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The Teacher Education N-51G of JALT promotes ongoing professional devel-
opment and reacher training. Some areas of interest inctizﬁz: cooperative devel-
opment, peer mentoring, reflective observation, classroom resea,rc(g] and creati
ocal teacher development support groups. As the Coordinator, 1 rely on the
interest and energy of veteran memffrs and the initiative of newcomers to main-
tain the group's enthusiasm for teaching and commitment to ﬁfe-fong learning.
Ler me tnrroduce myself by saying that 7 am an “accidental” teacher. Little did
9 guiess seven years ago tfgw T would fall in fove with teaching. ‘.Before arriving
in Japan, 1 had justﬁ'nisﬁaf a certificate in TESOL, then 1 completed my MA
TESOL at the School for International Training as 1 worked full-time at the
Osaka YMCA International ‘High School. The c{e‘gree was put to the test at my
next high school where 11 yrc'vidgf peer mentoring for large projects. In 1995, 1
decided to enroll in the doctoral cohort at Temple University to further my
studies in theory and research methodology in TESOL. From this eclectic com-
bination of ymcticaf training, theoretical study, and experience, 1 befieve that 1
am capable g"caordi'natin? not leading) of tfz'sﬁﬂe organization composed of
dedicared teachers, who believe that teaching and learning can still be fun.

Sincere[}/,
Amy D. Yamashiro

Explorations in Teacher Education is published three times a year by the Teacher
Education N-SIG of JALT. If you're interested in submitting an article please contact
one of the coordinators. The deadline for the June Newsletter is May 1, and for the
November Newsletter is October 1.

Newsletter Co-coordinators:
Andrew Barfield, Foreign LanguageCenter, Nobuynki Takaki, 44-5 Kyozuka Honmachi,
University of Tsukuba , Tennodai 1-1-1, Kumamoto-shi 862
Tsukuba-shi, Ibaraki-ken 305 Tel (H) 096-381-1278
Tel (H): 0298-55-7783 Tel (W): 056-343-0345 Fax (H): 096-381-1278
Tel/Fax (W): 0298-53-5727
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Ted (W)011-242-2123 Fax (W): 011-242-2120
E-MAIL: igloo®@leo.bekkoame.orjp
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Letting teachefs see that are (rejsearchers
Tim Murphey
Nanzan University, Nagoya, Japan

his article describes an activity that allows teachers to use their curiosity about how
T other teachers do things in the classroom. [t allows them to begin to do research with-
out using that daunting word. In brief, they simply generate questions around the things
they are interested in, choose one they are especially interested in, ask other teachers (to
gather data), and then write up results in a short report for class. All this is done very
simply within the structure of an oral activity in the classroom. At the end teachers are told
that basically what they have done is teacher research and that what they have written
could be redrafted into a publishable article.

Step Onre: Ask teachers: What questions would you like to ask the other teachers n this
group? What are you curious about knowing? What's the first things you do in the class?
How do you get students' attention? (Perhaps give them a few things that you are curious
about yourself - keep them simple). Put all their questions on the board,

The questions from onie group of teachers

1. How do you know how much students un-

derstand? “generate questions around the
2. How do you begin a class? things you are interested in”
3. How do you address students?

4. How do you choose students to call on?

5. How do you deal with problem students?

6. How do you praise and encourage students?
7. How do you feel when you speak English in class?

8. How do you feel when your students get lower grades than other classes?
9. What do you do when yvou don't know the answer?

i e i e e o StepTwo: Ask them to select
AR TIIHEMROMEORERISBRHF P> one that they are espcially in-
TOBAESS) EVSHFLENBLET Yy  loresed in Bt the persons
: : < name beside the question. Do
::T«f tT’me‘Du—Citl\i? ﬁ-éd)ﬁﬂj&d}&- this until everybody has a
< ﬁgils_ﬁﬁ’d:'ﬂ‘- u, %@?5% @%éﬁjf ' question that they are inter-
HOERY, (F-SEEHBBIC) RACKE  estedin
L EL\V‘I{ H-.Eﬁéic‘:&bi?’, COBEE
© Step Three: Ask them to ask
,'T_T FU.&WT} &{“ jt’v#“ vﬁﬁﬁéﬁf a partner beside them their
..bf!"%ﬁ U 'ﬂ‘*i‘"& L ﬁb\f_%@z‘é 512 question and to take notes on

* &@n@m& {_,"cﬁﬁ:g«p(-}-é & @"cgé ~ their answers so that they can
.bij"fﬁ'o R ol tell someone else later. Sug-
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gested time 5 minutes (time depends on lots of things).

Step Four: Ask them to tum to another person and report what they found from the first
person.

Step Five: Ask to then get up and walk around (market-place mixing) and interview as
many people as possible in the time given (15-30 minutes and depending on the size of the
group) and to take note of all the responses so they can give an oral report later to their
original partner. '

Step Six: Ask them to report their findings to their original partner.
Step Seven: Ask them to write up a report of their findings for the trainer for the next class.

Step Eight: When they bring their reports in the next class, allow them to pass them
around and read them. Ask them if they would like to make a class newsletter out of them.
Ask them to redraft them in the form of articles (provide a few examples and guidelines)
for other teachers and for the later groups you will train. Ask them to give advice to each
other on how they might change their report into an article. Give a deadline for the redraft-

ing.

Step Nine: When the class newsletter comes out, provide them with a list of external
teachers newsletters and publications that might be interested in publishing thetr pieces.
Let them know that their pieces could be expanded and they could ask the teachers at their
schools the same questions and gather more data and write it up.

Step Ten (for the trainer): Keep copies of your students' articles in professional publica-
tions to show to other future students.

Creating publications for developing teacher researchers
In order to encourage a closure on and confirmation of this gentle form of teacher research,
it is proactively generative if trainers begin their own small newsletters to publish their
students redrafted articles. Seeing their arictles in print gets student-teachers excited about
contributing publications to the rest of the profession and they often end up doing so for
the rest of their careers. While thinking of doing research and academic articles puts

many teachers into "overwhelm", when trainers and institutions begin such friendly F“'
publications, they offer non-threatening "seeding grounds" to develop teachers f'!'
as researchers. .

!
Tim Murphey teaches at Nanzan University Graduate School of English
Education and in the COLT course (Certificate of Oral Language Teach- )
ing) in which the ideas in this article have been tried out for several
vears. About half of his graduate students (all Japanese) have pub-
lished articles in English in professional publications.

Tim Murphey, Nanzan Univeristy, Nagoya, Japan.
E-mail: mits@ic.nanzan-u.ac.jp
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achion research and the leaming organisation
Bridget Somekh
Scottish Council for Research in Education

ridget Somekh discusses learning organisations, bartiers to change and how to camrry
B out participatory action research. This article is based on a plenary talk given at the
IATEFL Conference (Intemational Association for Teachers of English as a Foreign Lan-
guage) in York, England, in 199, and is reproduced here with permission of the author,
after being originally published in the newsletter of the IATEFL Management SIG.

Introduction

I want to look at how action research may provide us with a strategy for change which goes
beyond simply saying “Gosh, wouldn’t it be a good idea if we did x. Let’s all do it!”, which
for some reason, doesn’t usually lead to change among human beings as we might have
hoped. In my article in the book that came out after Teachers Develop Teachers Research
(Edge & Richards, 1993), I outlined the following characteristics of action research.

Action research is focused on improving social situations and participants collaborate with
each other and with outsiders to decide upon a focus for collecting and analysing data. It is
about constructing knowledge and producing theories about what you are researching, but
it is different from formal research in that those theories are generated perhaps quite quickly
and in a fairly flimsy state and are then fed back into action and tested out in practice, takes
place in locking at whether or not changes which you based upon those theories have led
to some improvement. For example, when I was a school teacher carrying out action re-
search, the data included photographs of myself standing with my hands on my hips. My
focus on improving students’ learning included trying to establish warm, informal rela-
tionships with them, but my posture in the photographs locked rather aggressive. Upon
that [ based the theory that there were things I could change in my body language which
might actually reinforce rather

o . than counter my efforts to de-

Bridget Somekh [E2- 31‘7\ =) l‘ - 7 l"ﬂ velop more intimate relation-
BHREIESDE ﬁﬁfﬁ U, 55& Educatlon' ~ ships with my students. So [

Action Research &t\‘;??f? s 3 / U -ij- azﬁ '. made those changes and |
Fﬁﬁﬁ@ﬁ%ﬁé b-{-"\i_gha ﬁﬁ!iﬁﬁ’(’% . could then test out whether

there did seem to be any im-
BEARTYL, %ﬂﬁ’&ﬁﬂ%‘é‘%% t“@ﬁiﬁ%’\  provement in students’ rela-
BMICDOLTRRET, Tl ) H—F% tionships with me. This is a
BRTAIEICL > THEBOEEDOEICL>T. memwmﬁwmmﬂf

o T 11 e ST B gt s e 1 geme e teDVit18 & lot of these small
NSHOEMYRSTESN DB LERLT points together that are impor-

WET. ':" ;h";}i:.]. 995& [‘:%@ = - ﬁfﬁ"@ﬁb tant in developing theories that
hz IATEFLTORRE L LILEBOTY . have power in bringing about
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change.

The final step is dissemination of the research. Although action research is about generat-
ing knowledge and understanding about a social process say about a classroom or about
organisational siructure - which can be used immediately as the basis for change, it is also
research and should be publicly reported. This might be through an oral presentation or in
a written report.

The vision of the learning organisation

Three or four years ago, I became interested in looking at the theories developed within
management studies about the learning organisation and the excellent company. [ wanted
to formalise work I was doing into organisational change using actton research and see if it
fitted with this notion of whole organisational leamning. Tom Peters and Robert Waterman
in their book In Search of Excellence (1982), sought to identify the top ten most excellent
American companies and document their significant, characteristic features. In all of them
they identified: '

* A strong organisational culture, so that people who worked in those organisations knew
their mission and what they stood for,

* A strong service ortentation: instead of serving the interests of the company and the
people who worked in it, they were oriented towards customers’ needs {e.g. you didn’t
gold-plate a product because you thought gold-plating looked good and enabled you to
charge more for the product, instead you
found out if your customers wanted gold- o , .
plated products and took the decision to gold A learn Ing company is an

plate or not on that basis). organisation that facilitates

e the learning of all its
« An extraordinarily high level of energy amongst b d ti I
employees. They were working long hours members ana CORINUOUSty

and seemed very committed to the company. transforms itself.”

Of course probably a lot of you know what hap-

pened to the research - ten years later it became clear that a number of those companies
that had been identified as excellent were actually in economic trouble and some of them
had gone bust. A lot of people rubbished the work and said that the research methodology
hadn’t been sufficiently rigorous (which by the way it is very easy to do - almost all re-
search, in my experience, can be attacked on the grounds of its methodology if you dislike
its findings; research is not an exact science and very little of it is sufficiently precise and
so-called objective to stand up to detailed scrutiny by those with a vested interest in find-
ing its flaws). A lot of negative value judgements went into that critique but it is clear that
excellent companies may not go on being successful forever, they need to continuocusly
review their performance and respond to changes in the national and global economy.
Meanwhile, recent work by people like Mike Pedler, John Burgoyne and Tom Boydell in
their book The Learning Company (1991) has continued to emphasise the importance of
looking at people as the core asset upon which companies build excellence.
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The Learning Company is a vision of what might be possible. It is not brought about
simply by training individuals; it can only happen as a result of leaming at the whole
orgamsational level;

A Learning Company is an organisation that facilitates the learning of all its members and
continuously transforms itself.

This is the dream - that we can design and create organisations which are capable of
adapting, changing, developing and transforming themselves in response to the needs,
wishes and aspirations of people, inside and outside. (Pedler, Burgoyne and Bovdell, 1991,

pl)

MNotice that in this quotation the Learning Company is described as a vision in the first
paragraph and a dream in the third paragraph. This is a vision of what might be possible,
not brought about simply by training but by something called “leaming at the whole
organisational level.” According to this theory, in-service training of the workforce, if itis
something separate from the day to day process of working in the organisation, may actu-
ally have very little impact. People will fill in evaluation forms and say that the training
was absolutely excellent, but if you ask thern six months later what they actually did to
change as a result of this training, they may be unable to give a single example of anything
they put into practice. They may just have had a great day which stimulated their thinking
for 24-48 hours but it went no further {(see e.g. STAC, 1991).

But what does “learning at the whole organisational level” look like? How does a whole
organisation leam? “A learning company is an organisation that facilitates the learning of
all its members and continuously transforms itself,” If this is the dream, how do we achieve
it? Is it possible that action research methodology provides us with a mechanism which
can begin to realise this vision of the learning company? Certainly, there is a lot of evi-
dence that just because a company decides to call itself a learning company, and maybe to
implement certain procedures, it doesn’t necessarily become a continuously transforming
organisation or exhibit a dramatic improvement towards “excellence.”

Bamiers to change in organisations

1 don’t know if you have had as much opportunity as | have to go into people’s organisations
and have a look at them. You get something of the same effect when you are new in an
organisation. I have recently changed jobs and I have had virgin terntory that [ could
explore for the last two months. Organisations are extraordinarily interesting and very
complex. They can be wonderful places to work: they can also be so destructive to the
people working in them that the negative impact is as bad as going through a divorce. |
want to tatk about a number of common characteristics of organisations that make them
fascinating as the focus for research, and also make them very difficult places in which to
bring about change.

There are always differences in valnes among all the individual who make ap the
erganisation. These include personal values, value springing from professional roots,
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values from childhood and life history. As a result, individuals have very different goals
and make different assumptions because they have come from different backgrounds. This
is why decisions in organisations often appear to be made irrationally — what rational for
one person is often not rational for another.

Our goals and assumptions are always closely related to our fanction in an
organisation. For example, some of us see ourselves primanly as teachers, others prima-
rily as administrators or managers. Unavoidably our aims and goals will different depend-
ing on what we are putting our main energy into day to day. It will be hard for me that
understand to the managers aren’t

. thinking that my teaching of this par-

It Just seems crazy that any bOdy ticular group on Friday aftemoon is the
should not understand the primary  core business the organisation. It just

: . seems crazy that anybody should not
imporiance Of my teachtng understand the primary importance of

my teaching when I am putting so much
energy in it. Likewise, if you are a man-
ager al you want to make the business success. it seems crazy that teachers won’t do things
which would obviously make the business thrive financially. You probably ask yourself
daily - why are they so obstructive?

Habits and routines of behaviour lock us inte the system. We are also locked into
informal roles. We scon become known as the person who is awkward, or the one who
will always do the washing up, or the person you can rely on to go on that trip to the local
architectural curiosity that no-one else likes going to. These roles extend to patterns of
relationships: there are people who will help each other and people who, because of some
obscure happening in the past, are slightly nervous of each other or implacably opposed. It
is very difficult to break out of these patterns once they are established.

In all organisations there is some kind of hierarchy which accords differential power
to individuals. In many organisations, this hierarchy has a number of negative effects. It
often prevents people from passing up useful advice to the managers above — they will
say things like, “Why should [ tell him? Why should I help? He is paid to do that job, too
bad if that is going wrong.” The corollary of that is that managers in an organisation are
often sensitive about letting people below them see that they don’t always know what to
do. They feel the need always to be seen to be right. There develops a sensitivity about
status and about being perceived as having lost control, which is nurtured by those lower
in the hierarchy saying “He's paid to do that job and I'm not going to help.” You get
secrecy resulting from caution and defensiveness amongst manager - it is so much easier
not to tell people about problems just in case they are upset and the unions become in-
volved. The hierarchy separates us one from another, so that often we develop unrealistic
expectations of what the other can achieve. Managers don’t realise that if they ask you to
teach another class you will be practically on your knees. Teachers often don’t realise -
because they don’t have access to all the necessary information - that it is beyond the
power of managers to take a particular course of action. If you cannot get discussion going
about changes which are being suggested from above, many of us are very good, just as
good as kids are, at developing resistance strategies: e.g. we know how to divert the course
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of a meeting so that we never get to that particufar item on the agenda.

The very langnage we nse, in Foucanlt’s terms (1972, p.31), is an instrament of this
pewer play. So the club culture which is an important part of your organisation, the in-
jokes, the shared references that give a sense of solidarity, of belonging, can actually
exclude one group from another within the organisation so that certain jokes will only be
open to certain people and others are made to feel isolated. There are often assumptions of
shared meanings because you use the same terminology. Sometimes you can all be lulled
into thinking that everybody has the same values, and it is only when two people try to
work much closely together that you realise that they actually mean slightly different
things by the same words. In all organisations, there are things that can be said and things
that cannot be said. Nias and colleagues in their case studies of primary schools, identified
topics that they called “black holes.” These were things that could never be mentioned
because they would upset people; everyone knew about them, but as soon as the conversa-
tion started to move in the direction of that topic, it was expertly steered away again. Do
you see how dangerous that is? If you cannot admit the things that are most tension-
making, if you can’t address them, if you can’t have dialogue about them, then there isn’t
a possibility to unpack them and relieve that tension to bring about change.

The final barrier to change on my list is the demand and constraints imposed opon
the organisation from outside. These may derive from the political situation in the coun-
try or from the imposition of focal or national policies. I tried this idea out on somebody
over supper. The person [ talked to could quite quickly come up with an example of an
apparent lack of student interest in materials she used in one of her lessons which, on
investigation, tured out to result from the group’s anxiety that there was a police informer
among them. Now that is within the last 20 years in a European country, so there are all
sorts of strange ways in which the external political situation of the country that you are
working in may constrain what you do.

some speculations about tensions in TEFL organisations
[ have tried to imagine what might be some specially difficult features of working in TEFL
organisations.

I wounld guess that there is a fension for vou in whethesr the main aim of yeour
organisation is to sacceed as a school or to sncceed as a business. Not everyone will
feel this but I would guess that in some form most of you feel this tension. For instance, do
the students come first? That means small classes, low fees. Or is it essential that the
business makes money? Must that come first? If so, large classes, high fees. Is staff train-
ing a high priority or a low priority, interestingly it could be either for either case. You
could have people who think it is mainly a school and put no priority on staff training, or
people who think it is mainly a business and won’t pay the money. It depends on how
those values pan out Buf there is likely to be some bias there which influences whether or
not to pay for people like yourselves to come to a conference like this, for instance.

i would guess there is a tension in your TEFL organisation abont its cnlteral identity.
If | were to visit your organisation would I feel that I was looking at ‘little England’ - I'm
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talking now mainly to the people working overseas - or would I feel that I was coming into
an organisation which was part of the local culture. The tension must surely be there as to
whether you are importing culture from English speaking countries or you are part of the
culture of the land where your school or organisation is located. As soon as you talk about
English medium teaching, you may be bringing little England in and yet there are so many
advantages to English medium teaching versus local language. What about gender equal-
ity? What do you do if you are working in a country where gender equality is not the
norm? Do you go along with that? Do you import your own cultural values? When these
topics come up in class, how do you address them? What about racial equality? If you are
working in a country where different racial groups are not given the same status — be-
cause many countries have a multi-national population — is your school seen as politi-
cally radical or politicall y conservative? Are you trying to sit on the fence and not take any
political line? Can you in fact do that if suddenly the government wants to sponsor a lot of
students in your school?

Participatory action research: towards organisational
transformation

If action research is to be effective in bringing about organisational change, it is clear that
we are going to have to look at it in slightly different forms. [ have found out in the work
[ have been doing for the past ten years that the nice, tight, rigorous structured action
research process that I could do if [ was working by myself, in my own classroom, had to
change to a considerable extent if I wanted to work more broadly across the whole
organisation. I have become very interested in participatory action research as a means of
overcoming barriers to change.

In participatory action research, the roles of researchers and participants are intentionally
blurred: one or two people, or perhaps a small group, know that they are promoting par-
ticipatory action research, but they conceive of their action research as a collaborative
endeavour with the participants in the organisation - with colleagues that means and with
people who are not such close colleagues, with students as weil and perhaps with parents,
or with businesses who sponsor students. The aim of this little core group, who know that
they have an intention to bring about action research, is to encourage participation in the
action research. The participation is itself a strategy for bringing about improvement and
development: if you can involve people in just a small way in collecting data and analysing
it, they will develop ownership of the ideas in a different way from anything that would be
possible if you produced a report at the end of two years work and said, “Bingo, look what
I’ve found out!” So participatory action research is about bringing people in, even in very
small ways and to different degrees. It’s back to the old saying, “slowly slowly catchee
monkey.” You are putting out incentives and encouraging involvement, encouraging par-
ticipation.

To be this kind of action researcher, promoting participatory action research, you have to
understand the more successful you are at bringing about participation from colleagues
the less control you are going to have over the focus of the research and its outcomes. As
colleagues become more involved and move from being participants and informants to-
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wards being researchers. They will begin to make an input into the analysis and interpreta-
tion of the data you have collected. They will have their suggestions about what it mj ghtbe
most interesting to do next and to that extent you lose control. You get much more power-
ful opportunities for change but a loss of control over the direction of the change - which 1
find very exhilarating and a very interesting way of working - but it has to be said that you
have to judge it. There may be certain things which, if you are in a senior management
role, you may feel you cannot afford to let slip; perhaps you just have to say what those are
and that becomes part of the data in your participatory action research.
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NLP FOR TEACHERS AND TEACHER EDUCATORS!
When?
July 26-29: NLP Trainers Session (Master practitioner’s certificate
required)
July 30-31: NLP Two-day introduction
August 2-5: Educational Hypnosis (4 days)
August 7-12; 14-19 plus six days above: NLP Practioner’s Course
Where?
Nanzan University, Nagoya
Whe?

Contact: Tim Murphy, TEL/FAX 052-781-3871




Peer mentoring
and teacher development

Bobbie McClain
Former Teacher Education N-SIG Program Chair

n the January 1995 issue of The Language Teacher, Don Hinkelman (1995, p. 41) made

the point that JALT should be organising and supporting groups that “promote effective
teaching, even more than our traditional JALT programs ... What if JALT organised peer
observation and mentoring groups?” he asked. In the past few years, several members of
the Teacher Education NSIG have been involved in various types of “observation and
mentoring” groups. In this paper, I would like to examine what has been going on in one
such group: The Fukuoka Peer Mentor Group, which I have been facilitating for the past
two years. I will take a look at what a Peer Mentoring group is, and how it may differ from
other types of Teacher Development groups.

Peer Mentoring and Teacher Development

Teacher development is a “discovery-oriented approach” to learning about teaching. It is
not a “how-to” of practical tips for teachers (Nunan, 1993). Michael Wallace (1991, p.3)
discusses the need for an “intellectual framework” as a basis for teacher education, since
“practical tips and bright ideas will not necessarily lead to any effective result” (op.cit.).
Although Wallace does not make a clear distinction between teacher education and teacher
development, some writers - for example, Jultan Edge (1988, p.3) - clarify this difference
by stating that “education is something that can be presented or managed by others; whereas
development is something that can be done only by and for oneself” (in Wallace, 1991).

Learning what Freeman (1989,
p- 31) calls the “knowledge and
skills” of teaching is essential to
teacher education, but it is not
until we adapt that information

19954 1 AMLT T Don Hinkelman 28 JALT (£
FIALTIZLIBIC O £ U THRNG L £(RE
SEBRETHA IALTHENCRRLIEHL

HATN=T (peer observation and

mentoring groups)«’&{’ﬁoflic‘: SE33M1
ERELELL, TENSIGTREENMND. e

1% "observation/mentoring" /)L — 7 14iEkh%&
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" to our own experience and un-

derstanding of the classroom,
that it becomes part of our de-
velopment. Thus, training and
development are both necessary
and equal parts of teacher edu-
cation. This is reflected in the un-

. derlying rationale of the Teacher

Education N-SIG, namely
Teacher Training + Teacher De-
velopment = Teacher Education.

- In her work on qualitative dif-
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ferences among teacher education programs, Sharon Feiman (in Patton 1980, p.103) makes
a distinction between three kinds of teaching centers. She calls these:

1. Behavioral Centers, where specialists “directly and formally instruct administrators and
teachers” which leads to the adoption of curnculum and specified methods of teaching;

2. Humanistic Centers, which are less formal and non directed, and where “teachers ex-
plore for themselves the areas of teaching that are interesting and important to themselves”
and where practical tips and ideas for the classroom are exchanged;

3. Developmental Centers, where the members establish “warm, interpersonal, and direc-
tive relationships” with each other, working over time in order to assist the teachers " think-
ing about what they do and why they do it. By looking closely at one s own teaching, the
teaching is changed over time.

The Fuliuolsa Peer Mentor Group

It is important, I think, for those teachers engaged in this type of teacher development to

make the distinction between these kinds of groups. The Peer Mentor process is closely

related to Feiman s Developmental Center In my observations of the Fukuoka Peer Men-

tor Group, however, I have noticed a tendency on the part of a few teachers (especially

those new to the field or less familiar with

experiential groups) to lean toward a more

Humanistic Center type of approach to the Teacher Deve lopment is a

group. This seems to be unavoidable, so what “discovery-oriented

we have done in the Fukuoka Peer Mentor 15 .
approach” to learning

group is define clearly how we see Peer )
Mentoring. about teaching

The Peer Mentor process involves a main

speaker using the meeting time to show a video clip of her' teaching and to share her own
responses to the clip as recorded in a teaching jounal. The remaining participants act as
mentors.

We limit the kinds of responses we may use as mentors, and, in this way, we differ signifi-
cantly from other teacher development groups. We use reflective listening and effective
feedback techniques (Porter, 1982), which can take a variety of forms but are generally
limited to “asking questions, making observations in a detached way, and sharing personal
teaching experience” (Freeman, 1989, p.40). Our working definitions of these techniques
are:

Reflective listening: This is information that is reflected back to the speaker. It is nota
verbatim memorization, but includes one’s own understanding of the information, given
along with its reverberations so that the main speaker s understanding of the informa-
tion they have given is heightened and clarified,
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Effective feedback: This is information that: (1) can be heard by the receiver as evi-
denced by the fact that s/he does not get defensive; (2) keeps the relationship ntact,
open, and healthy (though not devoid of conflict or pain); (3) validates the feedback
process in future interactions. Feedback does not assume that the giver is totally right
and the receiver wrong, instead, it is an invitation to interaction (Porter, 1982, p.43).

Reflective listening and effective feedback techniques are new to some participants, and
part of our meeting time is set aside for a discussion of how we see these skills being used
in our group. '

Some further principles under which we have agreed to interact in the group are that all the
members of the group:

* can teach us as much as they can learn from us;

= have valid and valuable questions and comments;

+ are worth listening to closely (in our roles as mentors, we try to help the speakers articu-
late their thoughts in a way that clarifies and deepens their own understanding, and ours};

* learn by taking risks;

¢ learn by sharing our knowledge with others.

These principles may seem simplistic at first glance, but in discussions, we realized how
often we had participated in teachers ' meetings where these principles were not practiced,
causing us to feel that we were not free to interact in ways conducive to deepening our
understanding of our own teaching. Practicing these principles facilitates trust among the
teachers in the group, creating the security we feed is necessary to an open discussion of
our classroom practice. We use these techniques and principles throughout the meeting
with a period of time reserved at the end to share teaching tips, ideas, and suggestions.
Reserving this time until the end serves two purposes, First, it allows the main speaker
time to fully explore her own understanding of her classroom situations, using the group
as a tool for self-reflection. We try to avoid giving advice, suggestions, or teaching tips
which may direct the speaker s reflections rather than to help her to look more closely at
her own questions. Second, by waiting until the end the mentors have time to reflect on the
1deas they want to share and to deepen their own understanding of the importance or
relevance of the information. This waiting time also allows the mentors to concentrate
more fully on understanding the main speaker, thus enhancing their own development

There are, of course, many ways that teacher development can be approached. Peer
Mentoring is one way for experienced teachers to continue with what we as teachers are
about, in that it gives us the time and the opportunity to think about what we are doing in
the classroom and to share those problems and successes with other dedicated teachers in
a meaningful way. Many teachers in Japan work in isolated situations or in situations that
are not conducive to “opening the classroom doors wide” (Robbins, 1991, p.3) so that we
can better look at, and understand, what we do as teachers. My participation in The Peer
Mentor Group in Fukuoka has led me to believe that this kind of group is in fact one of the
best ways for many of us to continue in our professional development. I believe that with
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support from groups such as JALT and the Teacher Education N-SIG, more teachers would
have the opportunity to participate in successful groups of this nature.

Note

1. I have used “her” throughout this paper because I find it less distracting, even though
there are men and women in this group.
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Group interview on an INSET Weels-
end for Senior High School Teachers
of English

Steve Cornwell, Koji Nakamura,
Mary Scholl and Janina Tubby

hat does planning and leading workshops for in-service teacher development in-

volve? In this special group interview, Steve Cornwell, Koji Nakamura, Mary Scholl
and Janina Tubby (interviewed by Andy Barfield) share their thoughts and reflections on
how they prepared a weekend program of six workshops for senior high school teachers,
and on what they learnt from this experience.

Huency and accuracy worlishop goals

Steve: A big goal for me was to present useful information to the participants. As you may
know, Janina does, I considered dropping out at one time....I questioned what I had to offer
high school teachers dealing with a strict curriculum and what can be a restrictive “school-
ing” environment i.e. the stuff they have to do each day that is not about teaching but rather
management. So, one goal of mine was to try to connect my materiai to something they
use...] was able to get two high school textbooks....and draw my examples of accuracy/
fluency work from those textbooks (many of the examples). This paid off, I feel, in that I
heard some surprised gasps of recognition and saw some smiles when I pulled out the
books and passed out a worksheet based on one of them.

Back to the useful information goal - did I succeed? I think the information, while not earth
shattering, got teachers thinking about how they could add in small doses some activities/
technigues to help energize their classes. It’s the old “how do you eat an elephant”
technique....one bite at a time....

I used 5 Minute Activities (Penny Ur) as a reference book and also as a framework in
preparing. I feel that SHS/JHS teachers are so busy and have so many demands on their
time that the only way they can implement some of these ideas is little by little....so almost
ail my stuff was about 5 or 10
minute activities (which could

..Iﬁ,ﬁ&(/‘)ﬂﬁ {.._5'('}'3'%'7 57 / El “‘!7’&#@ bi' . be expanded if time allowed)
B g-é l--. li t@J: jt&-‘t_ é’&#ﬁ.fd”’h[it‘”’ that were easy to do....hence an-
_f‘(,\a)"(‘ L& 9)&" Steve Cornwel Koji other goal was to give partici-
‘Nakamura, Mary Scholl, Janina Tubbyid: #')U— - pants short activities.

| 774' e a —£BLT Fluency and Accuracy, So, I'd characterize my goals s
Process Wntmg, Leamlng Strategles, listeing " to keep example activities:
Skl!ls g0, 6 'DGJ = 9 ‘7‘ 3. ‘V7’é1‘]“9?"‘%f~. * relevant

_f,,-'g;z_f-t__g:[‘_—;);,\-c'ﬁz\'t(,\ggj“o_ - . econnected to their work/situa-
- tons
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Worlishop themes and connections

Workshop Focus Leader

Crientation: Ice-breaking; group formation; Janina Tubby,
discussion of own teaching situation  Koji Nakamura
and constraints; positive and negative
teaching experiences

Process writing;: Communicative writing tasks Koji Nakamura

Learner strategies: Learning awareness: practice and Mary Scholl
theory

Accuracy & fluency: Communicative grammar: short Steve Cornwell
adaptable tasks

Listening: Task-based interactive listening Janina Tubby

De-briefing & Drawing connections between all the  Steve Cormwell,

future connections: workshops; planning adaptationsto ~ Mary Scholl
own teaching situation

* short enough to be done in their context

The above goals weren’t necessarily thought of as “GOALS” it was more organic as I kept
thinking about the workshop...

Process writing worlishop goals

Koji: What I really aimed at was to give a demonstration class of process writing, involv-
ing the participants, so that we could share effective teaching skills for Process Writing
Strategies in a real classroom context. [ tried to create a learning environment which is
almost the same as my process writing class at my college. Most participants were ready to
become my good students and seemed to enjoy most of the communicative writing tasks in
a process approach. In particular, sharing and revising drafts with each other worked well.
But I was especially fascinated by the positive participation of international teachers (non-
Japanese) who are teaching at high school and college. In a sense, their attitude represents
their communicative classroom... What I reaily leamed was that most intemational teach-
ers have already mastered the process writing as a prerequisite for high school and college
education. On the other hand, most Japanese teachers who are familiar with, or good at
“Wabun Eisaku and Grammar-Translation approach” seem (o have a pretty hard time orga-
nizing their ideas over several paragraphs component as they create a coherent text. So,
what | learned was that without writing several connected and coherent paragraphs, as a
daily routine, by themselves, it is quite difficult to develop students’ communicative com-
petence in communication. Consequently, quite a number of Japanese English teachers are
teaching mainly grammar and composition (translation). In this way, | realized again that
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writing is and should always be an interactive and positive means of communication. This
is far from the notion of working on a difficult masterpiece or grammar product.

According to my latest survey, more than 90 percent of students prefer process writing to
Wabun-Eiyaku. That means now is the right time to question and move beyond a Wabun-
Eivaku (translation from Japanese into English) syndrome in order to join an international
communicative context today.

In terms of evaluation, I think instructors always have to present clear criteria for evalua-
tion of writing all the time, even at the bottom of the paper students are supposed to tumn in.
They can always check them over before they finish their final draft In my class | always
ask my students to criticize and make comments on short essay or paragraphs written by
EFL students in other countries. My students have to criticize in terms of these evaluation
criteria. This is very effective and it can be applied when they present the summary of their
essays orally at the end of communicative tasks in my writing class. [ always start my
writing class by asking their explanation of paragraph components and basic writing strat-
egies. For example, “What 1s the topic sentence? What is the thesis statement? What is
paragraph coherence? ... Why it is necessary? Why pro/con structure is effective and ob-
Jjective? ... My students always have to answer in their English. I am sure that when they
can explain clearly in their English, this will become a part of their real writing confidence.
Wabun-Eiyaku never gives such a precious pieasure.

Leaming strategies worlishop

Mary: My goals for the workshop were threefold - goals for myself, goals for participants
- and goals for the material. I’ll start out with my goals for myself. One of the benefits of
giving a workshop is for me to work with the material again in a new way. Figuring out
how to share it with others gives me an opportunity to rethink my ideas. I was looking for
a structured opportunity for me to work with my ideas about strategies, learning and teach-
ing. Second, the actual sharing of the material with the participants gives me yet another
chance to think again about the material because of the way they interact and respond to
the workshop - and I was also looking to put myself in a situation that I could work with
teachers who wanted to learn and think about strategies, learning and teaching. On a per-
sonal level, I wanted to see how [ would do in the workshop - to see if I could do it well and
if I would enjoy doing it. I felt like I had some good ideas and really wanted to share them,
but wasn 't sure how I well I would do. | wanted to test the waters.

As far as the participants were concemed, my goals for them was that they be exposed to as
much of the strategy work as possible and be given a chance to interact a bit with some of
the information provided. | wanted them to both feel comfortable with the material and
also get a sense for the vast amount of ideas that are available to them. | wanted them to get
a feel for some of the theory behind the work and also walk away with some activities that
they could use immediately. [ wanted them to get a sense of how they can approach strat-
egy work in the classroom and how they can incorporate it bit by bit. So, I guess whatI'm
saying is that I didn’t really want them to feel overwhelmed but I wanted them to get the
sense of the vastness of material and the incredible potential that strategy work has to
enhance their students’ leaming. I also wanted to give them some time to process some of

18 Exrronanons iN TeacHen Epucanion



information and spent part of the end of the workshop answering and working with ques-
tions. [ think that this was one of the most useful parts of the workshap.

It might sound strange that I had goals for my matenial, but I think that it is important to
look at planning in that way. As Steve will attest - [ had too much stuff to cover and not
enough time. | knew that going into it - but I wasn’t sure where the participants were at
with the stuff and I wanted to be prepared to give them what I could - so I decided to bring
as much as possible and go wherever they were ready to go. T thought that it would be good
to do some theory and some practical work so I tried to baoil the theory down to enough so
that their appetites would be wetted and then [ brought handouts that would give them a
chance to delve more into it if they so desired.

My approach to the practical applications was the same - | gave them a few activities and
T aiso tried to show them how what we were doing in the workshop was also strategy work,
and then [ prepared a number of handouts that would give them more information about
any activities they would want to pursue. I think that it is important to note that [ tried hard
to make the workshop an example of the kind of work that I was promoting. It doesn’t
make sense to me to lecture about a process in order {o teach it - that is like taking new
theories and presenting them with old methods - does this make sense?

I felt as though the planning process was fairly isolated - which is fine - that is only to say
that if [ were to do this again I think that we could organize it and integrate the material and
workshops in a slightly different way, and it would be even more effective and efficient. In
her feedback, one of the participants suggesied that the first day be focused only on strat-
egy work and the second day focus on how to implement strategy work with all four skills.
Being the strategy nut thai { am, I really like that idea and it makes sense to me. I also really
like the idea of a two-day workshop. We can work more intensely and get much further
along in the material - and I think that the teachers can leave with a stronger sense of being
able to do something new in their classrooms. It was also nice in terms of group dynamics
- they were a great group and it was nice to work together for two days, to get to know each
other a bit and begin to understand some of their teaching situations. [ also like the flexibil-
ity of a two-day workshop - it gives us more leeway to change plans and reorganize in
response to the participants needs and to our needs. I learned a lot both by planning and
doing the workshop.

I learned that [ like giving workshops and I reconfirmed for myself how goed it is to work
with other teachers who are really interested in working on their teaching. I leamed about
being flexible with the material and with the participants and I really enjoyed their work. I
learned about managing too much material and making spontaneous decisions about what
o change, cut and add. It was really good to work with Steve, Janina and Koji. 1 think that
the participants get more out of the “groupness” when all presenters are there for the be-
ginning and the end - but [ also recognize that two days is a lot of time to take off. 1 think
that it is important to recognize that the presenters are not necessarily participants, but
their presence adds an important part of the dynamics. I know that there are other things
that I've leamed, but ['ve got to get off to class nght now ...
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Listening skills worlsshop

Janina: It’s difficult to remember if I reatly had all these goals at the outset or when and
how they developed. For the listening workshop, my goals were many and definitely de-
veloped as I began to plan and even during the course of the weekend (the listening work-
shop was last). In the first place, like Steve, centrally important was to present practical
ideas that participants could incorporate into their class rooms without much or, indeed,
any preparation. Added to this, I hoped that the i1deas [ presented would be able to be
incorporated into current classroom routines and lesson plans without necessarily taking
up more time or detracting from the original lesson and course objectives that the teacher
had set. | wanted to present something that would form a springboard for the generation of
more activities and ideas that participants themselves had had or would have. And on top
of this, I hoped to hang activity ideas around a central theory and to demonstrate activities
that raised awareness of that thesis. A tall order!

So that I could relate to the participants and find my thesis for the workshop [ observed two
listening lessons at two high schools in the Kobe area and spoke to a number of high
school teachers. In many listening classes it seems, listening is a passive and individual
experience for the learners; students are tested at the end of the text with a number of
questions. Successful task completion means getting all the questions right.

These observations gave me my thesis and enabled me to tie ‘my’ workshop in with Mary’s
strategy workshop too. I aimed to raise awareness both for teachers and for students of the
interactive nature of listening, and demonstrate activities for helping students become aware
of strategies to help them become better and more interactive listeners. My approach was
a little like Koji’s in that [ hoped to demonstrate the activities in the workshop. Not just so
that the participants could experience them as students however, but also because I hoped
that they would be able to discover my central thesis for themselves by seeing it in action
rather than by me explaining. If people do it and it works, they are much more likely to be
convinced by that than by long explanations, statistical and bibliographical evidence! I
also hoped by doing it and seetng successful activities in action participants would imme-
diately start thinking about how the activities and ideas could be adapted to suit their
individual situations.

As Mary says, I am sure most presenters hope to get something out for themselves too, it’s
only natural and [ think it is actually a pre-requisite if we are involved in the field of
teacher education! We are, after all, continually learning from each other. In my case, [
hoped to leam more about effective workshop management. I hoped to create a confident
image but an image that was not that of an expert but merely that of a teacher with certain
interest that [ wanted to share. So, [ hoped that from presenting my ideas to other teachers
I would in turn receive their feedback and ideas. I hoped to build my confidence as a
trainer as this is an area that ['ve been involved in before and aim to develop in the future.

[This interview was conducted over e-mail from September to December 1996.]

20 Exrionations v Teacren Epucanion



xploring peer education:

students as teachers
Alice Wahl Lachman, Naoke Matsumste, Kiyoko Kinugawa

This article brings together different perspectives on peer education and has evolved from
a joint presentation that the three authors made at JALT96 in Hiroshima on “Students as
Teachers: Cross-Cultural Comedies.” The form of this article is new (00, in that it includes
three viewpoints from the authors, as well as thought-provoking quotes from Paulo Freire,
and a short questionnaire for you. You're warmly encouraged fo continue the dialogue
that Alice, Kivoko and Naoko have started by sending vour reader responses to the edito-
rial team for publication in the June newsletter. Thanks!

Alice Lachman: New Possibilities of Dialogue

A declared intention of mine for TESOL and JALT conferences is to create new possibilj-
ties of dialogue. Many of us have presented at these conferences for years and our sessions
speak mostly to the “converted.” Many of my colleagues have given up participating in
JALT because they no longer feel revitalised by the sessions nor contributed to. [, how-
ever, envision major conferences as opportunities to create new connections and deeper
dimensions of insight through committed reflection and action before. during and post
conference experience. And I wish to create a wider conversation both with the audience
atiracted as well as the colleagues with whom [ prepare and present

One way to transcend the traditional is to link up with new resources: sur Japanese col-
leagues and students as co-presenters. Last spring I submitted a proposal to JALT 96 on
peer education and cross-cultural awareness activities. With permisston, | included my 4ih
year student, Nacko, and my Japanese colleague, Kiyoko, knowing that we would have to
birth the presentation together if accepted. As newcomers to JALT, they were somewhat
confused by what giving a presentation at JALT really meant. Though we each had a focus
we could bring to our presentation, we had to blend our differences in style and experience
and trust the process. Ultimately, whatever the end result in Hiroshima, Kivoko and Naoko
would have gained expenence in doing a presentation-demonstration and I would be chal-
lenged into undertaking a cross

cultural collaboration that was ~ Alice Lachman. Kiyoko Kinugawa, Naoko
stretching. Matsumoto 2EE JALT96 TERREL A
What follows are the three com- ”S:tudeﬂts- as _'_f“eachers: Cross-cultural Cqmn
ponents of our collaboration; ¢dies” M5 & HITERF R, peer education
First, Kiyoko's Internet review [ DV TH4 RBEHMOBATHET. For
chi some of tﬁe literature onpeer o b RBICBBENTHET, JhERA

ucation. She was surprised not iy 12 3 e P .
to find anything in Japanese RHRES Toa-ALS—-ERHETIER

written on this topic and then EBTWENLED. 6AOIa2—ALy-TH
discover a plethora of materials Y F{FEW LB LEY,
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on peer education in American education. Second, Naoko, a fourth year student of mine
last year at Saitama Women's College, contributed her personal reflection as a peer teacher
. In the summer of 1995, some of my students asked me to continue teaching them during
August and September. Since I would be gone teaching English at a summer camp on
Shikoku, | asked Naoko if she would teach these students instead of me. She had a very
successful experience as a peer teacher/tutor and was enriched by the process. The confi-
dence she cultivated via this experience carried her to other teaching opportunities during
the fall of 1995 and after she graduated in the spring of 1996. This coming spring, she will
enter a graduate program
for English language teach-
“Education must begin with the solution of  ing. The third piece of our

the teacher-student contradiction, by recon- Presentation was the appli-
cation of the principies of

ciling the poles of the contradiction so that ... cqucation to a class

both are simultaneously teacher and stu- project where my Japanese
dents.” students made a teaching
video for American stu-
dents coming to Japan to
inform them about Japanese cultural behavior. The exchange would be reciprocal. My
peer mentors and colleagues on JALTCALL were invited to contribute comments and
ideas as well.

For the Teacher Education N-SIG newsletter, these three pieces are a kaleidoscope of a
peer education project. Though our workshop blended the discussion of peer education
with the challenge of cross-cultural comedies into a focused whole, our handouts reflect
the differences in tone and style each of us brought to the collaborative process. Ulti-
mately, those of us committed to peer education in English teaching in Japan are encour-
aged to revisit Paulo Freire’s guiding thoughts in his Pedagogy of the Oppressed.: “Educa-
tion must begin with the solution of the teacher-student contradiction, by reconciling the
poles of the contradiction so that both are simultaneously teacher and students.”

Contact:  Alice Lachman
Central Coop B-101, 22-6 Gion, Sayama-shi, Saitama-ken 350-13
E-mail: alachman@gol.com

‘A revolutionary leadership must accordingly practice co-intentional education..
Teachers and students (leadership with people), co-intent on realtiy, are both
Subjects not only in the task of unveiling that reality, and thereby coining to knaw
it critically, but in the task of re-creaizng that knowledge. As they atiain this =~
knowledge of reality through common. reflection and action, they discover -
themselves as its permanent re-creators. In this way, the presence of the oppressed
_ in the struggle for their liberation w:lﬂ be what it should be: not pseudo—anaczpa- o

tion, but cowmtfed mvoivement “ Paulo Frezre Peciagogy of Eiza Oppressed Ch 2
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liyolo lfinugawa: Potentials of Peer Education

“Peer” seems one of the hottest keywords nowadays, as in peer teacher/tutor,” “peer me-
diation,” “peer learning,” “peer education,” and “peer leader.” Why 1s it so popular these
days? The answer can be found in positive opinions expressed by the students who enjoy
peer fearning experiences. They like it because “there’s no pressure.”(Burish) The students
and their tutors are “cognitively closer’(Gaustad) and “the students generally identify more
easily with peer helpers than with adult authority figures.”(Webb)

Here are some of the advantages of peer education:

* Students are more relaxed in the presence of peer tutors who are of the same age ora
few years older.

o Tutors, too, “benefit academically”(“those who teach learn twice™), and also their “self-
esteem rises.” (Gaustad)

+ Peer tutoring reduces competition and creates “‘a more supportive classroom environ-
ment. * { Gaustad)

* The “instructional environment usually becomes more learner (as opposed to teacher)
directed. “ ( Imel)

* The teacher becomes a co-learner and facilitator, acting as a guide and a coach.” (Imel)

So we see that peer education is utilised in various situatons. In schools, especially in the
United States, peer tutors are part of learming experiences. Recently, peer tutors’ roles in
writing laboratories have been emphasized. Some universities have a peer tutor training
program, and the students who finish the course will be given credits.

Peer mediation is mostly found in primnary and secondary schools. Some students are trained
as peer mediators and they help their friends solve the problems. Some of builying cases
nay be solved if such a system 1is introduced into Japanese junior high schools.

Several college health centers have peer health educators who can contribute to their friends’
problem-solving and conscicusness-raising campaigns on campus in collaboration with
the staff and experts. They are peer leaders or “mentors” who play a unique role in secur-
ing effectiveness of such programs.

The Internet has added a new dimension to peer education. The learning environment has
changed. The teacher and students are no longer isolated in a room, but are literally con-
nected to the global community. In a sense, everything is new to everybody, so the students
who understand faster than others can teach the rest. Teachers no longer functions “solely

“Through dialogue the teacher;of the-students and the students-of-the tedcher cedse to
existand a new-term emerges: teacfzer«smdent with student-teachers. The teacher is no
lorger merely. the- one-who-teaches, but one who is himself . hersefj) in dzalogue wzth
the students, who in turn while being taught also teach.” E :
Paulo Freire, Pedgagogy of the Oppressed Ch 2 - o
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- as dispensers of knowledge”(Webb) as they used to be assumed. They become learners
themselves, standing together at the gate of the wide world of the Internet.

At Saitama Women'’s Junior College, too, [ started a course “Learning English through
Computers.” Among its goals is to become familiar with how to use the Internet and E-
~ mail. To encourage all the students to leam basic computer literacy, cooperation and col-
laboration are preferred to a competitive environment. But how can I integrate the merits
of peer education in a computer room?

First, in the e-mail project, students are encouraged to write e-mail to each other, other
volunteer teachers and me. I do not correct students’ mistakes as would happen in a tradi-
tional writing class. The point is that students are expected to leamn by themselves through
reading their peers’ mail, writing replies, and writing more mail.

Second, in the Intemnet project, students are assigned to do some research by making the
most use of the Internet. Each group is given an assignment, and they have to cooperate
and collaborate to present their research findings. Students with some expenence in the
Internet are encouraged to teach the others. the information and matenals they find in the
Intemet and their experiences will be shared in the group as well as in the entire class.

What is the teacher’s role in such a classroom? [ am not the one who teaches. [ cannot tell
what may happen in the due course. I am indeed “a co-leamer and facilitator, acting as a
guide and a coach.”

References

Burish, P Pam Burish’s Classroom. <http://www.ten.k12.tn. us/~burishp/classroom.html>,

Gaustad, J. Peer and Cross-Age Tutoring. <http:/darkwing uoregon.edu/~ericcem/
digest79.html>

Imel, S. Peer Tutoring in Adult Basic and Literacy Education. <http://www.ed.gov/data-
bases/ERIC_Digests/ed289949 html

Webb, M. ED289949 Dec 87 Peer Helping Relationships in Urban Schools. <http://
www.ed. gov/databases/ERIC_Digests/ed289949. html>

Contact: Kiyoko Kinugawa
E-mail: kinu520@fa2.so-netorjp
Fax: 0429-92-0516 (H)
(0429-53-7755 (Saitama Women's Junior College)

“Yet only through communication car human life hold meaning. The teacher’s
thinking is authenticated only by the authenticity of the students’ thinking. The
teacher cannot think for his (her) students, nor can -he (she) impose his ( fier) Ihought
on them. Authentic thinking, thinking that is concerned about realxty, does not rake
place in ivory tower isolation, but only in communication”

Freire, Pedagogy of the Oppressed Ch:2
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Naoko Matsurnoto: Reflections of a Peer Tutor

During the summer of 1995, I tutored three students as a peer tutor of English conversa-
tion. After I tutored them, [ considered the advantages and limitations of peer teaching.
From my point of view, peer tutors in Japan have two challenges to make the class succeed
before beginning the class: The first is to break the SEMPAI -KOHAI (senior-junior) rela-
tionship; the other is to make the students feel relaxed.

As for the former idea, one of my students said in her reflection note: “Before going to the
English meeting first, T thought we might have the relationship called Sempai-Kohai, but
when 1 met her (me), my mind was eased by her saying ‘we don’t have relationship like
Sempai-Kohai.” As for the latter idea, Japanese students are generally famous for their
shyness. Most of them seem to be afraid of making mistakes. That makes students really
tense or nervous. So peer tutors have to tell them not to be afraid of making mistakes.
Moreover, they have to show that they don’t intend to oppress the students. In my case, i
told them to forget everything about Sempai-Kohai and never to be afraid of making mis-
takes before beginning the meeting (I called the class “meeting”). This worked effectively
because the students gradually felt safe to ask anything and weren’t afraid of speaking
English. So before anything else, the peer tutors have to create a friendly atmosphere in
order to make the class succeed.

The first advantage of peer education is that the peer tutors can convert their most enjoy-
able learning style or experience in their past or present class to the meeting. My most
enjoyable experience was to plan the world trip using a world map and a handout saying,
“You have won a trip around the world, Using the world map, plan your trip. You can
travel all over the world and choose whichever countries you want, but you have a magi-
muin of 90 days....” So [ used it and the students enjoyed choosing five countries or more
and talking about why they chose the countries.

The second advantage is that peer tutors and students can choose what they want to cover.
I was interested in the telephone conversation which I had never learned in the English
class. If I had 20 or more students in my meeting, [ couldn’t teach them the telephone
conversation, but [ had only three students, so we could improvise “telephone conversa-
tion.” I gave them the handout of the role play and make them think about many possibili-
ties about telephone conversation such as “When the person she/he wants to call is out...,”
“When the answer phone is working...,” “When they had the wrong call....” etc. etc. The
students were a little embarrassed at first, but they could improvise their conversation as
well as create it even though our English is not perfect.

The third advantage is that there is no formality between the peer tutors and the students
unless the teachers are authoritarian because of a seniority system like Sempai-Kohai in
Japan. Some people may feel that it is really oppressive. So they can be in the equal posi-
tion by breaking that formal relationship.

Together, these are the three advantages of peer teaching. What about the limitations com-
pared to these benefits? There are three major concems, in my view.
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The first limitation of peer teaching is that the students may not do homework or activity
for the class because they feel too safe in the class. Since they know that the tutor is almost
the same age as them, they may assume that they dont have to do homework and the peer
tutors won 't be angry with them. In fact, one of my students didn’t do homework except
for one time.

The second limitation concerns how well the “Japanese” peer tutors can be like native
English speakers. There is some limitation for the Japanese peer tutors to continue speak-
ing English. I was sometimes irritated at my ability of speaking English and sometimes
used Japanese because I couldn’t explain a particular point in English. Since I had told
them in my first meeting that [ would use Japanese when | allowed the students to do so
and couldn’t explain myself in English, they never depended on their native
tongue(Japanese). The problem here is once the peer tutors begin to speak Japanese or
their native tongues, the students might depend on their native tongues too much and never
speak English. In that sense, peer tutors for language have to pretend they are native speak-
ers of the language they are teaching and try to make students continue speakmg the lan-
guage mostly.

The third concern is how effectively the class works. There is no formality between the
peer tutors and the students, and tutors can convert the most enjoyable learning tasks to
their class. However, the peer tutor s enjoyable leamning tasks are not necessarily interest-
ing to the peer students. Even if the peer tutors respect the students’ opintons and ideas,
they can't introduce all opinions to the class because of the schedule, our English ability
etc. etc. Peer tutors have to respect students’ opinions. At the same time, they have to
respect their own ideas, Balancing them makes a effective class, and it is a challenge.

I've never experienced peer education in English conversation class although I did in math
class when | was a first-year high school student. While I tutored them, I didn 't feel “I am
a peer tutor!!” Rather, I felt I was both student and tutor. Also, my peer students were both
tutors and students for me. In fact, even if my English ability was better than the students,
I always hit a big wall and was irritated at my imperfect speaking ability. But once I real-
ized that the students were also imritated at their English, [ felt “Don 't worry. We come here
to enjoy speaking English.” As a peer tutor, I learned a very important point, namely “The
most important thing to leam/teach something is to have fun and enjoy joining the clags.”
In that sense, I enjoyed going and meeting my students. In that sense, too, my classes
succeeded. Also, since I could continue speaking and thinking about something in English
during the whole summer, my English didn 't get rusty. It’s a very good point to improve
both tutors ” and students’ English. [ think that the idea of peer teaching is not so common
in Japan, and that most people might not understand that its importance and effectiveness.
But from my experience last year, peer teaching was really effective to teach language
even though [ had a imited English ability. Ultimately, the most important benefit of peer
teaching is that teachers and smdents can be friends, and that connection creates a stronger
motivation for learning reciprocally.

Contact Naoko Matsumoto
E-mail: naomatsumot@ gaia-netorjp (Saitama Women s Junior College)
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Students As Teachers:

A Reader Questionnaire
frolm Alice, Kiyoko and Naoko

1. What do students learn from teaching other students? (“Peer education™)

2. What can we do to make peer education more effective in Japan? What are
some of the difficulues or challenges?

3. Do you have any suggestions for how peer education can be integrated into a
computer class?

4. What are the risks of empowering students to be teachers?
5. What are the benefits?

6. Let’s share examples of peer teaching in Japan.

7. How can we continue this dialogue beyond the newsletter?

8. In your opinion, what points should an article on peer education in Japan ad-
dress in order to be most informative? :

{Editors’ note: Please send in your views o the editorial team, and we’ll publish them in
the next issue. Thanks!]
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Ways of Training: Recipes for Teacher Training
Tessa Woodward

Reviewed by Mieko Fukushima
Toyama University of International Studies

Which of those engaged in foreign language teacher education has ever explored practical
approaches in such a specific, diversified and systematic manner as shown in this book?
Rare in the literature on methods of language teacher training, Woodward has developed
over many years a huge collection of what she calls “process ideas” or “process choices,”
a total of 143 types of activities. The collection, presented in this book, offers ample sug-
gestions for the trainer s own devices, both conceptually and practicaily.

The text consists of seven chapters preceded by an introductory section which contains the
underlying assurnptions of her study. The first chapter gives instruction on how to analyse
and adapt each process type, while the remainder describes the great number of approaches
by a common format entailing procedures, possible variations, rationales and the suitabil-
ity of the trainees (Chapters 2 - 7). Glancing over the list of activities {pp. vi-vii) is helpful
for an initial overview. Many of the names presented in it suggest a particular act or
process, or what might be calied a strategy (e.g., Socratic guestioning, Mapping out what
you already know). Some puzeling names {e.g., Fishbowl) and those suggesting a content
topic (e.g., Mother longue utferances) are also contained in the list.

The framework of this study diverges from the “cne-way flow of messages’ model of
courses. Although Woodward does not devalue the transmitting function of trainers, her
approach is characterised by the focus being placed on the interaction and the mutual
learning between all those people present, including the trainer, and also by the atiention
being paid to the trainee’s own learning process, which includes such views as the leamer s
active involvement in the task of working on content and the differences between input,
intake and output. In the contexts where this interactional and learner-focused orientation
15 pervasive, the point requiring attention i3 that the study 18 based on a challenging as-
sumption: namely, in order for the trainees to take in and own the new ideas offered to
them, training courses need to have an inbuilt variety of externally structured activities
which could offer opportunities for vanious acts, not only listening and reading butalso a
wide variety of other acts, such as taiking, drawing, visualising, experiencing, watching
and so forth (p. 5). Whether such variety in training procedures can actually facilitate
learning better than otherwise would be the case, is an issue lying beyond this reviewer’s
knowledge. What is rather clear is that this study is much more oriented toward the
offering of helping hands than traditional methods which rely much on the leamner s self-
driven straiegies.
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The first three groups of activities concern the process where participants cultivate ideas,
opinions and awareness: introducing (or eliciting) and understanding new ideas (chapter
2), reacting to information from resource books or materials to get interested and ab-
sorbed in it (chapter 3), and intemalising, using and adapting new information (chapter
4). In traditional terms, these processes include such methodological concepts as lec-
tures, reading, discussions, brainstorming and the trying out of activities. The reader can
see that these concepts are elaborated and transformed into considerably vanied specific
activities. The Curran-style lecture {where two trainees are asked to explain what they
heard after an interval of a few minutes) is just one example. The reader may also find
that some familiar techniques (e.g., use of mind-maps) or some vague ideas which he or
she may have had {e.g., the task of exposing the trainees to a collection of reference
books) are shaped into set activities. '

The fourth group is addressed more directly to traditional areas of common interest which
concern the phase of practice teaching: namely, lesson planning, observing, and demon-
strating and feedback (chapter 5). The use of various visual aids {(e.g., grids, graphs and
diagrams) is one intriguing aspect of this section. The other two groups deal with areas
which are traditionally less concentrated on: finding about other people, about oneself,
about the job of teaching and about language (chapter 6), and providing support to de-
crease the stress of training (chapter 7).

For us to look into the whole of the rich repertoire, various efforts are necessary. One
such is to follow and visualise the procedures described in a written form. The other is to
negotiate with the content to be covered in a course. With sample content topics dealt
with sporadically in part of the collection, the reader is required to examine how the areas
and topics he or she intends to cover can be related to individual activities and how the
whole of his or her course can be structured. Still further is to consider the levels of the
trainees and therr influences on the usability of the activities. This consideration is neces-
sary especially in the realm of pre-service training, such as methodology courses offered
to Japanese students in undergraduate foreign language (English) teacher s certificate pro-
grams, involving someone like me as teacher. As mentioned by Woodward (p. 16}, every-
one has something to start with (e.g., knowledge and learning experiences). Itis neces-
sary, however, to examine whether or to what extent those young pecple, without ample
prior experiences in teaching and academic studies, can successfully perform the set ac-
tivity. In conjunction with this inquiry, it may also be essential to develop strategies
toward the trainees’active participation in an unfamiliar activity, for instance, explaining
the purpose and the innovativeness of the chosen activity.

All in all, Ways of Training provides the reader with good opportunities to examine what
his or her present approaches are like and how they can be developed. It serves as a highly
instructive work where the trainer only concentrates on what is to be transmitted to the
trainees, or where his or her resources are limited to traditional methodological concepts,
and/or a small repertoire of particular activity types which have been picked up from
other people rather arbitrarily. The text is relevant not only to language teacher education
but also to other disciplines and their teaching methods. How Woodward’s exploration
can be interpreted from the standpoint of leaming theory is bevond the present review.
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Woodward, T. (1992). Ways of Training: Recipes for teacher training. Essex, UK: Longman
Group UK Ltd.  (192pp.) ISBN 0-582-06493-7,

Would you lilie to write a review?

i As areviews editor, I am working on compiling a list of good books and articles on
‘ Teacher Education to be reviewed in the newsletter. If you know good books/articles
| on TE, please send me your information using the format below:

Book/Article ttle:
Author:

Publisher,
Outline:

g R S Y 8 S P

Also, if you could write a review on any book/article, please contact me by fax ore-
mail. I can check my mail only once a week, so fax is better.
Junkﬁ Okada (Rev1ews Ed:tor) tel/fax 0489-77- 6065 a- mail okada@tuj ac, ]p
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Cooperative Developmemnt
Cooperative Development. Julian Edge. Introduction. I am using
the term development to mean self-development. Cooperative
development is a way of working..
http://sol.aston.ac.uk/lsu/tdacd html - size 23K - 15 Jan 96

Discovering And Taking Action On The " Adult/Child Persona"
Conflict Withinn Low Level Students
Discovering And Taking Action On The "Adult/Child Persona"
Conflict Within Low Level Students. Henny Burke. Introduction. In
this paper, I describe how [..
http://sol.aston.ac.uk/lsu/tdahb.html - size 20K - 15 Jan 96

Interactive Skills and Developmental Processes
Interactive Skills and Developmental Processes. Thomas M. Morton.
Introduction. In the first part of this paper, I concentrate on
the interactive skills... http://sol.aston.ac.uk/Isu/tdatm htrml -
s1ze 22K - 15 Jan 96

An amazing bibliography on Appropriate Methodslogy!
CANTERBURY CHRIST CHURCH COLLEGE. Department of Lan-
guage Studies. This bibliography has been prepared by Dr. Adrian
Holliday and is offered as a resource. hitp://www.cant.ac.uk/depart-
ments/languages/bibliol.htm - size170K - 25 Nov 56

Visit us on the web:
The Teacher Education N-
SIG Homepage is now
accessible at:

ECCaRTRIC

TuTerneT HollouT
. Dol T. quiABY

http://langue.hyper. chubu Pateas tor

.ac.jp/jattnsig/ teachered/ iﬁ?‘f ’;«*STDS‘?J #
te. htm.

JALT can be found at:
http:/langue. hyper.chubu : N
ac.jp/jalt - e
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Neil Cowie (N-5IG program co-coordinator) Self-introduction

1. Who am 17 Neil Cowie, 36 years old, from England (Coventry, if you know it). Married to Yu
from Taiwan (Ilan, if you know it), with two energetic kids: Tom (6) and Hannah (3) so if you ring after
9-30 I am usually asleep!

2. Teaching Currently at Saitama University (just North of Tokyo, if you know it). In the Brtiish
Studies department in the Liberal Arts faculty (department sounds very grand - there are four of us - I
am the foreign teacher). Just finishing my third year, before that [ was on the conversation school -
company class treadmill in Tokyo (which 18 OK when you are single, but exhausting with children -
although I didn’t usually take them to lessons). Have been a teacher for about & years spread out since
1983 - the rest of the time was studying in the US and working for the Sports Council in England (stilt
very interested in sport development and coaching).

3. Teacher Education Interests | have had little formal teacher education experience, and ope
reason [ joined the N-SIG was to get some. I would like to move into teacher education, development,
training in some way in the future. Just finished an MSc from Aston University in England - by distance
learning - thoroughly recommend it. Now wondering what to do next.

4. N-SIG thoughss 1 think the group should provide high quality support and information reflect-
ing the needs of the members. One way fo do this1s to creaie a good network of contacts - 80 that people
can get together with iike minded others - this may be locally for face to face meetings, through emait,
or through quality ‘development opportunities (workshops, conferences, retreats and so on).

It would be very helpful if we had some kind of development pian - a guide for what we want to
achieve, and how we could do it. ] think a small number of people could write the plan and then the
larger membership could suggest changes. It does not have to be very long or detailed - otherwise it
probably will not be useful.

5. Fragmentary pieces of wonder (Andy’s title not mine) I have just finished my dissertation,
which was about writing (by email) to a supportive colleague, in order to become a more reflective
teacher - a kind of electronic peer mentoning. I would like to carry on doing this, and find other teachers
{particularly Japanese ones) fo develop with.

I wounld also like to work more with my colleagues in the university, and I am beginning to “find
my friends’ there, creating a small support group. It's ridiculous to me that it is taking so long to meet
people (even at the same place of work) hence my earlier concerns about the N-SIG being a good way
to network.

So there you have it — does the word plonker come back to you?

Cheers, Neil (PS If you have some ideas for the retreat let me know.)

We want to hear from you, we want to connect with -
people! Send in a brief biography of yourself and your

interests and we'll print your
SGTRESNERY Pigrng aF 1
here
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I5im Todd ( N-3IG Newsletter Distrubution Coordinator)

I'm from Windsor, Ontario, Canada (directly across the river border to Detroit, Mich.,
USA). I've been in Japan for just over three and a half years, and have spent tme in both
Tokyo and Nagoya. [ work for Chubu GECS (private conversation school), based in Nagoya,
as the Chubu Teacher Trainer and Manager. There are 50 teachers in my area, and [ am
responsible for their training as well as general ‘care’. I also have many admimstrative
responsiblilities.

I am interested 1n becoming more current with Teacher Education and hearing new ideas,
which may be useful for my position. I don’t have a teaching background (only what T've
done in Japan), nor have I studied anything formally about teacher education, but I'm
definitely interested in the area, hence my joining this N.SIG.. [ have just recently joined
TED N.8IG. and am locking forward to learning more about what it offers, through in-
volvement. [ am interested in what people are deing for Teacher Education at universities
but 'm also interested in meeting people in situations similar to my own, so that we may
share ideas with each other. and, 1sn’t it a great way to network?1?

Kim Todd, Chubu GEOS GVA 21 11F 7-1 Tsubaki-Cho, Nakamura- Ku Nagoya-Shi, Aichi,
Japan 453 Ph:81-52-451-2388 Fax:81-52-451-2468

Announcement: JALT President announces fee increase
Gene van Troyer, JALT President, has announced an increase in JALT dues
and subscriptions for all members according to the following chart:

Category Present INCREASE
Regular Member ¥7000 ¥10,000
Joint ¥6000 ¥8500
Student ¥4000 ¥5000
Group ¥4500 ¥6500
Subscription ¥6000 ¥8000

All current members, regardless of their category or fiscal year 1997-98
membership expiry date, may renew (and thereby extend by 12 months)
their memberships at the present rates, provided that they do so prior
April 1st, 1997. From April 1st, the new rates will be in effect, regardless
of membership status or expiry date. Group Members must renew as
groups, Joint Members must renew with their partners.

Use the postal transfer (yuubin furikae) form in the back of The Language
Teacher through the March, 1997 issue ONLY.

Signing on now as a new member, reviving a lapsed membership, sub-
scription, or renewing a current membership will save you the cost of the
increase set for April 1st.

Questions, inguiries and comments should be sent fo JALT headquarters
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Autobiography in Five Chapters
by Portia Nelson

1.) 1 walk down the street.
There is a Jeey hole in the sidewalk.
1 fall in.
7 am flost . .. 9 am hopeless.
It isn’t my fault.
It takes forever to find a way out.

2.} 1 walk down the same street.
There is a Jeey hole in the sidewalk.
‘I}aretem{ﬂ don’t see it.
fall in again.
1 can’t believe that 1 am in the same place.
But it isn’t my fault.
9t still takes a fong time to get out.

3.) 9 walk down the same street.
There is a deep hole in the sidewalk.

9 see it is there.

q sti[(fa(f in. . . It’s a habit.

CMy Zyes are open.
9 know where 1 am.
It is my fcm[t

1 get out immecfiate(y
4.) 1 walk down the same street.
There is a cfee:p hole in the sidewalk.

1 walt around it.

5.) 9 walk down another street.
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MINUTES OF TEACHER EDUCATION N-S.LG. Annual Genera Meeting NOV 3 1996

Held at:  JALT '96, Hiroshima

Present:  Upto 35 people {(nambers varied)

Co-Chairs: Judith Johnson (English) , Sonia Yoshitake (Japanese)
Minutes: Clive Lovelock

Agenda:

1. Introductions, explanation of agenda and thanks by outgoing cocrdinator, Andy Barfield
2. Approval of minutes of last year's meeting

3. Approval of revised mission statement

4. Reports from commiitee nembers

5. Commiittee nominations & elections

6. Proposals for future directions for the S.1.G.

1. Introduction by Andy Barfield

The concept of TEAM SHARING was explained. Although one person will normally be responsible
for carrying out the duties of each commitiee post, nominations (or self-nominations) of additional
supporting committee members are encouraged, to share the load - particutarly for positions involv-
ing a heavy workload. Additional appointments can also be made later, whenever volunteers come
forward. Thanks to the membership of the SIG and to commiitee members {or their support over the
past vear. Special mentions for Tim Murphey's hard work which resulted in a real guality product; for
Janina Tubby (first N-81G weekend on Teacher Development with high school teachers); for Cheiron
McMahill (bilingual publicity); for Amy Yamashiro, Neil Cowile, Takaki Nobuyuld, and Tim Newfields,
for volunteering ahead of the AGM.

2. Approval of minutes of last year's AGM
Carried unanimously.

3. Approval of revised mission statement
Carried unanimously

4, Reports from committee members
Distributed in written form.

5, Committee nominations & elections
Committee members from November 3rd 1996 until the A.G.M. election next year are as follows:

CORE COMMITTEE
1. Coordinator Amy Yamashiro
2. Treasarer Stephen Hanpeter
3. Membership Coordinator Andrea Soares
4. Programme Co-coordinators
Neil Cowie, Donna Fujimoto
5. Newsletter Co-coordinators
Andrew Barfield, Sean Conley, Nobuyuki Takaki
6. Publicity Coordinator Janina Tubby
7. Recording Secretary Clive Lovelock
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NON-CORE COMMITTEE

8. Membership Database Coordinator Bill Estes-Dotani
9, Newsletter Distribation Ceordinator Kim Todd

10. Review Editor Junko Okada

11. Technology Coordinater Tim Newfields

12. Translation Coordinator Haruko Katsura

{All elected unopposed)

6. Proposals for future directions for the S.1.G.
My apologies, but | omitted to wnte down/ didn't know, the names of all the contributors; so in the

interests of homogeneity, all suggestions are anonymous. CL

« More regional workshops or mini-conferences, perhaps using the combined efforts and resources of
groups of neighbouring chapters - especially if they have already established a relationship with
each other.

*» A workshop for beginners on how to use E-mail /the internet to further the interests of the N-SIG,
and/ or on applications for CALL. Do a careful check on the e-mail addresses of members. Elec-
tronic delivery of the Newsletter.

« A weekend together for members nationwide, if we can find funding to make it feasible. Perhaps
chapters can help here, since they have more financial resources than N-SIGs. Janina supplied the
following information relevant to costs and evaluation of these. 20 people attended the high-school
teachers' workshop from all over Japan, so they had to pay for their own accommodation and
transportation. Most participants said it was worth it. Nobody said it wasn't.

» Various suggestions for workshop themes: - Something based on Julian Edge's workshop earlier the
same day on using metaphors from Counselling-learning. - A pre-cursor to the JALT '97 Confer-
ence theme "Trends & Transitions” - Observation - how to do this (could be '97 conference collo-
quinm theme). - Metaphors used to describe teaching, learning & lessons. Survey of needs / wants
of teachers in junior and senior high schools Could lead to colloquium, or action research project.
Possibility of funding from JALT??

» Peer support for new members: pair them up with a member with simiiar interests - maybe someone
living nearby. Could be done on e-mail or fax. (Related to peer support): investigate how Japanese
and non-Japanese teachers can learn from each other Provide each new mermber with a starter
pack: introduction to the SIG, where to get info.,, glossary of terminology in current use within the
SIG, etc... At least make sure all new SIG members feel they are getting something out of their
membership fee shortly after joining.

= Investigate Donald Freeman's suggestion that teachers should spend more time thinking about shop-
ping around for ideas, methods, approaches which suit their own personal teaching style and
situation(s), rather than hoping to be trained by aping one particular medel (or more).

= Plea from Haruko Katsura: will Japanese members please give her suggestions as te what kind of
information they want in translation

Clive Lovelock
Recording Secretary 96~97
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Transiation Coordinator

¥ mBF (Katsura, Haruko)

TEL(011) 841-1161 (w),

FAX{(011) 824-7729 (w),

E-mail: harubo®@elsa.hokkai-s-u.ac.jp ETEDF,
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1. Coordinator

Amy Yamashiro, Keio SFC, 5466 Endo,
Fujisawa-shi

252 TEL (W) 0466-47-5111 ext 2825

FAX (W) 0466-47-5078

TEL/FAX (H): 0466-45-T816 Changing March
EMAIL:ady@sfc keio.ac.jp

2. Treasurer

Stephen Hanpeter, Takano-so,4-27- 14 Nagasaki,
Toshima-ku, Tokyo 171 TEL/FAX (H) 03-
3959-9385

3. Membership Coordinator

Andrea Soares, c¢/o GEOS, Yokoi

Kitahama Building 6F, 1-1.30 Kitahama, Chuo-
ku, Osaka 341 TEL: (W) 06-231-5938 (H)
0720-21-0125 CELL: 080-534-3521

E-MAIL: kgeos@ ppp.bekkoame.orjp

4. Programme Co-coordinators
Neil Cowie, 635 Shimo Okubo, Urawa-shi,
Saitama 338 TEL/FAX (H): 048-853-4566
E-MAIL: cowie @crisscross,com

Donna Fujimoto, International University of
Japan, Yamamoto-machi, Minami Uonuma-
gun, Niigata 949-72 TEL/FAX (H): 0257-79-
1818 TEL (W): 0257-79-1494 FAX (W) 0257-
T9-4443 E-MAIL: donna@iujac jp

5. Newsletter Co-~coordinators
Andrew Barfield,

Sean Conley,

Nobuyuki Takaki,

see page two.

6. Publicity Coordinator

Janina Tubby, 4035 Sunrise Haruna, 7-4-17
Kasumigacka, Kobe, Hvogo-ken 655

TEL (H): 078-706-5026

E-MAIL: LED06057@niftvserve.orjp

7. Recording Secretary

Clive Lovelock, 2-75 Seiwadai, l-chome,
Kita-ku, Kobe, Hvogo-ken 651-11 TEL (H):
078-594-1332 TEL (W) (723-65-0865
FAX (W) 0723-65-5628

8. Membership Database Coordinater

Bill Estes-Dotani, 7-27

Minaminosawa, 3-jo l-chome, Minami-ku,
Sapporo, Hokkaide 003 TEL (H):
011-572-7414 TEL{(W) 01i-841-1161 E-
MAIL:k1548@ osf.cc.hokudai.ac.jp Changing
March

6. Newsletter Distribation Coordinator
Kim Todd, Chubu GEOS, OVA 21

Building 11F 7-1 Tsubaki-cho, Nakamura-ku,
Nagoya-shi, Aichi-ken 453

TEL (W): 052-451-2388

FAX (W): 052-451-2468

E-MAIL:cgeos@ ppp.bekkoame.orjp

10. Review Editor

Junko Okada, 3-3-8-401 Park Town, Sengendai
Nishi, Koshigava-shi, Saitama-ken 343,
TEL/FAX (H): 0489-77-6065

TEL: (W) 0484-67-1311

11. Technelogy Coordinator

Tim Newfields, 1-5-7 Kusanagi, Shimizu-shi,
Shizuoka-ken 424, TEL/FAX (H) 0543-48-
6613

E-MAIL tn@® gol.com

12. Translation Coordinator

Haruko Katsura, 2-16-15 Kitano-sawa,
Minami-kuo, Sapporo, Hokkaido TEL/FAX
(H): 011-572-9763 TEL{(W):011-841-1161
E-MAIL harubo@elsa. hokkai-s-u.ac.jp
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heleat /7 Get bogetner: JUNE 1997

We hope 1o organise a weekend gathenng for all interested members to achieve several
things: a. To plan the production of a 'starter kit’ for all members (contact lists, key ar-
ticles, jargon explanations gtc etc). b. To have workshops / discussions on ways of peer
mentoring (cooperative development, local support networks, co-journalling etc etc). ¢. To
plan for the future of the group in the longer term eg, research projects, development plans,
conference proposals, prority issues etc etc. d. To meet each other, put names to faces,
socialise intensely etc etc

So far, we have two possible dates: Saturday to Sunday on the 7th and 8th, or, 14th and
15th of June. Eric Reynolds has also suggested a possible venue in the Nagano / Yamanashi
area, although this may not be appropnate. For more information contact:

Programme Co-cocrdinator
Neil Cowie, 635 Shimo Okubo, Urawa-shi, Saitama 338 TEL/FAX (H): 048-853-4566
E-MAIL: cowie®@ crisscross.com

Teachers Develop Teachers Research 3 (TDTA3)

The next TDTR3 conference will take place et Oranim School of Education, Israel, Sep-
tember 8-10, 1997. Teachers Develop Teachers Research is a conference organised by the
two Special Interest Groups (SIGs), Teacher Development SIG, and Research SIG within
IATEFL. The two previous conferences were venued at Aston University, Birmingham,
England, in 1993 and at Eurccentre, Cambridge, England, 1995. We here at Oranim are
very pleased and proud to have been given the responsibility for the 1997 conference, and
we shall do our best to make it an enriching and worthwhile event professionally, socially
and culturally for every single participant. The theme of the conference is * From Process
to Qutcome,” which invites presenters to share all stages of the study with us, Each pre-
senter will be given 60 minutes, out of which we strongly recommend 15 minutes for
discussion. '

The three invited plenary speakers are Dr Fred Korthagen, Dr Mike Wallace and Dr Shosh
Keiny. They represent three countries (The Netherlands, Scotland and Israel), and various
areas within research on teacher development. Penny Ur is our local speaker. The venue of
the conference is Oranim School of Education. If you are iterested in further information
about the conference, please feel free to contact us.

Kan Smith, TDTR 3, Orgarnzing Committee Chair, Oramim School of Education, R, Tivon,

36006 ISRAEL
FAX: ++ 972-4-9832167 E-MAIL: ZEAC106-@ UVM HAIFA AC.II
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