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D Call for papers )

Tynes of Articles Sought:
Features

APA referenced articles with a focus on language
education and related issues at tertiary level of
up to 2,000 words.

Criteria fer feature articles

# consideration of issues likely to be per-
ceived by college and university educa-
tors as relevant to language teaching in
Japan.

# well designed and well reported empiri-
cal research.

# writing that situates issues within the con-
text of relevant previous work, while re-
fraining from quoting for the sake of quot-
ing.

# thought-provoking theoretical papers, pro-
vided clear practical implications are fore-
grounded.

From the Chalkiace

classroom applications, techniques and lesson
plans, usually up to 1000 words.

Research Digest

summaries of research, published in university
in-house publications, of broad interest to col-
lege and university educators.

Opinion and Perspective
650 words max.; longer, coordinated, point-
counterpoint articles are possible.

Reviews

reviews of books, textbooks, videos, presenta-
tions/ workshops, TV shows, films, etc. Maxi-
mum 600 words, 1500 words for scholarly re-
view essays.

Cyherpipeline

descriptions of websites that might prove useful
for language teaching and professional develop-
ment; length depends on how many sites are re-
viewed.

Focus on Language

a column in which the writer may ask/answer
common questions about language that are of
interest to teachers and learners. 250-600 words

Approximate Publication Dates:

July 31, Nov. 30, March 30
(Deadlines June 1, Sept. 1, Feb. 1)

Aims: to provide a forum for the presentation
and discussion of research, ideas and
curriculum activities of broad interest to
College and University Language
Educators.

Contact & Submission Details:
Editor: Michael Carroll, michael@kyokyo-u.ac.jp

Category bending and innovation are also possible. Length guidelines are flexible.
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April 12-14,2000-5" TCC (TEACHING INN
COMMUNITY COLLEGES) ONLINE
CONFERENCE. A VIRTUAL ODYSSEY:
WHAT’S AHEAD FOR NEW TECHNOLO-
GIES IN LEARNING?

More info: <http://leahi.kcc.hawaii.edu/org/
tcon2000>

Contact: James Shimabukuro
<jamess@hawaii.edu>

April 27-29, 2000-SOCIOLINGUISTICS
SYMPOSIUM 2000: THE INTERFACE
BETWEEN LINGUISTICS AND SOCIAL
THEORY.

University of Bristol, UK. Intercultural commu-
nication, language and gender, ethnicity, dis-
course analysis, local languages, language de-
velopment.

More info: <http://www.uwe.ac.uk/facults/les/
research/sociling2000.htm]>

Contact: <ss2000@uwe.ac.uk>

March 30-April 1, 2000-THE BILINGUAL
BRAIN: THE BIANNUAL GASLA
(GENERATIVE APPROACHES TO
SECOND LANGUAGE ACQUISITION)
CONFERENCE

Massachusetts Institute of Technology, Cam-
bridge, MA, USA.

More info: <http://web.mit.edu/fll/www/news/
Conf.html>

May 4-6, GEORGETOWN UNIVERSITY
ROUND TABLE ON LANGUAGES AND
LINGUISTICS (GURT) 2000 Georgetown
University, Washington, D.C. “Linguistics, Lan-
guage, and the Professions”

Contact: <tana@gusun.georgetown.edu> OR
<alatisj@gusun.georgetown.edu>

May 20-21,THE CUE CONFERENCE 2000:
“CONTENT AND FOREIGN LANGUAGE
EDUCATION: LOOKING AT THE FU-
TURE”

Keisen University, Tama Center, West Tokyo. A
two-day investigation into the possibilities for
content-based education in university and col-
lege settings.

Contact: Eamon McCafferty <eamon@gol.com>
<http://www.wild-e.org/cue/conferences/
content.html>

June 9-12, JALTCALL 2000: DIRECTIONS
AND DEBATES AT THE NEW
MILLENIUM.

Tokyo University of Technology

The annual national conference of the compuer
assisted language learning SIG of JALT

More info:<http://jaltcall.org/conferences/
call2000/>

Contact: <campbell@media.teu.ac.jp>

June 15-18, 2000-PEOPLE, LANGUAGES
AND CULTURES IN THE THIRD
MILLENIUM: 3®° FEELTA (FAR EAST-
ERN LANGUAGE TEACHERS ASSOCIA-
TION) CONFERENCE.

Far Eastern State University, Vladivostok, Rus-
sia.

Contact: Stephen Ryan <RXIS-RYAN@asahi-
net.or.jp>

July 29- August 1,2000-FLEAT IV IN KOBE
Kobe, Japan The 4th International Conference
on Foreign Language Education and Technol-
ogy: ‘Language Learning and Multimedia: Bridg-
ing Humanity and Technology’. Not limited to
technology in language learning and teaching,
but also cognitive processes of language skills,
cross-cultural aspects of language learning, first
and/or second language acquisition, and related
areas. Papers from Asia, in English or Japanese,
especially welcomed. Deadline: 20 January 2000
More info: <http://www.hll.kutc.kansai-
u.ac.jp:8000/fleat4.html>

Contact: <fleatsnb@kobeuc.ac.jp>

September 4-6, 2000-LANGUAGE IN THE
MIND? IMPLICATIONS FOR RESEARCH
AND EDUCATION :

National University Of Singapore

More info: <http://www.fas.nus.edu.sg/ell/
langmind/index.htm>

Contact: <ellconlk@nus.edu.sg>

September 4-7, NEW SOUNDS 2000-THE 4™
INTERNATIONAL SYMPOSIUM ON THE
ACQUISITION OF SECOND -LANGUAGE
SPEECH

University of Amsterdam, The Netherlands.
Contact: <newsounds@hum.uva.nl>

@Y SIG News
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From Teacher-Dependence to Active Learner
Independence/Interdependence

Making a transition from a passive and
teacher-dependent role - which the majority of
Japanese high school learners have experienced
- to one of active independence is fundamental
to the way in which learners will perceive their
future contributions and responsibilities in the
language learning process. As one learner com-
mented, reflecting an increasing awareness of
accepting such a role in a more autonomous
learning environment, ‘We have to move by our-
selves in this class’ (Ford 1997).

tonomous language use: peer relations and posi-
tive classroom dynamics, group and pair work,
mode of teacher/learner interaction, process-ori-
ented language learning, self-discovery in lan-
guage development, an emphasis on fluency-
building, and the use of the target language as
only medium of classroom communication.

Peer relations
It seems that most Japanese Freshman, given
the option, will sit with the same classmate(s) in
the same part of the classroom. This is usually
due not only to friendships but

So, what does this ‘moving by
ourselves’ actually involve? In
terms of learner activity, increas-
ing independence can be recog-
nized by such hallmarks as
learner-initiated interaction, will-
ingness to interact in the target
language both in and out of the
instructor’s earshot, volunteering,
willingness to undertake sponta-
neous communication, active and
willing involvement in group for-

To promolfe &yg levels o/‘

interaction, participation and
aufonomous fanyuaye use,
learners must gef the sense

/Aa//fey all have an

investment and a part fo p[ay
in that culture, sh aring s
rules, affitudes and. types of

behavror.

also perceptions of belonging to
certain cligues or circles deter-
mined by such factors as fashion
preferences, appearances, and
degree of proficiency in the L2.
This is not conducive to estab-
lishing a highly interactive class,
as clique formation may result in
negative peer pressure, competi-
tion rather than cooperation, and
possibly reluctance to participate.
Thus, the instructor must make

mation, and seeking teacher ad-

vice when needed. We should keep in mind that
these learners have been used to being told what
to do, how and when, rather than using their own
initiative, and so they must be steadily nurtured
in the right direction for them to make this tran-
sition.

In addition to developing active independ-
ence, learners will need to develop their social
interactive skills and their ability to work inter-
dependently with their peers. The term “positive
interdependence’, which is linked to Coopera-
tive Learning (e.g. Johnson & Johnson 1992), is
often used in this context. Usually, it involves
the idea of small groups of learners working in-
terdependently on a common goal-oriented task.
Consequently, it is one way of maximizing learn-
ers’ opportunities for speaking practice and flu-
ency-building. At the same time it has an im-
portant affective value, particularly in the case
of Japanese learners. Group work does not in-
volve the pressures associated with being called
on individually by the instructor, as is the case
in a more teacher-fronted, whole-class scenario.
Furthermore, because it encourages consensus-
checking and group-mindedness, features inher-
ent in Japanese culture, cooperative learning is
something that Japanese learners tend to adapt
to easily.

Now I would like to consider more closely
the following areas involved in promoting au-

clear early on the importance of
making an effort to get to know and work with
all one’s classmates. Constant recombining of
groups and pairs must be a feature of the early
classes.

A transition to a dynamic, highly interactive
classroom will involve establishing a common
classroom ‘culture’ (Breen 1985). To promote
high levels of interaction, participation and au-
tonomous language use, learners must get the
sense that they all have an investment and a part
to play in that culture, sharing its rules, attitudes
and types of behavior. In this way they will come
to feel comfortable in interacting with their peers
in the L2. The importance of the socialization
process cannot be underestimated, as inherent
in the rationale behind promoting cooperation
and interdependence in the language classroom
is the view that social interaction is the driving
force behind interlanguage development. It is,
as van Lier notes, ‘the ‘engine’ that drives the
learning process’ (1996:145).

Pair or Group Werk?

While group work is an important aspect of
cooperative learning, [ suggest pair work should
be considered as the dominant pattern of inter-
action in the first semester. Not only does it al-
low more students to communicate at the same
time, but it can have a very useful affective value
for students who feel cautious about using their
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learning strategies in the English lan-
guage curriculum was seen in:
language learning strategies teacher
training sessions (3.86),
instructional-based curriculum (3.57),
instructional materials for teachers
(3.56),
instructional materials for learners
(3.49),
textbook insertions (3.54).

Student Readiness Based

expertise or the quality of learning mate-
rials.

Finally, students saw instruction and
explanation as being as important as self
discovery in learning and doubted their
own ability to learn independently. In ad-
dition, the introduction of language learn-
ing strategies was seen by students as be-
ing best achieved through teacher train-
ing, rather than through instructional
materials for students or textbook inser-

tions.

on the Survey

The responses seemed to
point to a tension between a
learner-centered, learner-in-
dependent orientation held
by students on the one hand
and a lack of confidence on
the part of these same stu-

as a pre[iminary indrcator o/

the po/en/[a[ /or success o/

instructional approacﬁes.

The survey resulfts may serve S“mmaw and nisc“ssion

The objective of the sur-
vey was to assess a group of
Japanese university stu-

these con/ras/bzy s/ra/eyz'es dents in terms of their readi-

ness for language learning
strategies instruction on the

dents regarding their own

learning capabilities and a reluctance to
take control of their own learning on the
other.

Most students appear to have a learner-
centered, learner-independent orienta-
tion, as seen in their recognition of the
inherent individuality in learning and the
importance of student effort in learning
success together with the view that the
teacher’s role includes responding to stu-
dents’ learning needs and addressing
learning difficulties, as well as their
evaluation of the effectiveness of inde-
pendent study and learner interaction in
learning.

However, this orientation appears to be
tempered by responses regarding study
management and improving learning,
which reflect an apparent desire for a bal-
ance between teacher-guided and self-
guided study, confirmed by responses in-
dicating that students stressed the impor-
tance of teachers acting to provide learn-
ing materials and organize learning ac-
tivities.

Furthermore, students indicated that
attitudes about learning were at least as
important as an understanding of learn-
ing on behalf of learners themselves, plan-
ning and management of learning, cur-
riculum and course management, teacher

basis of either of two ap-
proaches, described herein as teacher-di-
rected, instruction-based and student-di-
rected, learning-based. :

The survey results may serve as a pre-
liminary indicator of the potential for suc-
cess of these contrasting strategies in-
structional approaches.

The results seem to indicate a rela-
tively high degree of readiness for teacher
directed, instruction-based approaches.
Respondents report preference for profes-
sorial guidance and exhibit lack of confi-
dence regarding an independent role in
the learning process.

Students see teacher training sessions
as the most practical means of introduc-
ing language learning strategies to the
English language curriculum and see im-
provements in learning as an outcome of
improved attitudes about learning as
much as increased understanding of
learning or any other means such as con-
crete planning and management of learn-
ing.

This would point to the need to inves-
tigate the feasibility of such teacher di-
rected, instruction-based approaches di-
rectly, in terms of both institutional con-
straints, such as curriculum objectives
and teacher education, as well as current
teaching practices and the acceptance of

L]
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-ncial investment) is readily apparent through
even a cursory examination of the Dokuritsu
Gyousei Houjin Tsuusoku Houan — the Japa-
nese term “kouritsu” is repeated therein no less
than 20 times in the 7-page document.

However, by far the most important respon-
sibility of these university managers will be their
ensuring that the institutions under their control
satisfy mid-term goals (“chuuki mokuhyou”) set
for them by the cabinet minister after consulta-
tion with the standards committee. Specifically,
universities will be asked to produce 3- or 5-
year plans for achieving improvements in the fol-
lowing areas (condensed to three categories be-
low for sake of brevity):

1) education and research [note 5]

2) community service

3) spending (by far the longest
section, with many sub-cat-
egories denoting specific ar-
eas to be improved)

and then achieve tangible results
in a cost-effective manner. Perform-
ance with respect to the above ob-
jectives will be evaluated at the end
of each 3-5 year period by both the
standards committee and the cabi-
net minister, who will take appropriate action
(shoyou no sochi wo kouzuru) where necessary,
including possibly issuing direct orders for
change (henka meirei) [note 6].

This idea of greater accountability — i.e.,
requiring universities to satisfy mid-term (i.e.,
3-5 year) achievement objectives in order to
avoid possible penalties — is a central element
of the proposed reforms. As delineated quite
clearly in the introductory sections of the pro-
posals, Monbusho is hoping that the implemen-
tation of these periodic checks will help stimu-
late universities to a renewed commitment to
world class research (seikaiteki suijun no
kyouiku kenkyuu wo tenkai suru), as well as prod
them to be more cost-effective and results-ori-
entated (kouritsu teki katsu kekka teki ni
okonawaseru koto) in their efforts [note 7].

While the exact form any punitive actions
might take is still under discussion, some of the
possibilities suggested so far — including the

involved in this debate
will have a direct impact
on all teachers, /orez'yn and
gapanese, woréz‘ny al
national universities in

;apan.

power to fine (and even terminate) employees
and/or cut funding to schools [note 8] — would
mean a sharp broadening of the government’s
powers vis-a-vis the various national universi-
ties. Indeed, despite Monbusho’s assurances that
any actions taken would seek to respect the
newly granted “independence” of each institu-
tion (kaku daigaku no jishuusei/jiritsusei ni toku
ni hairyo suru), both the Jokoukai Nyu-su (a
Hokuriku-area faculty newsletter) and the Dai
Ichi Jouichi I-In Kai (a committee made up of
presidents and senior faculty members from na-
tional universities across Japan) predict that, at
a minimum, both funding and faculty cuts are
likely (okonawareru koto ha yousou sare you)
under these new provisions [note 9].

Finally, the determination of individual
teacher salaries, heretofore solely a factor of age,
will under these new laws also
take into account the skills, duties,
and accomplishments of each em-
ployee as well. Individuals judged
as not producing adequately —
even if they can avoid job termi-
nation — will still face the possi-
bility of lower salaries and/or de-
creased opportunities for promo-
tion as compared to their more
productive colleagues [note 10].
In many ways, the proposed changes delineated
above mirror similar reforms already enacted in
Britain and in Australia. The motives i.e. the
Japanese government’s desire to control univer-
sity spending and gain a greater say in personnel
decisions — behind these new proposals are
similar as well. In exchange for greater free-
dom with regards to research and curriculum
development.

Japan’s national universities will instead be
placed under various new constraints. As care-
ful budget maintenance becomes more and more
prioritized under these new laws, faculty and ad-
ministrators will be forced to become more “bot-
tom-line” conscious, juggling research and edu-
cational priorities with the need to reduce over-
all costs. When one factors in the government’s
additional education, research, and community
service objectives, the challenges posed by these
new reforms should be clear.

19
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scious and results-orientated in the process.
Indeed, if anything, the implementation of
these reforms would result in a more level play-
ing field, for Japanese professors would, for the
first time, be placed under the same constraints,
and receive the same level of scrutiny, that for-
eign professors now receive as a matter of course.
While the current proposals as now written
place too much emphasis on budgetary concerns
(expecting national universities to turn them-
selves overnight into profit-orientated businesses
is unrealistic) to be ideal, they
represent a good first-step to-
wards finding a solution to the
problems described above.
Indeed, considering the resist-
ance of many Japanese nationals
to the government’s proposed re-
forms, an opportunity would also
seem to exist: could not we (for-
eigners and Japanese nationals)
work together in order to achieve
a more balanced deal with the
government, thereby improving
long-term prospects for everyone?
Now, wouldn’t that be a novel idea!

Acknewledgments

- Thanks go to Minashima Hiroshi, Tachi
Kiyotaka, and Mulvey Eiko for checking my
Japanese, and to Charles Jannuzi for looking over

my English. All mistakes are my own.

NOTES

1. The discussion in the following sections is a distillation
of information from the following sources: “Dokuritsu
Gyousei Houjin Tsuusoku Houan,” “Kokuritsu Daigaku
no Dokuritsu Gyousei Houjinka ni Tsuite,” and
“Kokuritsu Daigaku no Dokuritsu Gyousei Houjinka
no Kentou no Houkou” (all three from Monbusho),
“Kokuritsu Daigaku no Dokuritsu Gyousei Houjinka
Mondai ni Kansuru Zengaku Setsumeikai no Kansei ni
Tsuite” and “Dokuritsu Gyousei Houjinka Mondai ni
Kansuru Iken Oyobi Shitsumon” (both handouts pre-
pared and distributed by the Dai Ichi Jouchi I-Inkai),
and “Dokuritsu Gyousei Houjinka ni Hantai Suru”
(Jokoukai Nyu-su [faculty newsletter]). To avoid the
readability problems associated with multiple citations
for each sentence, specific citations are included only
for points where there is some disagreement among
these 6 sources.

2. See Jokoukai Nyu-su, p. 1.

3. Monbushou (1999a), dai 1 jou (2), dai 3 jou (3), dai 5
jou, dai 8 jou (2); Monbushou (1999b), p. 3;
Monbushou (1999¢), p. 1.

4. Monbushou (1999a), dai 2 jou. See also, dai 14-26
jou for a more detailed description of responsibilities.

W

(foreiyners and gapanese
natronals / work. /oye/[er
in order fo achieve a more
balanced deal with the
government, /ﬁere@
mproving fony-/erm

prospects /or

eueryone.?

5. Interestingly, there is no direct mention of research-
and/or education-orientated goals in the original Hoan
(an oversight which has led to its criticism — see
Jokoukai Nyu-su, pg. 1; Dai Ichi Jouichi I-In Kai 1999a,
1999b). The supplementary documents later provided
by Monbushou (Monbushou [b] and Monbushou [c])
redress this oversight.

6. Monbushou (1999c), pg. 4. See also, Monbushou
(1999a), dai 34-35 jou.

7. Monbushou (1999b), pg. 2;
Monbusho (1999a), dai 1 jou (2).

8. Monbushou (1999a), dai 23 jou (2),
#1 & 2; dai 46jou; dai 66 jou;
Monbushou (1999c¢), pp. 6-9.

9. Jokoukai Nyu-su, p. 1; Dokuritsu
Gyousei Houjinka Mondai ni Kansuru
Iken Oyobi Shitsumon, pp. 1-7.

10. Monbushou (1999a), dai 57, 59 jou;
Monbushou (1999b), p. 4.

11. The following discussion is a distil-
lation of arguments presented in the following:
“Kokuritsu Daigaku no Dokuritsu Gyousei Houjinka
Mondai ni Kansuru Zengaku Setsumeikai no Kansei ni
Tsuite” and ~"Dokuritsu Gyousei Houjinka Mondai ni
Kansuru Iken Ovobi Shitsumon” (both handouts pre-
pared and distributed by the Dai Ichi Jouchi I-Inkai),
and ~Dokuritsu Gvousei Houjinka ni Hantai Suru”
(Jokoukai Nyvu-su [faculty newsletter]).
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() Oliver () master ( ) Mr. Bumble
b. What?

() Oliver () master ( ) Mr. Bumble
c. Please sir.

() Oliver () master ( ) Mr. Bumble
d. I can hardly believe it.

() Oliver () master ( ) Mr. Bumble
e. | want some more.

() Oliver () master ( ) Mr. Bumble

Second Listening Activity B

A. Here are some other statements. Who
would probably say each line: Oliver, the mas-
ter, or Mr. Bumble? Discuss your choices in vour
groups.

a. [ really hate this place!

b. You will keep your mouth shut!

¢. You little brat!

d. I want out of here!

e. Here is your food.

f. I will teach that kid to be good!

g. Please, don’t hit me!

A third possible listening activity for lower
and intermediate level students might be a cloze
exercise that focuses on a particular vocabulary
list or grammar points.

Dramatic Interpretation

After all the listening activities have been
completed, the teacher divides the class into
groups of five to eight depending on the num-
bers.

Each group will practise and perform this
scene in the form of a small skit. The group
members must select the following roles: Oliver,
other boys, the master and Mr. Bumble. All the
group members must speak in the skit without
looking at the written text. After each presenta-
tion, the teacher may check comprehension by
asking specific questions about the events and
the dialogue.

Further groups discussions can focus on the
feelings portrayed by the different characters in
the skits. Discussing similarities and differences
in the skits appealed to many groups; especially
Oliver’s responses the various situations.

Follow Up

The students and the teacher discuss what they
learned and why they did this activity. They may
also brainstorm using other written material like
fables and newspaper articles for drama. One
student suggested using drama to learn about
famous historical personalities.

Feedhack and Resuits

Most of the high school students responded
positively to this lesson through active participa-
tion and discussions. When some middle school
teachers argued that their students did not know
enough about drama to do this lesson, I challenged
them to ask the students about their favorite televi-
sion shows, commercials, songs or even stories.
All of these forms of communication contain an
element of drama. I also stressed that drama is not
only a stage presentation nor is it only found in
literature; it is a real way of interpreting informa-
tion and events in daily life. Although many origi-
nally questioned the notion of using literature in
an English conversation class, most doubts had van-
ished before completing the skits.

Most women did not object to playing male roles
in the skit. If there were objections, they were al-
lowed to use different names in their presentations.
Finding time to cover all the essential information
in this lesson was a bigger challenge for teachers.
To overcome this challenge, many teachers sug-
gested completing the listening activities in class
and have each group prepare a skit as a homework
assignment. If there are many groups in the class,
the teacher may prepare a schedule of presenta-
tions.

The drama activity challenged the students to
apply the vocabulary they had learned from the
various activities and select important points of the
story to present in the skit. This generated practi-
cal discussions of key words and decision making
and cooperation in a group. Even the shy and quiet

‘students participated in the drama activity. Further

discussions related to various themes like making
polite requests, colloquial expressions and histori-
cal changes heightened interest in using drama with
other forms of written text. Although many stu-
dents and teachers were reluctant to participate in
an unfamiliar activity related to drama and litera-
ture, initial discussions on familiar childhood ex-
periences helped them feel comfortable and en-
thusiastic. Many teachers expressed enthusiasm
about applying similar techniques in their classes.

Conclusion

This lesson was an experiment for me in em-
ploying drama activities beyond rehearsed role
plays. From my experiences in Canada, Japan and
Korea, I knew that students feel challenged when
using language spontaneously. In addition, drama
makes language learning fun for both the teacher
and the students. I am now preparing English drama
lessons about Korean folk tales and Canadian his-
tory to use in future classes.
















Spring 2000: Velume 8, Issue 1

FirstI’d like to congratulate Debra Pappler for her
success and achievements as a high school student. She
certainly appears to have been more conscientious and
adept as a high-schooler than I was. However, to be
sure, my best students here in Japan are able to per-
form at levels similar to that of Ms. Pappler while the
rabble, such as myself, fall below these lofty ideals.
I’m sure that her scholarly performances were not in-
dicative of the run-of-the-mill student in her home coun-
try’s high schools, nor are my best students indicative
of the average Japanese. Actually, what Ms. Pappler
may be inadvertently demonstrating is that there is lit-
tle difference between Japanese students and the stu-
dents in her native country.

But, so what! I’m not sure why
Ms. Pappler has chosen to recount her
scholastic achievements. Ms. Pap-
pler’s high-school successes in no
way discredit my argument that high-
school education serves primarily to
provide either basic cognitive ground-
ing or a grounding for future study.

Ts. ?app[er ’s
ﬁz_yf ~schoolsuccesses

1n no way discredit my arqumen!
that ﬁz_yﬁ ~sctrool education

serves prz'marz@ fo prowb[e erther
basic cognitive yrouna&'n_y

sonnets or Latin conjugates have beyond stirring men-
tal discipline? In fact most of her argument is a confu-
sion of constant shifting between admitting that high
school education has no practical real-life use and yet
arguing that it is in fact something more than mental
disciplining, while alternately drifting between prescrip-
tive (what it should be) and descriptive (what it is) modes
of rhetoric.

After both affirming and denying my descriptions
ofthe goals of high school education, Ms. Pappler makes
a rather absurd statement. She says that, “the point of
junior and senior high school...is to provide equal edu-
cational opportunities for everyone”. Whatever the goal
of an education may be, it is certainly
not this. In fact Ms. Pappler displays
some categorical confusion here. We
may play tennis for health, for fun,
for money or to defeat an opponent,
but surely no one plays it in order
‘to provide equal opportunities to
win’. This may be an honourable
means to an end but it is surely not

Her high-school education seems to OF an end in itself. Afier waffling on
have not translated directly into prac- a grounding for my earlier argument on the purposes
tical real-world skills, just like that of future s/ua@. of high school education, is this all

our students. The fact that Ms. Pappler

did well at it does nothing to alter

these facts. Yet for some reason she expects that our
students should be able to do more, namely display
fruitful real-time applications of those skills learned in
school. My argument is that since most high school
teaching in any subject is not for productive real-life
usage but as cognitive disciplining we should not meas-
ure English education’s success or failure by real-life
yardsticks.

But Ms. Pappler seems to be tying herself in rhe-
torical knots here. She takes issue with my description
of the purposes of high-school education but, T won-
der, how did her ability to recite Shakespearean son-
nets or conjugate Latin verbs aid her in real life? And
she readily admits that her algebra studies provided a
grounding for further studies in statistics later in uni-
versity.

Wasn’t Ms. Pappler’s high-school education then
serving either as cognitive discipline or, as with her study
of algebra, as a basis for further academic study? Ms.
Pappler’s rather vapid argument (“They were not pre-
paring me for real learning later in life, They were teach-
ing me something™) simply begs the question. Teach-
ing you what for what? If it wasn’t for future real-life
usage isn’t Ms. Pappler in effect echoing my basic ar-
cument? What purpose does learning Shakesperean

Ms. Pappler can offer of her own?
As for her comment that my de-
scription of high school as a place to prepare for real
learning later in life “is to reduce these institutions to a
preschool-like level”;

it seems to me to be deliberately misleading. Stir-
ring students’ intellects with challenges that presume to
develop their cognitive capabilities is not something that
stops after pre-school. In fact, if 90% of the study I did
in high school was not purely for this type of cognitive
exercise | have no idea what it was for (the other 10%
was useful as grounding for university studies). I’'m cer-
tainly not using sonnets or Latin in my daily life now.
As for her comments that I am implying that high-
schools would then become “places where students learn
to sit still, get along with their classmates, and draw
between the lines” all I can say in response is that Ms.
Pappler shows a very superficial understanding of what
intellectual or cognitive disciplining means.

Ms. Pappler goes on to state, “If I had taken Latin
again in university I would not have started in Latin 1',
arguing that she does have to return to such basics with
her 1st year Japanese English students. First, the anal-
ogy is invalid in that Latin is not taught conversation-
ally whereas the shift from formalized to communica-
tive English is precisely the crisis point for Japanese
English students. A fairer analogy would argue that Japa-


















