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Editorial 
Articles 

Junko Aoki considers the "Effects of the Culture Assimilator on the 
Cultural Understanding and Attitudes of College Students" in her study of 41 
American students conducted at Illinois State University. A Culture Assimi
lator is a text intended to inform readers from one culture of specific behavior 
patterns typical of people of another culture. Aoki created a culture assimilator 
introducing the Japanese, presented it to half her subjects, and evaluated the 
subsequent differences in cultural sensitivity toward Japanese in the two 
groups. Her results indicate that culture assimilators generate positive results
and offer special advantages to teachers of foreign languages. 

Akemi Nagasaka designed and administered an experiment to detennine 
student awareness of "Top-Level Text Structure in Reading L1 and FL 
Expository Prose." Her article describes the results achieved by two groups of 
50 Japanese students, who were asked to read and write down all they could 
recall of two passages, one in Japanese and one in English. The analyzed 
results show that many students recognize and make use of top-level structure 
when they read, particularly when they read their native language. Nagasaka 
then gives suggestions for instruction in FL reading. 

Ronald Sheen notes a growing trend in the English of native speakers and 
comments upon it in "Variation Between the Simple Past and the Present 
Perfect and its Pedagogical Implications." In brief, speakers are likely to use 
the past tense ("They ~ two goals this quarter") when the present perfect 
("They have scored two· goals this quarter") would be prescribed. Sheen 
details some of the constraints governing this variation, and recommends a 
new approach to teaching the two verb fonns. 

Akihiko Higuchi's article, "Recognition of New English in the Education 
System-Focusing on Singaporean English," treats a controversial topic: To 
what extent should EFL teachers recognize and teach the specific English 
dialects shared by speakers in ESL countries such as Singapore, India, and 
Nigeria? After a brief description of characteristics of Singaporean English, 
he makes a plea for the inclusion of instruction about these New Englishes in 
EFL classrooms in Japan. 

Reviews 

This issue features reviews by Virginia LoCastro, Jane Hoelker, Katie 
Gray, Scott Petersen, Brian Harrison, Thomas Hardy, Hiroto Nagata, and 
Thomas F. Barry, with topics including discourse analysis, translation, ELT 
testing, medical English, English for academic purposes, and textbooks. 
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The Reviews section changes with this issue-the eight reviews make up 
the largest number ever published in a single issue oftheJALT Journal. Editor 
Roger Davies intends to make the section an information clearinghouse for 
JALT members which will give detailed analyses of new and important 
publications related to language and language teaching. More space will be 
devoted to reviews, and reviews will attempt to supply "in-depth, substantial, 
and scholarly" evaluations. WithJALT Journal readers spread throughout the 
country, access to information about new writings and trends in research may 
be limited. The Reviews section will try to remedy that problem. Contact 
Roger Davies for more detailed information at the address listed on page 211. 

Point-to-Point 

The JALT Journal editors encourage readers to submit Point-to-Point 
essays. Such pieces may be comments and elaborations upon journal ar
ticles-or outright challenges. Send them to Malcolm Benson at the address 
on page 211. 

Research Forum 

What can be done with a research project which proves the null hypothesis 
(Le., that the experiment did not produce any results)? Where does one place 
a paper proving a general tendency-among ten people? Where can a scholar 
publish preliminary results of a research project still under way? From the next 
issue, theJALT Journal will offer a Research Forum intended to answer these 
questions positively. Forum articles should describe research projects and 
findings in fewer than 1,200 words. Send submissions to Malcolm Benson at 
the address given on page 211. 

Daniel M. Horowitz Prize Awarded 

English/or Specific Purposes has awarded the first Daniel M. Horowitz 
prize to Peter Master of Fresno State University. Master's article, "Active 
Verbs with Inanimate Subjects in Scientific Prose" (Vol. 10, No.1) was 
judged by the journal's editorial board as the outstanding article in the volume 
for 1989, the year in which JALT Journal co-editor Horowitz died. 
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Effects of the Culture Assimilator on Cross-Cultural 

Understanding and Attitudes of College Students 

Junko Aoki 

Notre Dame Seishin Junior College, Hiroshima 

This study investigated the effects of the culture assimilator as a teaching 
technique in cross-cultural education. It specifically focused on exploring the 
effectiveness of the Japanese Culture Assimilator on the cross-cultural under
standing and attitudes of American college students. The sample for this study 
was 41 college students, who were randomly assigned to treatment and control 
groups. The treatment group was asked to read a self-learning package of the 
Japanese Culture Assimilator outside of class. The control group received no 
treatment The average length of the treatment was 60.9 minutes. Assessment 
was conducted using five dependent variables: performance on 15 critical 
incidents, analysis of one critical incident, the Inventory of Cross-Cultural 
Sensitivity, the Attitude Toward Other Culture Scale, and the Social Distance 
Scale. The t-test (p < .05) was used for comparisons between the treatment and 
the control groups. The results of the study show no positive effects on 
subjects' cross-cultural sensitivity or on their attitudes towards Japanese 
culture. However, reading the culture assimilator did result in an increase in 
their cross-cultural understanding, an added sophistication in cross-cultural 
thinking related to the two specific cultures involved, and a greater acceptance 
of the Japanese people. 

*~~o)"JtitJlMtDJl,:.sttQCulture assimilatorO)BJi"ts<b* 
*~Ij:, ~)(ftft~ I: b'lt ~culture assimilator Cl)¥xlfni:E c L -r Cl)~ 

*amJ11l:Lt.:tCl)-r--I>~o 1~1:, Japanese culture assimilatorCl)7 ;{ I}-}J 

~~Cl)~)(ft£!f4¥ c rmTjfA.Cl)~b* I:~.~;I)"I> -r -r I> ~ 0 41ACl)*~~Ij:, 

" I} - " ;{ ;, "Cl) ~f JI.- - 7" c :J ;, " a - JI.- Cl) 7" JL.- - 7" I: 5t I t ~ h, "I}_ 

";{;,,, 7"JI.--7°Cl)l}., Japanese culture assimilatorl:jfXt'JfJll}., tCl) 

-:J ;1)\ -:> t.: .iJ! .t$.11l# fL~ Ij: 60. 97t -r--I> -:> t.: 0 5 -:J Cl) T A " (1) 15Cl) critical 
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Cross-Cultural Sensitivity, (4) the Attitude Toward Other Culture 
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culture assimilatorlj:, -$~a~cross-cultural sensitivity C 8*)({tl: 
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1. Introduction 

The world is daily becoming more interdependent and interconnected. 
Interaction between peoples of different cultures is increasing, as international 
cooperation, economic and technical assistance, and political and economic 
integration grow in magnitude. Hall (1976) states that there are two related 
crises in the world of contemporary man. The first is the population/envi
ronmental crisis. The second, more subtle, is man himself and his relationship 
to his culture. According to Hall, the future depends on man exceeding the 
limits of individual cultures, since technical solutions to environmental 
problems will never be applied rationally until man has exceeded the limitations 
imposed by his culture. 

Zais (1976) called the condition in which human beings have not exceeded 
such limitations "encapsulation." Encapsulation prompts us to justify our 
beliefs and behavior with invented reasons, without trying to find the real 
reasons for them. In addition, it also causes individuals to create, and to re
create the institutions that shape them-society, culture, and curriculum
which are instrument~ of encapsulation. Zais suggests that we should have a 
curriculum that alleviates the distinctions of encapsulation and develops 
knowledge of what is real. 

It is well established that each individual has his or her own subjective 
reality, which can result in misunderstanding in relationships with others, 
even in ordinary intracultural circumstances (Cantril, 1957). Therefore, it 
would seem reasonable to expect that the potential for problems in intercultural 
interaction is even greater, since there are often major differences in values, 
attitudes, beliefs, and expectations. Triandis (1972) has termed the manner in 
which a given cultural group characteristically perceives its social environ
ment as the "subjective culture" of that group. The nature of this subjective 
culture makes it hard for people in a cross-cultural context to see what is real. 

While schools are being urged to educate young people in cross-cultural 
understanding, the real question is how to accomplish this. Although there are 
various models of cross-cultural training available in the literature, not all of 
them are equally applicable or desirable in school settings. One particular 
method, the culture assimilator (Albert, 1983), seems to be very promising. 
The culture assimilator was originally developed by sociologists in the late 
1960s as a technique for facilitating adjustment to another culture. A number 
of culture assimilators have been used extensively to train such groups as 
American anny officers for work with a specific cultural group, and Anglo-
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American teachers for teaching different ethnic groups. Many studies, al
though differing greatly in certain respects (such as the population of trainees, 
the target culture, and the length and context of investigation), have shown 
that a culture assimilator is an effective method for providing cultural 
information, facilitating intetpersonal relations between trainees and mem
bers of the target culture, and improving cross-cultural adjustment. Albert 
(1983) concluded from available evidence that the culture assimilator may be 
ideally suited for educational putpOses. 

However, despite its advantages, the culture assimilator has never been 
tested in the way proposed for this study. The culture assimilator has been 
researched with only four groups: subjects who are alread y in the target culture 
(Worchel & Mitchell, 1970); subjects who will possibly be in the target culture 
in the near future, because of military service or participation in a cultural 
program (Mitchell & Foa, 1969; O'Brien et aI., 1971); subjects who already 
have some exposure to the target culture, such as white subjects using the 
Black Culture Assimilator (Weldon et aI., 1975; Randolph et aI., 1977); and 
subjects who are likely to encounter the target people, such as Anglo
American teachers or future teachers using the Hispanic Culture Assimilator 
(Crespo, 1982). 

The majority of students at school do not have much opportunity to gain 
understanding of different cultures from other countries. They do not expect 
to encounter such cultures on a very personal basis, and consequently possess 
low motivation for learning about other cultures. Yet, these students are 
undoubtedly the ones who need it most. Therefore, in this study, the use of the 
culture assimilator wi th subjects representing average students from a majori ty 
culture was undertaken to extend the evaluation of culture assimilators. The 
goal was to investigate the effects of the culture assimilator as a teaching 
technique in cross-cultural education. A self-learning package of the culture 
assimilator, designed to allow American college students to understand the 
Japanese culture (the Japanese Culture Assimilator), was constructed for this 
study by the investigator. This study specifically focused on exploring the 
effectiveness of the Japanese Culture Assimilator on the cross-cultural 
understanding and attitudes of American college students. 

Specifically, the study attempted to determine whether, as a function of 
using the Japanese Culture Assimilator self-learning package outside of class, 
there was a significant difference in the scores of the treatment and control 
groups on the following measures or special scales: 
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1. Performance scores on working with 15 critical incidents (Re-
search Question 1); 

2. Ability to analyze a single critical incident (Research Question 2); 
3. Inventory of Cross-Cultural Sensitivity (Research Question 3); 
4. Attitude Toward Other Culture Scale (Research Question 4); 
5. Social Distance Scale (Research Question 5). 

These five dependent variables were used to measure the effectiveness of the 
culture assimilator in five areas: (a) cross-cultural understanding; (b) so
phistication in cross-cultural thinking; (c) cross-cultural sensitivity; (d) atti
tudes toward Japanese culture; and (e) acceptance of the Japanese. 

2. Theoretical Background of Culture Assimilators 

2.1 Attribution Theory 
Attributions are inferences about the cause of an event or a person's 

motives. Attribution theory began with Heider's (1944, 1958) seminal analy
ses of how people perceive and explain the actions of others. According to 
Heider (1958), people operate very much like quasi-scientists in their 
attributional activities. They observe an event, and then often in a logical, 
analytical way, attempt to connect it to possible causes and various effects. In 
general, attributions are considered to be dependent on the norms, affect, 
roles, and the consequences of actions seen as operating in a social situation 
(Triandis, 1975). Although these are learned, attributions often become habits 
of thought that are difficult to distinguish from perceptions of observed 
behavior (Triandis, 1975). Therefore, attributions are crucial determinants of 
how one will evaluate another's behavior. 

Discrepancies in attributions may result in misunderstanding, low inter
personal attractions, and even conflicts. Two individuals from different 
cultures are more likely to face such discrepancies, because of thei r differences 
in norms, attitudes, and values. When members of two different cultures 
interact, the attributions that each makes about the causes of the other's 
behavior are even more critical determinants of how that behavior will be 
evaluated. Triandis (1975) introduced the concept of isomorphic attributions 
to discuss the situation in which a person attributes the behavior of another to 
the same causes to which the other attributes his or her own behavior. When 
isomorphic attributions occur, each person is particularly likely to appreciate 
why the other has acted the way he or she has. 

2.2 Basicfeatures of the culture assimilator 
The culture assimilator is a programmed learning instrument that can be 
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used to teach people from two different cultural groups to make isomorphic 
attributions regarding the behavior of people from a speci fic culture (Triandis, 
1977). Culture assimilators make use of episodes involving cross-cultural 
encounters which might be misinterpreted by a person from one culture. Each 
short episode describes a "critical incident" of cross-cultural interaction. The 
critical incident was originally developed by Flannagan (1954), who utilized 
the technique for investigating effective and ineffective job behaviors. The 
basic premise of the critical incident is identified as follows: (a) a situation in 
which two persons from different cultures interact; (b) a situation in which a 
person from one culture finds himself or herself in conflict, in the midst of a 
misunderstanding, or simply puzzlement; and (c) a situation which can be 
interpreted in a fairly unequivocal manner, given sufficient knowledge about 
the culture (Fiedler et aI., 1971, p. 97). 

No single culture assimilator exists; different assimilators are needed for 
each pair of cultures. Given culture A, B, and C, a person could use different 
assimilators to teach people from A about B, B about A, A about C, and C 
about A. In typical assimilators, each incident is followed by three or four 
attributions, with one or two tending to be attributions made by people in the 
target culture, and two or three usually being interpretations that members of 
the learners' culture typically select. The learner is asked to select the 
attribution chosen by people from the target culture. After the learner chooses 
an attribution, culturally relevant feedback is given to him or her. If an 
incorrect choice is made, the learner is asked to make another choice. The 
learner is instructed to keep trying until he/she selects the attribution chosen 
by members of the target culture (Albert, 1983). 

A number of culture assimilators have been constructed for use. These 
culture assimilators have been used extensively to train such groups as 
American army officers for assignments in a specific culture (e.g., Iran, 
Honduras, Thailand, Greece), and white, middle-class Americans for work 
with different minority groups (e.g., African-Americans, Mexican-Ameri
cans). While the culture assimilators mentioned above are designed to prepare 
individuals for interactions with particular culture groups, the culture-general 
assimilator, which can be used widely in preparing people to interact in a 
variety of settings, has been newly developed (Brislin et al., 1986). Existing 
culture assimilators vary in their emphasis on different aspects of cultures, 
since "there is no one defini te format, nor one method of constructing 
assimilators" (Albert, 1983, p. 189). 
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3. Method 

3.1 Subjects 
The experiment was conducted in the summer of 1991 at Southern illinois 

University in Carbondale (SIUC), Illinois. Southern Illinois University is a 
large, Midwestern university with an enrollment of 24 ,000. The subjects were 
41 American students who were enrolled in undergraduate classes there. 
Participants in the study were volunteers. In the first stage of the experiment, 
the following background infonnation was obtained from a biographical 
questionnaire elicited for descriptive purposes: 

1. Twenty-one males and 20 females participated in the study; 
2. The average age of the subjects was 23.1; 
3. None of the subjects had previously lived in Japan; 
4. Two subjects had close Japanese friends; 
5. Two subjects were freshman, 9 were sophomores, 6 were 

juniors, and 24 were seniors; 
6. All the subjects were undergraduates. Their majors varied 

widely among 24 areas. Two subjects declared no major. 
7. With regard to the subjects' attitudes toward Japan and to 

Japanese people in general, 1 subject chose "very negative," 
3, "somewhat negative," 24, "neutral," 8 "somewhat posi
tive," and 5 "very positive." 

3.2 Research design 
The design used in this stud y was a post-test only control group design. -The 

steps involved in the post-test only control group design are described as 
follows: (a) randomly assign subjects to the treatment and control groups; (b) 
administer the treatment to the experimental groups, but not to the control 
group; and (c) administer the post-test to both groups (Borg & Gall, 1983). 
This design is recommended when there is a possibility that the pre-test will 
have an effect on the experimental treatment. As in some past experiments 
involving culture assimilators (e.g., Broaddus, 1986; Crespo, 1982), the 
investigator adopted this design because of the possibility that the pre-test 
would sensitize the subjects. 

3.3 Procedures 
All 41 subjects were infonned as follows: (a) in the next two weeks they 

would go to an assigned room and obtain prepared materials; each would 
receive his/her own envelope; (b) they would do their own work, according 
to the written instructions in the envelope. The students were asked to sign up, 
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using an assigned number to obtain their envelopes. The treatment group read 
the Japanese Culture Assimilator with the worksheet, and finally answered 
Questionnaires, which consisted of 5 dependent variables. The control group 
only answered Questionnaires. All of the subjects received written instructions 
in their envelopes. This appeared to preclude confusion in the students' work. 

3.4 Materials 
The original material in this investigation was a self-learning package of 

the Japanese Culture Assimilator, which consisted of 35 episodes. These 
episodes contained some significant features of Japanese culture. All of them 
were previously written by the investigator, a Japanese graduate student who 
had been in America for 8 years. From the 35 incidents, 30 were chosen to 
constitute an appropriate sample of reading materials. These were presented 
in narrative form. This particular culture assimilator has some specific 
features because it has been designed for college students. In many of the 
critical incidents, either American college students or young Americans are 
involved. Also, professors in university settings are sometimes involved. In 
some incidents, there are no Americans, but rather Japanese students who 
experience cultural gaps between American and Japanese cultures. These 
varieties of styles were devised to involve readers more actively in their 
reading. All of the episodes with the four attributions and feedback statements 
were adopted only after a number of validation steps were undertaken with the 
aid of Japanese and American students. 

3.5 Instrumentation 
The test of the performance on 15 critical incidents, which asks the subjects 

to respond to 10-25 previously unread critical incidents, has been used in a 
number of past experiments with culture assimilators in order to measure 
cross-cultural understanding. The term, "cross-cultural understanding" refers 
to the understanding of the cultural patterns of members of the target culture, 
although this term has been interpreted in many ways in cross-cultural 
education. The test format is similar to the one used in the assimilator, except 
that no feedback is provided. The subjects are asked to choose one attribution 
out of the four or five given. In the investigator's experiment, the 15 critical 
incidents were developed in the same way, keeping in mind issues related to 
validity were kept in mind. Each correct attribution was given one point. The 
score range for an individual was zero to 15, indicating simply the number of 
best choices selected. 

The test of analysis of one critical incident was used by Broaddus (1986) 
in order to measure sophistication in cross-cultural thinking. In the investigator's 
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experiment, one incident written by the investigator was used. The subjects 
were asked to analyze a prepared critical incident by writing a plausible 
explanation for the situation in one or more paragraphs. The degree of 
sophistication measured in the test is defined as the overall sum of the point 
value given by two raters. These two raters, who were advanced graduate level 
students, had practice doing similar ratings prior to this evaluation. The rating 
criteria were as follows: (a) the subject's attempt to explain the situation from 
a cross-cultural viewpoint (1 = no understanding, 2 = poor, 3 = fair, and 4 = 
good); (b) his/her understanding of Japanese culture (1 = no understanding, 
2 = poor, 3 = fair, 4 = good); and ( c) his/her application of his /her understanding 
of Japanese and American cultures to a speci fic cross-cultural incident (1 = no 
indication, 2 = poor, 3 = fair, and 4 = good). The total possible score ranged 
from 3 to 10, with the higher score indicating more sophistication in the 
desired direction. 

The Inventory of Cross-Cultural Sensitivity (ICCS) was developed by 
Cushner (1987) as a means of assessing relative levels of cross-cultural 
sensitivity. It was employed in both Cushner's (1987) and Broaddus' (1986) 
studies of general-culture assimilators. The term "cross-cultural sensitivity" 
refers to sensitivity to intercultural differences in general. Higher "cross
cultural sensitivity" is considered to mean a higher "appreciation of a number 
of aspects related to cultural differences" (Broaddus, 1986, p. 36). When this 
study was undertaken, the ICCS was the only currently available instrument 
designed to assess sensitivity to intercultural differences. It is a 32-item 
instrument comprised offivesubscales: cultural interaction (C scale); beh avioral 
response (B scale); intellectual interaction (I scale); attitude toward others (A 
scale); and empathy (E scale). The possible range of the subscales' scores are 
10 to 70 (C scale); 6 to 42 (B scale); 6 to 42 (I scale); 5 to 35 (A scale); and 
5 to 35 (E scale). 

The Attitude Toward Other Culture Scale was developed by Remmers 
(1960). Seventeen items relate to the subjects' perceptions of the other culture, 
for example, honesty, consideration of others, and gregariousness. This 
instrument was used to measure the attitudes of the subjects toward Japanese 
culture. The median scale value of the statements endorsed is the attitude 
score. When an odd numberofitems is endorsed, the scale value of the middle 
item of those endorsed is the score. When an even number of items is endorsed, 
the score is halfway between the scale values of the two middle items. Scores 
above 6.0 indicate a favorable attitude, and scores below 6.0, an unfavorable 
attitude. 
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The Social Distance Scale was originally developed by Borgardus to 
measure social distance, or "the degree of intimacy an individual would allow 
members of outgroups" (Shaw & Wright, 1967, p. 407). In order to use the 
social distance scale in classroom settings, the investigator used one of the 
modi fications made by Cooke (1969); two categories are rewarded. A behavioral 
differential fonnat used by Crespo (1982) was also employed in this experiment. 
There are seven statements requiring a response from the subjects. The 
students are asked to put an "x" in the space that best corresponds to their 
opinion. Scores for each student are calculated by adding the value (from 1 to 
7) for all seven scales in the instrument. Thus, the minimum social distance 
score would be 7, indicating maximum acceptance, and the maximum social 
distance score would be 49, indicating exclusion from all seven categories of 
social contact. The lower the score is, the greater the acceptance of the 
Japanese people by the subject. 

3.6 Analysis oj Data 
The t-test (p < .05) was used to compare the treatment and the control 

group. The SAS statistical package was utilized to run the statistical tests in 
this study. Two-tailed t-tests were conducted for comparison of the treatment 
and control groups for each dependent variable analysis. 

4. Results 

4.1 Research Question 1 
As aJunction oJtreatment, is there a significant difference in the scores oj 

the treatment and control groups Jor their performances on 15 critical 
incidents? 

Table 1 presents data from the analysis of 15 selected cri tical incidents. The 
treatment group mean of 12.45 was significantly higher than the control group 
mean of 7.38 (t = 8.27, P < .0001). Results showed that the treatment group 
made significantly more isomorphic attributions than the control group. This 
outcome was consistent with the results from a number of past studies 
(Crespo, 1982; Randolph et aI., 1977; Weldon et aI., 1975). The experiment 
herein is characteristic of the much shorter period required for this culture 
assimilator training and it is much less demanding work than in previous 
experiments as the students only read the culture assimilator outside of class. 
The brief period of training in this study was designed to emphasize two 
advantages of culture assimilator training: a relatively short training period 
and ease of administration. In this experiment, the subjects in the treatment 
group simply went to the assigned room. The average reading time was an 
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hour, and the administration was very easy, without any reported problems. 
This experiment confirmed that even a short training period, such as 60. 9 
minutes of culture assimilator reading, can be an effective method for 
enhancing cross-cultural understanding, or for enabling trainees to make more 
isomorphic attributions. 

Table 1 
Summary of the T-test Analysis Perfonnance on 15 Critical Incidents 

Treatment Control 

x = 12.45 X = 7.38 

so= 1.79 so= 2.10 

t = 8.27, p < .0001, df= 39. 

4.2 Research Question 2 
As a/unction 0/ treatment, is there a significant difference in the scores 0/ 

the treatment and control groups in their abilities to analyze a single critical 
incident? 

Table 2 presents data pertaining to Research Question 2. Raw scores 
represented the average sum of values assigned by two raters on the three 
criteria. A Pearson coefficient of .92 was obtained between the two raters. The 
treabnent group mean of 6.37 was significantly higher than the control group 
mean of 3.78 (t = 5.49, p < .0001). The result demonstrated that reading the 
culture assimilator enabled the subjects to demonstrate sophistication of 
cross-cultural thinking related to two cultures. The correlation coefficient of 
the results of Research Question 1 and Question 2 (r= .71,p < .00(1) indicates 
a moderately strong relationship between the scores of the subjects, related to 
their cross-cultural understanding and sophistication in their cross-cultural 
thinking. 
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Table 2 
Summary of the T-Test Analysis 

Sophistication Analysis of a Single Critical Incident 

Treatment Control 

X=6.37 

SD= 1.58 

t = 5.49, p < .0001, df= 39. 

X = 3.78 

SD = 1.42 
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We can compare this result with that of the culture-general assimilator, 
conducted by Broaddus (1986). In that experiment, while the treatment group 
had a slightly higher mean than the control group on a rated sophistication 
analysis of a presented incident, the difference did not achieve signi ficance. 
Broaddus summarized the result as follows: (a) the result may have been 
affected by the brief training period; (b) the results may have been more a 
reflection of subjects' writing skill than of their understanding of a presented 
incident; and (c) there was a marked increase in the relative difficulty of task 
involved, compared to that of the attribution tests (p. 55). Although the two 
studies used slightly different criteria because of the different kinds of culture 
assimilators they used, the present study shows that even a brief period of 
culture assimilator training can be an effective method of leading the subjects 
toward more sophisticated cross-cultural thinking. 

4.3 Research Question 3 
As a/unction o/treatment, is there a significant difference in the scores 0/ 

the treatment and control group in their performances on the Inventory 0/ 
Cross-Cultural Sensitivity (ICCS)? 

Table 3 presents data for the analysis. There were no signi ficant differences 
between the treatment and control groups on any of the five subscales. As 
indicated by the results of the ICCS, there appeared to be no significant 

Table 3 
Summary of the T-Test Analysis 

Inventory of Cross-Cultural Sensitivity (ICCS) 

Treatment Control P 

c X=36.20 X= 36.04 t= .049 .96 

SO = 9.08 SO = 10.58 

B X = 31.00 X=30.09 t= .758 .45 

SO = 3.58 SO = 4.06 

X = 29.55 X=30.23 t = -.349 .72 

SO=7.20 SO=5.29 

A X=24.80 X =23.04 t = 1.07 .29 

SO =4.45 SO = 5.88 

E X= 28.25 X = 28.19 t = .048 .96 

SO =4.52 SO = 3.21 

n.s. for all subscales 
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differences between the treattnent and control groups in their cross-cultural 
sensitivity. Possible reasons for the results obtained in ICCS are summarized 
as follows: (a) no difference in fact exists between the two groups on any of 
the five subscales; (b) possibly this instrument is not sufficiently sensitive to 
pick up differences in the two groups; and (c) although the ICCS is the only 
currently available instrument designed to assess cross-cultural sensitivity, 
some statements in it are not suitable for this brief experiment. For example, 
it is unlikely that any person would change a response after an hour's reading 
of the culture assimilator on some of the statements, such as "I speak only one 
language," or" I have foreigners to my home on a regular basis." 

The I CCS has been used in two previous experiments using cuILure
general assimilators (Broaddus, 1986; Cushner, 1987). In Cushner's experi
ments, there were no significant di fferences found on any of the five subscales. 
Broaddus, however, found that the fifth factor (empathy) resulted in a 
significant difference on the pre-test and post-test performances of the 
treatment group after six sessions of culture-general assimilator training. 
Therefore, the researcher concludes as follows: Most likely, the non-signifi
cant difference in this study showed that it did not have a strong enough impact 
to cause the subjects of the treatment group to obtain a significantly higher 
cross-cultural sensitivity, as measured by the ICCS, than the control group. 
However, additional studies may be needed in order for the researcher to 
decide the appropriateness of the use of this instrument for this particular 
study. 

4.4 Research Question 4 
As a function of treatment, is there a significant difference between the 

treatment and control groups in their performances on the Attitude Toward 
Other Culture Scale? 

Table 4 presents data for the analysis pertaining to Research Question 4. 
No significant difference was found between students in the treattnent and 
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Table 4 
Summary of the T-Test Analysis 

Attitude Toward Other Culture Scale 

Treatment 

x = 7.52 

SD= 0.77 

t = 1.50, P = n.s., df= 39. 

Control 

x= 7.14 

SD= 0.80 
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control groups with respect to their attitudes toward Japanese culture. This 
result showed that the training in the present study did not have a strong 
enough effect to cause the subjects in the treatment group to acquire a 
significantly more positive attitude toward Japanese culture than the control 
group. 

In the study conducted by Crespo (1982), no significant difference on the 
attitude scale between the culture assimilator training group and the control 
group was reported. He believed the likely reason for the lack of significance 
was that attitudes towards Hispanics might have already been positive prior 
to the training. Similarly, in the present study, the mean score of the treatment 
group, 7.52, and the mean score of the control group, 7.14, were positive, 
indicating a possible ceiling effect problem. Although prior to the training, 
more than half of the subjects chose "neutral" as their attitude toward Japan 
and the Japanese people, their attitude toward Japanese culture might have 
been more positive than they themselves actually expressed. In addition, 13 
of the subjects declared that they already possessed a "somewhat positive" or 
a "very positive" attitude. 

The non-significant result for Research Question 4 was consistent with the 
results of past experiments. Findings were not very conclusive with respect to 
attitudinal changes, even when role-playing was combined with the culture 
assimilator. Besides, it should be questioned whether or not attitude change 
is to be expected as a result of this cross-cultural training. The culture 
assimilator was designed mainly to "increase the reader's understanding of 
cultural patterns that are different from his own, but not to produce attitude 
changes" (Albert, 1983, p. 210). 

4.5 Research Question 5 
As a function of treatment, is there a significant difference between the 

treatment and control groups in their performances on the Social Distance 
Scale? 

Table 5 presents data for the analysis regarding Research Question 5. Raw 
scores represented the values (ranging from 1 to 7) for all seven scales in the 
instruments. A subject is considered to have a greater acceptance of Japanese 
when his/her score is low. The treatment group's mean of 11.75 was signifi
cantly lower than the control group's mean of 17.47 (t = 2.44, P < .05). The 
treatment group showed significantly more acceptance of the Japanese. 

The results of Research Question 5 appear to contradict the results of 
Research Questions 3 and 4. Questions 3 and 4 are also intended to measure 

.. 
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Table 5 
Summary of the T-Test Analysis Social Distance Scale 

Treatment Control 

x = 11.75 
SD=6.12 

t = 2.44, P < .05, df = 39. 

x = 17.47 

SD= 8.60 

the change in the affective factors of the subjects. The culture assimilator 
reading, while not eliciting signi ficant differences in cross-cultural sensitivity 
and attitudes toward Japanese culture between the two groups, did effectively 
uncover one significant difference: the subjects of the treatment group showed 
greater acceptance of the Japanese people than those in the control group. 
However, when the three questions are examined carefully, the results do not 
seem as contradictory as they appeared at first glance. While question 5 
investigated the subjects' acceptance of the Japanese people on a personal 
level, question 3 checked for general cross-cultural sensitivity, and question 
4 researched general attitudes toward the Japanese culture. Therefore, the 
three questions addressed different issues and should be considered as distinct 
responses. 

In comparing the results of questions 3 and 5, we obselVe that the process 
of attitude change from learning could be sequential in nature. First, the 
treatment results in increased understanding of another culture ("culture AU) 
and in more sophisticated cross-cultural thinking on problematic encounters 
between culture A and the learners' own culture. Next, the learners increase 
their acceptance of the people from culture A. Last, they will gradually reach 
the stage of general application of culture learning to all people of different 
cultural backgrounds or any cross-cultural encounters with representatives of 
other cultures. This sequence, which is only an assumption, might explain 
why question 5 had a significant difference, while question 3 did not. 

When the results of questions 4 and 5 are examined, we must consider two 
things: the mean scores and the different nature of the questions. First, the 
mean scores of both the treatment and control groups in question 4 were 
positive. The mean score of the treatment group was slightly higher than that 
of the control group, although the difference was not statistically significant. 
Second, the difference in the issues the two research questions addressed was 
definitely critical. While the purpose of question 4 was to measure attitudes 
toward the Japanese culture, question 5 investigated the subjects' acceptance 
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of the Japanese people-in other words, the subjects' behavioral intentions. 
It seems likely that people who express the same degree of positive attitude 
toward culture A still have different degrees of behavioral intentions toward 
people from culture A. In fact, it is easier to express positive regard for others, 
but more difficult to behave in a positive manner toward them (Ajzen & 
Fishbein, 1974). 

Allport's (1954) classic study showed that preschool youngsters fre
quently talked in a prejudiced manner, but behaved democratically, that is, 
they played freely with all youngsters in a multi-ethnic nursery school in 
Chicago's inner city. High school students, however, talked democratically, 
but behaved in a prejudiced manner, that is, they avoided social contact with 
adolescents of other ethnic groups. Part of this phenomenon may be used to 
explain the results of this study. The means of the treatment and control groups 
indicate positive attitudes toward the Japanese and Japanese culture without 
a significant difference between the treatment and control groups (question 4). 
However, there was a significant difference between the two groups in their 
acceptance of the Japanese people (question 5): The treatment group showed 
more acceptance of the Japanese people on a personal level. In other words, 
the subjects in the treatment group seemed to internalize positive attitudes 
more than those in the control group. Since the culture assimilator allowed the 
subjects to learn about the subjective culture of Japan, and to gain a wider 
acceptance of the Japanese, it may be used more in cross-cultural education 
in the future. 

Finally, the researcher would like to discuss the factor of anxiety. Using the 
Black Culture Assimilator, Randolph et al. (1977) found that 35 subjects in the 
culture assimilator treatment group answered more of the assimilator items 
correctly than did the control group, but several negative results on attitudes 
were measured. The researchers noted that the culture assimilator training had 
elicited increased anxiety in the treatment group, which resulted in the lower 
attitude scores. They attributed this unexpected increase in anxiety to subject 
uneasiness, resulting from the realization that assumptions regarding African
Americans had been inaccurate, prejudiced, or wrong. This higher anxiety 
level was shown to decrease over time (Randolph et al., 1977). Landis et al. 
(1985) also stated that the anxiety generated by the presentation of new 
attributions will be extinguished through contacts positive, or at least neutral, 
in nature. 

The researcher would like to point out that no signs of subjects' anxiety 
were detected, with the use of the Social Distance Scale, in her study. 
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Although the very brief training in the present study could have increased the 
subjects' anxiety, without enough time and opportunity given them to de
crease their anxiety, this was not what happened. The results of Research 
Question 5 showed that there was no recognizable anxiety which could have 
caused greater social distance with the Japanese, that is, a lesser degree of 
intimacy. This was considered a meaningful finding. 

S. Discussion 

Based on the results of this study, it was concluded that reading the culture 
assimilator resulted in more cross-cultural understanding, more sophistica
tion in cross-cultural thinking related to the two specific cultures involved, and 
greater acceptance of the Japanese. No positive effects on cross-cultural 
sensitivity or on attitudes toward Japanese culture were indicated. 

A number of implications for the field of cross-cultural education are 
suggested as a result of this study. First, the highly significant growth in the 
ability of the treaUDent group to make more isomorphic attributions and more 
sophisticated analyses of a critical incident indicate that the culture assimi
lator proved to be an effective method of instructing students about another 
culture. The fact that a very brief treatment (average 60.9 minutes) resulted in 
such significant outcomes particularly recommends the use of the culture 
assimilator as a teaching technique in cross-cultural education. 

A second implication, related to attitude change, is that training with the 
culture assimilator resulted in more acceptance of the Japanese people. In 
addition, although the treatment did not have a significant effect on the other 
attitude scales, it is worthwhile mentioning that it did not produce any 
undesirable effects, either. Based on past studies (Randolph et al., 1977; 
Landis et aI., 1985), such a briefperiod of training as in this present study could 
have produced anxiety, and also could have reduced positive attitudes of the 
subjects. Even granting that subjects may have felt less threatened by a non
resident (Japanese) group than by the resident (African-American) group, the 
results of this study clearly encourage educators to use the culture assimilator 
as a teaching technique for cross-cultural education. 

A third implication pertains to the smoothness of administration of 
assimilator training, which was predicted prior to the study. This smoothness 
of administration will prove promising for the future of the culture assimilator 
as a teaching technique in any educational setting. Although the present study 
used only a single culture assimilator, the same procedure could be applied to 
a group of culture assimilators, or to a combination of culture-general 
assimilators. 
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Several recommendations for future studies are suggested: a similar study 
with a larger pool of subjects; a follow-up study to determine the relative 
duration of desi red treatment effects of greater sophistication in cross-cultural 
thinking; and a follow-up study to investigate whether or not the gains from 
treatment make a difference in the subjects' motivation to interact with 
Japanese groups or any other cultural groups on campus. A future study also 
could compare the relative effectiveness of a single culture assimilator, or a 
combination of two or more culture assimilators with various other types of 
cross-cultural training. 

Finally, the investigator emphasizes the promising use of culture assimi
lators in language classes. A general assumption exists that the study of a 
foreign language is of positive value to students in developing their knowl
edge of and sensitivity to countries and cultures other than their own. 
However, often the demands of teaching basic skills reduce the time allotted 
to culture learning in foreign language classes. The culture assimilator may 
help close this gap. It can be administered either individually or in groups, in 
a variety of settings, and at different times. It takes a relatively short time to 
administer outside of class. Finally, language teachers should find the culture 
assimilator very helpful as a practicalleaming aid in their classrooms. 

The research presented in this paper was conducted in partialJu/fillment oj 
the requirements Jor the Ph.D. degree in education, and was finanCially 
supported by a Southern Illinois University Doctoral Dissertation Research 
Award,Jor which the investigator is very grateful. 
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Top-Level Text Structure in Reading 
Ll and FL Expository Prose 

Akemi Nagasaka 

Keisen Jogakuen Junior College 

This study examines the use of text structure by Japanese college-level 
students in reading expository prose in their native language and in a foreign 
language, English. The top-level text structure as well as the content units of 
the students' recall protocols were analyzed to see how they use text structure 
strategy, and how much of the textual information they understand and 
remember. Most of the students possessed the structure strategy and utilized 
it in L 1 reading, but more than half of them could not use it in FL reading. The 
use of structure strategy and its effects on comprehension and recall in different 
languages are discussed, and suggestions for FL reading are offered. 
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1. Introduction 

With the development of schema theory in reading, more anention has 
been paid to the reading process than the product. The schema theoretic view 
explains reading as the interaction of the writer and the reader. The use of the 
structure in text plays a significant role in communication between the author 
and the reader; in reading expository text in particular, skilled readers use a 
more effective strategy of text structure to understand and retain more textual 
ideas than less skilled readers (Meyer 1985, 1987; Meyer, Brandt, & Bluth, 
1980; van Dijk & Kintsch 1983, 1985). 
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Meyer et al. (1980) examined the reading process of ninth-grade students 
and their use of top-level text structure-the overall logical relationship-to 
organize the text as a whole, for instance problem/solution, cause/effect, 
comparison, description, and collection. They suggested that the ability to 
employ the organizational structure of text may develop with age and 
schooling. As for adult native readers of English, they reported more than 50% 
of junior college students, 80% of college undergraduates and 80-100% of 
graduate students and college graduates used the same type of top-level text 
structure as the authors had used in writing when they read and recalled well
organized passages; those students who employed the strategy of text struc
ture understood better and remembered more than those who did not. Taylor 
(1980) also reported that 82 % of adult English readers used the text's top-level 
structure. 

Text organization is a culturally variable structure and some rhetorical 
patterns frequently used in English are not familiar to readers of other 
languages. In ESL, Carrell (1984) reported only 26% of the intennediate ESL 
readers taking an intensive English program at university recognized and 
utilized the text structure in their recall. She suggested thatESL students might 
not possess the appropriate knowledge of English text organization. However, 
in that experiment, the students read and recalled in English; therefore, their 
insufficient language ability might have caused an inappropriate use of the 
structure strategy. If they had read the passages in their native languages, 
would they have used the strategy as effectively as native readers of English? 

In the study of text structure strategy, most research has been conducted 
into first language reading and/or in second language reading (ESL). No 
research has been done in the use of text structure by the same reader reading 
differentIanguages. This study will investigate the following research questions: 

1. How do adult Japanese readers, especially college-level stu
dents, identify and utilize the structure of text in reading their 
nati ve language (J apanese), and in reading a foreign language 
(English)? 

2. Are there any differences in the use of text structure and recall 
between first language reading and foreign language reading? 

2. Method 

2.1 Subjects 
A sample of 50 college undergraduates (Aoyama Gakuin, international 

politics & economics majors) and 50 junior college students (KeisenJogakuen, 
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English majors) were tested for the study; they were all first year students, and 
most had been educated in Japan. Their educational background was basically 
the one that most Japanese college-level students have. 

All the subjects took a mock TOEFL test (Stricherz & Ogasawara, 1990) 
of structure, written expression, vocabulary, and reading comprehension 
(max = 100). The test results were as follows: college undergraduates, mean 
= 70.08, SD = 13.94, range 46-96; junior college students, mean = 49.58, SD 
= 8.66, range 29-71. The t-test, two-tailed mean comparison, showed the 
difference of the mean scores between the two groups was significant: t= 8.74, 
P < .01. Among the subjects, 6 college undergraduates and 4 junior college 
students had TOEFL scores: college undergraduates, mean = 551, range 510-
603, junior college students, mean = 418, range 393-478. The test results of 
the students with TOEFL scores and those of the rest in each group were 
compared. In both groups, the variances for the test scores of the students with 
TOEFL scores and the rest were equal: F = 1.11, P < .05 for college under
graduates, and F = 1.02,p < .05 for junior college students. Furthermore, the 
t-test showed there were no significant differences of the means between the 
students with TOEFL scores and the rest in both groups: t = 0.17, P < .05 for 
college undergraduates and t = 0.43, p < .05 for junior college students. 
Therefore, the English proficiency level was considered to be high interme
diate (510-603 in TOEFL) for college undergraduates and low intermediate 
(393-478 in TOEFL) forjuniorcollege students. Since theirEnglish proficiency 
was different, the results of the experiment of the two groups were analyzed 
separately. Among the undergraduates, 10% of the subjects had even attended 
school abroad, but there were no significant differences in the results between 
those who had been educated entirely in Japan and those with some schooling 
abroad. 

2.2 Materials 
Two well-organized passages of expository text originally written in 

English were used for this study. The passage about "Supertankers" was taken 
from the study ofMeyeret al. (1980), and the passage "Highways" was taken 
from an ESL composition textbook by Johnston and Zukowski/Faust (1986). 
These two passages were almost the same length: 155 and 156 words 
respectively. By Fry's (1968) index of readability, the supertanker passage 
was at the 10th grade level, and the highway passage was at the 12th grade 
level. The text structure and the content for each passage (Figures 1 & 2) were 
identified by the prose analysis system developed by Meyer (1985). In 
Meyer's content structure system, the logical connections among ideas in the 
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text are specified in a hierarchy, and each content unit and each rhetorical 
relationship can be separately scored. 

In this experiment, two passages with different top-level structures were 
used because some students may prefer one type of structure to others. The 
top-level structure of the supertanker passage was problem/solution, and that 
of the highway passage was cause/effect, structural patterns which are 
frequently used in English essays. The two passages were very similar in the 
number of content units at each hierarchical level. The transitions of the two 
passages, however, were slightly different. In the supertanker passage, the 
words that showed the text structure were clearly identified; for example, "the 
problem," "the solution," "first," "second," and "third" were used. On the 
contrary, the highway passage had only a moderate number of transitional 
words, none of which, however, was deleted. Therefore, the small differences 
on the surface-level cues seemed not to have a great effect on the students' 
reading comprehension. 

For the Japanese reading, translated versions of the two passages were 
used, and the same number of students in each group read the passages both 
in English and Japanese. 

2.3 Procedure 
The study was conducted during the first regular English period of the first 

semester. Each student read both passages: one version in Japanese and the 
other in English. After reading a passage in Japanese and placing itout of sight, 
the students wrote down all they could recall from it. Then they read the other 
passage in English and wrote down their recall in Japanese. 

The students were given five minutes to read the English passage and two 
and a quarter minutes to read the Japanese passage. Since average Japanese 
students read 100 English words per minute (Ando, 1979), and average 
Japanese adults read 600 Japanese characters per minute (Kindaichi et al., 
1988), most of the subjects read the passages about three times. 

2.4 Scoring 
First, the top-level structure of each recall protocol was analyzed to 

determine whether or not the student employed the text structure strategy. If 
the students' protocols had the same text structure as the author had used, they 
identified and utilized it in their reading and recalling. Referring to the scoring 
systems of Meyer et al. (1980) and Richgels et al. (1987), top-level structures 
were determined as follows: If a protocol was recognized in two clusters of 
ideas with the words of "problem and solution," or similar words to identify 
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the text's structure such as "question and answer" or "trouble and solution," 
it was assigned to a problem/solution structure; if a protocol was identified in 
two clusters of ideas with the words "cause and effect," or wi th sim Har words 
such as "reason and outcome" or "background and reSUlt," it was assigned to 
a cause/effect top-level structure. 

Second, the contents of the recall protocols were also scored using Meyer's 
content structure system (Figures 1 & 2). Protocols were analyzed to examine 
how many content units were recalled at each level of the text structure. For 
instance, the supertanker passage had four content units: "prevent oil spills 
from supertankers," "train officers," "build tankers," and "install ground 
control stations." If a protocol mentioned these four superordinate content 
units, the reader got four points for content units at level 1. Subordinate 
content units at levels 2 and 3 were separately scored with the same system. 

The use of top-level structure and content units of each recall protocol were 
analyzed and scored by two independent scorers. The inter-rater reliability 
was .84. 

3. Results 

As shown in Table 1, in reading Japanese, 42 (84%) out of 50 students in 
the high intennediate English proficiency group and 37 (74%) outof50 in the 
low intennediate English proficiency group used the same top-level structure 
as the original passages. On the other hand, in reading English, 25 (50%) of 
the first group and 1 (2%) of the second utilized the same top-level structure 
as the author. In the high English proficiency group, 42% of the students 
utilized the text's top-level structure consistently both in reading Japanese and 
English, and 42% employed it in Japanese but not in English; 8% of the 
students used the structure strategy in English but not in Japanese, and 8% did 

English 
Japanese 

p<.05 

Table 1 
Student Use of Top-Level Structure 

High intennediate 
(n = 50) 

Use Not 
25 25 
42 8 

x2= 13.07 

Low intermediate 
(0 = 50) 

Use Not 
1 49 

37 13 

x}= 5.50 
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not utilize it either in Japanese or English. In the low English proficiency 
group, however, only 2% made use of the text's top-level structure in English 
but not in Japanese, although 74% of them employed it in Japanese but not in 
English, and 24% did not use it either in English or Japanese. Chi square 
analyses were used to detennine whether or not there were differences in the 
use of the text's top-level structure between reading in English and Japanese. 

Table 2 presents the mean recall scores of content units obtained by the 
students who used or did not use the text's top-level structure at each 
hierarchical structure level of the passages in English and Japanese. In the high 
intennediate English group, the t-test showed the students who recognized 
and utilized the text's top-level structure recalled significantly more major 
message units in English: t = 5.12, P < .01 at level.1, and t = 2.45, p < .05 at 
level 3. No significant difference was observed at level 2. In Japanese, 

Table 2 
Mean Scores of Content Units at Each Level 

of the Text Structure 

High intennediate Low intermediate 

n Use n Not n Use n Not 

Levell 

English Mean 25 2.88 25 1.52 1 1.00 49 0.51 
SO 0.93 0.91 0.00 0.58 

Japanese Mean 42 3.48 8 2.75 37 2.73 13 1.23 
SO 0.71 1.39 0.96 0.60 

Level 2 

English Mean 25 1.16 25 1.24 1 0.00 49 0.12 
SO 0.85 1.13 0.00 0.33 

Japanese Mean 42 2.62 8 3.00 37 2.30 13 1.08 
SO 1.60 1.18 1.26 

Level 3 

English Mean 25 2.28 25 1.32 2.00 49 0.90 
SO 1.17 1.52 0.00 1.21 

Japanese Mean 42 2.24 8 2.50 37 2.27 13 1.23 
SO 1.36 1.07 1.17 1.24 

Max = 4 (Levell), 7 (Level 2), 6 (Level 3) 
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however, there was no significant difference between the users and non-users 
of the structure strategy. On the other hand, in the low intennediate English 
proficiency group, the differences between users and non-users were recog
nized in reading Japanese at all levels: t = 5.18, p < .01 at levell, t = 3.09, p 
<.01 at level 2, and t = 2.66, p < .05 at level 3. 

The users of the text's top-level structure and the non-users in both 
proficiency groups recalled significantly more message units in Japanese than 
in English at higher levels. Even the students who had high intennediate 
English proficiency and used the text's top-level structure recalled better in 
Japanese than in English: t = 2.93, p < .01 at level 1, and t = 5.22, p < .01 at 
level 2. These students, however, recalled as many or more major units in 
English at level 1 than the rest of the students recalled in Japanese; this means 
that even in English they recalled the important points as successfully as the 
other students did in Japanese. For example, they recalled as many units at 
level 1 as the users of the structure strategy in the low intermediate English 
proficiency group did in Japanese: t = 0.60, p < 0.56. 

Figures 3 and 4, which show the proportions of message units obtained by 
the students who used or did not use the text's top-level structure at each level 

Figure 3 
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Figure ,. 
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in English and Japanese, depict these results. The readers, especially the 
structure strategy users in the high intennediate English proficiency group, 
recalled the important units at the highest level very well. In English as well 
as in Japanese, the differences between the users of the structure strategy and 
the non-users tended to be great at the higher levels. Another important point 
is that the patterns of the four group units of the subjects were very similar in 
English and Japanese, in fact paralleling each other. 

4. Discussion 

Two important findings related to the use of the top-level structure in 
reading L 1 and FL resulted from this study. First, in reading L 1, 79% of the 
Japanese college-level students (84% in the high intermediate English profi
ciency group and 74% in the low intennediate group) utilized the text's top
level structure; this result was compatible with the research results of Ll 
readers of English by Meyer et aI. (1980) and Taylor (1980). In reading FL, 
however, 50% of the students at the high intennediate level and only 2% at the 
low intennediate level employed the text structure strategy. In Carrell's 
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(1984) experiment on intermediate ESL readers, about one-fourth of them 
utilized the text's structure. To explain the great difference between Ll and 
L2 readers, Carrell (1984) mentioned that most ESL students "may not 
possess the appropriate formal schema, particularly if they come from a non
English background" (p. 465). In Carrell's experiment, however, the students 
read and recalled only in L2, and so they may have appeared not to have the 
text structure strategy. In the present experiment, the students read both in L 1 
and L2 and recalled in L 1 free from language problems while recalling, and 
the results showed that 84% of the high intermediate students and 74% of the 
low intermediate students possessed and used the structure strategy in reading 
L 1. Fifty per cent of high proficiency users did use the structure strategy in L2 
reading as well, but low intermediate students did not. 

Japanese expository prose does not have the same text structure as English, 
and it is often said that text organization is not so emphasized in Japanese 
essays as in English essays. Japanese expository prose has many different 
patterns. One of the tradi tional Japanese patterns for expository text is" ki-sho
ten-ketsu": it consists of four parts-ki (starting), sho (developing), ten 
(turning to a subtheme) and ketsu (concluding). However, the organization 
patterns frequently used in English-such as collection, description, problem/ 
solution, cause/effect, and comparison/contrast-are also used in Japanese 
patterns, and elementary school children learn about these basic organization 
types in written Japanese language. 

Kishi (1989) reported Japanese elementary school children (grades 1-6) 
gradually gain the knowledge of text structure and learn how to use it with the 
development of age and schooling: They develop the structure strategy 
throughout the period of elementary school. Watai (1989) also reported that 
Japanese elementary school children in lower grades often used the structure 
of collection, while children in higher grades came to use problem/solution 
and cause/effect more effectively. 

Also in this study, the majority of the Japanese students at college-level 
appeared to possess a well-developed structure strategy and used it when 
reading expository text in Japanese. Skilled Japanese readers follow the idea 
of an essay and communicate with the writer utilizing the rhetorical structure 
of text in first language reading. In foreign language reading, however, many 
readers, especially most students without sufficient L2 proficiency, failed to 
use the strategy they commonly rely on in reading in L 1. If students do not use 
the structure strategy in reading L2/FL, it does not necessarily mean that they 
do not have the strategy' in reading L 1. Teachers should be very careful in 
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judging students' reading activities in Ll only from their L2/FL reading 
perfonnance. 

The other important finding was that the ability to use the text's top-level 
structure seems to be an important strategy for comprehending and remember
ing information in the text in reading FL as well as in reading L 1. Meyer (1985) 
suggested that poor comprehenders wrote their recall protocols like a list or 
a collection of non-related descriptions about the topic, while good 
comprehenders organized recall with its logical relationships. In this study, 
most recall protocols written by the students who did not use the structure 
strategy in reading FL were in a list format with pieces of minor infonnation 
at lower levels of text; they missed the main ideas of the essay. The 
inappropriate use of the structure strategy appeared to affect readers more 
seriously in reading L2 than in reading L 1. 

Furthermore, according to Figures 3 and 4, the users of the structure 
strategy and the non-users in the different FL proficiency groups showed very 
similar patterns in the proportion of message units at each level in L 1 and L2. 
The results in L2 reading of the students who employed the structure strategy 
were the most similar to those of the users of the structure strategy in Ll 
reading. If skilled readers in L 1 have sufficient proficiency in L2, they may use 
the same strategy in reading L 1 and L2, and hence the process of skilled 
reading seems to be quite similar in reading different languages. This 
contention is supported by the findings of Block (1986) that "strategy use is 
not tied to specific features" and "the knowledge of the reading process" is 
appl ied to other languages (p. 485). Other findings in second language reading 
research based on the psycholinguistic model of reading have indicated that 
some reading strategies can be transferred from LIto L2, and that the process 
of reading is universal (Coady, 1979; Cummins, 1980; Goodman, 1967; 
Hudson, 1982). 

It is now generally accepted that language proficiency and reading ability 
Critically interact, but teaching discrete-point grammar and vocabulary show 
little or no correlation with development in L2 reading (Devine 1988). L2/FL 
reading should not be considered only as a language problem and should not 
be separated from L 1 reading in reading classrooms. Many students usually 
do not look carefully attheirown reading activitieseitherinLl orL2/FL. They 
may use strategies unconsciously, or they may fail to use such strategies 
without noticing the fact. Teachers can help students by sensitizing them to 
strategy use. As for use of structure strategy, teaching the structure of a text 
is not sufficient for L2/FL readers; students must find out how and why they 
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fail to transfer the structure strategy from native language reading to L2 
reading, and how they use the structure in texts when reading and remember
ing infonnation from texts wrinen in second/foreign languages. By relating 
the reading process in LIto that in L2/FL, students may become more aware 
of how to solve their reading problems. Teachers should encourage students 
to create the meaning of text through discovering the process of reading, both 
in their native language and in other languages. 

S. Conclusion 

In most classroom situations, as well as in reading classes, a studen\i needs 
to understand what an author says. The reader is usually required to gain as 
much infonnation as possible and retain the main ideas of the text; this type 
of reading is important and necessary for students in intennediate and 
advanced reading classes. To obtain infonnation from wrinen materials, the 
identification and use of structure in text is a necessary component of 
comprehension and recall reading in L2/FL, as well as in L 1. The use of text's 
top-level structure by skilled readers appears to be similar in reading different 
languages. In addition to the study of use of text structure, further research is 
needed to examine other strategies at different processing levels of reading 
perfonnance in Ll and L2/FL. The relationship between Ll and L2/FL 
reading has partially been explained, and more research is called for to further 
reveal the process. In Japan, research in the process of reading by children and 
adults in Ll has mainly been conducted by developmental psychologists, 
while L2/FL reading research has been done by EFL/ESL teachers. Coopera
tion between psychologists and language teachers can better bridge native 
language reading and second/foreign language reading. 
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Taniguchi (Bunkyo University Women's College), and Keiko Ikeda (Tokoha 
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Appendix A 

Passages in English Version 

Supertankers 

A problem of vital concern is the prevention of oil spills from supertankers. 
A wrecked supertanker spills oil in the ocean; this oil kills animals, birds, and 
microscopic plant life. Most wrecks result from the lack of power and steering 
equipment to handle emergency situations, such as storms. Supertankers have 
only one boiler to provide power and one propeller to drive the ship. The 
solution to the problem is not to immediately halt the use of tankers on the 
ocean since about 80 percent of the world's oil supply is carried by supertank
ers. First. officers of supertankers must get top training in how to run and 
maneuver their ships. Second, tankers should be built with several propellers 
for extra control and backup boilers for emergency power. Third, ground 
control stations should be installed at places where supertankers come close to 
shore. These stations would act like airplane control towers, guiding tankers 
along busy shipping lanes and through dangerous channels. 

Highways 

During the postwar administration of President D. D. Eisenhower, a road 
building project that would change the U.S. was begun. It was an ambitious 
program of highways to connect all major population centers throughout the 
forty-eight contiguous states. The peacetime economic boom had left the 
country badly in need of roads to carry goods between cities and into rural 
areas, for the returned soldiers demanded the modem advantages that they had 
learned about away from home. Furthermore, at this same time, the railroads 
were entering a period of decline. The war effort had strained their facilities, 
so that tracks, cars, engines and stations badly needed expensive repairs. 
Simultaneously, the number of automobiles was increasing, for there were 
plentiful supplies of gasoline, and the automobile industry was both ready to 
absorb returning veterans into the work force and willing to take their money 
for finished products. The conditions were ripe for the incredibly complex 
undertaking of the interstate highway system. 
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Appendix B 

Passages in Japanese Version 
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Variation Between the Simple Past and the Present 
Perfect and its Pedagogical Implications 

Ronald Sheen 

Tottori University 

Evidence is presented to demonstrate that approximately 80 percent of 
prescribed uses of the present perfect in North American English may enter 
into variation with the simple past, thus giving the latter a considerably greater 
functional load than the present perfect. Further data from British English and 
English used in the press of other countries manifests this same variation but 
at much reduced frequency levels. It is suggested that such a marked difference 
between prescriptive and contemporary English should have interesting 
pedagogical implications. These will vary according to the many variables 
related to teaching and learning situations. In cases where examinations 
necessitate a prescriptive approach, such implications will be minimal. Where 
the purpose is to minimize the learning load and at the same time enable 
students to acquire an ability to use everyday language, the findings may be 
fully reflected in the syllabus. Between these two extremes, a variety of options 
are available to teachers . 

• ~~~~tmH~7~~~~tit~~~m~WL~~. 
*li1f9"ll-'I;J: 3: f', 7 ~ 'J :IJ ~H!O)~Jm~1tiJ\ ~, ~Jl~xi~'"(-'m ~ h -r ItL~ 
JJlt£%1 }f~C1) ffli~O)I:I\], *~80% iJ~'um~1f~ I: J: "? -r (-\':ffl ~ h, i O)**'!fH~~ 

tf~ C1) in "? -r It \ ~ ~ fiE iJ{ iJ' ~ iJ, fl3143!~ *- L -r It \ ~ .:: c: a- m L -r It \ G 0 ;9\ I: , 

-1 -¥ 'J :A*a!, ;j: ~ Lfl:*, *J,j~~0)1E4 '"(-'f~ffl ~ h -r p ~.:EI::J' -\--7-
'J :X .t.. 0) *a! '"(-. t fIl)fj 0) {tl{ rDJ 0) if) ~ .:: c: iJ~'fiH;ij L -r p ~ 0 .:: C1) J: -j ;j: IJl~:R 
a- i~ * ~ t::.. -j ~ 1', *~ l' ,;J:~;j: ~ ~1f(f.J1f-lt t ~ J.&: L -r, ~:1H~ C: JJltf 
%11f~I:r*,T ~ p < -:JiJ\C1)~~~J:C1)mP~a-~«-r p ~o 

1. Introduction 

The various uses of the simple and the present perfect tenses offer a 
challenge to teachers and pose learning problems for students. These largely 
result from the fact that most other languages do not have a present perfect 
fonn and those which do, Spanish, for example, do not have the same range 
of meanings as does the present perfect in English. They do have, however, 
a simple past fonn; non-native speakers, therefore, tend often to use this tense 
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in English instead of the present perfect. A consequence of this in tenns of 
course content design is a giving of more or less equal importance to the two 
forms and an emphasis on the contrast between them. This is perfectly 
justifiable if one bases one's teaching on the prescriptive use of the present 
perfect. However, a descriptive analysis of North American usage shows that 
the simple past is frequently used in place of the present perfect, thus giving 
it a considerably greater functional load than the latter. The relationship 
between the simple past and the present perfect is, therefore, characterized by 
some degree of contrast but also by a large degree of variation. This paper 
describes the constraints on this variation and then discusses their implications 
for the teaching of ESL/EFL. 

The question of this variation has already been addressed in the literature 
(see Marshall, 1979; Peterson, 1970; Richards, 1979; Vanneck, 1958). 
However, none of these authors attempted to present an overall account of the 
relationship between the present perfect and the simple present in tenns of the 
constraints on the variation. Such an attempt was made in Sheen (1984). That 
analysis was based on data collected from television, newspapers, and films 
in the USA and Canada in the seventies and eighties. l It was hypothesized 
therein that the simple past may be used in place of the present prefect in those 
cases where the current relevance conveyed by the present perfect is also 
represented by contextual and situational factors. Thus in the utterance! haven't 
finished yet, current relevance is conveyed by both the verbal form and the 
word yet. This verbal form is, therefore, redundant, thus permitting the use of 
the simple past as in I didn't finish yet without loss of meaning. 

Since that time, observation of British usage in the newspapers, on TV, and 
in films has permitted the collection of a number of examples of the simple past 
where one would expect the present perfect, which would appear to indicate 
that British English is beginning to manifest the variation prevalent in North 
America.2 Before discussing this new data, I will first discuss the question of 
current relevance in the use of the present perfect and then give a summary of 
an analysis of the various data. 

2. Current Relevance in the Present Perfect 

The present perfect is used when one wishes to express the current 
relevance of an event or state.3 However, such current relevance may be 
viewed from different viewpoints as in the following: 
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1. We have both lived in many countries. 
-Indefinite past with event verbs referring to some past event which 

one regards as part of one's experience of life. 
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2. Has the mail arrived? 
-Such uses implicitly have a known period of time of which both 

speakers are aware. The adverb yet is implicit in the utterance and 
the time reference is the recent past. 

3. We've done ten so far. 
-This example is related to 2. However, the up to the present 

meaning is indicated by the presence of an appropriate adverb. 
Examples are yet, already, just, so far, up to now, until now, 
always, recently, lately, never, ever, before, in the pastllast + a 
period oftime such as a month, this + a time period not yet finished 
such as morning, a number + times, as in three times. 

4. He has played here for years. 
He has been here since 1980. 

-Habit or state leading up to the present usually associated with 
Siner- for, or synonymous circumlocutions. 

5. You've broken my doll. 
-This refers to an event the result of which is evident. In this case, 

the doll is broken. 

6. Do not speak until he has finished. 
-A useofthe present perfect with future reference used insubordinate 

adverbial clauses of time introduced by until, before, after, and 
when. As the event occurs in the future, there is no current 
relevance. 

The current relevance in examples Ito 5 may also frequently be expressed 
by the context and/or situation in which the utterance is made, thus rendering 
the use of the present perfect as opposed to the simple past to some degree 
redundant. Examples such as I are often made in situations where one is 
talking about one's previous experience leading up to the present, tlms clearly 
impl ying current relevance. In 2, the implicit presence of yet conveys the current 
relevance. In 3, it is conveyed by the adverbs.ln4, in the case ofthe preposition 
for there is no redundancy because this preposition is neutral in terms of the 
time to which a period extends. It can extend up to the present or up to a 
moment in the past or future, indicated by the tense or aspect of the verb. Thus 
the use of the simple past with for does not necessarily imply current rel
evance. In the sentence, He lived herefor five years, the subject, ize, no longer 
lives at that place. On the other hand, since does not share this same neutral 
status. It necessarily extends from a moment in the past up to the present 
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moment and, therefore, conveys current relevance. In 5, it is conveyed by the 
result of the event, the speaker implicitly referring to the presence of the 
subject of the verb. It is for this reason that the imperative Look is associated 
wi th this use, as in for example a child's saying, Loo~youJ ve broken my doll. 
In 6 there is no current relevance as one is talking about future events. 

3. The North American Data 

Redundancy characterizes many of the uses of the present perfect. Where 
it exists, the simple past may enter into variation with it. Following are 
examples taken from the North American media of uses of the simple past in 
the contexts and situations 1 to 5 described above (indicated here as 3.1 
through 3.5). In these examples, as in all others cited, the relevant use of the 
simple past is underlined. 

3.1 1. James Stewart, who appeared in eighty films, recently en
tered hospital. (He was still an active actor at the time. CBC 
10 O'Clock News: February 4, 1980)4 

2. IIilll.eQ many people. (Film: Godfather III, 1991) 
3. He's the worst type of packager there is. We bought better 

programs from film students. (Film: M ax Headroom No.5, 
1985) 

4. It's from Casablanca. I warum all my life to say it. (Film: Play 
It Again, Sam, 1972) 

5. I wanted to do that all my life. (Film: Back To The Future II, 
1989) 

6. I ~ a lot of money for Fox. (Film: Guilty by Suspicion, 
1991) 

3.2 1 . .Qk1 you two have breakfast? (Film: Psycho, 1960) 
2. Wait a minute; I didnl finish. (Film: Straw Dogs, 1971) 

3.3 1. We didnl have the cake yet. (Film: Anna, 1987) 

146 

2. A: Get me on the next flight. 
B: I already did. (Film: The Spy Who Loved Me, 1977) 

3. They just 1Qkt us the announcement will be delayed. (ABC 
World News: May 3, 1992) 

4. They fQ.um1 twelve bodies so far. (CBC 10 0' Clock News: 
September 20, 1979) 

5. Up to now I he won all his matches in straight sets. (ABC Wide 
World of Sports: June 27, 1978) 

6.Untilnow,wetliQn1uselaserbombs.(PBSNewsHour:March 
13, 1991) 
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7. They missed ten free throws tonight so far. (NBC com
mentary on basketball match between The Bulls and The 
Cavaliers: June 2, 1992) 

8. Sales almost doubled over the past four years. (ABC World 
News: June 20,1992) 

9. Oh, Max, you said that already. (Film: Rocket Gibraltar, 1988) 
10. I never J2aid for sex in my life. (Film: New York Stories, 

1991) 
11. That's probably the best run you ever bad. (CBC Sports

cast: March 23, 1982) 
12. Like our children who never ~ anything like this before. 

(ABC World News: May 3, 1992) 
13. The punter was on; now he WiUlt back. (NBC Sports: 

November 2, 1977) 
14. In the past six months, Armenian troops ~ a bridge

head linking Nagorno Karabak with Armenia itself. (PBS 
News Hour: May 26, 1992) 

15. It was the fourth time the two teams rrun this season. (Said 
before end of the season, ABC Wide World o/Sports: April 
3, 1982) 

16. It's the first time in fifteen months that the judges mm. (NBC 
World News: December 14, 1981) 

3.4 1. You seemed so far away since you carne back. (Film: Coming 
Home, 1978) 

2. Since the war ended, they 1Q.umt time to proclaim Christo
pherColumbus an honorary citizen. (ABC Nightline: March 
28, 1991) 

3. I ~ a long time since my wife died. (Film: Between 
Friends, 1983) 

4. Since then, he ~ respect for the bird trappers. (CNN 
Headline News: April 27, 1992) 

5. Since the first period, they ~well. (Said during the third 
period on CBC Hockey Night in Canada: March 20, 1992) 

3.5 1. Sure they trimmed the overall length about ten inches and 
shortened the wheel base. (Said in a commercial by a man 
standing beside and indicating a new Camaro automobile 
on ABC TV: March 2, 1982) 

2. I changed my mind; follow that Porsche. (Film: Spy People, 
1987) 
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[Abbreviations used in the above examples: ABC: American Broadcasting 
Corporation; NBC: National Broadcasting Corporation; CBC: Canadian 
Broadcasting Corporation; CBS: Columbia Broadcasting System; CNN: 
Cable News Network; PBS: Public Broadcasting System.] 

The fact that such examples as these occur frequently does not allow one 
to arrive at broad generalizations about the acceptability and extent of use of 
such forms as variants of the present perfect. In order to permit the making of 
such generalizations, two steps were taken. First an attempt was made to tap 
the intuitions of North American speakers. Fifty university students of 
Canadian and American origin were presented with examples such as the 
above and were asked to correct anything they would not say in casual 
conversation with their friends. Their attention was not directed to any 
particular words. Furthermore, the examples were presented in the wider 
context in which they were collected. Thus the example Did you two have 
breakfast yet? taken from the Hitchcock film Psycho was presented in the 
following manner: "A couple have spent the night in a motel. Next morning 
they enter the motel restaurant and the hotel manager asks the question, Did 
you two have breakfast yet?" 

In those cases where students changed the simple past to the present, 
variation was deemed to be unacceptable.6 The findings of this analysis in
dicated an acceptability rating ranging from 85 per cent and 100 per cent for 
all the examples, with the exception of uses of the simple past with since and 
now, the ratings for which were 72 per cent and 64 per cent, respectively. From 
these general findings, it was hypothesized that apart from the uses with since 
and now, all the other uses indicated above are representative of North 
American usage.? 

A second step was taken in order to estimate the proportion of present 
perfects in general usage which may enter into variation with the simple past. 
In order to do this, the novel The Paper Dragon by Evan Hunter (1967) was 
taken as a sample text. It was selected for two reasons. Its theme was a trial, 
thus providing ample dialogue. The trial concerned a case of plagiarism. It, 
therefore, contained substantial amounts of dialogue related to past events. 

Each occurrence of a present perfect which could enter into variation with 
the simple past based on the cri teria of the acceptability rating discussed above 
was noted. Those cases of simple pasts which were used in the text as variants 
of the present perfect were considered as examples of the same variation. The 
finding of this procedure indicated that 80 per cent of such occurrences 
permitted variation. 
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As a final step, those present perfect uses not susceptible to variation were 
subjected to a detailed analysis in order to isolate their distinctive features. The 
conclusions of this analysis are that the present perfect may enter into variation 
with the simple past except in the following cases: 

1. Use withfor, since, and now, taking into account. (However, 
see notes 5 and 8.) 

2. Use in adverbial clauses introduced by when, until, before, and 
after-that is, in clauses referring to a future event. 

3. Use of the present perfect without adverbial modification 
which if replaced by the simple past would result in reference 
to a past event without current relevance. To illustrate this, take 
the following example from The Paper Dragon (p. 122): 

Brackman: No, he could have seen the play in performance. 
Judge : We've got down to the point, have we not, where in 

order to show access, we must also show that Mr. 
Driscoll saw the play. 

The use of the simple past for the present perfect would clearly be 
inappropriate in this case as it would not refer to that moment of speaking but 
to some past moment. In other words, there is no redundancy in the use of the 
present perfect here. A frequently encountered example of this usage is the 
first sentence in a news announcement such as The violence in Los Angeles has 
left eleven dead and at least 200 injured (BBC Nine 0' C lock News: April 30, 
1992). The implication of such usage is that of just -breaking news; the present 
perfect is, therefore, required to indicate the current relevance of the event. 

4. The British Data 

It was on the basis of this description of these constraints on the variation 
that the area of research was extended to British English. Samples of British 
English were observed during the '80s and '90s in order to ascertain if this 
particular variety of English contained uses similar to those of the North 
American data.9 The sources of these data were the same as those used earlier: 
newspapers, television, and films. Following are examples of this data: 

1. We.b.u.ll1several new prisons already. (BBC Break/astNews: 
April 9, 1990) 

2. The Government always anticipated problems with the Poll 
Tax. (BBC Nine O'Clock News: February 27, 1990) 

3. I lectured on the subject a numberoftimes. (Channel 4 After 
Dark: December 2, 1987) 
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4. She WQIl three events so far. (lTV Sports: August 29, 1987) 
5. Some of you t.rum nicking things from a train before. (Film: 

Buster, 1988) 
6. I mm Ian Maxwell only once, very briefly. (The Sunday Times: 

December 22, 1991) 
7. Bruce Springsteen's tour has been on tour all this year. The 

album ~ 4 million copies so farworld-wide. (BBC 2 Rough 
Guide to Europe: August 14, 1987) 

8. He broke the record which m2d since the 1964 Olympics. 
(BBC Grandstand: August 16, 1987) 

9. Bothofthem~married before. (Comment on two people 
still living on BBC 2 Film Review: July 4, 1990) 

10. I always m2d for certain values. (The Sunday Times: June 
3, 1990) 

11. The main target is Dubrovnik which suffered the worst 
bombing yet. (BBC Nine 0' Clock News: November 12, 
1991) 

12. In the analysis we just ~ now. (BBC Newsnight: No
vember 24,1991) 

13. They just marked the 50th anniversary of the Japanese 
attack. (BBC Six O'Clock News: February 27, 1992) 

13 . .Qk1 you set up the appointment with Brodie yet? (Film: 
HiddenAgenda,1990) 

14. This is a great chance forthe man who ~ in every round 
so far. (BBC commentary on F. A. Cup Final: May 9, 1992) 

15. Well. we ~ long enough for a try. (Said near the end of 
the game during BBC rugby commentary, Ireland versus 
Wales: January 15, 1992) 

16. I us.e.d him for 15 years. (Newspaper reporter referring to 
an infonnant still working for him. Film: Defence oj the 
Realm, 1985) 

17. The daughter says that until now the German government 
Qkllittle to help her father. (BBC Nine O'Clock News: 
December 12, 1991) 

18. Forthefirst, time since the 1820's, the governing partyWQIl 
four elections on the trot. (The Observer: April 4, 1992) 

19. The series of dramatic releases numbered nine since 
August. (British reporter, CNN Headline News: December 
4, 1991) 
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20. Because of the Poll Tax, they already had to pick up the bill. 
(Liberal Party Spokesman, BBC Nine 0' C lock News: April 
7, 1992) 

[Abbreviations: BBC: British Broadcasting Corporation; lTV: Independent 
Television.] 

The five categories of uses of the present perfect discussed above in 
relation to North American English are represented here. However, I am not 
suggesting that because of this that one can propose that the variation in these 
categories is characteristic of British English. The subtle differences between 
the two verbal fonns still retain a high functional load. Furthermore, the 
frequency of occurrence of these fonns in the British data is extremely low 
compared to that of the North American data. Whereas the collection of the 
latter presented no problems as any film, TV programme, or newspaper 
contained numerous examples, the same media in Britain produced only 
infrequent examples, most of which are given in this article. I would suggest, 
however, that infrequent though they may be, such uses represent the 
beginnings of change in British English lO and that given the pervasive in
fluence of American English on the English spoken in Britain, the low 
frequency will inevitably increase. 

In summary, then, variation between the present perfect and the simple past 
appears to be a marked characteristic of North American English. Furthermore, 
it is suggested that this pattern of usage is becoming increasingly evident in 
British English and that its presence in the English language press of non
anglophone countries such as Japan and those of the Arabian Gulf (Sheen, 
1990) is indicative of the pelVasive influence of the North American variety 
of English. 

s. Pedagogical Implications 

To a large degree, the extensive variation described above is either paid 
scant attention or simply ignored by grammar reference books, pedagogical 
grammars, and course books. As an example of the first, the standard work of 
Quirk, Greenbaum, Leech and Svartik (1973) makes no mention of it. Leech 
(1986, p. 36) and Quirk and Greenbaum (1985, p. 44) comment on the 
American tendency to replace the present perfect with the simple past but do 
not attempt a systematic analysis. Leech (1986) does, however, make refer
ence to many of the uses cited in this paper. Three pedagogical reference 
books, Swan (1982), Thomson and Martinet (1980), and Celce-Murcia and 
Larsen-Freeman (1990) do not address the problem. Course books such as 
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American Kernel Lessons (O'Neill, Kingsbury, Yeadon, & Cornelius, 1978), 
American Streamline (Hartley & Viney, 1986),SidebySide(Molinsky&Bliss, 
1983), and Fundamentals of English Grammar (Azar, 1985) make no explicit 
reference to it. 

What is perhaps implicit in this omission in the pedagogical grammars and 
the course books is a covert element ofprescriptivism. The use of the simple 
past as a variant of the present perfect is not regarded as good English. Such 
books do not, therefore, perhaps wish students to learn what is regarded as 
erroneous usage. 

It is not my intention here to enter into a long polemic on the prescriptive
descriptive controversy. My purpose in raising the issue is rather to discuss the 
pedagogical implications of the variation discussed in this article, as con
siderable time is spent in EFL classes all over the world with the problem of 
the differences between these two fonns. Course books devote considerable 
space and time to both explanation and/or practice of the two fonns. Fur
thennore, the present perfect is frequently introduced shortly after students 
have encountered the simple past. Later exercises then entail a choice between 
the two forms. As two examples of this take American Kernel Lessons 
(O'Neill et al.), and The New Cambridge English Course (Swan & Walter, 
1990). In the case of the fonner, both the simple past and the present perfect 
are introduced in the first half of the Intennediate book and subsequently, 
sections 15 and 16 are devoted to contrasting the two forms. In the Cambridge 
course, the present perfect is introduced in Book 1 (p. 96) when one of its 
immediate concerns (p. 99) is the contrast between the present perfect and the 
simple past. 

I am not implying criticism of these two course books. The approach may 
be quite valid for many purposes as in, for example, the various teaching 
situations in which anything less than a fully prescriptive approach to teaching 
English is unacceptable. The variation between the simple past and present 
perfect would have no relevance in such a prescriptive examination-oriented 
situation in which a student would certainly be penalised for writing, for 
example, We finished three exercises so far, despite the fact that a number of 
North Americans would find it quite acceptable. All that one might propose 
here is that teachers in such a system should be aware of the variation in order 
to be prepared to respond to the keen student who, seeing her so far + simple 
past construction marked wrong, remarks that she heard it in a movie last 
week. II 
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However, there are many teaching situations in which the principal 
objective is to enable students to acquire a working knowledge of English as 
it is used in the everyday world. A prescriptive approach is inappropriate here. 
It is in such situations that I would suggest that one can exploit the findings on 
the variation reported herein with the aim of simplifying the learning task. 
This may be achieved in three ways: 

1. The simple past may be used to assume both its own functional 
load and that of the present perfect where variation is possible. 
This would delay appreciably the introduction of the present 
perfect. As an added positive side effect, it would allow the 
simple past to become the dominant form in the students' minds 
to express past events before being confused by the opposition 
with the present perfect. 

2. When the present perfect is introduced, it should be done in the 
specific context of its use with/or and since. This obviates the 
necessity of contrasting it with the simple past, thus appreciably 
reducing the learning load. 

3. The introduction of those uses of the present perfect without 
adverbial modification which do not pennit variation may be 
delayed considerably. An appropriate time might be just before 
the students' first encounter with the present perfect progres
sive. The present perfect of the verb to be might be stressed at 
this time as it forms the basis of it. 

Between these two pedagogical extremes, teachers might exploit their 
knowledge of the variation in a variety of ways, all of which would entail 
making students aware of it to a greater or lesser degree. However, opting for 
this middle ground creates problems, for it involves presenting students with 
nuanced choices. This might be feasible for highly motivated advanced 
students but might prove to be somewhat ambitious for the majority of 
students, who typically tend to prefer black and white choices. 

6. Conclusion 

Data on contemporary use of the simple past and present perfect in North 
America have demonstrated that these two forms may enter into variation in 
approximately 80 percent of the prescribed uses of the present perfect. 
Furthermore, data from British English is beginning to manifest a tendency 
towards this same variation; however, it cannot as yet be regarded as 
characteristic of this variety of English. As the majority of course books in 
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general adopt a nonnally prescriptive approach to the teaching of the two 
fonns, they do not reflect contemporary North American usage. Although the 
continuation of such a prescriptive approach is justified in situations in which 
examinations are characterized by prescriptive criteria, one cannot validly 
maintain such an approach with students whose main aim is to acquire a 
working knowledge of contemporary English. In such situations, one can 
reduce the learning load of the students and still meet their needs by initially 
concentrating on the simple past and then introducing the present perfect in the 
limited contexts and situations in which variation is not possible, and without 
an overemphasis on the contrast between the two. 

Ronald Sheen, Ph.D. in Applied Linguistics (Sorbonne), professor of lin
guistics at Tottori University, has taught English, French, linguistics, and 
applied linguistics in the UK, France, Canada, Saudi Arabia, Oman, and 
Japan. Published in Applied Linguistics, English Teaching Forum, and The 
Language Teacher, his research interests include SLA, error and contrastive 
analysis, and foreign language teaching methodology. 

1 A problem in the collection of oral data is caused by reduced forms of the 
auxiliary with regular verbs. Thus, one might think that one has heard, for example, 
I changed my mind, when in actual fact the barely audible ... 've may have escaped 
one's notice. It is for this reason that written data is more reliable unless, that is, one 
is able to record the oral data. This I have been able to do in recent years. Although 
even with this advantage, it is remarkable how difficult it is to detect reduced forms 
even after listening to them several times. 

2 In using the word beginning, I am going out on something of a long limb, for in 
matters of language change it is extremely difficult to state with certainty when a 
particular instance of it actually begins. In this case, I base it on a close observation 
of variation in North America and Britain English since the '70s. It is only in the late 
'80s that I was able to observe examples in the British media similar to those of the 
North American data, excluding, of course, those uses with never and ever which have 
long been characteristic of British English (see note 9). 

3 There are a number of instances in which the presence or absence of current 
relevance depends very much on the person's viewpoint. For example, in I always 
./il.J.md. his confrontational style impressive (The Times,' July 25, 1987), the writer is 
referring to a person who is still living but who has just changed his position. This may 
well have resulted in the writer's conceiving of the extent of the time period only up 
to that moment and not right up to the actual moment of speaking. This particularly 
applies with adverbials such as in the last/past + a time period such as month. Clearly, 
there is frequently no way of knowing what is in the mind of the speaker or writer. It 
is, therefore, possible that some examples in my data may fall into this category. An 
example of this is the following from the BBCproduction of John LeCarre'sA Perfect 
Spy: 
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About Tom. Hold his hand for me. He's the best thing I bmt. 
Here, Magnus Pym is about to commit suicide; therefore, in writing had, the impli
cation would appear to be that his life is finished and that, therefore, there is no longer 
current relevance for him. 

4 Some readers might be Stru9k by the omission of the definite article before 
hospital in this example for American English does not usually omit it. However, this 
example is taken from Canadian English which often manifests characteristics of both 
American and British English. 

5 There are, however, uses in which the time period following/or may explicitly 
extend up to the present moment where one still finds a simple past, such as 

Forthe past few months, it slowed down a lot. (CNN News: March 9, 
1991) 

In this case a shopkeeper is complaining about the loss of business since the departure 
ofn-oops to the Gulf War. At this time, they had still not returned. However, I should 
point out that since 1970 when I began collecting data, I have come across very few 
examples of this type. The/or may also be left understood as in: 

We had an intensive drug prog ram the whole year. (CNN News: March 
27, 1991) 

In such cases, there is often both situational and contextual redundancy. 
6 Clearly, asking respondents to explicitly express their views on acceptability is 

not ideal. One would wish to observe their production whilst remaining unobserved. 
However, this presents virtually insurmountable difficulties for the collection of a 
representative corpus. 

7 The choice of 85 per cent is clearly arbitrary and as such susceptible to criticism. 
However, few would argue that a usage rate of this level does not indicate typical 
usage. 

S However, despite this, I have recentl y collected a number of such uses which may 
indicate that it is becoming increasingly acceptable. They are 

I ~you since I knew you. (Sting's song "Roxanne") 
I ~ three women since then. (Film: Talk Radio, 1988) 
Since then the Navy tried to change the policy. (ABC News: January 

13, 1991) 
They W§m here since I arrived. (General Schwarzkopf during an 

ABC Barbara Walters interview: March 18, 1991) 
Since I Js.nm Ron, things gQ1 better. (ABC Oprah Winfrey Show) 
Since the summer, they reduced the rate three times. (ABC World 

News: February 3, 1992) 
On a stylistic note it is a long time since I heard such an awesome 

display of alliteration. (The Guardian: August 23, 1988) 
9 British English has long been characterised by variation with the adverbs never 

and ever. Here are two examples from N ic holas Nickleby (Dickens: 1964 [1838], pp. 
298,317): 

Where you ever learnt to act as you do? 
I am sure I never saw you before. 
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10 If, indeed, I am right and we are witnessing change taking place, it is an 
extremely rare event. Grammatical change would normally take place at such a rate 
as to escape notice by language users and would certainly take time well beyond the 
normal life span. 

11 Some readers might regard this as an unlikely event. However, a colleague, D. 
MacArthur (personal communication), informs me that it was not an infrequent 
occurrence during his service as an AET. 
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New English in the Education System-Focusing on 
Singaporean English 
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Kagoshima National College o/Technology 

The English language has attained the unprecedented status of being an 
international language. As it has become more widespread, the problem of 
norms has emerged in the "outer circle" of English-speaking countries, where 
English has a range of internal functions. English is no longer an extension of 
American or British culture but an instrument for the expressions of culture
specific meanings. There are two points of view on the issue as to whether or 
not new varieties should be recognized formally in the education system. 
Prator (1968) and Quirk (1982) took the position that only the native British 
or American standard was safe to be recognized as an adequate model for 
teaChing purposes. On the other hand, there are arguments in favor of the local 
standard being a teaching model, such as those put forward by Kachru (1982), 
Platt (1982), Platt et al. (1984), and Strevens (1980). Key issues in the above 
arguments were intelligibility and identity. This study deals with the issue of 
recognition of New English in the education system with respect to one of the 
varieties of New English-Singaporean English. Further discussion will then 
be made in the light of findings with respect to teaching English as an 
international language in Japan. 
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1. Introduction 

It is widely accepted that English is an international language in the 
number and geographical spread of both its native and non-native speakers. 
Indeed the use of English has spread beyond the nations which used to be 
British or American colonies. According to Crystal (1988), over 700 million 
people are using English, of whom approximately 330 million are native 
speakers. Therefore native speakers are now in a minority and one should 
notice the fact that "not only is English still spread but it is even being spread 
by non-English mother-tongue interests" (Fishman, 1982). As English has 
become more "international," the problem of norms has emerged, especially 
in the "outer circle" of English-speaking countries, where it combines a range 
of internal functions with the norm developing varieties. In fact, English is 
stable and institutionalized in outer circle countries such as India, Nigeria, 
Singapore, and Zambia. In these countries, English is no longer an extension 
of American or British culture but an instrument for the expression of culture
specific meanings. The new varieties and innovations created by users in the 
outer circle might be regarded as being deviant by inner circle users such as 
Britons, Americans, Australians, or Canadians. As a result, the emergence of 
new, stable, non-native varieties is calling into question current language 
planning, namely, should the target language be an external model or a 
formalization of the new variety of English? In other words, the question is 
whether or not the new varieties should be recognized formally in the 
education system. 

2. Singaporean English 

Singaporean English is clearly a speech continuum. There are variables in 
certain characteristics, and there are also considerable differences in usage 
from the basilect through mesolect to the acrolect (most localized version of 
English through the textbook standard). Generally speakers of a higher 
education standard tends to speak close to the acrolect. Syntactically, their 
variety of English approaches standard British English, but phonologically, 
they tend to monophthonize some diphthongs, producing vowels of unvarying 
quality, and reduce consonant clusters. In addition, they are likely to include 
Singaporeanisms in their lexical choices. Further examination of some of the 
variables in Singaporean English with respect to its phonological, lexical, and 
syntactic characteristics will help clarify these points. 
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2.1 Phonological Variables 
Platt (1982) found that reduction or modification occurred in 71 percent of 

words which in standard British English ended in a two-consonant cluster. An 
example of this is "recent" which was frequently reduced to "recen." The 
phonological variables in Singaporean English can be shown as follows. 

Speakers of Singaporean English: 
1. tend to shorten their vowels (e.g., see Isi:1 becomes lsi! or Is/); 
2. tend to use a monophthong where a diphthong is used in 

standard varieties of English; 
3. tend to shift stress to a later syllable (e.g., educated becomes 

educated); 
4. tend to speak in "syllable-timed" rhythm, that is, all syllables 

are separated by equal time inteIVals; 
5. tend to place a stress on the final syllable of word groups, 

particularly on the final syllable in the sentence (e.g., I give the 
ticke[ts]to him), even when not conveying contrast; 

6. tend to lack liaison between words, producing a staccato style 
of speech. 

2.2 Lexical Varieties 
There are a considerable number of typical Singaporean English expres

sions. Some originated from different language influences, such as Chinese 
and Portuguese, some are adaptations of existing English words, while others 
relate to different styles of living or different sociocultural backgrounds. 
Following are examples. 

Chinese Origin:The word towkay in Hokkien, for example, originated 
from thauke, meaning an employer of labor, usually a wealthy business man 
(e.g., "Lot of towkay used to live in this street"). 

Adaptation:Even some British English words have taken on a different 
meaning. The word alphabet, for example, substitutes for letter, and the word 
deep means the educated formal subvariety of a particular language or a 
Chinese dialect (e.g., "Pla(tt)? You write your name with three alphabet or 
four?" and "The deep Hokkien I cannot speak" [Platt et al., 1984 D. 
2.3 Morpho-syntactic features 

A number of variable grammatical features are found in the mesolectal 
variety of Singaporean English. Platt (1977, 1982) identifies the following 
morpho-syntactic features in Singaporean English. 
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Variable lack o/past tense marking: "I attend(ed) night school," and "My 
mum, she come from China many years ago" (Platt, 1982). 

Variable lack of third person singular present tense marking: "My mother 
she work very hard," and "This radio sound good" (platt, 1982). 

Variable use of II be" as copula or auxiliary: B y using a group of fifty-nine 
speakers (forty with English-medium education and the rest with Chinese- or 
Malay-medium education), Platt et al. (1984) identified the following 
implicational ordering: (a) pre-adjective ("This coffee house very dirty"); (b) 
pre-predicate nominal ("My car a Toyota"); (c) pre-verb + ing ("My sister also 
not working"); and (d) pre-locative ("My auntie in America"). These deletions 
and variable uses are also common in other varieties of English-based creoles 
and African-American English. 

2.4 Aspect Markers 
Already:In colloquial Singaporean English, already is used to indicate 

completed actions and events, as in "My father already pass away" (my father 
has passed away/died). However, there is another meaning connected with the 
word already in Singaporean English; it can also mean anymore ("I don 'tdrink 
coffee already" (I don't drink coffee anymore.) 

Used to: In Singaporean English, used to has no necessary connotation of 
a past action or state, although it may be used with the past tense. The 
following examples refer to habitual or general actions, and do not necessarily 
connote any past action. "All Europeans used to go there-Indian shop." "We 
used to speak English." 

Would: A characteristic feature of Singaporean English is the common 
occurrence of would where will is normally used in other varieties of English. 
Particularly, local speakers of Singaporean English understand that would is 
more polite than will. Examples are "I hope the government would take action 
to put a stop to this practice," and "I trust that his son would retain his best for 
the game." However, atlevels further along the Singaporean English continuum, 
the tense-aspect system of English is restructured, so that would marks any 
unrealized action or state. 

2.5 Plural of Nouns 
Plurals in nouns are mostly not marked by affixation. This tendency is 

strongly related to their background languages. Speech of even educated 
Singaporeans, however, includes such utterances as ''There are quite a lot of 
active adult educationist(s)," and "I know people who speak with those 
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accent(s)." Thus pronunciation is associated with the reason for the non
marking or plural nouns. 

2.6 Use of Definite Article 
Definite articles are inclined to occur more frequently than indefinite 

articles in Singaporean English, although there is often deletion of both 
articles. Chinese, which is a long-established language, makes a specific/non
speci fic distinction rather than the definite/indefinite distinction which English 
makes. This tendency can also be seen in many of the varieties of New English. 
Some examples are shown in the following: "I got very kind mother" (her 
mother is non-specific because it is obvious to the speaker that she has only 
one mother); "I didn'(t) buy the dress lab" (referring to a dress that has been 
discussed before) (platt et al., 1984). 

2.7 DeLetion of subject and object pronoun 
A final sentence particle La is often used when English is employed in 

formal settings. Again, this tendency to use La originated in Hokkien. Fol
lowing is an example from Richards and Tay (1977): "That depend on you la, 
if you want to take off one day, or your office give you, that up to you la." 

As seen in Singapore, English is stable and institutionalized. It is no longer 
an extension of British or American culture but an instrument for the 
expression of culture-specific meanings. This then raises the problem of the 
recognition of new, stable, and non-native varieties as a teaching model. 
Before addressing this problem, I would like to discuss what standard English 
is and what a native speaker is. The argument depends upon what concept of 
"standard" is used. 

3. Dubious Concepts 

3.1 "Standard" English 
The term "standard" here is quite ambiguous, perhaps because so such 

thing exists. One interesting aspect of standard English is the fact that those 
who habitually use only standard English are in a minority in every English
speaking community. According to Platt et al. (1984), there are two ways in 
which to use the term "standard": "A 'standard' may be considered: (a) an ideal 
towards which one may strive but may not necessarily reach; or (b) as one of 
a pair which signals 'right' or 'wrong'" (p. 162). 

As seen above, (b) is rather unrealistic because language functions in 
communication to create a need for mutual intelligibility and as a symbol of 
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linguistic identity. In other words, language is part human behavior and part 
real life. "In real life, there is often no clear-cut dichotomy. After all, even 
between black and white there are many shades of grey" (Platt et al., 1984). 
To the learners of English in the "New Nations" (the "outer circle" mentioned 
before), and to those who are already partial speakers of the New English, 
some of the situations reflecting British or American life are quite unreal. They 
do not reflect their cultural settings ortheir nonns of behavior. In these cultural 
settings, how can the external standards be the nonn for the speakers of the 
New English? Besides, granting that, for example, American English implies 
authenticity in tenns of "standard, "it is not clear how differences between the 
speakers should be accounted for. Numerous varieties actually exist in 
American English: New England, southern, and so forth. Consequently, how 
can a specific "model" among the varieties be selected as a standard nonn? 
American or even British English should be accepted as a linguistic abstraction 
rather than being a "standard." 

3.2 The "Native Speaker" of English 
Linguists are necessarily concerned with the native speaker, but their 

definitions are, in fact, as diverse as their theoretical inclinations. Coulmas 
(1980) put it as follows: 

One obvious answer is that linguists should describe what the 
native speaker says and try to discover patterns according to which his 
utterances can be systematized. A competing view states that what the 
native speaker knows in tenns of language is what the linguist is after 
and what he should try to model. Still another position contends that 
linguists cannot do justice to their subject matter if they fail to explain 
what the native speaker does. We may thus observe that the respective 
conception of the native speaker as well as one's notion of what is and 
what is not interesting about him is very indicative with regard to the 
whole theoretical approach that one favors in the study oflanguage. (p. 
3) 

Indeed, not every speaker perfonns equally well when the linguist is trying 
to assemble a good corpus. And there is no doubt that linguistic skills, in fact, 
vary among individual linguists when they choose infonnants and select a 
corpus. When linguists collect data and eliminate exceptional utterances from 
the corpus, how can they know in advance what is exceptional or deviant? 
Thus the "native speaker" is a dubious concept, and as Coulmas (1980) has 
claimed, "speakers who can serve as data suppliers have to be native speakers" 
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(p. 4). Here, importantly, those who have learned English as a second language 
should be excluded. Some arguments as to the concept of the native speaker 
are "the native speakeris a human being who is able to give infonnation about 
his or her language (within a framework of field linguistics), theoretical 
linguists, by contrast, take the concept as an abstract idealization" (p. '4). Thus, 
it is rather difficult to define the concept for various speakers of English. I am 
taking the view that only those who speak English as their first language and 
can seIVe as data suppliers have to be native speakers. This is because "the 
ultimate judges of naturalness can only be the speakers of a language" (p. 4). 

4. Should a Local Standard Be Accepted? 

4.1. Arguments Against the Local Standard 
Prator (1968) takes the position that only the native British or American 

standard was safe to be recognized as an adequate model for teaching 
purposes. He fears that to recognize non-native varieties as teaching models 
would be to accept the gradual drifting apart of varieties of English with a 
resulting loss of intelligibility. He argues that second language varieties are 
inherently more unstable than mother tongue varieties. He also claims that 
concession to non-native models has a multiplier effect leading to the gradual 
drifting apart of different varieties of English. Besides, he feels, it is unwise 
to tolerate deviation at one level of language (e.g., phonology), because 
ultimately other levels of language will be affected. Thus he takes a strong 
position against accepting a local standard as an adequate teaching model. 
Quirk (1982) also supports Prator's position, claiming that: 

Naturally, in this context, the divergence between one country's 
English and another's is seen to be in danger of growing much more 
seriously wide, with no common educational or communicational 
policy even theoretically applicable, but rather with nationalism 
strongly endorsing a linguistic independence to match political and 
other aspects of independence. (p. 16) 

He argues that there are dubious advantages in exposing learners to a variety 
of standards embedded in a complex sociolinguistic matrix. He points to the 
BBC, All India Radio, and the Japan Times as offering a satisfactory 
international standard to aim at. 

4.2 Arguments in Favor of the Local Standard 
On the contrary, there are several arguments in favor of the local educated 

variety as a teaching model. As mentioned before, native speakers have lost 
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the prerogative to control its standardization, and English is no longer the 
property of the English inner circle. Therefore pedagogical models selected 
for English should reflect local or regional characteristics. As Strevens (1980) 
says, "it must (a) be mutually intelligible with all other national and international 
forms, but (b) itmustalso be different from all others, and (c) recognizably an 
L2 form, not an L 1 form." 

Indeed the learners of English in the New Nations and those who already 
speak the New English feel it quite unreal that they use English textbook 
materials reflecting only British or American life but not their life. These 
materials don't reflect their cultural settings, their norms of behavior, and 
above all, they don't reflect the norms of use of the New English. The spread 
of a language usually results in an increased variation of functions and 
proficiency. The displacement of a language from its traditional locality also 
involves new acculturation. As has been claimed, non-native varieties of 
English are stable and efficient, capable of expressing culture-specific meanings 
in a "non-Englishized" context. They are conscious of the harm done by the 
elitist, prescriptivist manuals regarded as authoritative versions of native 
standard English. Therefore they argue for greater recognition of the varieties 
of New English in education. In fact, Kachru (1977) suggested a polymodel 
approach for school teaching. Richards and Tay (1977) also support Kachru 's 
call for a polymodel approach to the teaching of English. 

5. A Polymodel Approach 

Kachru (1977) suggested that a monomodel approach presupposes that 
there is a homogeneous English L2 speech comm uni ty , and that the functional 
roles assigned to English in each area are more or less identical. Hence, the 
goals for the study of English in various parts of the world are more or less 
similar. Such a position, therefore, presupposes that the "context of situation" 
for the use of English in all the English-speaking areas is identical, whereas 
the polymodel approach takes a diametrically opposite position. It is based 
upon types of variability in teaching English for cross-cultural communica
tion, such as variability related to "acquisition," "function," and "context of 
situation." By showing the example of Singaporean English, he suggests that 
norms should vary according to the channel (speech or writing), with regard 
to school teaching. Written English should not deviate substantially from the 
British English standard, but speaking is different because phonology and 
vocabulary identify a speaker, for example, as distinctively Singaporean. 
Hence, in pronunciation, stress, rhythm, and intonation, the acrolect (a local 
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educated standard) can serve as a teaching model. As Kachru (1977) put it, we 
may have to recognize a "cline" in terms of the fonnal characteristics of an L2 
variety of English, such as a functional diversity in each area where English 
is spoken, and a diversity in "proficiency." Importantly, the cline should apply 
not only to proficiency at the phonological level, but must also be interpreted 
in a broader sense, namely in the overall sociolinguistic context. 

6. How Should We Teach English in Japan? 

So far we have seen one of the varieties of New English, Singaporean 
English, with respect to its phonological, lexical, and syntactic characteristics. 
Recognition of New English in the education system was also discussed from 
two different points of view, those of Quirk (1982) and Kachru (1982). In 
Japan, however, English is not an official language and has been taught as a 
foreign language. The teaching situation of English is, therefore, different 
from the one in those countries where English is currently spoken with a range 
of internal functions. How should we deal with these varieties of New English 
in the teaching settings in Japan? The following is an approach for dealing 
with New English. 

6.1 Reading 
Reading materials published in New English speaking countries should be 

adopted as well as those published in native English countries. Japanese EFL 
students need not only British and American culture-oriented readings, but 
multiculture-oriented materials. By seeing and being familiar with them, 
students will find different ways of thinking, as well as different cultural and 
social values. This will help students a great deal in their effective cross
cultural understanding. Unless Japanese interactors have some idea of these 
different culture-oriented ways of thinking and different social values, their 
communication will not be successful. This is essential as Japan has close 
relationships with Southeast Asian countries where English is spoken with 
internal functions. As Nakamura (1986) has claimed, "the understanding of 
one particular foreign culture does not automaticall y guarantee communicative 
success in all international settings" (p. 6). 

6.2 Writing 
It is widely accepted that EFL students in Japan often lack consistency in 

logical structure in their English writing and tend to present ideas in a distorted 
manner. Present attempts at foreign language teaching have mainly been 
sentence-oriented. The emphasis is placed not on teaChing the rhetorical 
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patterns and structures ofL2 writing, but on translating one ormore sentences 
from Japanese to English. Hence problems of Japanese EFL students appear 
not only in grammatical errors, but are also seen on the rhetorical level when 
they are engaged in L2 writing. Even among advanced level EFL students, the 
same problem is often found in developing logical structures. Kaplan (1966), 
in his pioneering work of "Cultural Thought Patterns in Inter-cultural Edu
cation," claimed that one of the difficulties faced by L2 writers was the fact 
that their native language might employ rhetorical patterns different from 
those of English. This is due to the cultural patterns, as there are culture
specific ways of writing. For example, oriental writing, to use his specific 
tenn, is marked by what may be called an approach by indirection. In this kind 
of writing, according to Kaplan (1972), the development of the paragraph is, 
described by Yeats's phrase, "turning and turning in a widening gyre." He put 
it as follows: 

The circles or gyres tum around the subject and show it from a variety 
of tangential views, but the subject is never looked at directly. Things 
are developed in tenns of what they are not, rather than in tenns of what 
they are. (p. 46) 

"Oriental" here is intended to mean specifically Chinese and Korean 
languages, and not Japanese. But Japanese, in fact, is similar to Chinese to 
some extent, as well as Korean, in writing. This idea of writing Japanese prose, 
called ki, sho, ten, and ketsu, originated in old Chinese poems and was in
troduced into Japan long ago. Thus Japanese people learned to develop 
paragraphs using this model when writing Japanese prose. Japanese EFL 
students tend to transfer this first language strategy to their second language 
writing. 

As for teaching English composition, the AmericanorBritishnonn should 
generally be accepted as the core model. If Singapore English were accepted 
asa writing model, for example, then it would be difficult for both teachers and 
learners to deal with. As we have seen, Singaporean English differs from the 
British and American standard by its wide range of varieties in lexical 
features, such as lexical origin, morpho-syntactic features, aspect markers, 
use of definite article, and morpheme addition. These salient features might 
often be employed not only in speaking but also in writing by the Singaporean 
people. For Japanese EFL learners, who need to learn basic writing skills, 
those features are often beyond their comprehension. It is basic writing skills 
that they need to learn first. Then, as a second step, they need to learn how to 
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develop paragraphs with logical cohesion in order to make their writing 
understood. 

6.3 Listening 
Listening materials in Japanese EFL settings need to include varieties of 

New English. American or British English has been adopted as the core model 
for listening comprehension for the past decades. In the light of the spread of 
the English language, however, it is necessary to understand different vari
eties of English. This gives support to Nakamura's (1986) contention that "the 
ElL (English as an International Language) approach to listening compre
hension does not threaten their deep-rooted belief that the model should be a 
native English" (p. 4). As he has claimed, "either American or British English 
will continue to seNe as the model because it is not likely that Japanese 
English (educated English with a Japanese accent) will be the model in the 
near future" (1986, p. 4). It is therefore necessary for Japanese EFL students 
to comprehend varieties of English in cross-cultural settings. 

6.4 Speaking 
As has been seen in the examples, spoken forms of Singaporean EngJish 

are different from those of native English speakers. Spoken Singaporean 
English has its own standards and culture-specific meanings. This is impor
tant, and Japanese EFL learners should be encouraged to speak English using 
their own standards and to use it with confidence. Many of them, however, 
have some feeling of hesitation when speaking English. This is partly because 
some want to speak like native English speakers. Even Japanese EFL teachers 
want their students to perform like native speakers of English. This is reflected 
in too much correction of the learners' phonological and grammatical errors 
by teachers. As a result, learners lack confidence and hesitate to speak English. 
As Nakamura (1986) says, "speaking like a native is the completely unreal
istic goal that EFL has been trying to achieve not only in Japan but in many 
other parts of the world as well" (p. 4). Hence, without penalties, Japanese 
EFL teachers should encourage their students to speak English with their own 
standards and culture-specific meanings. More attention should be paid to 
what the learners are trying to say, rather than how close their English is to the 
native standard. 

7. Conclusion 

The English language is no longer an extension of American or British 
culture, but an instrument for the expressions of culture-specific meanings. 
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Key issues in recognizing new varieties of English as teaching models are 
intelligibility and identity. There are two different points of view as to whether 
or not new varieties should be recognized fonnally in the education system, 
with Quirk (1982) and Prator (1968) in one camp, and Strevens (1980) and 
Kachru (1982) in the other. As we have seen, within a limited British or 
American standard for English, we cannot express properly our own social 
values and the flavor of our own culture. As Strevens (1980) states: 

In ESL areas where local L2 fonns have developed and where they 
command public approval it is these fonns which constitute the most 
suitable models for use in schools, certainly more suitable than a 
British or American Ll model. (p. 90) 

Thus, we need an attitude of acceptance for the varieties of English, not 
only for intelligibility among people, but also for identity. In fact, different 
varieties of English are being used in international communicative settings, 
and the number has been increasing. 

In Japan, where English is not an official language but a foreign language, 
it is generally appropriate to accept native English (American, British, 
Australian, etc.) as a suitable pedagogical model. Along with this core model, 
the new varieties of English can also be introduced into classroom settings. 
Varieties of New English will develop more in the future, and acceptance of 
the local variety as a proper teaching model will depend on government 
language policies and particular educational policies. "It will also depend 
upon the attitudes which the people in the New Nations have to the particular 
policies" (Platt et al., 1984). As for introducing New English to Japanese EFL 
students, further discussion and elaboration are necessary-namely, how we 
are to deal with new varieties. This is because the concept of New English is 
quite valuable and should be included in the English language curriculum. 

Akihiko Higuchi (M.A. in linguistics, Michigan, and M.Sc. in applied 
linguistics,Edinburgh)isassistantprofessorofEnglishatKagoshimaNational 
College of Technology. His research interests include ESP, especially ESP 
reading. 
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Reviews 

DISCOURSE AND LANGUAGE EDUCATION. Evelyn Hatch. 
Cambridge: Cambridge University Press, 1992. 333 pp. 

One of the 1992 additions to the Cambridge Language Teaching Library 
is Evelyn Hatch's Discourse and Language Education. It is a welcome 
contribution to the growing collection of introductory books on discourse 
analysis. Yet it suffers, as all of them seem to, from not being fully successful 
in making this difficult field readily accessible to the majority of students in 
undergraduate or graduate linguistics courses, nor to professionals who want 
to acquire quickly some background in this increasingly important field. The 
reason for this has much to do with the field: discourse analysis is a collection 
of analytic approaches for looking at language above the sentence orutterance 
level. What happens is similar to what occurs when trying to do close-up 
photography: one part is in focus and the other parts are not. If you shift and 
bring a different part into focus, the others get fuzzy. This analogy seems 
useful for explaining discourse analysis: the various approaches are overlapping 
and interdependent and even when the purpose is explaining the field to others, 
it is very difficult to achieve the clarity, that is, provide some of the black and 
white categories, that readers seek. 

Hatch points out in her introduction that she has two goals for Discourse 
and Language Education. The first is to enable the reader to recognize that 
there is system to the ways in which language is used for the purpose of 
communication. All too often linguistics examines the notion of system only 
wi th reference to phonology, morphology, and syntax, while the related areas 
of semantics, pragmatics, and language as a form of social action are viewed 
as messy and incapable of description, with no attempt to find pattern or 
system. Hatch wants to correct that view and, as her secondary goal, she 
wishes to convince her reader that "m uch of what we call language 'use' is part 
of language, part of the system of arbitrary symbols" (p. 1). 

A major problem arises, however, as mentioned above, as there is no one 
agreed-upon system nor method of analysis. For example, if one wants to look 
at tum-taking in interactions, one engages in conversational analysis, whereas 
if the focus of interest is the cultural values embedded in a spoken text, then 
it makes sense to do an ethnography of communication. The overall intention
analyzing discourse-is shared by all those involved in discourse analysis, but 
the specific focus will engage them in different analytic procedures. 
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Hatch copes with the multiplicity of analytic procedures by using a 
hierarchical organization. Chapter 1 starts with the macro level of the structure 
of communication systems, specifically system constraints, viewed as being 
universal. Examples of universal system constraints are opening and closing 
conversations, tum-taking signals, repair work, and topic introduction. The 
basic notion here is that all languages and forms of communication are subject 
to these universal requirements; however, exactly how the constraints are met 
may vary with the individual language and the communication channel. Tum
taking signals, for example, may not be the same or may be weighted 
differently in different languages: eye contact may be less salient in Japanese 
interactions than it is in Anglo-American conversations. 

Chapter 2 looks at ritual constraints, that is, the culture-specific, socially 
preferred ways of engaging in interactions. Again, we are dealing with 
universals: all cultures, it seems, have socially sanctioned constraints which 
mark individuals as competent members of that language community. Yet 
how politeness, to give one example, is shown in one culture differs from how 
it is shown in another. In this chapter, Hatch shows how ignorance of ritual 
constraints can have serious negative social consequences. 

In Chapter 3, Hatch explores the contribution of the more cognitive side of 
linguistic inquiry to discourse analysis, specifically the concept of scripts and 
how scripts are located in our memories, providing "stereotypic event se
quences" (p. 85). One reason for the interest in scripts is that they can give us 
insights into how humans process language. If comprehension is related to the 
ability to predict the sequence of events in a particular interaction (say, going 
grocery shopping), then if both the speaker and the listener share the same 
script for the speech event "grocery shopping," comprehension will be 
facilitated. By identifying the structural units-the actors, the action, and so 
forth-of a stereotypical script, the discourse analyst can use this analytic 
procedure as a heuristic to gain insights into some aspects of how language is 
used in communication. In addition, Hatch discusses the role of scripts in 
artificial intelligence and the use of computers in natural speech proceSSing. 
The goal is to show systematicity in the way in which cognition operates in 
organizing content in comprehension and production of language. 

Content is also dealt with in Chapter 4, though here the focus is more on 
sociolinguistic aspects of text. The first part of the chapter is concerned with 
speech acts, and Hatch chooses to present Searle's classification system. 
Speech event analysis is then suggested as an answer to one of the criticisms 
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of speech act theory, as it provides a means to investigate extended text rather 
than decontextualized single utterances. This preferred form of analysis 
enables us to see the structure of, for example, a compliment interaction and 
thus understand better the cross-culturally sensitive area of accepting, ac
knowledging, or refusing a compliment, and how each is done. 

With Chapter 5, Hatch begins to address more specific linguistic devices, 
moving into what we might call the more micro levels of analysis. Chapter 6 
is concerned with rhetorical genre analysis of mostly monologic texts, 
especially of narratives and argumentation. Coherence, cohesion, and deixis 
(use of words like here that indicate relation to the speaker) are the focus of 
Chapter 7, where Hatch examines the connection between grammar and 
discourse phenomena. In the previous chapters, the author attempted to show 
how coherence of a text is achieved through system and ritual constraints, 
scripts, and even rhetorical genre features. Here, she is addressing the role of 
formal cohesive ties. 

In Chapter 7, still concerned with the role of syntax in providing structure, 
Hatch examines the dichotomy of oral versus written language, and the 
various approaches which have been used to account for the differences 
between these discourse modes. In particular, the author looks at the way in 
which syntactic choices can enable the speaker to carry out intended, prag
matic meanings. 

Continuing in the area of speaker intent, in Chapter 8 Hatch is concerned 
with how meaning-speaker meaning-is conveyed through the use of a 
specific structure in context. These concerns are within the domain of 
pragmatics and contextual analysis, a form of analysis which seeks to provide 
insights into the questions of how and when a speaker uses particular linguistic 
forms in context. There is a short section on how prosody, specifically 
intonation, can be important in carrying out pragmatic functions when 
contextualized. 

In the final chapter, Chapter 9, Hatch provides a summary of the "layers of 
discourse analysis." She calls them "templates" and suggests we engage in 
layered analyses of text in order to achieve as comprehensive a picture as 
possible of what goes on in spoken and written texts. 

In addition, at the end of each section, there are Practice Exercises, with 
numerous suggestions for tasks. Then at the end of each chapter, there is a 
Research and Application section in which the author both briefly summarizes 
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some current research in discourse analysis and makes suggestions for more 
substantial research projects. There are also references at the end of each 
chapter and a list of relevant periodicals in the Appendix. The Practice section 
would be very useful if this text were to be used for a university course on 
discourse analysis. Another very useful feature throughout the book is the 
large number of examples of speech from both native speakers and language 
learners. 

As suggested at the beginning of this review, there is a definite feel of this 
being an introductory text on discourse analysis for American university 
students studying for MA degrees in linguistics. Indeed, this Cambridge book 
grew out of a manual for an introductory linguistics course at the University 
of California at Los Angeles and it has maintained that cachet. This is not a 
criticism, but rather an attempt to contextualize Hatch's contribution. In spite 
of the fact that it is an introduction, it is not an easy text, as it presupposes 
motivated, interested students who ideally already have some basic knowl
edge of linguistics. It provides an impressive summary of a continually 
growing body of knowledge. 

The reader needs to be aware as well that Discourse and Language Edu
cation reflects an American point of view on the subject. Hatch does not bring 
in work that has been done in the UK as much as one might want. Furthennore, 
she spends some time on "contextual analysis," which seems to be what is 
called "pragmatics" in the UK. Another case of reinventing the wheel? 
Michael McCarthy's recent Discourse Analysis!or Language Teache rsmight 
be read as a companion volume to get an idea of what is happening in Britain. 

As for readers interested in the application of discourse analysis to 
language teaching, Hatch does honor the second part of her title regularly 
throughout the text. However, attention to the application side is more in the 
form of developing the awareness of teachers, helping them to become more 
informed about language use, than in providing ideas for direct use in the 
classroom. The McCarthy book cited above is much better if one is interested 
in applications to teaching, although Hatch's is to be preferred as a source of 
information on the field. [Editor's note: The McCarthy book is reviewed next.] 

The main criticism I have of Discourse and Language Education is that it 
is too easy to lose track of the overall organization of the book; there are too 
few introductory, transitional, or summarizing paragraphs along the way, 
signaling the underlying structure for the reader. In addition, there are sections 
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which seem choppy as the author tends to bring in anecdotal examples, 
comments, and digressions without making explicit connections to the more 
abstract preceding and/or following concepts. Both of these related problems 
may reflect insufficient editing, although given the nature of the field of 
discourse analysis, one must recognize how difficult it is to have a clear 
argument, transparent to all readers. Because discourse analysis is, as Hatch 
indicates, a multifaceted approach, it is difficult not to overlap and make 
digressions into other. related areas when one is attempting to make one 
concept clear. 

This is a book anyone interested in discourse analysis needs to read. Hatch 
is a respected linguist and has made a fonnidable effort to bring together the 
threads that get interwoven in this fascinating field. 

Reviewed by Virginia LoCastro, International Christian Univer-
sity . 
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DISCOURSE ANALYSIS FOR LANGUAGE TEACHERS. 
Michael McCarthy. Cambridge: Cambridge University Press, 1991. 
213 pp. 

As Michael McCarthy states in the preface, this book is not the first 
introduction to discourse analysis. It is, however, the "first to attempt to 
mediate selectively a wide range of research specifically for the practical 
needs of language teachers" (p. 1). It does this most successfully and with the 
utmost respect for the work and accomplishments of the classroom teacher. 

The book is well-organized into six chapters which cover a brief historical 
overview and a definition of discourse analysis, the dimension discourse 
analysis plays in the teaching of grammar, vocabulary, and phonology, and 
how the discourse function is manifested in spoken and written language. 
Terms are well-explained and illustrated with clear examples. McCarthy 
points out problem areas, both for general and particular linguistic backgrounds 
in language teaching, and how discourse analysis can explain, or, at least, 
throw some light upon these areas. Reader Activities punctuate the book at 
points where just enough material for the reader to analyze, manipulate, and 
digest has been presented. Complete explanations to the Reader Activities are 
given in the final section, Guidance for Reader Activities. Each chapter 
concludes with an annotated bibliography amplifying the aspects of discourse 
analysis introduced in that section. The book ends with a bibliography of 
almost three hundred writings on language. 

McCarthy defines discourse analysis as being as concerned with what 
people are doing with the language as with what they are saying. For example, 
the inverted grammatical form, "Have we got a show for you!" can be 
interpreted as an exclamation, or as a question, "Have we got a show for 
them?" This depends on the linguistic and situational factors (such as 
intonation) present in the text. Continuing, he contrasts discourse analysis 
with the functional-notional school, which states that in most contexts, a 
certain utterance, for example, is heard as "X." Discourse analysts say that in 
this particular context the utterance is heard as "X" because it is contextualized 
in a text which has certain situational key features. 

Next, the writer discusses how a discourse approach to grammar suggests 
a need for educators to reconsider what is taught about reference, ellipsis, 
conjunction, theme, rheme, tense, and aspect. To give an example, McCarthy 
points out that a sentence's most important component, the theme or topic, is 
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placed in the front of the sentence (in most languages). The rheme consists of 
the rest of the sentence following the theme; it comments about the theme. For 
example, "She reads The Guardian, Joyce," is telling us that The Guardian is 
what this sentence is about. But, "Joyce, she reads The Guardian," tells us 
about Joyce. ("She" and "Joyce" are the respective themes of the two 
sentences.) 

Vocabulary is the largest single element the learner must master in a 
language. What are the implications and resulting difficulties for teaching 
vocabulary that discourse analysis has discovered? Material writers, for 
instance, must be careful in simplifying texts that an unnatural amount of 
repetition does not result, because a certain variation between repetition and 
reiteration is found in natural texts. Another problem is that in many conversation 
classes the topics are pre-set and could, thus, actually hamper dialogue 
development. In spoken language, speakers reiterate their own and take up one 
another's vocabulary selections as a way to expand a topic already introduced, 
or to advance the conversation along a relevant sub-topic. Perhaps teachers 
should not fret, therefore, if students' dialogues go off in unpredictable 
directions. 

In the chapter on phonology, McCarthy concentrates on intonation, where 
the most important discoveries challenge how educators have taught it up to 
the present. A case in point, one approach to intonation today defines it as 
being concerned with tone groups or information units. In natural data they 
correspond most frequently with grammatical clauses often followed by a 
slight pause. Tone groups can serve as a framework for having lower level 
students practice prominence. Another point of view, however, thinks into
nation is not only concerned with isolating tone groups, but also with how 
speakers manage long stretches of interaction in terms of tum-taking, topic
signaling, and the use of pitch. Although the latter approach is complex, it may 
help more advanced students analyze speech in greater depth. 

Unfortunately for language educators, little research has been done so far 
on different types of everyday speech. Also, many teachers have been overly 
influenced by the grammar rules of written language. If educators would 
design activities that encourage interactive dialogue, they might succeed in 
leading their students away from producing the typical journalistic questions 
they offer their partner to answer, or the too blunt, the too formal, or the 
unelaborated exchange. The characteristics of natural speech, such as back
channeling, vocalizations, (mmm, ah-ah, yeah, etc.), overlaps, and utterance-
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completion are some qualities that encourage an interactive exchange, yet 
have been neglected in the classroom. 

Of special interest in the area of written language is the topic "Culture and 
Rhetoric." Educators ask whether there are established norms of writing in 
other cultures and, if so, do these patterns cause interference. What research 
shows is that a student poor at organizing a text is also often not competent at 
the lexico-grammaticallevel. Just as we see the case of an Italian learner in this 
book writing an incomplete general-specific pattern, so we find the example 
of a Japanese student having the same problem. Cultural interference is 
certainly not the only factor involved. 

In conclusion, Michael McCarthy states that discourse analysis is not a 
method. It is also true that not everything described by discourse analysts is 
applicable to language teaching. Nonetheless, the more we as educators 
understand how language really works, the more authentic materials we can 
create and the more natural speech and writing our students, hopefully, can 
produce. 

Reviewed by Jane Hoelker, Kinran Women's Junior College 
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ABOUT TRANSLATION. Peter Newmark. Clevedon: Multilingual 
Matters, 1991. 184 pp. 

Translation is back on the academic agenda. As the study of language 
becomes ever more interdisciplinary and broadens its scope to take in 
semiotics, pragmatics, and infonnation processing theories, and as the world 
grows ever more international, there is a felt need for a new perspective on 
translation (understood both as activity and product) and for are-evaluation 
of the status of the translator. 

In After Babel, Steiner (1975) made a general claim for the importance of 
translation that few writers on the subject since have been able to ignore: "In 
short: inside or between Languages, human communication equals transLation. 
A study of translation is a study of language" (italics in original, p.4 7) 

Since then, translation studies as a discipline has been building up 
momentum. Recent books use different theories to tease out different aspects, 
and whether practically or theoretically oriented, take us a long way from the 
henneneutical tradition of translations of the Bible so well established by 
Nida. One of the best is Basnett-McGuire' s introductory book. She focuses on 
the familiar areas of the history of translation theory and the problems of 
literary translation, but contextualizes them in a discussion of the central 
issues oflanguage and culture and problems of equivalence. Her approach is 
straightforward and practical, as she says herself: "It. is essential for those 
working in the field to bring their practical experience to theoretical discus
sion, as it is for increased theoretical perceptiveness to be put to use in the 
translation of texts" (1980, p.7). 

Hatim and Mason (1990) do just that by incorporating research into 
sociolinguistics, discourse studies, pragmatics, and semiotics with a host of 
practical illustrations in a book which gives status to the translator as mediator, 
through an exploration of the social and individual motivations for a particular 
translation choice. Robinson (1991), another translator and teacher of trans
lation, re-examines the theoretical validity of the tenn "equivalence," and sets 
out to broaden the definition of translation and move away from nonnative 
rules and prescribed choices. Bell (1991) seems to be affected by his definition 
of translation as "the most complex type of event yet produced in the evolution 
of the cosmos" into writing a very complex book. Worried about the way 
translation theorists and linguists ignore each others' work, he uses insights 
from psycholinguistics and human infonnation processing to establish a 
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model of how we construct and interpret texts. In this way we obtain a set of 
descriptive rules which help us understand the process, not evaluate the 
product. 

Clearly, translation studies have not escaped the fashionable" -isms" nor 
the desire to coin new terminology. But these recent publications, with their 
mix of theory-with the inevitable models and diagrams-and practice
with plentiful references to actual texts and specific translation problems
give credence to the way that translation is becoming both a discipline and a 
profession. 

Professor Newmark is in his 75th year. He is a professional translator and 
teacher of translation who has published extensi vel y in all areas of translation 
practice and translation studies. His second book, A Textbook o/Translation 
(1988), expanded and developed the ideas of the earlier Approaches to 
Translation (1981), so now, About Translation (1991), a selection of papers 
he has published over the past 23 years, allows the reader to see what he has 
to say on a wide variety oftopics. Approaches, like the books mentioned above, 
makes it clear that translation theory is pointless and sterile if it does not arise 
from the problems of translation practice. Newmark is in a good position to 
analyze the current perspective, as well as new elements, such as the emphasis 
on readership and the increase in the variety of text formats. Here he also gives 
us the introduction that About Translation sorely lacks, and in it we learn that 
he is "somewhat of a literalist" and that he prefers not to see himself as a 
scholar. His writing is refreshingly straightforward and the book clearly 
would serve other teachers beside himself as a syllabus for a translation 
course. The basic message in Approaches, as inA Textbook o/Translation, is 
that translation is a problem-solving activity and you have to know what 
choices are available. 

About Translation, because of its very nature, is not so well organized nor 
so coherent; the breadth of interest is still there, and Newmark's main 
contentions (forinstance, the distinction between semantic and communicative 
methods of translation, the importance of the training of translators, and so on) 
are re-examined, but we do not know enough about the setting and the 
readership of these 13 papers to make complete sense of them. He starts with 
a stirring assertion: "Translation is concerned with moral and factual truth. 
This truth can be effectively rendered only if it is grasped by the reader, and 
that is the purpose and end of translation" (p.l). The papers are presented as 
chapters, and a closer look at two of them will perhaps show up the strengths 
and weaknesses of this collection. 
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Chapter 3 is entitled ''Translation Today: The Wider Aspects of Trans
lation" and is a survey article written in 1988. It treats familiar themes in short 
disconnected sections, yet still manages to impress us with the author's 
intellectual sincerity as he expounds his ideas on the purposes of translation: 
political, technological, cultural, literary, and pedagogical. There are two very 
down-to-earth sections, on translation as a profession," and on translation and 
language teaching, then a very brief look at machine translation, and finally 
a wide-ranging section on recent literature in which he gently pulls to pieces 
four books published between 1984 and 1985 whose focus is, in the main, free 
translation. He reserves his unstinting praise for Bettleheim's (1983) more 
literalist approach in Freud and Man's Soul, a book that he sees as initiating 
the important discipline of translation criticism: "He [Bettleheim] goes 
beyond neutrality when he insists on the translator's respect for the original, 
on values beyond culturally and socially-bound translation norms, on a 
respect for the 'literal truth'" (p.59). 

Chapter 5 was a contribution for a Festschrift for Michael Halliday and is 
entitled "The Use of Systemic Linguistics in Translation." Here, while openly 
admitting that he is being discursive, Newmark once again gives us a mixture 
of down-to-earth observations, such as "Examining connectives is an essential 
part of revision" (p.69), and reiterations of his personal credo: "their [trans
lators '] function is to enlighten, their loyalty is to material, visible truth as well 
as moral truth of the ever expanding human rights documents" (p.74). 

Other interesting papers are the four closely based on actual translations. 
There are chapters on teaching and translation, and teaching about translation, 
and the reasons for the growing international importance of translation. 
Finally, Newmark insists on the distinction between cultural and universal 
aspects of language, and sees translation as a critical and sometimes cruelly 
truthful weapon in exposing language and culture and literature. 

What comes across most strikingly is Newmark's knowledge of the 
linguistic systems of English, French, German, and Italian, and his ability to 
take a new look and find new expressions for ideas he has already developed. 
Unfortunately, he is not well served by the Multilingual Matters series, nor by 
the editor. (A review in the last issue of JALT Journal of another book in the 
series made the same point.) There is the briefest of introductions by the 
author, and not all the papers are attributed or even dated. This is ironic in a 
book by a man who wants to emphasize the importance of the readership and 
the setting of apiece of writing. Compared to Newmark's earlierbooks, About 
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Translation is slightly disappointing anyway, maybe because the short 
sections make the writing lack cohesion and elegance. However, it is still 
intelligent, sincere, and thought provoking. 

What all Newmark's books do effectively is to insist on the importance of 
translation/translating as a profession and on the need to give translators 
confidence by according them a higher status. As he points out, the quantity 
and importance of non-literary texts has grown enonnously, thus creating a 
need for more translations, and as more translators pass through universities 
and polytechnics, the impactoflinguistics, sociolinguistics, and translation on 
their training will become apparent. 

In the Japanese English language teaching context this renewed respect
ability conferred on translation comes just as schools and universities are 
adopting a more communicative approach. Grammar too, in the fonn of 
consciousness-raising activities, is being accorded an important place in the 
west, where the comm unicati ve approach is now seen as less than satisfactory. 
Reading Newmark's books-and perhaps A Textbook o/Translation would 
be a better place to start than About Translation-provides a stimulating way 
to rethink the connections between two languages. 

Reviewed by Katie Gray, St Catherine's College (University of 
Oxford) and Kobe Institute 
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REVIEW OF EL T: LANGUAGE TESTING IN THE 1990s. (Eds.) 
1. Charles Alderson and Brian North. Macmillan Publishers, 1991. 256 
pp. £12. 

Language Testing in the 1990s is a collection of papers presented in 1989 
at the IATEFL Language Testing Symposium entitled Language Testing in 
the 1990s: The Communicative Legacy. The intended audience would not be 
the classroom teacher trying to produce tests for students, but rather people in 
charge of producing testing instruments for use on a wider scale. Some of the 
papers present work done for commercial language schools, while others 
present work done for entire countries. The reader should be somewhat 
conversant with testing concepts since the authors discuss controversies in the 
field with little hand-holding. Technical (Le., statistical) exposition is quite 
minimal. Those who are trying to develop tests that provide the basis for sound 
judgments about students' abilities will find much in this book to aid them in 
their endeavors. 

Overview 

The book is comprised of two parts: theory and practice. The authors in the 
first part, all recognized experts in the British language teaching world, 
discuss the theoretical issues that testers are presently grappling with as they 
develop better tests. The authors in the second part explain the ways in which 
they have actually applied theory to real, and in many cases less than ideal, 
conditions in order to construct useable tests. 

Part 1 

The theoretical issues brought out in this part can be divided into two areas: 
(a) defining language ability and (b) measuring that ability. Before one can do 
any measuring one first has to have an idea about what one is measuring. For 
these authors, language ability has come to mean communicative ability. 
However, when operationalizing this concept, a problem arises: The tester has 
to decide if communicative ability means "assessing the linguistic behavior of 
the student in an imitation of a real life setting, or assessing the skills which 
are considered essential for this kind of behavior" (p. 97). Some of the authors 
in this collection opt for making behavior the basis of their tests, while others 
opt for making enabling skills the basis. Both views can be supported by 
evidence. 

The second set of theoretical issues revolves around considerations of a test 
as a measuring instrument. An outcome of characterizing a test as a measuring 
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instrument is that it "must possess the basic characteristics of measurement
and ... it must be shown to possess them" (p. 29). Therefore, the tester must 
examine tests from the perspective of validity and reliability. It is here that the 
expositions become somewhat technical. 

Let's look closer at the first set of issues. Communicative ability is a 
concept that has been evolving over recent years. Several of the authors in this 
collection view positively the emergence of the framework proposed by 
Bachman (1990). What makes this framework more attractive than the widely 
used framework developed by Canale (Canale, 1983; Canale & Swain, 1980), 
is its more comprehensive nature as well as its empirical basis. The framework 
is comprised of three parts: trait factors (competences), skill factors, and 
method factors. Trait factors include what was referred to as enabling skills 
above, while skill factors pertain to actual behavior. Method factors make 
explicit what is usually left implicit. That is, test scores about ability usually 
leave unstated the manner that those scores were arrived at. Therefore, this last 
factor includes such considerations as the language use situation, the amount 
of context, the distribution of infonnation, the type of infonnation from a test, 
and the response mode of the test (oral, written, etc.). 

While the authors discuss a number of thorny measuring issues, let us look 
at one. Don Porter's paper, "Affective Factors in Language Testing," provides 
one very good example of difficulties encountered in measuring communi
cative ability. He points out that affect represents one area of instability in 
measuring. The instability arises when students fail to perfonn up to their true 
ability on the test. Such a failure might be due to illness, to a family dispute, 
or merely to an "off' day. Testing experts have been pointing out these trouble 
spots for years. However, Porter also cites one unexpected source ofinstability 
in interview-style testing: the gender of the person conducting the interview. 
His colleague, Christine Locker, showed that men rate performance during 
interviews statistically significantly higher than women do. He himself 
subsequently carried out experiments which produced the same results. 

Brendan Carroll carries the matter further in his paper, "Response to Don 
Porter's Paper: 'Affective factors in language testing. '" He conducted experi
ments similar to Porter and Locker, but varied the fonn in which the test takers' 
performance was presented to raters. One group of raters received interviews 
recorded on video tape, another received interviews recorded on audio tape, 
and yet another received essays written by the test subjects. Carroll found the 
same results as Porter only for the video format. The other two produced no 
significant differences among the groups of test takers. 
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Finally, some papers try to tie up the two sets of issues. Alastair Pollitt in 
his contribution, "Giving Students a Sporting Chance: Assessment by Counting 
and by Judging," looks at measurement in sporting events and asks if there is 
not something for language testers to learn. Measurement in some sports 
involves nothing more than adding up something. The prototypical counting 
sport would be the high jump. As long as the athlete gets over the bar, it makes 
no difference how he or she does it; fonn counts for naught In contrast, 
measurement in some sports seems to involve judging something. The 
prototypical judging sport would be figure skating: fonn is everything. Not 
that judges do not themselves have highly developed judging skills. They need 
training just as much as athletes so that they will "not be too easily impressed 
by mere 'communicative' skating" (p.55). 

The analogy does breakdown when one thinks that in sports the measurement 
must above all else appear fair, it matters little whether it measures anything 
of consequence. In education, however, one usually takes care so as to 
measure something important. Otherwise, the tests will be no more related to 
actual ability in language use than chess is related to ability in warfare. 

Part 2 

Just how one sets about putting the theory of Part 1 into practice is the 
subject matter of Part 2. The second paper in this section is perhaps the most 
useful for Japan. It details the testing program that was developed for 
Eurocentre Bournemouth in England. 

The purpose in developing a new testing program was the need to relate 
grades granted at graduation with the entry tests as well as the progress tests 
given at the end of each unit. They needed to have an "anchor" which would 
fonn the basis of interconnecting all these tests. Assuming that more than one 
testing procedure would be desirable, they developed a tool using both oral 
interaction and a battery of C-tests. A C-test is a modified cloze test in which 
not words but letters are deleted (for details, see Klein-Braley, 1985). By using 
the two types of approaches to testing, the test developers hoped to capture 
both ends of such continua as objective (C-test}-subjective (oral interaction); 
indirect (C-test)-direct (oral interaction); knowledge (C-test}-perfonnance 
(oral interaction); written (C-test}-spoken (oral interaction); and passive (C
test}-active (oral interaction). The project seems to have produced a tool 
which allows the school to compare various tests of student progress. 

Other papers iIi this part present work done in Australia, Israel, Zambia, 
Benin, and Sri Lanka. In addition, the final two papers present work with 
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testing using computers. Computers hold promise for various reasons. One 
signi ficant one is that they can give test makers feedback on the process of test 
taking. Examining the process oftest taking would allow judgments based not 
on product, but on process. 

Conclusion 

Developing a large-scale testing program presents many problems. Many 
teachers tend to underplay the difficulties involved. I find refreshing Pollitt's 
disparaging comments about judges who are impressed by "communicative" 
skating. Language Testing in the 1990s shows how to balance theoretical 
issues of a concept of communicative ability with measuring difficulties. It 
illustrates how to solve many of the problems encountered, but also illustrates 
that compromise is unavoidable. 

Reviewed by Scott Petersen, Nagoya Meitoku Junior College 
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INTERNATIONAL MEDICAL COMMUNICATION IN ENG
LISH. John C. Maher. Edinburgh University Press, 1990.200 pp. 

International Medical Communication in English is not a fonnal textbook 
for classroom teaching, but rather a reference book and a "do-it-yourself' 
guide to the subject, and is aimed at students and professionals in the medical 
world whose first language is not English. The book covers the broad spectrum 
of English usage that is encountered in the medical world: the language needed 
to participate in medical meetings, how to write research papers and professional 
letters, conversational English likely to be used in doctor-patient relationships, 
medical tenninology, and so forth. There is also a list of useful addresses for 
professional organizations and examination administration bodies. 

In the sections dealing with conferences, the numerous signals that can be 
employed to indicate different stages of a presentation are outlined: opening 
remarks, moving to a new point, elaboration, and so on. Each list is detailed 
enough to pennit the use of a variety of strategies within a presentation, but 
not so long as to create confusion. Besides the actual presentations, a number 
oflanguage strategies for conference and seminar discussion are also outlined. 
In addition, there is a useful section on the type of English that is used in the 
social situations that occur at meetings and conferences, both fonnal and 
informal, and for meetings with both acquaintances and strangers. Researchers 
are usually aware of the need to be able to competently handle the specialized 
English required forprofessional discussions, but often overlook the language 
needed for socializing. As it could be argued that what happens during 
infonnal get-togethers is almost as important as the scientific sessions 
themselves, this is an extremely important oversight that may not be apparent 
to the researcher until he or she is placed in such a situation. I t is typical of the 
thoroughness with which this book has been prepared that such matters have 
received due consideration. 

International Medical Communication comprehensively covers the Eng
lish required for writing medical papers. The various stages of a paper (e.g., 
introduction, method, reSUlts, discussion, and abstract) are discussed and a 
wide range of examples oflanguage use are provided in the fonn of expressions 
and simple sentences that could serve as valuable models. The choosing of 
titles and labeling of diagrams is included. The book also describes the various 
language functions and notions employed in medical writing (e.g., cause and 
result, possibility, comparison, generalization, etc.). As one who has had to 
correct the same types of errors over and over again when proofreading and 
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editing medical papers by non-native speakers, I can vouch for the usefulness 
of this information. 

A further section presents numerous clear, easy-to-understand samples of 
letters that medical professionals may be required to write: applications, 
subscriptions to journals, referrals, acknowledgments, and even Chrisunas 
cards. Last but not least, there is an outline of how a curriculum vitae and 
letters of introduction should be written. Such writing is often overlooked 
despite the importance of the consequences for the person involved. It is 
particularly beneficial for professionals whose approach to such documents is 
qui te different in their native tongue (J apanese being a good example). As well 
as written communications, telephone conversations are also covered. 

How to avoid sexism in medical writing is also dealt with in this book. 
Professional journals are increasingly becoming sensitive to this issue, and 
even native speakers are not always sure of how to respond when confronted 
with this issue. It follows that non-native speakers can soon become perplexed, 
especially as the topic is generally ignored in most textbooks. 

With regard to clinical practice, there is a listing of the expressions likely 
to be needed during consultations with patients. Sample conversations are 
also presented. An extremely valuable section deals with colloquial language 
that patients may well use. Many medical professionals are often competent 
in the technical terms and jargon related to their own specialty, but frequently 
fail to comprehend that the average layman may not understand a word of it, 
even when that layman is a native speaker of English. In addition, a lot of 
expressions (such as, "My ears are bunged up.") are not commonly included 
in standard English language textbooks, and thus non-native speakers of 
English are unlikely to have exposure to such language. Foreign doctors 
wishing to do clinical practice in the United States are required to pass 
examinations in both medical and English usage. Often the Japanese (and this 
would most probably apply to other nationalities as well) are able to pass the 
medical section of this examination but fail on the English language test, due 
in no small part to inexperience with the type of idiomatic language covered 
in this book. The expressions presented are divided into various categories 
according to the part of the bod y concerned, thus making them easy to locate. 

There is a listing of the word parts, such as prefixes, suffixes, etc., that are 
the building blocks of medical terminology. If any criticism is to be made of 
this book, it is that the list is not sufficiently extensive. However, the question 
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of which tenns should be omitted is a difficult one to answer. Certainly the 
most important ones are included here, and the interested person would easily 
be able to find exhaustive lists elsewhere. In order to aid self-study, a long 
checklist of vocabulary is included. 

Besides technical tenns, there is also an extensive list of widely used 
abbreviations, together with a warning of how usage may vary between 
countries, or even within one country, as well as how usage can frequently 
change. As if to illustrate how quickly this can happen, Maher gives the 
abbreviation for com puted axial tomography as "CAT," whereas the tenn "Cf 
scan" is perhaps now most common. But again, this is almost criticism for the 
sake of criticism. 

The book concludes by providing a list of addresses of the professional 
organizations in Europe and English-speaking countries, as well as addresses 
of interest to those wishing to take exam inations in medical or general English. 

To summarize, International Medical Communication in English is a 
reference manual par excellence. It contains the whole spectrum of language 
and language use that would be of value to the medical professional whose first 
language is not English. The material is presented concisely and in a fonnat 
that is easy to use. Even its size is compact enough to allow people to easily 
carry it to conferences, hospitals, and so on. Many medical schools give a list 
of required books to their students: This book deserves immediate inclusion 
on all such lists, and indeed its purchase should be made mandatory for any 
non-native speaker who wishes to use English in a medical situation. 

Reviewed by Brian Harrison, Chuo University 
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THE TAPESTRY OF LANGUAGE LEARNING: THE INDI· 
VIDUAL IN THE COMMUNICATIVE CLASSROOM. Robin C. 
Scarcella and Rebecca L. Oxford. Boston: Heinle & Heinle, 1992. 229 
pp. 

In The Tapestry of Language Learning, Scarcella and Oxford bring to
gether the best of recent theory and practice in teaching English as a second 
language. It will be especially useful for those teaching intennediate and 
higher level classes, though the usefulness of the approach at lower levels is 
also apparent. The book is finnly based in current practices of ESL teaching 
and lays a groundwork for the creation of a coherent set of communicative 
materials. Using the metaphor of tapestry weaving, the authors stress the ways 
the learner creates and controls inputs, including those from the teacher, from 
text materials, and from outside the class. 

The tapestry Scarcella and Oxford would have learners create is based, 
first, on individual learner differences. Their approach emphasizes the variety 
of backgrounds, learning styles, and strategies each learner brings to the 
classroom. In the classroom, the Tapestry approach emphasizes the ways 
skills relate with each other to create a totality in actual communication. The 
approach is task-based, to allow learning around realistic tasks, and theme
based, to encourage relevant and natural use of language. 

The book has three parts. Part One outlines the principles for developing 
materials and testing in the Tapestry approach. The authors emphasize the 
ways teachers and learners share responsibility in the classroom, and shape 
each others' expectations, goals, and achievements. 

Part Two describes learners and their language development. ChapterTwo 
notes the socio-economic characteristics (gender, age, ethnicity, class, etc.) of 
learners that can affect language learning and that teachers must adapt 
themselves to. Chapter Three adapts Vygotsky 's notion oflanguage assistance 
to analyze effective teacher input, student output, and their classroom inter
action. Chapter Four focuses on the characteristics of indi vidual learners-the 
ways their styles, strategies, and motivations shape a responsive communi
cative classroom. Chapter Five rounds out this theoretical part of the book as 
the authors define communicative competence in tenns ofits parts (grammatical, 
sociolinguistic, discourse, and strategic) and the individual learner. This part 
of the book is extremely rich in definitions, categories f descriptive lists, and 
reviews of related literature. As such, it nicely summarizes current thinking 
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on the issues addressed and outlines a Tapestry approach to communicative 
competence and the individual learner. However, its very richness and 
journalistic chopping of arguments into sound-bite sized paragraphs make it 
hard to see some of the connections it posits. 

Part Three deals with the separate language skills and suggests a way to 
integrate teaching them. Chapter Six outlines the rationale for the need to 
integrate skills, and for the integration to be unequal and dependent on the 
nature of the content and tasks at hand. Chapter Seven, on reading, emphasizes 
the importance of meaning, extensive reading, and strategy development In 
Chapter Eight the authors stress the importance of a process approach to 
writing. Chapter Nine addresses listening and communicative competence. 
Chapter Ten outlines the connection between speaking proficiency and 
communicati ve competence, lists factors affecting the development of speaking 
abilities, and offers some activities designed to develop speaking skills. With 
the four skills addressed, Scarcella and Oxford focus in Chapter 11 on specific 
forms of grammar instruction appropriate to a communicative classroom. 
This, they suggest in the Epilogue, could be a model for thinking about 
materials forvocabulary, pronunciation, and other speci fic aspects oflanguage 
acquisition. The final chapter, Chapter 12, focuses on culture and the ways 
culture influences language learning and cross-cultural experiences. 

This is a lot of material to cover in a short space and Scarcella and Oxford 
do it well. In each chapter they layout goals, mark sections and subsections, 
andclearlysetoutprinciplesforthedevelopmentofcommunicativematerials 
in the Tapestry approach. They head each chapter with preview questions and 
close them with activities and discussion questions. Each chapter has a short 
annotated list of suggested readings-all of them current, all of them pertinent 
to the issues at hand. The book provides a solid groundwork for a promising 
set of materials. 

My cavil with the book is that, in fact, I want more than a background of 
promise. I would also like some of the ethnographic description, some of the 
grounding to this background that the preface suggests they have. This would 
give more depth to the discussion and, to return to the dominant tapestry 
metaphor, would add richness, vibrancy, and texture to the patterns they lay 
out. This may only reveal my own limitations and training in anthropology
a discipline based in the thick description of ethnography, but I feel a good 
book would be better with its inclusion. 
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Or perhaps, just different. For as it stands, The Tapestry of Language 
Learning does what it sets out to do: It provides a background for the 
development of an individual-oriented, task and content-based communica
tive classroom. Anyone interested in the issues involved in this-theoretical 
or practical-will profit by reading this book. 

Reviewed by Thomas Hardy, Tamagawa University 
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INTERCHANGE 1·3. Jack Richards with Jonathan Hull and Susan 
Proctor. New York: Cambridge University Press, 1990-91. Student's 
Book 1-3, pp. xi-134. ¥1,880. Teacher's Manual 1-3, (1) viii-189 pp., 
(2) viii-200 pp., (3) viii-200 pp. ¥2,850. 

J nterchange J -3 is a 3-level course, each text intended to cover between 60 
to 90 hours of classroom instruction for young adult and adult ESLIEFL 
learners. The course covers all four language skills, with particular emphasis 
placed on listening and speaking. 

Aims and Objectives 

The aim of the course, according to the authors, is to teach communicative 
competence, that is, the ability to communicate in English according to the 
situation, purpose, and roles of the learners. The course content reflects the 
fact that English is not limited to anyone country, region, or culture. This, I 
think, is particularly valid at this time when English is the major means of 
international communication, and more conversations in English take place 
between non-native speakers than between native ones. The objectives are not 
defined in behavioral terms, but it is clear that every element is geared toward 
the stated aim. 

Syllabus 

The syllabus can best be described as hybrid, integrated, and multi-skilled. 
It is a hybrid in the sense that it is a mixture of Type A and Type B syllabuses 
(see White, 1988). ContrOlled, accuracy-based activities (Type A) lead to 
fluency-based, communicative practice (Type B). It is integrated in that the 
separate strands or components of these two syllabus types are interwoven, so 
that they constitute a single, coherent syllabus. It is multi-skilled in that it 
attempts to draw together different ways of specifying learning content. The 
organizing principle of the syllabus is grammatical, and woven around this 
grammatical core are various structures, functions, topics, and skills. 

The grammar is graded and presented cyclically in such a way that Book 
1 covers basics, Book 2 reviews these basics and then presents more complex 
structures, and Book 3 builds on and extends the foundations for accurate and 
fluent communication established in the previous two levels. Grading seems 
to be based on grammatical complexity, which is not quite as straightforward 
a measurement as it might seem. 

Functions (e.g., asking for and giving directions, complaining and apolo
gizing, and describing problems) are linked to the grammar points and topics, 
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and each unit presents several key functions. 

Topics, which can serve as a basis for interesting activities of cross-cultural 
comparison, are not only adult and contemporary, but also stimulating and 
enjoyable. Nevertheless, some of the show biz tidbits presented (e.g., Cyndi 
Lauper, Madonna, Star Wars, and E1), while very contemporary, may risk 
soon becoming dated. 

Language Skills 

Interchange provides various components to enhance the four language 
skills (Le., listening, speaking, reading, and writing) with pronunciation and 
vocabulary practice being integral parts of oral and written proficiency. 

In terms of listening, both top-down and bottom-up processing skills are 
presented. Top-down processing requires students to use their background 
knowledge, the situation, and the context to attain comprehension through 
using key words and predicting. Bottom-up processing requires them to enact 
a decoding process, deciphering individual words in the message to derive 
meaning. Tasks such as listening for gist, listening for details, and inferring 
meaning from context are included. Exercises seem to be based on real-world 
sources with minimal adaptation (see Porter & Roberts, 1981). They usually 
contain a task that helps learners identify the purpose for listening, something 
which is often lacking in ordinary listening exercises (Ur, 1984). Pre-listening 
activities are provided in the form of questions about the topic, making 
predictions, and through making use of visual aids. One criticism, however, 
is that although the listening materials contain a high degree of authenticity, 
ingenuity, and some very good listening texts, the sound quality of the tapes 
could be better. 

The focal point of the course, however, is speaking, and an extensive array 
of pair work exercises, small group activities, role plays, and information-gap 
activities are provided. Many of these activities seem well-suited to learners 
of diverse cultural backgrounds, and will certainly stimulate a great deal of 
leamer-generated communication. One drawback I might point out, however, 
is that many of the conversation activities, which aim at introducing new 
grammar points and key functions in situational contexts, are actually dead
end. They do not provide learners with a real information exchange situation 
and thus do not inspire much interaction. 

The readings provided, which demonstrate a variety of text types, can be 
treated either as a source of information or as materials for practicing the 
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development of such reading skills as guessing words from context, reading 
for main ideas, skimming, scanning, and making inferences. One problem 
with the readings is that many of them require too much time for the readers 
to digest, partly because some of them contain too much infonnation, and 
partly because some of them are so culturally-oriented that they inevitably 
require detailed explanations from the teacher (e.g., "Touchy topics," "The 
dating game," ''Tip or not to tip," "Unusual customs," and "Culture shock"). 
Discretion and a balanced knowledge of different cultures is called for by 
teachers here. 

Writing activities, which are often presented as a basis for other activities, 
such as infonnation-gap exercises, small group work, and discussions, focus 
on different fonns of writing (e.g., recipes, directions, letters, and reviews). 
The process approach is recommended by the authors and detailed notes on 
teaching suggestions are provided in the Teacher's Manual. 

Pronunciation exercises focus mainly on suprasegmental features, including 
stress, rhythm, intonation, reduction, linking sounds, and sound contrasts. 

Vocabulary (Word Power) is presented in two ways: productive vocabulary 
is introduced either through a variety of exercises, or in the speaking and 
grammar activities; receptive vocabulary is presented in the reading and 
writing exercises. What is interesting and probably of great use here, is that 
the authors try to help learners build semantic networks by providing words 
in semantically related sets or categories. 

Special Features 

There are two main features in which Interchange differs markedly from 
other structuralist course books. First, although grammatical accuracy is 
treated as an integral part of proficiency (Le., communicative competence), it 
is used as a means to an end, rather than an end in itself. Most exercises are 
constructed in such a manner that they provide an opportunity for meaningful 
communication. The second feature of interest is the task continuity achieved 
in each sequence of components. Each component in this course is linked, in 
that one exercise serves as the basis or preparation for the next. Although a 
high degree oftask continuity might pose some difficulty in a class w here there 
are a lot of late-comers (as in company classes), these interlinked sets of 
activities, where succeeding steps are dependent on preceding content and 
skills, will ensure coherence and consistency for an ordinary classroom 
program. 
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Conclusion 

Personally, I have some reservations as to the validity of an integrated 
syllabus. While the purpose of a task-based syllabus (Type B) is to promote 
meaningful communication, learners will not always succeed if their attention 
is focused on the fonnal features of the language. Perhaps it would be better 
to have parallel syllabuses and keep Type A and Type B work separate, rather 
that integrating and interweaving them. The underlying assumption of an 
integrated syllabus is that the synthesis or integration is done by the teacher 
or institution. I wonder if any real integration that takes place does not have 
to be done by the learner. Nonetheless, I feel that the authors' ambitious 
attempt to integrate so many different elements in drawing up this elaborate 
syllabus is commendable, despite some inevitable artificiality. Whether on 
not teachers decide to use Interchange 1-3 as course books, they should 
certainly have them on their shelves as a rich set of resource materials that they 
can tum to in times of need. 

Reviewed by Hiroto Nagata, Overseas Training Center at National 
Panasonic 
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GENRE ANALYSIS: ENGLISH IN ACADEMIC AND RE
SEARCH SETTINGS. John M. Swales. Cambridge: Cambridge 
University Press, 1990.260 pp. 

John M. Swales, along with other researchers such as Ann Johns, Charles 
Bazennan, and the late Daniel Horowitz, has been publishing in the areas of 
English for Specific Purposes (ESP) and English for Academic Purposes 
(EAP) for well over a decade. This impressive volume, which should be 
considered a significant contribution to both the practical pedagogy of ESP/ 
EAP instruction as well as to the field of applied linguistics (especially 
discourse analysis and sociolinguistics), continues Swales' previous research 
work. 

Swales begins by introducing the aims and purposes of his book. Since 
ESP/EAP instruction has been marginalized within most institutional settings
often regarded as mere "remedial" work-he seeks to establish its significance 
for the major international endeavor and important national policy planning 
issue that it clearly represents. Given that applied linguistics research in the 
field of ESP/EAP has become more complex in recent decades, Swales also 
seeks to explore further the specific detenninants-the communicative 
character-of academic discourse. Such research trends brought ESP/EAP 
studies in closer contact with current work in the area of Ll composition 
instruction which itself has come to emphasize the social nature of academic 
writing. To achieve his aims, Swales adopts a genre-based approach. Genre 
analysis is to be defined here not only in tenns of explicit textual analyses but 
also in tenns of the broader areas of applied sociolinguistics, psychology, and 
ethnography. 

Swales' approach makes use of three central concepts: discourse community, 
genre itself, and language-learning task. The first of these indicates that all 
written language operates within social groups, academic or otherwise. The 
discourse community is socio-rhetorical, that is, group members join together 
to pursue common goals and the functional pursuit of these goals detennines 
its sense of solidarity and maintains its discoursal characteristics. Swales 
gives the SIG or Specific Interest Group as an example of an archetypal socio
rhetorical discourse community. He distinguishes this from the common 
sociolinguistic notion of a speech community in which language behavior is 
determined by social, rather than functional, factors. Speakers of Black 
English, for example, would define a distinct speech community. 
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A typical discourse community has a number of identifying characteris
tics: (a) an agreed-upon set of common goals (e.g., study and furtherance of 
the teaching of English to speakers of other languages); (b) mechanisms of 
intercommunication among members (e.g., newsletters and regional/national 
conventions); (c) participatory mechanisms to provide information and 
feedback (e.g., book reviews or journals with reader forums); (d) one or more 
genres in the communicative furtherance of its aims (e.g., the "review and 
research" article or the "experimental study" article); (e) some specific lexis 
(e.g., abbreviations, such as JALT, TESOL, EAP, or LI/L2); (f) a threshold 
level of members who possess a suitable degree of expertise with regard to 
both the content and the discourse conventions of the group (e.g., a reasonable 
ratio between novices and experts or graduate students and professors). 

For those trained in literary studies, genre means the three forms of the 
drama, the lyric, and the epic. However, Swales approaches it in its broadest 
sense: any discourse type, spoken or written, which has certain distinctive 
linguistic features. He first examines the meaning of the term in several 
disciplines-folklore studies, literary studies, linguistics, and rhetoric-and 
then proposes a working definition suitable to his purposes. Genre comprises: 
(a) aspecificcIass of communicative events (both linguistic andparali nguistic); 
(b) a shared set of communicative purposes (e.g., theMLA Job List advertises 
available employment positions); (c) variation in prototypicality among 
individual instances of genre (e.g., academic lectures may vary in terms of 
format of presentation and arrangement of details but share a [Wittgensteinian] 
"family resemblance" that would define a prototypical "lecture"); (d) a 
rationale which establishes constraints on contributions in terms of content, 
positioning, and form (commonly acknowledged purposes define a rationale 
which in tum gives rise to restraining conventions); (e) a nomenclature which 
provides insight into the purposes and functioning of the particular discourse 
community (terms such as "lecture," "book review," or "tutorial" are pre
emptive; that is, they generate expectations of the kinds of purposes to be 
achieved and the activities which will take place). Genres have universal 
features that identify them as such but there are also language and culture
specific differences: genres of English expository prose sometimes differ 
markedly from those of Arabic, Asian, or the Romance languages. 

Swales' third concept, language-learning task, brings his discussion closer 
to the realm of pedagogical practice. Just as discourse communities have 
communicative goals and genres have communicative purposes, a task -driven 
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ESP/EAP methodology has communicative outcomes; that is, it emphasizes 
rhetorical action and communicative effectiveness. Language-learning tasks 
are goal-directed activities which pose problems that are differentiated and 
can be sequenced so that learners can be led gradually to genre acquisition. 
Swales gives an example from an EAP course he taught on dissertation, 
proposal, and prospectus writing for non-native speakers (NNS). One task
one of a four part sequence-would be for students to draft letters requesting 
a copy of a research article from a professor, paying special attention to the use 
of would and could as previously presented in a model text. Also relevant to 
successful genre acquisition is the issue of schemata or prior experience with 
both the content and formal-rhetorical characteristics of typical academic text 
types. Individual tasks designated to facilitate SChema-building among stu
dents need to be included in the curriculum. 

Swales devotes the third part of his book to the most fundamental and today 
most common-especially in the international context-academic genre: the 
English language research article (RA) in the physical sciences, math, and 
medicine. Using a case study, he discusses the rhetorical constructing of a 
typical "hard science" RA: the long process of drafts and revisions from initial 
lab notes to the final published paper. In most situations, genre-specific 
conventions constrain and shape to a great degree the account of what actually 
occurred in the laboratory. Swales also notes that popularized versions of 
scientific research (e.g., Scientific American or Omni) are quite different from 
the original RAs from which they were adapted; hence the pedagogic use of 
such material is not especially helpful in teaching actual academic genre 
conventions to future NNS researchers. A number of researchers in applied 
linguistics have studied the various textual features as well as the conceptual 
macrostructure of the RA. The latter typically follows the IMRD (lntroduc
tion-Methods-Results-Discussion) model or some variant thereof. Swales 
devotes extensive discussion to each of these individual RA sections. In the 
so-called "exact or hard sciences," conventions have become well-established 
and specific genres highly articulated. Within the humanities, differences 
among particular genres (articles, books, reviews) tend to be less pronounced. 

There are a number of other genres fundamentally related to the RA: 
theses/dissertations, books/monographs, abstracts, reprint requests, grant 
proposals, and oral presentations at professional conferences. Swales presents 
observations on several of these, most of which have been little researched by 
discourse analysts. Since the majority ofRAs are prefaced by a brief summary 
(usually one paragraph) of the article itself, the genre of the abstract is 
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obviously one of distillation and is characterized by use of abbreviations, 
incomplete sentences, and active verbs. Oral presentations in the physical 
sciences are often marked by high use of the narrative past as well as 
considerable stylistic shifts (fonnally written introductions/summaries and 
infonnal commentary/anecdotes when slides or overheads are used). The 
thesis/dissertation tends to make greater use of metadiscoursal features
writing about the text rather than the subject of the text-which guide the 
reader through the arguments of the thesis. Another RA related genre is the 
reprint request. This is a simple (and in the sciences, highly institutionalized) 
fonnat often produced in the fonn of a pre-printed card and sometimes written 
in several languages. 

The last part of Swales' book is devoted to the practical pedagogical 
applications of the preceding discussions. He first presents several case 
studies which illustrate the kinds of genre acquisition problems faced by NNS 
students. Then he discusses class activities that would serve to raise the 
rhetorical consciousness of the students. This becomes especially difficult 
when the class is composed of graduate students from several disciplines; 
Swales suggests, however, a number of tasks that, in part, circumvent this 
largely managerial difficulty. 

This book appears in the highly respected Cambridge Applied Linguistics 
series and it certainly fulfilled this reader's expectations. The volume is to be 
recommended to anyone seriously involved in ESPIEAP instruction. In the 
area of applied linguistics, it presents a highly detailed and rigorously argued 
examination of the communicative character of the discourse conventions in 
a highly specific discourse community. It is an infonnative, stimulating, and 
fascinating book. The extended discussion of a prototypical "discourse 
community"-the Hong Kong Study Circle, a small international group 
devoted to the historical study of Hong Kong postage issues (of which 
Professor Swales is an actively participating member)-even makes rather 
entertaining reading. 

Reviewed by Thomas F. Barry, Himeji Dokkyo University 

201 



JALT Journal, Vol. 14, No.2 (November 1992) 

Information for Contributors 

EDITORIAL POLICY 

Note: Submissions must con/orm to the Guidelines printed below. 

The JALT Journal welcomes practical and theoretical articles concerned with 
foreign language teaching and learning in Japanese, Asian, and international contexts. 
Areas of specific interest are 

1. curriculum and teaching methods 
2. classroom centered research 
3. cross-cultural studies 
4. teacher training 
5. language learning and acquisition 
6. overviews of research and practice in related fields. 

The editors encourage submission of full-length articles, short articles and reports, 
reviews, and comments on earlier JALT Journal writings (for the "Point to Point" 
section). Articles should be written with a general audience of language educators in 
mind. Statistical techniques and unfamiliar terms should be explained or defined. 

GUIDELINES 
Style 

JALT Journal uses the Publication Manual of the American Psychological As
sociation (available from the Order Department, A.P.A., 1200 17th St. N.W., 
Washington, D.C.). Consult recent copies of JALT Journal or TESOL Quarterly for 
examples of documentation and reference lists. This is a strict requirement. Also, 
remember to give precise page numbers of cited work in both the text and reference 
list. 

Format 
No more than 20 pages, including reference list, typed on A4 or 8.5" X 11" paper, 

and double-spaced. This is a strict requirement. Writers must supply camera-ready 
diagrams or figures (if any) before final publication. 

Materials to be Submitted 
• Three copies of the manuscript 
• Abstract (less than 200 words) 
• Japanese translation of title and abstract if possible 
• Running head title (one to four words) 
• Biographical sketch(es) (no more than 50 words) 
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Evaluation Procedure 
Manuscripts are subject to blind review by two readers. The author's name and 

references that identify the author should appear only on the cover sheet. Evaluation 
is usually completed within two months. 

Restrictions 
Papers sent to JALT Journal should not have been previously published, nor 

should they be under consideration for publication elsewhere. We regret that your 
manuscripts cannot be returned. 

Address for Manuscripts and Inquiries 

Malcolm J. Benson 
JALT Journal Co-Editor 
Hiroshima Shudo University 
1717 Ohtsuka, Numata-cho 
Asaminami-ku, Hiroshima 731-31 

Reviews and Address for Reviews 

We invite submissions of reviews of all books. tests, teaching systems, and other 
substantial publications in the field of language education. Publications which have 
been sent to JALT for review are listed monthly in The Language Teacher. 

Contact the Reviews Editor for guidelines, and send all manuscripts to: 

Roger Davies 
JALT Journal Reviews Editor 
Nagasaki Prefectural University 
123 Kawashimo 
Sasebo-shi. Nagasaki 858 
(0956) 48-6088 

Send books and materials to be reviewed to the Reviews Coordinator: 

Sandra Ishikawa 
J ALT Reviews Coordinator 
Yamada Nishi 4-6-1-508 
Suita, Osaka 565 

Address for Inquiries about Advertising 

Advertising: J AL T Central Office 
Shamboru Dai-2 Kawasaki #305 
1-3-17 Kaizuka. Kawasaki-ku 

. Kawasaki-shi 210 
Tel: 044-145-9753; Fax: 044-145-9754 
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