which students were invited

to practice using conditional sentences in genuinely communicative contexts.

An indication of the nature of each of the first four main lesson segments is provided

in the examples below.

First lesson segment:

Teacher: ZIFESTKEEST, E2bbnLH,
Start with the sentence with ‘It’. It T 5 D (Use if),
Z—. (Well....) Polite expression, okay? (lines 36-40 of the

transcript for Lesson 3 in Appendix 10)
Second lesson segment:
Teacher (reading):  begin-began-begun-beginning

Students (reading): begin-began-begun-beginning
Teacher (reading):  break-broke-broken-breaking

104 The translation of this sentence that the students were expected to supply is: It is very kind of
you to say So.



Students (reading):

Third lesson segment:

Teacher:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:
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break-broke-broken-breaking (lines /35-738 of the
transcript for Lesson 3 in Appendix 10)

So, oh! It’s (R iE VLR £ (the second conditional). So you
change the verb into ‘knew’, okay? So ‘If [ knew Meg’s
e-mail address’, and in the later part ‘can send’ changes into
‘could send’, ‘I could send her an e-mail’, okay? (lines 232-

238 of the transcript for Lesson 3 in Appendix 10)

Fourth lesson segment:

Okay, next one. Student A, let’s have some reviewing. How
many hours did you... sleep last night? Come on - last
night. How many hours?

I'sleep

You?

studied

Studied? oh, studied! Okay. Okay, you change the question.
You studied. I asked how many hours did you, eh... sleep,
but okay, you studied...

studied English

English! Are you sure? You are joking!

English . ... yesterday

Okay, anyway, yesterday . . . English yesterday. Okay,
anyway, yesterday. So, I will ask you, how do you feel
now? Not yesterday at that time. Now!

I felt

No, now. This, the past tense. So present tense.

I feel

I feel? How do you feel now? You studied English, eh?

It's fun.



Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Student A:

Teacher:

Teacher:
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Ah, no... It’s not fun. Other expression. I feel...

I feel fun.

Can't use fun. I feel terrible? Terrible? Relieved? Relieved?
Happy?

happy
Happy! Happy...happy... Okay, anyway, change the mood.

IfI...had not studied . . . English yesterday. . . comma.. ..
Thank you.

I would not

Be careful. I would not be . . .

Be? Be.

Been, be, which one?

be

be Ah, sorry! Use ‘feel’. So feel or be. . .

happy

happy. Okay. ‘Not’ here. So ‘not’ here. Okay?

FITE DD WEEA MM L £ LT, (I studied English
yesterday)

EINBEZLTT, =TT, (solfeelsafe, I am
happy)

WA, (That sounds good.) C (and) Change the mood.

HLED)EFEEMIR L 72 >72 5, (If] had not
studied yesterday,) 5/~ B — L %72V TL & 9,

(I would not be happy now.) 33, (Would I?) (Teacher’s
name) scolds you. Tells you, off! Okay? &5 Z & iZ72
VW £9, (That is how it is.) But, you know the difference?

You know?

[pointing to sentences on the blackboard] As these
sentences, no difference, but these two sentences, okay?
Look at them very carefully. You feel the time lag time

difference.
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Okay? Here. [writes ‘{[Zif35&’ on the board] 15 E 1518 = 5¢
T (the third conditional).[writes ‘{}’ on the board] i &%
W 2558 T (the third conditional). Here, this sentence.
[writes ‘{858 on the board] I &£ 258 T (the third
conditional. But, this sentence is [writes ‘{i’ on the
board] . . what?

Student A:  {REEIEE (The second conditional)

Teacher: 182 (The second) Okay. So, you feel the time difference.

You see? (lines 457/-573 of the transcript for Lesson 3 in
Appendix 10)

The example above demonstrates what can happen when too much grammatically
disparate material is covered in a single lesson and without sufficient reference to

context and meaning.

8.5.3.6 Focus point 4: The teaching/learning materials and resources used

(including texts, exercises, tasks and activities)

The resources used in this lesson were: a blackboard, a booklet which includes
English sentences with Japanese translations (to be memorized) and sections from
a textbook. The only exercises involved reproducing translations that had already
been memorized and the only tasks involved choral repetition and attempts to
produce simple past tense constructions and transform them into conditional

constructions.

8.5.3.7 Focus point 5: Classroom interactions (teacher-student, student-
teacher and student-student), including use of English and Japanese, questions,

instructions, explanations and response to errors

The lesson was teacher-dominated, with teacher talking time (mainly in English)
occupying approximately 80% of the lesson time. The only student-student
interaction involved checking one another's work. Student talking time was devoted
largely to choral repetition and some attempts (generally unsuccessful) to respond

to the teacher's questions. The teacher's explanations and instructions were often
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confusing (see example in 8.5.3.5 above) and his English was sometimes inaccurate

(see three examples below):

Okay? It’s a good practice for you to understand a relation between a

spellings and a pronunciation. Okay? (lines /98-201 of the transcript for

Lesson 3 in Appendix 10)

Otherwise, you be in the hole. (line 587 of the transcript for Lesson 3 in

Appendix 10)

Never fail to handed in. Everyone must handed in. (lines 723-1240f the

transcript for Lesson 3 in Appendix 10)

So far as error correction is concerned, the teacher’s preferred strategy was to repeat

the error followed by a critical comment in the hope that the student would self-

correct:

Student:
Teacher:

Student:

Student:

Teacher:

Student:

Teacher:

Student:

had gone, he . . . would . . . been
would been? Terrible!
would have been in time for the meeting. (lines 304-308 of

the transcript for Lesson 3 in Appendix 10)

very fun...

very fun... no, no... You can’t use ‘fun’ in here. You can’t.
You felt? Any adjective will be okay.

excite...

excite? You watched a comedy and excite? Huh? Excite...
Which, ‘ed’ or ‘id’ form? I... huh? Little clear?

excited (lines 377-385 of the transcript for Lesson 3 in
Appendix 10)

In some instances, a prompt (see first example below) or the correct form (see

second example below) were provided:
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Student:
Teacher:

Student:

Teacher:
Student:
Teacher:

Student:
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So, I will ask you, how do you feel now? Not yesterday at
that time. Now! I...

I felt...

No! Now! This, the past tense. So present tense.

I feel... (lines 474-483 of the transcript for Lesson 3 in
Appendix 10)

Could you do number one?

He trea... treat.... (the initial /t/ was pronounced /td/)
Not, /to/, /t/, /tri:t/.

/tri:t/ (lines 682-685 of the transcript for Lesson 3

in Appendix 10)

8.5.3.8 Focus point 6: Concept introduction and concept checking strategies

No effective concept introduction and concept checking strategies were in evidence.

In fact, the teacher often simply asked the students whether they had understood

(using words and expressions such as Okay? or Got it?). Sometimes he asked

whether students had any questions, apparently assuming they had understood if

they did not formulate a particular question at that point:

Teacher:

Student B:

Teacher:

Teacher:

Student C:

Teacher:

A student:

Student B, do you have any questions?
No.
No, you have no questions. (lines 277-280 of the transcript

for Lesson 3 in Appendix 10)

Any questions?
No. (lines 324-325 of the transcript for Lesson 3 in
Appendix 10)

Any questions (to the whole class)?

Any questions (to the whole class)?

No. (lines 344-346 of the transcript for Lesson 3 in
Appendix 10)
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Teacher: Student E, any questions?

Student E:  No.

Teacher: No, so far, so good. (lines 347-349 of the transcript for
Lesson 3 in Appendix 10)

In this case, the fact that the focus moved from the construction in question to the
conjugation of a large number of irregular verbs created difficulties which were
compounded by a major error of grammatical and semantic classification (which
originated in the textbook used) and the fact that the teacher's instructions,
explanations and comments were often confused and, presumably, also confusing.
The lesson was conducted in a classroom that in no way reflected the subject being
learned. It was teacher dominated, with the teacher talking for approximately 80%
of the time. Although much of the teacher talk, except for translations, was in
English, there were errors in the English used and little genuine attempt was made
to check whether the students understood what was being said. The learning
objective appears to have been that the students should be able, by the end of the
lesson, to write decontextualized third conditional sentences, both positive and
negative, using any of the thirty one irregular verbs they were asked to conjugate
during the lesson. There were several of what appeared to be major barriers to
learning and understanding. First, some of the sentences referred to during the
lesson (which appeared in the textbook unit from which the lesson was drawn)
contained contrafactual manner adverbials rather than the third conditional.
Secondly, only two of the verbs conjugated during the lesson (repeated in chorus)
were actually used in example sentences. Thirdly, the teacher observed that it was
not always necessary to use the past form of the verb in the main clause (presumably
referring to contrafactual manner constructions rather than third conditional ones).
Finally, no attempt was made to encourage the students to use the construction that
was the main focus of the lesson in any meaningful contexts. The only concept
introduction strategy observed was translation and concept checking simply
involved asking the students whether they had understood or whether they had any

questions.
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8.5.4 Lesson 4: Grade 3-Senior High School

8.5.4.1 Background information

The students and circumstances were the same as those in Lesson 3 but the teacher

was different.

8.5.4.2 Lesson overview

The lesson started with a greeting followed by a brief meditation (approx. 10
seconds). The main part of the lesson began with listening practice: the students
listened once to short dialogues on CD and selected appropriate responses to
questions about each from a list of possible responses (approx. 4 minutes) and then
exchanged answer sheets for correction (approx. 1 minute). The teacher then
discussed each dialogue in Japanese, providing a translation of a large part of each
of them (approx. 15 minutes). Next was a reading section that began with
vocabulary checking, the teacher providing Japanese translations and indicating
parts of speech. During this section, eight students were invited to provide
responses to questions (approx. 9 minutes). The teacher then played a CD for that
section once and then said each sentence with the whole class repeating after him
(approx. 10 minutes). Next, he played the CD again and then asked thirteen students
to read aloud one sentence of the text each (approx. 5 minutes). Next, he asked two
questions from the textbook (in Japanese) relating to the text and two students were
asked to write the answers in Japanese on the blackboard. This was followed by
further explanation and comment by the teacher (approx. 6 minutes). The lesson

ended with a farewell greeting (/0 seconds).

8.5.4.3 Focus point 1: Learning environment

This class took place in the same school as Class 3 (Lesson 3) but with the different
teacher. The textbook used was Exceed English Reading 77 # 7"/ — I [Sub-
Prep notebook] (Sanseido, 2007).

8.5.4.4 Focus point 2: Learning objective

The lesson focus was on listening comprehension and reading comprehension.
There were four short listening dialogues, each involving a shop assistant and a
customer in four different situations. The students were given one question relating

to each dialogue and asked to choose one appropriate answer out of three. In the
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reading section, the focus was on (a) vocabulary (translated by the teacher), (b)
chorus and individual repetition by the students; and (c) translation and explanation
(by the teacher). It is difficult to identify any specific learning objective other than,
possibly, memorization of vocabulary and expressions associated with shopping

and eating out.

8.5.4.5 Focus point 3: The lesson shape/structure

The lesson sequence is indicated in the lesson overview above (8.5.4.2). The core

stages were:

e listening comprehension;

e teacher translation;

e reading comprehension (including vocabulary checking, teacher
translation and a focus on parts of speech);

e listening and speaking (involving repetition and two comprehension
questions); and

e teacher translation and explanation.

8.5.4.6 Focus point 4: The teaching/learning materials and resources used

(including texts, exercises, tasks and activities)

The resources used in this lesson were a CD containing a series of short dialogues
and a reading text a blackboard, a double-sided handout for listening
comprehension and a single-sided handout involving (a) translating English words
and phrases into Japanese, and (b) answering comprehension questions (provided
in Japanese) in Japanese. for a section from a textbook (Section 3, Exceed English

Reading 7775 % =~/ — I [Sub-Prep notebook], Tokyo, Japan: Sanseido).

8.5.4.7 Focus point 5: Classroom interactions (teacher-student, student-
teacher and student-student), including use of English and Japanese, questions,

instructions, explanations and response to errors

The lesson was teacher centred, with approximately 84% of the time being devoted
to teacher talk and 16% to student talk (3.8% answering the teacher’s questions and
the remainder repeating sentences). Much of the teacher’s time was spent

translating into Japanese and providing explanation and commentary in Japanese
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(sometimes confusing and/or misleading) of grammar and vocabulary. Throughout
the lesson, the students remained seated and only selected students responded to
questions. Although most of the lesson was conducted in Japanese, praise was

sometimes given in English or in a combination of English and Japanese:

Teacher: Good. (line 7107 of the transcript for Lesson 4 in Appendix
10)

Teacher: Student J, WWWNTL X 9, (line 1715 of the transcript for

Lesson 4 in Appendix 10)

Teacher: Very good. WWWN"T9742, (Good.) (lines 1125-1126 of the

transcript for Lesson 4 in Appendix 10)

Two examples of the teacher's explanation/commentary are provided below:

‘Division’ £\ ) D ZEAFEH DT AR —Y OMI KT A Y DA
R—1EZ\TT4, 22—, Division ZE DT L—FT7 L) FWN
G LETH, T, RIS XKE-eti, x— V—7o0
ToOMBERT LAY £T,  ‘division’E W o T2 b,
‘Divisional play-off’ & V9 WA HH Y £ 325, division Z & TT
R L HHNRLOZETHELH Y T8, 20O
VIR E FEIT L VO KO ENZNTT R, Thhb,
B LN D ATRERT divide T 2720 OEH., divider &9 D
bHY IR, ZhEbrob, MYELSoTWRDAFEI )
BEPRHY T, 2 RARTZWRERETTITR, 50U
HVFET, WITEEL X 9, (‘Division’is used a lot in the area of
sport, especially, in America. Well, people say ‘divisional play-off”. In this
case it refers to a divisional district, area, or structure of the leagues.
Though we say ‘divisional play-off” with respect to each division, there is

also a case where it refers to seasons. It often refers to division of areas.

Also ‘to divide’ is used as a divider for technical drawing. This is for a
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draftsman. It is similar to a compass. There is something like that, too.
Let’s move on to next one.) (lines 605-628 of the transcript for Lesson 4 in

Appendix 10)

A~HERENTA, AR L ES T, AETHAZE S LEITEE
L T2, (Well, selecting shoes, when you buy shoes abroad, please be
careful) £, ‘size 7T o> TWolzb, ZHudd, EHH0EWVZIR,
BHDOY A XDERLTND Z LIZRY ET, ‘size 7> T o
b, i, broERTo&0, 9 DRAMRATTN,
25.5 L0 6 LIPE DL LRLRNDIR~ ESTZHLTWERA,
(Well, ifits ‘size 7’, this is, rather, it means that you are looking for a
male size. ‘Size 7’1 don't remember exactly, but I guess it’s equivalent to

about 25.5(cm) or 6 (26cm). If I'm wrong, I'm sorry.) (lines 276-287 of
the transcript for Lesson 4 in Appendix 10)

Although some of the instructions were simple and straightforward (see first

example below), they were often unclear (see second example below).

Teacher: [TV, RIZHOTFT TLE X, (Well, please repeat after
me.)
‘divide’

Students: ‘divide’ (lines 577-579 of the transcript for Lesson 4 in
Appendix 10)

Teacher: fi LT, AARGOEDZMNEITRNOT, 2—F AT,
F. ENENDALE— RTHEDRWND, T &%k
F THiAY) > T E SV, K, Number seven, ‘But’ &,
Z2EEINTHATTR, e, mihtlLlro, £Z
721, ‘But’ 13V, (You don't need to read all together, as

a chorus. Well, it is fine at individual speed, but please read

till the end. Next, number seven. ‘But’, oh, there is a slash
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here, so we read only it. [Say] ‘But’, please.) (lines 968-975
of the transcript for Lesson 4 in Appendix 10)

So far as error correction is concerned, the teacher’s preferred strategy was to ask

the student to respond again:

Student: BIFE (Present)
Teacher: 9 —E? (Again?)
Student: BIAED (Existing)

Teacher: H. TBED] T, 1TV, WWNTL X 9, (Oh, it
is ‘existing’, isn t it? Well, okay.) (lines 634-638 of the
transcript for Lesson 4 in Appendix 10)

In some cases, the correct forms were provided (see examples below).

Student: along exi...

Teacher: existing

Student: existing cracks

Teacher: £ <720 F L7zta, (You've got better, haven t you?)

Very good. (lines /734-1138 of the transcript for Lesson 4
in Appendix 10)

8.5.4.8 Focus point 6: Concept introduction and concept checking strategies

The only concept introduction and concept checking strategy in evidence was

translation.

This lesson primarily involved listening and reading, with, however, the teacher
talking for approximately 84% of the time, frequently in Japanese and often in a
way that was both confusing and sometimes diverted attention away from the main
focus of the lesson. However, it was difficult to detect any specific learning
objectives, the primary focus of the lesson being translation, memorization, choral
repetition and (in some cases) individual reading aloud. While the listening texts
(short dialogues) used concerned day-to-day activities, no attempt was made to
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introduce a controlled practice of free stage during which the language could be
personalized and used interactively.

8.6 Overview and conclusion

This chapter has been concerned with determining what observation and analysis
of a sample of lessons taught in Japanese secondary schools reveals about the
overall teaching approach adopted and the problems faced by the teachers involved.
While only four lessons are included here, the findings are nevertheless indicative
of the fact that the frequently expressed view that English lessons in Japan are
grammar translation focused (see, for example, Gorsuch, 2000, 2001) is not
adequate to capture what is really going on and, in particular, the fact that there can
be very considerable differences between the approach adopted by different

teachers.

The physical environment in which all of these lessons took place was largely
absent of any relevant decoration (posters, drawings, pictures, cultural objects, etc.)
and the desks were, in all cases, arranged in rows, with students facing the front of
the class where the teacher spent most of the lesson time. In all cases, the teachers
talked for three quarters or more of the lesson time, most of that talk being in
Japanese and much of it involving translation. The dominant concept introduction
strategy was translation. In none of the lessons was there any evidence of
methodologies associated with a communicatively-oriented approach. In particular,
there was, in all cases, a notable absence tasks in which the use of language had a
function over and above the demonstration of linguistic control. Student-student
interaction was minimal, with student utterances being largely confined to choral
repetition and responses to teachers' questions. These responses were sometimes
fairly extensive when the students responded in Japanese to questions in Japanese
(belying the commonly held assumption that Japanese students are unresponsive in
class) but largely confined to single word utterances where responses were in

English. There were, however, differences among the lessons in many other respects.

So far as learning objectives are concerned, while two of the observed lessons did
appear to have specific learning objectives (both of which focused on

decontextualized grammatical constructions), the other two did not. Furthermore,
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even in the case of the two lessons which did appear to have identifiable
achievement objectives, there was no real attempt at the end of the lesson to check
on student learning. In fact, in the case of Lesson 3, where there was evidence that
the students neither understood the core meanings of the sentence structures with
which they were dealing nor were able to create sentences modelled on the ones
whose translations they appear to have memorized, the following exchange took
place before a final summary, in Japanese, of the lesson content: Teacher: So far,
so good? Student K: Yes. Teacher: Uh-huh. In all four lessons, the dominant
concept checking strategy took the form of requests for information about whether

the students had understood or had any questions.

There were also some differences in terms of lesson structure. Although all of the
lessons had in common the fact that they did not include a free practice stage, they
were different in most other respects in terms of overall structure, with only one of
them (Lesson 1) beginning with revision and ending with review of what had been

taught.

All of the lessons appear to have been textbook-originated. However, none of the
teachers stuck rigidly to the material in the textbooks, the ways in which they
departed from it being very different and having a different impact on the lessons
in each case. In the first lesson, the teacher made no reference to an important aspect
of the textbook content, that is, the difference, in terms of use, between the auxiliary
'will' and the semi-auxiliary ‘BE going to’ in future referenced constructions. She
then proceeded to ask students to translate future referenced Japanese sentences into
sentences in English containing ‘will’ although a number of these sentences
required the semi-auxiliary rather than the auxiliary construction. In the second
lesson, the teacher moved, approximately half way through the lesson, from a
general focus on the language included in the textbook to what appeared to be a
primarily social studies focus. In the third lesson, although the textbook focus was
on writing practice, the only writing the students did in the lesson involved a few
decontextualized sentences. In the fourth lesson, while the textbook focus was on
reading and listening comprehension, the teacher's primary focus in the lesson was
on translation, explanation in Japanese and choral and individual repetition by the

students. In fact, the teacher laboriously translated and attempted to explain a series
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of short listening texts to which the students had already responded by answering
comprehension questions without first checking on the students’ responses and
therefore determining whether any explanation was required. What all of this
suggests is that each of these teachers has a preferred mode of operation to which

they revert irrespective of the textbook content.

The problems the teachers encountered during the lessons were major ones, relating
largely to an inability to communicate with the students in a way that led to
understanding and effective use of the language in focus. In two cases, there was a
problem that related specifically to the way in which textbook-related resources
were used (the mini-dialogues included in Lesson 4 and the omission of reference
to the use of the semi-auxiliary in Lesson ) rather than to the resources themselves.
Even so, the nature of some of the textbook resources used was clearly problematic,
particularly in the case of Lesson 3 where some of the examples of use of a

particular structure included in the textbook actually involved a different structure.

While there was clear evidence of the backwash effect of examinations, with
explicit references to examination requirements being included in Lessons 2 and 3,
it seems unlikely that the overall approach adopted in any of the lessons represents
a useful way of preparing students to perform well in language examinations of any
kind, even the types of entrance examinations that are favoured in the high school

and university context in Japan.

While all of the lessons observed here included aspects of what might be described
as a ‘classical grammar translation approach’, there were some fundamental
differences. Thus, while the emphasis on translation and the focus on individual
words and sentences and grammatical rules that characterize grammar translation
were very much in evidence, the textual orientation of classical grammar translation
(with sentences being abstracted from texts for discussion and analysis) was
generally absent (except in Lesson 4). Furthermore, the overall emphasis on
repetition and memorization, particularly in Lessons [-3, was more reminiscent of
audio-lingualism with its behaviourist and structural underpinnings (but without the
emphasis on the use of explicit prompts to create new sentences that are structured

in the same way as 'model' sentences that characterizes audio-lingualism).
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It has often been noted that teachers in Japanese high schools generally have many
duties over and above teaching and have, therefore, little time for lesson preparation
(see, for example, O’Donnell, 2005; Rapley, 2009) and this has been cited as one
of the reasons for the teaching style that is generally adopted. This is also something
to which reference was made by a number of the participants in this study. However,
the constant teacher-focus and the ongoing struggle to communicate with students
that characterized the lessons analysed here can have done little to reduce the

burden on teachers who are likely to have already been over-stretched.
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Chapter 9

Conclusions and recommendations

9.1 Introduction

Underpinning the research project reported here were five questions, each of which
related to a critical aspect of the teaching and learning of English in Japanese
secondary schools, that is, the nature of the relevant national curriculum document,
the nature of the textbooks made available to the teachers, what teachers know,
think and believe about a range of issues associated with the teaching and learning
of English in the context in which they work, and what actually happens in a sample
of English lessons taught in Japanese secondary schools. Exploring each of these
issues, and the connections among them, has, | believe, allowed for a more
comprehensive and nuanced understanding of the problems facing Japan as it seeks
to provide English language education that is relevant and appropriate in an
increasingly globalized world than would have been available had the focus been
restricted to a single issue. In seeking to address the questions underpinning the
research project, a mixed methods approach was adopted. One that combined
questionnaire-based surveys and semi-structured interviews with focus point-based
analysis of the relevant curriculum document and a sample of textbooks and English
language lessons. An overview of the findings relating to each of these research
questions is provided below (9.2), followed by an indication of some of the ways
in which they can be seen to interact (9.3). The perceived limitations of the research
(9.4) and its contribution (9.5) are then discussed followed by some implications
for the teaching of English in Japan (9.6). The chapter ends with some
recommendations relating to future research (9.7) and a concluding observation
9.7).

9.2  Overview of research findings

9.2.1 The first research question: Overview of findings

The first research question was:
What approach to teaching English is recommended in the Japanese

Ministry of Education curriculum?
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It has been noted that the Japanese curriculum is communicatively-oriented (see,
for example, Nishino, 2008; Taguchi, 2005; Sato and Kleinsasser, 2004). However,
this does not tell the full story. While clearly influenced by developments in the
areas of communicative competence and communicative language teaching and by
research in the area of discourse analysis, the Japanese curriculum includes many
features that are reminiscent of a considerably more traditional approach. While
explicitly proscribing a grammar translation approach and recommending, in places,
that instruction should be largely conducted through the medium of English, it
provides no genuinely useful guidance in relation to methodologies that could
replace those associated with grammar translation. In particular, while
recommending pair and group activities, it provides no examples of the type of tasks
and activities in which students might be encouraged to engage. Although it
includes lists of grammatical constructions (not associated with structure-related
meanings) and specifies the number of vocabulary items to be introduced at
different stages, it distributes discussion of discourse features (somewhat
idiosyncratically selected and categorised) over a number of different sub-sections.
In providing lists of ‘typical’ examples of language associated with different
functions (almost always in the form of mini-dialogue snippets and in a way that
appears sometimes to confuse functional classification with core meanings,
modality and attitudinal features), it risks encouraging an approach in which
formulaic uses are prioritized over creative, productive and contextually motivated
engagement with language. Overall, therefore, the curriculum seems to be rather
uneasily poised between a very traditional approach and one that is more in line
with contemporary trends in language teaching. The curriculum has little to offer
teachers in terms of implementing what it recommends and, furthermore, undercuts
its recommendations by proscribing in some places what it advocates in others. The
nature of the curriculum itself therefore appears to contribute to the problems

Japanese teachers face on a daily basis.

9.2.2 The second research question: Overview of the findings

The second research question was:



-239-

How do a sample of teachers of English in Japanese secondary schools
decide what to teach and how to teach and what factors do they believe

impact on their decisions?

This question was addressed largely through a general (wide ranging) self-
completion questionnaire-based survey involving a sample of ninety four (94)
teachers of English in Japanese secondary schools (see Chapter 5). However,
responses to a further questionnaire (9 respondents) and semi-structured interviews,
which focusing largely on teacher training, reinforce many of the responses to the
general questionnaire (see Chapter 6).

When asked to indicate how they decided what to teach, less than half (45%) of the
respondents to the general questionnaire noted that they referred to the national
curriculum. However, all of them indicated that they used textbooks, and over two
thirds indicated that their decisions about what to teach were determined by these
textbooks, with very few expressing a negative evaluation of them. This suggests
that, in many cases, textbook writers serve as mediators between teachers and the
curriculum and, furthermore, that they are often accepted uncritically. When asked
about their methodological preferences, just under three quarters included
‘communicative’, with one fifth including ‘grammar translation’. Even so, the lists
of characteristics of CLT provided by participants suggest that there is, overall, little
more than a general awareness of what CLT might actually involve. Among the
important characteristics of a communicative approach supplied by participants (55

responses), only 13% of the items provided were clearly appropriate.

The questionnaire and interview responses reinforce some of the points made in
literature on the teaching of English in Japan, including references to heavy reliance
on textbooks (Sato and Kleinsasser, 2004), the impact of entrance examinations on
teaching methodology (Butler and lino, 2005; Brown and Wada, 1998; Nishino,
2008; Rapley, 2009), a general perception that there is inadequate time for lesson
preparation (Rapley, 2009; O’Donnell, 2005) and the fact that Japanese teachers of
English perceive that what is expected of them is not possible (Kramsch, 1995; Sato
and Kleinsasser, 2004). However, although there was criticism of some aspects of

the national curriculum (including its perceived failure to acknowledge the impact
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of entrance examinations, the different circumstances that impact on teachers and
students throughout the country and the need for appropriate training), there also
appeared to be widespread support for the general direction of the curriculum and

a general willingness to change.

9.2.3 The third research question: Overview of the findings

The third research question was:

What types of pre-service and in-service training have a sample of teachers
of English in Japanese secondary schools experienced, what was included

in that training, and what are their opinions of it?

In this case, a teacher training focused questionnaire was completed by nine (9)
participants, of whom two (2) also participated in a semi-structured interview, the
interviews yielding more in-depth information and opinion. Overall, the data
gathered in this area support many of the findings of research on language teacher
education, both in Asia and in other parts of the world. Thus, for example, Wilbur
(2007) has noted the great variation in the content of methodology courses in
training programmes offered by different institutions in the U.S.A., Spada and
Massey (1992) have reported on the lack of attention in many teacher education
programmes to the practical realities of teaching, and Lamb (1995) has referred to
the sense of confusion and frustration that participants in a particular training course

exhibited a year after the end of the course.

All of the questionnaire participants had some form of pre-service training relating
to the teaching of English. However, in terms of participant recall, which may not,
of course, be a fully reliable guide, the pre-service courses they attended appear to
have been characterized by some glaring omissions. In addition, interviewee
responses revealed considerable uncertainty and some lack of confidence in some
areas of language teaching. This may have been one of the reasons why while both
interviewees expressed some reservations about some aspects of the textbooks
available and believed that there was a role for teacher generated materials, their
criticisms of textbooks were relatively minor and they appeared to continue to rely

heavily on them. In addition, while both interviewees expressed an interest in
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adopting a more communicatively oriented approach and saw some value in it, both
referred to barriers to it that are widely rehearsed in the literature (including the
impact of university entrance examinations and inadequate time for lesson
preparation) and their reporting of their own practices suggested that a more
familiar, more traditionally oriented approach was, irrespective of other

considerations, something with which they were more comfortable.

9.2.4 The fourth research question: Overview of the findings

The fourth research question was:

When analysed in relation to criteria derived from published literature on
the evaluation of textbooks designed for the teaching of English, how do a
sample of widely used textbooks designed in Japan rate and to what extent
do these textbooks reflect recommendations included in the national

curriculum?

In responding to this question, three widely used textbook series (two intended for
junior high school students; one intended for senior high school students) that are
approved by the Japanese Ministry of Education were analysed in terms of criteria
adapted from an existing study and derived from a review of literature on textbook
evaluation (Wang, 2008). In terms of language content, each of these series was
found to correspond in a general sense with the recommendations included in the
Japanese Ministry of Education curriculum. However, while there was evidence
that the authors (largely made up of University-based academics) had made
considerable efforts to ensure that the content was relevant to the likely interests of
the students, a number of major problems were identified. Although these textbooks
appeared, at first sight, to be very different from textbooks of the past that were
primarily grammar translation focused, they turned out, on closer inspection, to be
not so very different. The language was found often to be stilted, artificial and
situationally and/or contextually inappropriate, with introductory mini-dialogues or
mini-narratives often including one or more main teaching points in contexts that
did little to clarify their meanings, making reliance on translation almost inevitable.
Each series was found to be dominated by exercises of a very traditional type,

involving, for example, translation, reordering, gap filling, and grammatical
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substitution, and there was little evidence of attempts to engage the learners in pair
work and group work or in individual activities that genuinely involved the
students’ own lives, preferences and opinions. The few attempts that were made to
include tasks and activities that involved engagement with the material in a way
that was not purely linguistic in orientation, were found to be very limited in type
and largely under-developed. Even in the series intended for senior students, there
was little variety in terms of genre, with description/classification and

recount/narrative dominating each of the series.

Hutchinson and Torres (1994, p. 315) have referred to the ubiquity of textbooks and
Fullan (1991, p. 70) has observed that approved textbooks often take the place of
the curriculum, while Sheldon (1988, p. 239) has noted that many of them make
false claims and have serious design flaws and practical shortcomings. Textbooks
can, however, reduce teachers' workload (Brewster and Ellis, 2002) and, at their
best, can give teachers ideas about what to teach and how to teach (Harmer, 1998),
and assist with innovation and support teachers through periods of change
(Hutchinson and Torres, 1994). The textbooks examined here offer little in the way
of providing teachers with genuine assistance in managing change.

9.2.5 The fifth research question: Overview of the findings

The final research question was:

What does observation and analysis of a sample of English language lessons
taught in Japanese secondary schools reveal about the overall teaching
approach adopted and the types of problem faced by the teachers?

In this part of the research project, four lessons taught in secondary schools in Japan
(two in junior secondary schools and two in senior secondary schools) were
analysed in relation to a number of focus points. Each of the lessons was found to
be teacher-centred, with teacher talking time occupying between approximately
75% and over 80% of the lesson. With one exception, most of the teacher talk was
in Japanese. There was very little student-student interaction, with student
utterances being largely confined to choral repetition and answering teachers'

questions, these answers, where they were in English, often being in the form of
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single word utterances. In none of the lessons was there any evidence of any concept
introduction strategies other than translation. So far as concept checking was
concerned, reliance was largely on translation and/or, particularly in the case of one
of the lessons, simply asking students whether they were ‘okay’ or had any
questions, the assumption appearing to be that silence indicated that effective
learning had taken place. The teachers relied heavily on textbooks and/or resources
supplied with textbooks although the nature of some of the textbook resources used
was clearly problematic, particularly in the case of one lesson where some of the
examples of use of a particular structure included in the textbook actually involved
a different structure. There was no evidence of methodologies associated with a
communicatively-oriented approach. The constant teacher-focus and the ongoing
struggle to communicate with students appeared to leave each of these teachers

exhausted at the end of the lesson.

Observation of these lessons reinforced comments made elsewhere regarding the
orientation towards teacher-focus, grammar translation and decontextualization in
the teaching of English in Japan (Gorsuch, 2000 and 2001; Kanda and Beglar, 2004;
Nishimuro and Borg, 2013; Sato and Kleinsasser, 2004; Sakui, 2004). However,
while all of the lessons observed included aspects of what might be described as a
‘classical grammar translation approach’, there were some fundamental differences.
While the emphasis on translation and the focus on individual words and sentences
and grammatical rules that characterize grammar translation were very much in
evidence, the textual orientation of classical grammar translation (with sentences
being abstracted from texts for discussion and analysis) was generally absent and
the overall emphasis on repetition and memorization was reminiscent of audio-

lingualism, with its behaviourist and structural underpinnings.

9.3  Putting the pieces together

This research project involved a number of different aspects which, as indicated
throughout the reporting, need to be considered in relation to one another since it is
the interaction of all of these components that creates the complex problems that
currently characterize the teaching of English in Japanese secondary schools. The
scene is set by a curriculum document that, while explicitly proscribing a grammar

translation approach, is nevertheless unclear about precisely what is required and
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precisely how it is to be achieved in the context in which language teachers currently
operate. Added to this is the fact that while Ministry of Education approved
textbooks appear on the surface to be very different from many the textbooks of the
past, they are, in reality, very similar to them in some important respects, being
largely absent of the communicative orientation that is recommended in the
curriculum guidelines. The heavy reliance on these textbooks, and the overall faith
placed in them by questionnaire respondents, was also evident in the observed
lessons which, in common with the textbooks used, were almost wholly absent of
any communicative orientation. The dependence on translation in these lessons
appears to have been due, in large measure, to the fact that the texts included in
these textbooks, largely made of mini-dialogues, are not presented in ways that
facilitate comprehension and are not accompanied, in teachers’ guides, by any clear
guidance on concept introduction strategies. Bearing in mind the fact that,
according to participant recall, the training in language teaching provided for
secondary school teachers in Japan appears not necessarily to include information
about classroom language, concept introduction, tasks and task adaptation, learning
styles, or the evaluation, selection and use of textbooks, the fact that the observed
lessons were found to be largely reminiscent of an approach with which the teachers
themselves are likely to have become familiar during their own experiences as

language learners is unsurprising.

9.4 Limitations of the research

Among the limitations of this research project is the fact that the number of
participants was relatively small and, in some cases, involved convenience
sampling. For this reason, where statistics are used, they are used descriptively
rather than inferentially and, therefore, the findings must be regarded as being
indicative rather than generalizable. This was, unfortunately, largely unavoidable
in view of the fact that reliance had to be placed on the willingness of teachers to
become involved. Thus, for example, while the general questionnaire was sent out
to almost 3,000 schools (with reminders being issued), there were only 84 responses
(which were supplemented by 10 responses from colleagues or contacts of
colleagues) and only 6 of these indicated a willingness to participate in further
aspects of the research. Thus, even when three colleagues who had not been
involved in the first questionnaire agreed to participate in the second one, the
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number involved in that case was only 9 and, of these 9, only 2 agreed to take part
in the semi-structured interviews, with only four teachers agreeing to lesson
observations. One of the reasons for the low response rate to the first questionnaire—
which had a knock-on effect in relation to other aspects of the research-may have
been the fact that even though its circulation was delayed, distribution took place
several months after the major earthquake and tsunami in Japan in 2011. While it
was limited to areas that were not primarily affected by them, their impact was
nevertheless still very much in evidence and questionnaire completion is likely to

have been very low on teachers' agendas.

Another limitation of the research relates to the fact that neither students of English
nor their parents or guardians were consulted on any of the issues raised. This was
largely due to the fact that the research was largely conducted from a base in New
Zealand and there were limitations on the amount of time that could be spent
collecting data in Japan, limitations relating to regulations regarding the amount of

time spent overseas by international students paying domestic fees.

In research of this type, involving interviews and the analysis of textbooks and
lessons, there is always an issue associated with the interpretation of data. In an
attempt to address this issue, | have generally provided data derived from
questionnaires and interviews before imposing my interpretation on that data. |
have also included extracts from the textbooks analysed in the relevant chapter and
have attached transcripts of the interviews and lessons as appendices to the thesis.
Nevertheless, the potential for bias in interpreting the data, particularly where, as in
this case, the researcher is also a member of the community being researched, was

always present.

95 Research contribution

| believe that the research reported here makes a contribution by focusing not on
individual issues considered in isolation but on the systemic nature of the problems
faced by Japanese teachers of English. These problems relate to almost all aspects
of the context in which they work, from the contradictions and inconsistencies in
the curriculum that is intended to guide their decision-making, through the training
opportunities and teaching resources that are available to them, to the lack of a
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community education programme intended to support the major change in approach
to the teaching of English that is signalled (some of the time) in the curriculum
documentation. The research project has aimed not only to analyse a number of
different aspects of the teaching of English in Japanese schools, but to track the
ways in which each of them reverberates in other areas. Thus, for example, the
inconsistencies and lacunae in the curriculum documentation, together with the
control exerted by the Ministry responsible for that documentation on textbook
approvals, can be seen to have an impact on the nature of the textbooks available to
teachers. Both the curriculum documentation and these approved textbooks can be
seen to have an impact on teachers' views about the teaching of English and their
classroom practices. Both of these can be seen also to be influenced by the nature
of the training provided which, like the textbooks, is largely controlled by those
same university-based academics who are responsible for the University entrance
examinations which are widely recognized to have a powerful influence on what

happens in schools.

9.6 Implications for ELT in Japan

I hope that my research has made some contribution to shifting the emphasis from
identifying teacher resistance as a major barrier to change to a recognition that many
Japanese teachers of English are willing and eager to change but are unable to do
so, not only because of the nature of entrance examinations, community
expectations and overwork, but also because they are not adequately supported in

the change process by those who are responsible for mandating change.

As indicated at various points throughout this thesis, teachers of English in Japan
are faced with major problems in attempting to re-orient their teaching, problems
that will require a major overhaul of the system in which they operate if they are to
have any chance of success. In addition to reviewing its curriculum with a view to
resolving inconsistencies and providing some practical guidance for teachers on
implementing its recommendations, the Ministry of Education needs to ensure that
the textbooks it approves are more than superficially appropriate in terms of the
approach it mandates. While it has no direct authority over universities, it does have
the capacity to recommend some training programmes rather than others and to

engage in discussions on the nature of entrance examinations while also initiating
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a programme aimed at informing the public of the reasons for its recommendations
and gaining support for them. While all of this is likely to be both complex and
costly, the cost of doing nothing is likely, in the longer term, to be much greater. In
the absence of some concerted effort to make changes to the wider context in which
teachers of English in Japanese secondary schools operate, many of the problems
identified here, some of which have also been identified in other research projects,
will almost certainly continue. What will also continue is the frustration of teachers
whose best efforts often seem inadequate to the task of preparing Japanese citizens
to operate effectively in a globalised world in which “English is ... redefining
national and individual identities worldwide; shifting political fault lines; creating
new global patterns of wealth and social exclusion; and suggesting new notions of

human rights and responsibilities of citizenship” (Graddol, 2006, p. 12).

9.7  Suggestions for future research

For the reasons outlined in 9.4 above, the findings of this research project should
be regarded as indicative only. Further research that focuses on the interactions
among various aspects of the teaching and learning of English in Japan is needed,
research that involves more participants and includes teacher trainers, textbook
writers, students and former students, employers, Ministry of Education officials

and other stakeholders.

9.8  Concluding observation

My overall aim in this research project was to explore the teaching of English in
Japanese secondary schools from a number of different perspectives, noting the
ways in which various different issues impact on one another. I believed that this
type of approach would be likely to yield a more nuanced interpretation of the
problems faced by teachers than is available where issues are dealt with separately.
I hope that further, more detailed and comprehensive, studies of this type will be
conducted in the future, adding to our understanding of the complex dynamics that
underpin what happens in language classrooms in Japan and helping to create a

context in which teachers can be appropriately supported as agents of change.
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Appendix 2: Transfer from conditional to confirmed enrolment
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Appendix 3: General Questionnaire for Teachers of English in

Secondary Schools in Japan
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1. Sex
Please check Mthe appropriate box.
Female L]
Male L]

2. Age
Please check M the appropriate box.
20-30 31-40 41-50 51-60 60+
L] [ [ L] [

3. Whatis your first language?

Please check M the appropriate box.

Japanese ]
English ]
Other (Please specify) [

4. Which of the following qualifications do you have?

Please check M the appropriate box/es and add the name of a country or
countries

if relevant.
1 Name of country

Bachelors degree in English language /literature from a Japanese [ ]
university

Bachelors degree in English language /literature from an overseas [ ]
university (please state which country)

Graduate degree in language /literature from a Japanese university ]

Graduate degree in language /literature from an overseas university [ ]
(please state which country)

Other qualifications (please specify below) []
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# Please add a comment if you wish

5. Where do you currently teach?

Please check [ the appropriate box.

Public lower secondary school
Private lower secondary school
Public upper secondary school
Private upper secondary school

Ooogd

Other (please specify below)

6. How many hours/ classes do you teach per week?
hours/classes

7. How many different levels do you teach per week? level/s

8. Do you have a position of responsibility? (e.g. in charge of the English

subject)

Yes [ No [

If ‘YES’, please tell me what your job is.

9. Do you believe that students in Japanese primary schools should learn
English?
Please check M the appropriate box.
Yes []
No []

" Please add a comment if you wish
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10. If you answered ‘YES’ to question 9, which year do you think would be most
appropriate for students to start learning English in primary schools?

Please check M the appropriate box.

1%t year 2" year 3 year 4t year 5% year 6" year

[l L] [l [l [l 0

# Please add a comment if you wish

11. Were you consulted at any point before the Ministry of Education, Culture,
Sports, Science and Technology (MEXT) released the most recent version of
the Course of Study for Foreign Languages?

Please check M the appropriate box.

Yes []
No []
Don’t know []

#” Please add a comment if you wish

12. Have you ever been given any documents by the MEXT explaining the most
recent Course of Study for Foreign Languages?

Please check [ the appropriate box.

Yes []
No []

Don’t know []

# Please add a comment if you wish
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13. How familiar are you with the local policy on teaching English to students in
your region?

Please circle the appropriate number.

Not at all Extremely
familiar familiar
0 1 2 3 4 5

+ Please add a comment if you wish

14. Have you ever been given any documents by the Municipality Board of
Education explaining the local policy on teaching English to young learners in
your region?

Please check M the appropriate box.

Yes []
No []
Don’t know []

s Please add a comment if you wish

15. Have you ever been consulted about the policy on teaching English in your
own school?

Please check [ the appropriate box.

Yes []
No []
Don’t know []

# Please add a comment if you wish
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16. How satisfied are you with the content of the most recent version of the
Course of Study for Foreign Languages?

Please circle the appropriate number.

Not at all Extremely
satisfied satisfied
0 1 2 3 4 5

+ Please add a comment if you wish

17. How satisfied are you with the way in which the most recent version of the
Course of Study for Foreign Languages is working nationally, locally and in
your own school?

Please circle as appropriate.

NATIONALLY
Not at all Extremely
satisfied satisfied
0 1 2 3 4 5

IN YOUR REGION

Not at all Extremely
satisfied satisfied
0 1 2 3 4 5
IN YOUR OWN SCHOOL
Not at all Extremely
satisfied satisfied
0 1 2 3 4 5

# Please add a comment if you wish

18. Do you think that your students would benefit from having more hours of
English tuition each week?

Please check M the appropriate box.

Yes []
No ]
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# Please add a comment if you wish

19. Which methodological approaches do you personally favour for language
teaching?

Please check  one or more boxes.

Grammar —translation
Structural

Functional

Self-access
Communicative
Task-based
Topic-based

| don’t know.

ODoogdgoood

other (please specify)

+ Please add a comment if you wish

20. If you checked ‘communicative’ in Question 19, please list below what you
consider to be THREE important characteristics of a communicative
approach.
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# Please add a comment if you wish

21. Which, if any, of the following areas do you feel you currently need to know
more about?
Please check M the appropriate box/es.

Methodology generally*

Teaching vocabulary

Assessment

Teaching listening

Teaching speaking

Teaching reading

Teaching writing

Teaching the 4 skills in an integrated way
Textbook /materials recommendations
Teaching pronunciation

Learning outcomes

Teaching grammar

Classroom management

ODoogdooooogdon

Other (please specify below)

(*All the teaching techniques you use)

+ Please add a comment if you wish

22. How do you decide what to teach in English classes?

Please check [ the appropriate box/es

| teach according to the Course of Study for Foreign Language.
| teach according to the school curriculum.

| follow a textbook.

| teach things the students express an interest in learning.

| teach whatever | think will be useful.

Ooooodd

Other (please specify below)
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# Please add a comment if you wish

23. Do you use a textbook or textbooks as part of your teaching resources?

Please check M the appropriate box.

Yes ]
No ]

# Please add a comment if you wish

24. If you answered ‘YES’ to question 23 above, please list below the textbook/s

you use.
Name of the textbook | Class used with
e.g. Read on! e.g. 3 year

s Please add a comment if you wish

25. In general, what do you think about the textbooks you use?
Please circle appropriate.

| hate it / | like it / them

them very much
0 1 2 3 4 5

s Please add a comment if you wish
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26. Which of the following statements is closest to what you believe about
teaching and learning English?

Please check [ only one box

| believe the students learn best when they have lot of fun. ]

| believe the students learn best when lessons are serious. ]

+ Please add a comment if you wish

27. Which of the following statements is closest to your approach (principles of
teaching) to teaching English?

Please check [ only one box.

| believe it is important to teach systematically, introducing new language [
gradually and in a controlled way.

| believe that the order in which new language is introduced doesn’t []
matter so long as the materials used are interesting.

s Please add a comment if you wish

28. How do you rate your own language ability in English?

(Please read the Appendix document and then choose 1 — 9 from the descriptors for each

category)
Reading Writing Listening Speaking Overall ability

# Please add a comment if you wish




-287-

29. Have you ever had anyone from the JET programme contribute to your
classes?

Yes [ No [

If YES:
How useful do you think they were in terms of the overall language development
of your students?

Not Useful Very Useful

o 1 2 3 4 5

# Please add a comment if you wish

30. In your opinion, what would improve the teaching of English in schools in
Japan?

Do you have any other comments you wish to make?
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Thank you for your participation.
Please return the questionnaire to me in the envelope provided

This research project also involves (a) collecting and analyzing teachers’ views on
pre-service and in-service training in English teaching, and (b) recording and
analyzing a sample of English lessons. If you would like to be involved in either
of these, please provide your name and contact details below. Otherwise,
there is no need to fill in the section below.

FULL NAME:

SCHOOL IN WHICH YOU TEACH:

CONTACT ADDRESS:

PHONE NUMBER/S:

EMAIL ADDRESS:

Thank you very much for your participation in this project. | appreciate your co-

operation.
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APPENDIX

Language Descriptors

(Adapted from the Interpretation of IELTS Bandscores, International English Language

Testing System)
Please use these when you answer Question 28

Non-user
Essentially has no ability to use the language beyond possibly a few isolated words.

Intermittent User
No real communication is possible except for the most basic information using
isolated words or short formulae in familiar situations and to meet immediate
needs. Has great difficulty understanding spoken and written English.

Very Limited User
Conveys and understands only general meaning in very familiar situations. Frequent
breakdowns in communication occur.

Limited User
Basic competence is limited to familiar situations. Has frequent problems in
understanding and expression. Is not able to use complex language.

Modest User
Has partial command of the language, coping with overall meaning in most
situations, though is likely to make many mistakes. Should be able to handle basic
communication in own field.

Competent User
Has generally effective command of the language despite some inaccuracies,
inappropriacies and misunderstandings. Can use and understand fairly complex
language, particularly in familiar situations.

Good User
Has operational command of the language, though with occasional inaccuracies,
inappropriacies and misunderstandings in some situations. Generally handles
complex language well and understands detailed reasoning.

Very Good User
Has fully operational command of the language with only occasional unsystematic
inaccuracies and inappropriacies. Misunderstandings may occur in unfamiliar
situations. Handles complex detailed argumentation well.

Expert User
Has fully operational command of the language: appropriate, accurate and fluent
with complete understanding.
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Thank you very much for you participation in this project.
I appreciate your co-operation.
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Appendix 4: Letter to the Head of teacher of English department

and Letter to teachers of English
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Dear Colleague,

Questionnaire for Teachers of English

| would be very grateful if you would distribute the attached envelopes (each of which
includes a letter, a questionnaire and a prepaid reply envelope) to teachers of English in
your school (including yourself). Any surplus envelopes can be disposed of.

The questionnaires included in these envelopes relate to a PhD research project on the
teaching and learning of English in secondary schools in Japan which | am currently

conducting at the University of Waikato in New Zealand. Further details are included in
the attached letters.

Yours sincerely

Keiko Umeda
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HEH B+  Keiko UMEDA
PhD Student (f#-3RFL)

General and Applied Linguistics,
The Faculty of Arts and Social
Sciences,

The University of Waikato,
Private Bag 3105, Hamilton,
New Zealand

EahE T . +64-21-0745171
A—)LT RV R
ku2@waikato.ac.nz
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General questionnaires for teachers of English in

secondary schools in Japan

Dear Colleague,

I am currently doing a PhD at the University of Waikato in New Zealand. The research
involves an investigation of the teaching and learning of English in primary and secondary
schools in Japan. It is intended that the results of this research will contribute to debate
about attitudes and practices and to be of benefit to teachers and students.

The University of Waikato requires that no research that is conducted should ever
represent any threat or risk to a participating institution or to the subjects of the research.
If you decide to complete a questionnaire, you will not be asked to supply your name or
that of the school where you teach unless you wish to take part in further aspects of the
study. If you do supply your name, it will not be communicated to anyone other than my
research supervisors. Nobody who participates will be identified (or identifiable) in the
reporting of the research.

| would be very grateful if you would answer some or all of the questions on the attached
the questionnaire. If you do not wish to answer some of the questions, you are not
obliged to do so.

The research findings will be published in the form of a PhD thesis and, in the future, in
academic journals. The completed PhD thesis will be made publicly available online on the
internet. Participants may request a brief summary of the findings from the researcher
following the completion of the research.

If you would like any further information, please contact me by email at
ku2@waikato.ac.nz

This research project has been approved by the Human Research Ethics Committee of the
Faculty of Arts and Social Sciences. Any questions about the ethical conduct of this
research may be sent to the Secretary of the Committee, email fass-ethics@waikato.ac.nz,
postal address, Faculty of Arts and Social Sciences, Te Kura Kete Aronui, University of
Waikato, Te Whare Wananga o Waikato, Private Bag 3105, Hamilton 3240.

| would like to thank you for taking your time to read this letter.

Keiko Umeda
PhD student
Address: General and Applied Linguistics,
The Faculty of Arts and Social Science,
The University of Waikato,
Private Bag 3105, Hamilton,
New Zealand
Telephone: +64-21-0745171
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Appendix 5: Comments made by questionnaire respondents
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Comments relating to Question 17

Number
Comment of
Responses

Familiarity with the local policy on teaching English to students in your region

Do not know what ‘in your region’ means. 3

Differences between regions, therefore English education cannot be conducted in 2
the same way.

I think it is strange that there are no changes relating to teacher training or
personnel.

1
Fundamentally, it is the same as nationally. 1
Real attention given only to students at competitive schools. 1

It bothers me because policies are not concerned what really happens at school

1
level.

Documentation from the Municipality Board of Education explaining the local policy on
teaching English in your region

Documents are provided at regular conferences or workshops.

It is difficult to find time to read through the documents.

I am concerned about the emphasis on ‘teaching English through the target
language’ \which doesn’t take account of the actual conditions of students.

1
1
1
1

I wish for an increasing number of teachers.

Consultation about policy on teaching English in your own school

It is difficult to find a time for this because everyone is busy with, for example,
extra duties after school and giving guidance to students. Lower secondary
schools are in a vulnerable position and it is hard not to feel that they are just like
day-care centres.

Improving discipline in classes and consolidating academic basics are more
important.

No, because | am the only teacher allocated to teach English in my school.

The reality is far from the policy of MEXT.

We discussed what English education is supposed to be about.

We decide on our objectives and regularly discuss them.

Actively involved in workshops outside school and referring to practice models
of other schools.

We consult about policy and this should have in every school.

The biggest challenge is the difficulty in running actual classes.

New approach was introduced to teachers through a workshop.

We discussed and considered it.

We try to consult once every week but everyone is busy so it is difficult to find
the time for it.

Experienced teachers should take care of beginner students.

As a low academic level school, reviewing basics that are learnt at lower
secondary school level repeatedly is important.

I R I

Degree of satisfaction with the content of the most recent version of the Course of Study for
Foreign Languages

We are faced with the dilemma of accommodating both communication and

. 2
entrance-exam English.
Teaching English through the target language can be a problem at some schools. 1
Teaching English through the target language, proposed in The Course of Study
does not accord with university entrance examinations. | doubt whether these 1
two activities can be compatible at real school level.
Personnel and environment are not ready for teaching English through the target 1
language.
There is no training to conduct lessons in the target language. We’re not ready 1

for this yet.

Do things need to change so often? Things are getting worse, not better. 1

It is said that content is not increase but that class times are. We’re just going
back to where we were before. Why can’t they admit their mistakes?
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Each teacher carries a heavy burden because they lack time for preparation. 1
It is important that teachers make time for communicative activities. Teachers 1
should try to change.
I suppose the people who made the curriculum haven’t looked at textbooks... I 1
am rather unhappy about these and I don’t see what they are thinking about.
They need to take account of the actual conditions of each school and to operate 1
flexibility.
What a distant idea it all is. 1
The teaching objectives should not be changed in 5 year cycles. They should
plan in the longer term. It is confusing to try to work out what kinds of abilities 1
can be acquired through learning English.
It asks too much of students whose level is low at my school. 1
Degree of satisfaction with the way in which the most recent version of the Course of study
for Foreign Languages is working nationally, locally and in your own school
I can’t judge because I don’t know about other regions. 2
There are differences between regions. 2
Each school should show its uniqueness. 2
I don’t understand the question. 1
I don’t know because it will start next year. 1
I don’t really understand the situation very well. I do notice when it is covered on 1
TV, newspapers, etc.
There has been no improvement in high school entrance examinations. 1
There are gaps between the emphasis in entrance exams on reading
comprehension and the curriculum emphasis on developing communicative 1
abilities, which includes listening and speaking.
I don’t know how effective it is because new versions of textbooks following the 1
recent version will be introduced next year.
I don’t think it is going to change a lot. 1
To be effective, they need to take account of actual conditions. 1
It is difficult for every teacher to keep in same step. 1
It asks too much of students whose level is low at my school. 1
It is a burden when thinking of the actual condition at my school. 1
We need materials that are more appropriate for students. 1
A big impact, whether it is truly being followed or not. 1
A big impact - teaching English through English. 1
A big impact - teaching English through English. 1
There are some schools which conduct lessons in English, but there are other 1
schools that would fall apart if they had to do it.
Teaching English through the target language’ is not understood well. Not
everyone is able to do this. Also, they should clearly specify what kind of 1
English Japanese should learn as a common language. They don’t need to speak
like native speakers.
I am worried about the amount of tuition each week. Also, teachers should focus
on teaching according to the actual conditions of their own students if they are 1
genuinely going to foster students’ English abilities.
I have heard from an experienced teacher that it is important to give lots of time 1
to output.
Comments relating to Question 18
Number
Comment of
Responses
Affirmative

More could be achieved if there was more time to touch English. 4
It is important to increase hours of tuitions, but it is more important for students
to have times and opportunities to use English every day (i.e. 15 minutes). 2
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Instead of increasing hours, English should be taught at an earlier stage of

primary education. !
Before, there was not enough time but now | can deliver classes in my own way. 1
In country areas, it is good to have more hours of tuition because students don’t
get many opportunities to have extra tuition at cram school like students in big 1
cities.
Why add an hour? The policy changes are irritating. 1
It provides an opportunity for more activities. 1
Negative
To some extent, it could be a burden for students. 1
I am worried about losing time for basic academic things, such as Japanese. 1
Unless university entrance examination change, students and parents won’t 1
welcome more hours spent on communication.
Blindly increasing hours allows less time for mother tongue education. 1
It is effective if students have the academic basics, but if not, it could be a burden 1
for students.
Neither
There are advantages and disadvantages. 1
There should be more adequate discussion of content. 1
I hope the increased time will be used for communication or expanded learning. 1
Comments relating to Question 25
Number
Comment of
Responses
Obligation/ preparation time
It becomes a serious problem if you do not use textbooks. 2
I am often told to give consideration to textbooks by my supervisor. 1
Choice of textbooks depends on the local board of education: teachers are not 1
free to choose.
I use it because | am required to but the dialogues in textbooks are unnatural and
the level of grammatical difficulty is inappropriate and results in students losing 1
motivation.
We rely wholly on the systematic nature of textbook because there are many 1
students who do not have the basics.
It is easy to assign tasks. 1
Without textbooks we would have to devote more time to preparation. 1
I have so many things to do that it limits my preparation time so | depend on
textbooks. However, | want to use materials which are appropriate in relation to 1
students’ circumstances and interests.
It is necessary. 1
Occasional/ intermittent use

I use textbooks for compulsory subjects and do not use them for other subjects. 1
If the contents are not interesting in a particular part, then I don’t use that part. 1
It is better if we use our own materials. 1
| use support materials only when students have difficulty in understanding. 1
| think we should use them when it is necessary. 1
It is important to use textbooks as appropriate. 1
They are probably suitable for students who are university entrance exam

4 . . 1
applicants, but not for other students in terms of comprehension.
A textbook which | am using now includes many dialogues but not so many
stories or extended readings. Opportunities for extended readings should be 1
given to students from an early stage of learning.
We need a textbook based on a functional syllabus, one that contains 1

explanations of Japanese culture.
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Comments relating to Question 26

Number of
Comment
Responses
Both statements are equally true. You need both. 7
Both statements are important. It is best to have fun when listening and speaking 1
and a calm atmosphere when reading and writing.
For beginners, having fun is the most appropriate. After that, discipline becomes 1
critical.
Discipline is necessary when students do not fully understand that learning and 1
fun can mix together.
It is important to establish a safe learning environment. Discipline is necessary 1
if students are to achieve.
Securing an environment where students feel safe to learn is necessary. 1
Students cannot acquire anything by only having fun. I hope I can create lessons 1
where students can enjoy themselves in a safe environment and also achieve.
I don’t understand what ‘having fun’ means. 1
Depends on students’ learning preferences. 1
Comments relating to Question 27
Number of
Comment
Responses
Both are necessary
Both are important 4
We need flexibility in relation to both. 1
Teaching systematically is best
Following the past learning situations is easy to teach and much less of the 1
burden for students.
Teaching systematically and in a controlled way is best. 1
Even if the materials are interesting, students will lose motivation if they cannot 1
comprehend them because of lack of systematic presentation.
Learning English in Japan is different from an ESL context. 1
Difficult to classify
When teaching new items, it is important to use what has already been learnt. 1
Comments relating to Question 28
Number
Comment of
Responses

Depends on individuals

Some are good, others less good. In view of the expense of the JET programme,
hit has proved less effective than expected.

ALTs who are motivated to actively communicate with students can stimulate
them.

There are effective ALTs but not all of them are effective.

The quality of ALTs is getting better. I heard there are still lots of schools with no
ALTs. The problem of communication between Japanese teachers and ALTs has
never been properly addressed.

From my experience, some ALTs have had personal problems that I had to take
care (I felt they were trickier than guiding students at my school). I hope that
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ALTs are chosen on the basis of their educational background and interest in
education. However, I believe the presence of ALTs has cultural value. We, the
Japanese teachers, should acquire more language competence.

It is effective when the ALT really wants to teach English.

Depends whether they like kids or not.

I think of the ALTs as amateur s and we, the professionals, need to instruct them.
It depends on individuals and on how we use them.

There are many great students who study teaching English in English speaking
countries, but many assistants sent by the JET Programme have issues. Why isn’t
the programme improved?

Effective or effective to some extent

The programme is effective. I can create lessons using ALTs but Japanese
teachers are too busy to have all the meetings necessary to make it work.

It is effective if ALTs consider the real situation of students. On the other hand,
there are some ALTs who deal with things that aren’t relevant to the students’
lives ad this can be demotivating.

The presence of native speakers is necessary.

It provides a great opportunity for students to acquire English by using it.

It is good for motivating students through experiencing communicating with
people from different countries and arousing their curiosity, However, it is
doubtful whether it really directly improves students’ abilities in English.

Useful if used appropriately.

We can ask for help in teaching speaking.

Others

I think some ALTs come to Japan just only to brush up their Japanese skills.

I hope the number ALTs is increasing.

It is difficult to adjust which levels of students to be a norm where there are
many students’ levels in one class.
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Appendix 6: Extent of use of different textbooks
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Number
Number Publisher Series of
Entries
For Lower Secondary School
1 Tokyo: Tokyo Shoseki NEW HORIZON English Course I, I, 111 63
2 Tokyo: Sanseido NEW CROWN ENGISH SERIES New Edition 1,2,3 14
3 Tokyo: Kairyudo SUNSHINE ENGLISH COURSE I, II, 111 13
4 Tokyo: Kyoiku Shuppan ONE WORLD English Course 1, 2, 3 5
5 Tokyo: Gakko Tosho TOTAL ENGLISH |, 1, 111 4
6 Tokyo: Komura Tosho COLUMBUS 21 ENGLISH COURSE 1, 2, 3 1
For Upper Secondary School: Oral Communication | & 11
Tokyo: Kairyudo ORAL COMMUNICATION Revised
7 EXORESSWAYS | 3
Standard Edition
8 Tokyo: Sanseido SELECT Oral Communication | New Edition 1
9 Tokyo: Obunsa Planet Blue Oral Communication | [Revised Edition] 1
10 H|r_(_)sh_|ma. Voice Oral Communication | New Edition 1
Daiichigakushusha
11 Tokyo: Taishukan Departure Oral Communication | Revised Edition 1
For Upper Secondary School: English 1&11
12 Tokyo: Taishukan Captain English Course I, 1l Revised 6(2/4)
13 Tokyo: Tokyo Shoseki Power On English 1, 11 5(2/3)
14 Tokyo: Kairyudo Revised Edition ENGLISH NOW I, 11 5(3/2)
15 Tokyo: Suken Shuppan BIG DIPPER English Course |, Il 5(3/2)
16 Tokyo: Tokyo Shoseki All Aboard! English 1, Il 4(2/2)
17 Tokyo: Sanseido VISTA English Series I, 11 New Edition 4(3/1)
18 Tokyo: Sanseido EXCEED English Series I, 11 New Edition 3(1/2)
19 Tokyo: Kiriharashoten PRO-VISION ENGLISH COURSE |, 1l New Edition 3(2/1)
20 Tokyo: Sanseido CROWN English Series | New Edition 2
21 Kyoto: Buneido NEW EDITION Surfing ENGLISH COURSE |, |1 2(1/1)
22 Tokyo: Ikeda Shoten Revised Edition DAILY ENGLISH COURSE I, 11 2(1/1)
23 Osaka: Zoshindo NEW STREAM English Course Second Edition 2
24 Tokyo: Kirihara Shoten NEW English Pal I, 11 New Edition 2(1/1)
25 Osaka: Zoshindo MAINSTREAM English Course Il Second Edition 1
26 g;‘i’:ﬁi‘g”;ak'ushusha Viva English! Il NEW EDITION 1
27 Hiroshima: Vivid English Course | NEW EDITION 1
Daiichigakususha
28 Tokyo: Kirihiarashoten WORLD TREK ENGISH COURSE NEW EDITION 1
29 Tokyo: Sanyu Shuppan COSMOS ENGLISH COURSE |1 1
For Upper Secondary School: Reading
30 Tokyo: Sanseido EXCEED English Reading New Edition 2
31 Tokyo: Kairyudo Revised Edition SUNSHINE Readings 1
32 Tokyo: Sanseido ORBIT English Reading New Edition 1
33 Tokyo: Keirinkan ELEMENT English Reading 1
34 Tokyo: Suken Shuppan Revised POLESTAR Reading Course 1
35 Kyoto: Buneido NEW EDITION POWWOW ENGLISH READING 1
36 Tokyo: Ikeda Shoten Revised Edition DAILY ENGLISH READING 1
37 Tokyo: Ikeda Shoten NeW EDITION Surfing ENGLISH READING 1
38 Osaka: Zoshindo NEW STREAM Reading Course Second Edition 1
For Upper Secondary School: Writing
39 Tokyo: Kiriharashoten WORLD TREK ENGLISH WRITING NEW 4
EDITION
40 Kyoto: Buneido NEW EDITION POWWOW ENGLISH WRITING 3
41 Tokyo: Tokyo Shoseki Power On English Writing 2
42 Osaka: Keirinkan ELEMENT English Writing 2
43 Tokyo: Sanseido EXCEED English Writing New Edition 1
44 Tokyo: Taishukan Genius English Writing Revised 1
45 Tokyo: Suken Shuppan BIG DIPPER Writing Course 1
46 Tokyo: Ikeda Shoten Revised Edition DAILY ENGLISH WRITING 1
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Others
47 MEXT English Notebook 1, 219 2(1/1)
48 Kyoto: Buneido SEED General English 1% 1
49 Tokyo: Suken Shuppan LEARNERS’ Senior High School English'®’ 1
Not mentioned in details Publishers only mentioned 3

105 These are the set textbooks for teaching English at primary school.
106 This is not an authorised textbook by MEXT, rather it is supported study guides of English

grammar.
107

Same as above.
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Appendix 7: Teacher Training Questionnaire for Teachers of

English in Secondary Schools in Japan
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Part 1: Qualifications and experience

1.1 How many years have you taught English? years

#” Please add a comment if you wish

1.2 What teaching qualifications do you have? Please check M the
appropriate box and /or provide details below.

| have a teacher’s certificate for secondary school level. O
Others:

| have a degree that includes teacher training. H|

I have a specific qualification in teaching English. O

Please provide details below:

# Please add a comment if you wish

1.3.1 Since you began teaching English, have you done any in-service training
in teaching English?

Please check [ the appropriate box and /or provide details below.

Yes [ No [

1.3.2 If you answered YES, approximately how many of in-service training /
seminars have you attended?

time(s)

1.3.3 Did you find the of in-service training / seminars useful?

Yes [ No [
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1.3.4 If you answered YES, please list the main topic up to 5 in-service training/

seminars you found useful.

14 What background in English language do you have?

| have a degree in English.

| have done a computer-based TOEFL or
EIKEN or TOEIC test

My proficiency score in English was 213 or higher.

My score was (please specify if possible):

I have taken another type of English proficiency test
The test was (please specify):

My score was (please specify if possible):

| am a native speaker of English.

#” Please add a comment if you wish

O
Yes I No
Yes O No I
EIKEN
TOEFL
TOEIC
Yes No
O
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Part 2: Aspects of your training to be a teacher of English

2.1 In your English teacher pre-service or in-service courses, which of the
following areas was included? Please check M the appropriate boxes.

Pre-service In-service
course course
How students learn foreign languages O O
Curriculum and syllabus design O
Teaching methodologies O O
Designing English teaching materials O O
Linguistics (analysing English) O O
Cross-cultural understanding O O
Literature O O
Developing your own English proficiency O O
Classroom management O O
Other (please specify below) O O

# Please add a comment if you wish

2.2 Did your pre-service or in-service training include an assessed English
teaching practice component (that is, a component in which you taught
real students and your teaching was assessed)?

Yes No
Pre-service O O
In-service O O

If you answered NO, please go directly to Question 2.3
If you answered YES, please answer questions 2.2.1 - 2.2.10 below.



2.2.1 Didyou teach a whole
class?

2.2.2 Was the class teacher in
the room with you?

2.2.3 Was your course tutorin
the room with you?

2.2.4 Did you decide what to
teach?

2.2.5 Did the class teacher
decide what you should
teach?

2.2.6 Did your training course
tutor decide what you
should teach?

2.2.7 Were you given feedback
on your teaching?

2.2.8 If you were given
feedback on your
teaching, who gave the
feedback?

2.2.9 Was your teaching
graded as part of the
overall assessment for the
course?

2.2.10 If your teaching was
graded, how did you
receive the grade?

# Please add a comment if you wish
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Pre-service In-service
Yes OO No O Yes OO No O
Yes OO No O Yes OO No O
Yes OO No O Yes OO No O
Yes OO No O Yes OO No O
Yes OO No O Yes OO No O
Yes OO No O Yes OO No O
Yes OO No O Yes O No O

The class teacher [
Other teachers [1
The students O
Your course tutor [

Yes O No O

Asamark O

As part of a report
that identified
strengths and
weaknesses [

The class teacher [
Other teachers [1
The students O
Your course tutor [

Yes O No O

As a mark O

As part of a report
that identified
strengths and
weaknesses [
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2.3 Did your pre-service or in-service training course include observing English
lessons taught by other people?

Yes
Pre-service O
In-service O

No
O
O

If you answered NO, please go directly to Question 2.4
If you answered YES, please answer Questions 2.3.1 - 2.3.3 below.

2.3.1
Who taught these
lessons?

2.3.2

Were you
encouraged to pay
particular attention
to certain things in
the lessons you
observed, such as,
for example, how
the teachers
introduced new
language?

2.3.3

Did your tutor/s
discuss the lessons
you observed with
you afterwards?

Pre-service
training

In-service
training/seminars

Teachers in local schools (1
My course tutor/s O

Teachers in local schools
and my course tutor/s O

Other (please specify) O

Teachers in local schools (1
My course tutor/s O

Teachers in local schools
and my course tutor/s [

Other (please specify) [

Yes O No O

Yes O No O

Yes O No O

Yes O No O



#” Please add a comment if you wish
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2.4

2.5

2.6

2.7

2.8

2.9

2.10

2.11

Did the instructors on your course ever demonstrate how to teach
certain things by actually teaching these things to a class of real students
and allowing you to observe?

Yes [ No [

Were you given advice about coping with classes that include learners
with different levels of proficiency?

Yes [ No [

Were you given advice about making sure that you were responsive to
the different learning styles of your students?

Yes [ No [

Were you given advice about correcting learner errors?

Yes [ No [

Were you given advice about concept checking, that is, about making
sure that learners understood the meaning of new language (vocabulary
and grammar)?

Yes [ No [

Were you given advice about the different parts of a language lesson
and what order to introduce them?

Yes O No [
Were you given any advice about setting up and timing activities?

Yes O No O
Were you asked to pay attention to different things (e.g. setting up tasks
‘activities / exercises’ or introducing new language) each time you

taught?

Yes [ No [



2.12

2.13

2.14

2.15

2.16

2.17

2.18
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Were you given advice about pace in the language classes, that is, were
you advised about making sure that some sections of the lesson, such as
guestion and answer practice of language forms, was not allowed to
continue on slowly for too long?

Yes [ No [

Did your course include a component whose aim was to further develop
your own language proficiency?

Yes [ No [

Were you provided with some useful classroom language (e.g., Look!
Listen! Answer the question! Work in pairs! Get into groups! etc.) and
given advice about how to introduce it and use it?

Yes [ No [

Did your course include a component whose aim was to help you to
analyse English in terms of meaning and form — e.g., a component in which
you were encouraged to work out and explain the different ways in which,
for example, the present simple tense can be used in English?

Yes [ No [

In your course, were you taught how to teach the relationship between
full forms (e,g., I am hot) and contracted forms (e.g., ’'m hot)?

Yes [ No [

The past simple (e.g., ate) and the past continuous (e.g., was eating)
forms of verbs are used differently. In your course, were you
introduced to ways of teaching the difference in meaning between these
two forms?

Yes [ No [

Did your course include anything on classroom management, that is,
how to keep the learners active and on task?

Yes [ No [



2.19

2.20

2.21

2.22

2.23

2.24

2.25

2.26

2.27
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Were you given any advice about adapting tasks to suit learners with
different levels of proficiency?

Yes [ No [

Did your course include anything about assessment and test design?
Yes O No O
Did your course include anything about teaching pronunciation?

Yes [ No [

Did your course include anything about teaching reading and writing?

Yes [ No [

Did your course include anything about teaching the four skills in an
integrated way (that is all four skills in the same lesson)?

Yes [ No [

Did your course include advice about selecting textbooks?

Yes [ No [

Did your course include advice about evaluating textbooks?

Yes [ No [

Did your course include advice about using textbooks?

Yes [ No [

In your course, were you taught how taught to teach the meaning of
functions such as suggestions, warnings etc.?

Yes [ No [



2.28

2.29

2.30

2.31
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In your course, were you given any advice about how to teach the
meaning of new words and phrases such as ‘what do you want’, ‘please’,
‘what would you like’, and ‘I’d like’ when students encounter them for
the first time?

Yes [ No [

Were any arrangements made for the instructors on your course to see
how you were getting on in your teaching after you had been teaching
for a period of time, e.g., six months?

Yes [ No [

When you finished your course, did you feel confident about teaching
English?

Yes [ No [

Are there any things that have caused problems in your teaching that
were not included in your course and you wish had been included?

Yes [ No [

s Please add any comments you wish to make on your training experiences:
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Part 3: Tell me a little about yourself

3.1 Are you male or female? Please check M the appropriate box.
Male O

Female O

3.2 What is your age group? Please check M the appropriate box.

2029 [
3039 O
40-49 O
50-59 [
Over60 [

33 How long have you been teaching? Please complete the boxes below.

Years Months

3.4 Have you ever studied abroad? Please check M the appropriate box.

Yes [ No [

If YES, please specify below where you studied and for how long.

Place (country) Years Months Weeks
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35 Do you have a position of responsibility?

(e.g. in charge of the English subject)
Yes O No [

If ‘'YES’, please tell me what your job is.

Thank you very much for taking time to participate in this project.
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Thank you very much for taking time to participate in this
project.
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Appendix 8: Letter to teachers of English
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Dear Colleague,

Teacher training questionnaire for teachers of English in secondary

schools in Japan

This questionnaire is part of a research project conducted for the degree of Doctor
of Philosophy at the University of Waikato in New Zealand by Keiko Umeda.

The overall aim of this part of the research project is to investigate aspects of the
training programs provided for teachers of English in schools in Japan.

If you do not wish to participate, that is not a problem. If you do, you can choose
(without any explanation) not to answer some of the questions.

The identity of participants will not be made available to anyone other than the
researcher. Participants will not be named or identified in any way in the reporting
of the research.

A summary of the research findings will be available on request from the
researcher at the conclusion of the research. The completed PhD thesis will be
made publicly available online on the Internet.

This research project has been approved by the Human Research Ethics Committee
of the Faculty of Arts and Social Sciences. Any questions about the ethical conduct
of this research may be sent to the Secretary of the Committee, email fass-
ethics@waikato.ac.nz, postal address, Faculty of Arts and Social Sciences, Te Kura
Kete Aronui, University of Waikato, Te Whare Wananga o Waikato, Private Bag
3105, Hamilton 3240.

Yours sincerely,

Keiko Umeda


mailto:fass-ethics@waikato.ac.nz
mailto:fass-ethics@waikato.ac.nz
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Appendix 9: Teacher interview transcripts
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Interview 1 - Transcript (Teacher C)

The interviews were conducted in Japanese and have been translated into

English.

Interviewer: How many lesson hours (including homeroom sessions) per week are
you teaching at this moment?

20 hours.

Interviewer: It sounds very tough. Is it tough for you?

Yes, of course, it is tough.

Interviewer: How many lesson hours do you teach for each grade?

3 hours for grade 1. | also teach 7 hours for grade 2.

Interviewer: What about grade 3?

7 hours.

Interviewer: How many different levels do you teach?

| teach the same classes (for two different courses) for each grade. The
students are divided according to the level of proficiency. The students stay
in the same class throughout a semester. When there were only two full
time teachers including me, one of us taught the highest class where the
students were easy to control but lessons were expected to move on. On
the other hand, the other taught the lowest class which was really tough to
control the students and make them study. The classes in the middle, part
time teachers taught.

Interviewer: Even though the students are divided according to the level of
proficiency, within one class...

The students differ from one another in one's ability. Some students who
can participate in the class by replying questions and can communicate (be
able to respond in English) well in the class. However, they fail taking
notes during class and not performing well in exams so they were placed
in the lowest level.

Interviewer: | am sure it is difficult to teach if the students are not at the same level
in one class...

That’s so true, especially, the situation in the lowest class. There students
vary. I found that the two lowest classes are tough (to teach...).

Interviewer: You are teaching at a senior high school, but are there any students
who find it difficult to follow the high school English classes?
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Of course, there are.

Interviewer: When you are teaching in the class, if you find there are students who
cannot follow the lesson, what do you usually do?

mmmm... [ don’t think all the students get things taught through students’
heads within a lesson. | tend to make sure all the students take notes.

Interviewer: Is taking notes related to term exams?

That’s right. Taking notes is allocated mark, so the students placed in the
lower classes, they can get marks by taking notes even though they don’t
get good marks in exams. Therefore, if a student does not finish copying
down from the blackboard, the student won’t be able to leave the
classroom. I check all the students’ note taking. So students who fall asleep
or chatting during the class, they have to remain the class even after the
class finishes until they finish note taking. So students try to finish taking
notes during a lesson.

Interviewer: So your goal is to be able to make students take notes within a lesson?
Yes.
Interviewer: Are the students placed by their exam and grade results?
Yes. For example, in English 1 course, | ask students to copy down main
text of the target lesson in the textbook. I don’t give the translation, but
explain points about the text. I guess the students in the lower classes do
not understand. On the other hand, the students in the upper classes
understand, because the explanations focus on grammar points. | guess the
students at lower classes just writing down the points without
understanding. | want the students at lower classes to suck in only one
point, so when | introduce a new vocabulary, | exaggerate the
pronunciation to get attention from the students. The class where | teach is
something like that. I guess they don’t understand at all.
Interviewer: Are you in charge of teaching the lower classes?
Yes, | have been teaching only the lowest classes.
Interviewer: Is that why you said you cannot improve your English?
Yes, totally.
Interviewer: Do you follow a textbook when you teach?

Yes.

Interviewer: What textbook are you teaching with in English 1 course?



-346-

World Trek. We have been using World Trek for long time but until this
March.

Interviewer: Who chooses the textbook used in classes?

We all (English teachers) choose [the textbooks]. We get lots of textbooks
distributed by publishers. We look them and decided. We look over each
textbook roughly if the contents are striking and layouts are easy to follow
when it comes to teach. We decide which textbook to use — if the textbook
is easy to use for teaching.

Interviewer: In your school, the academic levels of the student vary, so is it difficult
to choose textbooks?

Yes. If we choose the textbook only contains basic stuff, then we get
complains from the parents saying: Why you teach only easy stuff. Even
so, | wish I could use junior high school textbooks students at the lowest
classes because some of them can’t even write alphabets.

Interviewer: Do you also follow the contents stated in the curriculum documents
(The Course of Study)?

No... not at all [I don’t refer to the curriculum in deciding what to teach].
I look at teachers’ manual of the textbook I use.

Interviewer: Do you think this is because the textbooks are already approved by
the Ministry of Education, so you just follow the textbooks?

Yes... I guess so [that this is because the textbooks are Ministry-
approved].

Interviewer: Do you follow the contents that appear in the textbook from the
beginning?

Well... the contents on the textbook are stories and recent news and
vocabulary which I don’t think some of them are really useful... I think if
we can provided English expressions in the class that would be useful for
students to be able to communicate. For example, when | escorted the
school trip to America, the students experienced English classes at a
language school. There, the students had a lesson like, “Now you are going
shopping, what would you say at a shop?” if we could do this kind at
classes, | think it will be useful for the students. However, 1 think this
doesn’t work en masse.

Interviewer: If you do that kind of lesson, how do you follow up on preparation
for the university entrance exams?

Oh, we don’t manage to prepare the entrance exams at all...
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Interviewer: You know, university entrance exams include listening,
conversations, and also reading. So your ideal lesson can be helpful for listening
and conversation sections.

In our school, students who are in grade 3 (the last year of the senior high
school), there is a class which only teaches grammar. Grade 1 and 2
courses focus on learning vocabulary and grammar through reading
comprehension. In grade 3, there are courses like Oral and English
Reading. In English Reading classes, we teach mainly English grammar
and teach from the beginning, tense, verbs, etc... I think we should teach
this at Grade 1. | guess knowing grammar helps students understand how
English sentence works. And also it helps students to review what they’ve
learned at junior high school English classes.

Interviewer: Do you like using textbooks?

Interviewer: Do you have to use textbooks?

Yes... using textbooks can become a standard. If we don’t have anything,
we have to prepare everything every time. We also have part-time teachers,
S0 if we don’t have anything in common, it would be difficult to unify.

Interviewer: For example, take the textbook for ‘Oral Communication’ class. Do
you think the contents are useful for being able to communicate?

Not really, | wonder we picked a wrong one...
I guess if we provide many varieties of expressions in different situations,
then students would be able to use them quickly.

Interviewer: So, when you use a textbook and you think something is missing in
the textbook. Is that what you mean?

The textbook tends to be complicated. There are things in the textbooks
what I think where we can use them... I think the textbook includes a
simple expression with different ways of saying. If so, within the same
topic, it can be taught widely within one class. If I think like this, we don’t
need to use a textbook in an ‘Oral Communication’ class. We think it is
possible that we can create materials by our own.

Interviewer: However, do you have time for creating materials?
No... we don’t have enough time for that...

Interviewer: | guess it is difficult for teachers to secure time for preparing classes
within regular duty hours.

Yes... I think we should make an effort and put the most priority to prepare
lessons, but... we are busy with other things and we don’t change the
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textbook every year. We use the same one few years, so we tend to repeat
the same things over the years.

Interviewer: Do you think only using the textbooks that you are using at your
school now will make students be able to communicate?

I don’t think so.
Interviewer: Do you think using textbooks is not enough at this moment?

Yes...

In our school, we focus on English vocabulary test. Many of the students
feel reluctant [...] but I think when you are in trouble, if you only know
English vocabulary, something can be worked out. Through my
experience, | could continue conversation because | knew some
vocabulary. | definitely think we should force students to memorise
vocabulary.

Interviewer: What kinds of English vocabulary test do you give students in your
school?

We use an English vocabulary book and take out 20 vocabulary from the
book and prior to the test, students are already informed that they have to
memorise 30 vocabulary. Then students are tested 20 vocabulary out of the
30 memorised vocabulary. The pass line is 80 % of the 20 vocabulary. If
you fail, the students cannot attend the club activities. The students have
ability to concentrate, they can quickly memorise vocabulary. However, if
they manage to write the vocabulary it doesn’t mean that they can
pronounce them properly. They don’t know how to read phonetic symbols.
The vocabulary test only asks to write, not to pronounce, so they can pass
if you write a correct word but they can’t pronounce. I think this is wasting.
Of course, we do practice how to read the vocabulary during a class, using
10 minutes at the beginning of a lesson, repeating how to pronounce those
30 vocabulary, but the students do not focus on pronunciation but passing
the test. | think the test should include pronunciations. For example, letting
the students to pronounce vocabulary they wrote. If they can read properly,
then they can pass. If we think the way, we have to check every student
individually... if the students mispronounce, then I want to correct their
pronunciations, if I think like this, I don’t know it would be possible... We
do practice pronouncing the vocabulary for the test, it doesn’t take root in
most of the students’ minds... students tend to think they don’t need to use
English...

Interviewer: What part of a lesson can best help students to be able to
communicate?

In a lesson, I try to use English to get attention from the students who tend
to fall asleep during the lesson. For example, | use English comically when
| want students to pay attention to me, so | can get attention from the
students. If | repeat the phrase, the students get to imitate me, so |
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communicate with unmotivated students like this way. | use English during
the lesson without explaining grammar. | say repeatedly something like
‘Open your textbook,” ‘Don’t chat,” ‘Look at me,” etc... so students react
to that. Then | try to talk longer and students gradually remember the
pattern of the phrases | use. Some students can reply me. | guess repeating
Is important. Add on to that, impact or impressions are important, too. |
feel exhausted after each lesson.

Interviewer: Compulsory education lasts until junior high school. Senior high
school is not compulsory but English is a compulsory subject in high schools.
Public and private high schools select students by their academic achievements in
entrance exams. The new curriculum says English classes should be conducted in
English. Do you feel any anxiety about that?

It may be difficult to conduct a lesson all in English, because | have to
explain... However, I think I need to use easy English as much as possible,
so it might help students to get used to listen to English. I think I should
do positively...

Interviewer: | think you are very positive concerning what you have to do in terms
of vocabulary tests and the new curriculum guidelines. Do you think every teacher
differs because their motivations are different?

Yes...

And | make students to say or read aloud in English because writing down
takes long time during a lesson.

This school assigns students to sing a different English song every month.
The students quickly memorise them. So | try to connect between them,
such as, pick up a word appeared in the song also appears in the textbook.
I guess assigning English songs by the principal is also effective. If you
carefully choose the song for every month, it can be more effective.

Interviewer: Then, what do you think is the purpose of teaching English at high
school level? High school education is not compulsory. Are there any particular
reasons why we should teach English?

All in all, if you go abroad, I hear often many people say ‘I should have
studied English more’. Maybe high school students do not realise the
necessity of using English yet. Some of the students say ‘I don’t even go
overseas, so I don’t need English.” The necessity of learning English.... or
being able to communicate in English is fun... I want to convey this in
different perspective, but there is no chance often like we don’t go to
school trip so often. We don’t have many native speaker visitors...
However, we have quite a lot of international students, so there are chances
to use English... but students are busy with their club activities... their
propriety may differ from what I think... I think whether English is fun or
not...

Interviewer: Do you think the students will be able to use what they have learned
at high school?
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| don’t think students will be able to use 100 per cent of what they have
learned... I guess some of the students remember what kinds of grammar
they are taught at high school after they graduate. Probably, one thirds of
the highest class of students, one thirds of 40 students, are able to use...,
so 10 to 12, 13 students...

Interviewer: The rest of the students, if they won’t be able to use what they’ve
learned during high school, what do you think the causes are? Do you blame
teachers or students, or textbooks?

mmm... we, including part-time teachers, try to strive our lessons in a fun
manner...

Most of the students have already experienced English in elementary
schools, or private English conversation classes, so quite few of them have
ability to communicate in English, but some of them are scared to say
wrong... | guess English lessons we offer are not enough for students to
make them use or listen in English... If there is additional lesson using
English in such environment, it would be helpful for students to use
English without hesitating. So students need to listen to English as much
as possible.... after all, I guess we should use English during a lesson...

Interviewer: When do you feel students are not following during a lesson?
I don’t have any response from the students.
Interviewer: How do you make them respond?

The students are passive in the class. So, | tend to appoint a student who is
able to answer me.

Interviewer: What kind of in-service training did you find useful?

| participated in a two-day seminar which was organised by a company for
English teachers. The training included a trainer showed how to teach. The
participants were pretended to be students. To learn how to approach a
lesson was useful. I also participated workshop to renew teacher certificate
and it was a lecture style lectured by a university lecturer talked about if
there is a certain kind of student, what kind of questions you would be
asked by the student. | exchanged opinions with other teachers sitting next
to me. | could hear other teachers’ opinions and how they think. What kind
of teaching should be taught at a class was not provided. It was rather
exchange opinions with other teachers from other schools.l also visited a
high school which was appointed as one of the SELH schools at that time
[Super English Language High School, focus on English education with
special curriculum] by the Ministry of Education to observe actual English
lesson. It was a good opportunity to see how the teacher did the lesson.

Interviewer: These three in-service trainings all involved listening to what other
teachers think and observing how they conduct lessons. Did you find them useful?
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If 1 just keep teaching, it narrows view things. | would like to observe other
teachers’ lessons, especially, other teachers’ lessons at different schools.

Interviewer: Do you think it is difficult for you because you are employed at a
private school?

Yes. I don’t have any chances at all.
Interviewer: Do you think it is related to developing your skill?
Yes. And this is fast and snappy for me. I can learn many things from
other teacher’s teaching even only one lesson. So, [ watch a TV
Educational programme if there talks about English teaching at schools
and I can find many website talking about English teaching on the
Internet.
Interviewer: Do you include these things in your teaching?
| try to do so.
Interviewer: Which of four skills is strongest for you?

Listening or writing.

Interviewer: What about speaking and reading? How do you develop these skills
on your own?

| hesitate and think too much when | speak in English. I guess this is
because I do not have enough vocabulary... I want to talk thorough but I
can’t.

Interviewer: What about reading?

I don’t have enough time to read... I want to find a time to read English
newspapers and novels, but... I don’t really enjoy reading much from the
beginning... I like to use dictionary when I read if I have time, but it is
difficult for me to scanning...

Interviewer: Is it tough for you to keep up your development while working at the
same time?

Yes.... oh, I love grammar very much though...
Interviewer: Would you like to add anything?
I would like to develop instruction ability, to get attention from students
and something makes students motivated. These days, | try to get attentions

in interesting way from students. | have been teaching just trying to be easy
for students, but | found that this didn’t work... maybe I guess ‘impact’ is
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important. Even using an example from a textbook, but I want the students
to express themselves, such as if the example says, ‘I play volley ball every
day.’

In my school, students’ academic levels are really low compared to other
schools, especially, their English ability. If | recall back to the school trip
to America, | should have given the students some tips for English
conversation before we went to the trip. The students could use it in a real
situation. Then after coming back, they can still share what they did in the
school trip. | guess this could be very effective. After they had an
experience in America, many students got interested in learning English.
Even a small motivator, something like enjoying talking with a cute girl,
is effective to learn English. We can create an environment which English
Is used commonplace without any hesitations even we are in Japan. | want
to increase their opportunities. In our school, we do vocabulary tests and
sing English songs, so we, English teachers, should consider how these
could be more effective... because this is a private school, we can do and
more flexible than public schools...

Interviewer: If you want to do that, when do you find your time to prepare?

No...I can’t find any time...

Interviewer: Are you going to change some of the textbooks following the new
curriculum?

Yes.
I have been using the same textbooks over few years, so | remember what
to teach in the class, so | just check where to start next lesson just before
the lesson starts. I don’t have any time to do any extra things now.
However, even I use the same textbooks, I want to teach differently...

Interviewer: So, do you think you can learn things from in-service training by
exchanging opinions with other teachers and observing other teacher’s lessons?

Definitely.
So, | participated the training course offered by a private company. | paid
by myself using my holidays.

Interview 2 - Transcript (Teacher F)

The interviews were conducted in Japanese and have been translated into
English.
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Interviewer: Do you use textbooks?

There is not a certain rule about using textbooks, but textbook is a main
source of teaching by tacit agreement.

Interviewer: Do you like using the textbook?

Our city just changed the publisher (from “Columbus21, Mitsumura Tosho
Publishing, Co., Ltd.” to “New Crown, Sanseido, Co., Ltd.”) from this
year. There is no choice for teachers at schools to choose the textbooks,
but the city board of education decides which textbook to use. | quite like
the new textbook.

Interviewer: How do you like the new textbook?

...in terms of it includes parts of conversation, listening, reading and
writing... The contents are to be acquired the four language skills... The
other day, people from the publisher came to our school to explain and
suggest how the textbook should be expected to be used... However, [ am
not sure if I could make the most of it... Overall, I think the new textbook
can make better progress with students’ English. For reading sections, |
feel the contents are deeper, the levels of passages are more difficult
because the numbers of vocabulary increased, but it is about more moral,
something like, the passages are about environment (e.g., about the earth),
being proud of Japanese own culture, introducing the buildings around the
world, introducing the greats, etc...

Interviewer: Do you think that your new textbook include more on writing section
before?

For writing sections, the sections are added more. The writing passages are
now more required at entrance examinations. | also make students to write
few sentences in mid-term and end of term exams.

Interviewer: For example, do you ask students to make a composition in an exam?

| ask students to write more than 5 sentences using the grammatical items
that they have learnt. For example, I ask students to ‘write about what you
have done during spring holidays using past tense’ in an exam. I let them
prepare what they are going to write in the exam in advance, | also check
and correct their writings before the exam so they can memorise the
sentences before they sit the exam. With this, | think students who are not
good at writing also can try and be prepared in advance, and students who
are good at writing can more challenge in writing. Writing sentences
cannot be avoided in the entrance exams.

Interviewer: Do you feel there is any deficiency in the contents in the textbook?

I think if there are any sections of ‘Speed/ rapid Reading’ would be useful.
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Interviewer: Why do you think ‘speed/ rapid reading’ should be included in the
textbook?

The passages in the textbook are more dense and longer for lower
secondary school students (e.g., more than 150 words, some vocabulary
that |1 have never come across before!). Then, I think students need to
practice reading quickly and taking information out of based on familiar
vocabulary in the passages and practice inferring meanings. So if there are
some sections about ‘speed/ rapid reading’, it could be useful.

Interviewer: Do you think ‘speed/ rapid reading’ can be useful for students in
taking exams?

This could be useful in taking exams. Also this can lead students to be able
to work on reading in English without feeling too weak. | am not good at
reading in English so | want to overcome and tell students how | manage
that. | try to create a handout for students about rapid reading but I cannot
do always... because it takes time and I am also busy with other admin
stuff... so if there are some sections about rapid reading, it will be useful.

Interviewer: Do you usually teach by following textbooks?

Yes, most of the times... I think the new textbook has many contents and
| feel 1 cannot away from it. However, | am planning to do activity apart
from the textbook a little bit by using the grammatical items and
vocabulary that students will learn in the textbook. I use a realia that a real
map of the Disney World and telling information using ‘There is~/ There
are~, enjoy verb+ing~’. Since our school locates near to the Tokyo Disney
Land and most of the students have visited there before, so the topic could
be close and familiar to the students so they may find differences between
the two and | hope the students get interested in working on the activity. |
want to do such activities for both of us, for the students and as a teacher,
for our own sake.... It is easy to become routine when we only follow the
textbook.

Interviewer: So, you try to make an activity only not following contents in
textbooks?

| try to make activities more close to the students, for example, when a
section of textbooks talks about giving direction, after practicing with the
map on the textbook, I let the students practice giving directions with the
map of our own town... Last semester, when we studied about the
changing trains, | shifted the context to our local stations to a real
destination, like how to get to the airport. | can do such activities because
the topics are already provided in the textbook, so | can expand the topic
based on the textbook. So... I guess textbooks [is useful]...

Interviewer: How are the students when involved in such activities?
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Well.... how are they...
Interviewer: Do some enjoy and others not enjoy?

Yes... students who think they are not good at English, they don’t enjoy
any activities at all. During the activity, | help a student who does not work
on the activity well. | encourage them work in pairs. If we are team-
teaching with another English teacher?, we can monitor students better.
With the help, the student can participate. (3 out of 4 classes per week (for
grade 1 and 2; year 7 and 8) are taught by two teachers of team-teaching at
her school. Sometimes an ALT also joins the class, so there are 3 or 4
teachers in one-hour lesson, it doesn’t always mean that students welcome
such situation.

Interviewer: Do you teach the same in different classes?

Yes, almost the same. Each teacher teaches differently though... Some
teachers create own handout for students according to the teacher’s guides
supported for the textbook, others create own handout to explain
grammatical items. When | create handout, | give to other teachers so that
I can get some materials from other teachers, so we can share in the same
grade...

Interviewer: What do you do when you see students are not learning during
teaching?

When students who do not well in English classes regularly, I offer them
review after school, or | ask other teacher who is team teaching with me to
explain again during the lesson, except that, I try to explain things (e.g.,
grammatical items) or take some time for practicing...Team-teaching is
good for being aware of students even if those students’ signs are not
obvious...

Interviewer: How do you know that students have not understood?

According to results of tests. | know it is too late until | wait to see the
results. I want to catch before the test is given... The test is based on what
| taught during the lessons, a workbook which is a supported material of
textbook, drills for grammatical items and vocabulary, reading and writing.
| feel like just managing to create and give test and it is okay if the students’
average score would be 65 points out of 100. During a lesson, | am aware
of students who are not learning when they struggle practicing
grammatical items using drills.

Interviewer: Why do you think we teach English at lower secondary schools?
For my experience, | can use the English I have only learned at lower
secondary school, grammar and vocabulary, when 1 talk to foreign people.
Fundamentally, we need to know not only the language but also we need
to have feeling to communicate... Gesture is useful and the more we use
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the language, the more we can communicate... The language that can be
learned at a compulsory education, it is a good right for everyone.

Interviewer: Do you think students are able to use the English they have learned
when they graduate?

I hope... at least I want them to see... I don’t think everyone can
understand... at least one of them can remember after graduating and the
thing I want to convey will be popped into their mind even after 10 years...
that will be great. I think it is an Education for...

Interviewer: Do you think we are teaching the students to be able to use the
language after they graduate from lower secondary schools?

I think we should develop students to feel like talking or communicating...
Interviewer: Do you think they do feel that way?

As a teacher, I want to convey that... Our schools have an ALT and my
son’s elementary school has two ALTs, so for conversation, students have
more opportunities to speak in English ever... Our grade 1 [year 7; age
13] students had learned to speak at elementary school before, so they
seem not to have any obstacles to speak out... now they have to learn
how to read and write in English... Some of these students will be shy
to speak in English when they become grade 2 even though they can
speak. In that case, | do not let them talk in front of other students, but let
them talk to ALTs as an interview test... I try to take some time for
activities, but it is difficult to find the time. The time for digesting the
contents of textbook take time more... I try to make them speak here and
there... also if [ am chased by other admin staff, I do not time for prepare
classes enough...

Interviewer: Do you think only using textbooks can really make students be able
to communicate?

I think it depends on each teacher’s ability to handle textbooks to make
students feel like communicating...

Interviewer: If a teacher were such person, do you think using only textbooks
would make students be able to communicate?

Interviewer: Do you think using only textbook is enough?
I don’t think it is enough... I also want to use authentic materials. Because
once we are set to use a textbook, we have to use it 5-10 years... However,

the contents of the textbooks, e.g., the world situation, might change next
month...
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Interviewer: What do you think we have to make students communicate in lessons?

I think we have to make them feel fun. It is important for them to feel what
they want to convey their feelings and to be able to understand their
counterparts... I think this is the most important achievement to lead
students this way...

I want to arouse students’ curiosities... keep arousing students’
curiosities... I don’t think I can manage to do that in every lesson...

Interviewer: Given the current teaching, do you think students are able to use
English when they graduate from lower secondary school?

If there are one or two out of 30 students in one class, it would be ideal as
a first step... or even it might be 10 years later...

I don’t think every single students will able to do that during the 3 years of
lower secondary education... If the students feel like communicating in
English even after 10 years, and that will be wonderful. | think that is an
Education for... I don’t think the answer is YES for this question...

Interviewer: How do you keep up with your level of English proficiency?

| watch and listen to an English educational programme on TV.
Ideally, I try to go abroad...

Interviewer: Are you stronger in listening and speaking or in reading and writing?

Speaking... is the strongest, listening and speaking is better than reading
and writing. | am not good at reading comprehension and do not have a
large vocabulary...

I think I can only use the basic vocabulary to speak but when it comes to
reading, | cannot comprehend if there are unfamiliar words in it...

| want to take some proficiency test.

Interviewer: Is there any in-service training about proficiency?

Yes, there is a one once a year and | participated once. It was a week-long
course from 8am to 5pm. It was held at a university and the course was
taught in all English by an English native speaker. I found it was an
incentive for me. There, we shared how we teach, we also got homework. ..
The training for keeping up our own proficiency is very important and all
the teachers are guarantee to take part in. However, in reality, some
teachers cannot find time to participate because they are in charge of the
club activities...
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Appendix 10: Lesson transcripts
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Transcript 1: Lesson 1, Junior High School Grade 1 and 2 students

Class 1:

Class time:

Student numbers:

(Years 7 & 8)

Grade 1 & 2 (Year 7 & 8 —ages 12-14)
40 minutes
16

(Researcher's translations are in bracketed italic script)

Line | Time | Speaker Activity Speech
1 00.01 T | Teacher stands up in Okay, everyone stand up.
front of the podium.
00.02
Teacher makes a
gesture with both
hands to indicate
standing up.
00.03 C | Students get up from
the chairs and stand
up.
2 00.08 T 1TE2F 9, ([will start.)
3 00.09 T Good afternoon, everyone.
4 00.10 C Good afternoon, Ms (Teacher’s
name).
5 00.14 T How are you today?
6 00.15 C I’m fine, thank you, and you?
7 00.19 T I’'m very good.
8 00.20 Okay, we’re gonna do a crisscross
9 game.
10 00.22 Do you know [the] crisscross
11 game?
00.24 C | Some students shake
their heads.
12 00.25 T FN S 720N 2 (You don't know?)
13 100.26 | S | StudentA replies. Fo>TET, ( know!)
14 | 00.27 T —4EAEHN > T3 ? (Grade 1
students, do you know [the game] ?)
15 00.28 S | Student B replies. (English native speaker teacher’s
16 name)723° > T2 ? (Did
(native speaker s name) do the
same one?)
17 100.28 T 9 lve (That’s right.)
18 |00.29 Crisscross game & V9 DI,
(Well, the crisscross game is...)
191 00.30 I give you a question, and then you
20 answer. Then...
21 100.34 Teacher moves to For example, (Student C’s name)7*
22 stand in front of a BEE 0 x~. M BERANA
23 student and shows her _
D, (If a student gives a correct
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hands - longways and
Crossways.

answer, she can choose either a
vertical row or a horizontal row [so
that students who are standing in
either the vertical row or the
horizontal row can sit down].)

24 | 00.39 C | Some students get the | &~ (Oh, I see...)
situation.

25 100.39 Okay? ©75>% ? (Do you know

26 | 00.40 that?)i€ « §8%7— T3, (Thats

the crisscross game.)
00.41 C | Some students
whisper.
27 00.41 T Let’s do that.
00.42 C | Some students giggle.

28 00.43 T Z~, (Well)

29 10044 Teacher looks outside. | First question - how is the weather

30 today?

31 00.45 C | Some students raise XV, (L know!)
their hands.

32 00.46 T | Teacher invites a Okay.
student for the answer.

33 00.47 S | Student A gives the It’s cloudy.
answer.

34 00.48 T | Teacher gives It’s cloudy. Very good.

35 feedback. it ? B ? (Do you choose the

vertical row or a horizontal row?)

36 | 00.49 S | Student A replies. i, (The horizontal row)

37 1 00.50 T F4!(The horizontal row)

38 Sit down, please.

00.51 C | Students who are
located crossways to
Student A sit down.
39 00.52 T Alright, next question.
40 00.53 mmmm.... What is your name?
00.56 Some students raise
their hands.

41 00.57 Teacher invites a X\, (Please)
student to for the
answer.

42 00.57 S | Student C gives the My name is (Student C’s name).
answer.

43 01.00 T | Teacher gives (Student C’s name).

44 1 01.01 feedback. Very good. i€ ? B ? (Do you
Teacher makes a choose a vertical row or a
gesture. horizontal row?)

45 01.01 S Student C replies. i, (The horizontal row)

46 | 01.02 T KR! (The horizontal row)

47 Sit down, please.
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01.02 C | Students who are
located in the row
horizontal to
Student A sit down.
48 | 01.04 T LW~ BAe, (Youall
are very kind, everyone.)
01.05 C | Some students giggle.
49 01.06 T Alright, next question.
50 01.07 o~ fifL & 2 D7~ <2
(Let me see, what should I ask...?)
51 | 01.09 What colour do you like?
01.11 C | Some students raise
their hands.
52 | 01.12 T | Teacher invites a X\, (Please.)
student for the answer.
53 01.13 S | Student D gives the I like pink.
answer.
54 01.14 T | Teacher gives Very good. Me, too. I like pink, too.
55 | 01.15 feedback. it ? # ? (Do you choose a vertical
row or a horizontal row?)
56 01.17 S | Student D replies i, (The horizontal row)
57 01.17 T | Teacher covers her HI? (Huh?)
mouth with her hands
because she realises
that no one is left
standing now.
C | Some students giggle.
58 ]01.19 T #& T~ 1 (Completed!)
C | Some students giggle.
59 01.21 T | Teacher raises her Okay, one more?
index finger.
60 01.22 Teacher makes a No more?
gesture with both
hands.
61 01.23 Teacher raises her One more?
index finger.
62 01.23 C One more!
63 01.24 T | Teacher raises her One more, okay.
index finger.
64 Teacher makes a Everyone, stand up.
gesture with both
hands indicating stand
up.
01.25 C | Students get up from
the chairs and stand
up.
65 0130 | T BELWFIE-o0 0 eta, (You all

are too kind.)




-362-

66 Okay, first question.
67 01.31 h~bth~, brok IFAEIC
68 IZ#E L Da7e, (Well, 1 guess this
question might be little difficult for
the Grade 1 students.)
69 Did you watch TV yesterday?
70 01.37 S | Student A raises her 1TV, (Yes)
hand.
71 01.38 T | Teacher invites the 1TV, (Please.)
student to answer the
question.
72 101.39 S | Student A gives the z oL (Well)1did...
answer.
73 | 01.40 T Did you... X, (The question starts
with ‘did you...?’, doesn't it?)
74 01.41 S | Student A replies. Did you... ... did you?
75 01.43 T ho ? (Hmm?)
C | Some students giggle.
76 01.44 S Student A replies. 72 T2 2 1., (What do I need to
say?)
77 (0145 | T Did you TR 72172 & Yes-No
78 question, (You answer ‘Yes or No’
if you are asked with ‘Did you...?".)
79 01.46 S | Student A replies. & ! (Oh!) Yes, 1 did.
80 01.48 T | Teacher gives Yes, I did. Very good. # ? £ ?
feedback. (Do you choose the vertical row or
the horizontal row?)
81 |01.50 | S | Student A replies. Zo L. ik, (Well, I choose a
vertical row.)
82 |01.51 T | Teacher shows W, (Vertical row)
‘crossway’ with her
hand.
83 01.51 S | Student E complains T?2BFEX~, (What? You...)
to Student A.
01.52 C | Students who were
standing are seated.
84 01.54 T Alright, next question.
85 mmm... Are you a student?
01.58 C | Some students raise
their hands.
86 | 01.59 T | Teacher invites X\, (Please.)
Student F to answer
the question.
87 02.00 S | Student F gives the Yes, I am.
answer.
88 |02.01 T Yes, I am. i ? B8 2 (Do you

choose the vertical row or a
horizontal row?)
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89 02.04 S Student F replies. Z oL . Eﬁo (Well, [ choose the
horizontal row.)
02.06 C | The students sitting in
the row horizontal to
Student F stand up
and the standing in the
row horizontal to
Student F sit down.

90 02.08 T Alright, next question.

[What is your favourite number?]

91 02.13 S Number?

92 02.13 T What number?

02.14 C | Some students raise
their hands.

93 |02.14 | S HiE &= ? (Student ID?)

94 02.15 T 99 he (No)

95 I like uhhhh twenty one.

02.16 C | Some students giggle.

02.18 T | Teacher invites
Student G to give the
answer.

9 |02.19 S If-& 72 ? (favourite number?)

97 02.19 T Yes.

98 02.21 S | Student G provides an | I like four.

answer.
99 02.22 T You like four?
100 Really! Okay.
02.25 C | Some students giggle.

101 | 02.26 T That’s good. it ? 4 ? (Do you
choose the vertical row or the
horizontal row?)

102 |02.27 S | Student G replies. i, ([I choose] the horizontal
row.)

02.28 C | Students who are
standing in the row
horizontal to Student
G sit down.

103 | 02.29 T Alright, next question.

104 h~, CLob, 1 TFERDND

105 DB K R, (mmm... well, 1
want to ask a question which I*
grade students can understand.)

106 Okay, where do you live?

107 Where do you live?

108 | 02.39 T | Teacher imitates a Zi, HIFTDD ? (You mean,

student who puts her
hand on the head and
asks the student.

you are raising your hand?)
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S | The student giggles.
109 | 02.41 T | Teacher invites X\, (Please)
Student A to give the
answer.
110 |02.42 S | Student A responds. L 2 2WWWTT 02?2 (Oh, me?)
111 | 02.43 T | Teacher shows her Yes.
hand to Student A.
112 | 02.44 S I from...
113 | 0245 T h ? (What?)
114 | 0245 S A ? (What?)
115 | 02.46 T Where do you live?
116 E 9D EM ? (What does it
117 mean?) Where do you live?
118 | 02.49 C | Some students reply. EZIEATWET D, (Where
do you live?)
119 | 02.51 T 9., £, £, (Yes, yes,
that's right.)
120 | 02.52 S | Student A answers. Ilive in ...(The city where the
student live).
121 | 02.54 T | Teacher gives Very good. it ? £ ? (Do you
feedback. choose the vertical row or the
horizontal row?)
122 |02.58 S | Student A replies. o, £oh #t, (Oh, Iknow. I
choose the vertical row.)
123 | 02.59 T Mt ! (The vertical row.)
03.00 S | Students who are
standing in the row
vertical to Student A
sit down.
124 | 03.01 Alright. Okay, next question.
125 o~ ATL KD e, A~
126 R, A~ LK D7,
(Hmm... What should I ask. Hmm...
well... lessee)
127 Teacher uses bqth of Okay, x ~ & da~, (Well...)
128 her hands to point to How old am I? How old am I?
herself.
129 | 03.18 S | Student whispers. 50 75% ! 50 5% ! (Fifty years old!
Fifty years old!)
03.19 C | Some students giggle.
130 | 03.19 T Guess!
131 Guess. How old am 1?
03.29 C | Some students and the
teacher giggle.
132 | 03.32 T How old? Just be guess!
133 il CH WK, (Any answers will

be fine.)




-365-

134 I'mnot.. KHRWTT, (I
won 't get angry.)
135 I’m not gonna get mad.
03.40 C | Some students giggle.
136 | 03.41 S | Student tells another BHAB LV, (She says she
student. won t get angry.)
03.42 C | Some students giggle.
137 |03.44 T | Teacher addresses a You can try.
student who is
standing.
138 | 03.45 T v bk, (Igiveyou a clue.)
139 Teacher makes a b, A~, (4clue... mmm...)
gesture indicating
thinking of something.
140 Teacher moves both Less than forty.
141 hands up/ down (to Less than forty.
make ‘less than’
gesture). Indicates
four with one hand
and zero with the
other hand.
142 | 03.56 S | Student tells another | 33 ... (Thirty-three years old)
student.
04.01 C | Some students giggle.
143 | 04.03 T How old am I?
04.04 C | Students whisper to
each other, guessing
the teacher’s age.
04.06 S | Student I raises her
hand.
144 | 04.06 T | Teacher invites ILVY, (Yes.) Okay.
145 Student I to give the &9 2, (Please)
answer.
146 | 04.16 S | Student I provides an | You... are... thirty...six...
answer.
147 | 04.17 T | Teacher is surprised Thirty six!
and covers her face
with her hand.
04.19 C | Some students laugh.
148 | 04.21 T Teacher makes a big 72~, (Oh, no!) No.
cross with her both
arms.
149 | 04.23 T But, it’s okay, [ am uh... how old?
150 Guess! Guess, how old I am.
151 Teacher makes a WD T, JFES TV,
gesture with both (Okay, you can sit down now.)
152 You guys can sit.
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hands to indicate
sitting down.

04.29 Students remaining
standing sit down.
04.31 Student A raises her
hand.
153 | 04.32 Teacher asks Student | {ZV>, (Please.)
A to give the answer.
154 | 04.34 Student A gives an Sixteen.
answer.
155 | 04.35 Sixteen! Ahhh... That’s too young.
156 That’s too young. No, no.
157 How, how old? You don’t know?
158 Teacher writes 3 and 0 | You don’t know? I’m thirty.
in the air. Teacher
makes 3 and 0 with
her fingers.
04.44 Some students get a
surprise.
159 | 04.45 Yes. =+ T, (I'm thirty
years old.)
160 | 04.46 Teacher claps her Okay!
161 hands. EWVWHZET, U —LT v
162 AT CT. =TT, (el
that’s for warming-up. [ am thirty
years old.)
Some students giggle.
163 | 04.51 Teacher claps her TliX, ULodH, HIZ. bxro
164 hands. bLoa~EL LD CHEE RS
165 THERENERNES, 7,
o BAICTM, WEPHRD EL
X 9. (Well, now, today, well... we
are studying a new grammatical
item. First of all, let's review some
grammar.)
05.00 Teacher picks up a
piece of chalk.
168 | 05.01 SnbHT. 2a~Zh, EhA
169 TWWT AR, (Now, I will say...
Well, you don t need to write this
down.)
170 A~ BB HT AARGE, &
i FEICE LTS, (Now, 1
will say Japanese, please translate
172 it into English.)

173
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ZoLTHR AL X 50
72, (Well, what should I say...)

174 1 05.09 | T | Teacher writes ‘FAIF> | FAIL...EfE S Ay WO BT 5 2
(I) on the board. (... what do you do every day?)
05.13 T | Teacher turns back
and faces the students.
175 | 05.14 S | A student replies. FRINHKFE T, (I come to
school.)
176 10515 | T FRAKRE T, FRITKRT, 1Z
177 Teacher moves both N b o BELAND &
178 haqu up and down to 72 ? (You come to school. Then,
indicate fun. what else. Do you do something
interesting?)
179 | 05.16 S | Astudent replies. WERNET, (play)
180 [05.17 | T WEOFE T, il L Ciles 2
(You play. What do you play?)
181 | 05.20 S | Astudent replies. BT ->Z LET, (Iplaytag.)
182 | 05.21 T BRI T LET D, (You play
tag!)
05.22 C | Some students giggle.
183 0522 | T Hrok, #L A, (tisabit
difficult [to make a sentence].)
184 Cdh, HIAEFT =A% LZE
185 942, (Well, you play tennis, don't
you?)
186 | 05.25 C Teacher and some LEHA, (No, Idont)
students reply.
05.26 C | Some students laugh.
187 | 05.27 T | Teacher turns backto | U, WWTd, 7=A&X L F
188 the board and writes Lr), FAIBHET =A% L F
189 HNET=RAELE | (Well, thats fine, let’s play
9. > (Iplay tennis.) | fennis. I play tennis every day.)
05.34 h. brok, BETTA,
190 . .
(This is a review.)
191 | 05.36 T Z~, HBETTINEL, VW&
192 Teacher underlines FLroH, 9. ZOHCEE
193 three parts, “FL" (1) *7 | pp.72 2 (Well, although this is a
= A %’(tennis) and review, let’s do this. First, which
‘L ¥ 79 (play). one is a subject of the sentence?)
194 | 05.40 C | Some students reply. o (D)
195 | 05.41 T | Teacher gives Very good. 9535 CTE 9 & ? (How
feedback. do you say it in English?)
196 | 05.43 C | Some students reply. | I
197 | 05.43 T | Teacher gives )] T34, (Right Itis 1)

feedback.
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05.44 T | Teacher writes ‘I’
under the subject part
of the sentence.
198 | 05.46 T | Teacher points out the | ZD%FRTDILZ 42, (Then,
verb part of the we translate that part.)
Japanese sentence.
199 | 05.47 C | Some students reply. Play.
200 | 05.47 T | Teacher gives Play T4 %2, (Right, itis ‘play’)
201 feedback. Very good,
05.48 T | Teacher writes ‘play’
after ‘I’ on the board.
202 | 05.49 T | Teacher asks a T, %94 2% ?(Then, what do
question. you do?)
203 | 05.50 C | Some students replay. | 7 = Z (tennis)
204 | 05.51 T | Teacher gives T = AT 4, (Right, you play
feedback. tennis.)
Teacher writes ‘tennis’
after ‘play’ on the
board.
205 | 05.52 T | Teacher gives Very good.
feedback.
206 | 05.53 T | Teacher turns back ZHVUEEE T A, (This is easy,
and faces the class. isn't it?)
207 [0555 | T Lx. Brob. 2~ LL
208 Ty 7 LELX I, (Sowell let’s
do a little more difficult one.)
209 | 05.56 T | Teacher writes ‘FAD | FADAZIT, 2 ~4L, FADORIZL...
210 I (My father) and | fiTa4 LET 0~ 2 bRzl b
211 turns back and faces | DR I AT 5 2/ H ?
the class. (My father... well... father... my
father ... what does he do? What
does your father do every day?)
212 | 06.06 S | Astudent replies. =% UE 3, (He works.)
213 | 06.07 T | Teacher writes ‘)& | )& £9, (He works.)
%9 (work) and
turns back and faces
the class.
06.10 C | Some students giggle.
214 | 06.14 T | Teacher asks a EZ T Z D D2 (How shall we
question. say where he works?)
215 | 06.16 S | Astudent replies. 21t (At a company)
216 |06.17 S | Astudent replies. T35 ! (At a factory)
217 | 06.18 T | Teacher writes ‘Mac’ | v v 7 T £, (He works at
after ‘work’ on the a McDonalds.)
black board.
06.19 C | Some students giggle.
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218 |06.23 T | Teacher turns back ORI~y 7 CHHAEE £
219 and faces the class. . (My father works at a
McDonalds every day.)
06.25 C | Some students giggle.
220 | 06.26 T | Teacher underlines the | W\ WNTE 02?2 U dh, TEEII(]
221 subject. 72 ? (Alright? Then, which part of
the sentence is a subject?)
222 1 06.28 C | Some students reply. | FADAL, (My father)
223 1 06.29 T In English?
224 | 06.29 C | Some students reply. | My father.
225 106.31 T | Teacher writes ‘My My father T9°42, (Right, it is
father’ under the ‘My father’.)
Japanese sentence on
the board.
226 | 06.35 T MENNTUWN D o T 2 (How
do you say ‘work’ [in English]?)
227 | 06.36 C | Some students reply. | Work.
228 | 06.37 T | Teacher gives Work T9°42, (Right, it’s ‘work’)
229 feedback. work T3 2%, Z Z my father, —
230 Teacher writes ‘work’ ANTERLWINED ? (We use
on the board. ‘work’ but, ‘my father’, he is alone
here, and so what do we put?)
work...
231
232 1 06.45 C | Some students reply. | Works
233 | 06.46 T ls] T4, (Right, itis ‘s’)
234 My father works at?
235 106.48 S ~ v 7 (McDonalds)
236 | 06.49 T Teacher writes ‘My ~ w7 TR, (Right, it is,
father works at Mac” | McDonalds.)
on the board.
237 ] 06.51 T | Teacher looks around [~y 7| T, EZTTMm?
the students. (Where is McDonald?)
238 [~ 7| TRESA? (What
does McDonalds sell?)
239 | 06.56 C | Some students reply. | /N> N—H—RBE A, (It sells
hamburgers.)
240 | 06.58 T | Teacher nods her T4, (That’s right.)
241 head. Very good_
242 WNTY, Lo, Zh, EET
243 ERDEN
(Okay, so this is a review...)
07.00 S | Astudent walks
furtively to the back

of the classroom and
takes glasses out of
her bag.
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245 | 07.02 T | Teacher asks the £ ENE LT ? (What are you
student. dozng?)
246 | 07.03 S | The student replies. AT AERDIZ -+« ([wentto
get my glasses...)
C | Some students giggle.
247 AHTRERVIZ, DD FEL
248 72o (You went to get your glasses,
oh I see.)
249 Teacher poipts outthe | = 5. ZH. ULe—h. 25
250 I play tennis’ &L RERIXVND 2 (Well, then
sentence on the board. hat time is this?
Teacher faces the what time is this?)
students and makes
estures with both .
251 I%ands to show a group WETT D, BUETT e Aok
250 of “past’, ‘present’ and T 0, (Is it past? Is it present?
“future’. Is it future?)
253 1 07.12 C | Some students reply. | HLfE (It is present.)
254 | 07.14 T BITETS K42, (Right, it’s present.)
255 Teacher makes a Codh. 2HIEZ. brokfho
256 gesture with both R ~FR A TN X 7200 & N E
257 hands to show T, (Well, we are going to fly to
movement to another o (e, EoImE 01
another tense today.)
group.
258 |07.19 S 2 ? ([Are we going to learn] ‘two’
[today]?)
259 107.20 T | Teacher shows her F<H-oTHHR, FADLETED
260 surprise to the class. % X9 T¥1a, (You guess well. It
seems you can read my mind.)
07.22 C | Some students giggle.
261 | 0724 | T | Teacherwrites ‘®Od | W5 Z & T, SHIX [HH
262 < (aim)’ on the TJ. (So, today’s ‘aim’is...)
board.
263 Teacher picks up a J— b BV ETH? ) — NEN
264 pile of papers. NIFZFLEF > TWET X, (Do you
Teacher looks around | pave g notebook? If you don't, I
265 the class. have some spares.)
UNUNTR 2 (Is everyone okay?)
07.32 C | Students copy from
the board.
266 | 07.22 T W, EWnWHZET, AHDOD
267 »HTIL. (So, today’s aim is...)
268 [0735 | T Z—, RFlzZ LlzonT...
Teacher writes ‘KK | (Well, today’ aim is to...)
DHFEIZHOVWTERD
269 | 07.45 EALEIITRVEL XD,

L2272 AH 9, (to
be able to tell about a
future”)

(Lets be able to tell about the
future.)
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270 | 07.55 Teacher turns back Okay? W\ 72 2 5 HD O B
271 and faces the class. T, BXEL Y TBEOE)
272 HEXET, V2 BEDOEL
273 SXHABVHME LILEEA
274 D, A BHIEHRATR TREDE,
275 FRADLDEIITHRVEL XD,
(Are you alright? This is today s
aim. You can tell things about the
present time. Right? Although some
of you also can say things about
past times, let’s learn to be able to
tell things about future times
today.)
Students copy from
the board, writing in
their notebooks.
276 |08.10 UWNWDNZR ? (Have you written them
down, yet?)
277 TiE. Lo, b —>EEIT
278 TEL I~ a~&, M
279 \Z UL 5057, (Well, then, shall
we review again? Let me see...
what should I ask?)
08.18 Teacher looks at a
picture from a pile of
picture cards.
280 | 08.21 FMNIARZFHAET, ([read a
book.)
281 ENEEXEL LI, (shall
write it on the board.)
08.24 Teacher starts to write
a sentence on the
board.
282 |08.25 Z v, BETT, (This sentence
happens at the present time.)
283 HEO LA ENTHEEL &
284 9. (Let’s write a sentence in the
present form.)
Students copy from
the board, writing in
their notebooks.
285 | 08.31 While teacher writes | FAlL... % 5 12X H . AKEFilr
286 on the board.

BUIE FAIARZR
FHF T, (Present: I
read books)’

*9, (I... almost every day...
read books.)
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287 | 08.46 T | Teacher turns back h, SEEElICABLTOVEETL

288 and faces the class. X 9042, (Shall we translate this

sentence into English?)

289 Teacher raises her ZNE % 5N 2 (Who can say this
hand. sentence in English?)

290 | 08.50 T | Teacher points out the | Who can say this sentence?
sentence on the board.

291 | 08.51 SA | A student raises her Xy, (Yes)
hand.

292 | 08.51 T Teacher shows her Okay, Hiuvos ‘@"j@o (Wom it is so
palm to the student to | guick!)
invite the student to
tell the answer.

293 | 08.53 S | Student A gives the I..
answer.

294 | 08.54 T | Teacher gives 9 Ao (Thats right) 1?
feedback.

295 | 08.55 S | Student A continues to | read...
speak.

296 | 08.55 T | Teacher gives 9l (Yes)
feedback.

297 | 08.56 S | Student A continues. a book.

298 | 08.57 T | Teacher gives Perfect!
feedback while she

299 writes the sentence on | ‘I read a book’ C9°43, ( ‘Ireada
the board. book’, rlght)

300 | 09.04 T | Teacher turns back HAabEo77btBoTHEA?
and faces the class and | (Is there anyone who thought the
asks a question while | same?)
raising her hand.

09.06 C | Some students raise
their hands.
301 109.07 | T FTES LW, £9TI,
(Wonderful, thats right.)
302 Teacher walks to the [(FLIARZ L ET] LWV D
303 board. I%. [Treadabook] T9 1,
(You can say ‘I read a book’.)

304 Crdbiing, BUEIZ LIz

105 BT, FP. AABEBIE

306 CLEY, H, RRKICLEL X

307 Vo RFICLIZWEBNETR

... (Well, we are going to change
this to present time. First, we are
going to change the Japanese to
present time. Oh, let’s change to
future time. We want to change to
future time...)
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09.19 T | Teacher writes
‘Future’ on the board.

308 0922 | T HAGEZARKIZCTEDAN?

309 (FMIARZHHAET ] ZRKRD

310 AZ... (Who can change the

Japanese sentence to future time?
Change ‘I read a book’ to a future
time...)

311 |09.24 S Some students raise Xy, (Yes)
their hands.

312 | 09.25 T | Teacher invites Lo, ZoBUWLWZ 9, 1FV,
Student B to give the | (] choose you, please.)
answer by moving her
palm towards her.

313 | 09.27 S | Student B replies. I will...

314 |09.28 T HHHBH...(4hh...)

09.29 C | Some students giggle.

315 |09.29 T b &...(Ahh...)

316 | 09.30 T | Teacher points out the | HAGE, HAGE, HAGE, (In
Japanese sentence on | Japanese, Japanese, Japanese.)
the board.

317 | 09.31 S Student B replies. FAZ.....)

318 |09.32 T | Teacher gives 9 hue (Right)
feedback.

319 | 09.33 S Student B continues. KEGHT-WEBNET,

want to read a book.)
320 | 09.35 T | Teacher gives Yl o8, ol FHEIZ
321 feedback. =5 L. L. A8 AR
322 Sh; corrects as shg SWELIYR, SHOK. &
323 writes a sentence in BB T . ETL L
324 Japanese on the board. | . - o s
325 She places emphasis Do WMWY = .z OO &
326 on ‘will” in the ARD BAFETT R, A 2 b
equivalent Japanese ERDLOIF THoH Y TH,
sentence. (Well, right, if we put this more
simply, I ... shall we put tonight? 1
am going to read a book tonight. 1
will read. Okay? Well, this is future
time in Japanese. ‘Will’is the point
of this sentence.)
C | Students copy from

board to their

notebooks.

327 |10.07 T | Teacher repeats. wtie oG 0TI, (I will read.)

328 | 10.10 T | Teacher faces the class | 2\ 9 & ZANKRA > Mo

329 now. TWET, Okay. Lo, ZHES

gg? DRHTL &N, F, EL

eI T £ 9 DT, (This is the
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point. Please stop writing now. 1
will give you time for copying
later.)

332 Teacher points outthe | U, SO FN LA HEET

333 Japanese sentence for | S - 2 BN E T,

334 future time on the WO ? T (So, now [ want to say
board. this sentence in English. Okay?

Then...)

335 She points out ‘Iread | = O)j,cal F} ;iad abook] 23Z

336 a book.’ on the board. D‘l/\ 05 DILEDSTH i

337 She uses both hands to | V&S ILTLHH, b LML

338 indicate something O, fADBRENENTDHENE L

339 moving in and out. NNFE, WnN2Z 501 H

340 DZEMEH T TIIES N, W

341 VN ? (Please identify how the

sentences differ from this sentence,
‘I read a book.’. What is added,
) something might be omitted, okay?)

342 She points out BB AT D DIHT 2 &

343 ‘tonight’ in the vk (F . i hat
sentence on the board / °. ( or‘y our inf ormcf 1o .W 4
then faces the class. is ‘tonight [in Japanese] '? I give

you a clue.)

344 | 10.37 S | A student murmurs. last. ..

345 |10.38 S | Student A replies. next... i# 9 ... (I'm wrong...)

346 | 10.39 T next...?

347 |10.39 S | Student A corrects. tonight.

348 | 10.40 T | Teacher gives Oh, very good.

349 feedback. Tonight 22, (It’s ‘tonight’.)

350 | 10.41 S | Student A talks on her | & ~#H | (oops!)
own.

351 |10.42 T | While writing on the ltonight] ZAUE LE 9, (Iwill
board. add ‘tonight’.)

352 11043 S | Student A keeps 9 ~next, 72 X | (mmm... I said
talking on her own. ‘next’... not cool!)

353 |10.44 T | Teacher comforts the | A~ ? 2IR7Z X< 704,
student while writing (No, it’s not at all that you are not
on the board. cool!)

354 Teacher faces the Okay? UM 2 (Alright?)

355 class. ltonight] &L ¥, [tonight)

ol Dftich, HREDY £ A

o T A~ BERS TS

W, WD 2 (We add ‘tonight’
and something other than ‘tonight’
will change, so please identify the
differences, okay?)

359 ChHh. ZHENVETOT, &

360 ., BT TN TTRD
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361 Teacher makes a 2, ITEFET, (Well, I will say it
gesture with 3 fingers | three times. First, you only need to
to indicate ‘3’. listen. Now I will start.)

362 U % (Well,). Listen carefully.

363 I ABAE Lot ) TF,

364 Teacher walks to the %Ivfl’ﬁ some elfd 5 bo (()i ! ?I’; 'ght)

365 right of the board and . ’

366 faces the board. tonight. .

H o —EIEFNET,
Teacher faces the (I will say it again.)

367 class. ) )

368 Teacher makes a I will read a book tonight.

369 gesture with a finger 1% (This is the last time.)

370 to show ‘1°. I will read a book tonight.

fa] 75 it ST Tz ? (What was
added?)
Teacher asks the class.

371 | 11.14 Some students will...
murmur.

372 | 11.15 Oh, lwill] 7242 ! (Yes! ‘will’

was added.)

373 W2 Twill) T4, (Okay?

_ ‘will’ is added.)

374 Teacher writes on the Lo, broblBENTHD Y,
board. (Shall we write?)

g;g I T4 ... (We start with ‘T’...)

AN TZ > 1= 2 (What was the

377 first word of the sentence?)

378 1) T7 42, (Itwas ‘T.)

T, Coy Wk M3ETE?
(So, then what came next?)

379 | 11.23 Some students will
murmur.

380 | 11.23 Teacher makes a will... How do you spell ‘will’? Do

381 gesture. you know?

382 | 11.25 Some students reply. w, 1,1, 1.

383 | 11.26 While teacher writes | Very good.

384 ‘will’ on the board, Twill] T9°42, (That’s right, it’s
she gives feedback. ‘will’.)

385 Teacher asks the class. | [ will... What’s next?

386 I will...?

387 | 11.33 Some students reply. read

388 | 11.34 Teacher writes ‘read’ read] T9 42, (Itis ‘read’)
on the board.

389 | 11.36 While writing on the ...read a book
board.

390 | 11.38 A student murmurs. tonight
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391 | 11.39 Teacher keeps writing | 9 /u(that’s right). tonight.

392 on the board. Good.

393 She faces the class. Tonight (X727, HD~, {72

394 o, MHERT SERDT,

gg ZARIZRIT LR TOHINTT
B, RICLTUEL WO L

397 5 2 (‘Tonight’ is an only...
well... what was I going to say? It
just expresses time, so you don t
need to care much. What do you
think I want you to care about?)

398 | 11.51 A student murmurs. will

399 | 11.52 Teacher picks up a Very good.

400 chalk and writes an Zo Twilll T34, Twilll &

401 emphasis mark on 720 £9, (Iwant you to care

‘will” in the sentence | ;pous “will® here. This becomes
‘I will read a book.’ ‘will’.)
Students copy from
the board to their
notebooks.
402 | 11.58 Teacher keeps writing | Okay?
on the board.

403 She turns and faces Lo, brod, EXFL Y

404 the class. M, brob, REHITET

405 DT, I<EATIIESN,
(Well, do you want to write it
down? I will give you some time, so
please think carefully.)

406 7 HEERE TR, (fyou
finish writing, please put your
pencils down.)

Students copy from
the board to their
notebooks.

407 | 12.12 ZH il EFEAE T, wl/ic

408 RICTETT Ea, /wil/, (Thisis
pronounced as /wil/. Though it is
similar to i/, it is [pronounced
as] /wil/.

12.17 A student drops a
pencil.

12.17 Teacher picks up the
pencil for the student.

12.19 Teacher monitors
students from the front
of the classroom.

409 | 12.23 Okay? W\ 2 (Alright?)

410
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411 Teacher claps her CodH, BrXWEELEZWER
hands. WE T, (Well, lets do some
412 exercises.)
413 A~bER~ Cedb, k. ZTh
4l T TRETEAELE
Teacher points with
415 her finger to a ‘@".o ] ‘ (Well, then., next, shall we do
416 sentence (I play fhls ?1p la){ te,nms. )
417 tennis.) on the board. I play tennis.
418 Cod, “hz [REAk. &
419 ~T=AL LN, D~A
420 TLVEREL DN ERE S AT
421 g R0, T=ALED ]
EROKE, TIE MTE-H
WU ? (So, when you think you
would play tennis... mmm... you
would watch TV ... you guess you
play tennis tonight. How do you say
422 i?)
I...?
423 | 12.43 Students speak. will
424 | 1243 Teacher repeats and will
points with her finger
to the sentence on the
board.
425 | 12.44 Teacher speaks at the | play... tennis...
same time.
426 | 12.46 TR, Ced, LOBKLS
427 v WOBIE, A~E~ m—
428 ST TNHARITE 4
P HO®IE, (4RI Lobh, ~
431 v 7 T D InTe~] LD
Teacher points with X E 9 L7260 2 (That s right.
her finger to a Then, what do you do when your
sentence (My father | father usually works at Lawson [a
works at Mac) on the | convenience store], tonight? He is
board. intending to work at McDonalds
today.)
432 | 12.56 Students speak. My father... will...
433 112.58 Teacher gives 9 lvo (That’s right.)
feedback.
434 | 12.59 Students continue to will work/ works... [some students
speak. say ‘will works’]
435 | 13.00 Teacher points with 2. brortRiIThA LA,
436 her finger to ‘works’ Lo, AFE-ZZ00FELx
437 in the sentence ‘My 9. T Ts) EALEI AN
jgg father works at Mac. ~ TV DERD T LS AT

440

&
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Teacher claps her
hands.

CLoedh, RKoTHELLI,

(I guess you think what you should
do here ‘s’ [of work]. So, let’s do
some practice here.)

441 i, EF 53, (Let’s use the
Teacher points with same sentence.)
her finger to a
sentence (My father
442 works at Mac) on the | My father. .. works. .. at Mac.
443 board. TR, LebihikloL
i Teherwisonle | 5 s <525 Ly
446 EL AR, AT T
447 NTh, ®BPETHNTT L,
448 My father] & TUL\NTT 23,
449 will] 229 & ZETIEHW
450 Teacher turns and Td i, ZD Ilworks] @ ITs]
451 faces the class. FHaL L2 LEbnne
B e
(Well, then what shall we do about
this ‘works’, it will be the same as
you have just done now. It will be
the same thing that you added -
‘will” - in the sentence. So what
shall we do with this ‘s’ of ‘works’?
How do you think we should deal
with that?)
452 | 13.42 C | Some students H 2 % (It disappears.)
murmur.
453 | 1344 | T HRD2WZ O 227,
454 W2 5ATTR, VN2 20
455 Teacher puts a square [s] Wz boWET, i,
456 around ‘will’ in the == = = . b
457 sentence. She turns Ejj@jnﬂ? TEOART LN, &
458 back to the class. S lean] EDH-TH 2
459 [~TXx%] @ lcan] EMHEI-
T5°
(Does it disappear? Shall we
remove it? That s right. It
disappears. Okay? This ‘s’ [of
‘works’] will disappear. This is
called an auxiliary verb. Do you
know ‘can’? Do you know can
which means to be able to do?)
11.57 C | Some students nod.
460 | 13.58 T H>Th ? (Do you know it?)
461 | 13.59 C | Some students reply. | %> CTE 3, (Yes, [do.)
462 | 1359 | T D e BhENEE DRI, HD~
463 B D5, @O T, 2
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464 Teacher writes on the | ™ T, [My father will... work |
465 board. (2720 £9°, (Yeah. After an
auxiliary verb, well, the verb is in
the dictionary form. An ordinary
verb form. So, the sentence will be
‘My father will... work’.)
CNBHAET, T, BiTWV-o
jgg U Xo (This [The ‘s’ of ‘works’] is
removed. Then the rest is the same.)
468 At Mac.
469 AVANE AR B/LY e W oYLV
470 72 D LA,
471 ZO s X, . HxAbE, 22
472 Teacher writes ‘s is FHLEWTLSZES W, FW
473 removed!’ in Japanese | TEIF XV T3,
474 under the ‘wqu’ of Okay. U=, & 97 L#E L TW
475 ‘Myfatflerwﬂlwork XFLErS, b, BENTHES
476 at Mac.” on the board. N b rob. Ll 9k
(Alright? We should note it down.
Otherwise, you will get confused
later, won t you? This [The ‘s’ of
‘works’] is removed. Please pay
attention to this. It is good to write
it down. Okay, so, shall we practice
a little more? Oh, you are still
writing. I will wait a little more.)
7 & LURE S AR X
478 The teacher is 9o (I will show you these
choosing pictures. beautiful pictures.)
479 VNN 2 (Have you finished?)
480 Okay,
481 Loy WKOMHELTHEE
482 L X 904,
483 A~y FF RO LBATE
phio | FLromh, A~ fLED
o The teacher polnts | .0 1ig L & 5 27z, 4
with her fingers T . I,
487 herself. o | TVEERL) o TR
Tl ? (So, shall we practice
Teacher asks the class | some? Well, first, I will tell you
a question. about myself. Well, 1... what shall [
do? I... what shall I do today? How
do you say ‘to watch TV in
English?)
488 | 15.06 Some students reply. | watch TV...
489 | 15.07 'watch TV 7243, (You say

490

‘watch TV’.)
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491 Lo, FAEz~, [TLEZEHA
492 Teacher opens her Ao ) TT | AWEIETEH
arms to the class. & 2/ —® ? (Then, well, how do
you say ‘I am going to watch TV in
English? Here we go!)
493 | 15.12 | C& | Some students reply. | I will watch TV.
T | Teacher also speaks
with them.
494 | 15.16 T T942, (That’s right.)
495 Very good.
496 Lo, FAE, Loed4 RIS ~
497 ro& L WDOBIIESRNT &
o 5 ZHREAED 5 It WAL
<00 55k, REMRIED ) -
THFETMTE D ?(Then, I...
today... I don t usually cook, but I
am going to cook dinner. [ am
going to cook dinner. How do you
say ‘to cook dinner/[in Japanese]’
in English?)
501 | 15.26 C | Some students reply. | cook dinner...
502 make dinner...
503 | 1527 | T make dinner T9°42, [make
504 dinner], [cook dinner] & ~>%H
505 THWWTT T E, make
282 dinner] IZLEL X 97D
508 RIS HE, o, [458)
509 ANTHANATHEWWNT &
510 Z~, TBEBIES>H 0 T
Teacher opens her T FEFETE I & 2HE—0D,
arms to the class. (You say ‘[to] make dinner’. You
can say both ‘[to] make dinner’ or
‘[to] cook dinner’, but shall we use
‘[to] make dinner’? So, how do you
say ‘I am going to make dinner
tonight...’? Oh, you can include
‘tonight’ or you don t need to
include ‘tonight.” Here we go!)
511 | 1540 | C& | Some students reply. I will make dinner.
T | Teacher also speaks
with them.
512 | 15.43 T T942, (That’s right.)
513 Very good.
514 K< T&EFE LTz, (Well done.)
515 Teacher selects Co. kT, Bz L3+
g pictures. SVELEOT, KiE, 2—&

T, FEC L X D0, (So,
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She shows a picture of

next. I have told about you enough
about myself. Well, who shall we
talk about next...)

518 a boy sleeping on the [ < AT (This is Ken.)
519 bed. i, oK ATY, (Thisis
Ken.)

520 She holds the picture o IS B, 10 HEL 10

521 in front of her. \ZH2 X 9 572 2 (Today, Ken is

59 going to bed at 10, at 10.)

573 At night.

10FFICES 28 D TY, (Heis

504 going to bed at 10.)

HEETH 9 & ? (How do you say

525 this in English?)

Ken...

526 | 16.07 C | Some students reply. | will...

527 |16.08 T Ken will...

528 | 16.09 C | Some students reply. | go to bed...

529 | 16.10 | T B2 - THGEET ? (How do

you say ‘to go to bed’in English?)

530 9 o (Right)

531 go to bed...

532 ]16.13 C | Some students reply. at ten.

533 | 16.14 T at ten.

534 T942, (That’s right.)

535 The teacher puts the Very good.
picture on the
blackboard.

536 She chooses other Cod., fhidia.... (Well then

g g ; pictures from the pile. next...) 9 /v& 33, (Let me see.)

539 She picks up a picture 3 As 2}’&1 (Let n;e Sfe') .

540 of a girl running and “O)_j\c’ \“‘O){\ﬁéh L& o
puts it on the 72, #ETZ & LD 2 (This person.
blackboard. What shall we call her? Who do

you think she is?)

541 | 16.27 S | A student replies. X ¥ U —(Carrie)

542 | 16.28 T | Teacher faces the X U—ZATTR, (Sheis

543 class. Carrie.) & < Dh->7-12, (How

did you know about her?)
16.30 C | Some students giggle.

544 | 16.31 T % 9 & (That’s right.)

545 Fx UV —SAlE, ok, ED

546 DRIFETY, AEb, 2 —&

S n—, YicLEomk, fit

<49 JIARIZ UK 5 27z, I

550 RTELSH TT, 2—.

551

[HANNAET] 2 TWHH D
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552 I%. Tin the... in Gojukkawa
553 Teacher holds up her | park] #a, lin Gojukkawa park |
finger. TF, Lo, E9720 90,
(Well, Carrie likes to run. Tonight
again, she is going to run at... let
me see... where she runs... in the
Gojukkawa park. Well, ‘in the
Gojukkawa park [in Japanese] ’in
English, you say ‘in the... in
Gojukkawa park’, Okay. You say ‘in
Gojukkawa park’. So what would
the sentence be?)
>34 ‘ (%% - THEET ? (How do
Teacher gestures ‘to . . .
un’ you say ‘to run [in Japanese]’in
English?)
555 116.48 C | Some students reply. | Run
556 | 16.49 T Run] T9 42, (Right, it’s ‘[to]
run’.)
557 Lo, E2R0ETH (So,
what would the sentence be?)
558 |16.52 C | Some students reply. Carrie...
559 |16.53 T Carrie...
560 | 16.54 C | Some students reply. | will...
561 | 16.55 T will?
562 | 16.55 | C& | Teacher points out the | run...
563 T | picture of Carrie. n...
564 Gojukkawa...
565 park.
566 | 17.00 T T942, (That’s right.)
567 Very good. Very good.
568 F < T& X L7z, (Well done.)
569 Teacher shows T M LHES 9
anotherpicture of a (Who do you think he is?)
boy reading a book.
17.04 C | Students look at the
picture.
570 | 17.07 S | Astudent replies. ~A 7V, (Michael)
571 | 17.07 T Hrok, LK, (tsalittle
bit difficult.)
572 Teacher puts the <A ] TFi, FES L
573 picture on the W, E<bhrsh, w147
574 blackboard. . r .
575 V) TR, v A /7)114 T
s 2.4 RIEAZTEDL 9 7Rk,
578 — Tb@mboIme, BoT
579 WDATER, FEETE N

FT 0, E—D, (Thisis

Michael. Amazing, you know well.
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This is Michael. This is Michael,
then, he intends to read a book
today. He intends to read ‘Never
Ending Story’. How do you say it in

English? Here we go0.)

580 | 17.23 C Michael. ..

581 | 17.24 T Michael...

582 | 17.25 | C& will. ..

583 T read...

584 a...

585 book.

586 | 17.29 T T942, (That’s right.)

587 Very good.

588 Teacher picks up Codh., Hrot&zFLr

589 another picture of 5. ZONFEL. (5] T

590 three people plgymg . TTheyl TFH, #5IEh

591 cards and puts it on R NEF D 2— Tpl

592 the blackboard. ° \7‘ by

593 cards| TWWTE 2, 2~ &k

594 SIS H, £F-oThH—KF—

595 L LI ol 5280

596 TY, KFETE I &L 2E—D,
(Well, shall we change it a bit?
These people, you can use ‘they [in
Japanese] . You use ‘they’. They
play cards [in Japanese] . Well, you
can use ‘play cards’, so, they are
getting together and playing cards.
They are going to play cards. How
do you say it in English? Here we
go.)

597 | 1749 | C& They...

598 T will...

599 card...

600 |1753 | T z~¢& . Iplaycard) 42, & 95—

601 ml, WD 5, H—0, (Well
you use ‘play card’. Shall we say it
again? Here we go.)

602 | 17.56 | C& They...

603 T will...

604 play...

605 cards.

606 | 18.00 T T9 22, (That’s right.)

607 Very good.

608 Teacher chooses Lobrob, T2 90 (Shall

another picture from | yye 4o g little bit more?)
o the pile. DA ERL AR S AT

12 ? (Let me see... this could be
enough...)
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611 She erases the right F. VDN, Okay. U=, A
612 side of the blackboard. | > K % F L 7=\ & HuFE 5,
613 She turns to the class. FEREGI 5 X T ) 72 2 HL
gi ETOT.ANPLARA L FEN
o T, brok, B, KIERY
617 TTWEEWETOT, 2~ ®
> TL7Z &, (That’s enough.
Okay. So, I want to sum up today's
points. I guess we managed
practice quite a lot... so, we are
going to write points, and then 1
want you to write English
Teacher writes on the | compositions, so please do these.)
blackboard, ‘Point [in | £T1IARA > FEZ 9, (First,
618 Japanese]’. let's write a key point.)
She turns back to the
619 class. [FRKTE) BEWRIIIE 572 -
620 F P ARA b E TR DERIT?
621 (~95%...?2 1 (What was the
meaning of ‘Future Form’? What
was the key meaning of it? It is...?)
622 | 18.35 S | Some studentsreply. | 2% ¥ (“going todo...")
623 | 18.36 T | Teacher writes onthe | \W\\NTd#a, (That’s right.)
blackboard ‘going to
do...” and ‘will do...’
624 [in Japanese]). bLIE I~F5TLEI I,
625 LV D OB, RKKIETT, (O
626 ‘will do...", they are the ‘Future
. Form’.)
. tS)}le writes on the Z~b . [RkEETER] -
ackboard - 5
628 ‘Expression for future < = 2 °© (Well, shall we
time’ [in Japanese] write ‘Expression for future time?)
next to the ‘Point’. . B
629 W2 L, EREEEESET
630 She writes ‘Subject’” | 43, EREDE L M EMRDL B D
631 [in Japanese] on the 1L, T~23) ey T~iZ) 28
632 blackboard. XET 0, FOHBIT, AN
633 She writes a square 4. ZoUA[OH, HHT
634 Egﬁﬁ?“m . 51D DT, (dlright?
First, we write a ‘subject’. The
‘subject’ [equivalent to Japanese]
is the subject with particle °...ga, or
...wa’. After that, you need to write
something. Please fill in this
square. Fill in the square.)
635 FF ORI T3 42, (Then, you

write ‘dictionary form of verbs’.)
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636 She turns back to the EIE ] W9 Ol ] o7

637 class. WETT, [s] &g, o

638 72\NJE,  (‘Dictionary form of
verbs’ means you don 't have to put
anything. You don t need to put ‘s’
[third person singular].)

639 She draws a line \ > NS -

640 She turns back to the |\ o 01 e RV POME)

641 class and points out SIL BTESICETHL I,
the empty square box. 522, (I will invite you to fill in

the square box later on the
blackboard.)
Students write in their
notebooks.
20.04 Teacher walks around
the class to monitor.

642 | 20.37 Okay?

643 Lo, TNEIITKRLDOA?
(So, who wants to come in front to
fill in the square box?)

644 | 20.39 Some students raise vy, (Yes!)

their hands.

645 | 20.40 Teacher shows her T, T, 172 9D (Okay,
hand to invite a please.)
student.

20.41 A student stands up
and goes to the front.

646 | 20.43 Teacher gives apiece | U, ZHLTEWT, (Well, you
of chalk to the student. | cqn use this [a Chalk])

647 BRWL £, (Please.)

20.47 The student writes
‘will’ in the square
box on the
blackboard.

648 | 20.50 B, #ZHELHLY, HOVBREH T

649 SWET, (Oh, that’s wonderful.
Thank you very much.)

650 Teacher points with FLZ LN A2 (Is there
her finger to the anyone who wrote the same?)
square box and asks
the class.

20.54 Some students raise
their hands.

651 |20.55 Very good. [EfE T,

Teacher points to the (That is correct!)
652 ‘Point’ with her finger | \\v? 3 5 AR A FREZR L

653 on the blackboard.

F9, Hrl, EHIFTLLEE
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654

655
656
657
658
659
660
661

662
663
664
665
666
667
668
669

670
671
672
673
674
675

She points with her
finger to the ‘subject’
on the board.

She points with her
finger to ‘work’ in the
sentence of ‘My father
will work at Mac.” on
the board.

She faces the class.

She indicates ‘two’
with her fingers.

She writes ‘Exercise
1, I will listen to
music.’ [in Japanese]
on the blackboard.

WV, MERR L £, (Alright?
Let’s check the key point again.
Please raise your heads a little bit.
Let’s check.)

A~ IRRERTHRH) 4R
Llzinole b ZARART E,
BEWIE I~+52580, ~7T5%
TLXOY] LWVWOIRHATT, &
~. BITETEENESET,
[FAZ...0 &hda, Tha
&,
(Well, ‘Expression for future time’,
that is what we wanted to study
today, the expression means ‘going
todo... orwilldo...". Well, the form

has a subject first, ‘I... " or
‘Tom...".)

D%, Twill] A& EJ, T,
Aok, THE 19528 ©
FEE1. 2~TS D720
[s] EDOODIRNENE E

T TOHT, WANSHKE F
R
WD ? ZZE T, AED Hb
7> 72 2 (Then, you put ‘will’.
Well, you put ‘dictionary form of
verbs, verb, to do’. The verb form
that you don t need to put anything
like ‘s’ [the third person singular].
Then you continue afterwards.
Alight? Did you get it how to form
it so far?)

L, 5065 ko & EM
B, o & fIRIL K9 »ig,
2R EET, VWP 2EEE
TOT, 2~ K, 345<
bWbhiFEFoT, FEWTLIE
N, (So, now we will work on
the exercises... Let me see... How
many shall we do? We’ll do two
exercises. Okay? I am going to
write two questions [in Japanese,
Students translate them into
English]. Oh time — I'll give you
about three minutes. Please write.)
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676 (Teacher still writes E L. FAX. S, FEA ..
677 on the board) [T AR | »C. HIET?
(Number one, Tonight, I... music...
how do you say ‘listen to music’in
English?)
678 | 22.03 C | Some students reply. ‘Listen to music...’
679 | 22.05 T | Teacher writes ‘listen | Very good.
to music’ above the
680 Japanese. (Her backis | [HH A< SH Y TT ) (Lam
towards the class.) going to listen to music.)
681 She draws underlines | Okay?
682 the Japanese sentence. | ¢, 5 —->_ (One more.)
She selects a picture
from the pile and puts
683 it on the blackboard. Mz Uk 5 2572, (What shall [
ask...)
684 ZH. 722 (Who's this?)
685 |22.32 S A student replies. [ A (He’s Ken.)
686 | 22.33 T MF Al T332, (That’s right,
hes Ken.)
687 |22.35 S | A student speaks. LoD ML, (Oh, no, I guess
he is Tom.)
688 | 22.36 T [N T332, (Thats right,
hes Tom.)
22.37 C | Some students giggle.
689 | 22.38 T Teacher writes 2. NN =
690 Tom will eat a cake Al KXW/ —F 52 BE
691 [in Japanese] on the +.
ggg blackboard. Jo~ . BBE. X B
H 0 TY,
(Tom... tonight... he is going to eat
694 a big cake.)
695 [(r—X%%RB5] o THEFET
72 TZ S ? (How do you say
‘eat a cake [in Japanese] in
English?)
696 | 23.00 C | Some students reply. Eat...
697 | 23.01 T | Teacher turns and 9 Ao (Yes.) Eat...?
faces the class.
698 | 23.02 C | Some students reply. cake...
699 |23.03 T | Teacher writes ‘eat a lacake| 43, (‘Yousay, ‘acake’)
700 cake’ below the Eat a cake.
Japanese. (Her back is
toward the class.)
701 She draws a line. Okay?

702
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She faces the class

LR, RO THLD, (Well, lets

703 and extends three try.)

704 fingers towards the I give you three minutes... to write
705 class. She makes a these sentences. If you finish, raise
gesture by raising her | your hands.

hand.
706 She picks up the timer
and sets the time. WD Ty, 345, (Are you
707 ready? Three minutes.)
708 ' If you finish, T & 72 & (if you have
She picks up her pen. completed), raise your hand
709 She points with her X '
710 en to the ‘Key point’
on the blackboard, | PR 8ol B SRUCE
PEDATELX, (Ufyou get
confused, you adapt this [the Key
711 point written on the blackboard].)
712 [~Z) MOV TWVDHDIFE, &
727¢~... (You may notice the
subject particle [in Japanese] ...)
23.45 A student raises her
hand.
713 | 23.46 Teacher approaches B, BW ! (Wow, its so quick!)
the student and checks
the sentences the
student has written.
714 Very good.
23.55 Some students raise
their hands.
715 | 23.56 Very good.
23.57 Teacher checks other
716 students. Very good.
717 Very good.
718 Perfect.
She underlines each
part [subject, verb and
object] of the two
sentences on the
board.
24.15 Some students raise
their hands.
719 | 24.17 Teacher approachesa | 35 ! (Oh/)
720 student to check. Um-hum!
24.23 Teacher approaches a
721 student to check. Very good.
24.28 Teacher approaches a
722 student to check. Um-hum!
24.33 Teacher approaches a
723 student to check. Very good!
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724 | 24.39 Teacher approaches a | Um-hum.
725 student to check. Perfect.
2443 Teacher approaches a
726 student to check. Great.
24.48 Teacher approaches a
727 student to check. Very good.
25.00 Teacher approaches a
student to check.
25.05 Teacher approaches a
728 student to check. Good!
25.08 Teacher approaches a
729 student to check. Great!
730 | 25.12 Alright.
731 Teacher stops the Hrok, 30bloThRWT
732 timer. ELFEh. WD, (Three
minutes have not passed, yet. It
doesn t matter.)
733 Okay. Ux, EXTfFEEW
734 N ? (Who wants to come to the
735 front and write?)
Who wants to write these...
736 |25.18 Some students raise IXUN PiXN Y (Pick me! Pick me!)
their hands.
737 |25.19 Teacher looks around | 72, &7z > TRV AN
738 the class. 7%, (I want somebody who hasn't
739 She shows her palm s;ucéanyéhl;g\r yf t\ tzodgzyz))o (I
two students to invite choose you and you...)
740 them. —& & &, (The first question
741 and second question.)
EDZFRNIHTE T, (Please
come to the front.)
25.31 Two students stand up
and go to the front.
742 | 25.38 I, bhoTe NWNET 2
(Has anyone finished?)
25.41 Teacher approaches a
student to check.
25.46 The two students write
their answers on the
blackboard.
743 | 25.51 Teacher monitors Good.
other students.
26.22 One of the two

students finishes
writing and returns her
seat.
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26.43 S | Another student
finishes writing and
returns her seat.

744 | 26.44 T Alright.

745 Very good.

746 Lo, Zxab¥LELL I,
(Lets check answers.)

747 A~EL ETEA. TRAEE

748 ZBIK b0 T A~ E

749 REITARITE 2 (Well, at first, T will
listen to music [in Japanese].’ Well,
what is the subject [in that
sentence] ?)

750 | 26.54 C | Some students reply. ‘T

751 | 26.54 T | Teacher points with My 724, (Yes, its ‘I’.)

752 her finger to the ‘I will listen to music.’

subject of the
sentence.

753 She draws a circle Very good.

around a correct
answer on the

754 blackboard. XH, &k, TF2ITHr—F%%28

755 RBEOHY TT, | FiEL?
(Now, next. ‘Tom will eat a cake [in
Japanese].’ What is the subject [in
that sentence] ?)

756 | 27.03 C | Some students reply. ‘Tom’

757 | 27.04 T [Tom| 72%#3, (Yes, its ‘Tom’.)

758 ‘Tom will eat a ga... eat a cake.” C

759 Teacher underlines 442, (Yes, it’s “Tom will eat a

‘eat’ in the sentence. ga... cat a cake.)

7 ZZ. Ts) EO LB BN
72 ? (So what do we need to do
about ‘s’ here?)

762 | 27.11 C | Some students reply. WS 720N, (We don 't need that.)

763 | 27.11 T I hoy WBIRWTT R, (That’s
right. We don t need it.)

764 Very good.

765 L T&FELZ, Ao TREA?
(Well done. Anyone who got it
right?)

27.14 C | Some students raise
their hands.

766 | 27.16 T Very good.

767 K< T&EFE LTz, (Well done.)

768

769

L. gt FEL X IR, (So,
shall we read [in English]?)
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UE— KL TLEZV, (Please

770 repeat after me.)
771 Repeat after me.
772 ‘I will listen to music.’
IX\N, (Here you go.)
773 | 27.22 Choral repeat. ‘I will listen to music.’
774 | 27.24 Teacher points with 1T, Z o B, (Then, this one.)
775 her finger to the ‘Tom will eat a cake.’
second sentence.
776 | 27.27 Choral repeat. ‘Tom will eat a cake.’
777 | 27.29 9 Ao (Thats right.) Very good.
778 Teacher points with HobbEth 9D (Shall we
her finger to the left also read that part?)
779 side of the blackboard. | <[ will read a book tonight.”
780 | 27.31 Choral repeat. ‘I will read a book tonight.’
781 | 27.34 Teacher points with )l Bk, Zob, (Good.
her finger to the Last, we read this part.)
782 middle of the ‘My father will work at Mac.’
blackboard.
783 | 27.37 Choral repeat. ‘My father will work at Mac.’
784 | 27.41 Very good.
785 XS T&EFE LTz, (Well done.)
786 She picks up printouts | |© > Ff%. B2 RRE A R
787 for an exercise. T, TE7EH. SHIELEALN
s TF. Vo, ZAREEL <
72UNTS . (So, this is the last. We
will do an exercise and if you
finish, we can finish for today.
790 Teacher asks how Alright? This is not that difficult.)
many papers a student How many?
wants, the student
who is sitting at the
front of the row.
791 | 27.54 The student replies. Two...
792 | 27.55 Two? Here you are.
793 | 27.57 Teacher moves to next | How many papers do you want?
row and asks a student
who is sitting in the
front seat.
794 | 27.58 The student replies. Three.
795 |27.58 Three? Here you are.
796 | 28.00 Teacher moves to next | How many papers do you want?
row and asks a student
who is sitting in the
front seat.
797 | 28.01 The student replies. Three.
798 | 28.02 Three?
799 Here you are.
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800 | 28.04 T | Teacher moves to next | How many papers do you want?
row and asks a student
who is sitting in the
front seat.
801 | 28.05 S | The student replies. Three.
802 | 28.06 T Three...
803 How do you say ‘three’ in Korean?
804
805 | 28.10 S | A student who is 1 #2\C3, (We have got an
Sittil’lg in the pI'CViOU.S extra paper.)
row tells the teacher
and returns the extra
paper to the teacher.
28.11 T | Teacher receives the
extra paper from the
student.
806 | 28.13 S | The student who was | -z (seht [in the Koean language])
asked a question by
the teacher replies.
807 | 28.14 T 7 (seht?)
808 |28.23 T | Teacher moves to the | How many papers do you want?
next row and asks a
student who is sitting
in the front seat.
809 | 28.24 S | The student replies. Three.
810 | 28.25 T Three.
811 Here you are.
812 | 28.28 T | Teacher moves to the | Two.
next row and asks a
student who 1is sitting
in the front seat.
813 |28.29 T Two.
814 Here you are.
815 | 28.31 T | Teacher returns to the | Okay. U %, Z i3,
816 podium. I give you three minutes Ty 7>
817 7¢, Three minutes &1 £ 7,
(For this [activity], 1 give you three
minutes, enough? I give you three
. minutes.)
gig She sets a timer. ISLINTTXT 6. HIES L
VN, (If you can finish within three
minutes, that’s awesome.)
28.50 T | The timer gives a tone

to start.

However, students
who got the paper
have already started
the activity.
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820 | 28.52 HARGEIIE 2 T\, 3

821 SR TV WL G, (Youdon't
need to write in Japanese. All you
have to do is to write in English.)

28.55 Teacher monitors the
class. While
monitoring, the
teacher checks on a
few students.

822 | 28.59 RIENTTT, (You just need to
answer the questions on the front
page.)

823 |29.02 DI IENAR ST B, BT

824 13, (Ifyou don't understand,
please ask me.)

30.26 A student raises her
hand.

825 130.27 Teacher approaches Finished?

826 the student. She T ~, (Awesome)

checks the student’s
answers.

827 Very good.

828 |30.37 A student raises her IX\W, (I've finished.)

hand.

829 | 30.38 Teacher replies. %EH** ) Ll/ Yo (That’s good.)

830 15y 22%0 1 14y 22 % ! (It took 1
minute and 22 seconds. It took 1
minute and 22 seconds!)

831 |30.53 Astudent callson the | JEZE... (Ms...)

teacher.

832 | 30.54 Teacher approaches Finished?

the student. She

833 glances at the B! 3T ~, (Oh, awesome)

student’s answers.

834 The teacher returns to | %, L 1 435> TE 7, (One

the podium and more minute left.)
checks the timer.

835 | 31.03 Astudent callson the | JE2E... (Ms...)

teacher.

836 | 31.04 Teacher approaches H o TET L, (You'vedone it

the student. She correcﬂy‘)
glances at the
student’s answers.

31.13 Teacher monitors
other students.

837 | 31.36 While teacher is FEENMAI I~ Lo 7o

838 monitoring, she [~ [~23] BAHOWNWTAH Qo

839 speaks softly.

o7 K, Mk HAGE TR0
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840 TWA B3, (When you get
confused with the subjects, the
subject in Japanese is always
attached to the subject particle
“..wa’and ‘...ga’. The subjects in
Japanese always come first.)

31.58 The timer goes off.
841 | 32.00 Teacher deactivates B. i, 15HTL, &9
842 the alarm and sets the | +, y \\/a7p, (Oh, I will give you
timer again. one more minute. It will take some
more.)
32.22 A student raises her
hand.

843 | 32.24 Teacher approaches T & 72 ? (Have you finished?)

the student and checks

844 answers. Very good.

845 Very good!

32.30 Teacher monitors the
class.

846 | 32.37 Teacher addresses a B. RHES LV, (Oh, thats

student. good.)

847 |32.41 Teacher addresses a Very good.

student.

848 |32.46 Teacher addresses a Very good.

student.

849 | 33.00 Teacher addresses a Very good.

student.
33.05 Teacher returns to the
podium.
33.23 The alarm goes off.
850 | 33.24 Teacher deactivates B. o7z, (I wonderif
the alarm. you have finished.)
33.26 Teacher monitors.

851 | 33.34 Teacher speaks to — AN—M&Ezx5NH07, b

852 herself softly. o & EHE, ([ wonder if I
can assign each student to answer
each question... may be not enough
questions.)

853 |33.50 Teacher walks around | TX 7243, (You have finished...)

854 the class and monitors | 7=y \7= N T 7272372, (You

how many students have almost done...)

855 have finished. Alright.

856 Let’s check answers.

857 Good, very good.

858 Alright.

859 Teacher returns to the

860

podium and picks up
the handout.

LR, BRRUVHLTLSESNY,
(Well, please pick up red pen.)
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861 Frxy 7 LELLY, (Letks
862 check answers.)
HEEFE O 72 < THRRN NN
863 13, (It doesn t really matter if you
cannot read vocabulary.)
864 W2 Ced, fTEEL XD,
365 (Are‘you ready? Well, let’s do that.)
366 £, mll, (Well, first.))
(FLUIHBET /2O DH D
867 T 1 (I am going to play the
She raises her hand. piano tomorrow [in Japanese].)
T& 72N ! (Anyone who could do
this?)
34.24 Some students raise
their hands.
868 | 34.25 Teacher points to a X\, (Please.)
student with her hand
to invite for the
answer.
869 | 34.27 The student replies. I will play the piano.
870 | 34.28 Very good.
871 [T will play the piano tomorrow |
872 T¥ 1,
873 [Tomorrow] - TUV»9 D A
Hl T¥, Cx. —BIAHAMRT
874 iy = :
]75 BtH 2742, (It’s ‘I will play the
piano tomorrow’. ‘Tomorrow’
means ‘tomorrow [in Japanese] .
So, shall we read altogether once?)
376 Repeat after me.
877 I will play the piano tomorrow.
878 IX\N, (Here you go.)
879 | 34.39 Choral repeat. I will play the piano tomorrow.
880 |34.43 Very good.
881 R M S ITBERAE AT < D
882 H 0 TY ] (Next, they are going
to the park after school [in
Japanese].)
34.47 Some students raise
their hands.
883 | 34.48 Teacher chooses a o~ 1T\, (mmm... please.)
student to give the
answer.
884 | 34.50 The student replies. They will go to the park after
885 school.
886 | 34.53 Very good. [They will go to the
887

888

park after school] T2, [lafter
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889 school] = TV 9 DI, THGER
%] T9, (Its They will go to
the park after school.” ‘after school’
means ‘after school [in Japanese].)

890 Lo, UE—FLTLEEN,
(Well, please repeat after me.)
They will go to... they will go the

891 park after school.

ggg IX\N, (Here you go.)

894 | 35.05 Choral repeat. They will go to the park after

895 school.

896 | 35.10 Very good.

897 RITHBE RS EE 5280 T

898 T, 1 (Aya is going to get up early
tomorrow [in Japanese].)

35.12 Some students raise
their hands.

899 |35.13 Teacher chooses a T, 9%, (Please.)

student to give the
answer.

900 | 35.15 The student replies. Aya will get up early tomorrow.

901 |37.17 Very good.

902 [ Aya will get up ear... early

903 tomorrow| T9 42, L=, JE

904 —RLELL S, (Ith ‘Ayawill
get up ear... early tomorrow.” Okay,
please repeat after me.)

905 ‘A ill get arly tomorrow.’

ya will get up early tomorrow.

906 1T\, (Please.)

907 | 35.27 Choral repeat. Aya will get up early tomorrow.

908 | 35.31 Very good.

909 w, [FIFHRAT =229 %>

910 H 0TI, ] (Next, I am going to
play tennis tomorrow [in
Japanese].)

35.34 Some students raise
their hands.

911 |35.37 Teacher chooses a [TV, UATZ 9D (Please.)

student to give the
answer.

912 | 35.38 The student replies. I will play tennis tomorrow.

913 |35.40 Very good.

914 [T will play tennis tomorrow.| T

g}g THh, Lo, VE—hLTLE

917

SV, (It ‘Twill play tennis
tomorrow.’ Okay, please repeat
after me.)
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918 ‘I will play tennis tomorrow.’
1T\, (Please.)
919 | 35.46 C | Choral repeat. I will play tennis tomorrow.
920 |35.49 T Very good.
921 W, TREITRFE A X &3t
922 TL X 9.1 (Next, ‘Ken will visit
Canada next year [in Japanese].’)
35.51 S | Some students raise
their hands.
923 | 35.52 T | Teacher chooses a LR, L\, (Well, please.)
student to give the
answer.
924 | 35.53 S | The student replies. Ken will vi... Ken will visit Canada
925 next year.
926 | 35.57 T Very good.
927 Ken will visit Canada next
928 year.] CT¥43, UE—hFLTKL
929 72 &, (It's Ken will visit
Canada next year.” Please repeat
after me.)
gg‘l) Z~ (Well...)
Ken will visit Canada next year.
932
X\, (Please.)
933 |36.05 C | Choral repeat. Ken will visit Canada next year.
934 | 36.08 T Very good.
935 K, TR BITREAR 71229
936 DH 0TI, (Next, ‘We are
going to meet Bob next week [in
Japanese].)
36.10 S | Some students raise
their hands.
937 |36.11 T | Teacher chooses a IXV, (Please.)
student to give the the
answer.
938 | 36.13 S | The student replies. We... will...
939 | 36.14 T | Teacher nods her 9 Aue (Right)
head.
940 | 36.15 S | The student continues. | meet...
941 | 36.16 T | Teacher nods her 9 Ao (Right)
head.
942 | 36.16 S | The student continues. | Bob...
943 | 36.17 T | Teacher nods her 9 le (Right.)
head.
944 | 36.18 S | The student continues. | next week.
945 | 36.19 T Very good.
946 DWW PAFTIRNANAH D FF
ng b, Twel &2 TBob) & 70

HWWNETN, EFEIX R 22b
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949 X T bda, [We will meet
950 Bob next week.] T9 42, VU E—
951 FLUEL X9, (Okay? there are
few names in the sentence, for
example, ‘we’ or ‘Bob’, but the
subject is ‘we’. It’s “We will meet
Bob next week.’ Lets repeat the
sentence.)
‘We will meet Bob next week.’
ggg 1T\, (Please.)
954 | 36.34 Choral repeat. We will meet Bob next week.
955 |36.37 Very good.
956 . [RMIRICAR % FiTe 2B Y
957 T9, ] (Next, ‘I am going to read
a book at night [in Japanese].)
36.39 Some students raise
their hands.
958 | 36.40 Teacher looks around | A~ WEH AN ?
959 the class and chooses | |3y, U s d, (mmm... anyone
a student to give the else? Okay, please.)
the answer.
960 | 36.44 The student replies. I will read a book at night.
961 | 36.48 Very good.
962 [T will read a book at night.] T
963 T4, U, VE—FLTLE
964 SV, (It ‘I will read a book at
night’. Please repeat after me.)
965 ‘I will read a book at night.’
966 1T\, (Please.)
967 | 36.55 Choral repeat. I will read a book at night.
968 | 36.58 Very good.
969 Teacher raise her 2G> Tl N ? (Anyone who
hand. got all correct?)
37.00 Some students raise
their hands.
970 |37.02 Very good!
971 K T&FE LTz, (Well done!)
972 F. Ao TR TH, B
973 TETWIE, Ay s =TT,
(If you didn t get them all correct, if
you could get most of them, it’s
fine.)
974 Okay.
o U, i, 2ok, MRLE
977 WEEWES, SHORA b
978 X5 HOBY I T LIS

VF ? (Well, at last, well, I want to
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review. What was today s key
point?)

979 | 37.11 C | Some studentsreply. | KEDZ LIZOoOWTERH LD
980 (2725 9, (To be able to tell
about future.)
981 |37.14 | T 2% o, TLIR,
982 [REDZ LIZOVZEZLD L
ggi Teacher points to the QILEDEL L O] TLRERE,
985 blackboard with her ;Nigﬁﬂ;if éCC %g?jigi
986 hand. She hides ‘will’ R > =
on the blackboard Eolesiy?
with her hand. (Right, it was ‘to be able to tell
about future’. Well, when you make
a future sentence, first, you write a
subject, then what do you write
next?)
987 |37.22 C | Some students reply. | will
988 | 37.23 T | She hides ‘dictionary Twill] T 22, Twill] O#%ix
989 form of verbs [in A D & AT 2 (s will’.
Japanese]” on the After ‘will’, what kind of form of
blackboard with her verb do you write?)
hand.
990 | 37.25 C | Some students reply. JRJE (The dictionary form.)
91 13726 | T JFET9 1, T h 2T W
992 720 £, (It ‘the dictionary
form’. The form you don t need to
add anything to.)
993 VW 2 KT 2 (Alright? Are
you okay?)
37.30 C | Some students nod
their heads.
994 | 37.30 T Okay.
995 K T&FE LTz, (Well done.)
996 Fylr—, Lo, Exoih
97 THD D B BV E T,
(Okay, then, I want to finish the
class now.)
Alright.
ggg C %, (So,) everyone stand up.
37.36 C | Students get up from
their chairs and stand
1000 | 37.43 T Alright.
1001 See you next time and have a great
1002 day, bye-bye.
1003 | 37.46 C | Students reply. Bye-bye.
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Transcript 2: Lesson 2, Junior High School Grade 3 students

Class 2:

Class time:
Student numbers:
(Researcher's translations are in bracketed italic script)

(Year 9)
Grade 3 (Year 9 — ages 15-16)
45 minutes
39

Line | Time | Speaker Activity Speech
1 00.01 C | Students stand in front | Good morning, Ms (Teacher’s
of their individual name).
desks.
2 00.03 T | Teacher stands in the | Hi, how are you?
middle of the front
desk.
3 00.04 C | Students are still I’m fine, thank you, and you?
standing.
4 00.06 T | Teacher gestures with | Okay.
5 both arms to turn back | Everyone, please look back.
of the class.
00.08 C | Students turn to face
the back of the
classroom.
6 00.15 T Guest, guest come today.
7 Ms (Researcher’s name),
8 cotETY, HLLIBMNLE
9 3, (This is Ms (researcher s
name). Nice to meet you.)
10 | 00.23 C HLBEWLET,
(Nice to meet you.)
11 00.26 T I X\(Well), okay.
00.27 C | Students sit down.
12 10037 | T ZR LTI, 4HI%, =a-
13 V=N InbooEEl kBT
14 VWET, AR Lodh B
o ERTHEESTES Y,
17 2. AL 455522 T2 D T,
18 50 ) TRFEEZ B AL TWIZDT,
19 Hrobk, 50WAALREZA
20 EEMLTHEET, W TL

X D7

(Well, today, we have Ms
(researcher’s name) from New
Zealand with us so everyone, please
focus on the lesson and study well.
Today s lesson lasts for 45 minutes.
However, I've planned a 50 minute-
lesson, so we’ll cut bits and pieces
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out to reduce it by that five minutes
today. Are you all right?)

21 00.55 vy, (Yes.)
22 1 00.56 XN, T, (well, then)
23 Please open the textbook.
24 B ORBIBEIT 7 v 7 (Self-
expression support book)
01.00 Students open their
textbooks.
25 | 01.10 EHTTD, 66FFETHDHEE
26 . brok, HICA-TRE
27 L7233 b TRLRTT X,
(How are you getting on? Do you
think the vocabulary up to number
sixty six has soaked into your head
to some extent? You only need to
memorise from number thirty
three.)
Okay, I’ll say the Japanese, you say
28 ) the English. Please check with your
29 Teacher gestures with partner. I will give you two
30 two ﬁggers to show minutes.
. two minutes. 25T ET, B, BRI, oo
33 Sams. TR LB,
34 0o, ‘nextweek’, B XD
35 7p. b, AL NS ST
36 XD BoTNET DT,
37 255 BT DONERLHT
38 <72&WN, (I give you two
minutes. Well, for example, if X
(student s name) says ‘next week [in
Japanese] 'then, Y (another student
next to the previous student) says
‘next week’. How many [words]
can you say [in English] with me?
Please work with your neighbour in
pairs for two minutes.)
, COZ ANV E, ZANTT
39 ffeacher. gives X 5072, (Today, Z (students
40 mstruction to a .
name) is absent, so can you work
student whose )
41 neighbour is absent. with three O.f you there?) )
g )
4 Okay, I’ll give you two minutes.
Everybody go!
Students start the
activity in pairs.
Teacher monitors.
43 03.40 Teacher gestures with | Okay, everyone, please stop.

her palm to show get
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the attention of the

44 class. Please...turn over, turn over.
45 She turns the textbook | Okay?
upside down.
03.46 C | Students turn the
textbook upside down.
46 03.49 T Turn over, okay?
47 I say Japanese. You change English,
48 okay?
49 Teacher looks at the (5% (‘this year [in
textbook. Japanese] ")
50 | 03.54 C ‘this year’
51 03.55 S | Astudent says. ‘every year’
521035 | T bobrob, RIAEFRD?
(Can you speak more quickly?)
53 ‘every year’?
03.57 C | Students giggle.
54 04.00 T (A4 X, (Its this year [in
Japanese].)
55 A happy new...?
56 04.02 C | Students reply. year
57 10404 | T ‘year’ D ‘year’ &> T,
58 GED (55 O T4) >
> Bl D AR T2 2
(Use ‘year’ in ‘[happy new] year’.
What do you need to use for ‘this
[in Japanese] ’in ‘this year [in
Japanese] ’of ‘this year?)
60 04.08 C | Students reply. ‘this... year’
61 04.11 T | Teacher looks at the Cxd., WEHE ], (Then, ‘last
textbook. year [in Japanese] ’.)
62 04.14 C | Students reply. ‘last year’
63 | 04.15 T | Teacher looks at the R4 (‘next year [in
textbook. Japanese] ’)
64 04.16 C | Students reply. ‘next year’
65 | 04.17 T | Teacher looks at the [ H | (‘every day [in
textbook. Japanese] ’)
66 04.18 C | Students reply. ‘every day’
67 |04.19 T | Teacher looks at the (5 BDA 51 (‘this evening [in
textbook. Japanese] ’)
68 04.20 C | Students mumble. this. ..
69 | 04.24 T | Teacher repeats. A HDXF5| (‘this evening [in
Japanese]’)
70 | 04.26 C | Students ‘this evening’
71 04.27 T | Teacher looks at the Okay. [fFi# | (‘every week [in
textbook. Japanese] ’)
72 04.28 C | Students reply. ‘every week’
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73 04.29 T | Teacher looks at the (55| (‘every morning [in
textbook. Japanese] ’)
74 | 04.30 C | Students reply. ‘every morning’
75 04.31 T Teacher looks at the [gE A H | (‘every Sunday [in
textbook. Japanese] ’)
76 04.32 C | Students reply. ‘every Sunday’
77 04.35 T | Teacher looks at the (% & CJ (‘later [in Japanese]’)
textbook.
78 04.37 C | Students reply. ‘later’
79 10438 T Matter] U =72\ 42 later],
(You don t pronounce this as
“leetor’, its ‘later’ ‘'le1tar’.)
04.39 C | Students giggle.
80 04.42 T Teacher looks at the ['3 HATJ (‘three days ago [in
textbook. Japanese]’)
81 04.44 C | Students reply. ‘three....days.... ago’
82 04.47 T | Teacher looks at the FHFEH, Avir—, Lod
83 textbook. . MEBEob ARSI L
84 D= AR ol ?
(Correct, okay. Well, what about
‘three days before [in Japanese]’
from the point of a past time?)
85 04.55 C | Students mumble. ‘the day...’
86 04.56 T | Teacher repeats. ‘the day...’
87 04.57 C | Students mumble. ‘before...’
88 04.58 T [the day] U272 T?
89 05.00 | C& | Teacher and students | ‘three...days...’
T | say together.
90 05.03 C | Some students ‘later’
mumble.
91 05.04 C | Some students ‘ago’
mumble.
92 0506 | T (=R T A, Tthree
93 days...| ?(Its ‘three days later
[in Japanese], so, ‘three days...?”)
94 05.08 C | Some students ‘later’
mumble.
95 10509 | T NHEDH HRERAD = H Al
96 o 72 B ? (It ‘three days before’
[in Japanese] from a point in the
past, s0?)
97 |05.13 | C& | Teacher and students | ‘three... days... before’
T | speak together.
98 05.16 T | Teacher looks at the I, b9 E ALY
99 textbook.

F L2 TBL &V (dreyou
able to say this already? ‘the day
before yesterday [in Japanese]’?)
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100 | 05.21 C | Students mumble. ‘the day...’

101 | 05.22 T ‘the...?’

102 | 05.23 C | Students mumble. ‘day... before... yesterday’

103 {0526 | T TBA%% B | 1% ? (How about ‘the
day after tomorrow [in
Japanese] ’?)

104 | 05.28 C | Students reply. ‘the day after tomorrow’

105 | 05.31 T 1TV, ROKEIEL, R, R

106 Y. WrEB—2F0 JEEIC

17 FoTHHVET, 661HH DM

108 B 40 B AIRINE 2B ID,

109

110 £E75> K?’d’o 7)2'\7;«7

112 EE 40)\/325%%&0?%27%6
13, (Alright, in the next class, I
want you to say every one of you.
There are sixty six [words on the
page]. All of you can say forty. If
you manage to say them correctly, 1
will give you Christmas presents.)

05.51 C | Students get excited.

113 [0557 | T T, v r—T7, Lod,

114 ASHIEZASOBWICLEL X

15 5 ERWIETKEL TV & ET

e DT, 8T BRI R b

119 ELNEN, BRZATHHTLEE
VN, W TS ? (Alright, okay.
it’s okay for now. Well, we will
continue the rest next time. Please
memorise them with your friends
when you have some spare time.
Alright?)

120 | 06.08 C | Students reply. IXuy, (Yes )

121 |06.09 | T T, A HIE. SHOFEHE, W

122 _ o%@“%”#% A A A

123 Teacher picks up a TOEBIFExET R, S0

g;‘ chalk. ..7r:177A7 IZHTL 5 A%
HER o T2 o U ? (So, today, today s
lesson moves on to ‘Program 7’ [in
the textbook] from our learning of
ordinal vocabulary. Today.... who
was the person who appears in the
Program 7?)

126 | 06.23 C | Some students MLUA] ... (Yamamoto...)

mumble.
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127 | 06.27 Teacher writes ‘Let’s MNUARI A T, TR
128 understand what Mr. WG S A 725724, (It fine to
Toshiharu Yamamoto | s, only ‘Mr. Yamamoto'. It's “‘Mr.
thinks [in Japanese]’ Toshiharu Yamamoto'.)
under the heading of
129 ‘Learning objective AR S UM EZEZCTNE D b
o [in Japanese]" EES AL THTIELO L
BUNE9, (I want you to think
about what Mr. Toshiharu
Teacher turns back to | Yamamoto thinks.) N
132 the class. T, NIEARER S ADE X T
133 WHZEEHEELES ) LD
134 AT, Tur I ATD3IC
135 TEETH, T, 7030,
136 TWESAE#E, 4 RIETT
137 R, Lo EEEz->TET
138 BESENS DL TLEDT...
(Well, ‘understanding what Mr.
Toshiharu Yamamoto thinks’. We
move on to the Program 7, Part 3
[in the textbook]. First, Program 7,
Part 3, we talked about. We should
do homework...)
07.16 School principal
opens the door and
enters the classroom.
139 1 07.17 WREHAE, RTEIVET, ZA
120 \ZHIlL, (Our principal is visiting.
Hello.)
141 | 07.18 Students greet the Z AT HIE, (Hello.)
principal.
142 | 07.20 Teacher holds up the XV, AL TR T — 7
143 worksheet. — MER L TL &V, (Please
check your ‘Spiral learning
worksheet’.)
07.25 Students open the
worksheet.
144 1 07.28 ST ANWNET D, (Has anyone
forgotten to bring [the
worksheet] ?)
145 SH, TE Ao, 1&E,
(2004 2] |FHFETLE H £,
146 (Well, then, now, number one, how
do you say ‘two thousand and four
[in Japanese] in English?)
147 | 07.45 Some students Two thousand four

mumble.
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148 | 07.47 Okay. Two thousand four.
EIF LT, (Can you write it?)

149 Two thousand four. ‘thousand’,

150 t.h.o.u.s.a.n.d.s. Two thousand four.

151 2%, Tlcalled “Earth the

152 Spaceship”] 131 Z+5 L T\ E

}zi 97, (Student A’s name) & A,
(Number two. What does “called
Earth the Spaceship” refer to?
Student A?)

155 HID... ? (It is talking about the
previous...?)

156 | 08.04 Student A replies. A Tgroup) ...

157 | 08.05 lagroup] Z45 L TV ET,
(It is talking about ‘a group’.)

158 Okay.

159 [One of ~| 1% [~D—>] T

160 T, T~DNL D] Lo

}2 ) EZADRRRELEIDETS

163 IZEN TV TIELWE BANnE

164 T, [~DWNL D)) 1E... 2
(Student B’s name) & A, (‘One
of...” means ‘one of... [in
Japanese]’, I want you to put a
word before of ‘some of... [in
Japanese] . So how do you say
‘some of...", (Student B)?)

165 fone of ~| 1% [~D—>), [~

166 DN D). Tnw o] o,

167 il 572 2 < o,
(‘One of...” means ‘one of... [in
Japanese] ', What is ‘some [in
Japanese] "of ‘some of...[in
Japanese] ’? How many?)

168 | 08.33 Student B mumbles. Some...

169 | 08.34 LIX D, Avir—, TOEXE

170 = > T, (That’s right. Okay. Keep
going.)

171 | 08.35 Student B replies. Some of...

172 | 08.36 Some of...

173 Okay.

174 [~D2%< |, (Student C)1>H> D

175 * 7 ? ((Student C’s name), Do you
know ‘many of... [in Japanese] ’?)

176 72< E Ao (many)

177 | 08.42 Student C replies. Many...
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178 | 08.43 T ‘Many of ...°IX>H 0D A v/

179 —, (Perfect, okay.)

180 1TV, 243 (Student D’s name)

181 S oo (Well. “half [in Japanese] ',
Student D.)

182 | 08.46 S | Student D replies. Half...

183 | 08.47 T ‘Half of...”

184 [~D1Z & ALY (Student E’s

185 name)< A, (‘Most of... [in
Japanese] ’, Student E.)

186 | 08.50 S | Student E replies. Most...

187 | 08.51 T ‘Most of ..."

188 Teacher 1TV, T~DF Ty (Well. “All
of... [in Japanese] )

189 | 08.55 S | Student F replies. All...

190 | 08.56 T (Student F’s name) < A,

191 ‘Al A > r—T L7z, (Itwas
okay.)

192 Some, many, half, most, all| 73

193 ANV F3 X, (You write ‘some,
many, half, most, all’.)

194 Okay. Tl%, 4%, lits] 1%

195 (Student G’s name)< A, & 9\

196 ) EBETI D, (Then, number
four. What does ‘its’ mean, (Student
G s name)?)

197 |09.10 S | Student G replies. 2L (‘it [in Japanese] )

198 | 09.11 T 4 1x Tit) °ta, (it [in
Japanese] 'means ‘it’.)

199 | 09.13 S Student G replies. Fid (‘its [in Japanese] ’)

200 |09.13 T Zho] R, [Fivo] 2

201 AV EF &, B Tits) o T2

202 NES A, T2HE~TT) ©

. TR L o TWETA, =
Wx TEho] 700 3 X1,
(Yes, it is ‘its [in Japanese] . You
write ‘its [in Japanese] . People
think ‘its’ is an abbreviation of ‘it'’s
[in Japanese] ’, this is ‘its [in
Japanese] )

205 [TV, Ttotrain) (&, Z~.

206 (Student H’s name) < Ay &£ 9\

207 IEHRTL?

208 ltrain| ZHTiX7e< T

209

ltraining| 727°5... ? (Next,
well, (Student H name), what does
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‘to train’ mean? ‘Train’ here does
not mean ‘railway train [in
Japanese] " but this means
‘training’, so...?7)

210 | 09.33 S Student H replies. SN, .. “training [in Japanese]’

211 10934 | T ... Tto] 23 DONTUV D)

212 52 T3k 2 (‘training [in
Japanese] ... it comes with ‘to’, so?
train?)

213 |09.36 S | Student H replies. T % (do)

214 10937 | T T5...6 9 =&, HikN, (do..
add one more. Come on.)

215 109.42 T % Z & (to do)

216 |09.42 T | Teacher nods herhead | 9% Z & ] Okay.

217 once. (3525 Z & (to do, Okay.
‘to train [in Japanese]’)

218 T, X~ RO Twhol 13

gég S Ay Z Dfd(other teacher’s

91 name) oA L FE LE L7,

779 (Student I’'s name) & A/, Z AU
FITE 2 &L TTT D
(Well, then next [question] says
‘who’, you learned this from Mr.
(other teacher s name) the other
day. (Student I's name), what is this
part of speech?)

223 | 09.56 S Student I replies. BRI A4 5 (relative pronoun)

224 10957 | T B A, (AR L TE

225 T2ZIOXIE?
(Relative pronoun. What does this
explain in the sentence?)

226 | 09.59 S | Student I replies. people

227 {1000 | T people. Okay. [people] Z1{EffiL

228 TW5, (It modifies ‘people’.)

229 [TV, X~ (Student J’s name) <

;g(l) /v, Twantto...] Twantsto...| =

232 I3 EFEIC XK - T lwants to...

233 o TETH, Thid, Eon
9 B ? (Next, well, (Student J s
name), ‘want to...’, ‘wants to...’,
according to the subject, here is
used ‘wants to...’, what does this
mean?)

234 | 10.12 S | Student J replies. .20 720 (want to become)

235 110.13 T fi] % ([want to] ...)

236 | 10.14 S Student J replies. 72 V) 72\ (want to become)
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237 |10.15 T i & 720 72U &y fx L
238 2 ETTR, £ T
239 1,
(You can say ‘want to become [in
Japanese] "or ‘want to do [in
Japanese] )

240 Okay.

;i; [show] [Z%...(Student K’s name)

243 S A, Tshow], bl

l'show |
([Next question], (Student K's
name), ‘show’... what does this
part of speech? ‘show’.)

244 | 10.26 S Student K replies. 5] (Verb)

245 | 10.27 T FFal, BEERIX ? (Verb. What does
it mean?)

246 | 10.28 S | Student K replies. HED, (to show)

247 |10.29 T (RE5] & R4 ©F

248 13, (it means ‘to show’or ‘to
present’ [two different ways of
saying it in Japanese].)

T, IRSEAL fIELE o7

o L2 5 L BB 2 A

251 i, LT 0> THAED

252 NI WS ZEEoTRER

253 WET 2N, Ik, FARRIZ

254 (Student K’s name) & A ZZ > T

255 WEETh, WEBIT?

(I have told you many times that
there are not so many past
participle forms and past forms of
verbs that change completely.
(Student K), how does this verb
change? What about this past
form?)

256 |10.49 S | Student K replies. showed

257 | 10.50 T Teacher nods her head | showed. Ted] TL 7=7a,

258 once. [show] (2 Tled],

259 1 E53FE 2 (Right, it is ‘ed’. You
add ‘ed’ to ‘show’. What about the
past participle form?)

260 | 10.53 S | Student K replies. shown

261 (1054 | T shown. In) X4, ZZ#, E@

262 Eoleb, Ted] 3o h, 1

263 EElb Tedl 7edlz, . Z

oo 1. R, EIRICRD K, T

FEHHTETHRA 2 AENT
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266 zyZ LEZIR, LI DIF

267 LoFEVMEIHHTSS->TZ

208 CEBRTH. 2 TR

. DD, o 1 D BT AR

271 IR, ITTH D E N

272 Db, MEXLZDBMHD, 12,

273 PRI TE DREIT -0 AE

274 ST NFEFALL, ARTIZ

275 o HAIRMHEIEZ B R 9 D72

276 ST L ZAEBARNRE

277 BB LR E A, 12

g;g NH, TIN5 ETAH, ﬁ‘aﬁ$

280 k 711_75)% Lo b)mﬁﬁwu

281 TEL X I,

282 T, IROFETT, Tways],

rwaysj L...(Student L’s name)

< Ao
(Right, it shows it with ‘n’, here. If
the past tense form is shown by
‘ed’, the past participle form also
has the same ‘ed’. However, this
changes differently. We have
already come across this many
times. This is because, you see often
this kind of pattern in the high
school entrance examinations, so
you need to remember it. Why does
this appear? Because students often
give wrong answers. Teachers don't
make an exam in which everyone
can always answer [correctly].
Teachers make exams in which
students make mistakes, so you
need to be careful with it and blow
off other competition. This is an
easy part, so please make sure.
Well, next word, ‘ways’. What is
‘ways’, (Student L)?)

283 | 11.44 S | Student L murmurs. way...

284 | 11.45 T ‘way’

285 | 11.46 S | Student L replies. J71E (way)

286 | 1147 | T TGk, Ay r—, Bk

287 X\, Tinternational] [Z...

288 (Student M’s name) & Av, it gl 7]

ggg 7372 2 linternational |, lal] T

#ed0 D DI 2 1272,
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(Ways, Okay. ways. Then, what is
‘international’, (Student M)? What
is this part of speech? What is the
word ending with ‘al’ of
‘international’?)

291 | 12.00 S Student M replies. A5 (adjective)

202 11201 | T A, €2 BER->T, BA

293 Fil, HEWRIL ? (Adjective. Right, be
confident. Adjective. What does it
mean?)

294 | 12.06 S | Student M replies. [EIFEA 72 (international)

295 (1207 | T EER 72, S o, TEFED] &

296 WO ERIE, S ADBFITIE

297 Z OB D Y ET D
(International. Well, what does
‘national’ mean? Do you have these
products at your homes?)

298 | 12.19 C | Some students reply. HV ET ! (Yes, wedo!)

299 | 12.20 T HYV ET ! (Oh, you do?)

300 | 12.21 C | Some students reply. ITuN ! (Yes!)

301 fEREd D F9 L (We have quite
a lot!)

302 | 12.24 T AR T 2

303 Lo, TEED] L) FERIC

304 72> 725, linternational ] [E %

o 7, AT, TEZO)

307 STHE2H, EHINIHIEKRT

308 97> (Student N’s name) < A/,

RESEI0N

(Wow, really? So, if this means
‘national [in Japanese]’, it appears
inside of ‘international’. What does
this ‘national [in Japanese]  mean,
(Student, N)? ‘National [in
Japanese] )

309 | 12.39 S | Student N replies. Japan

310 [ 1240 | T Z?7BI1RE, THED], £h

311 X TAAK] T &, TEFE

gg D), HATEIZ 282 TH

314

ZD )

(What? I see. ‘National [in
Japanese]’, that what you said is
Japan [in Japanese]. This is
‘National [in Japanese]. Has
anyone looked up ‘National [in
Japanese] '?)
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Teacher checks one
student’s handout.

FRT & 72 ? (Have you looked it
up?)

315
Teacher raises her HEMTR TR ? (Has anyone
arm. looked up the word?)

316

317 IZV>, (Student O’s name) & A,

318 WL oz, Fv, TEF
D | (Well, you have looked it up,
haven t you, (Student O's name)?
Well, ‘national [in Japanese] ’.)

319 She raises her arm. B B
FEDNFH TR ? (Has anyone
looked up the word?)

320

321 Fhtp, TFvati) oo
RN BRICH D T 0082
(Do you have ‘National [in
Japanese] "products at your
homes?)

322 | 13.13 C | Some students reply. »H 5 ! (Yes, I do!)

13.14 C | Some students giggle.

323 | 13.16 T S I F Y=y 7| IZEDbo

324 TETT LR, TFvatin

325 S TN D BRI OB 72

ool LENETS, Tinter] 2%

308 L. Tnational]., Ztud TEZFE
D] EWVHIEKRTT L,
(Now it has changed to
‘Panasonic’. I guess ‘National [in
Japanese] 'products are quite old
ones. If you remove ‘inter’ [from
‘international’], you get ‘national’
and this means ‘national [in
Japanese] )

13.28 C | Students take notes.

329 |13.30 T [TV, &, 117, [cooperation

330 DERIE ? (Student P’s name) <

331 o (Well, next, number eleven.
What does ‘cooperation’ mean,
Student P?)

332 | 13.41 S | Student P replies. /) (cooperation)

333 | 1342 | T /1. A > 4r—, Tcontinue].

22‘51 lcontinue| (Student Q’s name) <

v, Tcontinue ],
(Continue. Okay. ‘Continue’,
‘continue’, Student O, ‘continue.’)
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336 | 13.48 S Student Q replies. #tl > B (to continue)
337 11349 | C el 2, ShalE e el s) 72
338 M6 ? (To continue. What is this
part of speech?)
339 | 13.52 S Student Q replies. B (Verb)
340 | 1352 | T i, R, ARSI A TFTHZ
341 L) BREL TRk 7
342 V] lcontinue JL, WU\ T
343 D, IV, W, Tceollect]
344
345 (Student R’s name) & A,
346 lcollect] & 9\ D EMREMNR,
lcollect |
(Its a verb. Everyone, it is
important ‘to continue’.
‘Endurance makes you stronger’,
‘continue’, okay everyone? So,
next, ‘collect’, what does ‘collect’
mean, Student R? ‘Collect’.)
347 | 14.04 S | Student R replies. £ 5 (to collect)
348 [14.04 | T H£H5, fmallx ? (To collect
What is the part of speech?)
349 | 14.05 S Student R replies. 5 (Verb)
350 | 14.06 | T 5, (Student S’s name) < A,
351 lcollect] z~., [EEHTWND
352 AN AITE o2 aL... [=
32 VA=) Ehhalb.
oz ..,
(Its a verb. Student S, ‘collect’,
well, how do you say a person who
collects? Colle... you can say
‘collector’, colle... my colle...)
355 | 14.17 S Student S murmurs. 2 L7 33 v (Collection)
356 | 1418 | T avsvar, Ayr—, AfE
357 FFoTE-~Tk, T2 rva
338 TR NS AT
ggg > 1 1EVy, (Student T’s name) &
A, Tbigl, (Collection [in
Japanese], okay. Be confident. It's
‘collection [in Japanese]’. A noun
form ‘collection [in Japanese] .
Next, Student T, ‘big’.)
361 | 14.26 S | Student T murmurs. zo & REWV, (Well, ‘big [in
Japanese] )
362 | 14.27 T ‘big’
363 | 14.28 S | Student T replies. KEV, (‘big)
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364 | 14.29 T REV, dnaild 2 POREEZ R

365 T 25 ?(‘Big’, so what is the part
of speech? It shows the condition of
a thing, so what is it?)

366 | 14.35 S | Student T replies. WA, (adjective)

367 | 1436 | T R, Ay r—, lartl,

368 lart], lart], (Adjective, okay.
‘art’, ‘art’, ‘art’.)

369 | 14.43 S | Student U replies. 2T (“Art [in Japanese] ")

370 | 1444 | T A, 1T, Tart) 329,

371 Teacher comes close levent], XV | L= FE

372 to Student V and 4. Tevent] A4~y 1|

looked at the student’s Ut ‘art’. Yes, ‘art’, ‘art [in
face. Japanese] . ‘Event’, you say it in

Japanese ‘event’. ‘Event’, ‘event
[in Japanese].’)

373 | 11.52 S Student V murmurs. A X | (Event)

374 | 11.53 T (M XN ZOFEELTE,

375 HAGRIZE S & 351> T2 2

376 RERS] L TBBar 7

377 — V] VXD ? (‘Event’, it’s
directly pronounced as Japanese,
do you know what it would be if you
translate it into Japanese? How do
you say school ‘field day’ or
‘chorus contest’?)

378 | 15.00 S | Student V murmurs. 1T9 (An event)

379 11501 | T 179, ITHTTR, b,

380 (Student W’s name) < A, 443,

381 levent] &> TE LTz,

ggg [difference] 7% ?

384 [difference |, (Student W’s

385 name)< Av% . (aother student’s

386 name)< Av%H . (other student’s

387 name) < A b (other student’s name)
A BRI ?
(‘An event [in Japanese]’, it’s ‘an
event [in Japanese] ". Well, Student
W, you also got ‘event’right. Do
you know ‘difference’?
‘Difference’. You, other student,
other student, other student, your
characteristics are....?)

388 | 15.16 S Student W’s replies. =9 (are different)
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389 | 1517 | T 9, [difference) NEVN] T

390 R, L, BAFABICEYET

391 7% (Student X’s name) < /v,
(be different, here it’s ‘difference
[in Japanese] . So, can you change
it into its adjective form, Student
X?)

392 | 15.24 S | Student X replies. different

393 | 15.25 T [different], TV, U=,

394 (Student Y’s name), [think| I3 ?

395 thail, (Okay, ‘different’, so
Student Y, what about ‘think’, what
is the part of the speech?)

396 | 15.32 S Student Y replies. )5 (4 verb)

397 1533 T Baal, BERIL ? (ts a verb. What
does it mean?)

398 | 15.34 S | Student Y replies. LD (To think)

399 | 1535 | T o1, 1525, think] %

400 L ClERA 2
(‘To think [in Japanese]’, ‘to
consider [in Japanese]’. ‘Think’,
what is the past form?)

401 | 15.39 S | Student Y replies. thought

402 | 15.40 T WAL 2 (What is the past
participle form?)

403 | 15.40 S | Student Y replies. thought

404 | 1541 | T [TV, WNTL X 95, L

405 b, Lom B CTRERIIDIZ

406 5. Loy EATPELTE

o TELEM b)), BIT

409 RNE L BEONE L 15351

410 £9, MR, AIEDONEEEL T
WNTT NG, RDEL X I,
(Okay, are you alright? Well, have
you prepared the vocabulary well?
Once again, please check words
that you didn t write with your
neighbours. I will give you one
minute. Check. You can also talk to
people around you. Let’s do that.)

15.54 C | Students check each
other.
411 [1557 | T R o T NiE, BREICA
423

DET, BHRETDI3, (Once

you have finished, you are going to
learn with the textbook. Textbook,
program 7, part 3.)
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413 Please open your textbook - page

414 seventy five.

415 5 _X—=TU BRI T TES N,
(Please open page seventy five.)

16.09 C | Students open their
textbooks.

416 | 16.23 T XV, 77U R o NI

417 BRI 3, (Alright.
Those who finished the handout,
will study with the textbook.)

418 Ah...I’m sorry.

419 75 U272\, (It not page
seventy five.)

420 Seventy seven.

421 D= TF X, (It the next
page.)

jég Okay. Repeat after me.

424 ITEE L X9, (Lets get started.)
. # 5, (Oh, no, it’s the wrong
page.)

425 Seventy nine.

426 Hrobk, BELE DN,

427 WL WO B D Z LR,

(I wonder if [ am nervous. Oh, no,
maybe this happens all the time.)
16.51 C | Students giggle.

428 (1655 | T I, T, JE—=FLTHE

429 F L X9, (Okay, then let’s
repeat.)

430 [n two thousand four| [E\>,
(Please.)

431 |16.58 C | Choral repeat. ‘In two thousand four’

432 1 17.00 T 9 —I8l, (One more time.)

433 Repeat afterme. {TEE L X 9,

434 MU DNNTT D, (Let’s start. Are
you ready?)

435 | 17.03 C | Some students reply. Xy, (Yes.)

436 | 17.04 T ‘In two thousand four’ (X,
(Please.)

437 | 17.06 C | Choral repeat. ‘In two thousand four’

438 | 17.08 T ‘Mr. Yamamoto started a group’

439 | 17.11 C | Choral repeat. ‘Mr. Yamamoto started a group’

440 | 17.13 T ‘called “Earth the Spaceship™

441 | 17.15 C | Choral repeat. ‘called “Earth the Spaceship™

442 | 17.18 T ‘One of its goals’

443 1 17.20 C | Choral repeat. ‘One of its goals’

444 |1 17.21 T ‘is to train people’
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445 | 17.23 C | Choral repeat. ‘is to train people’

446 | 17.25 T ‘who are willing to work’

447 | 17.27 C | Choral repeat. ‘who are willing to work’

448 |17.29 T ‘for the good of the world’

449 |17.31 C | Choral repeat. ‘for the good of the world’

450 | 17.34 T ‘He wants to show’

451 | 17.35 C | Choral repeat. ‘He wants to show’

452 | 17.37 T ‘some ways’

453 | 17.39 C | Choral repeat. ‘some ways’

454 | 17.40 T ‘that will promote’

455 | 17.41 C | Choral repeat. ‘that will promote’

456 | 17.44 T ‘meaningful international

457 cooperation’

458 | 17.47 C | Choral repeat. ‘meaningful international

459 cooperation’

460 | 17.51 T Okay.

461 ‘He will continue’

462 | 17.53 C | Choral repeat. ‘He will continue’

463 | 17.55 T ‘to collect children’s pictures’
464 | 17.57 C | Choral repeat. ‘to collect children’s pictures’
465 | 18.00 T “for a big art event project’

466 | 18.03 C | Choral repeat. ‘for a big art event project’

467 | 18.06 T ‘The project will help’

468 | 18.08 C | Choral repeat. ‘The project will help’

469 | 18.10 T ‘people’

470 | 18.12 C | Choral repeat. ‘people’

471 | 18.12 T ‘learn about’

472 | 18.14 C | Choral repeat. ‘learn about’

473 | 18.16 T ‘the differences’

474 | 18.17 C | Choral repeat. ‘the differences’

475 | 18.19 T ‘in the world’

476 | 18.20 C | Choral repeat. ‘in the world’

477 | 18.21 T ‘from children’s points’

478 | 18.23 C | Choral repeat. ‘from children’s points’

479 | 18.26 T ‘points of view’ X\, (Please)
480 | 18.27 C | Choral repeat. ‘points of view’

481 | 18.29 T Okay. ‘What is the most important
482 things to you?’

483 | 18.33 C | Choral repeat. ‘What is the most important thing
484 to you?’

485 | 18.38 T ‘Please think about’

486 | 18.39 C | Choral repeat. ‘Please think about’

487 | 18.41 T ‘for a while’

488 | 18.42 C | Choral repeat. ‘for a while’

489 | 18.44 T Okay.

490 CedTI, PLESARLT
491 WNTT DT, JEEICHN TR
jgg THREE RARNT, B, A8
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494 ATNELTETHD AT
495 ATET, 4 LolcdT20H
490 Rk, 30 A EES T,
o Vo b0 K SIS B b
499 LTHERELZRAOTICTE R D0
Eom broLlAR "CZNJ@
500 BNIFEO DWW D% B
501 DN EREFR L TUVNTT,
E9%,
(Alright, then. You can look at your
textbook for a bit. You repeat after
me without looking at the textbooks.
If you have done the ‘Spiral
learning worksheet, you have
already looked at the body text
once. Then we have just done [it]
now, so you have already looked at
the body text twice. For the third
time, please repeat after me as
usual without looking at the
textbook. You can check with your
neighbours whether you can read
correctly or not. You can start now.)
19.08 Students murmur.
502 1 19.11 RITBERFAC T, EDTA
503 “Clz\< Mo, FEDOEEETT
S04 T, #O DN, (Next, you close
your textbook and I wonder if you
can read aloud the texts with only
my English. I read the sentences
aloud.)
19.17 Students practice
reading sentences
from the textbook.
505 | 19.56 FEOIRNE ZALERH ST D,
506 So T LI, KRLK?
(Please ask me when you don't
know how to pronounce words. Are
you alright?)
19.59 Students keep
practicing.
507 |20.15 X\, U &, (Okay, then.)
508 Everyone please turn over. Your
509 textbook is turn/ed] over. Okay?
510 ok, HLWAREES D
gg Hok, RTTHLWTT X,

IRV £ L X 9, (Ifyou think
this is a little bit difficult for you,
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then you can glance at your
textbooks. Let's do your best.)

513 ‘In two thousand four’

514 |20.31 C | Choral repeat. ‘In two thousand four’

515 |20.32 T ‘Mr. Yamamoto started a group’

516 |20.34 C | Choral repeat. ‘Mr. Yamamoto started a group’

517 |20.37 T ‘called “Earth the Spaceship”

518 |20.39 C | Choral repeat. ‘called “Earth the Spaceship”

519 |20.42 T ‘called “Earth the Spaceship”

520 | 20.44 C | Choral repeat. ‘called “Earth the Spaceship”

521 |20.46 T ‘One of its goals’

522 | 20.47 C | Choral repeat. ‘One of its goals’

523 | 20.49 T ‘is a... is to train people’

524 | 20.51 C | Choral repeat. ‘is to train people’

525 120.53 T ‘who are willing to work’

526 |20.55 C | Choral repeat. ‘who are willing to work’

527 |20.58 T ‘for the good’

528 |21.00 C | Choral repeat. “for the good’

529 |21.01 T ‘of the world’

530 | 21.02 C | Choral repeat. ‘of the world’

531 |21.04 T Okay. ‘He wants to show’

532 | 21.05 C | Choral repeat. ‘He wants to show’

533 | 21.07 T ‘some ways’

534 | 21.08 C | Choral repeat. ‘some ways’

535 |21.09 T ‘that will promote’

536 | 21.11 C | Choral repeat. ‘that will promote’

537 |21.13 T ‘meaningful international

538 cooperation’

539 | 21.16 C | Choral repeat. ‘meaningful international

540 cooperation’

541 |21.19 | T L L. B, (Good, you
read well.)

542 ‘He will continue’

543 | 21.22 C | Choral repeat. ‘He will continue’

544 | 21.24 T ‘to collect children’s pictures’

545 | 21.26 C | Choral repeat. ‘to collect children’s pictures’

546 |21.29 T ‘for a big art event’

547 |21.32 C | Choral repeat. ‘for a big art event’

548 | 21.34 T H o —sBANE T, ([addone
more word.)

549 ‘for a big art event project’

550 |21.37 C | Choral repeat. ‘for a big art event project’

551 | 2141 T ‘The project will help people’

552 | 21.44 C | Choral repeat. ‘The project will help people’

553 | 21.47 T Okay.

554 ‘learn about’

555 |21.48 C | Choral repeat. ‘learn about’

556 | 21.50 T ‘the differences’
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557 | 21.52 C | Choral repeat. ‘the differences’

558 |21.53 T ‘in the world’

559 | 21.54 C | Choral repeat. ‘in the world’

560 | 21.55 T ‘from children’s points of view’

561 | 21.59 C | Choral repeat. ‘from children’s points of view’

562 | 22.04 T Okay.

563 ‘from children’s points’

564 1LV, (Please.)

565 | 22.07 C | Choral repeat. ‘from children’s points’

566 | 22.09 T ‘points of view’

567 | 22.11 C | Choral repeat. ‘points of view’

568 | 22.13 T ‘What is the most important things

569 to you?’

570 | 22.17 C | Choral repeat. ‘What is the most important thing

571 to you?’

572 | 2222 T Okay. ‘Please think about it’

573 | 22.24 C | Choral repeat. ‘Please think about it’

574 |22.26 T Okay. ‘for a while’

575 | 2227 C | Choral repeat. ‘for a while’

576 |22.29 T Okay. Please open your textbook.

22.31 C | Students open their
textbooks.

577 |22.25 | T'%® brod, A RIFEN- TR,

S78 SdH, LodTI R, ROKF

379 B, 4 HETH x> & HFH

e SIEY Y fedpotiie, A~

J Wobhn, ZORBAIRITZ —

<83 I 2 EHE - N CACSCERE L

584 EWATET R, IROKFRLE L
X 9. (I guess it was a little bit
fast. Well, then, next class, we
didn 't have enough time today, as
usual, I ask you to write down in
your notebook to understand
meanings of the texts, let’s do that
in next class.)

585 HLrobtAHIEbroEZZ

586 TEvyT 47 LTHDTH I

587 —ODIEVETZVATR, &

S FIEh 1o b 2 ZONERAT

590 BWRbNho THD0RE N D
EHONED r oL BEWRAHH

591 BLTWoTIELWR EBWE

592 57, MAN TV TASTS

593 TZZZ>TWNISIITRE L

108 The teacher reads the English sentences from the book and translates them into Japanese and
the students write the translation in their books.
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594
595
596
597
598
599

600
601
602
603
604
605

606
607
608
609
610
611
612
613
614
615
616
617
618
619
620

621
622
623

TV THWWNTT L, FADFHE
HET, VOB LD ITRDFR
ZANTV- T, Ko T, X
GloT, BiNbEEZR-> T
STHWNNTT, WNTL XD
D B9 — NTRADIZ D THEA
£, HINLATNOHE AL T
WEEL XD, TOB FADHR
ANTHABESVET, 2,
~. A bbrobtENaH
TN & Bbro L ERRD
MWD E W ET, (Twant to
move on to the next thing because [
have already done a computer
setting. I want you to check with
your neighbours to grasp the
meanings of the texts. You can also
draw a line and translate its
meanings. I read the sentences. As
usual, you can draw lines then
translate meanings from the
beginning of the sentences. Are you
alright? I read aloud by myself.
Let’s draw lines from the beginning
of the sentences. In the meantime, [
draw a line and translate into
Japanese. So if you listen to me, 1
am sure you will gradually grasp
the meanings.)
‘In two thousand four’

(2004 4F
‘Mr. Yamamoto started a group’

IR S AT T N—T% — D
HE LT
‘called “Earth the Spaceship”

MM, TH AR HER S & T
NTWET Y
‘One of its goals’

(T REITHO—2ICIT]
‘s to train people’

A% Zlid 52 & T
‘who are willing to work’

M 2L 280t T5)
‘for the good of the world’

MRER T 5720
‘He wants to show’

MEIER L7
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624
625
626
627
628
629
630
631
632
633
634
635
636
637
638
639
640
641
642
643
644
645
646
647
648
649
650

651
652
653
654
655
656
657
658
659
660

661
662
663
664
665
666
667
668

‘some ways’
(NS DD HE% |
‘that will promote’
(20N DT EITEES
HTLXD]
‘meaningful international
cooperation’
(EDEE /) % |
‘He will continue’
Midfel T 2 TL X 9]
‘to collect children’s pictures’
(- boieaEDH 2 &
% |
‘for a big art event project’
[R&E e Z Ol L OFHE O
7281
‘The project will help people’
(Zo7ay =y MIANxZZ)
FHTL XD
‘learn about’
(PSR ZLIZONT, BRI
(Z
‘the differences’
HEWVZDOWT
‘in the world’
RUS PN
‘from children’s points of view’
(7= 6 DB D
‘What is the most important things
to you?’
(727212 & > TR b KU S
DIEAT T D, |
‘Please think about it for a while.’
[LIEBHLERXTAHATLES
VY, |
T, FEAEDIE D ThRHARGEY
P LE->THELL, TN T
IZEED N & 22 BAZHTA HREITD
©. (Student’s name) = A% [In
two thousand four] ZFR L7225,
7K. (another student’s name) < A
73 [Mr. Yamamoto started a
group)] DNE X DML 2 BAHVEL
RECETHN2>TN D D&l
WL THEL XD, (gaveyou
rough Japanese translations.
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Now, can you and your neighbours
take turns and translate from the
beginning? For example, a student
translates ‘In two thousand four’,
then the next person translates ‘Mr.
Yamamoto started a group’. Let’s
check with each other whether you

669 grasped the meanings?)
670 Okay, I will give you three minutes.
= ®TET, (I will give you
671 three minutes.)
Okay? Ready go.
26.11 Students start to talk
each other.
672 | 27.09 X, EBRDIN D B 72 WIRFIL A
673 INATNERLZDHENNTY
674 13, (Well, if you do not understand
meanings, it is good to look at the
Spiral learning worksheet.)
27.14 Students continue to
work.
Teacher monitors the
class.
675 |28.47 T, ZNTE, BiE E2HF
676 EOBBENRNAILIM T
677 F L, KERTT A
078 Ho, Ledb TR,
(Okay, it’s good for now. Have you
grasped the meaning roughly?
Alright? Well, then, next.)
28.58 Students still buzz.
679 |29.01 Teacher waits Okay.
680 moments for students | U dhia, eI, ZHRED
681 to calm down. 2 _—Hil, seventy five?
(Well, everyone, two pages earlier
in your textbooks, is it page seventy
five?)
29.07 Students flip a page of
their textbooks.
682 |29.10 i CThoTE2LN, ¥Y=T 1
683 FRDNZ DB TWE LT,
084 ZLT, ek, FREENE L %
0% LS, YT LAF>TEA

72[E T L7z ? (Because, the page
introduced people of Sierra Leone.
Also, I distributed the classroom
newsletter. What kind country is
Sierra Leone?)
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687 |29.20 A student replies. 7 & EIE (A developing
country)

688 |29.21 J& & H (A developing
country)

689 fiCENT o 7= ? (What did the
classroom newsletter say about it?)

690 LY FEM DS ? (Something about
average life expectancy...?)

691 |29.27 Some students 34... (Thirty four...)

murmur.

692 |29.28 34 5%, HARIX ? (Thirty four years
old. What about for Japanese?)

693 | 29.30 Some students 85 1% (Eighty five years old.)

murmur.

694 |29.30 Do 2B RAERDK...?

695 530 34D, M, VM o

696 T LR TIE...2

o & B EDTERVELVE

699 EWVnHZETY, T, 2~ R

700 - S AT o —o
PPN 1 S AUDFHILT RS2 AU

701 NHHo>TNWeDT, Ri-Z &

702 HLMb LNEEAR, Hro

703 LTI LAROEICONTS

704 ATt -7 DT, Bz

e LENET, YT LARD L

707 W BTSN S TeDIZ T O

708 ILIAHEIE & A DOARZE BT, K

709 BEAC TIERT—FE LW
VI LA R] o TRT,

710 Holt, TNNbHe SADAN

711 MY T LAREND ZEEH

;g STWT, Al HEEICES

714 Teacher sets up the /Vc\:@‘ 9}%7%1%}(“( \/:]:7 -

715 computer to show the AF LS HOFRI 2 .. EA R

716 class a YouTube video | EHRDH B x> &4 BRI

clip.

zLET,

(Right, so the average life
expectancy for Sierra Leone is
about half that of Japanese life
expectancy. So, in the world, the
country is the...? It is the poorest
country to survive. Some of you
have already come across the
country because of programmes
featuring visiting Sierra Leone by
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Tetsuko Kuroyanagi (actress and a
UNICEF ambassador and a
Japanese broadcaster), Minako
Nakano. This is a good chance, so
today, I want to show a video clip
about Sierra Leone. When I first
got to know Sierra Leone, I saw a
book written by Mr. Toshiharu
Yamamoto at a bookshop. There,
there was a banner that said ‘The
poorest — Sierra Leone’. So |
bought his book. Gradually people
get to know Sierra Leone, then it
appears in our textbook - to
introduce you to the country
through English. Today, I will
introduce you to what the country

looks like.)

717
718
719
720
721
722
723
724
725
726
727
728
729

30.44

YouTube video clip
starts.
http://www.youtube.c
om/watch?v=MjecbD
NMhg0O&playnext=1
&list=PL2958CBF8A
FFC8392&feature=res
ults main

KFEZHE LIo/hE, = o b
AT 1961 £ DT 7 U Tk
E RIS UE L7z, M5
A F Y A0 ORERPGRIZ 5T
T, BEEEOLL (7Y —%
v, HHOE, AREEX
3480 HN. —ANHT720 O GNP
X700 FvdHED LIRS, BT
ITREZNPHSNTNE LT,

Z 9 LA 2 S MAL LIk
NESS 7 — 7 — & —IZ L DR
PR IR S, BUEICEDLET
LR Z DTV ET, (4
small country facing the Pacific
Ocean, Sierra Leone attained
independence in 1961 like countries
across Africa. Ancestors are former
slaves of U.K. The capital city is
called ‘Freetown’. Its population is
4.8 million. It has a low per-capita
GNP of 700 dollars and the town is
filled with unemployment. With
such a poor background, the
politics of civil wars and coup
d’etats have been repeated since its
independence. This has caused
domestic instability until now.)
[>T LA RXNEDEET] (The
situation of a civil war in Sierra
Leone.)



http://www.youtube.com/watch?v=MjecbDNMhg0&playnext=1&list=PL2958CBF8AFFC8392&feature=results_main
http://www.youtube.com/watch?v=MjecbDNMhg0&playnext=1&list=PL2958CBF8AFFC8392&feature=results_main
http://www.youtube.com/watch?v=MjecbDNMhg0&playnext=1&list=PL2958CBF8AFFC8392&feature=results_main
http://www.youtube.com/watch?v=MjecbDNMhg0&playnext=1&list=PL2958CBF8AFFC8392&feature=results_main
http://www.youtube.com/watch?v=MjecbDNMhg0&playnext=1&list=PL2958CBF8AFFC8392&feature=results_main
http://www.youtube.com/watch?v=MjecbDNMhg0&playnext=1&list=PL2958CBF8AFFC8392&feature=results_main
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730
731
732
733
734
735
736
737

738
739
740
741
742
743
744
745
746
747
748

749
750
751
752
753
754

755
756
757

RASEUR Uz & DR G E54D -
7V =20 T HE U 5 3K
VTR R - 6 TS X0
TL7,
FOHREBDIL, MPbRLE
NPT IR TE AL T
T BOFE KT N2 D
< HY EEA,
BT E e T LTS,
REIZ A7 b DGR IS S b
Tl
TN OIFFEICILEME 2 2 D+
EBLTBRy Rickirzb-T
WE L7z,
PLVANERIZ Ko T, HIF O
BrnZ ITPASIZBVIAE N E
Lize +o70BRS 2% TW
WIEB Do Tefind Z 2 TR Y
TNLHY EHEA,
(At the time when I cover the
situation, Freetown, the capital city,
was filled with refugees who had
managed to escape from battle
areas. There are quite a lot of
people who lost parents and
families. Wars always ail weak
people. In particular, the condition
of children’s health was critical.
Dying children lie down on the
beds in a hospital in the city. The
bitter civil strife causes many
hospitals to shut down. It is
unprepared for the lives which
would be saved if they had been
treated adequately.)
... some help areas needed to be
closed down. They've left so a lot
of children who have been born
during this past three to four years
have had had no access to
immunisation. [ 75 : G L -
T, FEROIZE A EDERED
5 RKESNTND]
EEZ EH e - 2=k 7D
TIZLDE, EENTHIL 60
HUPIZFEA T oBiT 175
NaBx CTWET,
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758
759
760
761

762
763
764
765
766
767
768

769
770
771
772
773
774
775
776
777
778
779
780

LU, ZoOEIZEFFHZBIZ
& o T, HIZRAIED & 1
F Lz, PELEOHFETT,
(According to UNICEF;, over
10,000 children under 6 month-old
died. However, there is a more
serious problem for children. It is
the existence of child soldiers.)

[V 4 Te DL (The situation of
child soldiers)

R D B AR I L 72 H 3B D
HEnTneoTT,
b Sy S Y R SIOE 2
XS TR 2 2k o TSR 72
LTY, iZHwm0 »ne<, &
LT RERDTHIZAKT S
DT, (Children are pulled into
the front lines of battle. Most of the
children who became child soldiers
are war orphans whose parents
were killed at war. The children
have no relatives, so they join an
army to live.)
ZODEIT 12 5%, FeAliE Ciko
TWET, ZOPFELELEHD
H 285K, (A TR D8R IC
20, mBAECS LELE, £
ELTOICEIZAKLIZOT
¥, ETIEFHRBITE DM D
Hali L, izt 28 O
MARRIZE Y IABE T, FIZL
> ThFERTmTr e LCHE,
Flo, BIZFATEH, Kkl
TOERA=UDn, & ThH
R 728871 T, (This boy is
twelve years old. He is fighting at
the front line. One day, this boy
also lost his parents in his village
which became a battlefield
suddenly. He joined the army to
live. The army brainwashes
children to avenge their parents
and sends them to the front line of
the battlefield. Children follow

orders well. If they are killed during
the war, there is little loss to the
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781
782
783
784
785

786
787
788
789
790
791

792
793
794

795
796
797
798
799

800
801
802
803
804

805
806
807
808

army. So children provide useful
military potential for the army.)
VI T LA RODEILIIHEE T
172 FANEEORTNET,
PELOFEFIZONT, =T
LA FxD2= 7|l XxF L
7z (It is estimated that there are
twelve thousand child soldiers in
Sierra Leone. I have interviewed
UNICEF in Sierra Leone about the
situation of child soldiers.)
We’ve seen children who are six,
seven, eight, yes... fighting. You
know that guns now are not like
spears in the past, not heavy. You
know that also the sound is very
exciting to children. [ -5 : ==
(2. 6%+ Tk * 8D T
WIS T ES, B/l
wEEINTWHZ LTz, &
FlX bzt o T A
TAYTIRATT, ]
FDFEEOL TG ITRB
THEMEHEHLTWVD EFNE
%, (It was also said that many of
the child soldiers are consuming
drugs at battlefields.)
Children are not afraid. Ah...
children are so much easier to
manipulate. You give thema few
drugs and they just go for the
enemy without worrying. [ %% :
FHIEBIE, Enlehin
(T2 B TIZRE O DT
ZOLIEBELITT VAR
IFEIFLED L DITHELTVDD
TLXIM, WHITHFEEZHE
DIRZNZITZT IO T &
9 CT9, (What do the Sierra
Leone governmental forces think
about this situation? It appears that
they do not really take the situation
seriously.)
It’s usually fun to children, you
know? When you put the bullet into
the gun, you react to the sound...
Okay, to them it is fun, like a toy,
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809 you know? Yeah, like toys, you
810 know?
[F3 WAICEZIAD T8
DT EiF, Bz E o T
AT 2 DT
i D= YT T LA KBS
814 FEE L, TOREFICY A %
815 HHWE LN, ET73E5D
TETHEHLNES N ET,
(UNICEF made a request that the
Sierra Leone government stop
military conscription of children
and a consent for was signed but, it
says that it is difficult to enforce.)
816 |36.32 X, E5 TN, RS A,
817 Teacher stops the XM H LA HOFEWEEIZE
818 video clip. TWEEHIC, YT AR
o T bR, X~ SHEETE
21 ToNWFHEENIZEA LTS E
9 TI %,
822 FIUIEBRORE, a, 2
823 FLe< T, AFENL, 5%
824 (90 DOFHEZFRE A FT > T
825 EDF T b ZFEOD KR TG
ot K47, REOFELTLEE
378 R, E9TTh, B2LHETT
829 b VETUAREN D EHD
830 AT HELVESTED
831 NTWDLDMN>TWNHDIEA L

B2 1Em LT, Do loing,
(Okay, how was it, everyone? As
you can read in today s and
vesterday s classroom newsletters,
it is said that most of children
cannot live until 5 years old in
Sierra Leone. This is because of the
medical issue. Not only that but
new-born children... 5 year-old
children... children are injected
with drugs and go to a war just-for-
fun. It was a twelve year-old boy.
What did you think? Did you
understand even if it is a bit, why
Sierra Leone is called the poorest
country in the world through the
video clip?)
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832 Sh, ARSI AR, BFEELTW

833 o TEES 1. TEOEE

834 1 A > TE>TE LTz ?

ol 7O 1R 2IcEINE LR,

o Do TNHIDED X

838 Ok%%b(%’*(o ::O):EU

839 IRV 28 LW H ORIV

840 HAN&EEYT D Z LT NART
YT AT IS TESTlNR?

841 Hrobk, FEZIZEVWTH-T

842 PREVIDETDL, 2,

o 3. TIR? 5TV DEE
LTHTC,
(Okay, what did Mr Yamamoto say
about ‘international cooperation’,
‘true international cooperation’? It
is mentioned in Program 7, Part |
and 2. Can you look for it? Was it
mentioned that volunteers help only
those poor people in front of them?
Can you look at it in e Program 7,
Parts 1, 2 and 3?)

37.47 Teacher puts on the
light.
37.47 Students look at the
teacher.

845 |37.53 Teacher counts BHOEBRH . A7 4TI

846 handouts in IR, BORNZWS, 2= -5

847 preparation for giving | 7 h, EEAREISELT L.

o them out. H ORI LA TS T2 B

850 THZ &, TnbbHEAHA,

851 PBEZESALLTRSTND

852 RZUo T4 T7EFE, F0ET
CRRWATZ X,
(I mentioned before that true
international cooperation and
volunteering means not only
helping suffering people in front of
you and developing medical
treatments. He, of course, does this
voluntarily as a doctor, but not only
does he do [this], he does
something else.)

853 | 38.27 [TV, (Student Z’s name) X A,

854 BEORZ T 4T, HORITH

o HFWIbEHIT DT Ui

< T ? (Well, Student X, a true
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volunteer not only helps people in
front of them, but..?)

857 |38.33 Student Z murmurs. B L TW< (1o educate)

858 | 38.34 BLTW, FAZANIZ?
(To educate people like whom?)

38.36 Student Z falls silent.

859 | 38.40 ENTWZ72 0 Tcn o Th o7z

860 ) ? (What does it say in the
textbook about people’s dream in
the future?)

861 38.42 Student Z murmurs. @%@%g@ Eﬂi (Doctors and
nurses.)

862 | 38.42 EHESLFH#MABT T TN Z

863 to TLT, AL D72,

864 FHEFZBHICE DD 2 L, B

202 G THA LN Z & R htE ko

R67 THILZRWD LTWDH DT &

868 R, TOVNHZEEHELTY
STHZTVWDI, (To nurture
doctors and nurses. Then, he wants
to tell and educate children, as |
told you just before, children who
don t know the reality of war, they
participate.)

869 TEO AT, AR S Alds

870 EHEIATT, 206 LARENE

871 SAIBEHR S ACHEEIMS A

872 EETCHEINRRTILT 4T %

873

’74 LTW5, }

R75 Z LT, EEZZOMBEELE

877 b zHE LTS,

878 Teacher spreads the R, RT7T 4T THRTEANE

879 classroom newsletter HINWRL 7o THZOENE

880 to the class. S TIIND & 2 AT TH-T

o W< T EBEOEBRH I L

o 52 LT, . AR S A

384 NENTWETOT, brotk

885 FATHTLIZENY,

886 ZNEHL &4 HOBRAIRDEE

WNIERIID I~ BfRsn s &
BnETS,

(In the world, Mr Toshiharu
Yamamoto is a doctor, so he
volunteers to train doctors and
nurses. As I told you before, a
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person who establishes a school
and educates children there. True
international cooperation means
that people there can live after the
support of volunteering is ended.
Please read today s classroom
newsletter where you can find Mr
Yamamoto's article. When you read,
1 think you can understand the text
in the textbook well.)

39.39 Students hand over the
handouts and start to
read them.

887 | 41.28 co TV, TERIAS AR —FER

888 Nzl KEOBREL Lo L

i HHET,

c01 AR I RO B B RS &

892 F. L XS &5 ANRMHEF

8903 DINIFINL > T EEZZDH T

894 & T, FEFIC, DO ADRES

895 B Z LT TIE R, &

896 CETHLEBIC, ZOED

897 N2z EROFRIC & > THE R

gg = L R EER ORI AT
LTV ZETIERVWNEE X
TWET,
(Well, then I want to read a little bit
of the last paragraph about what
Mr Yamamoto wanted to deliver the
most. ‘I think what true meaningful
international cooperation is about
is that people who support need to
think from the other person's
standpoint. At the same time,
people who support need to carry
out not only what they need
immediately, but also they need to
think what the people of the country
as a whole need in future
theoretically and systematically.’)

900 Okay, everyone.

901 What is a most important thing to

902 you? Please think about it for a

904 In the world, there are many

905 countries, but each country has a

906 different culture, each situation...

907

about me, the most important thing
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908 to me is teaching. Now, I love you.

909 I like children, and I like teaching a

910 lot of things. In the world, there are

911 a lot of situations I’ll teach you

912 about. I hope I’ll continue teaching.

913 Okay. What is the most important

914 thing to you? You wrote in

915 Japanese, life, family, friends...

916 you wrote iPad.

43.20 Some students giggle.

917 |43.22 Okay?

918 Sb, BRARIZTTR, 405

919 HHEE T, BARIT, HARIC

920 , Lo T—HROR GO T

921 Teacherplcksupg 25 5T L BEZT. %

922 board and shows it to = sl oA L e

923 the class. ~ZATREIZ R, AR & EICTHE

924 S TIEL VY,

925 % 9 T34, (English native

926 speaker’s name)5EAE 12 & - T,

927 —HBE XU b DEENTH LW

928 FlLiz, fFoTHHWNE L,

229 FER, FRLTEARVATT

230 2, HoLBBEL, (English

931 )

932 native speaker’s name) /A2 & o
T, RURbLO->TMTL &
5 ?
(Well, I really want every one of
you to think what the most
important thing to you is - from
now on till you graduate, then I
want you to create something like
this with pictures and English
sentences. Well, I asked (English
native speaker teacher) to write
what the most important thing to
him was and he created this. He
hasn't finished, yet. If you can take
a glance, what do you think the
most important thing to him is?)

43.59 Students look at the
picture board.

933 | 44.03 ZIIHELBH LD T, KOEE

934 fi]. (English native speaker’s

935 name)’C4E 2, (English native

g;g speaker’s name) /A4 D KU 72 ¢

938 DIZONTREFELTHELE ) &

BEd,
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(Here is written in English, I want
(English native speaker) to talk
about his important thing for us in
the next class.)

44.12 The chime goes off.
939 | 44.13 ZOWVIBTHARITE, 1FR
940 LTl BnETd, 7=
941 7. BARICNE R D R,
gjg (English native speaker’s name)4t
944 HEDZHINH) LD DEE
946 WERVEE LWL o ThbE
947 BwEd, . ZiE, 22
948 THABRBIENET DT, A
949 ARICKENC L CTUELWVATT
950 Lo BEZEEOE ] RABRD
931 RYNZLTNS b DT 25 5
VRN
(I want you to create something like
this. However, if you ask you to do
it and suddenly create something
like this made by (English native
speaker) suddenly, I am sure you
think it is impossible. However, [
am sure you can make it and also 1
want you to care about it. Now, you
are at grade 3 of junior high school
1 wonder, what you care about...)
44 .41 The chime finishes.
952 | 44.42 7 T ADRIEIZBIRZ TIELW
L. ZLTHEELTHT LR
953 AT KON R > TOTIE LW
322 EBWE T, (T want you to show
it to your friends and care about it
and keep it after you graduate.)
956 Teacher puts down the ey \°> PRRBERD, B Eo &R
957 picture board. Dy A5 DA HBRNOTD )
958 ST ERFATLERN, KD
959 REf)IL, x~. (English native
960 speaker’s name) LA & DR DIRF
261 BiF R e—F 2ol h, Wit
962 [favourite book | & 7>
ggi [favourite comic] Z## % T<L 72
965 SV, ZOWRDFFHIEAR S A
966 (2. HAIROREIR S DI 72

967

D), A A=V % LTUELYY,
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968 BlZITEAETHNIT, A D
969 &L RAESE T LR, BRAR
970 D ENIFE, 3 HF(class
g;; numben)fl, Z~. Hr-ok9H%b
973 SR, EDICHL TN
974 WEWT 7o nTe, da, R
975 HE, L RISV ASARATIC
976 TS OB E, AR RTZ
She shows theclassa | W= &, Ao Af A—T <
hand out of ‘image |, A KIF T, O & O
77 map’. CHLTELLEBVET, o
oo na, PR 12RT, 2~
080 MR, WE, YL, B
981 XS AA a— 5> TENT
T AN WE LT,
(Well, unfortunately, we could not
move on to the next thing because
we cut 5 minutes off today. In the
next class, I guess you are going to
make a speech with your (English
native speaker s name). Please
think about your ‘favourite book’
or ‘favourite comic’. / want you to
image what you care about the
most. For example, as for me, the
most important thing to me is to
teach, as I told you just before, 1
like all of you. This (The class that
the teacher is in charge of), it is
easy to get noisier a little bit. I need
to do something about this. I like
children. I like to go many places
around the world, what [ want to
show to you. I want you to spread
your images and put them into the
‘image map’ here. Before [ had a
student who wrote this: said, I like
Korea, Korea, Seoul, middle-aged
woman reminds me of my teacher.)
45.59 Students giggle.
982 | 45.59 B, WNTL X DD, MaED
983 THHEESADEDH TTO
984 T, Ay r—IZLETDOT, &
oae MBD LT, ¥ L FRHC 2
987 REMIEZTYT>TIEL N E

BnETd,
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(Alright? I don t say anything about
what you are thinking in your head
and you are going to write. I want
you to start thinking little by little

988 as we learn in class.)
989 What is the most important things
990 to you?
991 1LV, 4 HiZ(Researcher’s name)
992 FRAEDKLNTNETH,
993 (Researcher’s name) Jc A2 23ME A T
o BBz TN bR
~. ZaY =7/ ITFEA TV
N & VEFED TN > TUWE T,
(Well, we had a guest from New
Zealand today. Does anyone know
about the people who lived in New
Zealand originally?)
46.25 Students fall silent.
996 | 46.30 F—A K7 U T71E?
(What about Australia?)
997 |46.32 A student murmurs. 7 RV ¥ =(4borigine)
998 | 46.32 TR U=, a9 R
(Aborigine. What about New
Zealand?)
46.34 Students fall silent.
999 | 46.35 AV LELHTWVD AL
1000 PEATHET R,
1001 (Researcher’s name) 5t 2E 73 3 il
L002 LTWDRAEIA~, £ZOY
1003 Y DAx L BART DT R,
1004 AT D FEIZ I LT
1005 Dy 1, 2y =/ ZRfELT
1006 WEFELED &V Z LA
1007 LTWLKRFETHEHD 30
1008 T, Lomb, Zhpbd, ¥o
o MRTLES -1
1011 (Resear?her’s name)SCAED 22—
1012 V=g o TEARIENR 2
1013 STHRTHATLEEN, =
1014 AV 280, AXTHLOL—
1015 DL HVWET,
1016 IV, 4B, Lo THRLHA
1017 B0 ELZ, Lrobh,
}g}g (Researcher’s name) /A= (2 & 25

Lo BnEd,

Everyone, stand up, please.
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(People called ‘Maori’ are living
there. The university where the
researcher is studying also
conducts research about coexisting
side by side with Maori people,
white people, Asian people, and so
on. Luckily, we get to know New
Zealand today. I want to look up
Maori people and what New
Zealand is like. I guess you did a
very good job today. Well, Let's
greet the researcher.)

47.12 Students stand up in

front of their desks

and put the chairs

under the desks.
1020 | 47.21 Okay, that’s all for today.
1021 Good-bye, everyone.
1022 | 47.25 Students reply. Good-bye, Ms. (Teacher’s name).
1023 | 47.27 Teacher shows both and?

hand to the researcher.
1024 | 47.28 Students say. Ms. (Researcher’s name).
1025 | 47.31 Okay.
1026 See you.
1027 | 47.33 Students replies. See you.
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Transcript 3: Lesson 3, Senior High School Grade 3 students

Class 3:

Class time:
Student numbers:
(Researcher's translations are in bracketed italic script)

(Year 12)

Grade 3 (Year 12 —ages 17-18)
50 minutes
34

Teacher remains
standing.

Line | Time | Speaker Activity Speech
1 00.01 T | Students are standing | Stay still... (/Stand still...])
in front of their
2 individual desks and | As a (name) high school student.
3 00.04 teacher is checking You have to obey our rule, school
4 whether they are rule.
wearing their
5 00.06 uniforms properly. Let me check.
Teacher is walking
around among
students.
6 00.15 You have----?
7 00.16 S um.
Teacher is walking to
another student.
8 00.20 T You’ve got a tail.
9 00.22 T You’ve got a beige tail.
Teacher moves to a
different row.
10 00.36 T Good morning.
11 00.37 S Good morning.
12 00.40 T Bon jour.
13 00.41 S Bon jour.
14 10043 T BiX X 5, (Good morning.)
15 00.44 S BIELH> T nET,
(Good morning (politely.))
00.48 T -—--
16 00.54 T | Teacher moves to the | Okay. Let’s get started.
teacher’s desk at front.
17 00.55 S | Students stand still 2O, L.
and bow to the (Stand still, Bow)
teacher.
18 | 00.57 T BFAWLE7, (Greeting)
19 |00.58 C BV LET, (Greeting)
01.00 Students sit down.
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Students open books.

20 | 01.22 T | Teacher distributes a o DOHISCIL ? ([Where is] that
piece of paper to example sentences?)
students.
Students pass the
paper to the back.
21 01.25 T | Teacher asks a o OHISLIE ? ([Where is] that
student. example sentences?)
22 01.32 T You, yawn, stop it!
01.39 T | Teacher goes back to
the desk at front.
23 | 01.40 | T | Teacher is flicking Today is December 15%.
24 pages of a booklet. DEC, make sure you have ---
25 the type of paper, as usual.
26 Okay?
27 02.03 T Student A, from which number?
28 02.05 S | Student A answers. Twenty...
29 02.07 T Pardon?
30 |02.08 S | Student A answers. Twenty-six.
31 02.09 T Twenty?
32 02.09 S | Student A answers. Six.
33 02.11 T Twenty-six. Okay. Here you go.
34 ]02.14 T | Teacher remains FIHIELTLIEEST, &9
35 standing at the HY LD, (Itisvery kind of
podium in front of you to say so)
class and reads aloud
a Japanese sentence.
C | Students translate the
sentence into English
and write their English
version down.
36 | 0221 T FTIE-TLKEEHST, £9%
37 Y NBE S, (tisvery kind of
you to say so)
C | Students translate the
sentence into English
and write their English
version down..
38 02.30 T Start with the sentence with ‘It’.
39 It TRHD, (Use ‘it xA—,
40 (Well...) Polite expression, okay?
C | Students translate into
English and write their
English version
down..
41 02.39 T | Teacher walks among | Next, L. FAMEE 725, B L
42 rows of students.

FEWET D DTN, (If I were

single, I would marry you)
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Students translate the
sentence into English
and write the
translated version
down.

43 10251 IV EE AT S ) g R
44 DTN, (If I were single now, I
would marry you)
Students translate the
sentence into English
and write the
translated version
down.
45 02.58 Teacher asks a student | Only two words?
a question.
Teacher goes back to
the front of the class.
46 103.16 Next, & LA RS KTV 6,
47 HIRTACRZTZE5 91,
(If I had come earlier, I could have
seen you)
Students translate the
sentence into English
and write the
translated version
down.
48 | 03.27 HLEBRIRTWEL, &
49 &R 91,
(If I had come earlier, I could have
seen you)
Students translate the
sentence into English
and write the
translated version
down.
50 | 03.39 % Z (there) --- impress ---
51 Okay?
52 103.43 Next, b Ld7e/oint - & F 3k
33 TWe b, HLITEATDIT,
(Had you come earlier, you could
have met her)
54 03.52 You don’t have to use ‘if”.
Students translate the
sentence into English
and write the
translated version
down.
55 03.57 Omit “if”.
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56 04.00 But almost same sentence as the
57 previous one.
Students translate the
sentence into English
and write the
translated version
down.
58 04.22 Next, H72 7= DT N 7ginoT7=
59 5. BRI CTE eh otz 2 A
60 9. (But for your help, I couldn t
have succeeded)
Students translate the
sentence into English
and write the
translated version
down.
61 04.32 Two words.
62 04.34 No ‘verb’ here.
63 04.39 IR T DT 72> 72 & (But
for your help)
64 | 0447 R CTE R T212A 9,
(I couldn t have succeeded)
Students translate the
sentence into English
and write the
translated version
down.
65 | 05.04 Next, AOFZITEHFILE L > &V
66 728 TH, (My wife is anything
but a good cook)
Students translate the
sentence into English
and write the
translated version
down.
67 05.11 Teacher makes anote. | FADZEILFE 5 - & D EFIZ/Z 0
68 T9, (My wife is anything but a
good cook)
Students translate the
sentence into English
and write the
translated version
down.
69 |05.35 Next, IZR L THZEEFH L9
70

72 NTTlE7e\, (Heis the last
man to tell a lie)

Students translate the
sentence into English
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and write the
translated version
down.

71 105.41 PITRLTOZEEFT O L o7 A
72 TIL7Z2vN, (He is the last man to
tell a lie)
Students translate the
sentence into English
and write the
translated version
down.
73 1 06.01 Next, FMEZ DEEZ R L & &
74 PR A BT, (I never
see this picture without thinking of
my school days)
Students translate the
sentence into English
and write the
translated version
down.
75 06.08 Use ‘never’.
Students translate the
sentence into English
and write the
translated version
down.
76| be.16 X OGHERD L, BT
77 R 2 W3, (1 never see
this picture without thinking of my
school days)
78 06.21 I never, bluh-bluh-bluh.
06.23
Students translate the
sentence into English
and write the
translated version
down.
79 | 06.37 Next, FAME Z D X 9 725518 1381
80 Lo T2, (Litdle did
dream of such happiness)
Students translate the
sentence into English
and write the
translated version
down.
81 06.47 The first word is the strong
82 negative word, okay?
83 06.51 What happened to the sentence?
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84 (0656 | T FNEZ D XKD 7pgmi3 e b A
85 DIrino Tz, (Little did I dream of
such happiness)
C | Students translate the
sentence into English
and write the
translated version
down.
86 [07.12 | T Next, FAIZA HIZ72 > CTHID TH
87 R ENDIZEA DN, (1t
was not until today that I missed my
purse)
88 07.18 T Start sentence with ‘it’.
C | Students translate the
sentence into English
and write the
translated version
down.
89 0722 | T FAEA BT T THAR A
90 HENDIZR DD, (It was not
until today that I missed my purse)
C | Students translate the
sentence into English
and write the
translated version
down.
91 ]07.38 T Next, KED7=H, FAISMEHTE
92 7273572, (A heavy snowfall
prevented me from going out)
C | Students translate the
sentence into English
and write the
translated version
down.
93 07.46 T In ‘@’ in it.
C | Students translate the
sentence into English
and write the
translated version
down.
94 0753 | T KEDT- 1>, FMIIMLCX 727
95 272, (A heavy snow prevented me
from going out)
96 | 07.59 T KZE7N3---(Aheavy snow...)
C | Students translate the

sentence into English
and write the
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translated version
down.

97 | 08.12 Next, FED 2T L A1 Lif&E L T
98 %o (My stereo is out of order)
Students translate the
sentence into English
and write the
translated version
down.
99 08.20 Instead of ‘broken’, three words,
100 please.
Students translate the
sentence into English
and write the
translated version
down.
101 | 08.27 FAOD AT LA 1T HE LT 5,
(My stereo is out of order)
Students translate the
sentence into English
and write the
translated version
down.
102 | 08.41 Next, two sentence is
103 JENE > 72, (The garden is
white)
104 WERZ T D3k - T2 13E W v, (It
must have snowed last night)
Students translate the
sentence into English
and write the
translated version
down.
105 | 08:53 JENE S T2, (The garden is
white)
106 WER T3 > T2 ISV 2RV, (I
must have snowed last night)
Students translate the
sentence into English
and write the
translated version
down.
107 |09.14 Teacher asks a Two more, okay two more.
student.
09.15 The student nods.
108 | 09.17 Next, EDBITEDOENHAED H
109

HD%E R BTz, (The man was

seen to run out of the house)
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Students translate the
sentence into English
and write the
translated version
down.

110 | 09.24 ZDOFRFTLORNGEY LD
111 Z WOz, (The man was seen
to run out of the house)
Students translate the
sentence into English
and write the
translated version
down.
112 |09.45 The last one, FAIZSE A B AT TON
113 NIZESTZEERZTWND,
(I remember seeing Hikari in Tokyo
last month)
1141 09.52 TS A R TOM D IC R 57
115 ZEERAZTWD, (I remember
seeing Hikari in Tokyo last month)
Students translate the
sentence into English
and write the
translated version
down.
116 | 10.16 Okay, as soon as you finish writing,
117 start checking.
118 I will give you a two minutes to
119 check.
120 So please pass the previous sheet to
121 the front.
122 As usual.
Students exchange
their papers to check
the sentences.
123 | 10.30 Never fail to handed in.
124 Everyone must handed in.
125 Okay?
Students pass the
papers to the front.
126 | 11.10 Teacher receives the Thank you.
papers from a student.
127 | 11.13 Anyway, please open your book
128 to page ten hundred eleven.
129 | 11.18 After long interval, let’s practicing
130 the conjugations of the verbs.
131 A-B-C pattern, Okay?
11.19 Teacher receives the

papers from a student.
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11.20 T | Teacher receives the
papers from a student.
132 | 11.35 T Ten, eleven, A-B-C pattern, okay?
133 Here we go.
134 Repeat after me as fast as possible.
135 | 11.41 T | Teacher speaks aloud. | begin-began-begun-beginning
136 | 11.44 C | Students repeat what | begin-began-begun-beginning
the teacher has said
while looking at the
book.
137 | 11.46 T break-broke-broken-breaking
138 | 11.48 C break-broke-broken-breaking
139 | 11.50 T choose-chose-chosen-choosing
140 | 11.52 C choose-chose-chosen-choosing
141 | 11.55 T draw-drew-drawn-drawing
142 | 11.58 C draw-drew-drawn-drawing
143 | 12.00 T drink-drank-drunk-drinking
144 | 12.03 C drink-drank-drunk-drinking
145 | 12.04 T drive-drove-driven-driving
146 | 12.07 C drive-drove-driven-driving
147 | 12.09 T eat-ate-eaten-eating
148 | 12.11 C cat-ate-eaten-eating
149 | 12.12 T fall-fell-fallen-falling
150 | 12.15 C fall-fell-fallen-falling
151 | 12.16 T fly-flew-flown-flying
152 | 12.18 C fly-flew-flown-flying
153 |12.20 T forget-forgot-forgotten-forgetting
154 | 12.22 C forget-forgot-forgotten-forgetting
155 | 12.24 T freeze-froze-frozen-freezing
156 | 12.27 C freeze-froze-frozen-freezing
157 |12.29 T get-got-gotten-getting
158 | 12.30 C get-got-gotten-getting
159 |12.32 T give-gave-given-giving
160 | 12.34 C give-gave-given-giving
161 | 12.35 T go-went-gone-going
162 | 12.37 C go-went-gone-going
163 | 12.38 T grow-grew-grown-growing
164 | 12.40 C Srow-grew-grown-growing
165 | 12.41 T know-knew-known-knowing
166 | 12.42 C know-knew...
167 | 12.43 T lay-laid-laid-laying
168 | 12.44 C lay-laid-laid-laying
169 | 12.45 T mistake-mistook-mistaken-
170 mistaking
171 | 12.48 C mistake-mistook-mis...
172 | 12.49 T write-wrote-written-writing
173 | 12.51 C write-wrote-written-writing
174 | 12.52 T rise-rose-risen-rising
175 | 12.54 C rise-rose-risen-rising
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176 | 12.55 T see-saw-seen-seeing
177 | 12.56 C see-saw-seen-seeing
178 | 12.57 T show-showed-shown-showing
179 |12.59 C show-showed-shown-showing
180 | 13.00 T sing-sang-sung-singing
181 | 13.01 C sing-sang-sung-singing
182 | 13.02 T sing-sang-sung-singing
183 | 13.03 C sing-sang-sung-singing
184 | 13.04 T speak-spoke-spoken-speaking
185 | 13.06 C speak-spoke-spoken-speaking
186 | 13.07 T steal-stole-stolen-stealing
187 |13.09 C steal-stole-stolen-stealing
188 | 13.10 T Swim-swam-swum-swimming
189 | 13.11 C swim-swam-swum-swimming
190 | 13.12 T take-took-taken-taking
191 |13.14 C take-took-taken-taking
192 | 13.15 T tear-tore-torn-tearing
193 | 13.16 C tear-tore-torn-tearing
194 | 13.17 T wear-wore-worn-wearing
195 | 13.18 C wear-wore-worn-wearing
196 | 13.19 T write-wrote-written-writing
197 | 13.20 C write-wrote-written-writing
198 | 13.21 T | Teacher remains Okay? It’s a good practice for you
199 standing at front. to understand a relation between a
200 spellings and a pronunciation.
201 Okay?
202 | 13.30 T So, anyway,
202 Please open your textbook to page
203 ninety.
C | Students open
textbooks.
204 | 13.50 T One? Four?
205 | 13.54 T Let me check.
206 | 13.56 T | Teacher addresses Oh, one, four.
207 Student B. It’s you. It’s your turn.
13.57 S | Student B nods.
208 | 14.00 T I gave you two rules about i E 15
209 (conditional sentences), okay?
210 | 14.07 One is {RE LI E (the second
conditional).
211 | 14.09 The other is REER ETE T (the
third conditional).
212 ) 14.12 So, look at number one.
213 | 14.15 When you read the Japanese
214 explanation (translation))([says]),
<y WAk TV ARG IUE, KO

RETH Y =N TELHDIT,
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217
218
219
220
221
222
223
224
225
226
227
228
229
230
231

232

233
234
235
236
237
238
239
240

241
242
243
244
245
246
247
248
249
250

251
252
253

14.25

14.36

14.41

14.50

15.02
15.03
15.05

15.15

15.41

16.04

(If it were not raining, we could
play soccer in our PE class)

Oh, you think it’s {fEVEIR 5 (the
second conditional), so you have to
change the verb into ‘were’, okay?

‘Were’ is a special, or you could say
‘was’ nowadays, okay?

And, in the latter parts, change ‘can
play’ into ‘could play’, okay?

So, the sentence is, ‘if it were, or
was not raining, we could play
soccer in our PE class.’

‘PE’ is physical education. Okay?
Number two.

When you read the Japanese, A 7

DA—LT KL RAZEH>TH
X, A= ENDDIT (]
knew Meg s e-mail address, I could
send her an e-mail).

(sigh)

So, oh! It’s (R EVE M Z (the
second conditional).

So you change the verbs into
‘knew’, okay? so ‘If [ knew Meg’s
e-mail address’, and in the latter
part ‘can send’ changes into ‘could
send’, ‘I could send her an e-mail’,
okay?

As for number three, 72 &% D

L2510 %3 (If I were you,
I would accept the offer).

Oh, It’s R E LI ZE (the second
conditions), t00.

So, ‘If I were you’ or you could say
‘If I was you’, ‘I would accept the
offer’.

Okay? That is, that’s [the] way.
And number four. But the rule is
different, okay? So, anyway, H #x

HZHEEZ T TRWEL,
N2 o =D (If 1 had locked
my bicycle, it would have not been
stolen).

So we which rules is applied to this
sentence? & V518 £ (the second
conditional) or L EEMETE T
(the third conditional)?
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254 116.30 S | Student B answers. REEI E5E T (the third
conditional)

255 | 16.31 T Uh-huh!

256 You would...do a good job.

257 | 16.33 (REIEM L 58 T (the third

258 conditional), so remember the rule

259 of the I TEVEM 2558 T (the third

260 conditional)? So, change the

261 sentence into (R ETEMETE T (the

262 third conditional). So, read the

263 sentence aloud.

264 Go.

265 | 16.51 S | Student B answers If I had locked my bicycle, it would

266 not have been stolen.

267 | 16.57 T Uh-hum.

268 If I had locked my bicycle, or my

269 bike, it would not have been stolen.

270 Okay?

271 If I had locked my bicycle, it would

272 | 17.17 not have been stolen.

273 Okay?

274 |17.27 So steel-stole-stolen, & 2577 5l

275 | 17.28 (past participle), past-participle,

276 okay?

277 | 17.39 Student B, do you have any

278 questions?

279 | 1742 S | Student B replies. No

280 | 17.43 T No, you have no questions.

281 | 17.47 T Let’s move on to the number five.

282 TN S ANIHRATIE TIT > Tz

283 5. HOBE, RAICHICA T

284 DT, DIZ, DI (If Mr. Kato had
gone by plane, he would, would,
would have been in time for the
meeting at that time).

285 | 18.01 T | Teacher chooses a Ty T ¥ T ¥—,

student. (Ta-dah!)

286 | 18.04 T Student C? Student C?

287 | 18.06 S | Student C replies. Xy, (Yes.)

288 | 18.07 T R E % (conditional sentence) ?

289 When you read the Japanese

290 sentence, so you think this sentence

291 is?

292 R TE 1£(the what conditional). ..

293 | 18.16 S | Student C answers. W E5E T (the third).

294 | 18.17 T 58 T (the third)!

295 |18.18 Okay!

296 So, change the sentence.
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297 | 18.20 S | Student C speaks. If Mr. Kato.... had.... go...

298 | 18.30 T mmmm....

299 | 18.31 S | Student C speaks. had went...

300 | 18.32 T Ah? Ah?

301 | 18.35 had went?

302 | 18.36 Terrible!

303 | 18.38 had gone

304 | 18.39 S | Student C speaks. had gone, he... would... been

305 | 18.46 T would been?

306 | 18.48 Terrible!

307 | 18.52 S | Student C speaks. would have been in time for the

308 meeting.

309 | 18.57 T huuuuuuhhbh....(sigh)

310 | 18.59 T If Mr. Kato had gone by plane, he

311 would have been in time for the

312 meeting.

313 | 19.16 Okay, got it?

314 | 19.18 T So, when you read the Japanese

315 explanation [translation] ([says]),

316 NN S ANITRATIE T, B DR,

317 HORE, fTo T b, KA

318 Ty ST S YMES

o TN D5 0T, I
ANVERFATLE,
(If Mr. Kato had gone by plane, at
that time, at that time, he would
have been in time for the meeting.
However, as Mr. Kato had not gone
by plane, he was not in time for the
meeting).

321 | 19.35 T It’s a truth.

322 Okay?

323 | 19.38 T | Teacher asks Student | {a](what)?

C a question.

324 | 1941 Any questions?

325 19.42 S | Student C replies. No.

326 | 19.42 T No.

327 |19.45 T Student D, have questions?

328 |19.48 have questions?

329 | 19.51 S | Student D replies. Z Z (here)... been?

330 | 19.52 T would been?

331 | 19.56 S gone. ..

332 | 19.57 T Uh-huh! Mr. Kato had been...

333 |20.02 had been by plane...

334 | 20.03 had been by plane...

T | Teacher thinks.

335 | 20.05 T Un, un.

336 |20.07 Acceptable.

337 |20.09
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338 |20.10 Acceptable.
339 | 20.11 Okay.
340 But, in here, you are supposed to
341 change the word, ‘go’ into
342 ummm... the difference words, so
343 go-went-gone. So the answer is
‘had gone’, is much better. Okay?
344 | 20.32 T | Teacher asks the Any questions?
whole class.
345 |20.38 T | Teacher asks a Any questions?
student.
346 | 20.39 S | Astudent replies. No
347 |20.40 T Student E, any questions?
348 | 20.40 S | Student E replies. No.
349 |20.41 T No, so far, so good.
350 | 20.45 T | Teacher remains Okay, now.
351 |20.48 standing at front of I /will] ask you some questions.
352 | 20.53 class. I’1l ask you what you did last night.
353 |20.58 And, I’ll ask you how you felt at
354 that time. Okay?
355 | 21.05 T | Teacher asks student So student B, what did you do last
356 B a question. night?
Teacher picks up
chalk and writes ‘I’ on
the black board.
357 | 21.17 S | Student B replies. I had... watch TV...
358 |21.20 T You bought TV?
359 |21.22 S | Student B replies. No.
360 | 21.24 T bought! a TV? Are you rich? huh?
361 | 21.28 S | Student B replies. I watch TV.
362 | 21.30 T watched
363 | 21.33 T | Teacher writes ‘I I... watched...
watched’ on the board.
364 | 21.39 Which programme?
365 What programme?
366 | 2141 S | Student B replies. Comedy.
367 | 21.46 T | Teacher writes ‘a A comedy on TV.
368 | 21.52 comedy on TV’ on the | That’s it?
369 | 21.55 board. So, how did you feel at that time?
370 |22.02 T | Teacher writes ‘I felt” | I... felt...
on the board.
371 | 22.06 S | Student B replies. very fun...
372 | 22.08 T very fun.. no, no...
373 | 22.14 T You can’t use ‘fun’ in here.
374 You can’t
375 | 22.19 T | Teacher gesturesina | You felt?

way that is intended to
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indicate ‘surprised’

and ‘moved’.
376 |22.27 T Any adjective will be okay.
377 |22.39 S | Student B replies. excite. ..
378 | 22.40 T excite?
379 | 2241 You watched a comedy and excite?
380 huh?
C | Some students giggle
T | Teacher writes ‘excite’
on the board.
381 | 2247 T Excite...
382 Which, ‘ed’ or ‘id’ form?
383 | 22.53 T | Teacher points to ‘I’ I..
on the board.
384 | 22.57 T huh? little clear?
385 | 22.58 S | Student B replies. excited
386 | 23.01 T | Teacher writes Excited... okay.
‘excited’ on the board.
387 |23.04 T | Teacher moves to the | So,
left of the blackboard.
388 |23.08 T Now, change the mood, by using
389 {BEVERESE T (the third
conditional).
390 | 23.15 T Okay?
391 | 23.16 Student B, could you?
392 | 23.23 T The other students?
393 Change the mood, by using {5 &%
394 WE5ET (the third conditional).
395 Okay?
396 | 23.31 T | Teacher writes ‘If” on | These are facts.
the board.
Teacher points out ‘I
had watched a comedy
on TV. I felt excite.’
on the board.
397 | 23.36 T facts... in the past.
398 |23.38 So,
399 |23.40 If
400 | 23.41 S | Student B says If1... had
401 | 23.45 T had
402 | 23.49 S | Student B says watched
403 | 23.51 T Ah, Just moment....
T | Teacher writes a rule

on the right of the
board.

183
A & A
not
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404 | 24.03 T The last time, I told you, simple
405 rule, okay?
406 Pick this one, the opposite one, you
407 know?
408 | 24.10 T So, if I had...
409 | 24.12 S | Student B says not watched. ..
410 | 24.13 T | Teacher writes ‘If I not
had not watched’ on
the board.
411 | 24.14 S | Student B says watched
412 | 24.15 T | Teacher repeats watched
413 | 24.18 S | Student B says onTV... a comedy...
414 | 24.21 T Anyway, that’s okay.
415 | 24.24 T | Teacher writes ‘a comedy...
comedy on TV’ on the
board.
416 | 24.25 S | Student B says onTV...
417 | 24.26 T | Teacher repeats onTV...
418 |24.29 T I
419 |24.37 S | Student B says would...
420 |24.39 T | Teacher repeats and would...?
writes ‘would’ on the
board.
421 2443 S | Student B says would have been...
422 | 2444 T | Teacher points out the | This rule is applied.
chart.
423 | 24.46 S | Student B says would not
424 | 24.47 T | Teacher repeats and would not
writes ‘not’ and circles
it on the board.
425 |24.50 S | Student B says have
426 | 24.51 T | Teacher repeats and have
writes ‘have’ on the
board.
427 | 24.55 T feel...felt, felt. Okay? Say!
428 | 25.01 S | Student B says feel-felt-felt
429 |25.01 T | Teacher writes ‘felt’ Okay, perfect.
on the board.
430 | 25.02 T So, felt excited
431 | 25.08 T | Teacher writes This is the way, okay?
432 | 25.09 ‘excited’ on the board. | If I had not watched a comedy on
433 TV, I would not have felt excited.
434 | 25.14 This is it. Okay?
435 | 25.17 FXT L ETEE], comedy, =
436 Bl % Rk L7 watched a
comedy, comedy, comedy on TV),
Okay?
437 |25.26
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438 T(and), <O LE LI felt
25.32 excited),
TLETaAT =& AR
P 75, BEb< b Liahot
441 T LU X 9UfI had not watched a
comedy on TV, I would not have felt
442 [ 25.42 excited).
443 Okay?
444 (To student B), oh, you did a good
job.
445 | 25.44 S | Student B replies. Thank you.
446 | 25.46 T Student F, Are you okay?
447 So far, so good?
448 | 25.50 S | Student F replies. Okay.
449 | 25.51 T Uh-huh?
450 |25.53 Okay?
451 | 25.55 Okay, next one.
452 | 25.59 Student A, Let’s have some
453 reviewing.
454 | 26.03 How many hours did you... sleep?
455 |26.06 Last night?
456 | 26.09 Come on.
457 |26.10 last night
458 | 26.11 How many hours?
459 ]26.15 S | Student A says. I sleep...
460 |26.17 T You?
461 | 26.18 S | Student A says. studied...
462 | 26.19 T studied? oh, studied! Okay.
463 | 26.21 Okay, you change the question.
464 | 26.24 You studied.
465 | 26.26 T | Teacher writes ‘I I asked how many hours did you,
466 studied’ on the board. | eh... sleep, but okay, you studied...
467
468 | 26.36 S | Student A says studied English...
469 | 26.37 T English! Are you sure?
470 You are joking!
471 |26.43 T English... yesterday
472 | 26.46 T Okay, anyway,
473 |26.48 T | Teacher writes yesterday
‘English yesterday’ on
the board.
474 |26.51 T So, I will ask you, how do you feel
475 now?
476 | 26.57 T Not yesterday at that time.
477 |27.00 T Now!
478 |27.02 T | Teacher writes ‘I’on | L...
the board.
479 |27.03 S | Student A says. I felt...
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480 |27.04 T No! Now!
481 | 27.08 T | Teacher points out the | This, the past tense. So present
482 sentence ‘I felt tense.
excited’ on the board.
483 | 27.11 S | Student A says. I feel...
484 | 27.12 T | Teacher repeats and I feel...?
writes ‘I feel’ on the
board.
485 | 27.14 T How do you feel now?
C | Some students giggle.
486 |27.20 T You studied English?
487 |27.22 eh?
488 |27.23 S | Student A says. It’s fun.
489 | 27.26 T Ah, no... It’s not fun.
490 Other expression.
491 I feel...
492 | 27.33 S | Student A says. I feel fun.
493 | 27.35 T (You) can’t use fun.
C | Some students giggle.
494 | 27.28 T I feel terrible?
496 |27.40 terrible?
497 | 27.47 Teacher gestures. relived?
498 | 27.48 relived?
499 | 27.49 Teacher gestures. happy?
500 |27.52 S | Student A says. happy...
501 | 27.53 T happy?
C | Some students giggle.
502 | 27.53 T | Teacher writes ‘happy’ | happy! happy...
503 | 27.56 on the board. happy...
504 | 27.58 Okay, anyway.
505 |28.01 Change the mood.
506 | 28.03 S | Student A says. IfI
507 | 28.04 T | Teacher repeats and IfI...
writes ‘If I’ on the
board.
508 | 28.06 S | Student A says. had not
509 | 28.07 T | Teacher repeats and had...not...
writes ‘had not’ on the
board.
510 | 28.09 S | Student A says. studied
511 | 28.10 T | Teacher repeats and studied...
writes ‘studied’ on the
board.
512 | 28.11 S | Student A says. English yesterday
513 | 28.12 T | Teacher repeats and English...yesterday...

writes ‘English
yesterday’ on the
board.
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514 | 28.18 S | Student A says. comma
515 |28.20 T Thank you.
C | Some students giggle.
516 | 28.22 S | Student A says. I would
517 | 28.23 T | Teacher repeats and I would...
writes ‘I would’ on the
board.
518 | 28.25 S | Student A says. not
519 | 28.26 T | Teacher repeats and not...
writes ‘not’ on the
board.
520 | 28.28 T Be careful!
521 |28.29 I would not...
522 | 28.31 S | Student A says. be...
523 |28.33 T be...?
524 | 28.34 S | Student A says. be
525 | 28.34 T be?
526 | 28.35 S | Student A says. been
527 | 28.36 T been, be?
528 | 28.38 Which one?
529 |28.39 S | Student A says. be
530 |28.40 T be
531 |28.42 Ah, sorry!
532 | 28.43 Use ‘feel’ so.
533 | 2845 Teacher writes ‘feel’ feel
534 | 28.47 on the board. or be
535 | 28.48 S | Student A says. happy
536 | 28.49 T happy, okay.
Teacher writes on the
board.
537 | 28.53 T | Teacher circles ‘not’ not here.
in the sentence.
538 | 28.55 T | Teacher circles ‘not’ so, not here.
in the sentence.
539 | 28.57 T Okay?
540 |28.58 T | Teacher points out ‘I | FA{Z& D 9 HEEA IR L £ L
541 studied English 72o (I studied English yesterday)
yesterday’.
542 The teacher points out EinD AL TY, ST,
the second clause. (50 1 feel safe, I am happy)
543 |29.08 T WA, (That sounds good)
544 | 29.11 T C (and), change the mood.
545 |29.14 T | Teacher points out the | ¢ L & D 9 HFEA IR L 72>
546 first clause. 72 5. (If I had not studied English
yesterday,)
547 Teacher points out the

548

second clause.

ANy E=LRRNTLE D,
(I would not have been happy now)
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13, (arentI?)

549 | 29.25 (Teacher’s name) scolds you.
550 Tells you, off!
551 Okay?
552 12935 EWH Z L2 £, (Thatis
how it is)
553 |29.36 But, you know the difference? You
554 know?
555 |29.43 Teacher points out the | As these sentences, no difference,
first clauses on the
board.
556 but these two sentences, okay?
Teacher points out the
second clauses on the
board.
557 |29.51 Look at them very carefully.
558 |29.55 You feel the time lag time
559 difference?
560 Okay?
561 |29.59 Here,
562 |30.00 Teacher writes “ffl | SUEERETE T (the third
5%’ on the board. conditional)
563 | 30.06 Here,
564 |30.07 Teacher writes “ff# | SUEERETE T (the third
52 on the board. conditional)
565 | 30.12 Here, this sentence,
566 |30.14 Teacher writes ‘{1 | (REIEIRLSE T (the third
5’ on the board. conditional)
567 | 30.21 But, this sentence is,
568 |30.24 Teacher writes “{i on | {RE % -what? (conditional)
the board.
569 |30.27 Student A replies. (K EEM 2 (The second
conditional)
570 |30.28 Teacher writes ‘1’ on | 187! (The second)
the board.
571 |30.29 Okay.
572 |30.32 So, you feel the time difference.
573 You see?
574 | 30.36 Teacher points out the | So, applicants, so students who
575 second sentence. take, wanna take university
576 entrance exams, okay? This
577 sentence is, this pattern is liked by
578 university teachers. So be careful,
579 okay?
580 | 30.52 5 B4 (students who are going

581

to take university entrance exams),
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582 be careful. Otherwise, you will be
583 trapped.
584 Okay? Otherwise you fail.
585 Fail!
Okay?
586 | 31.05 T Student F?
587 | 31.06 Otherwise, you be in the hole.
C | Some students giggle.
588 | 31.15 T Got it?
589 | 31.16 Got it?
590 | 31.17 S Student F replies. 1TV, (Yes)
591 | 31.18 T | Teacher monitors So, I'll give you some time to make
592 a copy, take notes.
593 | 31.28 T 5.1 T, (Write it down)
594 H L& ZE, (You'd better to write it
down)
595 | 31.31 T LHE S T=DbinD ?(Didyou
understand what I have just said?)
596 BEZBRAILTOXNARICH S
597 & K. (The second sentence is
asked in the entrance exam)
508 KaeolftE X, o TEoe
599 &o (L have said that you have to
be careful)
600 DD ? (Do you understand?)
601 | 32.25 T | Teacher asks student | Did you watch the French TV
602 G a question. programme on NHK last night?
603 | 32.30 S | Student G replies. No.
604 | 32.31 T You didn’t? Teacher looks like you.
605 Yeah.
T | Teacher moves to
another row of
students’ desks.
606 | 32.48 T | Teacher asks a student | ---
a question in
Japanese.
T | Teacher walks around.
607 | 33.18 T | Teacher asks a student | Do you want to have your own
608 a question in English. | workshop?
609 You decided?
610 | 33.22 S | Astudent replies. No...
611 |33.23 T Not yet?
612 Think about that.
613 | 34.08 T So when you, you can use English,
614 you can speak English, you know,
615 you can broaden your mind, 5%
616 DRI D Ko

(Your world is
opened up.)
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617 | 34.26 T | Teacher asks a student | You wanna run a coffee shop?
a question in English.

618 | 34.28 S | A student replies. Yes.

619 | 34.30 T Um-huh.

620 Anyway yes?

621 |34.32 S | The student replies. Yes.

622 | 34.34 T Oh, what a idea!

623 | 34.37 S | The student says. B DGR E -+ ([ want to study
about colours/[in future] ...)

624 | 34.39 T B DRI ? (Studying colours?)

625 Oh, beautiful!

626 |34.41 S | The student says in ---

Japanese.

627 | 34.43 T | Teacher replies. Oh, good!

628 | 35.00 T | Teacher asks a student | ----

629 a question in English. | You have to go to America.

630 You have to go to America!

631 | 35.18 T | Teacher asks a student | You wanna work at a hotel in

632 a question in English. | Thailand?

633 | 35.35 T | Teacher asks a student | Excuse, me.

634 a question in English. | How many hours did you study?

635 You study 1 hour? 1 minute? 1

636 second?

637 | 3547 S 1 hour.

638 |35.48 T 1 hour?

639 What subject?

640 | 35.54 S | Astudent replies English

641 |35.55 T English!

642 You are joking!

643 | 36.02 T | Teacher asks a student | Excuse, me. Excuse, me.

644 a question in English. | What did you do last night?

645 What did you study?

646 What?

647 | 36.13 S | Astudent replies. English.

648 | 36.13 T Why English?

649 Japanese, Okay?

650 Are you sleepy?

651 Are you sleepy?

652 No?

653 | 36.36 T | Teacher moves back So, can I go on to the next one?

654 to the front. Can I go on to the next one? Sure?

655 | 36.41 T Say, sure.

656 Can I go on to the next one?

657 Sure.

658 Can I?

659 | 36.46 S A student replies. FATRDE X TWUIL - (If

everyone wakes up...)
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660 | 36.51 T Fr Ao E TWIUE 2 (If
T everyone wakes up?)
661 Student A, can I?
662 | 36.53 Say, sure. Can 1?
663 | 36.55 S | Student A replies. Say sure.
664 | 36.56 T Pardon?
665 | 36.37 Student A laughs. Ahahahaha...
666 | 36.37 Sure.
667 |36.38 Can [?
668 | 36.59 S | Student A replies. Sure.
669 | 37.00 T Okay.
670 |37.01 T | Teacher remains So, anyway, stop there.
671 standing at front. Two.
672 [ JNORERIEE Y 2T LT
673 A2 EN, (Change the word
appropriately.)
674 This is based on Lesson 27, okay?
675 But we skipped lessons. So now
676 doing two.
677 One, he treats me as if I,
678 bluh...bluh...bluh..., his own
679 child.
37.36 T | Teacher chooses a
student.
680 | 37.37 T Student H, Student H?
681 |37.40 S | Student H replies. 1TV, (Yes)
682 | 37.43 T Could you do number one?
683 | 37.46 S | Student H says. He trea... treat.... (the initial /t/
was pronounced /to/)
684 | 37.48 T Not, /to/, /t/, /tri:t/.
685 | 37.50 S | Student H says. /tri:t/
686 | 37.52 T uh-huh.
687 | 37.53 S | Student H says. me... as... [...
688 | 37.59 T asifl...
689 | 38.01 S | Student H says. was
690 | 38.02 T uh-huh, that’s... that will be okay.
691 | 38.06 S | Student H says. his...own... child.
692 | 38.09 T uh-huh.
693 He treats me as if [ were or was his
694 own child.
695 Okay?
696 | 38.25 T Nowadays, native speakers tend to
697 use ‘I am’, but as for the based on
698 the school grammar, you have to
699 use ‘were’ or ‘was’.
700 | 38.36 Okay.
701 | 38.38 He treats me as if [ were or was his

702

own child.
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703 | 38.43 Student J, could you
704 put into Japanese?
705 | 38.47 Could you put this sentence into
706 Japanese?
707 | 38.50 Student H replies. 1TV, (Yes)
708 | 38.51 Student H says. WL 1% (He... He...)
709 | 39.00 KL% (me)
710 |39.08 L% Fh% (me... me...)
711 | 39.12 I guess, he, he is not a real father.
712 | 39.20 Okay?
713 |39.23 He is not a real father.
714 |39.30 EFELDOLIIH->T
715 7,
(He treats me as if I were his own
child)
716 | 39.33 Xy, (Yes)
717 HODTELTHHND X HIC
718 oo T ET, BHFELTL
719 WE T, (He treats me as if I were
his own child)
720 | 39.43 Okay?
Teacher picks up
eraser.
721 | 39.48 Student D, can I erase here?
722 | 39.49 Erase?
723 | 39.51 Can I?
Student D nods.
Teacher erases the
black board.
724 | 39.56 Teacher writes ‘As if” | As... if...
on the board.
725 | 40.12 Teacher writes ‘£ % | ¥4 T, b7rt, ~ThHDLHN
726 T~THHNDED | DXL,
\Z°  on the board. (4s if... it were...)
727 |40.22 Teacher writes ‘&7z | H72HL~THoT=nD L D
728 M ~ThoTD |1, (4sif... it were...)
X912 onthe
board.
729 | 40.32 Okay?
730 | 40.34 Teacher writes a mark | This one? This one.
on the board.
731 Teacher writes a mark | This one? This one.
on the board.
732 | 4041 Asif...
733 | 41.07 So, as a matter of... as a matter of
734 fact, he is not his own child.
735 | 41.14 Okay?
736 | 41.15 Different ‘he’.
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737 | 41.16 He is not his own child.
738 | 41.19 He or she, I am not sure but, you
739 know.
740 | 41.27 T But as if I were his own child.
741 | 41.31 So, the subject ‘he’ is a real, not
742 real father, okay?
743 | 41.39 T So, two, two, two...
744 | 41.46 You are making?
745 | 41.47 Making a copying?
746 | 41.48 You need some time?
C | Students are writing.
747 | 42.09 T So, two.
748 | 42.10 T He talks as if he
749 bluh...bluh...bluh... to the Sahara
750 before.
T | Teacher chooses a

student.
751 | 42.23 T Student I? Student I?
752 | 42.27 S Student I replies. 1TV, (Yes)
753 | 42.28 T | Teacher asks Student | Do you have two?

L.
754 | 42.38 S | Student I speaks ina | He talks as if he...

low voice.
755 | 42.41 T Excuse me?
756 | 4245 Speak, speak up!
757 | 42.50 So that everyone can hear you,
758 huh?
759 | 42.52 S | Student I speaksina | He talks as if he...

low voice.
760 | 43.00 T Excuse me?
761 | 43.02 He...?
762 | 43.03 S | Student I speaksina | He...

low voice.
763 | 43.04 T ha...
764 | 43.05 S | Student I speaks ina | had

low voice.
765 | 43.06 T had
766 | 43.07 had?
767 | 43.08 S | Student I says. been
768 | 43.09 T been
769 | 43.10 Okay.
770 | 43.11 He talks as if he had been to the
771 Sahara before.
772 | 43.20 T Student 1?
773 After the words, the Sahara, there is
774 one word is omitted, so the Sahara
775 what?
776 | 43.27 S Student I speaks in a Wi (desert)

low voice.
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777 | 43.29 T Pardon?
778 | 43.30 S | Student I'speaksina | b5 (desert)
low voice.

779 | 43.31 T W\ Z W (the Sahara desert)

780 | 43.34 Of course, in English.

781 | 43.36 How do you say ‘ib{5i(desert)’ in

782 English?

783 | 43.37 S | Student L replies. desert

784 | 43.38 T Excuse me?

785 | 43.39 S | Student L replies. desert

786 | 43.40 T Um, you, perfect.

787 | 43.43 T de-sert

T | Teacher writes ‘désert’
on the board.

788 | 43.49 T Okay?

789 |43.50 T desert, ibi5i(desert)

790 | 44.00 T | Teacher writes Here, we’ve got another word.

791 | 44.06 ‘dessert’ on the board. | Double ‘s’. The stress, you know?

792 | 44.12 on the different...

793 | 44.18 This one is dessert. It’s sweet...

794 | 44.20 Tastes good... Sweet.

795 | 44.22 Sweet, okay?

796 Desert.

797 | 44.28 But, you can eat dessert, but you

798 | 44.29 can’t eat desert.

799 | 44.32 Okay?

800 | 44.35 desert, b5 (desert)

801 | 44.38 the Sahara desert

802 So, anyway, put it into Japanese.

803 He talks as if he had been to the

804 Sahara before, the Sahara desert

805 before.

806 | 44.49 b, PNTHEE S T~ B

807 W Wb o Tha~ i~

o NELSELESTR~RAN

811 ~TIMA~, d~2h, HZ
ZiZh, dnrdHolo & L~
(Well, you know, in the Sahara
desert, there is lots of sand, then, it
is smooth, and there are strange
creatures there. Isn't it great? And
there was there)

812 I\, (here you are)

813 | 45.06 T 1TV, BRL T, (Please. Translate
it.)

814 | 45.12 S Student L speaksina | ff %%/~ FHOEIZ -+ (He... the

low voice.

Sahara desert...)
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815 (4518 | T P INTHHENZ 2 (to the Sahara
desert?)
816 | 45.20 T 1T > 72 ? (He has been?)
817 | 45.24 T 1T > 7= ? (He has been?)
818 | 45.31 T loud voice, huh...
819 | 4534 T 1T > 72 ? (He has been?)
820 S | Student L speaks ina | Z & (He has been to?)
low voice.
821 | 45.38 T Z & ?(He has been to?)
822 | 45.41 T bssss....bssss....bssss....
823 | 4547 T Student J? Student J, you will
824 interpret this, huh?
825 S | Student I replies. {T> 72 (He has been.)
826 |45.51 T | Teacher gestures (puts | 7> 7= ? (He has been?)
a hand to an ear).
827 | 45.56 T bssss....bssss....bssss. ...
828 |45.59 T I can’t hear you.
S | Student I helps
Student J.
829 146.01 T Huh?
830 N Student I speaks. BT F D THANTWEICAT
831 STEND XD IZEET,
(He talks as if he has been to the
Sahara desert.)
832 [46.06 | T DIt £ D TIANTWREIAT
833 ST BB DD XS IZEE
834 +.
835 | 46.14 MDY DAY Thb,
(He talks as if he has been to the
Sahara desert.)
836 |46.20 T Okay?
837 |46.23 But.
838 | 46.25 Teacher writes ‘He As a matter of fact, as a matter of
839 has never been to the | fact,
840 | 46.36 Sahara’ on the board. | he? or she? I forgot... oh, he!
841 | 46.38 he... has... never... been to the
842 Sahara.
843 |46.52 Teacher points out the | This is it. This is the fact. Okay?
844 | 46.56 sentence above on the | He has never been to the Sahara.
845 |46.59 board. But he talks as if he had been to the
846 Sahara before.
847 | 47.06 Okay, got it?
848 | 47.09 T 2% \H, (4 mountain of lies)
849 |47.13 W T Dy, (Alright?)
850 | 47.19 T 5243, (This is the fact)
851 |47.21 Teacher points out — LT 2 LR E,
852 | 47.22 ‘Sahara’ on the board.

853
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Teacher points to a

THLRNAT T2 ERH D)
DEHIRNASD T,
(He has never been there once, but

854 | 47.28 student. he talks as if he has been there
855 | 47.29 before.)
WWNTT Dy, (Alright?)
856 | 4731 ELRLTLLE?
857 | 4730 (You often do this, don 't you?)
258 | 4735 F<RLHTLE?
(You often do this, don 't you?)
L o 77>, (You pretend)
F<RLHTLE?
859 |47.36 (You often do this, don 't you?)
860 |47.37 XN, (Okay)
861 13, (Right?) Student A?
Lo 7eh—,
(You pretend)
862 | 47.40 S | Student B replies. 1TV, (Yes)
863 | 47.50 T A DFETI ? (Is it perfect?)
864 | 47.52 Student H, are you okay?
865 | 47.53 Are you awake?
866 3R L 72 &V, (Study!)
867 | 47.54 S | Student H replies. No
868 | 47.56 T No? Are you sure?
869 | 47.58 S | Student H replies. Sure
870 | 48.00 T Student K?
871 | 48.02 S | Student K replies. 1TV, (Yes)
872 | 4805 | T AR L 72 &V, (Study!)
873 |48.07 T So far, so good?
874 | 48.08 S | Student K answers. Yes.
875 | 48.09 T Uh-huh.
876 | 48.18 T % 9 UWR2(By the way). tunning
877 out of the time.
878 4821 | T Tk, AR & & AAGE
879 CHMLTHE
(Well, I will explain what we
learned today in Japanese.)
880 | 48.26 REEICIE — SO BRI B -
o T R % & U
TTT,
(Conditional has two rules, they are
the second conditional and the third
conditional.)
884 TEXHEHE R0 £, 2
885 ~, EERNRFEHLT, 5H

886
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887 BRELITOVELEEDR, Zo60
888 F IR EFEEH iz 72 b DT
R
(When you see how the sentence
constructed, you will be able to
understand soon, well, in today s
lesson, I employed practical
examples. Those sentences are re-
written by systematically.)
5 | 45.45 A (R
891 LiES T, FIATHTETD
892 T, £V TREES MR,
HFHELET,
(However, some sentences have
different tenses in one sentence.
There, of course, exists such
893 | 48.56 sentences.)
894 | 48.58 W\ T4, (Alright?)
895 T, ARZEZTHNTZoNZF
896 — T, FRIZZ o BRIOER S
897 ARICER SN ETOTRED
898 FTL IS,
LWH T EFESTATT,
(Then, I have told that those
sentences are frequently asked in
college entrance examinations, so
899 | 49.06 please bare in your minds.)
900 | 49.09 WNTTR, (dlright?)
901 T, b, asif, WFTHYF
902 | 49.10 D
903 T, £ TRAUBATH DD
204 LI, HENLRABRATH
905 STMDEHITEND ZET,
906 BHITROE ) B L E T,
WDWWTL X DD,
(And, there are two meanings in ‘as
if”. “..asifitis... and ‘as if ... it
4925 Class ends as chime were’, both express not telling the
907 | 49.26 goes off. truth. Alright?)
That’s all for today.
908 |49.29 L NZ.(Stand up)
Students stand up.
They are making lots
of noise as they stand
up from their chairs.
909 | 49.37 KT, (Stand still,)
910 |49.38 Lo (Bow.)




-467-

911 |49.39 Teacher thanks the Thank you very much.
students.

912 149.40 Students thank the HonEHsTZNWE LT,
teacher.

(Thank you very much)
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Transcript 4: Lesson 4, Senior High School Grade 3 students

Class 4:

Class time:
Student numbers:
(Researcher's translations are in bracketed italic script)

(Year 12)

Grade 3 (Year 12 —ages 17-18)
50 minutes
34

Line | Time | Speaker Activity Speech
1 0001 | T T, FERBOLET,
(Please give a command.)
00.02 C | Students stand up and
put their chairs back
under their desks.
2 00.09 | S K[EFT . (Attention)
3 00.10 Lo (Bow)
4 00.11 C BAWLET, (Please)
C | Students bow.
5 00.14 | T T, TR BED S TZE 0,
(Okay, well, please be seated.)
S | Students sit down on
their chairs.
6 00.22 T BAL L D Z, (Please meditate.)
7 00.23 S BRI, (Meditate)
C | Students close their
eyes and sit still.
8 0030 | T (Toastudent)H & > L EAZ I A
9 LELX I,
(Lets put your chin down a little
bit)
10 0033 | T I, Co. BIARHT,
(Okay, well, stop meditating.)
C | Students open their
eyes.
11 00.36 T | Teacher remains in XDIMEDOTEHEIZESNT,
12 front. TOEFHEITLET,
(We will go through what 1
announced yesterday.)
1310041 2ok, —OBREA AIRHEET
. A ELANDT, A=Y
16 T, A—FR&foTWET,
R IDH Y 7,
(Well, firstly, we are not going to
have a vocabulary test. Listening
cards are being distributed. There
are 5 questions.)
17 00.48
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18 A HITEWATT R, KF0 4
19 IS DI TO T, RILANE
20 5 bOEENTHHVETD
21 T, BB LD LBEE 270
EBRWET,
(Today s listening part is short. The
dialogues were divided into 4 kinds.
I want you to listen to different
oy 00.59 contexts. I will give explanations
23 later.)
" BbUE LI, HREDIES
25 D, £, b roEHIENN,
26 KboTWRVWOT, ZL50
Eo L. DLBAEL- T, £
DT L W E T,
(When we finish the listening part,
we will move on to the textbook.
Well, we haven t finished the
vocabulary part so we will do that
and then we will do some reading.
27 01.09 Then I think we will finish.)
U, VA=V T %Y 97,
(Well, I will distribute the listening
handout.)
Teacher distributes
handouts to students.
28 10143 L. FE o RAEBENTIRES
29 VY,
(Now, please write your ID and
name.)
30 | OL.51 b, A HIFR, —EFOLN
31 BESTRNRNIRNY A= 772D
32 T, EICRIRERTH BT
33 INGED
(Well, today, you will listen to each
listening dialogue once so could
you please look at the context
first?)
ol R B L ABIN TS LD, &
36 HIE TORFHEIZED Y T2 A
37 e, RS EEED TL X
5 ?
(Although all the dialogues take
place at shops, the pictures, letters,
etc. are not the same kind, right?)
38 ]02.07 TTOT, Lo &EICATYH
39 5o TEIE D BN AR,
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(Therefore, I guess you could see
them first.)
ZOMIZ CD OFAH L L £,

40 02.13 (I will set the track of the CD while
you are doing that.)
Hrok, fFoTLLIEEN,

41 02.15 (Please wait a second.)

C | Students look at the
handout.

42 10242 | T b, BmElIH72nWTh, £72,

43 LD £ - L RARNT R

44 %2 £ HT,
(Oh, please do not look at the back
of the page yet. Could you not look
at the back of the page? We will
look at it later.)

45  102.49 T VWNUWNTT 3, (Are you ready?)

46 1RO TH, (Can 1 start?)

47| 02.52 BFEEHE L7 < - T

jg T, VO T, HITHEO O
T L LITERE LT ZE Y,
(Dialogues will be played only once
and they are short. Please be
careful not to miss the short

50 02.59 dialogues.)

p ., x~. BEEMGLHY ET

52 ZAYST- S B S 1 R /R g AN

53 Wb, BEEE LRI D
IZBBEW LR,
(Right, well, you will have some
time to choose. First of all, the CD
will be played only once. Please be
careful not to miss it.)

54 103.06 T, A~ WERD . BT

33 Linc ) ET 0T, 2~h,

- HO, bbTHRNE I, 7%
FL XD,
(Then, well, you will listen to
English sentences played quickly.
Well, right, well, please do not
panic.)

58 103.14 (T, T WEET
(Okay, well, here we go.)

03.15 T | Teacher plays a CD.
59 CD One.
60 03.18 Excuse me.

61

How much are these T-shirts?
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62 The plain ones are eight dollars
63 each.
64 And the ones with stripes are 10
65 dollars each.
66 I’1l take the blue one with the white
67 stripes.
68 03.33 T ZOWNHIAE—RDOHLOTY
69 .
(The speed is something like this.)
7010336 E&bIhlbnTih,
(The length is also something like
this.)
/1 03.40 I XN (Well), Number Two.
72 03.44 | CD Two.
73 May I help you?
74 I’'m looking for a pair of running
75 shoes.
76 Okay, what size?
77 I’m size seven.
C | Students listen to the
CD and choose an
answer.
78 04.06 | CD Three.
79 May I help you?
80 Yes. I’d like a cheese burger and a
81 coke, please.
82 What size?
83 Medium, please.
84 Is it for here or to go?
85 For here, please.
C | Students listen to the
CD and choose an
answer.
86 04.29 T Number four.
87 0434 | CD Four.
88 Are you ready to order?
89 Yes. I’d like to have a T-bone steak.
90 Soup or salad?
91 A green salad, please.
92 Any dessert?
93 Just coffee, please.
94 0457 | T EBPKIZoE DT D -T2 LT
95 WD T,
. BIE LI b,
(Are you okay with circling the
answers? Have you finished?)
97 05.02

Rz BV L E T
(Please exchange your handouts
with your neighbours.)
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Students exchange

their sheet with their
neighbours.

98 1 05.08 RARIEHS ETHMD AT,
(Marking must be done by someone
else.)

99 | 05.11 —,. RREAZEMLRT

100 TWNWDHDT, 7T AELFIENS

101 THDZRNOT, BEVLE

102 +
(There are some spaces for makers
to write their names, so please
write class and family name.)

103 | 05.18 AEBILB T LET A SIS

104 I, BxzAbEELET,

(I will give an explanation later. We
will check the answers first.)

105 | 05.23 Z~. —&., (Well, number one)

106 C

107 | 05.26 —%. (Number two)

108 B

1091 05.28 =&, (Number three)

110 A

} g 05.31 VU, (Number four)

C

113 | 05.32 CBAC OJEEC
(The order is C, B, A and C)

114 |05.34 —Rl— L AT S T, AR E

115 TLTRBELIZEW,

(One question is equal to one point.
Please return when you have added
the total.)

Students check

answers and return the

handout to the original

students.

116 | 05.45 FIZH—FRRALTHE LTV

117 WTT A,

118 ok, ARIF36EH, EiED

}% R, FTOHFZI2A15H->TE

121 WTHBHE-oT, ok, L2

122 L2 LBEZLSTEEN,

123 RO I, W53 O AT, 7

124 ADHTHAFE T, oxiTW VD %

125 A,

126

F72, BN LETOT,
STNTLIZENY,
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(Could you please record this on
your record card? Well, today is the
36" can you please write 15" of
December on the back of the card,
the bottom part, well, is it L2?
Please write L2. It s fine to write
only the marks, what marks out of
four. You don 't need to write circles
or crosses. Please hold it when 1
collect it later)

127 10512 | T A BT EHEIZE, B, &

128 PO EVWSIDIEE fARE ST

129 STDh, L bho THARN

o ABEBDT, b5 —HEREREY

s # LT, A Lo & g
R
(Today, if we simply collect them
then finish, those people who did
not understand will be concerned
so I would like to make sure
[everyone is okay] by turning back
again.)

133 (0526 | T Mo, RLAENE TR,

134 WL, BIEBRNARPS 0 L

135 NARWEEO L = il b

136 BN E T
(There are four different contexts. [
would like to consider the
expressions which you might not be
able to understand.)

T | Teacher plays CD.

137 (0534 | CD One.

138 | 05.35 T — O HNB1,
(From the first dialogue.)

139 | 0537 | CD Excuse me.

140 How much are these T-shirts?

141 The plain ones are eight dollars

142 each.

143 | 0545 T ZIT, EOoMlzAELE?
(How did you do here?)

144 | 05.47 ‘The plain ones... are eight dollars

145 each’ > CTE->Tx L7,
(It said ‘The plain ones... are eight
dollars each’)

146 10551 Plain & 13T L X 9 7>,
(What is plain then?)

147 105.54 | T | Teacher writes plain] | Plain T 42,

on the blackboard. (It is plain, isn't it?)
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148 10607 | T A~y IREERES>THD &
149 i, Frv—ra—snror
150 V—y#ﬁ& D ATTNR, 7
ol eI E LY DTN PN
153 Tb\f@b\%ﬁob\“(b\f;b\io
154 ma—r vk, FTL—ra—r
155 VEhoTEITLE?
156 | 06.12 Teacher writes £, ZOVIHLDOLFEILT,
157 @mmwmm@mwlImm&mi@@\:iwi%@
158 Japanese. DOEAEITIE T, B
159 ﬁhtﬁ\ﬁ%%éT%ﬁf
R
(Well, if you use this in everyday
situations, 1 think [it is] plain in
plain yogurt means it does not
contain sugar and tastes less. You
know plain yogurt? Well, same
here, plain. This is an adjective and
it means there is no pattern on the
fabric.)
160 | 06.22 b, ZZOFRTWITIE, A
161 EBIE, £HZh8 RuiZe
162 BB LI ET.
163 The plain ones are eight dollars &
164 EoTWELL,
165 Plain T,
166 ZOFITITHEFEL LTIIHT
167 b\fib\fﬁ‘i@o
168
/e
(So, the alternatives A and B are
eight dollars, just as it said. It said
‘The plain ones are eight dollars’. It
is plain, the vocabulary ‘plain’does
not appear in the picture.
Next.)
169 | 0638 | CD And the ones with stripes are 10
170 dollars each.
171 | 06.42 T | Teacher holds up the Z Ui, ones with stripes & &
172 handout and points at | 7= A, G342, 2. COF
173 it. {21 striped © TUVY D 5 ) (ITEW
174 ThY ETR,
(This, the CD said that ‘ones with
stripes’. There on the handout,
‘striped’ is written.)
06.50 T | Teacher writes
175 | 06.51 ZobLOIED DD . AFVIED
176 striped L FHERD || L0 EBHATER, A
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177 stripe® " Stripe TV 9 4431 TE 5 56

178 (striped, adjective HBHEALBHAALTTITE Y.,

179 Japanese meaning | 5 = g, Ml S5

Stripe, noun - .

181 | 08.12 : ) A

182 EWVDH T IR ET,

184 plain, stripe, striped Z 41 T} T
bdHD ET LA,
(This could be used more... I think
this can be used in many ways.
There is a circumstance in which
this can be used as a noun ‘stripe’.
Anyway, this is the expression to
use for a striped pattern. Well, so,
here, there are plain, stripe,
striped.)

185 |08.22 | CD I’1l take the blue one with the white

186 stripes.

187 10826 | T MEIZ, o TlDlX, fiH.

188 ARTATDIE I L BNET

189 LESTWEZ LT £,
(What the CD says in the end, in
the end, I'll take the striped one)

190 FNoTEATE T ER, TobD

191 ESIRI

192 7Z7-7TC., 10 RKVvoTE->Tlm

193 5 &, (It was expensive, the
striped one. Because, the shop
assistant said it was 10 dollars.)

194 FERNIA T AT DED |

195 IZZ DN TV DRI DIE D

196 ol ) LT, ChE

197 SEDOPEfFEND Z L TT,

o LIAT, brok, BEAR

200 THHAZETH, I THD
Co (In the end, the customer
chose the striped one, so choosing
alternative C is correct. Could you
please have a look at the back of
the page for the first time?)

201 HDR, TIT, o Tnz—

202 Ttk DRILT, Tl take the

203 blueone’ & 5> T A TT N,

204 R (ORI EET,

o LEoThATTF R, T\

207

21EEET) OFRHEWNHID
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208

209
210
211
212
213
214
215
216
217
218
219
220
221
222

223
224
225
226
227
228
229

230
231
232
233
234
235
236

09.35

Teacher writes
polka dot /K EAAH
(polka dot Japanese
meaning)

X, WREThEZHE > L) T &
(272D TEMR, THNET,
EIXEDLRVWATTR, )
B, BIZIE, ‘buy’ &) RBUT
HAEY VR, D Ab
WAHTLXEOITE, 22T
EBIUSHIC Tlltakeit” U
R, broktZEhb bk

Tol LWVHIRBUTR-TNE
T, ‘Take’ & Z O W) HEITHE
HILEENTVETOT, ToHW
IFENWRBL T &, Kk
MOIITED TEnanwiits
9,1 Tltakeit” £, F=v
J<—7THLTEBWZHWWN
A U722 (Well, the last
expression was, the CD said ‘T’1l
take the blue one’ at the end. The
expression ‘I’ll take...” means ‘I’ll
buy it’, but people don't say ‘I’ll
buy it.” For example, people don't
usually use ‘buy’for the expression.
Although there are some people
may use ‘buy’, here in the handout,
line four says ‘I’ll take it.” ‘Take’is
used in this situation. This is kind of
a short expression. So why don t
yvou put a tick ‘I’ll take it’on line

four?)
A~ IOV HDETTA,
Z~BE W ORFIZAE 5 ATRENEDS
boHEEEZLITZEN,
b, HoO, Eon
FROFENTELIEDOT, &9 —
BT TR L THBEEL &
9. (Well, please consider it is
possible to use something like that
when you shop. And then, well, let
me introduce one more thing after
all we said about patterns.)
plain & stripe 72T 702> TS
TV, NS RELH DD
T, fEZVoRTTR, X<
Razf=vayDT FAFETHT
< D DOPZNIIE DK EAER
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237 RATTRR, TE”hG, £Z2F
TIHXITHRMLTBEET,

233 KERER, ZHhidha, b o

o L. LD LTHHER - OES
ATEDS, ‘polkadot’ & FUVE
9. ‘polka dot’,
(There is a problem that you only
have to remember ‘plain’ and
‘stripe’. ‘Polka dot’ often appears
in the Oral Communication
textbooks so I will introduce it.
‘Polka dot’ requires two words, it is
pronounced ‘polka dot’, ‘polka

241 dot”)

242 ‘do’ E W) DX Z D, ‘com’ &

243 MO TR, RESTHO

244 THFE, £, ‘polka’ &\

245 9 DITME T, ‘poruka’ & HiF

246 72VNT9 A, ‘polka’ & FETe AT

;2; T £, ‘polka dot’ &\ H DFK

" EHBED T STEELN S

250 Z&TT,

251 22V TR IS TS 5D
T, £, —IRTHITLTREE
%, (‘Dot’is the same as a dot in a
‘dot com’. It means a dot and you
need to have ‘polka’with it. Don 't
pronounce like ‘poruka’.
Pronounce it like ‘polka’, ‘polka
dot’is a expression of ‘polka dot’
(in the Japanese meaning). Well [
have at least introduced you to this
because it appears a lot in the Oral

252 Communication.)
Ko (Next)

253 11039 | CD Two.

254 May I help you?

255 I’m looking for a pair of running

256 shoes.

257 110.48 T ZZIE, AR B,

258 Eo bR E P HRBLH

259 i L7,

32(1) A [8[lX ‘running shoes’ T3 43,

262 ‘shorts” & [l U MI 7RV E

263 2Z&T, &2~ £. ZZiFb

264 MY ET,

265
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Dl EHBRED CIXHER D
EVH ZETT R,

(Here, in the end, this is an
alternative. There was an
expression to choose which product
to select. This time, it is to choose
‘running shoes’. You didn t mistake
this for as ‘shorts’? Well, this can
be understood. At least, the
alternative C should be deleted.)

266 | 11.05 | CD Okay, what size?
267 I’m size seven.
268 | 11.09 T A X132 o TEbI,
269 ‘Imsize 7L Z 2 THEE>TW
270 * L7,
;;; Tam’ ‘Tm> TH A XD D
273 STWIFWHESTATT
274 1, A ENT ‘size six’ Tl 7 <
275 ‘seven’ 7272 D T, BAiEsS L
WD DRIERRZR /U TT D, (It
was asked ‘What size?’ Here the
CD said, ‘I’'m size seven.” This was
the way to say what size - with ‘I
am’then ‘I'm’, so choosing B is the
correct answer.)
276 A~HOEONTA, R H AR L E
2717 ST, SETHAE S HEITE
278 | 11.25 B LT, (Well, selecting shoes,
when you buy shoes abroad, please
279 be careful.)
220 F. Ssize7 o TWozbh, Th
el [, Eh oz, B
282 MOV A ZXDEEL TNDH T &
283 2720 9, size 7> TWVo i
284 b, 2w, bro &I
285 To&E V., 2DHABRATY
286 D3, 2556 LI EDIUL R
287 BN~ ol bV EY
hoo (Well, if its ‘size 7°, this is,
rather, it means that you are
looking for a male size. ‘Size 7’1
don t remember exactly, but I guess
it’s equivalent to about 25.5(cm) or
6 (26cm). If I'm wrong, ['m sorry.)
289 nna, D, rARTEST

290

5. 05 B FAALTHIZTH D b
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291
292
293
294
295
296
297
298
299
300
301

302
303
304
305
306
307
308
309
310
311
312
313
314
315
316
317

DL, BoTAHTL X6,
6.5, Bz X, 3. 3.5, 240->T
HLERHISATTIFE, Tho
ToIREdH, €OV, Btk
H 9 OT, MEDOHZAEITITTT
. bbALA HO, K5 LN
D=V DL HDHATT
FEE, D, =HpD—E-S>T
HTCTR, T FNESI DL
VN, RERETEDR KR E N2 ATT
13, (I guess you think there are
half sizes, don't you? For example,
6(26cm), 6.5(26.5c¢m), 3(23cm),
3.5(23.5¢m) and 24.0(cm). Abroad,
the standard is different from here.
There are point 5 or half sizes. The
size is rough. So it says half size on
the shoes but it is actually a few
centimetres different.)
b, BI04 5
2TV DL, ZATRTHDD
HNE DN, ED
N BAMNERD Y 2 — X2 A
ZRTEHT, KLU -T2 5
PHDOLPHEDRNI EIZLT
LDATTITER, Zrs, B
S BAMERDHL DY A ZFE)
Ty, M 50T,
ZORIIH X ERATENT
KTZEWV, 05AATHTH, ]
EUFNSHNEI L HNTT
R, Bole ) LI DI
MR LIZ W T,
FNEHDRDOEIED DT,
HANE, (Therefore, it is not
certain that you can find shoes that
fit your feet exactly. So when I look
for shoes made abroad, I try not to
buy unless they are just the right
size. So, please remember that
selecting shoes made abroad is
tough. It is difficult to find the right
size. For example, although half
size is printed on the shoes, the
actual difference is only a few
centimetres. And the foot itself is
different from the Japanese foot.)
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318 HARANELLNEF XL, B

319 o, Nleo LERH D EVD

210 DS, SEROY 2 —X

o, L, DY EEOVATT

123 KB, ZAUIAEADRIC

324 BhETHDING, DY LR

325 2, BRIXZ 90 EZ5HEN

326 EVID, EINIELDRED

327 i T, SMETOMEENT D
ERELTEEV, (Japanese feet are
wide so when you put on shoes
made abroad, they feel tight inside.
This is because the shoes are
designed to fit foreign people’s feet.
These feet are something like long
and thin. So please be careful when
you choose shoes abroad.)

28 BE LT b 2 AU O S

oo 5 LD BRI

331 Mb LWAENDT, 20~k

332 THELSTEEV,
RRTTUT Eda, 1T,
(Please be careful especially if you
care only about the pattern you
like. Then you will not be able to
wear them for a long time. This is
off the subject, yes.)

333 | 13.18 | CD Three.

334 May I help you?

335 Yes. I’d like a cheese burger and a

336 coke, please.

337 | 1328 | T ZIT, DO, NEERDME

338 WD ATTN, Pl &b

339 VR v FTHARNENS T

340 TLiA Al 0,

341 | 13.37 —

347 ‘Cheeseburger and a coke’ & 5

343 TWE L7,

344 Z D coke EWVH DITETZETEH

345 i La LET,

346 L, ROV A KT FETE
DINB IR,

(Well, here, you need see the
content. At least this was not a
sandwich, eh? Now, yes. It said
‘Cheeseburger and a coke’. This
coke, I will explain later. However,
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we don t know the size of the drink,

yet.)

347 | 1346 | CD What size?

348 Medium, please.

349 | 1349 | T CZITMOhZESENS T L

350 (2720 EFTOT, ANIEMT

351 +
(Here, the customer chooses the
size medium, so alternative A is the
correct answer.)

352 | 13.54 | CD Is it for here or to go?

353 For here, please.

354 | 1357 | T BEICE > TWDZORRAITD

355 0 E£970y, (Do you understand
the last expression?)

336 1 14.00 A~ BEEZR TSN,

ol IR, 23221y DBRE

350 RETIEZ IV I bOMRHTL

360 HEDNTY FE L, LENE

361 R, INRHEV R - T, #

362 LW R D AMETE b RFIC

363 X [2-5?2] o TWIHIELDOL

364 Lo LEERD I WRERE &
LB L CUWET, (Please look at
the back of the page. Recently this
kind of expression has often
appeared in the Oral
Communication textbook. This was
not treated before so I remember
this expression as one that was
rarely heard when I was asked
abroad.)

200 2~ Al EREICH D AT

367 975, “Is it for here, or to go?” >

368 TE->TC, ZZORBZEZ=NAT
Wiz e\ Z LT, (Well, this
time, there is the last expression at
the end, it says ‘Is it for here, or to
g0?’ This expression was just
asked.)

369 | 14.24 AT E77-207-0 Tidda, Bz

370 X, JEIC AT bR, T2

371 55T, FRNTHHEL LY T

i Tl LEND =2 b b

374 DETN, 2oL, 1FEALIT

376

el WEEOLGAIZITA, OF
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377
378
379
380
381
382
383
384
385
386

387
388
389
390
391

392
393
394
395
396
397
398
399
400
401
402
403
404
405
406

14.38

DN L NE T, (These
days at the fast-food restaurant,
you may be asked ‘Are you having
it here?’. I think it is usually the
case that you are asked at the end
in English.)

ZNT, [BHEALERD ] &0
WODIE, £b, HSETHH
AFEI) 7R BLI2 DT, “for here’
EEAR EIDiC TZZTR
ROHBTE] L nWHZEThY,
‘togo’t Ebhn, ZhITE
b [FBImY ) 2T AR,

[ZZBAMZATS D) &

I EBTlogo LWV ) FWHFIZ
720 ¥9, (Then, ‘Eat (as an
honorary expression in Japanese)’
is very Japanese way of expressing.
In short, when you are asked ‘for
here’ it means ‘to eat here’ and
when you are asked ‘to go ’it means
‘to take away’ or ‘to go out from
here’, so it means ‘to go’.)

DB Z FITHHRIZE 21X,
“for here’ & 7 ‘to go’ &2y, &

by HOLNT TIgo &N oD F
WHHLETITEL, £ 9
SWHIZ72 D, (Therefore, the
response will be, simply speaking,
‘for here’ or ‘to go’ or etc. Well or
you can say something like T’1I’

go’.)

Bl 21X, ‘take out’ & 22\ S
FiZHAED Lignens Z &
T, AAGENZRLDICZR-
TWETITEL, DT, %
h. CORBEH Lo LT
Bo7Zpur& . “Isit for here or to
g2 I Lo EFOLNDHATT
o ThZEmEIT, 22?2
EVHRECICHERY IZ< VW
T, BAANE, TR, £o0 D
BT D ERZIZH L0 L
RNENWH T EIFMBEELT, Z
INIITTCIIELEZ LEL X9
EWVH ZLTT,
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F. ENIET, (For example,
people don t usually say ‘take out’,
although this is a rather Japanese
way [of speaking]. So it is good to
know this expression. You are asked
Is it for here or to go?’ suddenly at
the end. This is surprisingly easy to
miss. You should expect that you
will be asked this at the end, so
please order in that kind of
restaurant. Well, that it.)

407 JUICRY £97, WU, (We will
go back to the question, number
four.)

408 |15.37 | CD Four.

409 Are you ready to order?

410 Yes. I’d like to have a T-bone steak.

411 | 1547 T SESTObNY ELZ?

412 il ZFHATED D,

ﬂi i &b fish’ & D SR

15.54 Teacher writes SRR B OT,

415 115.59 2B TlATT I,

(Did you get what the CD said?
Did you get what the customer
ordered? At least, you did not hear
‘fish’. It said this.)

416 NN ZI N bEY 72 CH

417 WTLXO®?

418 [TAR—AT—F] LEST

419 WE L7,

420 A—o&, o, Y mEmik

pos RERRSAL BT, AT

13 o0 & LT ) mke AT
—F DR E STV RN

24 | 16.17 Teacher pointsat HHATTNR, [THR—V AT —

425 ‘bone’ on the board. X EWVOIDITZHOVHEIC

426 |16.19 Teacher holdsup the | 9 £ & . HHADOWTT,

427 handout and points at | = Z#x&a A= 5. [T O

428 it. S2THTLEI?2 2L, BD

P oA TR, 5\ S R

o EH>TET, BT HICHOM

432 WIZDNWTWBR STV H D

433 I, HEEAVE DS DD S B

434 5 LT BEROWIIREED %

435 FHENTWLIRAT—FDOZ %

436 [TAR—VAT—F%] 2 CTFH
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437 ATER FV, EHED Z

438 Nz L TWDRENTARIC

439 VAT E S, BENTE
2T, B DI et

440 HNE] BTN DX, BB

442 DEZIHIRVWHDEZANEZLN

443 KEWH LT, AT —FbHE

444 EOTTEERES<EALLD L

5 VW ZETT

446 D INEBEBATZE NS Z &

447 <~
(You are probably less familiar with
this, aren't you? It said ‘T-bone
steak’. Well, listen, there was a time
when ‘T-bone steak’was a symbol
of high budget steak at high grade
western restaurants in Japan, and
‘T-bone steak’ has a bone with it.
According to the picture, it is in the
shape of ‘T", isn 't it? This is part of
a bone. In short, the quality of meat
around bone is good, so the
condition of the steak cooked with
the bone, well, we call it ‘T-bone
steak’. Although there are not so
many restaurants that offer ‘I-bone
steak’. If we say in Japanese style
BBQ, this is equivalent to
something like ‘short rib’in short.
There are the many cases where the
quality of meat around the bone is
good. This is the situation where
the steak is cooked with the bone.
So, this is chosen.)

448 11649 | CD Soup or salad?

449 A green salad, please.

450 {1652 | T T, I TH I AREEINT

451 DT, 2~ BREE LTIED

o 5. CleioTLBELENS =

453 LT,
(Well, the salad was chosen here.
Well, the alternative will be C
here.)

454 116.59 | CD Any dessert?

455 Just coffee, please.

456 | 17.03 | C EWHZ LT, FTH—RMEa—

457 =72 NI 5 IHICE-TE
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458
459

460
461
462
463
464
465
466
467
468
469
470

471
472
473
474
475
476
477
478
479
480

481
482
483
484
485
486
487
488
489
490
491
492
493
494
495
496
497
498
499
500
501

17.09

Tho, CHREMIZE NS Z b
T9, (So now, the customer says
only coffee is for dessert [so]
alternative C is a correct answer.)
D, T7=AbT=8 &M 2R,
AADZ77ILADEHITZ D
RoT, 7H— FRAMWET
N—2Dky MILoThHAE
DBSLESL RN, RTEH
D, R I R=ZXENN)
b THDT, HBAEY,
o —fHEREBEBATLE X
X, — o — oD@ A< M
MWD Z EDI N Tr— A%
TETIFEL, Ho, 17< & 2
AT TR, oY, £
D, ZOREOBEE T &,
PRHE DR IXE S AT
ANSIY ARV NOR-P /AN A
DIZIFER & Z B T
WHOEEED LT3, £9
Wo b DN I GHETTE, &
CIXUARHNTTITE DL, B
9, e D, FTEEIELE
IFTHDMN D, BT XD
ANt R NPV N dW/N
5, THIRZ 2T 20 ATY
72| ‘Appetiser’ & SWE TS
ELABRIZESTHD0, £h
Mo, THF—=RMINDD0n, W
oY/ AYY/ AN = N/ X/ 1
T—b—RDOMN, £ LR
D, WHETND D W
WDONED, EINI T EFE
T, BEIZINITEAD (Z#ED
N55a6H507T, Eidb
D, T7=AN=F TIER W T O
XEWH DI, RIFY ., FERT
N—HORB, SARKNIRD
MR LS TR MENDD &
WHZETY, £b. TOHVD
HLobia, —oODIIH., £h.
FAEERE T2\ 2 b DT, AAl
VA= T HEBNTHE Lol b
WHZETHEHY FT,
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502
503
504
505
506

507
508
509
510
511
512
513
514
515
516
517
518
519
520

16.24

16.32

16.47

19.05

Teacher points at

T-bone steak| on the

board.

Teacher holds up the
handout and points at
it.

Teacher writes

Coke
ol e a—7

(Coka - cola)

Teacher writes

HLWTL X 922
(Well, there are increasingly many
places such as fast-food restaurants
and family restaurants that have a
set menu including dessert and a
drink and places with help yourself
drinks. So customers don t need to
choose if they choose one set, so
they are not asked one choice from
each alternative. However, there is
a restaurant where you will be
asked how meat, eggs and potatoes
are cooked and of course, meat.
Then you will also be asked
whether you will have a starter. It is
called ‘appetiser’ - whether you
want to have dessert or not, coffee
for your drink or not, with sugar or
not. There is a case where you will
be asked carefully. Therefore the
way to order not [as] at fast-food
restaurants. You need to know the
sequence of ordering. Well, you
know, this is one of the preliminary
steps, so I ask you to listen to this
CD today. Are you all right?)
[TAR=VAT—F] LWVOD
ITDHTTL & ?
R, Z—, TARLDLHDH
ZEVS ZET, i, BAEY
BELTZENY,
(This is your first time to hear ‘T-
bone steak’, isn't it? Well, it is
useful to know.)
mRIZ, HO—, KFEZZD
7V hOPITH D ATI N,
—%&Z2b 5 EAETIELATYT
7 &%, [Cheeseburger and a {7]
LA X coke] £V ET
R, ZhdofRRl b7V
¥ b EPEREIIENTH LY
BbHYETNH, ThIFTHRZ
noZLirdT,
D, HBLETHaH - a1—7
D ELTT, ‘Coke’E~T72
O, b, "Tva—J7o
12, ‘Coke’E VNS DITH Lo
BorL,
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521
522
523

524
525
526
527
528
529
530
531
532
533
534
535
536
537
538
539
540
541
542
543
544
545
546
547
548
549

19.47

Pepsil

A=y NTUERENTOLHD
BalZiE, MEEO VWO ITbZE
WOT, R21ED, Z9Fb7R
FHIXN TR WEEbH 5D
T, 12026, ZOEETE-H
ZENWTNDLMNA=a—b
T, Z— ‘Large Pepsi’ & 572
FENTRWGE L HLHDT
1, HIT ‘Coke’ TiXAg &)
ZELEoTREET,
HORAARTIITZRIZASN « 23—
TN =T ZMELTNDHD
T, b9, a—JLERE =
e A—=FWRAA—=TNHY
FIH, A—, HEICE-T
X, &9 TlER< » T, "7
Lady - a—I¥xr LETIE
W7 EL T 6N
TNV EENS ZLELH
LB TI R, NI URIIOK
B L NEN TV RN S TN 9
Frbd DT, —Iii, 2—
‘Coke’ & ‘Pepsi’iddb D AT, =
— 7T EoTh, LR
WIFE > TnTLZEw, HL
< BRAWLET,

T, TLlles, 507 A by
— h& A — F&RTOFHFIZEL A
BN ET,

(Lastly, well, please look at number
three in the handout. It says
‘Cheeseburger and a size
something coke’, it appears there
or in textbooks not obviously.
However, it means, of course,
Coca-Cola. It doesn 't mean you say
‘coke’for ‘Pepsi’. Where ‘Pepsi’is
provided, well, these days, there are
many places providing ‘Pepsi’, it
doesn t always mean you can get
‘coke’. You have to see a menu and
then have to order, ‘large Pepsi’, so
1 mention [it] here. In the Japanese
case, the Coca-Cola company has a
monopoly so it is easy to imagine
‘Coca-Cola’when you hear ‘coke’.
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However, ‘Coca-Cola’ and ‘Pepsi’
are close to each other like half and
half abroad. There are places that
only provide ‘Pepsi’, so please keep
[that] in mind. Well, then, please
pass the handouts and cards to the

front.)

Students pass the
sheet and card to the
front.

19.56 Teacher cleans the
blackboard.
550 | 19.58 ZOo®HITEIVa LAY — X
531 DI DRFEENEEL LI,
(After this, let's continue section
three from yesterday.)
Teacher receives the
sheets and cards from
the students who sit in
the front rows.
552 | 20.34 KBEDOY A= Thbika, b
553 LEES DS vy E5,
>34 E2, OO T EIE—o L
e BT H B TET T S,
o BT ERTEAD LD, b
558 Sl BHRLDOEN, OV
IHLDOEEZ TN ERNET,
(From next week's listening, the
level of difficulty will be raised.
Now you are listening to short
[texts], answering only by looking
at pictures. I want to prepare
something complicated.)
20.49 Teacher goes back to
the podium at the
front.
559 |20.50 v, Th =, /— RO
560 VY FO¥EfFELTHHoTH
561 WNT A,
(Well, then, please prepare
notebooks and handouts.)
Students open their
notebooks and
handouts.
562 | 21.01 7 ar A=l Ao LD
563 ATLIz kA,
e Z—. HEEOMROBE L7

WnZp LD AT,
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566 HO T, BTN TS ?

567 ﬁiﬁf#ﬂo

568 RIS LY —F L

569 b‘975> SKHADAD DT, £ T

570 R, FELOTNWEELE I,

571 1TV, T, 20 DREND

572 TUW 2P

573 XD TS D “consist of

‘panel’ T DILETZHHMDOD EL

574 2o FEFTVEELL I,

375 RAITVEET L, Zonb,

2;2 TV, RIZHOTFTIZE W,
(We have just started section three,
haven t we? I think we haven t
finished checking the vocabulary.
Have you at least checked the
vocabulary? Are you all right? Let s
put the vocabulary together when
we read. So, is it okay to start at the
place where we finished yesterday?
Yesterday, we have done until
somewhere or other - ‘consist of " or
‘panel’ on the left half [of the
handout]. Lets continue from there,
from now on. I will nominate. Well,
please repeat after me.)

578 |21.33 T divide

579 | 21.36 C | Repeats divide

580 | 21.37 T divide

581 |21.38 C | Repeats divide

582 2140 | T Ao &, £ 9T, Student

583 A, EOVIOEKRTL X 9,
(Well, let me see, Student A, what
does this mean?)

584 |21.42 | SA | Replies TET S, (To split up.)

585 |21.43 T SET A, ST AH,

586 [ % z%/\ila“éj LENTL

587 N% & HWRED & 2872 T2

S ASFEVN/E S o

590 o] % % 38972 |

591 ST HH VNS T L

592 RATT N, 2z2s, BADS

593 DIXTFTNH L EEDY £TH,

594 7338 2 T 233 < 2D < A

595

596

TEWREZ T THHONERE A,
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Z > &, StudentB, £9 TL x
Do

(To split up. To divide up. If you
write ‘something to divide up’, then
vou will understand it is a verb with
object, ‘something to divide up’.
There is a noun form of it. Well, the
end bit (of the word) changes. It is
fine to answer like ‘something

disappears and something will be
added’. Well, Student B, how is it?)

597 122.07 | SB | Replies ‘de’35H 2. C “sion’
(‘De’ disappears and ‘sion’.)
598 |22.10 T SR e
599 1TV, de’MH R T Ssion’ 3D
600 <o BITOT TS,
601 ‘division’ X\,
(Right. Yes. ‘De’ disappears and
‘s.i.o.n’will be added. Please
repeat after me. ‘Division’, please.)
602 | 22.20 C | Repeats ‘division’
603 | 22.21 T ‘division’
604 | 22.23 C | Repeats ‘division’
605 2224 | T ‘division’ &N D D Z&Af 5 DI
606 AR—=Y DS FFiZT AV D
607 DAR—VFHNTT R,
282 = Dixiision T L—F
610 TEWVWIFWNH & LETH,
611 72DT, Bl S AT Ko
612 W, x—. V=7 OOz
613 KILGEbLHY £,
614 ‘division’ & W\ o 72 B,
615 ‘Divisional play-off” & \» 9 5\ 7
HH D ET A, division T & TT
616 .
o Ln, BEIOZE b O BTG
619 bLH D ETN, ZVDIFTENWT
620 WH A BT D &) Ko
621 ZLEMBNTTR, TG,
622 B L 23\ A A 7RTE BT divide
623 THIHOHEE, divider £ 119
gg Db Y ETH, Tiudb o
626 L, BXAESLS TS ANITED
627 I/\iiéxﬂ\i)§&)‘o\i‘§4o j://\oz
628 HIZWIRIBR TR, o0

OMbHY £9, KITESEL X
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9. (‘Division’is used a lot in the
area of sport, especially, in
America. Well, people say
‘divisional play-off’. In this case it
refers to a divisional district, area,
or structure of the leagues. Though
we say ‘divisional play-off” with
respect to each division, there is
also a case where it refers to
seasons. It often refers to division
of areas. Also ‘to divide’is used as
a divider for technical drawing.
This is for a draftsman. It is similar
to a compass. There is something
like that, too. Let’s move on to next
one.)

629 |23.08 T ‘existing’ (L,
(‘Existing’, please.)
630 |23.10 C | Repeats ‘existing’
631 |23.12 T ‘existing’
632 | 23.14 C | Repeats ‘existing’
633 |23.15 T Student C, fAfCL X 9 ? i,
(Student C, what is this?)
634 | 23.17 SC | Replies HAE (Present)
635 2318 | T t 9 —FE ? (Again?)
636 |23.19 | SC | Replies BITE D (Existing)
637 |23.20 T H. [BIED] TT 1,
638 TV, WD TL X 9,
639 [FAED |
640 . ZRmb. 2ooiFh, THIE
641 |23.24 Teacher writes - .
642 D] Ofb)\i@ﬂiﬂjmx—%) 9%%7@
643 (in existence, existing) HE LV SERROT, SO0
644 ’ Db BEFD) W7z,
645 BHrELEVWITWHETLZ LD
646 HYETHR, BAFOM L Loy,
647 TAUZIFRER, FRZ TEET
643 51 EVOBENDDATY
s M, Zob, LFELTEN
651 2 BIRESTEIE, %

. XV, StudentD, &9 TL
X,

(Oh, it is ‘existing’, isn't it? Well,
okay. ‘Existing’. And then,
‘existing’ means already existed.
Now, so you can also say this with
‘in existence’. There is also a case
where you say ‘in existence’,




-492-

‘something in existence’. This is, of
course, there is a verb form of this
‘to exist’. Well, if you can
pronounce the word clearly and
omit what is not pronounced in the
word. Well, pronounce it, Student
D, how is it?)

652 |23.52 | SD | Replies “4ng’ MH XD,
(‘Ing’disappears.)

653 | 23.53 T HZ2 5?2

654 FELTIELDS AT E

655 72, 1L Loy IS TL

636 7E,
(Disappears? I wanted you to
pronounce it. Well, then, please
repeat after me.)

657 | 23.58 T ‘exist’ LV,
(‘Exist’, please.)

658 | 24.00 C | Repeats ‘exist’

659 |24.01 T ‘exist’

660 | 24.02 C | Repeats ‘exist’

661 [24.03 | T TR RDREFEOITTHDL

662 WEL LI, X DEAD T

663 7 7 TR,

222 ‘existing’, ‘exist’ TI13,

666 oMbl UHET D) £,

667 (Z2ZI2HDH] LWV IIRTE,

668 TTICFZIZH-TWND EVNH

669 HERTE, B BEFETH D)
EWVOERIZAR ST LET,
(I want you to put the accent sign.
Put an accent on ‘i’ after ‘x’. You
pronounce ‘existing’and ‘exist’.
When this is the case, this means
the situation of ‘being existing’ and
‘being there’, and ‘being already
existed’.)

670 |24.21 T /&

671 F <A S REETT,

672 ‘pass away’ L\,
(Next. This is the phrase often used.
‘Pass away’, please.)

673 | 24.27 C | Repeats ‘pass away’

674 | 24.29 T ‘pass away’

675 |24.30 C | Repeats ‘pass away’

676 | 24.33 T Z > &, StudentE, A TI 2o,

(Well, Student E, what is it?)
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677 |24.34 | SE | Replies L5

(To pass away.)
678 |24.35 T (=< 2B o, ¥ b
679 ENRVTHAT, LA
680 5] 2 TWIHIFWHETHHE
o bHBTLE 2N, R
683 | 24.45 Teacher writes AU, ZoBICENTRN T

?%i@.ho

(There is a case where [you should]

not write ‘to die’ but write to ‘to

pass away’, isn’t there? So, this

means, after all... can I write here?)
684 F. E2F, diee LR URATR
685 23, ‘die’ & ) ‘death’ & 7> ‘dead’
686 EVWHERBEDHZ T, WD,
687 Z5. 2OV TIEDHE
o 0| FEHTIZE 50D KRBT
000 S BB 510 MR
691 BUEZD L LD DI, 55
692 TbHDHATTR, BAFELZTS
693 LT, TTnbH, die’k
694 W) RBLDORID D IZ Z 4% ‘pass
695 away’ 1< DHFIZH HHE Y mE T
696 FoTLEIEVIEKRTI )
2% WO BGEICT 2HAN L HY
699 F9, MO & i, Fre
700 D BD, WSROI FEE
701 T RFIZ H o &do S ¢pass away’
702 EWVIHRBURZDRENRH Y F
703 B
;% (BEL RV IZhbnDd] &

WO RBUIH DB D EBE X T
HWWNTL L D,

IE, RNE £T,

(Well, let s say, it has the same
meaning as ‘to die’. You know,
people don t use expressions like
‘die’, ‘death’ and ‘dead’. People
avoid using them in this situation
because people tend to have an
abhorrence of such expressions. So
people say them into another way.
Therefore, there are many cases
where people use ‘pass away’
instead of using ‘die’to indicate
that something has already gone far
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away, people use as an idiom.
People even change expressions to
‘pass away’in lyrics, poems and
passages. You can think this
expressions is equivalent to ‘751

SROICHRH4D [the
euphemistic expression for ‘death’
in Japanese]. Well, we move on to
the next one.)

706 | 25.30 T ‘overwhelm’ (X,
(‘Overwhelm’please.)
707 | 25.32 C | Repeats ‘overwhelm’
708 | 25.34 T ‘overwhelm’
709 | 25.36 C | Repeats ‘overwhelm’
710 12537 | T HEV, Ao EpVEEE &
711 B9 ATTMN, Student F, ] T
72 Lxd,
(I guess you haven t come across
this verb much. Student F, what is
it?)
713 |25.42 | SF | Replies JEAE19~ % (To overwhelm.)
714 (2543 | T AR5 1,
715 o] 2 % B9 5, (To overwhelm.
To overwhelm something.)
716 | 25.48 Teacher writes be) F }—}Z&Ejﬂgﬁ fi%t '\H%)/E:\j :E“C -
a7 ~® b BT E D . AR
718 . D78, AR
719 overwhelming EMRID Z L IXTERFIE T
720 |26.06 overwhelmed ‘overwhelming’ & ZH b SV ET
721 L. B4 AN ER S KEr
722 (@is an abbreviation | 278 5> TV AHAIZIE ‘T was
723 of an adjective) overwhelmed...by fff %x° £\ 95 F
724 WHIHEE 5 237, B R IET 0
sl TR T2 ISR S
727 i, EWVWOHBENHFHHHTL X
728 Il A—, AFET, MTZ
729 DORBUIETZ 2o Tz ATEA
730 2LV IHWV, E, HD,
731 PRI Ed = R A g i A e =+
732 27, BAORFELR, b
~ T ERN I S b L

MR WRBLNEFRZ TS EE
WY,

(Well, this ‘overwhelming’ is used
here as an adjective meaning - so
this overwhelming situation or
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something. When you are
overwhelmed, you can say ‘I was
overwhelmed... by something’. For
example, if you experience music
and are overwhelmed by it, you can
say that. Well, why did we not
encounter this expression until
now? Well, we can 't say we don t
use it on a daily basis. However,
please keep in mind that you use
this when you are very moved by

735 something.)
736 ZIRZENTHLDE, Mk
737 EIEEIT D) L0208 T
738 T
TV, WNEEL X I,
(What is written here, it is fine to
write a verb form ‘to overwhelm
something’. Let’s move on to the
next one.)
739 |26.58 T ‘fascinate’ [LV ),
(‘Fascinate’, please.)
740 | 27.00 C | Repeats ‘fascinate’
741 | 27.02 T ‘fascinate’
742 | 27.03 C | Repeats ‘fascinate’
743 127.04 | T Zzx L. StudentG, Ziu, fiT
744 Lxo
(Well, Student G, what is it?)
745 | 27.08 SG | Replies N
(To capture.)
746 |27.10 | T e T 9% T2 20k T4
747 51 [T1 oFHEs, 15T
748 M1 Lo [T) oF T,
o WL,
751 Ao T, BEDTDHLVWIE
7o BT, 1R ARG, A
753 [E TR 72) TH O RH D
754 Tafio TETWET,
755 Student H, JERFIIZE ZNE
HHATL XD,

(To capture. To capture someone.
The kanji of “ 7'in WET 9% is
the same as in ‘72 T /7. ‘To
capture’means to capture with
fascination. Well, the adjective
‘appealing’is employed this time.
Student H, which part of the
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adjective form of ‘fascinate’
changes?)

756 |27.31 | SH | Replies ‘e’ NH 2 Téing’
(‘E’disappears and then add ‘ing’.)
757 | 27.33 T | Teacher points at the vy, lEFEES o7,
758 board. ‘overwhelm’ & L T\ E 4742,
759 “4ng’E DT D EVN RO TT
i 2. — RS CROT, @
762 ZHLo> T ‘ing’, RIZOT T
SV, ‘fascinating’ 13V,
(Yes, I have told you just before,
this is similar to ‘overwhelm’.
Adding ‘ing’, the word ends with e,
so delete ‘e’ and add ‘ing’, please.
‘Fascinating’, please.)
763 | 27.43 C | Repeats ‘fascinating’
764 | 27.45 T ‘fascinating’
765 | 27.47 C | Repeats ‘fascinating’
766 12749 | T ZHUIAR C om0 b DR EIS
767 ERENZ 72 o 72 BT “fascinating’
768 oy A3 2 ST 0 D A
;gg A EEF N “fascinated’ AR IBN
771 INZIWEDFGACED D &V D
ROV £ 9, (‘Fascinating’
is used when something not a
human becomes the subject . If I am
fascinated, in this case, of course,
this changes to the past participle
form; ‘fascinated’.)
772 | 28.00 ZIbillilinén, bordL
773 DR THE D L) 7R HEE
774 ZFE EFh, HATIOWD
775 BOOEVLOIZLTHY £7
776 Fh.
777 . 2, R0 EES S
778 DO TNDLDNREND 5HIIT
779 BnEd, AXx s, T
780 b, ZOHFEE T Do TR
781 X, BEFD DD END &
782 iz b dH Y £T016, BIIE
783 r. 9 FDHIZIE ‘display’ & U
;2‘5‘ IRBAND -T2, TATRDK
726 LRTIN2HDO, —ITIH
787 RS TIRHBDRN E W2
788 Lo, TN H 13FEOFICIX
789 ‘encourage’, ‘encourage’ & V)9
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790
791
792
793
794

795
796
797
798
799
800
801
802

28.42

Teacher puts a CD
into a CD player.

bOLHY £, THILLIRTIZ
HbHTEZITHLATTT

EL fENFLEICL D L, ThH,
W RITE bR, brobk, B
XTCHNRENIINPALDEH D
TiEH Y £,

(We can say these in short words,
however, here, long words were
chosen. Well this is because, |

think, the level of difficulty is
raised. When you read the text, if
you understand only these words, it
does not mean you understand the
whole text. For example, are you
fine with the word ‘display’ that
appeared in the sentence nine? You
need to know it. Then, there is a
word ‘encourage’, ‘encourage’, in
the sentence thirteen. I guess we
already encountered this word
before, according to my memory.
Well it was quite a long time ago. 1
wonder [if] you still remember it.)
IV, T L6 TR, -2
&L ZORAERERFLTWD,
Z—. Wb 2 CD TWITIE,
EOWNISITHENTND
EVIHDEMNTHELST, Z
DRIV L E LD THATNE
FLLO. 7T AV AN
ATWDHERBDONDHDTT,
(Well, then, let me see. We are
going to listen to a CD - how the
text is read on the CD. The CD is
prepared by the company. Then we
are going to read a bit. The CD is
recorded by, probably by an
American.)

803

29.10

CD

Lesson &

804

805
806

807

29.11

29.17

Teacher sets the track
number.

HrobkfEo T EE WV,

(Please wait a moment.)

T, T, WEEL X I,
ok varAY—TT,
(Well, let's get started. This [is]
section three.)

Please listen.

808

2941

CD

Section three.
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809 Toshiko and her supporters

810 established the ‘Asu no Shinwa

811 Restoration Project’ to overcome

812 the problems. It took about one

813 year of negotiations to get the

814 picture back. The picture consists

815 of seven panels. However, each

816 panel was too large to ship. So they

817 divided each into many parts along

818 existing cracks. Thus they brought

819 it back to Japan in 2005. But just

820 before the picture arrived at Japan,

821 Toshiko passed away. The project

822 members continued her project to

823 restore the picture.

824 In July, 2006, the picture was

825 restored and displayed to the public

826 at Shiodome in Tokyo. As many as

827 two million people came to

828 Shiodome to see the picture. They

829 were, first of all, overwhelmed by

830 the size of the picture. But the

831 wonder of this picture is not just the

832 size. It holds a power to fascinate

833 and encourage people.

834 |30.38 T, —REIZITEWTW S X

835 x L7, (Well, I played the CD
once for you to listen.)

836 =, TR, E. RHRAGRT

ol THAR TV BB A,

239 ZIONHIFHTEKREZDHD,

840 FFo THHALZRD T,

841 FZTEd, VIV 25, &I

842 el TV KD IZHETe > TV 9

843 DZ, BrolEirbLTNE

844 TOT, ThELD e B
F 9, (Well, we read this... by
slash, slash is for the chunk of
meaning, we have been reading
slash by slash, so I want you to
read like that.)

%45 %ﬂk@\‘giok%@\

846 BREED b LIVRWA,

847 AR D, o EWOH

848 LT >THATENG, 22 F

849 T, AT EDERE T LD

850 Ll N A S e

851
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852
853
854
855
856
857
858

859
860
861
862
863
864
865
866
867
868

869
870
871
872
873
874
875
876
877

31.37

Lo LHIZBWT, BfLTK
2SN,

RAEHNIINEHRE TEDbILD
DN, TV FOARIT
bHTIR, T, ROT, B
Kboleb, BIRbMERA
A=V D D BTz 72 T
TELH7RDOT, TTR, 22
HIZEZOA Ao Taile N9 =
ETZFCRRLST, o<
—T A TROT, TR, X
W, R—, BEAEICHLERD
b I, ERbBe &, &
WO ZEETIL W, A
BEWT, BBEWLET, L,
ITEELX I,

T, T, RICHOIFTLLES
VN, (Well, I may be asking too
much, but there are the slashes in
the sentences to show the chunk of
meanings. Please keep in mind
[that you need to] read and grasp
meaning at the same time, and
please try to do that. At the end,
you are asked to check the contents
on the handout, on the right page of
the handout. Well, so, we could
grasp the meaning when we finish
reading. Now we are in the reading
class [so] please keep in mind
grasping meaning while we read,
not merely pronouncing words.
Then, lets, shall we? Please repeat
after me.)

Please repeat from number one.
bo, b, NOLAHNI
N, Ty RO TR, HE
HARNDAFNC S A E D DT
WIF EL il 2 1E. Teshiko & 2>
Okamoto & 7229 FWHITE D
LTHe2DT, £, £HUXT
ERRTZDOBmDITNET W
BNE 9, (Oh, well, please put
an accent to people s names.
Though we don t usually put an
accent to Japanese names, I want
you to pronounce as [if] they were,
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for example, Toshiko and

878 | 31.50 Okamoto.)

879 | 31.51 Please repeat.

880 ‘Toshiko and her supporters’
XV, (Please.)

881 | 31.55 Repeats ‘Toshiko and her supporters’

882 | 31.58 ‘established the [0A]...” AL L &

883 L7z, (Excuse me.)
‘established the [01] ‘Asu no

834 Shinwa Restoration Project™

885 XV, (Please.)

886

887 |32.05 Repeats ‘established the ‘Asu no Shinwa

888 Restoration Project™

889 |32.10 AL WTT LA,
(This is difficult to pronounce, isn't
it?)

890 ‘restoration project’

891 ‘to overcome the problems’

892 1T\, (Please.)

893 | 32.17 Repeats ‘to overcome the problems’

894 |32.20 Louder.

895 H oD LRERFET,
(Please say it a little bit louder.)

896 ‘It took about one year of

897 negotiations’ X\, (Please.)

898 |32.25 Repeats ‘It took about one year of

899 negotiations’

900 |32.39 ‘to get the picture back’ L\,
(Please.)

901 |32.31 Repeats ‘to get the picture back’

902 |32.34 ‘The picture consists of seven

903 panels.’ XV, (Please.)

904 | 32.38 Repeats ‘The picture consists of seven

905 panels.’

906 |32.42 IR, b0, £, BN

907 b —"klctnws kT, #

208 IS I, THR, g5k

o FILZ5EBboL, A 2

911 —EBTHA TR, &) Ll
Mo TWET, ITEEL k9D,
(This part, well, is a short sentence,
so here, please read as a whole
without stopping by the slash. Let's
move on.)

912 X, (Next.) Number four.

913 ‘However’ I3\, (Please.)

914 | 32.56 Repeats ‘However’
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915 |32.58 T B r~=TYr, (Itisa comma,
isntit?)

916 ‘each panel was too large’ (L,
(Please.)

917 | 33.02 C | Repeats ‘each panel was too large’

918 |33.05 T ‘to ship’ LV, (Please.)

919 |33.06 C | Repeats ‘to ship’

920 |33.08 | T ZiE, TH, #HULNL, —R

921 CHEATHEL X 5
(Here, but it is a short passage,
shall we read [it] all at once?)

923 Please repeat.

924 ‘However, each panel was too large

925 to ship.” %\, (Please.)

926 | 33.16 C | Repeats ‘However, each panel was too large

927 to ship.’

928 |33.21 T ELANERT AN
(Yes, ‘so’please.)

929 | 33.23 C | Repeats ‘so’

930 3324 | T ZZHh, o XD ‘however’ &

931 LT T, ‘so ZiL, BADH

032 Z FFTHATRNTL L ?

ggi ‘80N &) R 72 < T “so[NAT

035 Lo Ich ok, [ZRT

936 [NA1? ) WO REUS, HARGET

937 Eo&0. BAIHORTDHED

938 ICRHEATVET, T, o)

939 T, ‘so[N2]/ 5 ‘each’ & TIT&
FL X9, (Here too, itis the
same as ‘however’ [which]
appeared just before. ‘So’was
pronounced with falling intonation,
wasn t it? It is not pronounced like
‘so [with the falling intonation]’,
but something like ‘so [with fall-
rise intonation], something like ‘so
[in Japanese with fall-rise
intonation] . If we say it in
Japanese, intonation connects with
what follows. Well, again, let’s read
from ‘so [with fall-rise intonation]
to ‘each’.)

940 ‘So they divided each’ I\,
(Please.)

941 |33.48 C | Repeats ‘So they divided each’

942 | 33.51 T ‘into many parts’ X\, (Please.)

943 | 33.53 C | Repeats ‘into many parts’
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944 | 33.55 ‘along existing cracks’ |3\,
(Please.)

945 | 33.57 Repeats ‘along existing cracks’

946 | 34.01 Wb E, MPEEDOFEND

947 Ao TWET, (Next, the
sentence starts with the linking
word.)

948 Number six,

949 “Thus’ X\, (Please.)

950 | 34.07 Repeats ‘Thus’

951 | 34.08 ‘they brought it back to Japan’

952 X\, (Please.)

953 | 34.11 Repeats ‘they brought it back to Japan’

954 | 34.13 ‘in two thousand and five’ [EV Y,
(Please.)

955 | 34.17 Repeats ‘in two thousand and five’

956 | 34.18 CD OJ7IZiE, T ‘two

957 thousand’ ‘and’{Z A > TV < -

958 T, ‘two thousand five’(Z72 > T

o WELTE, . EBLTHND

961 b LIVEEAN, 1T ‘and %

962 ANTWET, 9 —FEZ 21X
WD OREAEL X D,
(The CD doesn t say ‘and’after
‘two thousand’, it says ‘two
thousand five’. It doesn t matter if
you say ‘and’or not. I say ‘and’.
Lets read this again because it is
short.)

963 ‘Thus they brought it back to Japan

964 in two thousand and five.’

965 X, (Please.)

966 | 34.35 Repeats ‘Thus they brought it back to Japan

967 in two thousand and five.’

968 | 34.41 fit LT BRAREDE D LB

969 RODT, a—F AT, £, %

o70 NZROAE— FTHHEDAR

o MBI ECHAY T

973 < 7Z&WY, K, Number seven,

974 ‘But’dh, ZZIFWINTHATY

975 B, Lo, HELLI, £Z

7210, ‘But’lIvy,

(You don t need to read all together,
as a chorus. Well, it is fine at
individual speed, but please read
till the end. Next, number seven.
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‘But’, oh, there is a slash here, so
we read only it. ‘But’, please.)

976 | 34.54 Repeats ‘But’

977 | 34.55 ‘just before the picture arrived at

978 Japan,” |3\, (Please.)

979 | 35.00 Repeats ‘just before the picture arrived at

980 Japan,’

981 | 35.04 ‘Toshiko passed away’E VY,
(Please.)

982 | 35.06 Repeats ‘Toshiko passed away’

983 | 35.09 £, RATZ 9, (Well, lets
move on to [the] next.)

984 Number eight. ‘The project

985 members continued her project’

986 1T\, (Please.)

987 | 35.14 Repeats ‘The project members continued

988 her project’

989 |35.18 ‘to restore the picture’ (L1,
(Please.)

990 | 35.21 Repeats ‘to restore the picture’

991 |35.23 €O TR, BENEDY %

992 $, (Well, the paragraph has
changed.)

993 Number nine. ‘In July, two

994 thousand and six’[EV>, (Please.)

995 ]35.30 Repeats ‘In July, two thousand and six’

996 |35.33 ‘the picture was restored’ (L V>,
(Please.)

997 |35.36 Repeats ‘the picture was restored’

998 | 35.38 ‘and displayed to the public’

999 X\, (Please.)

1000 | 35.41 Repeats ‘and displayed to the public’

1001 | 35.44 ‘at Shiodome in Tokyo’ X\,
(Please.)

1002 | 35.47 Repeats ‘at Shiodome in Tokyo’

1003 | 35.50 WHE>THTVRHHEZAT

1004 94, i, Shiodome » T72 o

1005 TLEIATTR, ZThnt,

}883 KIS Tokyo » TV 9 AlIZ &

1008 LTh, ZpAn, HMEADRREE

1009 THEIZRH-oTLE D,

1010 RIS LR, EOWVIFHEAFIT

720 F£F M, (Itis Shiodome
where Nippon TV is located. Well, it
is pronounced as ‘Shiodome’ [the
accent is in the second ‘o’], then
the same as Tokyo is pronounced as
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1011

“Tokyo’ [the accent is the first ‘0’].
All anyhow, they are pronounced as
somehow by foreigners. They are

pronounced like that in English.)
Number 10.

1012 ‘As many as two million people’ I

1013 VN, (Please.)

1014 | 36.07 C | Repeats ‘As many as two million people’

1015 | 36.10 T ‘came to Shiodome’ L\,
(Please.)

1016 | 36.12 C | Repeats ‘came to Shiodome’

1017 | 36.13 T ‘to see the picture’

1018 | 36.15 C | Repeats ‘to see the picture’

1019 | 36.17 T Number eleven.

1020 ‘They were’ X\, (Please.)

1021 | 36.19 C | Repeats ‘They were’

1022 | 36.20 T “first of all’

1023 | 36.21 C | Repeats “first of all’

1024 | 36.23 T ‘overwhelmed by the size of the

1025 picture’ (L, (Please.)

1026 | 36.27 C | Repeats ‘overwhelmed by the size of the

1027 picture’

1028 | 36.31 T Hrob, —E G100 £,

1029 AMTZ D 11 % T, “first of all’

1030 LSO, ARIERAICKS

1051 RELOTTINE L, T

1032 DENGH L N D W o T2hs Ao

1033 RIS, RIS, 2o AR EN

1034 DT —ANHY FI, TIIX

1035 [, brod, EhbARXDX

1036 M D, SOUIDIZR-oTLE

1037 FIATTIFESL, ‘however’ & 2>

1038 “first’ & Ax‘second” & 22 9 Vo

o Mo TEE Z 9105 RIS A

1041 TLBI—ARDBHEDT, %

1042 —. TZE TR, BAGICH

BT ZEN,

(Well, I interrupt here. ‘First of all’
in the sentence eleven, this should
come first in the sentence. There is
a case where a subject or verb can
come before it. Although the
original sentence here cuts into
chunks, there are cases - such as
‘however’, ‘first’, ‘second’or etc. -
which can be inserted in the
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middle, well, please also get used to

1043 reading it.)

1044 Lo, —RUCHDITL VD Z &

1045 T, oF b O —FFHATES
L X9, (Well, it is good to read

1046 all at once. Lets read sentence
eleven again.)

1047 ‘They were, first of all,

1048 overwhelmed by the size of the
picture.” [\, (Please.)

1049 | 37.08 C | Repeats ‘They were, first of all,

1050 T | Repeat together overwhelmed by the size of the

1051 picture.’

1052 {37.17 | T FRZ, 292 TEHIZA-T

1053 b0 HONWTE, £Z2T—

1054 EREIATH, A, HOEEA

o T, —HBOTHD

1057 ‘overwhelmed’ & V9 Z & THIE
HiguvE HnET,
(Especially when the word is
inserted in the middle, I think it is
fine to pause there. You can pause,
then you can say ‘overwhelmed’.)

1058 7%, number twelve, (Next,
number twelve.)

1059 ‘But’ X\, (Please.)

1060 | 37.28 C | Repeats ‘But’

1061 | 37.29 T ‘the wonder of this picture’

1062 I\, (Please.)

1063 | 37.32 C | Repeats ‘the wonder of this picture’

1064 | 37.34 T ‘is not just the size’ LV,
(Please.)

1065 | 37.37 C | Repeats ‘is not just the size’

1066 | 37.39 T ‘It holds a power’ (X, (Please.)

1067 | 37.41 C | Repeats ‘It holds a power’

1068 | 37.44 T ‘to fascinate and encourage people’

1069 X\, (Please.)

1070 | 37.47 C | Repeats ‘to fascinate and encourage people’

T | Repeat together

1071 137.51 | T RBIEH X o EFEAT W E ]

1072 V£, ‘fascinate and

1073 encourage’ T 2006, b 9 — K

}8;? % . number thirteen Hi A TH X

F L X 9. (guess it is difficult to
pronounce the last one, because it
is ‘fascinate and encourage’. Again,
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for the last time, let’s read the

1076 sentence thirteen.)
1077 ‘It holds a power to fascinate and
encourage people.” X\, (Please.)
1078 | 38.05 C | Repeats ‘It holds a power to fascinate and
1079 T | Repeat together encourage people.’
1080 | 38.11 T ‘and encourage’ £ V9 DN H X
1081 ol BHAOILWEFRE R
1082 W (I think it is a little bit
difficult to pronounce ‘and
encourage’.)
083 | 3815 F ST, A, Zob
1085 TEHEEIIDLK-> T, &%
1086 LR D, BRARIT, Z—,
1087 FHTH X - & 5200 Tl
1088 <L ORFTHIe &L D i &
1089 I3 ENA L £, 1TV, T,
BREWLE T, (Well, then, let me
see, while I play all the sentences
while turning down the volume of
(the CD), I want you to read -
practicing connecting sentences not
cutting into chunks for a few
minutes. Well, then, please.)
1090 Please start reading, okay?
1091 Wi LETH, (Iplay the CD.)
1092 | 38.38 T | Teacher playsthe CD | 72 XA H . BEWLET,
(Please read, everyone.)
C | Students read aloud
individually
39.55 T | Teacher plays the CD
again.
1093 {3959 | T Ehbo TV W AR THNT
1094 T, (Itis fine to keep reading if
you have not finished yet.)
C | Students keep reading
aloud
40.15 T | Teacher starts writing
on the board.
W2 (Contents)
1.
2.
40.33 T | Teacher stops the CD
1095 | 40.35 T oo FELi?
}gg fif &7 2505 I Z 2 72

1098

ATEN, 1TV, AT, &
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1099 z &, HNTEITHFEN LW E

1100 BOES, £HTTR AHIF

1ol Student [/ HATEE L & 9,

1102 Student I,
Number one.— A—1T-3-2%3,
(Have you finished? I heard that
you have finished. Okay, then let me
see, I want you to read row by row.
Well, we will start from Student I.
Student I. Number one. Each
person read each sentence, okay?)

1103 | 40.47 SI | SIreads aloud. Toshiko and her supporters

1104 established the ‘Asu no Shinwa

1105 Restoration Project’ to overcome

1106 the problems.

1107 | 40.57 T Good.

1108 Student J, Number two.

1109 | 40.59 SJ | SJ reads aloud. It took about one year of

1110 negotiations to get the back... the

1111 picture back.

1112 | 41.07 T b9 —E, (Again.)

1113 ‘to get the picture back’ (L1,
(Please.)

1114 | 41.10 SJ | SJ reads aloud. to get the picture back

1115 | 41.12 T SI, WWTL X9, (Okay.)

1116 LIV LRERFTNI 9,
(Let s read a little louder.)

117 Student F,

1118 Number three.

1119 | 41.16 SF | SF reads aloud. The picture consists of seven

1120 panels.

1121 | 41.19 T Very good.

1122 IX\N, Student K, (Well, Student
K)

1123 | 41.23 | SK | SK reads aloud. However, each panel was too large

1124 to ship.

1125 | 42.25 T Very good.

1126 W T2, (Good.)

1127 Student L, Number five.

1128 | 42.28 SL | SL reads aloud. So they divided

1129 | 42.30 T divided

1130 | 42.31 SL divided each into many parts along

1131 existing... cracks.

1132 4237 | T H D) —EWNZ 9D (Shall we
read, again?)

1133 ‘along existing cracks’

1134 | 42.43 SL along exi...

1135 | 42.45 T existing
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1136 | 42.46 SL existing cracks

1137 | 42.49 T K <72k L7z, (You've got
better, haven t you?)

1138 Very good.

1139 Z. (Well) Student M,

1140 Number six.

1141 | 49.53 | SM | SM reads aloud. Thus they brought it back to Japan

1142 two thousand and five.

1143 | 49.57 T Good.

1144 PIRS oy RERFAT,

1145 Louder & Z 5 W I DEFWVET

1146 A5, AL Louder & St

e B, KEARFT, BEGLE
T WEFEL X IDN
(Everyone, with loud voice. I will
say ‘louder’, when you are told
‘louder’ next time, please read

1149 louder. Shall we move on to next.)
Student N, #t\ N CTITZ 9, (Let’s

1150 keep on.)
Number seven.

1151 | 42.10 | SN | SN reads aloud. But just before the picture arrived

1152 at Japan, Toshiko passed [passid]

1153 away.

1154 | 42.16 | T D, b, (Yes, again.)

1155 ‘passed away’ X\, (Please.)

1156 | 42.19 | SN | SN says ‘passed away’

1157 | 4220 | T Very good. W\ TL X9, (I
guess, it is okay.)

1158 Student C,

1159 | 42.22 SC | SC reads aloud. The project members continued her

1160 project to resto...restore the

1161 picture.

1162 [ 4228 | T ...picture, good. WL\ NTI 4,
(Good.)

1163 Student G.

1164 Number nine.

1165 | 42.31 SG | SG reads aloud in a In July two thousand and six, the

1166 very low voice. picture was restored and displayed

1167 to the public at Shiodome in Tokyo.

1168 | 4241 | T FEWNNATZT L,

1169 TRESWEELE D,

1170 WWATZIT E, LoTh,
(You pronounce well, but let's read
with energy. It is very good
though.)

1171

1mn Very good.

Student O, number ten.
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1173 | 42.47 | SO | SO reads aloud. As many as two million people

1174 came to Shiodome to see the

1175 picture.

1176 | 42.55 T 9 Au(Yes), very good. & DA,

1177 see & WD LW HEES -

1178 TLNETD tOANTHZN

e LTI PR, £E. S

1181 [si:]. ] TIE7e< T, [si]TT
., LE-oTLES, (Well,
can you say the word ‘see’, ‘to
see’? Many of you still pronounce
this as [fi:], not pronounced as
[si:], please say it as [si:].)

1182 Good, WWWTL X 9, (Iguess, it
is okay.)

1183 Student P.

1184 | 43.09 SP | SP reads aloud. They were, first of all,

1185 overwhelmed by the size of the

1186 picture.

1187 | 43.17 T ..picture. Good.

1188 WWTL X 9, (Okay)

1189 Student Q.

1190 | 43.10 | SQ | SQ reads aloud. But the wonder of this picture is not

1191 just the size.

1192 | 43.15 T ‘just...just the size’ T4 43,
(Okay.)

1193 Good. Student R.

1194 | 43.29 | SR | SR replies. 1LV, (Yes.)

1195 | 4330 | T 133, BIZFIZR0Z 5720,

1196 BREW L E T, (Sentence
thirteen. It probably is only you
from your row. Please read it.)

1197 It holds a power, X\, (Please.)

1198 | 43.35 SR | SR reads aloud. It holds a power to

1199 fascinate...fascinate and encourage

1200 people.

1201 | 43.41 T IX\ ) (Yes), Very good.

1202 TV, U, ZOHFEWEEL

1203 iﬁo%iokuﬁo%ﬁot

};82 AT 272 H Ao wBED &

1206 _%ff%Tﬁéjewom%

1207 DELIR, EZEHATE

SV, ‘fascinate’ XV,

(Well, then, let’s pronounce this
word, the word that I heard you had
difficulty to pronounce. There is the
word in the last part, ‘to fascinate’.
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Please pronounce it ‘fascinate’,

please.)
1208 | 43.52 C | Students pronounce ‘fascinate’
1209 | 43.53 T ‘fascinate’
1210 | 43.55 C | Students pronounce ‘fascinate’
1211 | 43.56 T ‘It holds a power to fascinate /and
1212 encourage people.’[L\ >, (Please.)
1213 | 44.02 C | Students and teacher ‘It holds a power to fascinate and
1214 T | read aloud encourage people.’
1215 | 44.07 T Very good.
1216 “fas[si:]...nate’ 42, FEHADHUNT
1217 LR, Jwv, HonLo
1218 SWE L, BHFTOVTT
1219 E. BREL AT IUE
1220 i
13, (It is hard to pronounce
‘fas[si:]...nate’, isn 't it? Well, thank
you very much if you read with
4416 energy. Your pronunciation is
good.)
1221 | 44.21 TV, 2L B, BRARITTTRE
1222 HIZHFEZ BT THET L
1223 Teacher points at the | ©72< T, 22\ 9H T LT
1224 board. IDIFEHL TN TEL
1225 7>, (Well, then, did you manage to
consider this not merely following
44.23 words?)
’ A—. B FONEMS, 2272
img T TV EBnEd,
44.30 want to check at least the contents
at the bottom right of the page.)
1228 %O)#\ Iﬁﬁﬁ&%éh&i%ﬁmﬂ%
1229 RS %, HERE WO DX, £
1230 b, HFEOIEIITENTHLN
1231 BETTR, ThERkT 5720
1232 WZiE, Eh, EO LD T
1233 Z & T, (Number one. Ms.
Toshiko Okamoto works out the
complicated situation. The
complicated situation. Well, the
content written in the first half of
44.40 the text. It is asked what she did to
work out the problem.)
334 Number two. il F S A HH H T <
152 oTLEHIDT, Fry=’
1237 FDRA U R—=Te BT ZE DOHfi %
1238 LELIENEWNWS ZETY, £

1239

b EHONEND LEIE SR
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1240 DO TIINWETOT, £IhbH
1241 DR TEXS T L b A
THdHY £91, (Number two.
Toshiko herself dies. It is asked
what the project members did after
that. This part is linked to the
content we studied yesterday, so it
44.49 is possible to think of what we did
yesterday.)
1242 - =T .
1243 ZZiEb o, MueLizy &
VN D REBLIZT THREME T, (This
1244 | 4516 is fine to say only, ‘did something’.)
1245 —#%. Z—. StudentS, AN
1246 (CBBWLEY, 3. Student
T, AIOH I LET,
(4s for number one, well, Student S,
please come forward. For number
two, Student T, please come
forward.)
45.36 SS | SS walks to the black
board and writes the
answer in Japanese.
1247 | 46.21 T HOMFENH DEZITEZD
1248 NDMEFT7R DN LS DT,
1249 ZHVHIEXTRITITR A
ol WEZAETOIETIEAND
s MERNET,
1253 FXLDMFZ DA > TETZ
1254 Lo TiES T HAEEMIEH Y
1255 L £H, THHIERMIS
1256 fax TV, E TRV o
7 E WK E A,
(It doesn t mean that you have to
have a certain answer because I
guess in this part you can provide a
few possible answers here.
Although the possible answers.
These will differ depending on
which sentences you choose, if you
can choose correctly, I don 't think it
is wrong.)
46.35 | ST | ST stands up and
walks to the front to
write the answer in
Japanese.
47.09 SS | SS goes back to his

seat.
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47.47 ST | ST goes back to her
seat.
[AES
1. XRELL L
‘B H O EEEE 7
= A - YA
L7,
2. A S ADi
DT L TRV >
J ba L,
(Contents
1. She established the
‘Aso no Shinwa
Restoration Project’
with her supporters.
2. The members did a
project to restore the
picture of Toshi
Okamoto.)
1257 | 4749 | T WBL, FHXTENSFF- TE
1258 BEANEND ZE S LTIEEW
1259 ES /AN et = S SR
o VBTN T B A D S50
162 T, CRACE-TELELD
b LIVEY A, (Usually, we elect
which sentence is to be picked from.
As for number two, people may
choose differently because there are
many parts.)
1263 | 47.58 Teacher looks at his —EIZOWTIE, TR
1264 notebook. LB ENS T ETHDNTL &
1265 76
1266 | 48.06 Teacher writes % —. ’supporter’ > T Z L4 AN
1267 a2l withyellow | )| [3cbE) & 50T
ggg chalk under [H7] of | {, v o7l 8 A
1270 | SR LESNEE SN S IN)
1271 (Supporters) AT, KEHIERS Do 12
1272 AN
1273 A~ B) BAlebéToa,
1274 (B H OMEHEE 0 Y =7
1275 M ZTH1IFOTIZHD LB
g;g 48.21 Teacher writes F I, MERETr Y= K

/)| above &

TH, FZEIZIZIN THAET =
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1278
1279
1280
1281
1282
1283
1284

1285
1286

1287
1288
1289
1290
1291

1292
1293
1294
1295
1296

48.32

48.37

48.39

48.44

48.48

48.55

18 | (restoration) with
yellow chalk.

Teacher draws a circle
(to show it is correct)
at the end of the 1%
sentence on the board.

Teacher writes "

at the end of the 1%
sentence.

Teacher looks at his
notebook.

Teacher writes ‘((®),’
at the end of the 2"
sentence on the board.

Teacher points out the
2™ sentence on the
board.

Teacher writes "

Teacher writes ‘—7
B’ (to open) at the

T M ERHINRTWEXL D
TTFEL, THAE TH [E
"1 THREVWEEA,

7'm =7 b % establish, 4 [A]
IR Z RS LT2 & ) ERT
establish (Z A > TW\5H DT,
X—. ZIT, +HR&ExnneE
Bk,

BT 1 MbENSIZETLE
Do

(As for number one, we can say this
is picked from sentence one of the
text. Well, I guess we can say
‘supporter’as ‘X FFE and ‘X1E
Z". It is said that Okamoto Taro
had many supporters even though
he was treated as an infidel. Well,
with these supporters, ‘Myth of
Tomorrow restoration project’, |
think this you can find in sentence
one, but in fact, this was called
‘rework project’, it doesn t matter
whether you use either ‘rework’ or
‘restoration’. It means that a group
was established this time. The
sentence [that the Student S wrote]
included ‘establish’, so I guess it is
enough. The sentence is from
sentence one.)

Z—, ZF/IZOWVWTiFAH, -
L. 2L, ey o
AUN=TE BT B0 D RIS
o TNDh, BRELE L
TIX 8 &ML T, (Well, as for
number two, let me see, because the
question asks ‘Project members...",
of course, this is from sentence
eight,)

Mot & MEE) EWnWo %
DA TOIUE, WDOATEA
HIERIATTIFNE S, flz
XEnnR, 9FSHLWNWETR
UL, I, BT LI A
fIECLIZEWS) Z EiZ7o T
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1297
1298
1299

1300
1301
1302
1303
1304
1305
1306
1307
1308
1309
1310
1311
1312

1313
1314
1315
1316
1317
1318
1319
1320
1321
1322
1323
1324
1325
1326
1327
1328
1329
1330
1331
1332
1333
1334

48.58

49.05

49.10

49.16

49.21

49.29

49.33
49.37

49.42

end of the 2"
sentence.

Teacher points at the
2" sentence.

Teacher looks at his
notebook.

Teacher draws a circle
(to show it is correct)
above the 2™
sentence.

Teacher looks at his
notebook.

Teacher writes
(DFFELE Y ) (as
planned) at the bottom
of the 2™ sentence on
the board.

Teacher points at the
2" sentence.

Teacher underlines

W9 %/ (to
restore) in the 2™
sentence.

&R 9FETANNIEL
IWVNIERITRDTLE O L,

§FRTLONIEL, TTH, o
Bixxa+T567uyr hae L
Izl EWnH ZETHNERNE
R
OO, HinSE-oTNI 59
Rz ETh, WNERSATT
12,

(I guess the answer is okay if you
write something like ‘restoration’.
For example, if you refer to
sentence nine, this, in short, was
open to the public, wasn t it? If you
refer to sentence nine, then the
answer will be like that
[restoration] but if you refer to
sentence eight, the answer will be
‘the supporters did a project to
restore the picture’. Well, I guess
the answer is alright to say ‘the
picture was restored’.)

Aok THTIR,

Z o b BEFERARIICN D &
ZOEVWTHAHATTIS i,

Z5, EL o= %iZmn, &
T 512, TBEEEMNT), Az
W7p, [ZOF @Y | AT
WITENWTHY ETITEL,

M2 Z X0k, ZobDhEN
KER AT, Trestore] o T&Z
ANBROAHSTNENE HNTT
M, A, ZTINA- TV

X, EHV0 0ol BT

7, OFF TANTENITZEDHK
VTR INET AT,
AARTLEREbD> TS H A
TTrbia, Ik, 22—, &
WO ZET, —IRARE TV
TmeWnH Z Lo TnET,
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1335
1336

1337
1338
1339
1340
1341
1342
1343
1344
1345
1346
1347
1348
1349
1350
1351
1352
1353

1354
1355
1356
1357
1358
1359
1360
1361
1362

1363

50.03

50.34

50.47

50.53

The chime goes off.

2006 FE T LA, Lnwo T Lk
27> TWET,

(Well, uh, a model answer says,
well, here, after her death, in short,
‘taking over the will’ or ‘as
planned’, whether ‘restore’is
included or not is more important
here. Well, if you include this, |
guess it is fine. If you include
sentence nine, the Nippon TV
involved, the picture was open to

the public in Shiodome, it was
2006.)

TV, T—, 2o &, F£7h,
2ok, BZVaryEzOLDE
KboThWnL, Ly AU ik
DOTIRWATT N, ok
—. TEWT2WeiE A o TR
IZL TS ZENRZNDT, B
AbEe, SUEREEOITITIT
> THboT, £72, Mo,
FHERTHEDBWET, KX
ARG 272 < T RADBA
VA a—TCiEoCHEHEL
2, BRI EE->THHD
EL VIO DBBETIIRTY
HBWEY, OT, HAIEZA, —
DEINHIZEH LIV EES
TWET, ELIBEWLE
R
bo—, YRk a R
J—bD, £DO—, HDO—, T
WO T, TRIEHER L X
2] DEZAETIE, KEDIE
Iz, xTLEST, 22—,
J— hNORERZOMB L LD &
BoTWETOT, 20O
FE, ERIZHEELTBWTLE
SV, HLSBBEWLET,
XV, TEH#EDD £,

(Yes, uh, well, we haven t finished
the section itself and the lesson
itself but we usually have a Friday
lesson in an audio-visual

classroom, so please go to the
audio-visual classroom tomorrow,
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and I want you to watch another
program. This time, you don't
watch a still image. Instead, you
will watch a video of an interview
of the person saying the words
empathically. [ am considering
doing such a thing tomorrow. Well,
uh, well, how can I say, we will
finish ‘Lets check the expression of
section three at the beginning of
next week. Uh, I am thinking of
checking your notebooks so please
finish doing these during the
weekend. Well, let’s finish for
today.)

1364 | 50.57 S KL, (Stand up.)
50.58 C | Students stand up.
1365 | 51.05 S K& DT, (Attention.)
1366 | 51.06 Lo (Bow.)
1367 [ 51.07 | T HONEH T NFE LT,
C (Thank you very much.)
51.08 T | Teacher and students
C

bow.
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Appendix 11: Teaching resources used in the lessons observed
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Lesson 1: Worksheet to check newly introduced grammar.

R R

snccer ! lumurrnw {mm

impinpiniicr it

a a‘:f:u:;‘l!][%l/t’“rJ&XU?H-*J'H}E_'I__ the piano | | will|| | play
4 s 4 A WH .

e 2y

1 | ]
l | ; tﬂmurrnw

W C— — Barmmemen SRS

@ ueuxnum/zm«ﬂmﬂwrf gﬂ | they H to ﬂu- park W]Il'

[ 3 A rd S B
Irl - T o o] Iafter school.
@ Biz/MH/ < /e E260 0T, [early| [Aya] getup || will]

B / / / WA "
S _j s  tormorrom,

@) srmicasSESE, ( )RORBELSHAGELY,
(1) bALERMAF=2&+352¢0 7T, (tennis / 1/ play / tomorrow / will /.)

»
@ llitﬁ;:fﬁ'%ﬁha't‘l,x 3. {wmtr‘mli / Ken z’Canadaf next yearf’ )

>
@ bR UABIAEE T 2328 0T+, (will / Bob / we / next week / meet /. )

>

>
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Lesson 2: Vocabulary work sheet (p. 22).

EDLIIT EC )LD,

L ElEvz==]ap] ]

BlE (89 &

EDL0E OEFTESTER (R01)

- B0 had O —+ee

000 e L0 L (AE=F)

1. L slow LY L (RE=F)

w, TN quickly COCD vued (mw)

S OO siowly [T wal ik (R

£ CIXT very much T ETH, ETHXRE, Xvic (vTIRES)
LTI somuch OO0 T8, ETHARC (s TREDS)

G CICEXT o0 much CHTND BEHEAERC

¥ alt OO &4 8A, X
10 COET weall L) 4, 324, BB
11 T together L val g
12 TUTXD alone OO0 oeur

CE OBRTESCEE (70D)

13, OO0 heve OO0 SSA, 20, CCR
i BEEER ) OO0 o~ 2T, 0K

5. OTCE] over there OO0 s~ 20T, BECKC
5 XD home Q000 W, WS

7. [OCL] sbroad OO0 S8T, WA

15, DI outdoors 0000 maT

WO OWFRTESCEE (R01)

2 OYX) eary CEE0 B4 (ME, Wy)
e LICCID Inte [N < (Em, amls)
it DX soon LN »HT, £308
i LT nght away OOnTl e

<o DD yesterday XY »A

e DT today L0 #8

. [0 tomomow I me

i5, [T imst week LX) =8

17, X this wook CXi] 8

22
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Lesson 2: Vocabulary work sheet (p. 23).

2.
5.
30.
31.
3L

4,
35
36,
3r.
8.
35.

41.

OO next week
CICET] last month
CCICI this month
(I maxt month
Y last year
[CC] this year
DI recct wear
[0 yesterday morning
I this morming
[T tomormow moeming
CICE] yesterday afternoon
[T this aftemoon

L O] tomomow aftermoon

LI yesterday evening

. X this evening
. D0 tomormow evening

0O last night

. DI tonight
. D] tomorrow night

LI every day
LI every week
CICCIC] every month
O] every year
[0 every moming
CEIOC] every afiernaon

» OO00  every evaning

OO0 every night

. L0 every Sunday
. [ the day before yesterday
. OO the day after tomomow
. CXC whree days ago
. LICEX] three days before
. DO wwee days later

IO the woek after naxt

. LIEXCT the week before last

OO0 the night belore
LI the naxt day

OO0 e
CEXID) =8
o0 8
LD =A
[ my
OEXI %
CEXID My

OO0 waOE, WEOFAS

OO W, SEOFTRAS

[0 MAnw, NEDFHS

CXC] wEOFR

OO0 0T

Eamag -[:L2

OO mAQS A, nEOR
OO0 486y, a0
O] Wansyy, HEOR
LT vl

O .

CIEETT \manyd

CCCx] =a

[BEaag ;|

ooCc] wA

OO0 wee

SR

O0C0 wEFR

L] mBFA, B8
0000 W, ww

CILN] BSENE

L0 —mB (mEEW)
L] MR (8&-T)
LD #ET

O] aam

OO0 d@aEm (BEOIMAD)
[CIE] @Bk (BEOLIMAD]

O #5384
CCrX) Wea
XX x~3
CECE toRos
L +oHEe

EELERE
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Lesson 2: Main focus of text. Sunshine English Course 3, Program 7-3, p. 79.

Wk EALR (LR~ k] THELEIELT

In 2004, Mr. Yamamoto started a group called “Earth
the Spaceship.” One of its goals is to train people who
are willing to work for the good of the world. He wants
will promote meaningful

to show some ways that

international cooperation.

He will continue to collect children's pictures for a big
art event project. The project will help you learn the
differences in the world from children’s points of view.
Please

What is the most important thing for you?
think about it for a while.

B BERsEST

L. Does Mr. Yamamoto work to promote international cooperation?
2. Why will he continue his art event project?

o AR TNAIATLD] § WTEMTIRERAEL &9,
wang () This is the restaurant thal serves good French foods.

BAESLFFHCARLTECEL 2 5, Really? (.7} What shall we do (o celebrata 5t (%)

Earth the Spaceship
132P s ae-raiip)
il A
gnalinifgouliny
2 weillang hwilind
bt soefling fo
the oo
| promole | e smdat]
" meaningful
HETR AT A
propect | procsekt)
wingrww [vjaz]
el of eie
for g while

==
&
—

..1._
L-u-'i- :
— T

A

n
t'\f

Sraety e
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Lesson 2: Spiral Learning Worksheet 1.
ANA SR8~ — M No.ts
FWH ( / ! )

3¥( )EM( % Ef

e R s ———— e —— ey

In 2004, Mr. Yamamoto started a group called “Earth the Spaceship.” One of its goals |

|
| @ @ @ @ 'r
| isto train people who are willing to work for the good of the world. He wants to show '
! & 8 @ ® |
| some ways that will promote meaningful international cooperation. E
| @ ® a |
| He will continue to collect children’s pictures for a big art event project. The project
* ® @ BB .
| will help people learn about the differences in the world from children's points |
| @ i
| of view,

| What is the most important thing to you? Please think about it for a while.
®

L oer— vwmr e ——— —_— — — o ——sim —_— r— e B e—

D2004 TAT7Xs bTHEEL LS, _

2! called “Earth the Spaceship.”

BEGHEC - - BTSN
co@EBBL Ty,
@ One of ~ [~ |

[~@w o) S
[~08< | s i
[~o%sg] e o
=oALy _  of~
[~oe8) e e

@ its [ ]
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Lesson 2: Spiral Learning Worksheet 2.

@ to train [ J
AEE (to+ BRONE) OEHOME [~T2azk)

® who ( VM kWELTw3.

@ wants to ~ [~ ]

@show ( )M | show = _

L are

@ ways [ i

43 international ( VAT I
(MEojizr ok

1l cooperation | J

02 continue () @[ J

@collect ( ) M i
HAELEAELL Y,

H big ( yar 4

Goart [ ]

05 event [ i

1 differences [ ]
EEREcEMELES.

Wthink ( ) #&T J  think -

AL
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Lesson 3: Grammar exercise. World Trek English Writing, Review Exercise 6,

p- 90.

E-ﬂmgxﬂe&l 6 Lesson 26— 30

SxBoEBiEs L3 () mOEgERUsELCLETL. - @NEEETS

1. If it (be) not raining. we (can play) soccer in our PE class.
AR TR, ERNORETY 4 —-2TE L0,

2. U1 {(know) Meg's e-mail address, [ (can send) her an e-mail.
AFNA=RTFLAEN-TovhiL, A=a3RN 0,

3. If 1 {be) you, 1 {will accept) the offer.
|Es, FODLMERII B0,

4. I I (lock) my bicycle, it {will not be) stolen.
NEREREFITHVESL, EThid o0l

5 H Mr. Kato (go) by plane, he {(will be) in time for the meeting.
ERSAERTRTHaTvES, SEERER 0L,

1 AOBRSERNEECLTANESL. - « GONEEER

[

1. He treals me as if [ . his own child. [ be |

2 Hetalksasifhe o the Sahara before. [ go |

3 Iwishl_  soccer as well as my brother. [ can play |

4 Iwishl__ somuchat the party last night I feel sick today.
| not eat |

S Wi for love, this world would be like a desert. | be not |

L R for Ken's home run, our team would have lost the game
yesterday. | be not |

B ETHOERCASLSE, () pcEYEREANGTY. - EEEEED

1. Not ( ) the students like the teacher’s way of teaching.
FTATOLRFEOEIORLNEN A THEhITREAD T2A,

2R | ) visitors can enter the condominium without a code number.
MEBSHCNE, FOv iy ERFOURELARTEA,

3. 1donot ( ) walk our dog Spol. On Sundays, my father walks him.
BEdvo b Eoxds FERRERLLUTIEAD 2L, ANHELIRESELT,

4. Younger people ( ) think about what will happen when they get old.
BRURELTHOGOIEEEDLIEELERA.

5. Very ( ) planes flew because of the heavy snow.
KNath, BEAEORITRSXRTLE.

90 UNIT 1
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Lesson 4. Listening handout (front page)

(3% i) )-2o¥R) ) .
J2=2)" 721 WA [2) RIS X

§DOABERT, TNENOEMMA G2 LESELTLAEOE,
A~CLASRUZAL, 821 BT oRENeY.
(a'!m» o &)

1 p,n : 1

' 2
& 8 0
|

o bive T ghirt a white T shirt o striped T shirt

& W
E 3
o

B

C

& B ..

size 6 running shoes | size 7 running shoes | size 7 running shorls

eﬁ o =g

wlmﬂm‘ mdl::qu.nh mumen

‘w_ Score

A@ ) !a@ cg - M,__._f,f,j:.ﬁ
& @ & -

-im.mth_trt.mmm steak, salad, cotfen M"_J
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Lesson 4. Listening handout (bak page)

- —RLRORE-
O May ¥ holp you? il-r;‘f::l. v e M ELELEAD
O ' lecking for o Blos shirt. (Wt » 9 EL T e 1)
[ I'd bke o black cop. (MOMIT&RLGOT T}
Ol 1Siphait. (EREGLHIET)
{3 May | try this{thess] an? (ZRSEELTHLLTTS) l’
£ How mach bs it{are thay]? (Zhidi s 4T T8 !
[ Thesa pens are | dollar each. (ZRA&DAYIZL 1 FATT) :
£) You can buy twd for the price of one. {1 27 OMIIT 2 SWARF) |
Dmmnmsﬂlm tltlnvwﬂkﬂﬁu Mhﬂ.
] These shows are 20% off the usast price.

{zoRREiRnRaSda T
1] Are you ready 16 order? (ZHTEHMELTLESL LT TS
3 lu it for have, or lo go? (S ESTHHL Esi0 T4, HPAHGTTH) I

S = S
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Lesson 4. Reading section handout 1.

Lesson 8 Okamoto Taro — His Art and Life)

R : REAWZnT20058 X MY RLEY, *ORR
EERFEC<SUELE. @00 2cRE0A 7080
W7, 20060 T RCER—-BLNENELE,

alm BONZLBREL S FERIMLTRATAL S,

S S5

UToshiko and her supporters / established the ‘Asu no Shinwa Restoration
Project’ / to overcome the problems. @1t took about one year of negotiations / to
get the picture back. 3The picture consists of seven panels. @However, / each
panel was too large / to ship. ©'So / they divided each / into many parts / along
existing cracks. &Thus / they brought it back to Japan / in 2005. FBut / just
before the picture arrived at Japan, / Toshiko passed away. &The project members
continued her project / to restore the picture.

&1In July 2006, / the picture was restored / and displayed to the public / at !
Shiodome in Tokyo. $0As many as two million people / came to Shiodome / to see
the picture. 1IThey were, / first of all, / overwhelmed by the size of the picture. _
©But / the wonder of this picture / is not just the size. 3t holds a power / to ||

fascinate and emuragc p-e-uple {14238} '.
am AXTRONTOSRRENWTMSTAL D,
Cestablish @ ( } Cidivide 8 | )
O-___ == @ 8 we O-_ @ 5% 38R
[ restoration (& | Cexisting ) ( )
(  iO-__ @ wets
["Inegotiation (%) ! Copassaway )
{ ) § Doverwheim 8
(Jconsist & | j { j
Clconsist of ~ ) (lascinate §§ ( )

[lpanel &  ( ) i O B enmn
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Lesson 4. Reading section handout 2.

® lesson 8)

AOEMELECBRNEEXNTRO LY S, BRERIBELL D,

‘I Toshiko and her supporters established the ‘Asu no Shinwa Restoration
Project’ to overcome the problems.
= (WTEREOENELSE, MECYHT LBz (
i
+ to overcome ~ 13958 B G H ik

(21t took about one year of negotiations to get the picture back.

= [RERHIETOII | 1
* (Htakes Ato ~) 2 [~F S ASEM) 2543 ).
(iThe picture consists of seven panels.
= THIL 7 2DHRN ( 1)
{550 they divided each into many parts along existing cracks.
= [FLTHAIL 33 ( . EhERE |

'
g along 12 [~2iftoT) kv BAk
s (divide Ainto B) = [A% B 25W+2] - each = each panel

7 But just before the picture arrived at Japan, Toshiko passed away.
m FLdL, kA ({ Yo T o |
% pass away |2 die DM LS &b,

10As many as two million people came to Shiodome to see the picture,
= [ ) A, FORERIAHEHMICP-TRE
kasmanyas~ = [~LO(8{D)]

ZBut the wonder of this picture is not just the size.

= [LL, CORORE[TRRSZ ( M
131t holds a power to fascinate and encourage people.
= [EhiA+E ( ) HEb=TwE)

% 10 ~ I REEOF T M k.

INESERBLLED® XOMCCBEFBTEALYS, AXOATENELLS,

1. MFREBMENRTELHEYILILED,

{ 1
2 BT hathl, 7udz 2 i ri=-f520E LT LD,

( )




