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This newsletter should reach you just prior
to the JALT99 ronference in Maebashi, and we
hope that many of you will make it to one or
another of the Teacher Ed. SIG supported
presentations. These include: Dr Andy Curtis'
pre-oonference wodshop on action research;
two colloquiums, one mactionresearch and
writing, and the other on learning styles and
motivation (further info. on pages 2-5).
We always welcome new faces and
volunteers to join the committee in orga:msing
the year's program so if you would like to help
come to the AGM (Saturday, October 9th, 6:15 7:00 in the OOME) or drop in to the Teacher Ed
table beforehand. Look out for our party, tool
Please enjoy all that the ronferencehas to
offer, both socially and professionally. See you
there!
Neil Cowie, TE SIG Coordinator,
<eowie@crisscross.com>;
Paul Beaufait, Newsletter Co-editor,
<pab@pu-kuma.moto.a.c.jp>, with
Cidlurint Haigh Smith, <cathaigh@gol.com>,
& Harllko Katsura, <harubo@elsa.hokkai-s-u.ac,jp>
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TH SIG•s guest speaker
This year our spOllBOl'OO guest at JALT99 is Dr
Andy Curlis, bun Hong Kong Polytechnic
University. He wi11 lie offering two seesions: a
three-chour workshop on Friday October 8th
1999,tmtitled, "Connecting hands, head and
heart thrgugh action research and portfolio
creation," and a forty-five minute talk on
teacher collaboration entitled "Professional
connections and collaborative research in the
da$toom." To follow are details of both
saisions.

Connming hands, head 1ind ke11rt tlmn,gk
Adion Research 1111.d portfolio t::rl!lltion

While action research and portfolios are not
new they are, however~ a relatively recent
source of much discussion in the international
language teaching community. One reason for
this is the realization that, as we approach
the next millennium, our view of what it means
to be a language teacher needs to be expanded
and extended; building on, inoorporatirtg but
also going beyond our regular, daily classroom
teaching.
This workshop will show us how to do this
by connecting what we do, our hands; with how
we think about and reflect on what we do, our
heads; and how we feel about who we are as
professional practitioners, our hearts.
The first part of the workshop will discuss
the various steps th at ran be incoiporated into
the action research framework. It will consider
what is required for effective classroom-based
research to be carried out successfully, and how
this am help us to re-examine and re-view
what wedo.
The second part of the session will look at
exb'acts from teachers' portfolios to see how
well these doo.tmenlaiy and textual reflections
am portray the many and varied aspects of our
prof~ssional roles and responsibilities. It will
also take us through some of the potential
problems and pitfalls of both action research
·
w:tfolios, and how these ran be
• •.
. ed, whilst maximizing their potential
·.. ~fits in making the connections between our
ifands, heads and hearts.
.

11.11l amntt:tions mid rollaboratfoe
11J. the d11ssN<Jm
•inu& has bi!en written about

.~ te.ttbing an.cf collaborative
· years, it is still relatively

enetlass at.the
~ itHJlle of
those profuSBional partnerships that
illustrates the truth of the &ui61n: "The whole
is nt-0re than the awn of its parts". But what is
different about research with two O!:' m<ft
people; w~y should we and how can we go
about creatmg such collaborative partnerships?
.

.

The differences relate to the change in
vision that comes from viewing the same
situation from two or more similar but different
perspectives. Reconsidering the word 'research'
we find 're-search', in the sense of looking
again with fresh eyes at our teaching and
learning environments, and this multiple-point
perspective leads to a form of 'triangulation', so
important in claiming validity and reliability
in research.

A number of essential characteristics,
qualities or factors are required for this
collaboration to result in outc001es greater than
those than one could achieve individually.
Factors sum as trust and willingness to expose
profession.al ourselves 'warts and all' also need
consideration. These questions will be expanded
on in this talk.
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Responding to writing: learning from
Action Research
How response to writing is formulated and
incorporated into writing courses depends on
teaching goals - and individual beliefs about
effectiveness of response. Many writing
teachers believe teacher written responses
have considerable impact on student writing
and attitudes to writing, while others support
learner-centered peer response. To address that
tension, this demonstration will examine the
strengths and weaknesses of different response
modes.

In consecutive segments, four teachers will
each report on their decisions about what kind
of response to use. Each segment will draw on
action research that the teachers conducted as
members of a teacher development group. The
first presenter will examine the value of
identifying with students goals for improving
their writing and of learner training in specific
peer response techniques to reach those goals.
The next presenter will describe the
development of feedback on student writing
through spoken comments on audio tapes. The
third presenter will analyze how student
writers can interactively develop writing
plans, genre awareness and peer responses,
before the fourth examines the use of reading
journals to help students see reading and
writing as dialogic processes of text (re-)
construction. In each case, the presenters will
relate their choices to course goals, teacher
beliefs, and learning theory.
Participants will have opportunities to
review student writing and classroom
materials. Through a final question and answer
session, attendees will be actively encouraged
to relate these mini-demonstrations to their
own teaching goals to revise, expand or confirm
their positions as regards responding to writing.
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universities. Building from an awareness of the
variability of classes and the diversity among
students within a class, each presenter will
focus on how she or he has undertaken action
research to enhance the learning environment.
One presenter will share his experience of
negotiating a 'process syllabus' with learners of
Japanese, focusing particularly onhelping
learners distinguish between the uses of similar
Japanese expressions.
Three presenters have used Rebecca Oxford's
'Style Analysis Survey' (SAS) of different
learning styles. One study highlights the
personality information from the survey
investigating the role of 'introversion' and
'extroversion' as character traits. Heightened
awareness can help reluctant learners towards
an increased and more fruitful involvement in
class activities. Another presenter uses the
survey to match student individual learning
styles to activities aimed at improving lexical
competence.
The final presenter widens the focus to
compare classes at two universities and seeks to
show that greater objective awareness of
different student and group learning styles can
help overcome perceptions oflarge university
classes as 'homogenous' entities. This helps to
enhance the tailoring of activities to make the
best use of individual student 'strong points'.
Participants will gain ideas on how to
individualize lessons within the limitations of
their teaching situation. The audience will be
encouraged to offer their own experiences and
viewpoints.
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Attuning lessons to learning styles and
learner needs Sunday, Oct 10th, 9:15-11:00

Annette Kaye & Chris Pitts, members of the
TE SIG, will be presenting at JALT this year.
They're doing a joint presentation on Saturday
morning, 11:15-12:00, entitled Needs analysis:
two examples using questionnaires, and
Annette's doing one on her own on Monday
morning, 9:00-9:45, entitled A Master's Degree
by DL: some points to consider. These will be
Annette's first presentations at JALT and Chris'
second.

Donna Fujimoto (facilitator); Jill Robbins,
James Venema, Shinichiro Yokomizo, Anthony
Robins (speakers)

Also of interest, the GALE Colloquium Professional Pursuits: Publishing, Peers, &
Power; moderated by Amy Yamashiro:

Just as teachers at language schools must use
flexible strategies to deal with a wide variety
of students with different experience, learning
styles and motivation, a similar flexibility is
needed when teaching at colleges and

Language teachers, women in particular,
often lack mentors and role models for helping
them pursue ongoing professional development.
The panelists will address three important
issues relevant to professional development for
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language educators in Japan. Brent Culligan
will provide an overview of the publication
process of professional journals, Christine
Pearson Casanave will discuss collaborative
peer development activities, and Jacqueline D.
Beebe will describe changes effected at schools
from the margins of the power structure.
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Conference on Testing & Assessment
of students, teachers & trainers
Bruce Oertel <boertel@kansai.email.ne.jp>
A two-day mini-conference entitled Testing
and Assessment of Students, Teachers and
Trainers was held in Kyoto onJune 19th and
20th. The 50 or so participants were able to
choose from a variety of presentations and
workshops ranging from ways of making
traditional tests more interesting and
motivating to alternative assessment styles
including group-based continuous assessment
and student self-assessment.The relatively
small number of attendants made it a rather
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intimate conference but at the same time it was
a good chance to meet people with similar
interests and concerns.
The first day was devoted to presentations.
More than a dozen presenters offered
information and ideas on topics such as oral test
design, on-going assessment and action research
. It quickly became apparent that the notion of
"testing" students could be interpreted in many
ways. More than just discussions on Eiken (STEP
test) & TOEFL or on how to design questions for
the end-of-term final, several of the
presentations offered ideas on fundamental
changes from traditional testing and
assessment. Some tests were made game-like to
pique student interest and focus attention on
language rather than the test. Others offered
practical ideas incorporating assessment into
the curriculum through a rewards-based class
management technique or using a system of
course criteria to motivate students and
identify their progress.
A great deal of interest and discussion was
devoted to alternative forms of assessment. One
presentation described a method of using groupbased continuous assessment to break-down
student inhibitions and shyness. In another, the
presenter offered a detailed account of his own
experiences and experiments with students selfassessment. With these presentations
especially, the tone of the discussions shifted
from one of teacher-centered checking of student
knowledge to an emphasis upon student
responsibility and using assessment as a
pedagogic tool. There was definitely a sense of
rethinking not only "assessment" but also the
whole notion of how learning is carried forth.
Day two of the conference was intended to be
a series of workshops were participants could
work on developing assessment packages or on
designing Action Research projects for their
classes. The atmosphere in the workshops was,
like the whole conference, very laid back. In
the workshop that I attended on Student SelfAssessment, no one really worked on an
individual project of their own. Instead, we
had a kind ofround table discussion in which
we could share ideas, experiences and problems.
For me, this was much more beneficial since the
topic was new to me and I had more general
questions than specific aims. It was quite
refreshing to hear everyone's story, some
familiar others quite different. Again the
issues raised were quite broad. Not only did we
talk look various devices, worksheets and
procedures for getting students to assess their
own learning but also at the possible affects,
benefits and drawbacks of Self-Assessments.At
least in my group, I think these broader and

more fundamental issues are what stuck in
everyone's mind at the end of the conference.
Indeed, in the final wrap-up for the
conference when people were asked to share
what they had gotten out of the two-day
conference, many talked about changes in
attitude or perspective. People said that they
were surprised by the breadth of the discussions
and the variety of topics. Alternative forms of
assessment had definitely gained a following
but at the same time benefits of traditional
testing were also underscored.Most people came
away with at least some new ideas to think
about as they headed back to their classes and
summer exam time.

Action Research: A case study
Susan Araki Vergnani

Introduction
Following is a case study of a writing course
I've taught for the last few years at a Japanese
university. It involves an analysis on two
levels. First, in the course of making
modifications to my writing curriculum I've
delineated the methods I used to examine my
teaching techniques--i.e. the ways in which I
gathered the data that prompted the changes
that I've made. In doing this I applied the
steps of the action research approach described
below. The data gleaned from my investigation
was then used to rework aspects of rn y classroom
strategies to better serve the needs ofmy
students. This second prong of my evaluation
focused on the writing course itself and the
changes that needed to be enacted in my
curriculum and class management techniques.
Course background

The student-centered writing course I've
developed over the years has a "writing as
process" orientation in which students are
encouraged to view a writing task as a creative
process that involves considerable
brainstorming and pre-writing (i.e.thinking)
before organizing one's thoughts on paper.
Setting

An elective EFL writing class at the
university level. Student population: freshman
through seniors; Class size: 20-30; Level:
intermediate to advanced writing and speaking
/ listening skills; Course Objective: That
students finish the course having acquired the
tools to adequately edit their own writing; and
that they are able to produce a 300 word
reader-centered expository essay which
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communicates clearly with only minor errors, if
any.
Issue

While the approaches toward self-editing
I'd been using had produced some positive
results, students still seemed overly dependent
on teacher feedback and the process from prewriting to final product had not shown enough
improvement in the area of editing/ error
correction. I wanted students to develop more
confidence and autonomy in the revision of
their writing by honing their editing skills.
Research methods
Observation of student behavior

In trying to work out how to teach the tools
of self-editing to students I tried many different
approaches in the classroom, such as group
editing, which with certain modifications has
proved to be very effective. Students are broken
into groups of three or four and given copies of
their classmates' papers (first drafts). Also,
copies are made of the four essays assigned to
each group so that each student can read and
offer comments with ease. When I initially
tried this I gave students in each group the
papers of people from other groups thinking
that they would feel more free about making
corrections if they didn't have to worry about
hurting the feelings of their peers. Also, I
thought they'd be shy about having their own
work criticized in front of them. Yet I wasn't
sure if this would be the case.
However, over the course of a semester I
observed that students didn't have as much
enthusiasm in these group sessions as group
work usually yields, and I wondered why.
Everyone was diligent enough, but as I walked
around the room assessing the situation from an
affective standpoint, the energy level was low.
Then I noticed a student smile when she
happened to hear someone in a nearby group
read her paper aloud. (Before the group begins
editing a piece in earnest it is read aloud to
focus the group's attention). I realized from
observing this subtle behavior that after
working so hard on their essays, students
weren't embarrassed or shy about sharing them
with others, but instead were excited at the
prospect.
Later when I made notes and reflected upon
my observations of student behavior during
these group sessions, I decided to change things
around and give each group their own papers to
correct. I quickly learned that the shyness and
reticence I was trying to respect did not apply
as strongly here as it did when the class came
together as a group or with oral presentations.
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Thus, with their own papers in front of them
they had more incentive and more enthusiasm
for the activity, and I saw a marked
improvement in the editing process. Papers
came back to me with far more remarks on
them, and the energy in the groups was much
more perky.
Student interviews

Another method I used for assessing my
classroom techniques with regard to this selfediting issue was student interviews. In the
course of each semester I try to meet with each
student twice, but if it's a large class and time
doesn't permit I settle for one interview per
semester. (My writing courses have always been
full year courses). With regard to self-editing, I
ask students how the group sessions are going,
whether or not there are aspects of the course
that are obstacles for them, and if I can do
anything to smooth these 45 minute sessions.
One student mentioned in an interview a few
weeks into the semester that the handout I had
prepared which gave them symbols to use when
editing papers, rather than using longhand was
helpful, but limiting, as she wanted to mark
many more errors than I was recommending
they look for at this point in the course.
My intention had been to introduce the
correction symbols in clusters of 5 or 6, beginning
with simple errors such as tense, number,
spelling, and punctuation, and slowly add on
symbols for more difficult errors to spot such as
non par all el structure and improper use ofth e
subjunctive mood. I wanted students to slowly
build up to a full editing job, rather than take
on too much responsibility too soon. (In any case
I read and edit every paper my students write,
so they're always getting the benefit of both
peer review and teacher feedback on their
work.)
I had initially used the approach of
introducing correction symbols slowly with a
class whose skills fell into the advanced
beginner to lower intermediate range, and
decided to keep it going in this class so as not to
overwhelm students. I wanted them to enjoy
their papers as whole creations and not lose the
big picture through too much dissecting too soon.
However, after this student's feedback I
broached the topic in other student interviews
and found that the majority of class members
were eager to handle a far wider range of
editing possibilities quite early onin the
course. Thus, thanks to the interviews I
received valuable feedback, which led to an
expansion of the correction symbol sheet~ and
far more latitude for students in the editing
process.
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In addition, the interviews themselves,
while providing feedback to me onmy teaching
techniques are also an opportunity to discuss
students' work. They bring their folders (which
contain all the writing each student has done
up to th'at date) to each interview, and
together we look at the progress they are
making and whether or not the individual in
question has sharpened his or her editing
skills.
Reading, reflection, &. informal conversations
with students and former students

The content of my writing courses in Japanese
universities has always been up tomy
discretion, unlike the situation in American
colleges, where many of the courses have a predesignated content. For example one writing
course I taught in an American college was
entitled Research Writing, and the entire
course was devoted to developing the skills for
and writing a major research paper. Another
course focused on various types of writercentered essays such as narration and
description. While I far prefer the freedom to
develop my own curriculum that I have in
Japan, it's an ongoing challenge to decide what
content will best meet the needs of the students
who take these elective courses.
Many insights into the type of assignments
that would best suit my Japanese students and
help them develop skills that can be used with
confidence in future situations have come from
reading, as well as informal conversations with
students and former students.
A comment I read in a book by John M.
Lannon entitled The Writing Process (1989)
meshed with what I had been experiencing in
my own writing classes and gave me an insight
on how to better meet my course objectives
regarding the development of student autonomy
in the editing process. Lannon describes what
he obviously considers an obstacle to the
development of practical writing skills in the
classroom setting:
Students do better with discourse that is
writer-centered (description narration) rather
than reader- centered (exposition/ argument)
presumably because they have been conditioned to
write for no apparent audience other than
teachers, and for no apparent purpose other than
the completion of assignments. As long as they view
writing as an academic exercise in which neither
writer nor reader has any real stake or interest,
students cannot possibly understand that each
writing situation poses its own rhetorical problem.
Outside the classroom situation, we write about
subjects only in context. We write to particular
audiences who will use our writing as a basis for
some specific human contact. (preface, vii)

Lannon's observation, while not an earth
shattering revelation for experienced teachers,
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offered a helpful insight as I worked on the
revision of my curriculum one year in the search
for ways to inject more purpose into the
laborious process of composing or "problem
solving" as Lannon refers to it. I wanted to elicit
more enthusiasm from students for the albeit
painstaking, but essential activity of editing.

It seems that with creative writing
assignments such as: Describe what your
lifestyle might be like 500 years from now; or:
You've just crash landed on earth and you're
standing in the middle of Shinjuku station at
rush hour--report back to your own planet on
what you've found; are in themselves not
without validity, but they're writer-centered
tasks that don't lend themselves as well to my
course objectives as do reader-centered
assignments such as the business letter,
argument, or comparison and contrast. These
might require less imagination, but in the end
they foster stronger self-editing techniques
because they are written within a specific
rhetorical context - even though in all
likelihood they will not be read outside the
classroom.
The decision to move almost fully into the
task-oriented reader-centered direction with
regard to my writing curriculum has been
further reinforced by feedback from students
and former students. For example, several
students over the years have asked for help in
writing cover letters to foreign companies to
which they were applying for jobs. Others
have asked me to incorporate a lesson on resume
writing into the course. Still others have asked
for help with the essays required ongraduate
school applications. I've even had students in
company courses - recent university graduates bring faxes to class and ask for help composing
replies to foreign clients, all of which
reinforced the idea that a more pragmatic
curriculum would best serve my students and
most improve their writing skills.
However, this change in curriculum doesn't
close off outlets for creativity. Students keep
journals on a weekly basis throughout the
school year (when school is in session and on
vacations) where they can write poetry,
reflections and free associations of all kinds. In
addition I occasionally request a haiku as a
special seasonal assignment, and students seem
to view them as a refreshing change of pace.
Also, I sometimes read short passages on the
craft of writing, or give students handouts
containing excerpts from books about writing
such as Writing Down The Bones by Natalie
Goldberg or Bird by Bird by Ann Lamot.
Hopefully these readings inspire them and lift
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them above the drudgery of sticking to task
week after week.

taking for the development of their writing
skills.

Class conferences/ note-taking

Discussions with peers

Another method I employ to assess my
teaching techniques is the class conference in
tandem with note-taking. A particular
advantage of class conferences is their
expediency with regard to limited time and
large classes. This is a 20 to 30 minute period, (I
schedule them based on need) usually at the
beginning of a class, consisting of two parts.
Students are given notice a week ahead of time
that a class conference will take place.

This type of analysis has been mostly
informal in my experience. Usually the
discussions are casual conversations in the
course of a school day, though worthwhile
insights often come out ofthem. With regard to
self-editing and revision, the issue under
examination here, one change I made in my
writing course happened as a result of a
discussion with colleagues:

In the first part of the session they bring in
questions about editing and revision uppermost
in their minds. It often happens that several
people have similar questions. Next I present
some pointers on one or two stumbling blocks I've
observed in either the current assignment, or one
that's been showing up consistently over
several weeks and has not shown much
improvement . (Sticking to the 30 minute limit
can be difficult, so I sometimes carry questions
over to the next session.)

For example, in last year's class run-on
sentences continued to plague student essays,
despite my efforts to point out this error in my
written comments to students along with the
feedback everyone received in the group editing
sessions. The problem needed more attention; so
I culled several examples of run-on sentences
from student papers, wrote them on the board
and we went over them together.
Using actual examples was very useful to
students, but I noticed that more reinforcement
was needed from the kinds of questions they
asked. Since I don't use a text in my writing
courses I gave them handouts on the point in
question containing exercises for them to do--these handouts aren't always necessary, but
they prove very useful when extra practice is
needed. While students can refer to suggested
reference books on writing skills, reinforcing
spot problems with short handouts offers more
immediate help with editing and error
correction in my experience.
After each conference I reflect on the
feedback received and make notes about how a
particular assignment is going; I also take note
of students who need extra help because either
they don't grasp the organization of say, an
argumentative essay, or they missed a class.
Also, I consider the level of student
participation in the question/answer period at
the beginning of the session a strong indicator of
how much personal responsibility students are
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I reduced the number of drafts required for
each paper I assigned based on the degree of
difficulty it posed for my students. This was an
especially helpful modification given the
many writing tasks I cover in a course. I've
found that the more students write, the more
fluid the process becomes for them - learning by
doing does produce results. Thus, rather than
planning for only 3 or 4 papers per course that
are labored over excessively, (A Japanese
colleague of mine assigns only one essay per
semester!) I've always opted for a larger
number of short tasks which get progressively
longer over the school year.
However, this sometimes poses a scheduling
problem when every paper is revised 3 times
before it's turned in. In discussions with
colleagues who were experiencing similar
problems with time constraints, everyone
agreed that the number of revisions should be
increased or reduced depending on the
assignment in question and the level of
challenge it presented to students. For example,
a 200 word letter inquiring about overseas study
programs would need less editing and revision
than a 600 word essay arguing for a more
comprehensive recycling program in the Tokyo
metropolitan area.
The EFLfilter

Finally, although writing is a language art,
teaching it always feels closer to a content
course such as literature to me because, implicit
in the course design is the assumption that
students can comprehend lectures and
instruction in English. However, because the
student population at Japanese universities
(with few exceptions) are all non-native
speakers of English, my underlying approach
naturally differs significantly from writing
courses I've taught to native speakers. I'm
always looking through the EFL filter, even
with advanced classes who, despite their
excellent language skills, will never have the
background information on the language-that a
native speaker possesses.
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As obvious as this is in the average writing
class, with students who are borderline
bihngual it can easily be forgotten, and
inadvertent use of vocabulary, analogies, and
allusions beyond their scope can leave them
confused and often too reserved to ask what was
meant. Thus, an ever-present mindfulness of my
EFL population, even with the most fluent
students, controls my enthusiasm to use
language too far beyond their abilities without
"teaching" it.

Results
The end point of the above analysis was a
more specific, accurate and comprehensive
understanding of the weak links in my
classroom techniques for teaching self-editing
and revision. In past evaluations and
modifications of my teaching methods that
were less systematic I found the changes
enacted in my class management techniques , as
well as in course content and presentation
somewhat helpful, but the data I based them
on was less thorough and the modifications I
made less often produced the desired result.
Implications
Course curriculum and student mastery of
course objectives can be further enhanced with
the application of the action research
techniques. Modifications made by gathering
data in a systematic manner seem to result in a
more accurate understanding of what needs
fixing. For example, my self-editing groups had
been going well overall, but gathering data
from several sources helped me to discover the
weaknesses in my approach in a very pointed
and thorough fashion.
Also, the 5-step self-evaluation process is a
convenient hands-on approach that doesn't
require separate, isolated research to discover
what's most classroom friendly. It can be
incorporated in to one's day to day teaching,
acting as a kind of automatic maintenance
system.
Reference
Lannon, JohnM. (1989). The Writing Process. Boston:
Scott Foresman.

The role of affect in language learning
with implications for teaching in
Japan
Stella Yamasaki & Tatsuroh Yamasaki,
Hosei University

Affect, as defined by psychologists, refers to
emotions "and an even wider range of
phenomena that have anything to do with

emotions, moods, dispositions, and preferences"
(Arnold, 1999, p. xi). Educators have used the
term' affect' in slightly different ways. One
definition, offered by Dulay, Burt and Krashen,
states that "one's 'affect' toward a particular
thing or action or situation or experience is how
that thing or that action or that situation or
that experience fits in with one's needs or
purposes, and its resulting effect on one's
emotions" (Stevick, 1999, p. 44). Experience
indicates that affective teaching can improve
the attitude and learning capacity of students
of any age.
Affective language teaching

What, then, is good affective language
teaching? How can we foster positive emotions
in the classroom and bring students more in
touch with their own feelings as well as those
of others? Answers to these questions range from
simple strategies usable in any classroom to
entire courses utilizing the materials and
approaches of psychological counseling. In
seeking to teach affectively, some teachers
simply follow the commonsense advice found in
a generation of method books promoting
learner-centered curricula:
a. Choose materials which give students a
sense of security, enhance their self esteem,
and allow them to express their
personalities (Arnold, 1999, p. 12).
b. Allow learners to share in decisions about
course content, objectives, and rules (Aoki,
1999, p. 144).
c. Get to know students as individuals;
really listen to and value their
contributions; praise their efforts
(Moskowitz, 1999, p. 179).

d. Pair and group individuals so that all
members of the class become acquainted and
develop mutual acceptance (Dornyei, 1999,
p.167).
e. Address various types of intelligence in
each lesson to foster self-esteem in those
with lower linguistic aptitude; e.g.: use TPR
for those with bodily kinaesthetic
intelligence, music for those with musical
intelligence (Puchta, 1999, p. 257).
f. Minimize failure by breaking lessons
down into small easily-understandable
parts which build upon each other (Arnold,
1999, p. 13).
g. Devise various types of evaluation so
that students with varying intelligences
receive recognition for their abilities
(Kohonen, 1999, p. 292).
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Other teachers consider good affective
teaching already to be a part of a number of
respected and established language teaching
methods. These include the following:
a. Gattegno' s Silent Way, in which students
are totally engaged in lessons silently
taught by the teacher using colored rods,
charts and gestures;
b. Total Physical Response, which makes
learning more efficient by incorporating the
body and movement into the process;
c. Krashen and Terrell's Natural
Approach, which minimizes stress with
simple models, indirect error correction and
stimulating activities, such as music and
games, which can enhance students'
receptivity.;

d. Lozanov's Suggestopedia, through which
students indirectly acquire language via the
subconscious in a relaxing, stress-free
atmosphere;
e. Cooperative Language Learning, in
which carefully structured cooperative
tasks (information gap activities) require
students as a group to listen and contribute to
the development of a group product,
simultaneously reducing anxiety and
increasing motivation and self-esteem;

f. Community Language Learning, based on
Curran's counseling-learning model of
education, in which students relate to each
other positively as members of the same
group and are freed from stress and fear of
communication failure thanks to the
assistance of a teacher-translator; and,
g. Global Issues, which start in the
classroom at the personal and interpersonal
level to promote a feeling of community and
a culture of peace which are then extended
in focus to the national and world levels.
Affective courses
Still other teachers design their own
affective courses employing the activities and
techniques of group counseling. Such courses
concentrate on establishing the class as a
cohesive group and together building the selfesteem and empathy of each member. Two
activities taken from Moskowitz illustrate:
a. I like you; you're different: For
homework, students write three positive
and unique things about themselves ona card
provided by the teacher, e.g.: 1. I am a good
cook; 2. I was on TV when I was eight; & 3. I
was a 'shogi' champion inmy hometown.
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The teacher reads each card aloud. Students
suggest three possible student identities and
the whole class votes on the one most likely.
The mystery students reveal themselves and
answer a few questions from classmates
related to the card. This activity helps
students learn about each other and
promotes self-esteem.
b. Fortune cookies: In groups of four, each
student writes a positive fortune for another
group member, folds it with the student's
name on the outside ot'the paper and puts it
in the center of the group. In tum, each
student takes the designated fortune, reads
it aloud and reacts to it. To end, each group
chooses one fortune to read to the class.
Laughter and good feelings toward
classmates ensue from these positive wishes.
(Moskowitz, 1999, pp. 190-191)
Humanistic activities can also put learners
in contact with their inner selves. A sample
activity designed by Mario Rinvolucri follows:
Stage 1: The teacher asks all 27 students to
step inside a circle of rope and pulls the
rope, at waist level, tighter and tighter.
Students close their eyes and are asked to
dwell on their feelings in the situation.
Stage 2: Students fill the board with
expn,ssions describing those feelings. The
teacher asks students to explain to the class
what they wrote. Such a step thoroughly
involves students and allows them to express
both positive and negative emotions.
(Rinvolucri, 1999, pp. 198-199)

Visualization is another technique which
can bring learners closer to their inner feelings.
For example, the teacher asks students to
picture an object or place in their minds and, in
response to the teacher's questions, to visualize
~tin even greater detail. A possible follow-up
ts to have students describe the visualization in
a written paragraph or orally to another
student who will ask questions and attempt to
draw it. Teachers can choose images for various
purposes, including helping students to: a)
forget their problems temporarily, b) work
through their anxieties, or c) build selfconfidence. Arnold suggests that "there are
many ways the imagery can be incorporated
into the classroom to support learning" and
feels that "both the cognitive and affective
aspects of the language learning process can
benefit" from such activities (1999, pp. 275276).
Entire courses can be taught using such selfesteem and personal exploration activities, if
carefully chosen and sequenced. The courses
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succeed based on the cumulative effect of the
activities. As Rinvolucri cautions, "Humanistic
exercises are not fillers for Friday afternoon ....
When teachers use humanistic activities in
this way, out of context...., [learners may] often
find them upsetting and irrelevant" (199, p.
1998).

The literature cautions that if teachers
study their students' cultures, they must be
extremely careful not to be misled by
stereotypes. Foreign language teachers living in
Japan who interact with Japanese in their
native culture everyday should have a decided
advantage in dispelling such stereotypes.

For most teachers, the type of affective
course they present will largely depend on the
flexibility of their. curriculum, the size of their
classes, the cooperativeness of their students,
and the amount of preparation the lessons
require. There are as yet not affective language
textbooks available which are based on
humanistic counseling strategies. A number of
intriguing affective language teaching
activities are described in the newly published
Affect in Language Learning, but any course
composed of mainly affective learning exercises
is likely to be demanding of the teacher's
preparation time.

2. Foreign teachers should also be aware
that their own culture's expectations may be
putting their students at a disadvantage.

Culture and learning styles
One further consideration regarding affect
and language learning is the connection between
culture and learning styles. Are there, for
instance, optimal affective techniques for
teaching language to students of Japanese
culture? Is the cooperative learning method, as
sometimes suggested, a more effective strategy
with Japanese than other approaches would be
in a group-oriented society?
The literature on culture and English
language learning styles comes primarily from
countries such as the United States, which has
a number of minority groups studying together,
most notably, African-American, MexicanAmerican and Native American. Guild cites
seventeen studies on U.S. ethnic minorities,
including Griggs and Dunn(1989), which lead to
the conclusions that "a relationship does exist
between the culture in which children live and
their preferred ways oflearning" and that this
relationship "is directly related to academic,
social and emotional success in school" (Guild,
1994, p. 17). Yet within each minority exist
"variations among individuals ... as great as
their commonalities" (p.19), making it
inadvisable to attribute any particular
learning style to all individuals within a
group. While these conclusions are likely to be
true for classes in Japan as well as for multiculture classes in the U.S., further research on
Japanese language learning styles is needed.
Far less debated are the following
conclusions regarding culture and learning:
L Teachers need to respect students' culture
and be sensitive to it.
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For example, research indicates that native
English speaking teachers favor active
participation by students in class, where as
Japanese students may be accustomed to a
passive role (Sasaki, 1996, p. 237). To be
successful, teachers must structure classroom
activities that respond to students' strengths. If
the teacher's cultural predisposition puts
students at a disadvantage, it seems reasonable
for the teacher to strike a compromise and meet
students halfway with activities which
require less individual participation.
3. In all cultures, facial expressions of the
teacher are an essential part of
communicating with students and conveying
meanings within the classroom. Teachers
must be aware that, cross-culturally, facial
expressions can be seriously misunderstood.
Though perhaps it is well-known that, in
Japan, direct eye contact is considered very
aggressive, a recent study on facial expression
yields further insights for teachers in Japan.
For example, when Toshiki Shiori, U.C. Irvine
visiting professor from Japan, showed 123
medical students in Japan "photographs of
expressions that virtually all Americans
recognize in the same way" (Emmons, 1998, p.
El), the Japanese students identified
expressions of happiness and surprise correctly.
However, three-quarters of the students
.
interpreted anger on a photographed face to
mean disgust or contempt. Shiori and his
associates caution that more subtle expressions
of are even more likely to be misunderstood.
Teachers would be well-advised to
accompany their negative facial expressions in
class with explanation, such as, "That makes
me angry," because unwittingly sending the
wrong affective messages to an entire class can
not only seriously interfere with learning but
also undermine the goals of affective teaching.
By the same token, foreign teachers should also
question their own judgement of students' facial
expressions. Shiori and associates expect to find
a similar degree of misunderstanding when
they study Westerners reading Japanese facial
expressions.
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Implications
Even if there is consensus that the best
teaching methods can neither solve all
classroom problems nor suit all learners, the
instructional pendulum tends to swing from one
teaching approach to another. It does so only to
replace one set of problems with another. A
logical way to address diverse learning needs in
our students is to apply diverse teaching
strategies. Affective teaching then would take
its place in Japanese language classrooms along
with other successful teaching strategies.
Affect has been linked enhanced language
learning when students feel positive,
optimistic, self-confident, and in touch with
their own emotions as well as those of others.
Affective teaching techniques can range from
traditional, student-centered methodologies to
humanistic counseling strategies. Research on
culture and language learning suggests that
individuals within a culture, though sharing
certain characteristics, still may exhibit a
variety of learning styles. Affective teaching,
while not a panacea for all teaching problems,
holds the hope of improving the attitudes and,
consequently, the performances of both students
and teachers alike - of making good classes
better.
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Learning & commitment: An NLP
perspective on the purposes of
teaching
©Dr Richard Bolstad and Margot Hamblett
Isocrates and Demosthenes
In the fourth century BC, Isocrates and
Demosthenes were considered the greatest political
orators in Athens. Their styles could not have been
more different. Isocrates was a publisher of pamphlets
whose aim was to educate, to encourage people to
learn and to make clearer judgements based on their
learnings. As a speaker he had a smooth, regular
style, but he despised extravagant claims and orators
who distorted the truth to gain some effect.
Demosthenes, on the other hand, was interested
not so much in what was "true" at present, as in what
could be "made true" by the actions he advocated.
Accused at times of dishonest dealings behind the
scenes, he was none-the-less admired for his ability to
convince others to dream great dreams, and go out and
act on them. Demosthenes' speeches were dramatic,
varied in style, and motivational. The story goes that
when Isocrates spoke, people said "Great speech!",
but when Demosthenes spoke, they said "Let's
march!" (Saunders, 1970, pp. 13-21).

Learning or commitment

In developing excellent teachers, are we aiming for
them to support learning or commitment? Do we
want their students to understand something, or to do
something? Some teachers are exceptionally good at
getting their students to learn information, and to
understand it. Some are great at motivating their
students to study on their own, to achieve success,
and to put ideas into practice. Increasingly today, we
see that students who are not mptivated are at high
risk of giving up on education, and starting a pattern
of life-long failure. But then, many of those with low
motivation don't seem to find it easy to actually learn
things when they try. Where do we start?
We believe that both aims (learning and •
motivation) are equally important. But more than
that, we believe that both teaching styles can be
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learned. We are trainers in NLP (Neuro Linguistic
Programming), a field which aims to understand how
highly successful people achieve their results.
Professor John Grinder and Dr Richard Bandier
originally developed NLP at the University of
California in the 1970s. They called their
methodology "Neuro Linguistic Programming"
because it studied the way language (such as a
teacher's communication in a classroom) produces
internal change in other people (such as students).

Human adults and five year old rhesus monkeys both
got 86% correct! (Howard, 1996, p 242). When
people don't remember, it is not because they are too
"dumb". It's because they don't use their brains the
way people who remember do. In every case of a
person with exceptional memory, the person's mental
capacity has been shown to be within the normal
range. In every instance, the exceptional memorisers
have discovered and used some very simple memory
techniques.

In this article we want to give you some examples
of the results of the NLP research into how highly
successful teachers achieve results. In doing so, we
will show how both Isocrates' style and Demosthenes'
style can be learned. NLP is a huge field, and it's
important to understand that these examples are just
that. After completing NLP training with us in New
Zealand, Japan and Europe, teachers report excitedly
that they not only learned new skills, but that they
learned to identify more clearly what things they
themselves were already doing well. Here are two
quotes that give examples of their results:

Joan Minninger (1984) points out that the entire
gamut of memory techniques can still be summarised
in the 3 points made by the scientist Erasmus in
1512 AD: intend, file and rehearse. As a teacher, these
principles translate into:

"NLP has had an impact on my life both
professionally and personally. At school, I have had
students go from achieving 0110 in spelling tests to
achieving 10/10 and moving up 2-3 levels in a week.
Even more important is the effect this small success has
01, their overall confidence and attitude towards
themselves and school in general. I'm now involved in
sharing the skills in training sessions with other
teaching staff."
- Julie McCracken, Secondary School Teacher,
Christchurch, New Zealand

"Immediately after my NLP training I established
what has proven to be a successful vocational
rehabilitation training business with 12 colleagues
working for me in 6 different locations. I could not have
achieved this success without the outstanding NLP
strategies. I work as a motivational trainer for
unemployed people. These people are forced to attend
and are initially quite antagonistic. Throughout my
trainings I utilise the skills I have acquired through
modelling the NLP trainers at my NLP courses. With
these skills I manage to get the course attendees on board
quickly."
- Stu Macann, Career Consultant and Trainer,
Wellington, New Zealand

Facilitating memory
One small part of learning, for example, is the
ability to memorise. As teachers, we are constantly
trying to help students remember information, and yet
we frequently have very little idea exactly how those
with exceptional memory achieve this. Firstly,
memory is unrelated to intelligence test results. At
the University of Texas, a study was done where
slides were shown to viewers, and then re-shown with
some new slides mixed in. Viewers were to press a
lever when they recognised a slide from the first set.

1. Have students identify what they will be
learning and why it's worth learning.
2. Teach students how to file memories in ways
that they will be able to retrieve them.

3. Have students review information repeatedly
after first exposure to it.
Having students identify their intention for
learning involves getting them to set individual
learning goals at the start of any training. In an
overview of 400 separate studies of goalsetting, E.
Locke and G. Latham (quoted in Jensen, 1995, p 79)
showed that setting specific and slightly challenging
goals always led to better success in the task required.
Mobilising .students' interest in the subject is not just
an intellectual process. It floods their brain with
chemicals such as adrenaline and enkephaline, which
act as "memory fixatives" (Jensen, 1995, p 85). Even
injecting these chemicals into rats before learning
studies will increase their memory (though we
recommend the motivational route as safer than the
intravenous one).

Techniques for filing
Throughout history, there has been some
development in the techniques of filing, the second of
the principles for memory. For example, we now
know more fully that our mind's files are linked to
the particular psycho-physiological states we are in
when we compile them. If you drink coffee while
studying, it helps to drink coffee before sitting the
test (Howard, 1996, p 250). In NLP terms, all
learning is "anchored" to the state of mind it is
learned in. We also know from George Miller's
studies that there is a neurological reason why
learning is best broken down into sets of seven plus
or minus two (7± 2) bits (Howard, 1996, p 230).

Short term memory handles only one such set of
five to nine information bits at a time. That's
why people remember long lists in sections of
5-9 pieces (try saying the alphabet to yourself,
and you'll notice that it comes to mind in such
short sections).
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The production of long term memory involves
the making of links between different sensory
areas in the cerebral cortex, and links to the
deeper areas of the brain (Howard, 1996, p
242). This means that memory is far more
successful when students see, hear and
physically move or feel things as they learn.
Memory techniques are ways to deliberately
create links between the "facts" and students'
sensory experiences. One newer example of a
memory technique taught in NLP is the "mind
map", where students actually draw a diagram
of the whole field they are studying.
Companies like Boeing say that the use of mind
maps has enabled them to reduce training time
to one tenth or less (Buzan, 1993, p 170).
Memory peg systems and mnemonics are far
older methods, and account for the
"super-memory" of people such as the Russian
"S" (Buzan, 1991, p 15). "S", studied by Dr
Alexander Luria, could recall an entire speech,
word for word, after a 30 year interval.
Mnemonic and memory peg systems take
advantage of the fact that a multi-sensory
experience is easier to remember than a word or
number. For example, if you wanted to recall
the three keys to memory (intend, file,
rehearse), using memory pegs, you might first
notice that the number one (1) looks like a pen,
the number two (2) looks like a swan, and the
number three (3) looks like a woman's breasts.
You could then create the sounds and images of
a pen writing intentions, a swan in a filing
cabinet, and a woman rehearsing putting on her
new bra repeatedly. Later, to recall the three
points, simply see the three numbers (123) in
your mind, and the pictures/ sounds that go
with them. If you wanted to use a mnemonic,
you might remember memory as a FIR tree
(File, Intend, Rehearse).
This sort of memory technology (now called
"Accelerated Learning") is based on the
awareness of sensory systems that is central to
most NLP. Here are some important ways you
could use these skills immediately after
learning them:
A void giving students lists of over 9 points.
"Chunk" these into lists of 7 ± 2.
Avoid teaching by lecturing, with no visual aids
and no movement for hours at a time. Keep
wallcharts with key points up on the walls, design
experiential demonstrations requiring _physical
movement for each key point, and provide time to
move every half an hour.
A void expecting students to recall lists of facts
without teaching them memory peg systems, mind
mapping or mnemonics.

Finally, repetition is the third of the three
keys to memory (intend, file, rehearse). The

most successful learning results occur when
information is reviewed a short time after
initially being presented, and again the next
day, after sleep. Sleep itself is an important
part of the process of "fixing" long term
memory, and reducing students' sleep by only
two hours reduces recall significantly. Sleep
loss has been the key factor in several famous
human error accidents such as the 1979 Three
Mile nuclear reactor accident and the 1987
Challenger Space Shuttle explosion (Jensen,
1995, p 51). A certain level of relaxation is
essential to short and long term memory.
Facilitating new learning strategies

Of course, one of our aims in teaching is not
merely to teach facts, but to enable students to
install whole new learning strategies (to learn
how to learn). Just how easily a new learning
strategy can be installed is shown by a now well
known piece of research done at the University
of Monet on in Canada. (Dilts and Epstein, 1995,
p. 409). Here four groups of pretested average
spellers were given the same spelling test
(using made up nonsense words they had not
seen before). Each group had different
instructions. Group A was simply told to learn
the'words. Group B was told to visualise the
words as a method of learning them. The two
other groups were told to look in a certain
direction while they visualised. Group C was
told to look up to the left (an eye position
which NLP claims will help visual memory).
Group D were told to look down to the right (an
eye position which NLP claims will help
connect with kinesthetic feelings, but may
hinder visualising).
Group A scored the same as their pretest.
Group B scored 10% better. Group C scored
20-25% better. Group D scored 15% worse! Of
course, this study supports two NLP claims: a)
the eye position a learner uses decides which
sensory system they can effectively process
information in; and b) Visual recall is the best
sensory system for learning spelling in English.
Even more exciting, it demonstrates that
students can be successfully taught (in 5
minutes) to use the most effective sensory
strategy. For a kinesthetic learner who had
been a poor speller, this would result in an
instant improvement of 35-40%. Interestingly,
in a final test some time later (testing
retention), the scores of Group C remained
constant, while the scores of the control group,
Group A, plummeted a further 15%, a drop
which was consistent with standard learning
studies. The final difference in memory of the
words for these two groups was 61%. Tha-t is,
the brief instruction to look up left and
visualise installed a new strategy which
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increased long term learning by enough to shift
a learner from "the bottom of the class" to high
achievement. We have used this technique to
solve problems previously labelled "dyslexia"
or "attention deficit disorder" -both names for
the problem where students simply don't know
how to use their brain successfully.
The success of exceptional spellers can be
learned, and so can the success of
extraordinarily cr_eative and innovative
learners. Creativity too can be studied and
taught. One of the people studied by NLP
developers was Walt Disney. Disney's
creativity was far from accidental. It involved
him using a sophisticated set of steps which
are explained in NLP training, and which
enable anyone to achieve similar results.
Why are we learning this?
When most of us were at school, we learned
many things because we "had to". No-one asked
us if we wanted to learn, and very Ii ttle effort
went into helping us find reasons to learn. For
many students, learning occurred anyway. But a
large number of our fellow students gave up on
school for this reason. Now, as teachers, such
students take up an enormous proportion of your
time. Learning how to help them become
excellent learners is one thing. Helping them
make a commitment to learning is quite
another.
Bernice McCarthy has developed a model of
teaching called the 4MAT, based onNLP and
the work of David Kolb. Kolb noticed that
learners have different preferred learning
styles. To simplify, learners are asking four
different questions in relation to the learning
process:
1. Why? These learners want to know the reason
for learning. Kolb calls them "Divergers". In the
USA, they make up 25% of female students and
19.4% of male stuaents.
2. What? These learners want to get the facts and
concepts. Kolb calls them "Assimilators". In the
USA they are 27.5% of women and 37.5% of men.
3. How? These learners want to practise and do
something. Kolb calls them "Convergers". In the
USA they are 14.8% of women and 23.5% of men.
4. What if? These learners want to try out
variations. Kolb calls them "Accommodators". In
the USA they are 32.7% of women and 19.6% of
men.

Kolb pointed out that each of the four groups
of students is focusing on one section of a
learning cycle. This cycle begins with
identifying a reason to learn, formulating
concepts about the subject, actively using the
concepts, speculating about the results of using
the concepts and trying them out in life
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elsewhere, and identifying new reasons to learn
more. Kolb's research in the United States
verified that learners were spread across the
four types. McCarthy pointed out that different
teaching styles were required for each stage of
this learning cycle, and that accelerated
learning models such as NLP were providing
the tools to meet the needs of all four groups.
What's important here is to realise that those
students who lack motivation are often
"Di vergers", whose "Why are we learning
this?" question simply has not been answered.
Motivating students is the task that
McCarthy recommends teachers focus onfirst.
This requires explaining why the subject is
worth learning. You can check that the "Why"
question is answered for Divergers by then
asking "So would this be of use to you?". If not,
it makes sense to continue explaining or
demonstrating "Why" until students are
motivated. The Japanese education system has
powerful motivation "built in" at certain
stages, and almost none built in at others. Some
teachers can take it for granted that most of
their students have the "Why" question
answered (in terms of the examination system).
Even in this situation, it is worth checking that
"Divergers" in your group have made the
connection. The first thing to check, when a
student does not seem interested, is that they
have had their "Why" question answered.
Commibnent
Some students seem interested enough in the
material they learn in class. But they never
actually get around to studying and applying it.
How do teachers build motivation to learn into
commitment to carry on learning and acting?
The secret, research from social psychology
shows, is to get students to take small actions
before they leave your classroom. High
commitment motivational trainings (whether
run by NLP trainers such as Tony Robbins, or
Japanese company motivators) ask students to
repeatedly affirm their intentions; to
repeatedly take small actions that commit
them. Success Magazine's Dan Greenberg (1998,
p 71-2) describes his experience of a Tony
Robbins seminar, and notes that Robbins'
demands for what he calls commitment are
continuous. "Robbins often ends his statements
with "If you agree with that, say "Aye!" and
the crowd echoes back, "Aye!" Before the break
we 're told to stand, face our partners, and make
a pledge to keep one another's energy at peak;
we repeat this at peak volume like a command
from a marine drill sergeant."
There is a simple principle behind Robbins'
pledges and shouts of "Aye", and the success of
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teachers who really can get their students to do
their homework. The principle is that once
people have engaged in some new behaviour,
they tend to keep doing similar behaviours, in
order to seem congruent (to themselves, and to
others). In the field of social psychology there
is considerable research on this phenomenon
(Myers, 1983, p 44-69). For example, usually,
46% of Toronto residents asked to contribute to
the Cancer society fundraising drive actually
do so. However, in one study residents were
asked, on the day before the drive, to wear a
lapel pin advertising the fundraising. All
those approached agreed to do so, and the
contribution rate from these people, the next
day, was 90%. Having done one behaviour
(wearing the pin) they were twice as likely to
complete other similar behaviours later.
Similarly, after agreeing to sign a simple "safe
driving" petition, Californian residents were
three times more likely to agree to have a
large, ugly "Drive Safely" sign put in their
front yard. In sales, this is known as the "foot in
the door" phenomenon.
Interestingly, the first action need only be a
verbal or written statement, in order to generate
other related actions. Steven Sherman
repeated the Cancer society research, but
merely phoned people up the day before and
asked them whether they thought they would
be wi~ling to donate time to the society (by
working as a collector). Almost half said yes,
presumably wanting to appear helpful. When
the actual Cancer society organiser called a few
days later, the result was a 700% increase in
collectors (Cialdini, 1993, p58). In sales, many
Japanese companies utilise this principle by
runrung competitions in which a person writes a
"testimonial" beginning "I like the product
because .... " Amway Corporation was one of the
first large companies to take advantage of the
idea with its own staff, by requiring sales
personnel to write their own individual goals
down and state them publicly (Cialdini, 1993 p
67).
,
Statements creating commitment can be
encouraged without the influencer even asking
for them. When groups are allowed to talk
about the decisions they face (as a group or in
pairs) people are more likely to act on their
positive intentions. In the Second World War
United States government Committee on Food
Habits representatives travelled around the
USA attempting to convince housewives to cook
the less popular cuts of meat, in order to
provide more food for the war effort. Only 3%
of those attending their presentations, and
receiving the glossy recipe books actually
ch~ged their behaviour. Next, they changed
their strategy, and after a brief presentation
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had the groups discuss whether they would be
willing to change to use more of these meats.
This increased their response rate to 32%
(Franzoi, 1996, p 239-240). Stephen Franzoi (p
546) explains "group discussion allows members
to make explicit promises as to how they will
behave, and these promises act as a binding
"contract"."
In summary, then, for a teacher to establish
commitment involves having students take
action (verbally, in writing, in roleplay or in
real life situations) that:
a. I:5 completed while they are at the teaching
session.
b. While small, is consistent with the change they
want to achieve.
c. Is observed and even discussed by other
students.

The result of doing this repeatedly
throughout one's education is life-transforming
change.
Isocrates or Demosthenes?

We have presented commitment, and
learning/memory strategies as complementary
goals. That's the way we consider them to be
used most effectively. For you as a teacher, it's
also important to know that some teachers
have a strong focus on one goal and an
avoidance of the other. This difference became
obvious in ancient Athens, when Philip of
Macedonia began to gather the northern Greek
cities under his control. The response of
Isocrates was to write to Philip in 346 BC,
proposing that he consider becoming a sort of
defender of unity and peace in Greece. Philip's
greatest success would then be the admiration
of future generations, he said. Isocrates, in
prese~ting this proposal, acknowledged "I hope
you will go through and examine all I have
written, and if you find any weakness or
inadequacy in it, you will put the blame on my
age, which may reasonably be
excused."(Saunders, 1970, p 166). In other
words, he advocated a careful consideration of
his proposal, rather than simply acceptance.
Between 351 and 341 BC, Demosthenes, on
the other hand, spoke forcefully to the
Ath_enian senate about the need to wage war
agamst Philip. He said, "We have no choice.
We are left with the one most just and
unavoidable course, which speakers like this
deliberately overlook. What is that?
Resistance to aggression."(Saunders, 1970, p
236). Demosthenes' rhetorical questions, fear
based motivation and "no choice" language are
not designed to engage considered
decision-making. They demand commitment. If
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the risk oflsocrates approach is that he never
insists on action, the risk of Demosthenes'
approach is that he only insists on action.
Here is an example of a teacher we'd consider
to be c_reating both learning and commitment:
"The programme I run is called "Fresh Start· and
was established at the beginning of 1996 because there
was a big problem in the area about what to ~o with •at
risk" teenagers. We work to change the beltefs that they
hold about themselves, particularly by_ looking at how
they can go about improving their ability to learn. We do
all of this through the outdoor skills and also learning to
juggle, things I learned on my NLP training. I teach
them the memory-pegs and NLP Spelling 5trategy too,
so they can visualise to spell and read and do maths and
suchlike. They like that, because no-one ever showed
them specifically how to use their own brain properly_
before. They learn the NLP attitude that 'if it is eossible
for someone else to do something, then it is possible for
me to learn to do it too'. Then I show them some of the
NLP and accelerated learning tools to actually do it. In
1996 we got about 40% of students actually go back into
the classroom and stay, which is a really, really good
result. Most of the other approaches that have been tried
with these kids - counselling, police, getting heavy with
them - none of that stuff has worked anything like that
well.•
- Karyn Chalk, High School Teacher, Christchurch,
New Zealand

This is not so much an article onNLP (Neuro
Linguistic Programming) as it is a small
sampler of examples of the type of
understanding NLP produces. NLP is the study
of success, and in teaching success means, we
believe, both learning and commitment.
Amongst the skills which enable these goals to
be reached are:
1. Use memory systems such as mind maps, memory
pegs and mnemonics.
2. Teach using pictures, sounds, and movement.
3. Chunk new learnings into 5-9 pieces.
4. Answer the "Why?" question before teaching
new information.
5. Have students complete small actions and
discuss actions in ways that create commitment
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Teacher development: international
viewpoint
The following message from Joyce White
launches a mini-series introducing educators
from around the world and their views of how
teachers keep developing. These articles will
stimulate reflection upon and promote
discussion among our professional selves.
Please share these articles with those in
your professional network and invite your
colleagues to contribute articles of a similar ilk
to this on-going series. Nominate an educator
you know (yourself included) to write
something for this series today! - ed.
As an adult ESL Instructor at the University
of British Columbia, in Vancouver, B.C.,
Canada, I find that there are a multitude of
different ways that teacher development is
available and occurs. Some of these
opportunities are available through my
workplace, and others are situations that I
pursue on my own.
At our institution, we have "PD's" or
professional development sessions about eight
fridays out of a twelve week term. These PD's
are usually an hour and a half in length, and
are often given by instructors from in-house, on
topics and issues with which teachers are
grappling. On occasion, we invite guests from
other departments or colleges to give talks to
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us, Recently, we had Dr. Bonnie Norton from
the Language Education department lead a
session en te:Jt cuatio,i and evaluiltion of test
items. Another, more informal type of training
has b1;.en going on at lunch hours in our work
place, as those with computer expertise give
tips and suggestions to the less Nprogressivea of
us!
We are also encouraged to participate in and
present at c.mferences at the local, national and
international level. In February of thi:, year,
The ELI hosted the annual TEAL (Teachers of
English as another Language) conference,
which is the RC. organization for ESL
instructors. This was a great opportunity for
most of the teachers to attend. There is a
scholarship that is given to help finance one or
two teachers to attend the TESOL or TESL
Canada conference each year. Eligibility for
the funds depends in part on being accepted to
present at the crmference. Also, all those who
are llcctpted as presenters at conferenc~ have
their conference fees paid. As follow-up ta the
conference, instructurs take turns presenting to
their colleagues kighlights of what they
learned at the conftrenc~. Next year, the
TESOL conference will be held right here in
Vancouver, so we are all looking forward to
attending it!

They are many less conventional ways that I
Jal I am able to enhance my knowledge and
teaching expertise. Often, jt comes from the

challenge of taking on a new teaching
assignment, and having to do some readfog and
discussion with colleagues to figure out what it
is that lam going ta do to Jill outthe curriculum
for the course. Recently, I've been teaching a
teacher training course, and I'm certainly
learning a great deal from the enthusiastic and
energetic trainees. Many of the participants in
the teacher training program are mature
students, and often they are imntigrants to
Canada. They bring with them insights into
t1u language learning experience and cultural
struggles thllt cause me to reconsider some of my
rtssumptions. I have also been doing some
textbook reviewing, which is another great
way to look at new materials 1111d get new
ideas. Fin11lly, I think reflecting (when I have
time) on what the students I have write do and
say is often the most instructive of all!
Joyce White, Instructor, EU, UBC

<joycewhite@ubc.ca>

Treasurer's report
Hello fellow teachers!
This is your treasurer speaking. Thank you
very much to those of you who responded
favorably tomy previous report. I would like to
give you an update on the financial health of
our group. Firstly, you will be pleased to know
that last financial year, we received more than
we spent. What's more, the difference (+57,233
yen) was a httle more than had been budgeted
for. Consequently, this year I propO'Kil a
marginally more adventurous budget to the
JALT accountants. The main expe:pses are still
the newGletten,, but I increased the inrome
expected from workshops.
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Since the budget was submitted in April, we
have held the Tes ting and Evaluation
conference in Kyoto, which generated more
inca:ne than we had thought, because the
number of delegates was more than anticipated.
This money is now available 'for future projects
carried by our SIG. Ahugethanks to the event's
main organizer, Janina Tubby.
4R l:::"fJJ~jf.tl:1 L,t:::•tl.*, ~-~Testing and
Ewluation~~tlfllBtr>n. tl!P=#O)Altl;t!!.? tii lJ
J:: lJ ~t,\-::, t:::c 1.,:; 11Ell1'.'. fl:fiE.U:t~iJ):, t:::. ~ ? t;:
••i;ttttl!?'1i.- :trotll-*0>¾■QJ2'l:::~m-e?'!
T • .::.U)~~u.>fflJ!i:\lfO)::}¥.=.-:t- · :$71:::-~Jvf;:,t,

*

ffi&•lf~\f.::L,*'t"The other big e:icpense is our contribution
toward sponooring Andy Curtis, a featured
speaker at JALT 99. This year we have agreed
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to limit our part of the sponsorship to 100,000
yen. He will he holding a wodshop on the
morning of Friday, October 8th in Gunma. Be
sure to get along to it if you can.

WANTED! Conference Chairs
forJALT2000

'b? - ? (l)jc ~ I. \?lc:tl:U;tfml:l1J:ed 11peaker f1J 71/

"r ,{ - · :h-5'--< A~ A,,..,_©.#:fin"T. ~f:!all'.ltft
'/JW J\,--;1'1J A1't :.,,-!;1--y !! ::tO>SiH: ¥ 100,oooJ;l
p;if;:tJ,ay-7->;:t:.f;:l,&:L-t.:.o 7n-1- • jJ-7,(
A~A,/110.l=I 8 8'7J• • 8©l'J~l;:ffa~wor.kshop
£R.tl\fi1!TOYt.\ 1&-rbi:~-QJ;::;i. a■~,t.:;l.,

;t..,-4

For your information, I indude a copy oft his
year's budget proposal at the end of this report.
I would welcome the chance to di8CUS6 any
comments or question. about how the money is
spent to sen-e our members.

HilfltOJ•, ¥1:©.lFUUJ .::i e-11.::.0> i,
,!(- t-OJ""Ff:~--,:~ ~ '• ;I. )'J'<-0J.&OJ;l;;:fil(7)il!l.- \
1.i t;::::,, ' tUJJfft c. ii.flt- ~{ft!, L, t i5 V j;.T.

Youn;, most humbly, Gordon Bateson
<gordon@neptune.kanazawa.it.ac.jp>

TeacherEducation SIG budget
April 1, 1999 • March 3t 2000

REVENUE
from JALT National
membership dues
workshops

50,000
210,000
80,000
====

TOTAL REVENUE
EXPENSES
Telephone
Traveling
Copying
Print
Office Supplies
Postage
Refreshments
Room Rent
Honoraria
Miscellaneous

340,000

0
0
0
90,000 (3 X 30,000)
5,000
75,000 (3 X 25,000)
.
5,000
0
0
100,000 (featured

If you are interested in learning more about
this fascinating part ofJALT, if you want to
work with a dynamite team of volunteers, if
you don'tknowmuchaboutthiskind of
volunteer work but are a good terun player, if
you would like to consider this special position
but would like to try this with a colleague, or
know someone you might suggest, then, please
contact me, Joyce Cunningham:
Tel: (029) 228-8455,

0

Fax: (029) 228-8199.

======

REVENUE - EXPENSES=
NET INCOME (NET LOSS)

What will this person or team of people do?
Among other things, it is your special
responsibility to organize the JALT2000
conference programme. You UUlke the schedule
of preBentations for the three days of the
conference.You coordinate this with the
Handbook editott and team, helping to collect
an necessary information to complete the
handbook oo time.You wmk with the conference
site team to check on such details as room sizes,
equipment, andse on. You collaborate with the
publishers, national officers and the national
programme chair in relation to the main
speakers and other aspects of the corifoomce.

speaker)
Other
TOTAL EXPENSES

The prt-conference planning committee for
JAL'I2000 is looking fer interested /ALT
members to be the next CONFERENCE
PROGRAMME CHAIR/ CO-CHAlR(S) for
JALT2000 in Shizuoka cm November 2-5th.

275,000

I hope to hear from you soon.

Joya, o,i bdt11lf ofthe other members of the
Prt-Conferenu Pl,irining Committee

65,000

-----Pr~11red by: Go.rtlo11, B11teson
Datt: April 1, 1999

JUi~JfO)~~itk

I Explorations in Teacher F.ducation: Volume 7, Number 2, page 20

