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ABSTRACT

Garant, Mikel Del

Intercultural teaching and learning: English as a Foreign Language Education
in Finland and Japan

Jyvéskyla: University of Jyvaskyld 1997, 322 p.

(Jyvaskyld Studies in Communication;

ISSN 1238-2183; 8)

ISBN 951-34-0981-3

Diss.

In Finland and Japan, as in all countries, cultural assumptions and norms
underpin pedagogic decisions which determine the outcome of foreign
language teaching and learning. This study was undertaken to offer a
framework for studying how teaching English as a foreign language (TEFL) is
planned and executed in relation to the educational culture present in specific
leaming environments. The focus extends the use of Hofstede’s (1980; 1986,
1990) model of cultural difference and examines how collectivism wvs.
individualism, power distance, uncertainty avoidance and masculinity vs.
femininity as well as aspects of context (Hall 1976) and politeness (Scollon and
Scollon 1983; 1995) influence TEFL and to what extent there are cultural
similarities and differences between Japan and Finland in the specific junior
high school educational cultures studied. The research model was applied to
language planning and textbook design, testing, learner and teacher attitudes,
transcribed classroom discourse and lesson segmentation data gathered in the
two countries over a five-year period. Results provide an overall perspective of
phenomena, including the Japan Exchange Teaching (JET) Program. While
communication in English was an expressed goal in the Japanese setting,
entrance tests were a major motivational factor. In the Finnish setting, test
taking was only a minor factor in English education and communication was
paramount. Classroom teaching methods, lesson segmentation and teacher-
student/ student-student interaction in both countries were found to be
influenced by textbook design and curriculum goals as well as cultural factors.
The Finnish setting reflected a more learner-centered teaching approach in
which teachers encouraged pupils to interact with themselves and each other.
This was conducive to communicative language teaching. The Japanese
educational culture in the TEFL classroom tended to be more teacher-centered
with an emphasis on test training and structural teaching approaches. The
Finnish TEFL methods at the junior high school level appear successful in
establishing communication in the classroom and could prove useful in other
settings, including Japan, that seek to provide pupils with the necessary
language skills to become successful participants in the emerging English-
speaking global community.

Key words: TEFL, Intercultural Communication, Finland, Japan, Education, JET
Program, individualism, collectivism, power distance, uncertainty avoidance
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1 INTRODUCTION

This study examines foreign language teaching and learning in Finland and
Japan from the perspective of intercultural communication. In other words its
primary purpose is to examine how culture affects the process of foreign
language teaching and learning. English is the primary foreign language
studied in the two countries and will therefore be the focus of this work
(Monbusho 1994a; 1994b; Takala 1993).

Finland is a suitable country to compare with Japan because the two
countries appear on the surface to have some general cultural similarities such
as basically homogeneous populations’, languages not related to English among
the Japanese speaking and Finnish speaking populations and a high tolerance of
silence as an integral part of their communication systems (Adams 1990; Marsh
1989: 137; Tanaka 1990: 25; Shibatani 1987; Branch 1987; Baldi 1983; Crystal
1987; Bodimer 1944; Sallinen-Kuparinen and Lehtonen 1985; Lehtonen and
Sajavaara 1985; Barnlund 1975; De Mente 1989: 125-127; Widen 1985).
However, Takahashi (1995: 31-32) points out the problematic nature of
classifying Japan as a homogeneous country in light of the regional differences,
sub-cultures and minorities in the country. This applies also to Finland where
the existence of these factors also affects the concept (Skutnabb-Kangas 1988;

1 The population of Japan was approximately 124,043,000 in 1993, when this study was conducted.
In addition, 1,075,317 foreign residents resided in Japan including 687,940 Koreans, 150,339 Chinese,
56,429 Brazilians, 49,092 Philippinos, 38,364 from th U.S.A, 10,279 from Peru, 10,206 from the UK,
6,724 from Thailand, 6,233 from Viet Nam and 4,909 from Canada (Ueda 1993: 32-39). Ainus and
Burakumin are also minorities in Japan (Yoshino and Murakoshi 1977). Regional cultural differences
between the Kanto, Kansai and other regions and cities are characteristic of Japan. The population of
Finland was approximately 5,116, 826 in 1995 including 4,754,787 Finnish speakers, 294,664 Swedish
speakers, 1726 Lappish speakers, 15,872 Russian speakers and 49,777 speaking other languages. Finnish
and Swedish are the official languages. There were also 68,566 foreigners in the country, 24,329 of
whom were from the former U.S.S.R. (Finland Statistics 1995). Regional cultural differences between
Savo, Héme and other regions and cities are characteristic of Finland.
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Stefanovic and Summa 1995; Takalo and Juote 1995). It may be better,
therefore, to state that Finland and Japan are more homogeneous than countries
like the United States, where different ethnic groups and minorities are a more
central component of the national identity (Comager 1973; Nash et al. 1994a;
1994b).

There are institutional similarities that exist in the two countries including
a post-World War II history of centralized education and, more recently,
widespread equal educational opportunity and virtually universal access to
English education (Nikki 1992; Monbusho 1994a; Takala 1993). Since 1992,
there has also been a trend in the two countries to provide more autonomy in
language planning at the local level (National Board of Education 1994a;
Carter, Goold and Madeley 1993a; 1993b; 1993c; Monbusho 1994b).

A review of recent literature yielded few reports related to cultural
comparisons between Finland and Japan. Pehkonen and Kawatake (1995)
surveyed 2,328 Finnish and 2989 Japanese teenagers aged 14 to 18 on their
opinions regarding themselves, society, other peoples and nationalities,
information technology and the future. This research did not relate directly to
education or English teaching or learning. Sallinen-Kuparinen and Lehtonen
(1985) released an absentia conference paper on Finnish and Japanese cultural
similarities. Mervi6 (1993; 1995), a study entitled ‘Research of Japan in a World
Afflicted by Nationalism, Racism and Other Biases’, is not directly concerned
with cultural comparisons between the two countries except for presenting brief
critical remarks on populist - not academic - beliefs on similarities (Takahashi
1996). In addition, this study states that Tokai University in Japan teaches
Finnish and Finnish studies. Widen (1987) relates Japan to Finnish and
American cross-cultural comparison. Koivisto (1992) reported on ‘Finno-
Japanese Management Interaction’ focusing on cultural friction which, in most
cases, has its origin in the Buddhist heritage of Japan and the Protestant
heritage of Finland.

Educational links between Japan and Finland have been outlined in
Huhtala and Koivisto (1997a; 1997b; 1997c). In addition, Vatanen (1997) reports
that there are 25 Japan-related research projects being conducted at Finnish
universities in 1997. Of these, 5 are related to both Japan and Finland. The
almost complete absence of former research comparing intercultural teaching
and learning and English as a foreign language education between Japan and
Finland was one reason for the present study.

1.1.1 Hypothesis And Research Questions
Based on my experience living, studying and teaching in Finland from 1987-
1990, 1993-1994 and 1996-1997, and in Japan from 1991-1993 and 1994-96, I

formulated the primary research questions for the present study.

1. What factors contribute to the apparent difference in English proficiency
in the two countries?
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2. To what extent are there cultural similarities and differences between
Japan and Finland in regard to the educational culture of the specific junior
high school settings?

The primary line of investigation this study will pursue is an examination of the
many factors involved in English language teaching in the two countries.
Before embarking on the project, the concept of ‘English proficiency in the two
countries’ should be examined.

The Test of English as a Foreign Language (TOEFL) was chosen as a gauge
because it is taken in large numbers by both Japanese and Finnish speakers. It
is administered by the Educational Testing Service (ETS) in the United States to
‘evaluate the English proficiency of people whose native language is not
English’ (Anon. 1995a: 9). Numerous studies and ongoing research confirm the
validity and reliability of the test (Pike 1979; Stansfield and Webster 1986; Hale,
Stansfield and Duran 1984; Holtzclaw 1986; Henning 1990; Schedl, Thomas and
Way 1995) For a complete list see Educational Testing Service (1995a).
Criticisms of the TOEFL test can be found in Raimes (1990), Narin et al. (1980)
and other works.

TABLE 1.1 Summary Of TOEFL Scores For Finland And Japan

# of Examinees Total score  Percentile
ank
Japan 278,309 494 36
Japanese speakers 274,350 494 36
Finland 2,449 587 83.5
Finnish speakers 2,343 586 83
Swedish speakers® 5,609 586 83

Source: Educational Testing Service 1995b

The TOEFL scores suggest profound differences in English proficiency between
the Japanese and the Finns. Informal interviews with language professionals
familiar with the two countries also suggest that their general impression is that
communicating in English with Finns in Finland seemed much less problematic
than communicating in English with Japanese people in Japan’. Further, the

z Swedish speakers have been included because Swedish is an official language in Finland.

The “# of Examinees’ column suggests that most Swedish speakers take the TOEFL test outside
of Finland. Swedish speakers have the same overall score as Finnish speakers.

: 16 Japanese, 1 Korean and 1 German language professional were interviewed informally
at the AILA 11th Congress of Applied Linguistics in Jyvaskyld, Finland, 4-9 August 1996. 6
Finnish and 3 Americans language professionals were also interviewed. All conveyed the same
general impression of the level of oral proficiency in Japan and in Finland. In addition, I have
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concept that the Japanese have less than satisfactory communicative
performance is a recurring theme in research related to English teaching and
learning in Japan (Tanabe 1996; Knight 1995; Wada and Cominos 1995; Wada
and Cominos 1994; Evans 1993; Schnider 1993; Sheen 1992; Ellis 1992; Ellis
1993). The factors that contribute to this difference will be discussed in great
length in this study.

The second research question addresses cultural similarities and
differences which were observed and recorded in specific Japanese and Finnish
junior high school settings using methods which will be described later in the
present work. The two central research questions spur a multitude of
secondary queries which will be listed in the following section.

1.1.2 Research Questions And Sub-Questions

1. What factors contribute to the perceived difference in English
proficiency in the two countries?

How does language planning take place in the two countries?

Are the curriculums the same?

How are textbooks designed in Finland and Japan?

What effect does testing have on the leamning process?

What are learner attitudes toward the target language?

How do teachers view their role in the teaching and learning process?
How are lessons structured?

How does classroom interaction take place?

2. To what extent are there cultural similarities and differences between
Japan and Finland in regard to the educational culture of the specific
junior high school settings?

Is classroom behavior culturally motivated and if so, how?

What characteristics can be observed?

Which aspects of the educational culture correspond to the classifications
chosen?

What tendencies can be found in the educational culture in the two
settings?

1.2 Levels Of Investigation

In order to search for answers to these questions, a variety of different kinds of
data was required. Research question 1 with accompanying sub-questions
suggests that it will be necessary to investigate a variety of factors related to

discussed the issue of foreign language proficiency in the two countries over the past 10 years with
countless other individuals who may or may not have any language teaching experience. Most agree that
the TOEFL scores reflect the true levels of oral proficiency in Japan and Finland. Occasionally, I have
met language teachers and others who feel that Finns have a low oral English proficiency.
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foreign language teaching and learning. Harris (1990) puts forth the idea that
educational culture will elude researchers who study only one aspect of the
classroom. Therefore, this study will investigate several aspects but will also
try to avoid becoming blind to the risk of operating at too many levels at once
(Stern 1983: 278). The following levels of investigation, adapted from Stern
(1983: 179), are included in this study:

1. the theoretical level of defining categories (for example, Hofstede's '4-D
Model of Cultural Difference’ (1980; 1986; 1991); the 5th Dimension of
Cultural Difference (Chinese Culture Connection 1987), Hall (1959; 1966;
1976) and Scollon and Scollon (1983; 1995))

2. the historical development level (for example, Stern (1983), Richards and
Rogers (1986), Shimaoka and Yashiro (1990) and Whittaker (1984))

3. the curriculum and syllabus level of selection for language teaching
purposes

4. the materials development level

5. the learner and teacher attitudes level

6. the descriptive level of gathering language data on the sociolinguistics and
pragmatics of a particular language (a few discourse studies exist but these
commonly combine aspects of (1) and (2), for example, Sinclair and
Coulthard (1975))

7. the level of teaching methodology.

This study will basically use an ethnographic approach when dealing with
learner and teacher attitudes, observation and description, and teaching
methodology. Over the past 30 years, ethnography, which is based on
anthropology, and other qualitative methods have gained ground in fields
including education and applied linguistics (Stern 1983: 192-217; Saville-Troike
1989; Kalin 1995: 26). Ethnography, when used in anthropology, describes
cultures, usually exotic ones, in relation to comparative religion, kinship and
other indigenous views (Hymes 1972; 50, Fasold 1990: 40; Geertz 1973).

Ethnographic description focuses on direct observation within the context
of relevant background information (Hymes 1972; Scollon and Scollon 1995;
Labov 1972; van Lier 1988). Geertz (1973: 7), an anthropologist, refers to Ryles’
concept of ‘thick description’ as opposed to ‘thin description’. ‘Thin
description” describes only what happens, as in ‘a winker rapidly contracted his
right eyelid”. ‘Thick description’, on the other hand, includes background
information and interpretation as in ‘practicing a burlesque of a friend faking a
wink to deceive an innocent into thinking a conspiracy was in motion’.
Therefore, ethnographic description is essentially ‘thick’ by nature.

Geertz states that a stratified hierarchy of meaning as a cultural category is
at the heart of ethnography. He also states that observations are subject to the
observers’ interpretation when they write their descriptions. The reader should
keep in mind that this study is based on my observations of the settings, the
participants and other factors and are influenced by my own, subjective
interpretations.

Another method of description, ethnomethodology, also referred to as
Conversation Analysis, is a branch of sociology concerned with how people
organize language in daily life (Van Dijk 1985: 1-7; Richards, Platt and Platt
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1992: 130). This field studies turn taking, adjacency pairs and other aspects
exhibited by a particular speaker and listener in a certain social situation. It
provides insights into ritual functions and interaction structures (Goffman 1974;
Schiffrin 1987). The focus tends to be on the text and not the context in which it
is performed. According to this method, contextual features (e.g. birthday
party, calling the police) should only be cited by an analyst when participants
themselves explicitly evoke such a feature (Schegloff 1986; Sacks, Schegloff and
Jefferson 1974). To use Ryles’ terms, ethnomethodology relies on ‘thin’
description.

Hymes (1974: 81) expressed concern about the treatment of transcribed
classroom discourse because ethnomethodologists (Sacks, Schegloff and
Jefferson 1974; Sacks 1986; Atkinson and Heritage 1984; Levinson 1983) tend to
treat such data as if they are the 'Dead Sea Scrolls.'" Like approaching the Dead
Sea Scrolls, ethnomethodology advocates that analysts should examine
contemporary transcribed conversations without having background
information of the participants.

This study will not rely heavily on ethnomethodology and will instead
concentrate on the occasion and setting in which communication takes place.
Chapters Three through Seven will provide background information before
transcribed discourse is introduced in Chapter Eight. Transcribed classroom
interaction is included to provide concrete examples of specific traits related to
the classroom discourse within the educational cultural setting studied in the
hopes of adding support to claims made in other chapters of the study. From
my perspective, this is an ethnographic approach to examining foreign
language education within actual context and social reality, which are necessary
for an understanding of the topic. Intercultural communication theories and
methods will also be incorporated in the work further distancing it from
ethnomethodology or conversation analysis. Basically, this study will examine
the discourse to see ‘what is really going on’ (discourse analysis) rather than
using the text samples to ‘discover systematic properties of sequential
organization of talk’ (conversation analysis or ethnomethodology) (Levinson
1983: 286-287).

There is another distinction which must be clarified. The impressions of
the writer and the way in which a text is written, ultimately influences the
information itself (Swales 1990: 111; Bazerman 1983: 1). This relates to the
concept of emic and etic distinctions which was originally introduced by Pike
(1967) and became part of the standard vocabulary of social science. Emic
studies, coming from the linguistic term phonemic, usually take into account
cultural factors and insiders' perspectives when analyzing data. On the other
hand, etic studies, coming from the linguistic term phonetic, usually focus on
the parts of the whole rather than the whole (Hofstede 1994: xi).

Befu (1989) clarifies these terms stating that etic utilizes concepts or
measuring rods which are applicable across cultures. Concepts like ‘school
teachers’ and “English teaching” when applied cross-culturally are etic concepts.
It is not important, according to Befu (1989) that people from the USA, Finland
and Japan think about etic concepts in the same way. In all of the societies
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mentioned, the social group (for example, school teachers) consists of elements
that can be defined in roughly the same way and compared across cultures.

Befu (1989) clarifies Pike’s term emic by putting forth the concept that all
social systems are ‘culturally unique’. Cross-cultural observations are
subjective and culturally specific and can only be described in emic terms. From
this perspective, the etic concept of the ‘school teachers’ enables one to
recognize a general social unit that can be studied. By elaborating on the
attitudes, methods and other factors related to ‘school teachers’ and other
features within the educational cultures studied, this study hopes to provide
culturally specific descriptions of these features which should provide the
reader with a more an emic understanding of the subject.

Befu (1989) cites Hamaguchi (1977) and Hsu (1975) suggesting that many
concepts including ‘God” and ‘individual” are culturally specific and, therefore,
problematic when used as research categories. They do not necessarily act as
‘measuring rods’ across societies. The idea that such categories can be
established, according to this school of thought, and that etic distinctions can be
made, is, according to this school of thought, a Western ethnocentric
assumption. My experience in the East and the West suggests that there is
some truth in this line of questioning. However, I have chosen to use ‘etic’
categories because this study is done in the ‘Western scientific tradition’.
Although it may entail a certain amount of ethnocentrism, this study will use
etic approaches to frame the institutions and groups that will be analyzed and
emic approaches to address the cultural uniqueness of these institutions and
groups.

Erickson (1986) states that a corpus of materials collected from fieldwork
including field notes, tapes and transcripts should be organized so that it is
understandable and clear. Fieldwork, he states, should include (a) long-term,
intensive participation in the field setting; (b) careful recording of what happens
in the field setting through memos, records, examples of student work,
audiotapes, videotapes and (c) subsequent analysis and reporting by means of
detailed description as well as more general descriptions, charts, descriptive
statistics and summary tables (Erickson 1986: 121). This study has attempted
this.

To conduct classroom observation and gather other forms of data, settings
in Japan and Finland were selected. In the two countries, junior high school
students who were between 14 and 15 were observed. The Japanese town that
was selected, Kanra-machi in Gunma prefecture, is a rural town of about 14,000
people (Yakuba 1990). The Finnish city, Nokia, is small with about 26,360
people (Nokian Kaupunki 1995). In relation to the population of the country,
the city in Finland was naturally much larger than the one in Japan: the
population of Kanra (14,000) was .00013 of the entire population of Japan
(approximately 124,000,000). A town in Finland (population around 5,000,000)
that had the same proportion of people to the nation would have 564 residents,
which is hardly enough to sustain a school for a comparative study.

Nokia and Kanra were about the same distance from the next ‘larger city’.
In both cases, the next large town was 10-15 minutes away by public transport.
Even though the students were from a small town or city , they had access to a
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bigger city, which might influence their world view. The students in the
settings chosen would not feel as ‘isolated” as students who live two hours
away from the nearest larger town, nor would they probably have the same
attitudes as students living in the larger city. Large cities were avoided in this
study because nothing in Finland compares to cities like Tokyo or Osaka.

The school setting in Finland is also larger than its counterpart in Japan.
The Finnish town had around 1000 students in its junior high schools at the
time of the study. The town inJapan had around 600 students in its junior high
school system at the time of the study. Both schools and systems studied were
basically homogeneous and neither had recent influxes of ‘new immigrants’ or
large numbers of minority students".

TABLE 1.2 Components Of Situation

Finland Japan
Setting
Bystanders Researcher Occasional
observers
Locale Nokia Junior Kanra Junior
High Schools High Schools
Time School hours School hours
Purpose
Goals Learn English Learn English
Activated Roles Teacher/ Teacher/
Student Student
Topic Englishas a English as a
Foreign Foreign
Language Language
Participants
Individuals As
Members Of Society
Ethnicity Mostly Finnish- All Japanese
speaking Finns
(2 Gypsies, 1
with American
father)
Sex (gender) Male and female Male and female
Age Students 12-16 Students 12-16
Teachers 25-55 Teachers 22-55

Adapted from Brown & Frazer (1979: 35) and Harris (1990)

As my classroom teaching experience has shown me, no two groups of students
are the same. Exact equivalency is unattainable in groups of students as well as

4 Two gypsies and one student with an American father were in the classrooms studied in Finland.

Virtually all of the students spoke Finnish at home. Students from Swedish speaking families tended to
attend the Swedish school in the next city. No minority students were in the classrooms I observed in
Japan according to teachers and students interviewed.
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schools and school systems. Even so, I decided that the two educational
cultural settings were similar enough to make the present study worthwhile.

Participant observation was used in Japan because I was an Assistant
English Teacher’ in the school system that was studied and participated in
many of the lessons that are included in this study. It is claimed that an
observer who is a participant can understand a situation better than one who is
merely observing (Richards, Platt and Platt 1985). Direct observation was used in
Finland because I observed the school settings without teaching there. It was
not possible for me to work in the schools because I do not possess certification
to teach in Finnish public schools. To make up for the lack of insight that might
be caused by this, I made a number of visits to the schools I observed and did
my best to get to know the teachers and students alike.

The present study includes a section on the historical development level
which gives an overview of general insights into Finland and Japan, cultural
and historical similarities and an introduction to team-teaching in Japan. Team-
teaching is a major reform initiative in Japan and should be included in order to
present a clear picture of contemporary lower secondary school English
education in Japan. This section hopes to present useful background
information for those who are not familiar with Japan and Finland. It was
included because it was deemed necessary for a deeper understanding of the
issues (Stern 1983; Richards and Rogers 1986; Shimaoka and Yashiro 1990).

1.3 Data Base

The following is an account of the etic categories used in this study as well as
the type of data collected to analyze them.

TABLE 1.3 Etic Categories Used And The Type Of Data Collected

Etic Categories ° Data
General Insights and Historical Articles, books, etc.
Development

Language Planning and Textbooks
Curriculum Design Articles, reports,
observation, interviews
Textbook Design Books used in setting,
articles, interviews,
questionnaires, observation

5 Assistant English Teachers are called Assistant Language Teachers since 1996. They are recruited
through the Japan Exchange Teaching Program and other schemes to team-teach with Japanese language
teachers in Japanese lower and upper secondary schools. A more detailed description can be found in
Chapter Three.

¢ Teacher training is not included in this study because it was considered too wide a topic to be dealt
with in the scope of this dissertation. However, further investigation into teacher training would certainly
provide further insight into the language teaching and learning process.
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Testing Articles, books, tests
interviews, questionnaires

Learner Attitudes Interviews, questionnaires

Teacher Attitudes Interviews, observation

Japanese Regular English Lessons Observation’, video tape,
interviews, questionnaires

Japanese Team-Taught Lessons Observation, questionnaires,
video tape, audio tape,
journal, interviews

Finnish Grammar-Oriented Observation, questionnaires,

Lessons video tape, audio tape,

journal, interviews

Finnish Communication-Oriented

Lessons Observation, questionnaires,
video tape, audio tape,
journal, interviews

Classroom Interaction Observation, questionnaires,
video tape, audio tape,
journal, interviews, transcription

The present study addresses the language planning level in the two countries
by including technical reports from Japan and Finland, interviews with teachers
working in the two countries and information from articles and books written
on the subject. The data on the materials development level of the study
consists of common textbooks used in the settings as well as research articles on
the subject and questionnaires and interviews with students and teachers in the
settings. The textbook represents the core of the syllabus and can provide
insights into language planning, classroom teaching and educational culture as
a whole (Sheldon 1988).

Testing issues influence decisions made by planners, teachers and students
and an examination of their design and implementation should yield valuable
information related to my research questions. The chapter on testing examines
Japanese and Finnish English tests, student questionnaires, interviews with
educators from the two countries and research articles and books on the topic.

At the learner and teacher attitudes level, questionnaires were completed
by the students and interviews were conducted with the teachers and students
in both settings. This provided important data to address the research
questions.

The descriptive level of gathering language data on the sociolinguistics
and pragmatics of classroom discourse and the level of teaching methodology
were addressed using the same data. Six lessons were videotaped both in Japan
and in Finland. The first seven minutes of one tape from each country were
transcribed in order to provide data for the discourse analysis section.
Teaching methodology data included interviews with the teachers, an
observation journal of 20 lessons from each that were not video taped,

7 Regular observation journals tracking Japanese regular lessons were not kept because I thought my
presence in them over a period of time would disrupt them. Irelied on the video tapes and interviews with
teachers to provide my data.
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interviews with teachers and students, questionnaires and research articles on
the subject.

Since this study has incorporated so many forms of data, the analysis
varied depending on which form of data was being examined. The next section
will provide an overview of the primary means of analysis.

1.4 Method Of Analysis

There are literally hundreds of definitions of ‘culture’. It is closely connected
with people’s daily lives. Culture is learned and includes everyday practices,
customs and habits which make a group of people unique. It also reflects the
attitudes, values and norms in a particular society or a particular setting which
the participants themselves may not even notice (Salo-Lee 1995a: 13). Culture
has been defined as the Human Environment (Gudykunst and Ting-Toomey
1988: 28-29). Samovar and Porter (1991) point out that culture can be passed
from generation to generation. The human part of the environment, or culture,
and its effect on teaching of English as a foreign language will be the focus of
this study.

This study will adopt an intercultural approach. As schools do not only
reflect a society, but are instrumental in transferring culture from one
generation to the next (Inkeles 1977 ), the English classrooms in Finnish and
Japanese junior high schools were selected as the focus of this study.

Hofstede (1986: 302) suggests that the major human institutions are the
family, the job, the community and the school.

TABLE 1.4 Human Institutions And Corresponding Role Pairs’

Institution Role Pair

Family Parent-Child
Man-Woman

School Teacher-Student

Job Boss-Subordinate

Community Authority-Member

Source: Hofstede 1986: 302

Many complicating factors derive from the examination of culture. The study
of culture is not a black and white issue. When one seeks answers to cultural or
intercultural questions, one should keep in mind that many factors are
interrelated and although a group may show observable tendencies, exceptions
and discrepant cases contrary to general tendencies are almost always present
(Erickson 1986: 140). The situation and setting where behavior occurs may also

8 Interestingly, Hofstede (1986) did not include co-workers or other roles human beings assume in
the workplace (Takala 1997).
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have a great effect on participants. A Japanese person may be very quiet and
obedient to his or her superiors at work in the office while outgoing, talkative
and loud in a familiar restaurant with his or her close friends. Behavior and
culture depends on the particular setting (Dufva 1991; Scollon and Scollon
1995). Keeping this in mind, the present study will examine only the behavior
in two specific educational cultures. Results may not apply to other settings
and may even change in the settings studied as the human participants and
environment change.

Further, no individual is a typical example of the culture within which
they live. This study will focus on groups of people, not individuals, keeping in
mind that all individuals are unique. Individuals may reflect different
characteristics from the group culture as a whole and may form co-cultures or
subcultures and subgroups which hold different values from the dominant
culture (Samovar and Porter 1992: 3). By examining group tendencies it is
hoped that a general idea of the educational culture will emerge.

Naturally, this study does not wish to stereotype. Scollon and Scollon
(1995: 154-6) suggest that stereotyping occurs when one describes culture
through ideological statements based on polar opposites. In this study, culture
will be understood as being so complex that one measurement cannot be used
to completely explain what takes place in any given situation with any group.
The reader should keep in mind that the framework for this study, like any
cultural study, is limited to the particular setting and the researcher’s
impressions of them. The cultural tendencies put forth are the result of my
analysis and are not the only way they could be perceived.

Cultures vary and may be discussed from many vantage points
(Gudykunst and Ting-Toomey 1988). This study will base much of its
comparison of data on Hofstede's (1980, 1986, 1991) work-related values
because his models have been used and replicated extensively throughout the
world in the study of culture (Kim 1994; Triandis 1994; Bond 1994; Berry 1994;
Schwartz 1994; Carbaugh 1990; ).

I will also use Hall's concepts of context and culture (1976) and modes of
politeness (Scollon and Scollon 1983; 1995) in my analysis of the data. These
concepts have been used extensively in research on interpersonal
communication across cultures. Since they will be elaborated on in Chapter
Two they will be omitted here.

In his '4-D Model of Cultural Difference', Hofstede (1986; 1991) outlines
points with which to determine individualism vs. collectivism, power distance,
uncertainty avoidance and masculinity vs. femininity. These classifications will
provide the theoretical framework for this study. Of the four categories,
individualism vs. collectivism is broader and more encompassing than the
other dimensions (Hofstede 1980; 1983, 1991) and has been examined by a
number of researchers (Kim 1994; Triandis 1994; Bond 1994; Berry 1994;
Schwartz 1994; Carbaugh 1990).
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Hofstede (1991: 51) defines individualism and collectivism as follows:

Individualism pertains to societies in which ties between individuals are
loose: everyone is expected to look after himself or herself and his or her
immediate family. Collectivism as its opposite pertains to societies in which
people from birth onwards are integrated into strong, cohesive ingroups,
which throughout people's lifetime continue to protect them in exchange
for unquestioned loyalty.

Hofstede (1986: 307-308) defines the other classifications that will be used in the
present study as follows:

Power Distance defines the extent to which the less powerful in society
accept inequality in power and consider it as normal. Inequality exists
within any culture, but the degree to which it is tolerated varies between
one culture and another.

Uncertainty Avoidance defines the extent to which people within a culture
are made nervous by situations which they perceive as unstructured,
unclear, or unpredictable, situations which they therefore try to avoid by
maintaining strict codes of behavior and a belief in absolute truths.
Cultures with a strong uncertainty avoidance are active, aggressive,
emotional, compulsive, security-seeking, and intolerant; cultures with a
weak uncertainty avoidance are contemplative, less-aggressive, unemotional,
relaxed, accepting personal risk, and relatively tolerant.

Masculinity as a characteristic opposes Femininity. Masculine cultures strive
for a maximum distinction between what men are expected to do and what
women are expected to do. They expect men to be assertive, ambitious and
competitive, to strive for material success and to respect whatever is big,
strong and fast. They expect women to serve and care for the non-material
quality of life, for the children and for the weak. Feminine cultures, on the
other hand, define relatively overlapping roles for the sexes, in which, men
need not be ambitious or competitive but may go for a different quality of
life than material success; men may respect what is small, weak, and slow.
In both masculine and feminine cultures, the dominant values within
political and work organizations are those of men. So, in masculine
cultures these political /organizational values stress material success and
assertiveness; in feminine they stress other types of quality of life,
interpersonal relationships and concern for the weak.

Hofstede’s (1980, 1983, 1991) work on cultural variability was developed from
the point of view of Western social science. Later research by Michael Bond
suggests that a fifth dimension related to culture exists dealing with long-term
versus short-term planning and thinking, harmony, Confucian work ethics and
other aspects among Chinese respondents (Hofstede 1994: xi; The Chinese
Culture Connection 1987). This aspect was not addressed in the current study
because the research was conducted over too short a period of time in order to
analyze such factors as long-term and short-term thinking and, obviously,
because Finland is a Western country where Confucianism is not prevalent.
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This study will, however, lay the groundwork for this sort of analysis in the
future.

The data collected on the curriculums, the attitudes of the learners, and
classroom discourse in special Japanese team-taught lessons will be analyzed by
integrating Hofstede's (1980; 1986; 1991) system in the sections that accompany
them. Testing will be analyzed by comparing the testing system in Finland
with that in Japan. References to intercultural aspects of testing can be found in
the sections on the textbooks, learner and teacher attitudes and teaching
methodology.

1.5 Aim And Outline Of The Study

This dissertation aims to arrive at a deeper understanding of intercultural
teaching and learning and foreign language education in Japan and Finland
using an interdisciplinary approach integrating theories of applied linguistics,
intercultural communication and aspects of other fields related to social science.
This approach reflects my background as a researcher and my method should
prove useful to others interested in comparative educational culture.

Kirk and Miller (1986) put forth a qualitative research model in which
observation and measurement of the data collected is interpreted, evaluated
and analyzed in order to produce understanding. Phenomena are explained in
their model. This study has attempted to discuss TOEFL in Finland and Japan
in such a manner as to produce or contribute to an understanding of the two
settings. Understanding will be defined as grasping the nature, significance
and explanation of the topic in addition to showing a sympathetic and tolerant
view toward the two educational cultures (Mish 1988: 1287).

The first three chapters will provide background information. This
chapter is the introduction and contains the main hypotheses and research
questions, a general overview of the data and a preface of what methods will be
used to address the data. Chapter Two will examine the data at the theoretical
level by defining research questions, elaborating on what data will be applied to
each specific question and by giving a thorough discussion of how the data will
be analyzed. Chapter Three will examine the historical development of
institutions in Finland and Japan.

The next two chapters will discuss institutional factors which, as this study
suggests, influence classroom behavior in the two countries. The curriculum and
syllabus level of selection for language teaching purposes and the materials
development level of textbooks will be dealt with in Chapter Four. Testing, which
is related to the previous aspects will be explained in Chapter Five. The
transition from the concepts in Chapter Two to Chapter Three to Chapter Four
to Chapter Five is not easy, yet the reader should keep in mind that the subjects
are integrally related and essential components of the system.

Chapter Six will examine differences in the attitudes of the teachers and
learners who participated in the study. To be more precise, their views on
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language teaching and intercultural similarities and differences are examined.
Next, Chapter Seven will examine the level of teaching methodology by
describing what actually happens in the classroom. This chapter will explain
how lessons are structured in the two countries and what takes place in them.
The study then moves to the descriptive level focusing on classroom discourse in
Chapter Eight. The conclusion will be presented in Chapter Nine.

The subjects I have included in the study have been selected over a long
process of research and teaching in Finland and Japan. Originally, this study
was my unpublished Master's thesis, a study of Japanese English education and
the impact of native-speaker assistant language teachers in a particular Japanese
junior high school setting.

In my previous publications, I have addressed many of the issues that are
included in this dissertation (Garant 1995a; 1995b; 1994a; 1994b; 1994c; 1994d;
1993a; 1993b; 1992a; 1992b; 1992c; 1992d; 1991-93). Chapter Eight contains
much of what appeared in Garant (1995b) and Garant (1994b). Aside from this
chapter, I have tried to avoid drawing too much material and examples from
these earlier works. Garant (1992a; 1992d), for example, uses a different system
of classification for classroom teaching methods than the present study. Garant
(1992b), entitled "Towards a syllabus for Team-Teaching", is concerned more
with cooperative development than the syllabus and curriculum of Japan (Edge
1992). Material from these publications has, to a certain extent, been used in
this work to bolster my claims. Those interested these subjects in greater detail
should consult these earlier works.

In this study I have not attempted to provide a comprehensive description
of foreign language education of Japan or Finland. Instead, I have provided a
study of specific settings in the educational cultures of the two countries at the
time they were studied. Educational culture, like all culture, varies according to
the particular setting, and the results of the present study should not, therefore,
be generalized. In an attempt to avoid being too 'subjective’, I have tried to
present the information as 'value-free' as possible (Mervi6 1995: 15). However,
as I have stated throughout this chapter, my belief is that all observation takes
on a personal perspective and it is only natural that this will be incorporated in
the text.
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2 FRAMEWORK FOR ANALYSIS

This chapter will elaborate on the methods, data and research questions of the
present study. Because of the interdisciplinary nature of this study, I have
chosen to divide this chapter into three sections. The first section will present a
detailed description of the intercultural communication theory that will serve as
a basis of this dissertation. The second will describe ethnographic and
classroom research methods which apply to the data. The third will put forth a
description of the research questions, data and specific methods that each
section will utilize to address the questions.

2.1 Hofstede's 4-D Model Of Cultural Difference

Culture can be defined as the 'human part' of the environment (Herskovits
1955; Triandis 1994). About thirty years ago, Lado (1957) put forth the
argument that people understand information differently because their human
environment trains them from the time they are born to screen information
based on their culture. He further suggested that an understanding of these
cultural factors is beneficial to the understanding of teaching and learning
languages. Samovar and Porter (1991: 21) state that 'culture cannot occur
without communication'. The study of culture and communication are
integrally related (Salo-Lee 1995a; 1995b; Hall 1959). Kim (1994), citing Segal,
Dassen, Berry, and Poortinga (1990), relates culture to ecology which refers to
the relationships living things have with their physical environment. Human
environments are essential to the development of human cultures; cultures
which have not developed in the same ecology are different.

There are many ways to examine these differences including national
character (Inkeles and Levinson 1969), personality at the cultural level (Cattell
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and Brennan 1972) and dimensions of nations (Rummel 1972). Around 150
comparative culture studies were examined by Naroll (1970) who found that
they contained themes such as the function of war (vengeful to political);
leadership patterns (consensual to authoritative); distribution of goods (wealth-
sharing to wealth hoarding); behavior of elites (responsible to exploitative);
command of the environment (weak and strong); organizational structure
(simple to complex); population patterns (rural to urban); occupational
specialization (general to specific). These frameworks are useful when
examining cultural variability (Gudykunst and Ting-Toomey 1988: 39).
However, they are not the most useful schema for examining differences in
educational cultures, as in the present study.

Hofstede (1980; 1986; 1991) conducted studies on cultural differences in
work-related values as they apply to groups of people and created what he
terms the "4-D Model of Cultural Difference’. The four dimensions include (1)
Individualism, in which an individual looks after his/her own interest as
opposed to Collectivism in which a person belongs to one or more tight in-
groups; (2) Power Distance which is concerned with the way the less powerful in
a society accept inequality and hierarchy; (3) Uncertainty avoidance as a cultural
phenomenon in which codes of behavior are maintained in order to prevent
unclear or uncertain situations; and (4) Masculinity which classifies the
maximum distinction within a society between what a man is expected to do
and what a woman is expected to do as opposed to Femininity in which sex
roles may overlap one another.

Research by Michael Bond suggests that a fifth dimension related to
culture exists, dealing with long-term versus short-term planning and thinking
involving Confucian work dynamism (Hofstede 1994: xi; The Chinese Culture
Connection 1987). This study will not address this aspect because the primary
source data was gathered in Finland and Japan only from 1991 to 1996. A
realistic examination of long-term and short-term planning should, in my
opinion, be conducted over a much longer period of time. In addition, Finland
is a Western country where Confucianism is not a prevalent philosophy.

Hofstede's (1980, 1986, 1990; 1993) theory of cultural differentiation has
been criticized for several reasons. Data from multinational corporations and
the personnel of these companies may not present a clear picture of the cultures
studied. Personnel at IBM, where the study was conducted, probably did not
reflect the ethnic make-up of the target society or its class structure. For
example, are Hofstede’s Belgians Flemish or French-speakers? do the
Americans come from the North or South? what is their ethnicity? Hofstede
argues that using such subjects controls other variables (e.g., age, class,
occupation) that may confuse results and, therefore, what is examined is
culture. My feeling is that his study reflects IBM culture which may not be the
same as the mainstream culture in the nations studied. This work will study a
particular educational culture rather than a multinational business culture. It is
possible and probable that other settings within the two countries may yield
different data and results. For the present study, the Finnish and Japanese
Junior high schools that were chosen for this study were small enough to
remain manageable when collecting and analyzing data. Further, the
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tendencies that emerge in my data are meant to reflect only those settings and
not necessarily the countries as a whole. Gudykunst and Ting-Toomey (1988)
state that empirical points such as what Hofstede asked and how have also been
criticized. My feeling is that any study has its shortcomings and one should
refer to a variety of sources rather than rely on one study to gain an adequate
level of understanding of a topic. Overall, my feeling is that a multitude of
problems may arise from attempting a study of as many as 50 countries. This
study will only examine specific settings in two of these countries. Further, the
present study will seek to verify if Hofstede’s dimensions and characteristics
can be found in the data that was gathered in the two educational cultures and
in what way, if any, they manifest themselves.

Finally, it has been argued that Hofstede's theory is not applicable in
interpersonal communication because it is based on organizational
communication. However, this is also an empirical question (Gudykunst and
Ting-Toomey 1988: 46). Hofstede's framework has been used to explain
cultural differences in affective communication (Gudykunst and Ting-Toomey
1988), relationship terms associated with cultural perception of communication
(Gudykunst and Ting-Toomey 1986), interaction episode perceptions (Forgas
and Bond 1984) and equality and equity norms across culture (Bond, Leung and
Wan 1982). This study will apply Hofstede's theory to specific educational
cultures in Japan and Finland, using it as a filter to explain the phenomena
examined.

Hofstede's (1980; 1986; 1990, 1993) project covered cultural differences
among societies in over 50 countries. 117, 000 employees from 40 countries were
surveyed on 32 values questions and the results were tabulated and correlated
in relation to each other. The additional 10 countries were added during a
cross-checking phase of the survey. This study will focus on specific settings in
two countries, namely junior high schools in Japan and Finland. Hofstede's and
other models will be used as a 'filter' to analyze data collected in the two
countries. It is the hope of this researcher that the model will help unravel the
underlying cultural differences and similarities between the settings in these
countries.

Figure 2.1 shows how data gathered in Finland and Japan will be put
through the ‘filter' of Cultural Difference and classified as to cultural similarities
and differences. The model that I will use may be particularly suitable for
intercultural comparisons between Asian and Western cultures, because the
criteria that are put forward apply to social features from these cultures.
Previous research suggests that in East Asia, Confucianism serves as the basis
for collectivism and in the West, liberalism serves as the basis for individualism
(Kim, Triandis, Kagitcibasi, Choi and Yoon 1994: 6).

Scholars have tended to concentrate on the Individualism vs. Collectivism
aspect of Hofstede's model while virtually ignoring the other three dimensions
since it tends to be more encompassing than the others (Bond 1994: 69; Triandis
1995; Kim, Triandis, Kagitcibasi, Choi and Yoon 1994; Gudykunst and Ting-
Toomey 1988; Triandis 1986; Hsu 1977). The present study will integrate
Hofstede's (1980, 1986, 1991) complete 4-D model into the analysis of the data
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because the variety of data that was gathered provided the opportunity to

utilize all of the components.

FIGURE 2.1 Model Of The 'Filter' Of Cultural Difference

Data from Finnish and Japanese settings

Language Policy and Textbooks

Testing

Learner and Teacher Attitudes
Classroom Teaching Methods - Lesson Segmentation

Classroom Interaction

I
1

Cultural Filter

Hofstede’s 4-D Model of Cultural Difference
High and Low Context (Hall 1976)
Politeness and Face (Scollon and Scollon (1983; 1991); Brown

and Levinson (1978))

I
1

Tendencies
Suggesting
Difference

I
1

Tendencies
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Overlap and
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The method used in this study will match Hofstede’s cultural components to
features found in the data for three major reasons:

1. To support or disconfirm Hofstede's (1986) categories in relation
to features within the Finnish and Japanese educational cultural

settings studied.

2. To ease replication and provide additional information on how

futureresearchers cananalyze their data.

3. To provide insight into how I perceive phenomena and relate

them to the categories.

Of Hofstede's (1986) categories, I have selected points which relate specifically
to teacher-teacher or teacher-student interaction.

2.1.1 Characteristics Related To The Individualism Versus

Collectivism Dimension

In individualist societies, autonomy, emotional independence, rights to privacy,
pleasure seeking, the need for specific personal friendships, universalism which
highly values laws and norms that apply to all individuals in society equally,

and the emphasis on T consciousness are held in high esteem. Collectivist

societies, on the other hand, value 'we' consciousness, collective identity,
emotional dependence, group solidarity, sharing duties and obligations, the
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need for stable pre-determined friendships, particularism which refers to tight
in-group solidarity that can hamper more encompassing principles that protect
individuals regardless of group affiliation. Collectivism is also associated with
group decision-making (Kim, Triandis, Kagitcibasi, Choi and Yoon 1994;
Hofstede 1980; 1986; 1990; Kim 1994: 19-40).

The following is an account of Hofstede's (1986) points related to teacher-
student or student-student interaction in individualist and collectivist societies.

TABLE 2.1 Differences In Teacher-Student And Student-Student Interaction Related
To The Individualism Versus Collectivism Dimension

Individualist Societies

Collectivist Societies

positive association in society with
whatever is ‘new’

one is never too old to learn;
‘permanent education’

individual students will speak up in
class in response to a general
invitation by the teacher

individuals will speak up in large
groups

sub-groupings in class vary from
situation to the next based on
universalist criteria (e.g. task at
hand)

confrontation in learning situations
can be salutary, conflicts can be
brought out in the open

face-consciousness is weak

education is a way of improving
one’s economic worth and self-
respect based on ability and
competence

diploma certificates have little
symbolic value

acquiring competence is more
important than acquiring certificates

positive association in society with
whatever is rooted in tradition 1

the young should learn; adults
cannot accept student roles 2

individual students will speak up
only when called upon personally by
the teacher

individuals will only speak up in
small groups 3

large classes split socially into
smaller, cohesive subgroups based
on particularist criteria (e.g. ethnic
affiliation)

formal harmony in learning
situations should be maintained at
all times 4

neither the teacher nor any student
should ever be made to loose face

education is a way of gaining
prestige in one’s social environment
and of joining a higher status group
(a ticket to ride)

diploma certificates are important
and displayed on walls

acquiring certificates, even through
illegal means (cheating, corruption)
is more important than acquiring
competence
(Continued)
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(Continued)

teachers are expected to be strictly teachers are expected to give

impartial preferential treatment to some
students (e.g. based on ethnic
affiliation or on recommendation by
an influential person)

1. e.g. Trevino 1982

2. Lieh-Mak et al., 1984

3. Redding 1980: 211

4. e.g. Coxand Cooper 1977

Source: Hofstede (1986: 312)
2.1.2 Characteristics Related To The Power Distance Dimension

Hofstede (1986) defines Power Distance as the extent to which the less
powerful in society accept inequality in power. In a strong or large power
distance society individuals accept power as a part of society and superiors
consider themselves different from their subordinates and vice versa. Small,
weak or low power distance cultures believe power should only be used when
it is legitimate and that power should be distributed more or less equally
(Gudykunst and Ting-Toomey 1988: 47; Schwartz 1994: 86). Hofstede
elaborates on specific traits related to this cultural aspect in teacher-student or
student-student interaction.

TABLE 2.2 Differences In Teacher-Student And Student-Student Interaction Related

To The Power Distance Dimension

Small Power Distance Societies

Large Power Distance Societies

stress on impersonal "truth” which
can in principal be obtained from
any competent person

a teacher should respect the
independence of his/her students

student-centered education
(premium on initiative)

teacher expects students to initiate
communication

teacher expects students to find their
own paths

students may speak up
spontaneously in class

stress on personal ‘wisdom’ which is
handed down by a particular teacher
(guru)

a teacher merits the respect of
his/her students 1

teacher-centered education
(premium on order)

students expect teacher to initiate
communication

students expect teacher to outline
paths to follow

students speak up in class only if
invited by the teacher
(Continued)
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(Continued)
students are allowed to contradict or
criticize teacher

effectiveness of learning related to
amount of two-way communication
in class 3

outside class, teachers are treated as
equals

in teacher/student conflicts, parents
are expected to side with the student

younger teachers are more liked
than older teachers

teacher is never contradicted or
publicly criticized 2

effectiveness of learning related to
excellence of teacher
respect for teacher is also shown

outside class

in teacher /student conflicts, parents
are expected to side with the teacher

older teachers are more respected
than younger

1. according to Confucius, "teacher" is the most respected profession in society
2. e.g. Faucheux et al., 1982
3. Revens 1965; Jamieson and Thomas 1974; Stubbs and Delamont 1976

Source: Hofstede (1986: 313)

2.1.3 Characteristics Related To The Uncertainty Avoidance
Dimension

Hofstede (1986) defines uncertainty avoidance as the extent to which people
within a culture become uneasy in situations which they perceive as
unstructured, unclear, or unpredictable. Cultures with a weak uncertainty
avoidance are contemplative, less aggressive, unemotional, relaxed, accepting
personal risk, and relatively tolerant. Cultures with strong uncertainty
avoidance tend to develop strategies that reduce the likelihood of an uncertain
situation developing. For example, they may have verbal cues to signal at
mealtime that it is time to begin eating. Weak uncertainty avoidance cultures
feel more at ease in unpredictable situations and need not develop such
strategies (Gudykunst and Ting-Toomey 1988: 47; Schwartz 1994: 86). Relating
to teacher-student or student-student interaction Hofstede proposes the
following traits.

TABLE 2.3 Differences In Teacher-Student And Student-Student Interaction Related
To The Uncertainty Avoidance Dimension

Weak Uncertainty Avoidance Strong Uncertainty Avoidance
Societies Societies

students feel comfortable in
structured learning situations with
precise objectives, detailed
assignments, strict timetables
(Continued)

students feel comfortable in
unstructured learning situations
with vague objectives, broad
assignments, no timetables



(Continued)
teachers are allowed to say "I don't
know"

a good teacher uses plain language
students are rewarded for
innovative approaches to problem

solving

teachers are expected to suppress
emotions (and so are students)

teachers interpret intellectual
disagreement as stimulating exercise

teachers seek parents' ideas
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teachers are expected to have all the
answers

a good teacher uses academic
language

students are rewarded for accuracy
in problem solving 2

teachers are allowed to behave
emotionally (and so are students)

teachers interpret intellectual
disagreement as personal disloyalty

teachers consider themselves experts
who cannot learn anything from lay
parents and parents agree

1. Stroebe 1976
2. Triandis 1984

Source: Hofstede (1986: 314)

2.1.4 Characteristics Related To The Masculinity Versus Femininity
Dimension

The final list of categories that will be applied to the data relates to masculinity
and femininity within society. Masculine cultures expect men to be assertive,
ambitious and competitive. They expect women to serve and care for the non-
material quality of life, for the children and for the weak. Feminine cultures, on
the other hand, have relatively overlapping roles for the sexes, in which men
need not be ambitious or competitive but may go for a different quality of life
than material success (Garant 1995b; Gudykunst and Ting-Toomey 1988: 47;
Schwartz 1994: 86). Hofstede (1986) found these traits related to teacher-
student or student-student interaction

TABLE 2.4 Differences In Teacher-Student And Student-Student Interaction Related
To The Masculinity Versus Femininity Dimension

Feminine Societies Masculine Societies

teachers avoid openly praising
students

teachers openly praise good students

teachers use average students as the teachers use best students as the
norm norm

(Continued)
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(Continued)

system rewards students' social system rewards students’ academic

adaptation performance

a student's failure in school is a a student's failure in school is a

relatively minor accident severe blow to his/her self image
and may in extreme cases lead to
suicide

students admire friendliness in students admire brilliance in

teachers teachers

students practice mutual solidarity students compete with each other

in class

students try to behave modestly students try to make themselves
visible

corporal punishment is severely corporal punishment is occasionally

rejected seen as salutary

students choose academic subjects in students choose academic subjects in

view of intrinsic interest view of career opportunities

male students may choose male students avoid traditionally

traditionally feminine academic feminine academic subjects

subjects

Source: Hofstede (1986: 315)

The reader should keep in mind that not all individuals in any group reflect all
of the features of that group. There are any number of variations in behavior
between group members. As Dufva (1991) suggests, cultures are not uniform.

'There is no such thing as a typical Finn.'

Also, one may assume that there is no such thing as a typical Japanese person.
Still, the prevailing values in society may be inferred from individual values
averaged across the members of the society (Hofstede 1980; Schwartz 1994: 92).
This study will present an averaged value of the factors studied which can
point to the values in the specific educational cultures of the two settings.

2.2 Context And Culture

Applied researchers have become increasingly interested in low and high context
communication and culture (Hall 1976; Gudykunst and Ting-Toomey 1988;
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Samovar and Porter 1991). These concepts will also be examined in the present
study.

yHall (1976) suggests that how and in what circumstances language is used
varies according to societies and cultures. He classifies ‘high-context cultures’ as
those in which situational features can be interpreted and relatively small
amounts of information need to be explicitly encoded. Encoding is the process
in which verbal and non-verbal information is interpreted based on the rules
governing interaction and the rules of the language being used (Samovar and
Porter 1991: 8). In high-context communication 'most of the information is
either in the physical context or internalized in the person, while very little is in
the coded, explicit, transmitted part of the message' (Hall 1976: 79).

In 'low-context cultures', relatively little information is interpreted from the
situations and verbal communication is necessary in order to convey meaning.
'The mass of the information is vested in the explicit code' (Hall 1976: 79).
Gudykunst and Ting-Toomey (1988: 58-59) suggest significant differences in the
communication systems of Finland and Japan.

TABLE 2.5 Scores On Hall's And Hofstede’s Dimensions Of Cultural Variability For
Selected Countries On A Scale Of 0 - 100

Country : 1a lividualis SCu 0
Afghanistan - - - - high
Africa (East)a 64 52 27 41 high
Africa(West)b 77 54 20 46 high
Arab Cultures ¢ 80 68 38 53 high
Argentina 49 86 46 56 high
Australia 36 51 90 61 low
Austria 11 70 55 79 low
Bangladesh - = - - high
Belgium 65 94 75 54 low
Bolivia - - = - high
Brazil 69 76 38 49 high
Cameroon = > - - high
Canada 39 48 80 52 low
Chile 63 86 23 28 high
China = a = - high
(People’s Republic

Columbia 67 80 13 64 high
Costa Rica 35 86 15 21 high
Cuba = - . - high
Denmark 18 23 74 16 low
El Salvador 66 94 19 40 high
Equador 78 67 8 63 high
Finland 33 59 63 26 low
France 68 86 71 43 low
Germany (D.R) - - - - low
Germany (F.R) 35 65 67 66 low
Great Britain 35 35 89 66 low
Greece 60 112 35 57 high

(Continued)
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(Continued)

Guatemala 95 101 6 37 high
Honduras - - - - high
Hong Kong 68 29 25 57 high
Hungary - - - - low
Indonesia 78 48 14 46 high
India 77 40 48 56 high
Iran 58 59 41 43 high
Ireland 28 35 70 68 low
Israel 13 81 54 47 low
Italy 50 75 76 70 low
Jamaica 45 13 39 68 high
Japan 54 92 46 95 high
Korea (S.) 60 85 18 39 high
Malaysia 104 36 26 50 high
Mexico 81 82 30 69 high
Nepal - - - - high
Netherlands 38 53 80 14 low
Nicaragua = & - - high
Norway 31 50 69 8 low
New Zealand 22 49 79 58 low
Pakistan 55 70 14 50 high
Panama 95 86 1 4 high
Peru 64 87 16 42 high
Philippines 94 4 32 64 high
Poland = = = - low
Portugal 63 104 27 31 high
Puerto Rico = - = = high
Romania - = - - low
Singapore 74 8 20 48 high
South Africa 49 49 65 63 low
Spain 57 86 51 42 high
Sri Lanka = - = " high
Sweden 31 29 71 5 low
Switzerland 34 58 68 70 low
Taiwan 58 69 17 45 high
Thailand 64 64 20 34 high
Turkey 66 85 37 45 high
Uruguay 61 100 36 38 high
USA 40 46 91 62 low
USSR = = - - low
Venezuela 81 76 12 73 high
Vietnam - “ = = high
Yugoslavia 76 88 27 21 high

SOURCE: Adapted from Hall (1976) and Hofstede (1980, 1983).

NOTE: The low/high designation for context is based on the cultures’ score on
individualism/ collectivism (those below median are considered high-
context, those above the median are considered low-context) or discussions
of the culture in previous cross-cultural analyses.
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a. Includes Kenya, Ethiopia, Tanzania, and Zambia
b. Includes Ghana, Nigeria, and Sierra Leone

c. Includes Egypt, Lebanon, Libya, Kuwait, Iraq, Saudi Arabia, and United Arab
Emirates

The data gathered for this study exhibits a number of both high and low context
cultural features. These will be discussed in detail in the analysis section of the
study. Many studies suggest that low-context culture is closely related to
individualism and high-context culture is closely related to collectivism (Hall
1976; 1983; Devito 1995: 29-33). These aspects of culture will be dealt with in
relation to aspects of individualism and collectivism found in the data. Not a
great deal of independent discussion will be included as it might restate
information and appear redundant.

Table 2.5 presented Hofstede’s original findings along with the
classification of low and high context in culture. The table serves to illustrate
how individualism is related to low context and collectivism is related to high
context.

2.3 Politeness

The study of politeness phenomena has become an important aspect of the study
of 'universals in language usage' (Brown and Levinson 1978; Scollon and
Scollon 1995). Terms related to this area of study will be defined in this section.

Grice's maxims (1975) put forth his rules of politeness which can be
summarized as 'be polite' and 'make yourself clear’. Lakoff (1977) and Leech
(1983) elaborated on Grice's suppositions. 'Being polite' or 'making oneself
clear’ is usually not a problem within one's own culture because human beings
are raised to know their own culture's rules of politeness. However, dealing
with other cultures with different rules of politeness is quite a different matter.
There are many ways in which to analyze politeness across cultures. This study
will incorporate the following theories.

Face, a concept often associated with politeness, is an individual's public
self-image. It is usually used in the old English sense of 'losing face' or being
publicly embarrassed or humiliated (Goffman 1967; Brown and Levinson 1987;
Carbaugh 1990). In Japanese, the concept of face, or mentsu, carries with it a
concept of honor (Scollon and Scollon, 1995: 34). In Finnish, the concept of face,
or kasvot, carries with it similar connotations. A face threatening act puts into
jeopardy an individuals 'face' (Fasold 1990; Brown and Levinson 1987).

Brown and Levinson (1987) put forth the concept of positive and negative
polarization.
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negative face: the want of every ‘competent adult member' that his actions
be unimpeded by others. Emphasis on social distance.

positive face: the want of every member that his needs and ideas be
desirable to at least some others. Emphasis on interaction.

Source: Brown and Levinson 1987: 62

From negative face derives negative politeness which is familiar to Westerners as
formal, non-imposition politeness. From positive face comes positive politeness
which includes the wants of individuals to be treated as a friend, be a member
of the in-group and have their ideas liked and accepted by others (Brown and
Levinson 1987: 59-71).

Scollon and Scollon (1995: 37-38) clarify Brown and Levinson's positive
and negative politeness by equating it with a magnet which attracts at the
positive poles and repels at the negative poles. However, they point out a
weakness in using this terminology because 'negative' can easily be confused
with 'bad’ and 'positive' may equally be confused with 'good".

They put forth, instead, the terms solidarity politeness and deference
politeness. Both forms of politeness are projected during all encounters. That is
to say, individuals reflect both independence and involvement while
interacting. Too much involvement may produce a face threatening act in which
an individual feels that their independence has been encroached upon, while
too much independence may make a participant feel that the speaker wishes to
have limited involvement (Scollon and Scollon, 1995: 38). Such is the nature of
face in interaction.

Rather than including a paradigm of positive and negative politeness
which may suggest good and bad to the reader, the two categories of politeness
which will be applied to this study will be deference politeness and solidarity
politeness because they could be more applicable to the Asian-Japanese data
(Scollon and Scollon 1983; 1995). The terms are defined as follows:

Deference Politeness: Imposition is assumed to be high and the more
powerful speak 'downward' to the less powerful. The less powerful speak
'upwards'

Solidarity Politeness: Imposition is assumed low and communication is more
or less equal.

Source: Scollon and Scollon 1983: 169-170

Due to the nature of the data, the concept of politeness will not take a central
role in this study. It will, however, be incorporated as a secondary line of
analysis, and clear examples of politeness phenomena will be pointed out as
they appear in the following chapters.



43

2.4 General Considerations For Classroom Research

As for research methods, ethnomethodology which would focus only on
classroom discourse (Sacks 1986; Atkinson and Heritage 1984; Levinson 1983),
was rejected in favor of an ethnographic approach which looks at interaction
within society and its culture (Hymes 1972; Scollon and Scollon 1995; Saville-
Troike 1982).

Richards (1989) points out that research methods on educational culture
should include both qualitative and quantitative aspects. Quantitative methods
are those that codify phenomena utilizing structured interviews, social surveys
and questionnaires. Quantitative methods will be used in examining aspects of
language planning, testing and textbook design because they tend to
concentrate on objective, 'countable features'. For example, the chapter on
curriculums examines when learners begin studying second languages and
what the goals are. From my perspective, such matters are not subject to
negotiation but may be subject to interpretation.

In contrast, qualitative methods utilize observation, diaries and open-ended
and informal questionnaires (Griffin 1985: 100). The methods adopted for this
study focused on watching, asking and doing. Controlling methods such as
experiments were not utilized primarily because I was not in a position, as a
participant observer in Japan and researcher in Finland, to initiate such
activities in the lessons that were observed.

Figure 2.2 suggests that the majority of the methods used in the study are
qualitative while they are reinforced by quantitative methods. The figure also
indicates which methods were based on several lessons and which methods
were used in only one lesson in order to clarify this point.

The resources for the present study consist of a wide corpus of materials
gathered during five years of research in Finland and Japan. Richards (1989)
provides an excellent discussion of ethical issues that are involved in research.
Because of their human desire not to be ridiculed in public, the teachers,
administrators and students concerned should feel that the researcher will not
portray them in a bad light. In order to relieve the tensions and apprehension
that might have been caused by the project, time was allotted to get to know the
teachers and students who participated. Two years were spent in Japan
working within the schools studied, and one year was spent in Finland during
which intermittent visits were made to the schools studied. This was done so
that both the researcher and the subjects of the study would have time to feel
comfortable communicating with each other.

While the familiarization process was under way, the researcher made
notes of the teachers' comments and opinions as well as of what was taking
place within the schools. This was done as an ongoing process so the learners
and the teachers would get used to having the researcher around.

Brophy (1979: 743) advocates studying different classrooms stating that
studying 20 classrooms for 20 hours each yields better results than examining
one classroom for 400 hours. On the other hand, van Lier (1988: 4) takes the
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position that 'one lesson may yield as much useful information as ten lessons,
and probably a good deal more than fifty lessons, except if we have unlimited
time at our disposal. This study will strike a balance between the two
positions. 20 lessons were observed in Finland and 20 team-taughtlessons were
observed in Japan in order to make general notes and observations (marked M
on figure 2.2). Three regular Japanese English lessons were videotaped by the
Japanese teacher of English who taught them. The teacher stated that the
lessons were typical English lessons. Other Japanese English teachers
suggested they used similar methods in their regular lessons. This made it
possible to make fairly reliable conclusions concerning the English classroom
settings studied in the two countries.

FIGURE 2.2 Quantitative And Qualitative Research Methods

Quantitative Qualitative

Measuring Observation Interviewing
Transcription O Learners M

Questionnaires MO* Video taping M Teachers M
Notes M Administrators M

[Curriculum design] Teacher trainers M

[Testing]

[Textbooks]

[ ] = institutional constraints

M = many lessons

O =one lesson

* Questionnaires were used to examine learner opinions of many lessons. In
Chapter Seven, questionnaires were given to students focusing on one specific
lesson.

This study will also use six videotaped lessons from Japan and six videotaped
lessons from Finland to examine the specific subject of lesson segmentation and
classroom activities (indicated by M in figure 2.2) . Also, transcribed
introductions of one Finnish lesson, one regular Japanese lesson and one team-
taught Japanese English lesson will be used to examine classroom discourse
(indicated by O in Figure 2.2). This will provide a cross-section of the
videotaped data.

Fanslow (1977; 1992; 1993) puts forth the proposition that no two people
view the same event from identical perspectives. This applies to the
observation techniques in this study. My perspectives have, unavoidably, been
incorporated into the analysis. However, in order to bring balance into my
interpretations, I have, where necessary, consulted Japanese or Finnish
informants.
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A number of techniques were incorporated into this study each with their
own advantages and disadvantages. Observation describes what goes on in the
classroom but cannot provide information on unobservable phenomena such as
reasoning or mental strategies. Interviews, whether structured or unstructured,
provide personalized information on types of behavior which cannot be
determined through observation, but they take a considerable amount of time.
Observation diaries can provide valuable insights into the classroom but are
difficult to compare between classrooms and groups of learners (Oxford and
Burry-Stock 1995: 2). The study of institutional constraints including teacher
training, testing and the textbook design of Japan and Finland provides insights
into classroom behavior. This study will include a discussion of these topics for
two primary reasons. The first and foremost is that it is essential for gaining an
understanding of foreign language teaching and learning in the two countries
(Lado 1957; Hofstede 1986; Stern 1983; Widdowson 1990). Secondly, few people
are familiar with the institutions and education systems of either Japan or
Finland and even fewer are familiar with both (Mervid 1993; 1995). An
overview of the institutional factors will provide the reader with necessary
background information.

Stubbs (1983: 234) states that researchers should double-check their
account or interpretation of an event or setting. The use of triangulation (figure
2.3) which includes the adoption of different methods, different kinds of data
and assorted research tools is advocated by many researchers (van Lier 1988:
13). Data and method triangulation have also been called "ethnographic
monitoring" (Hymes 1986: 56). Cohen and Manion (1980) identify three types of
triangulation: (1) between method (figure 2.3), (2) within method, and (3)
investigator triangulation.

FIGURE 2.3 Between Method Triangulation

Measuring
Structured Questionnaires
Institutional Factors

Watching Asking/Doing
Observation Interviews
Videotapes Informal surveys

The first two points concerning method triangulation of research have been
integrated into this study by double-checking information in more than one set
of data using more than one method. For example, the existence of formal
harmony in the Japanese classroom is cross-checked in the textbooks, teacher
attitudes, lesson segmentation and discourse analysis sections. Teachers,
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researchers and pupils provided inwestigator triangulation through informal
discussions as well as through feedback at academic conferences where
preliminary results were presented.

2.4.1 Examining Language Planning And Textbooks

The curriculum is an important instrument of educational policy (Widdowson
1990: 127-129). Therefore knowledge of language planning and the curriculum
in Japan and Finland, as in any country, has a great importance in examining
how English teaching and learning takes place in the specific settings in the two
countries (Huhta 1996; Oda 1996).

In this study, the terms 'curriculum’' and 'syllabus’ will both mean "the
specific teaching program or pedagogic agenda for a particular group of
learners in regard to a particular subject" (Widdowson 1990: 127). A number of
questions will be investigated, such as:

Are the curriculums the same in the two countries?
If not, what are the differences?

How are they influenced by the culture?

What are the goals of the system?

Are the goals compatible with each other?

Who plans the system?

Is it planned locally or centrally?

The data includes technical reports from Japan and Finland, interviews with
teachers working in the two countries and information from articles written on
the subject. The data was analyzed by comparing and contrasting the settings
studied in relation to each other.

The textbooks used in the settings reflect the curriculum and will be
examined in relation to the criteria put forth in Hofstede's (1980; 1986,1990) ‘4-D
Model of Cultural Difference’. This could shed light on cross-cultural
similarities and differences which influence language planning in the two
countries.

Textbooks are closely linked to the curriculum and have therefore been
included in the same chapter of the present study. Central questions are how
textbooks are designed in Finland and Japan and whether they reflect cultural
characteristics of the two countries.

The data includes the textbooks used in the two settings as well as
research articles on the subject. This study concentrates on junior high school
textbooks because the classroom research section of the present study was done
in settings that used them (Arnold, Haavisto, Kallela, Nikkanen and Suurpda
1991a; 1991b; Kairyudo 1987; 1993). Other textbooks that are used in the two
countries were not examined because they were not used in the settings where
lessons were videotaped and observed.

Textbooks represent the 'visible heart' of any EFL program (Sheldon 1988:
237). Several methods of examining textbooks have been proposed by various
researchers, teacher trainers and applied linguists. Most of these are primarily
concerned with situations where the teacher or local administrators have a wide
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range of options in their choices, such as the United States where 28 major
publishers offer 1623 textbooks for ESL (Goodman and Takanashi 1987).

Tucker (1977) put forth a system for evaluation in which number scales
were used to evaluate textbook traits. This system was rejected because a more
descriptive approach will cover the topic better. Widdowson (1990: 156-80) put
forth a system for examining materials and methods but does not address
textbooks directly. Instead, his method concentrates on other teaching
materials, the study of which, although useful, is a different topic than
evaluating the textbooks of Japan and Finland. Harmer (1991: 281-84) presents
another system for evaluating textbooks in which he puts forth the following
categories:

Practical considerations, Layout and design, Activities, Skills, Language type,
Subject content, Guidance, Conclusion.

He then suggests straightforward questions with which to analyze textbooks.
However, Harmer's terminology will not be adopted because the questions that
he uses are too specific for comparing general characteristics as was done in the
present study.

The present study will analyze the textbooks used in the specific
educational cultures studied in Japan and Finland by a modification of the
procedure of Sheldon (1988), which is somewhat similar to Harmer's method
presented above, incorporating much of his terminology. However, Sheldon's
method puts forth too many subcategories. Although all of his subcategories
could be useful when actually selecting course books, not all will be used in
discussing the general differences between Japanese and Finnish textbooks.

Lado (1957), Yoshio (1995) and other studies examine the relationship
between culture, textbooks and language planning.  Surprisingly the
relationship between culture and language textbooks does not take a central
role in many syllabus and textbook studies which tend to focus instead on
linguistic or teaching aspects with emphasis on learner needs (Nunan 1988;
Cunningsworth 1984; Candlin and Breen 1979; Hutchinson and Waters 1987).
This study will first examine linguistic and teaching aspects, then use the
information to analyze cultural features.

This study will use the following of Sheldon's (1988) terms:

TABLE 2.6 Terms For Analyzing Textbooks

Rationale Availability

User Definition Layout and Graphics
Accessibility Linkage

Selection and Grading Physical Characteristics
Appropriacy Authenticity
Sufficiency Culture Bias

Stimulus and practice revision Guidance

Educational value Overall Value
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Rationale is concerned with why the textbook was written and what gaps it
intends to fill. It is also concerned with what needs analyses were conducted
and what the book's objectives are. Auwailability is concerned with whether the
book is easy to obtain. User definition deals with the clear specification of who
the book is intended for, their culture, precise entry/exit definitions and what
international standards the book conforms to, such as Council of Europe scales
(van Ek 1975). Layout and graphics are concerned with the way text and graphics
interact on the page. Does the book look cluttered? Is the artwork appealing?

Accessibility rates how the material is organized. Is it possible to clearly
rate when progress is made? Are there indexes, section headings, vocabulary
lists? Can the learners monitor their own progress? Is the learner given clear
advice on how the books should be utilized? Linkage measures the way in
which the chapters of the book and the book series progress. Selection and
grading is related to the previous point, being more concerned with the level of
the material. Is it too deep or too shallow for the students? Is the book useful
when taking into account the learner's mother tongue?

Is the book easy to carry? Can it be re-used? Are spaces provided for the
students to make notes? These questions determine the book's physical
characteristics. Appropriacy is concerned with whether the material will hold the
attention of the learners and whether they can relate to the topics the book
discusses. Authenticity rates whether textbooks use native-like constructions or
actual material from the target language and if not, to what extent the language
is modified to suit the ability of the learners. Sufficiency measures whether the
book can stand on its own or whether the teacher must prepare extra material
in order to reach the target of the lessons.

Culture bias incorporates social environment and religious topics, weaning
preconceived notions, humor and philosophy, racial stereotypes and what
Sheldon (1988) calls 'presenting sanitized versions' of the United States and
Britain regarding racism, unemployment, poverty and other types of social
problems. These topics will not be addressed as Sheldon (1988) presents them.
Instead, culture and how other cultures are presented in the textbooks will be
included in a separate discussion.

The terms Stimulus and practice revision will be used to rate if the material
is interactive and if the texts provide opportunities for the students to practice
what is presented. Is the material likely to be retained and remembered by the
learner? Are tests and ongoing revision exercises included with the text and are
self-checks provided? Guidance will be used to measure how the teacher is
instructed to use the textbook. Is there appropriate delay between the adoption
of the textbook and the beginning of its being used so that the teachers can
familiarize themselves with the new materials? Is teacher training provided?
Are there enough notes in the teacher'sbook? Is the book useful for non-native
teachers?

Educational validity and overall value evaluate the other categories and sub-
categories. They answer the question: "Do the books do what they are
supposed to do?" Are they easy to use and successful in the teaching situation?
Do they cover the points that the learners need?
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Following the discussion of these topics, the textbooks will be analyzed
through the filter of Hofstede is '4-D Model of Cultural Difference' as presented
in figure 2.1. This and other cultural aspects that can be seen in language
planning and textbooks will be examined in order to suggest differences and
similarities in the textbooks from an intercultural perspective and to integrate
the textbook section into the whole of the present study.

In summary, Chapter Four will:

1. compare similarities and differences in language planning and textbook
design.

2. examine how these two areas reflect cultural similarities and differences
in the two settings.

The purpose of this investigation is to begin to explain cross-cultural similarities
and differences in English teaching and learning in the educational cultures
studied in Japan and Finland. Also, this chapter will seek to provide
background information necessary for understanding testing, teacher and
learner attitudes, English teaching methods and classroom interaction in the
two settings.

2.4.2 Examining Testing

Testing is an essential component of any foreign language program and may
have either a positive or negative effect on the syllabus (Brown and Yamashita
1995a; Harmer 1991). This study will address testing within the two systems
studied rather than the particular settings because the effects of system-wide
testing appeared to exert substantial influence on the English classrooms of the
two countries. Naturally, locally constructed tests were also important.
However, the entire system of testing should be presented in order to paint a
clear picture of testing and its place within the educational culture. The
discussion in this section will be primarily concerned with university admission
tests because of their importance within the Japanese system and, therefore, on
the educational culture of the setting studied. Testing raises a number of
relevant questions:

What effect does testing have on the learning process?

Are testing and testing design culturally motivated and if so, how?
What is the role of testing?

How does it effect university admission?

What are the learners' attitudes toward the tests that they take?
How are the questions on the test designed?

Are the tests reliable?

Are the tests valid for their purpose?

What is the purpose of testing in the educational culture?

All of these questions will be addressed by the present study.
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In addition, junior high school English tests in both Japan and Finland will
be addressed and sample university entrance tests, interviews with educators
from the two countries and research articles will be used as data.

In order to discuss the topic of testing, there are a few relevant terms
which must be defined. Reliability and validity are the most important of these.
For the purpose of this paper, reliability will be 'a measure of accuracy,
consistency, dependability, or fairness of scores resulting from the
administration of a particular examination' (Henning 1987:74). For validity this
paper will rely on Henning's (1987: 89) definition, according to which 'a test is
said to be valid when it measures what it is supposed to measure'. The backwash
effect is the effect of testing on teaching. It can be harmful or beneficial. If a test
is regarded as important, preparation for it can dominate all other learning
activities (Hughes 1989: 1).

In keeping with Brown and Yamashita (1995a; 1995b), an item will be
defined as 'the smallest distinct unit within a test that yields separate
information’. For example, a single multiple choice question would be defined
as an item as would a translation exercise or an essay, because each is the
smallest unit which produces a score. Translation items will be defined as those
in which the examinee must translate an item from L2 into L1 or vice versa.

Tests from the two countries will be analyzed by comparing their general
characteristics in relation to each other based on the research questions that I
have formulated for this study.

2.4.3 Surveying Learner Attitudes

Learners' attitudes toward the target language play an important role in the
learning process (Richards 1990: 42-49; Prabhu 1987: 75-78; van Ek 1991, Ellis
1985: 103-126). In order to determine what these attitudes were in the settings
studied, the students were polled as to the following:

Why do you study English?

How many foreigners have you talked to?
Did you speak English with the foreigner?
Have you been abroad?

What are your educational goals?

Do you like English?

Do you hate English?

Do you take private lessons?

How much do you study?

Do you watch English movies? How many?
What do you like in English class?

Do you listen to English music?

Do you read English books, magazines, etc.?
How is your English?

Questionnaires were used to elicit responses for the empirical analysis of this
study. The participants polled were 100 Japanese and 129 Finnish junior high
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school students. The students in both countries were between 14 and 15 years
old when the surveys were conducted.

Phillips (1983) puts emphasis on participant observation. A participant in a
setting is better able to provide an insider's emic perspective. This was one of
the methods used in the Japanese setting. I worked for the Board of Education
in the town and taught in the schools as an assistant English teacher.
Participant observation was not possible in Finland because foreign teaching
assistants do not teach in Finnish junior high schools and I did not possess the
proper qualifications to teach in the schools. Therefore, in the Finnish school
setting, I assumed the role of a researcher. It should be noted that although I
did not teach in the schools where I conducted research in Finland, my previous
experience with Finnish learners of English helped provide a more inside
perspective to the study.

Oxford and Burry-Stock (1995) report on worldwide language learner
strategies through the Strategy Inventory for Language Learning or SILL. SILL
is a summative rating scale for assessing language learning strategies using
questionnaires. It has been used in many countries and settings but was
rejected for this study because of its length and because it did not contain
questions vital to this project. For example, learners are instructed to respond
to questions using a scale from 1, which means 'never or almost never true of
me' to 5, which means 'always or almost always true of me'. -the survey
included items such as T try to talk to native English speakers'. My experience
when constructing the questionnaires and results suggested that both Japanese
and Finnish junior high school students tried to speak to 'native English
speakers. My questionnaire asked how many' in order to gain specific
information. I felt that a SILL type test was inadequate for this study since it
probably would not account for specific information necessary for
understanding the setting. Locastro (1993) found the same for her Japanese
learners. Oxford and Green (1995: 166) state in response to Locastro that
'normal people who use the SILL understand the restrictions placed on use and
interpretation of this (and any other) cumulative rating scale’. However, I felt
that constructing a questionnaire that would ask more specific questions would
be effective in the settings that I studied.

The present study initially set out to design a questionnaire, based on
extensive reading and discussions with numerous language professionals, that
would inform practicing teachers in Japan about Japanese learners. The
responses could be used to analyze the student's views toward foreign
language teaching and learning and their place within the system. The analysis
could, in turn, be used for lesson planning. Questions were structured in
several different ways including multiple choice questions, yes/no questions,
yes/no questions followed by open response questions and open response
questions. The questionnaires were written in English and explained and
clarified to the Japanese learners in Japanese by the Japanese English teacher
when administered.

The questionnaires differed slightly between the two countries because of
slight differences in their respective educational systems and the terminology
used. Entrance examinations to senior high school which are common in Japan
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are non-existent in regular Finnish senior high schools, post-junior high school
options are different for students and more English language television is
shown in Finland. So, questionnaires were modified to reflect this.

Befu (1989) suggests that emic distinctions between cultures make
translating certain etic concepts problematic. The questionnaires used in this
study were changed in order to adapt to this. Concepts that were problematic
or vague when administered to Japanese learners were modified and explained
when given to the Finnish learners who also answered an English questionnaire
that was explained and clarified by their Finnish English Teacher.

Only one question was completely restructured between the two countries
because of cultural assumptions (Befu 1989; Hamaguchi 1977; Hsu 1975). The
question concerned whether or not the students liked English. ‘Do you hate
English' was included in the Japanese questionnaire because there is an
idiomatic expression, Eigo kirai, meaning 'English Hate’, in the Japanese
language. Popular belief among many Japanese English teachers and in society
suggests that over 50% of third year Japanese junior high school students hate
English because of impending senior high school entrance examinations (Araki
1995; Wada 1992). After informal discussions with teachers and students, I
wanted to find out if the total was actually that high. In the Finnish
questionnaire, 'Do you like English? was asked with the multiple choice
answers 'yes', no' and 'T don't know’, because the concept of large numbers of
students hating English is not common in the culture.

This raises interesting methodological questions for cross-cultural
research. In order to make the questionnaires the same, it would have been
necessary to make the questions too general and thus lose great deal of their
content, because of the institutional and cultural differences between the two
countries. Therefore, the questionnaires used in the two countries were similar
but not identical (Appendix 1).

In Finland, 17 questions were included. Study motivation was addressed
in questions 1, 5, 6, 11, 12, 13, 14 and 15. What and how they studied English
was addressed in questions 7, 8, 9 and 10. In addition, intercultural topics were
dealt with in questions 2, 3, 4, 5, 6, 11, 12, 13, 14 and 15. Finally, all those
surveyed were asked about their career goals. Finnish students were only
asked about English, not about other languages they were studying.

In Japan, 19 questions were included in the questionnaire. Questions 1, 5,
6,7,12,13, 14 and 15 were concerned with study motivation. Questions 8, 9, 10
and 11 were concerned with how and why they studied the language. And,
questions 2, 3, 4, 5, 6, 10, 11, 12, 13, 14, 15 and 16 were concerned with
intercultural topics. In addition, Japanese learners were also asked to respond
to two questions (17 and 18) regarding their impressions of team-taught
lessons.

The Japanese questionnaire was constructed first. I had taught in Japan
for a year before I designed the questionnaires and had established a
relationship between myself and the learners. This probably increased the
number of genuine responses to each question and decreased the number of
joke answers'. My original goal was to determine how the students felt in
order to better teach them the target language as well as to investigate their
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attitudes toward international issues related to their language education
(Garant 1992).

Although the questions were written in English in both Finland and Japan,
they were orally translated to the students by their teacher in order to avoid
confusion. The questions on the surveys were written in such a way that the
learners should have been able to understand them although some students
needed clarification. Students were instructed to respond to the questionnaires
with their own opinions and not how they thought they should respond or how
others in the class might respond.

The questionnaires were analyzed by comparing the Finnish responses to
the Japanese responses.

2.4.4 Eliciting Teacher Responses

Japanese teachers of English, in the views of many assistant language teachers,
tend to be defensive and avoid direct questions regarding their teaching (Bay
1992; Kobayashi 1994). This is consistent with the concept of indirect
communication in Japanese language and culture which relates to the face
concerns and deference politeness discussed in Chapter One (Kobayashi and
Atler 1992, Kobayashi and Cominos 1995; Scollon and Scollon 1983; 1995).
Therefore, a variety of means were necessary in order to accomplish the goal of
unraveling the views of the Japanese teachers of English involved in the project,
while simultaneously maintaining positive working relationships within the
schools.

Preparing a specific questionnaire for the teachers was ruled out because
the study wished to elicit the teachers' personal opinions about foreign
language teaching and learning in their schools, rather than have them answer
questions prepared by the researcher which could be biased by the design of the
questionnaire. This was possible because there were less than ten English
teachers in each setting in the two countries. I wanted to try and find out what
the teachers really felt. This is problematic in Japan, with questionnaires and
surveys in general, because the teachers may answer what they think they
should answer rather than how they really feel (CLAIR 1992). Triangulation
techniques were therefore utilized to cross-check information. It was hoped
that a more informal approach would produce genuine differences in opinions
as well as original perspectives on the classroom and language teaching in
general. It was chosen in order to attempt to spotlight differences in the way
Finnish and Japanese teachers perceive classroom interaction, their roles as
teachers and their foreign language education systems without putting
constraints or pressure on them.

Edge's 1992 paper entitled "Co-operative Development" suggests that a
need exists for teachers to work together in order to become better teachers. In
order to accomplish this, he suggests, the teaching act should be discussed in
dialogue, with 'respect, empathy and honesty', in order not to intimidate
individual teachers. This concept is instrumental in eliciting information from
teachers because intimidation is likely to make them uncooperative. Underhill
(1989) stresses the need for educators to promote well-being and not be
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antagonistic, and King (1983) advocates using a counseling approach when
dealihg with fellow teachers. When eliciting responses from teachers for this
study, these concepts were kept in mind. However, the project produced mixed
results because many Japanese teachers were intimidated by the mere presence
of an assistant language teacher (Yamane 1995; Bay 1992). In many cases,
Japanese teacher respondents would not convey personal opinions about the
teaching and learning process.

This was probably related to cultural factors in Japan: 'tatemae', or
harmony, should be maintained at all times, often at expense of 'honne', or true
opinions (Tanaka 1990: 62). Koivisto (1993b) suggests that openly expressed
opinions, tatemae, are a facade intended to keep communication going. True
opinions, honne, must be read from the situation. Nevertheless, some of the
informants who participated in the present study were willing to make direct
statements, usually one on one in informal situations. Koivisto (1993b) suggests
that one-on-one meetings with key individuals are important in the Japanese
decision making process because during these meetings true opinions, honne,
are expressed. Individuals who expressed true opinions regarding this project
in Japan could have done so because of one-on-one or informal meetings,
experience abroad, greater confidence in their English skills, their personalities
or a combination of these and other reasons. Such informants' direct opinions
will be quoted often in the work when they were supported by indirect
opinions from other teachers or from data gathered by the other means used in
the present study. The reader may, therefore, find one informant being quoted
repeatedly in certain sections of the work.

The Finnish teachers responded well to questions and provided many
valuable insights as well as personal opinions on their attitudes toward
teaching. This clearly reflects different cultural traits. In Finland, the teachers
seemed to be more receptive to the idea of classroom research than their
Japanese counterparts. This is probably due to a variety of reasons, including
their perception of their English ability, their experience as well as cultural
traits.

The Japanese teacher's opinions toward the lessons became clear to the
researcher through the planning process of team-taught lessons. The lessons are
ideally constructed in three phases by the assistant English teacher and
Japanese teacher of English. The 'pre-lesson’ phase consists of formulating
goals and planning the activities for the lesson. The 'in-lesson’ phase takes place
in the classroom in which language skills are presented, practiced and
produced. This is followed by the 'after-lesson’ phase in which the assistant
English teacher and Japanese teacher of English discuss the good and bad
points of the lesson (Brumby and Wada 1990: 10-19; Tanaka 1992: 3-5). This also
serves to illustrate that cooperative development is a part of the team-teaching
process.

In Finland, consultations with the teachers before and after the lessons in
addition to other informal conversations form the basis of evaluating their
opinions on foreign language teaching and learning and their contemporary
education system. Therefore, the questioning of the teachers in both settings
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took place in a free, loosely structured format. However, the same topics were
covered in both countries with both groups of teachers.

To contribute to a fuller understanding of the Japanese teachers' view of
the classroom, two model lessons and their critique will also be included in this
study. The first lesson was prepared for viewing by the research committee of
Kanra town. Principals and teachers were invited to the class to view the
lesson. Following this, the Japanese teacher of English prepared and presented
a paper on the lesson for the members of the committee. The second such
model lesson was prepared to be evaluated by the prefectural school inspector.
The comments and justifications for both team-taught lessons are invaluable
because they include explanations intended for Japanese teachers and
administrators. A report of this sortis culturally revealing.

An examination of the comments collected in the above manner presents a
clear picture of both the Japanese and the Finnish teachers' attitudes toward the
lessons that they taught and their opinions toward different aspects of the
system in which they work.

Hofstede's (1986) '4-D Model of Cultural Difference' will be used to
analyze the data.

2.4.5 Examining Methods, Activities And Timing And Classroom
Discourse

What goes on in Finnish and Japanese junior high school English lessons? In
what ways are they similar or different? How do they reflect their country's
culture? This study will use several methods to answer these questions

This study will use videotape to record classroom sequences because it
provides visual information that audio tapes could not provide. The video
camera was, in every lesson but one, the only outside observer. This was done
in order to try and capture a regular class on film because outside observers
tend to make both the teachers and learners nervous and behave in a different
or special manner. Laylock and Bunnag (1991: 46) recommend that the camera
be positioned in the front of the class in order to tape both the teacher and
students. This was rejected in Japan because a side view would have caused
one of the two teachers in the team-taught classes to be blocked from view and
the Japanese teacher of English preferred to have the camera in the back of the
classroom.

Further, by positioning the camera in the back of the class, pointed toward
the teacher, the clock was in view thus making it easier to measure the time of
each segment while focusing on the teacher or teachers. My experience as a
classroom teacher has shown me that timing is an important factor in the
teaching and learning environment. Without including it in the description of
the lessons, the reader may be left without a clear understanding of the way in
which the lessons flowed. They may find themselves asking the question, 'did
that take 5 minutes or 20 minutes?'. Timing was included in the description to
prevent such vagueness and to give the reader the feel of virtual witnessing, or
watching the event for themselves. Six lessons were recorded in Kanra Number
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Three Junior High School of second year English classes. Three were team-
taught lessons and three were regular lessons.

In Finland, the researcher filmed the lessons that were to be examined.
The method of recording differed from Japan for several reasons. In Japan, time
and personnel constraints limited the availability of a third party to act as a
cameraman to film all but one of the lessons, which was filmed by a third party.
It was also felt that an external cameraman who the Japanese teacher of English
and students were not familiar with would disrupt the lesson more than the
presence of only a camera. For example, a normally talkative class was
observed on one occasion to become quiet when a 'stranger' participated in the
lesson. In Finland, the researcher was available to tape the lessons. It was felt
that since the researcher was not a teacher in the school that was studied, his
filming would cause no more disruption than his observing lessons. However,
it should be stressed that the teachers and learners were familiar with the
researcher before taping began.

There were no clocks in the Finnish classrooms which eliminated one
concern when positioning the camera. An angle where the teacher and learners
both could be filmed was decided to be best for filming, with some moving
around the classroom in order to capture certain aspects of student-student and
student-teacher interaction. This was not without its drawbacks. Finnish
students were observed to talk to the cameraman and ask him questions.
However, 'distractions' of this sort occurred in the Finnish classrooms even
when no camera was present. Some of the Finnish students were observed to
shy away from the camera. The Japanese learners in the particular educational
setting studied did not exhibit this type of behavior.

Initially, it was determined that the most effective way to pursue the
project was to tape lessons at all three schools in the Japanese town with all six
Japanese teachers of English and from these, select sections for further
investigation. However, this was not possible because half of the teachers
refused to be videotaped. One teacher who agreed to be videotaped became so
nervous in front of the camera that the lessons broke down. Two Japanese
teachers of English who taught in a school where the other teachers agreed
refused to be filmed. This exerted group pressure that would have made taping
in the school problematic. Japanese teachers of English were also observed to
modify their classroom behavior when audio tapes were made of lessons. This
left only one Japanese teacher of English whose lessons could be recorded.

This demonstrates the problematic nature of using video or audio taping
as a means of classroom research. After having observed the reaction of
Japanese teachers of English to the prospect of being taped, I decided that the
subject should be approached delicately with the Finnish teachers who agreed
to participate in the study. Like some of the Japanese teachers of English, some
of the Finnish English teachers became apprehensive at the mention of video
taping their lessons. However, more of the Finnish teachers participated in
videotaping. So, the videotaped data included in present study is based on the
lessons of one Japanese teacher of English and four Finnish teachers of English.
These videotaped lessons, in my opinion, exhibited many of the same
characteristics as those of the other teachers I worked with in Japan and
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observed in Finland and reflect the general situation of both educational
cultural settings studied.

It also raises questions as to the validity of 'one-shot research' in which a
researcher visits a school for one day and observes (Smith 1995; Sloss 1995). My
experience indicated that such researchers have only a slight chance of seeing
‘everyday lessons', especially in Japan

Fanslow (1992) argues that videotaping lessons is a helpful way in which
lessons can be analyzed and should be used more widely in classroom research.
However, my feeling is that it should not be pushed on colleagues who agree to
participate in research projects. Therefore, in both Japan and Finland, when
teachers hesitated at the mention of video taping, the subject was dropped.
Otherwise, the relationship between the researcher and the teachers might have
been affected adversely.

The apprehension expressed by the Japanese teachers of English was not
unwarranted. There is sometimes a tendency for foreign professionals to
become angry and criticize Japanese teachers of English, or for assistant English
teachers with professional knowledge to have bad relations with them
(Cominos 1992a; 1992b; Yamazaki 1995; Kobayashi 1994). Therisk of offending
a colleague makes conducting ethnographic research in Japan as in many other
settings problematic. The importance of maintaining good relations with
Japanese colleagues is further discussed in Hook (1992).

In Japan, I decided to include three videotapes each of team-taught lessons
and regular lessons in which the assistant English teacher was not present. In
addition, a videotaped model lesson was included in the material because it
was accompanied by a research paper presented by the Japanese teacher of
English that explained his views toward team-teaching and how it can be used
as an effective teaching tool. It was hoped that this would clearly show the
differences between classroom interaction in team-taught and regular lessons as
well as the variation of teaching techniques. The Finnish teachers who
participated in the study allowed several different types of lessons to be taped.

Once the tapes were made, they were viewed by the researcher and notes
were made as to significant aspects within the lessons. Consideration was
given as to which sequences would be most representative of actual team-
teaching and regular classroom interaction. Analyzing special or remarkable
features within the classrooms of both countries was rejected, since the goal was
to present a 'common classroom'. With the videotaping completed, a
methodology for analyzing them was constructed.

2.4.6 Observation Of The Videos

Classroom research has developed into many different forms since it was
recognized by such early works as Flanders' (1970) research on teaching styles
and Moscowitz's (1967; 1968) studies which used classroom observation for
interaction analysis. These early studies were initially hailed as a cure-all for
everything that is bad in teaching and consisted of elaborate observation
systems in which several types of behavior were checked off on a list as they
were observed in the classroom (Allwright 1988). These studies did a great deal
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to promote teacher awareness of classroom behavior. However, by the 1970's,
they began to be criticized for their failure to encompass the entire range of
possibilities and their complexity.

Fanslow's (1977) landmark paper 'Beyond Rashomon - Conceptualizing
and Describing the Teaching Act' suggested that everyone observing an
incident sees it from a different perspective. Therefore, no observation system
can be objective because it is clouded by the observer's perspective. He
suggested that a standard system of describing the teaching act be adopted so
teachers, trainers and administrators would use the same terminology because
no technical language for describing the teaching act existed. His 'FOCUS'
analysis system attempted to do this. However, like the previous systems, it
too was extremely complicated (Allwright 1988 ).

To answer the research questions in this study, two approaches were
adopted to analyze the videos. A descriptive section on lesson segmentation
was included in the study in order to provide the reader with an overall
perspective of the English language classrooms in Finland and Japan (Rees
1991).

Lesson segmentation analysis consists of observing the transition points
within lessons and which activities are included in each 'section’ of the lesson
and recording what activities are performed and their duration (Garant 1992).
This will provide a description of what takes place in the classroom and how it
differs between and within the two countries. The primary concerns of this
type of analysis are the variation in lessons and lesson plans, the number and
variation of activities, what skills are emphasized and how textbooks are
utilized.

In addition to the analysis of lesson segmentation, it was felt that a micro-
level analysis of classroom discourse could provide important additional
information. Therefore, introductions of classes were transcribed according to
Richards' (1991) model and analyzed in regard to Hofstede's 4-D Principles of
cultural awareness.

2.4.7 Methods Of Text And Discourse Analysis

Chapter Eight of the present study will examine classroom interaction in what
may properly be called a discourse analysis model in order to present concrete
examples of how the factors that are discussed throughout the work affect the
actual classroom environment. The model that will be used is relevant for the
present study because it either supports or invalidates claims made throughout
the study regarding teacher-centered and learner-centered classroom
management styles as well as concrete evidence related to politeness strategies
and other aspects of the present study (Sinclair and Coulthard 1975). Such data
was included because it was hoped that it would support claims made in other
sections of the present study. This will be followed by a section that matches
the data to the filter of Hofstede's (1986) ‘4-D model of cultural difference’. In
addition, some aspects of solidarity and deference politeness and context within
the discourse samples will be examined (Scollon and Scollon 1995; 1983;
Samovar and Porter 1991; Hall 1976).
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Sinclair and Coulthard's (1975) work is based on the assumption that the
level of language organization is different from, yet analogous to, the levels of
gramunar and phonology in linguistic description. It follows, then, that it must
be possible to analyze discourse by a systematic description. Their original
work was reported in Toward an Analysis of Discourse (Sinclair and Coulthard
1975). Modifications and further developments appeared in Coulthard and
Montgomery (1981), Sinclair and Brazil (1982) and Coulthard (1987). These
books concentrate on theoretical issues without providing an actual example of
how transcribed discourse can be analyzed in written form. The only one of
these works which contains an example of how to do an analysis based on this
model is Sinclair and Brazil (1982). However enlightening the model, the form
of analysis in Sinclair and Brazil (1982) is somewhat confusing. Therefore, the
present study has adapted a written form taken from the University of Surrey,
English Language Institute Coursebooks based on Sinclair and Coulthard's
theories(Anon. 1993).

Since Sinclair and Coulthard developed their model specifically to analyze
classroom discourse, it is more suited to this study than some other models,
such as Schiffrin (1987) which examines discourse markers or pragmatic
particles. These, however interesting, are difficult to relate to the theme of
teaching and learning in different educational cultures, because they
concentrate on non-classroom settings. Levinson (1983), which concentrates on
conversation analysis, was discussed earlier in this work in relation to the
controversy between ethnography (includes relevant background information
in analysis) and ethnomethodology (concentrates only on what is actually said).
Conversation analysis and ethnomethodology are often seen as the same and
were rejected for this study because of their propensity to exclude culture.
Brown and Yule (1983) and Tannen (1984; 1990) concentrate on non-
institutional settings and talk among participants in social settings.

Further, studies including Swales (1990), Halliday and Hasan (1989) and
Halliday, McIntosh and Strevens (1957) concentrating on register and genre
analysis where not deemed suitable as models for this study either. Each of
these previous works has its merits. However, they were found inadequate for
analyzing the institutional settings of the specific educational cultures that were
studied.

The discourse itself was transcribed from video tapes, in the case of the
regular Japanese and Finnish English lessons, and from audio tape, in the case
of the Japanese team taught lesson. In some instances, body language is
included in the transcripts of the videotaped lessons where essential to the
discourse, for example, when the teacher recognizes a student by pointing.

The primary aim of using this method and form of analysis is to provide a
simple and clear account of discourse in the Finnish and Japanese classroom to
the widest possible audience. Perhaps this method will appear a bit technical at
times, but it is the minimum apparatus through which classroom discourse can
be shown with a reasonable amount of accuracy (Sinclair and Brazil 1982: 1-2).
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2.4.8 Exchanges: Initiation, Response And Follow-Up

The basic unit of discourse is the exchange which consists of three elements.
They are: Initiation, Response and Follow-up (Sinclair and Coulthard 1975). A
typical I-R-F exchange is:

A:  What time is it? I
B:  Four-thirty. R
A:  Thanks. F

An injtiation (I) sets up expectations of what will follow and occurs at the
beginning of an exchange. According to Sinclair and Brazil (1982), it is the
primary unit in classroom discourse because it begins all exchanges. Response
(R) follows the initiation. It can be an answer, some diversion, for example "I
don't understand", or anything else (Sinclair and Brazil 1982: 45). Follow-up (F)
says something about the previous discourse. It can also indicate a plane or
subject change.

A distinguishing feature of Sinclair and Coulthard's (1975) I-R-F exchange
system is the assertion that every utterance, and/or part of an utterance, has a
single prime function. Sinclair and Brazil (1982) use the technical term move
instead of the term ‘'utterance’ because ‘utterance’' can imply a complete speech
by one speaker. A 'move' must be either I or R or F. Sinclair and Brazil (1982)
suggest that a move may also have a dual function of responding and initiating.
Sinclair and Brazil (1982) propose the term R/I to describe such phenomena, as
in:

A:  Where's the notebook I
B:  Inthe cupboard? R/1
A: No R

In addition, organizational moves marking boundaries between exchanges will
also be classified.

A:  OK Organizational
What day is today? I

B:  Monday R

C: Yes, Monday F

Exchanges, or I-R-F sequences, are obviously not the only feature of the
organization of discourse that can be described. Individual parts of discourse
may be described in more detail. The moves were originally called Opening,
Answering and Follow-up (Sinclair and Coulthard 1975). These terms reflect
the position of the exchanges rather than their function. According to this
system, an utterance such as "It's three o'clock” would be classified as an
opening move and an informative act if it began an exchange. This line of
analysis obviously gives the same information twice and was therefore soon
abandoned. Later versions incorporate the terms which this study will use to
classify moves within the exchanges.
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In this study, in an exchange which includes the exchange of information,
there are three possible moves: eliciting, informing and acknowledging. There are
various possibilities for the moves and the elements to be realized.

FIGURE 2.4 I-R-F Moves

eliciting
I

informing
R

acknowledging
E

Source: Huddleston 1991: 50

In this study, an eliciting move can only realize an I. An informing move can
realize Ior R. An acknowledging move can realize R or F. For example:

Teacher: Hey Makiko, eliciting [
How do you feel?

Student: I have cold. informing R

Teacher:  Cold. acknowledging F

These three move labels are sufficient to analyze most conversations as well as
virtually all classroom discourse.

Sinclair and Coulthard (1975) further break down the moves into the main
part or head'. Anything that follows the head is the post-head and anything
that precedes it is the pre-head. These and other sub-classifications were not
included in this study because I felt that they did not yield enough relevant
information.

In summary, the following definitions will be restated:
Exchange: basic structure I-R-F.
Exchange T: Areyou all here?

S1: No

T: No?
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Move : basic structure - minimum contribution by one speaker
Moves T:  Whatday isit today? eliciting I

S1:  Tuesday. informing R

T:  Good. Tucsday. acknowledging F

An analysis of this kind will be applied to classroom discourse recorded and
transcribed for this study in Chapter Eight.

The transcribed discourse will then be examined in relation to Hofstede's
4-D Model of Cultural Difference (1986), solidarity and deference politeness and
context within culture (Scollon and Scollon 1995; Samovar and Porter 1991;
Hall 1976). These frameworks have been described earlier in this chapter.

2.5 Teacher Training

Teacher training is an important aspect of English as a foreign language
education in Japan and Finland. However, it will not be addressed by this
study because it is much too broad a subject and warrants an independent
study.

2.6 Summary

This study will incorporate a variety of methods to analyze the various types of
data that were gathered. Each method has been selected to complement the
data it addresses. This study has not sought to employ one method to reveal
all of the answers. Comparing foreign language teaching and learning in two
countries is too complex for that. Instead, it will utilize a variety of sources of
data as well as several different methods in order to confirm claims through
triangulation. This should provide insights into the two countries educational
cultures and how this affects English as a foreign language teaching and
learning. My study will also try to point out intercultural similarities and
differences using the cultural comparison models that I have selected. My belief
is that no method addressing this topic can provide all the answers. My goal is
to propose a method that can provide some of the answers and, hopefully,
provide enough information on the subject for future researchers to conduct
further investigations into intercultural teaching and learning in Japan and
Finland as well as in other educational cultural settings.
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3 GENERAL SIMILARITIES AND
DIFFERENCES

This chapter will provide background information on Japan and Finland that is
related to the rest of the study. First, what the author perceives as societal
similarities will be discussed because they provide necessary insight into topics
discussed in this dissertation. Differencesbetween the two countries along with
similarities will be included in Chapters Four through Eight. Then, an
overview of the history of the two countries as it applies to education will be
outlined in order to familiarize the reader with the institutional development of
Japan and Finland. Finally, this chapter will discuss team-teaching in Japan
because it is at the forefront of Japanese foreign language educational reform
and it provides the reader with background information needed to understand
the information presented in this study.

3.1 Societal Similarities

In order to establish a means of comparison between Japan and Finland, this
section will discuss some similarities between the two, acknowledging that
cultural diversity may render such classifications problematic (Befu 1989). The
populations of the two countries vary greatly with Japan having approximately
124 million people in 1991 (Ueda 1992: 32) and Finland having about 5.1 million
people in 1995 (Statistics Finland 1996). However, the population of both
countries is basically homogeneous, especially in the educational settings
studied where no major minority group was present. In Finland, there are a
small minority of Swedes who mainly occupy the South-Western coastal areas,
a small minority of Lapps in the far North, and gypsies and tartars who live
throughout the country. There is also a small number of new refugees
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primarily from Africa, Eastern Europe and South-East Asia who live
throughout the country. Finland is a bi-lingual country, the official languages
being Finnish and Swedish. However, 93.6% of the population are ethnic Finns
(Baird 1990: 545). In the setting studied, no major Swedish speaking population
was present.

Japan, despite regional differences and sub-cultures, is perhaps even more
homogeneous with the only major ethnic minority being Koreans at about 0.6%.
In addition to the Koreans, small groups of Caucasians, Chinese and Ainus,
considered to be the indigenous people of Japan, also reside within the country
(Baird 1990: 741-3). It has been proposed that a 'civil religion' has developed in
Japan which is basically a shared set of ‘beliefs' which most Japanese identify
with. These beliefs are mostly centered around the royal family, as presented
for example in the death of Emperor Showa (Hirohito) or royal weddings
(Davis 1983; 1992). Although it is a problematic concept that fluctuates and
does not apply to all members of society’, this view is supported in varying
degrees by the establishment through the national anthem, the imperial
institutions and the national emblem, the chrysanthemum, in virtually all
aspects of the society and will no doubt continue to dominate (Befu 1993).

Having basically homogeneous populations, as Finland and Japan did in
the educational cultural setting studied, will affect the institutional factors of a
society as well as group dynamics within the classroom.

3.2 Cultural And Historical Similarities And
Development

The literacy rates of the two countries are quite similar, with Japan rating 99%
and Finland averaging 99.9%. (Kurian 1985: 389; Kobayashi 1985: 696). High
literacy rates in Finland can be attributed in part to the historical fact that in
1683 legislation was passed requiring Finns to prove their literacy in order to
get a marriage license and take communion. Therefore, education wasbegunin
the hands of the church and remained so until 1872 when secondary schools
were taken from ecclesiastical control and put into the hands of the civil
authorities (Kurian 1985).

In Japan, literacy increased because of the need for educated individuals to
administer the Tokugawa Shogunate (1603-1868). This created the need for the
development of private schools which included 'hanko' for samurai and
'terakoya' for commoners. With the collapse of the Shogunate in 1868 and the
establishment of the Meiji government, educational reform began on a wider
scale in Japan. The national educational system was first established in 1872,
four years after the Meiji Restoration (Shimizu 1992), which is, interestingly
enough, the exact year Finland's education was put into secular hands
(Whittaker 1984). The Japanese promoted literacy and general education in

9 Interviews that I conducted suggest that some Japanese people dislike the Imperial Institution
mainly because of what they perceive as Emperor Showa’s involvement in World War II.
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order to improve 'moral education’, or shushin, and 'national loyalty', or kokutai.
By 1912, under Emperor Taisho, primary school attendance was estimated at
99% (Kobayashi 1985: 697-8). However, the number of students who reached
secondary school prior to World War II was only 10-20% of the population
(Shimizu 1992: 111). Out of every 1000 students who entered elementary
school, only between five and eight, depending on the year, would graduate
from a college or university (Passin 1965: 108). Before World War 1I, the
number of colleges and universities was limited in Japan and they admitted
only a small number of students. Needless to say, competition was fierce.

One could argue that many of the motivations among Finnish educational
reformers who significantly contributed to the development of the school
system were the same as those of their Japanese counterparts. Uno Cygnaeus
(1810-1888) was an instrumental figure in the development of the Finnish school
system. His obituary, in 1888, spoke of the emergence of 'Finnish nationality'
and 'Finnish education' (Whittaker 1984: 26). In fact, developing on the Danish
educator Gruntvig's and other ideas, he saw the folk school as being a
'citizenship school' or medborgareskola, which would educate the population of
the country. This suggests that similar events were taking place in the two
countries but for different reasons. Also, many of the ideas for the
development of both the Finnish and the Japanese school systems came from
abroad, especially from Germany and France (Whittaker 1984; Passin 1965).

Using the schools to promote nationalism became one of the Japanese
system's primary functions begirning with the Imperial Education Rescript of
1890. The government used the schools to promote the idea of reverence to the
Emperor and the administration of education was brought under tight control
(Passin 1965). Passin (1965: 149) states that 'no modern nation state has used the
schools so effectively for political indoctrination as Japan'. This study will not
concentrate on Japanese education history and militarism. It should, however,
be noted that, during the pre-war period, anti-foreign ideas were instilled in the
population through the schools. This included the concept that learning about
foreign countries reduced one's ability to relate to traditional Japanese values.
These attitudes promoted the belief that to speak a foreign language fluently
somehow decreases one's 'Japaneseness'. The study of Japanese, the national
language, was put in the forefront. Such historical biases underscore the radical
aspect of the current practice of introducing foreign assistant language teachers
into the Japanese system (Wendel 1992: 38-41).

In 1945 and following the second world war, the Japanese schools were re-
designed based loosely on American ideas which put an emphasis on
democracy in education ( Shimizu 1992 ). Before the Second World War, a
small number of Imperial and private universities served a small number of
elites. Since 1945, many new universities and colleges have been opened. In
1991, there were 97 national, 39 public and 378 private universities, in addition
to 592 junior colleges and 63 technical colleges (Ueda 1993: 223). Needless to
say, admission to university is not as competitive as it once was although it
continues to be a major theme in the mass media both in and out of Japan
(Thronson 1992).
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Such profound changes did not happen in the Finnish system from the
1890's to the 1940's. Since the second world war, however, access to education
improved drastically in Finland where the enrollment of students and the
number of teachers increased by about one-half between 1950 and 1970 in
secondary schools. In Japan, enrollment increased gradually and not by such
dramatic steps.

Primary school enrollment in both countries was similar in 1985 with
Japan standing at 100% and Finland at 98% (Kurian 1985). The Finnish Ministry
of Education quotes slightly higher figures of 100.9% in 1986 and 100.8% in
1986. The percentages exceed 100% because some students repeat grades
(Ministry of Education 1988: 41).

These figures show that at the primary school level, universal education
exists. Secondary school enrollment stands at 92% in Japan and 98% in Finland
while tertiary education stands at 30% in Japan and 32.2% in Finland (Kurian
1985). Although small differences exist in the age students begin their
education, the way in which the 12 years of primary and secondary education
are divided (6+3+3) as well as the enrollment percentages in primary,
secondary and tertiary education is enough to state that the systems are similar
in general (Kurian 1985: 1344-85).

In Japan, virtually all of the students study English as an elective subject
because it is generally the only foreign language offered (Monbusho 1994a: 60-
61. In Finland, students study 2.5 languages on average when examining the
average across an entire age group (Takala 1997). The foreign language policy
of the two countries will be discussed in greater detail in Chapter Four.

3.3 Team-Teaching In Japan

The Japanese government set about to change the language teaching system
within the country with the broad-scale introduction of native speaker English
teaching assistants from the United States, Britain, New Zealand, Canada,
Ireland, and Australia to team-teach in secondary schools (Wada 1991). The
program has been in existence for over ten years and should continue to
develop (Kaneko 1997). This reflects the focus in Japan on 'internationalization
at the local level', where foreign culture and language learning are intertwined
through the introduction of foreign teaching assistants into local school
systems. The goal is to produce a larger number of high school and university
graduates who are able to assist in Japan's increasing international activities
(Cominos 1991).

The purpose of this section is to introduce key concepts related to the
Japan Exchange Teaching (JET) Program, team-teaching, assistant language
teachers and Japanese teachers of English because they are an integral part of
this foreign language teaching reform in Japan (Wada and Cominos 1994; 1995).
This information is necessary to understand the information presented in
Chapters Six, Seven and Eight.
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Cominos (1991) states that through the years there has been scathing
criticism of English education in Japan in both the Japanese and foreign press.
Few outside the system appear to disagree with this assessment. Wada (1988)
summed up these feelings citing the following quote:

A key stumbling block [in reform] consists of the roughly 50,000 teachers
of English in the Government school system, who for the most part
cannot really speak English themselves. They feel threatened by any
reform of the system. In addition the whole school system finds useful
the present utilization of English for examination purposes, despite the
fact that it teaches very little usable English. And behind the school
system sit the bureaucrats of the Ministry of Education who, like
bureaucrats everywhere, have little desire for change.

Source: Reischauer 1988

Language education in Japan has relied heavily on structural theories and
methods, which has lead to the feeling that most Japanese cannot communicate
in the target language and are 'tongue-tied giants' (Tanabe 1996). However,
these methods are not always seen in a negative light. Cominos (1991: 115) cites
the example of a Japanese professor who believes that the traditional approach
to English 'has contributed greatly to the intellectual training of the Japanese
people since Meiji' (Watanabe 1991).

My feeling is that Watanabe (1991) is correct in his assessment of the
historic role of English training in Japan. However, current improvements in
Japan's economic position and the recent ease with which many members of the
Japanese society can travel abroad have increased the need for using English for
communication and the need for reforming English education.

In 1987, the Japanese Ministry of Education, henceforth Monbusho, along
with the Foreign Ministry and Home Ministry responded to this need and
inaugurated the Japan Exchange and Teaching Program(me), or JET Program,
in order to improve the public secondary school system's foreign language
education and promote internationalization at the local level. It developed
from the Monbusho English Fellows program which ran from 1977-1987 and
recruited 35 American English Teacher Consultants nationwide in 1979-81
(Yamane 1995: 3) and the British English Teachers Scheme which ran from 1978
to 1987 and placed a small number of British teachers in secondary schools
(CLAIR 1993).

The participants in these programs were recruited to act more as teacher
trainers for the Japanese English teachers. @ As more English teaching
consultants were placed directly in schools to team-teach, the nature of the
program changed and thus led to the establishment of the JET program as it
currently exists (CLAIR 1992: 8-9). Through the JET program, the government
recruits foreign teaching assistants for junior and senior high schools
throughout Japan. The program is impressive in scope as demonstrated by the
approximately 3,700 program participants, which include Assistant Language
Teachers and some 300 Coordinators of International Relations, henceforth
CIRs, in‘the 1993-94 academic year (CLAIR 1993: 3).
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In 1995, this number had increased to 4,185 and the number should
continue to increase in the future (Murayama 1995). The importance of the
internationalization aspect of the JET Program is such that it has, albeit jokingly,
been suggested that the program be called simply the 'Japan Exchange
Program' (Juppe 1992b: 2-3). Indeed, the contribution made to cultural
exchange should not be underestimated (Yamane 1995). While on the program,
I met many Japanese people, who expressed that I was the only foreign person
they had ever talked with. A junior high school principal stated at a planning
meeting that:

...the first foreigners I saw were American GIs after the war, who gave
us gum and chocolate. It made us happy. Now, it is better for our
students to meet foreigners in their schools as their teachers.

Such expressions reflect the desire to provide international contacts for students
in schools and to portray foreigners in a positive light, as teachers in the
community.

This study will focus primarily on the teaching aspect of the program, not
the international relations aspect, and its impact on English education in
Japanese junior high schools.

The goals of the JET program are:

1. To develop the student's ability to use foreign languages as means of
communication (communicative competence)

2. To foster student'’s positive attitudes towards communicating in
positive  attitudes

3. To cultivate students' interest in language and culture, and to deepen
international understanding (global awareness)

Source: Niisato 1995

Beginning in spring 1993, Monbusho instituted a new curriculum for junior
high schools which, as stated in a report given to the Prime Minister by the
National Council on Educational Reform, was designed 'to make educational
structures and practices correspond to such contemporary changes as
internationalization and development toward an information-oriented society"
(Wada 1991).

In effect, this provided more autonomy at the local level for the
development of communicative language teaching. Specifically it divided oral
communication classes into conversation, listening and oral debate. However,
the new curriculum, which was introduced into upper secondary schools in
1994, does not specify how native speaker assistant language teachers are to be
used in the system (Juppe 1993: 4-5; Carter, Madeley and Goold 1993a; 1993b;
1993c).

Team-teaching has many forms throughout the world. In some cases it is
defined by the cooperation between specialists and EFL teachers in order to
teach ESP such as De Escorcia's (1983) work on team-teaching economics in a
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Colombian university and Dudley-Evans' (1982) study on teaching English for
Operational Purposes. = Minoru Wada, former curriculum director of
Monbusho, states that the generally accepted definition in the Japanese context
is as follows:

Team-teaching is a concerted endeavor made jointly by the Japanese
teacher of English and the assistant English teacher in an English
language classroom in which the students, the Japanese English Teacher
and the Assistant English Teacher are engaged in communicative
activities.

Source: Brumby and Wada, 1990

In addition, team-teaching was introduced to transform the English education
system from one in which grammar-translation methods are used in the
classroom to one in which communication is emphasized (Wada and Brumby
1990: intro.; Shimaoka and Yashiro 1990: 1-3).

Niisato (1995) states that team teaching should provide:

Motivation for communication in the target language
Cross-cultural understanding

Clear objectives and procedures

. Presentations of situations

. Interactive activities

. Teaching materials development

. On-the-job training

N U N

These goals are what one should strive for when team-teaching. However,
considering Japan's history of English education, this may not be an easy task.

Unlike any other country in the world, Japan experienced about 250 years
of voluntary isolation followed by the Meiji Restoration which began in 1868,
during which the basis for the modern education system was created by such
reformers as Fukuzawa Yukichi (Horio 1988). Tanabe (1996) puts forth that
English education during this period tended to make the strange familiar by
transforming the 'foreignness' of English into familiar Japanese cultural codes.
He cites examples from early Japanese English textbooks including Kambe
1914, Kanda 1908, Olendorf 1879, Nakahama 1886 and Fukuzawa 1927. He puts
forth interesting examples of militarism in Japanese English textbooks
(Hasegawa 1936), the first English pronunciation book of English published in
Japan (Takenobu 1886) and an example of an English book from before the
Meiji Restoration (Shimizu and Usaburo 1860).

Tanabe (1996) uses examples from these and other books to illustrate how
English education in Japan has tended to use acculturation devices to adapt the
‘useful' aspects of the language while discarding unnecessary elements. One
element of this is the emphasis on visual learning which is necessary to learn
'kanji', the Chinese writing system. He puts forth the proposition that speaking
was therefore not emphasized. It follows then that teaching communication to
non-Western language speakers will take not only specific linguistic efforts but
an overall socio-cultural effort. This study like Tanabe's work will address both
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linguistic and cultural aspects of language teaching. However, it will not
examine the history of textbooks beyond this brief discussion.

Four years after the Meiji Restoration in 1872, there were 119 British, 16
American and 50 French consultants helping the Japanese construct a modern
nation (Takanashi 1979: 12). The number of foreign experts continued to
increase in the following years. Most taught in the newly created universities.
The most influential of these were H. E. Palmer and A.S. Hornby who
advocated what was called the Oral teaching method for English. Palmer
taught and acted as a professional advisor in Japan from 1922 to 1936. Hornby
worked in Japan from 1924 to 1941. Hornby summed up his method by saying
that students should first identify the sound by listening, fix or fuse it by
repeating it and finally acquire the ability to operate in the language (Shimaoka
and Yashiro 1990: 11-12). Before World War Two, English was studied mainly
by a small number of elites who strived to enter one of the few universities in
the country. Japanese language was stressed because of nationalistic political
ideology to students of both elite and non-elite backgrounds. During the Pacific
war, the study of English was banned. Foreign books used in education were
and still are translated into Japanese making it unnecessary to read English in
order to study (Hoshiyama 1978: 104-114).

Charles Carpenter Fries was invited to Japan in 1956 and, along with A.S.
Hornby, advocated the descriptive structural linguistic approach developed at
the University of Michigan in the United States (Shimaoka and Yashiro 1990:
14-15). Fries (1945:3) stressed the mastery of 'features that constitute the
structure of language' and mastery of the sound system of English. Beginning
in around 1965, language laboratories began to be installed in universities, then
senior high schools, then junior high schools. They are now fairly common in
Japan. In the setting studied, one of the three junior high schools in the district
had a state of the art language lab. The structural or ‘Michigan Method' is
probably what is being referred to when 'grammar translation' English teaching
methods are spoken about in regard to Japan. Professor Hiroshi Kita of Nara
University of Education stated to me:

Language laboratories have made a positive contribution to English
education in Japan and, although some have suggested otherwise, are
not in conflict with team-teaching or the new communicative syllabus.
Language laboratories enhance the English teaching process.

My view is that language laboratories can be useful when used in unison with
team team-teaching and the new communicative syllabus. Informants’
opinions that were solicited reflected the still prevailing positive attitude
among Japanese educators towards the traditional methods.

Horio (1988) suggests that despite the reforms that were instituted after
1945, the education system designed during that period has been carried
through to today and is designed to provide trained, docile workers. Although
Horio's views are perhaps slightly exaggerated it is clear after a careful viewing
of lessons that in Japanese junior high schools students are encouraged to sit
and listen to the teacher, rather than be active as participants in the learning
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process. This affects language lessons in which the students who have been
trained to sit and listen are suddenly told that they are supposed to speak and
provide input during team-taught activities.

Unlike in other parts of the world, in Japan team-teaching is most
common in secondary schools, especially junior high schools. In Gunma
prefecture where the study was conducted, the ratio of junior high school to
senior high school assistant language teachers in 1991 was 2:1; 24 in junior high
school to 12 in senior high schools (CLAIR 1992a: 190-191). One-shot assistant
language teachers visit a different school every day (Yamane 1995; CLAIR
1992b: 24). The purpose of their presence in the school is often more to increase
the student's international understanding than to teach English. In 1988, six of
the assistant language teachers in the prefecture did one-shots and 12 had base
schools or semi-regular positions. By 1991, of the 24 in junior high schools , 18
were in base schools or semi-regular situations (CLAIR 1992a: 190-191). In
these situations, assistant language teachers teach the same students with the
same Japanese English teachers during their stay in Japan. This suggests a
trend away from one-shot teaching.

The number of assistant language teachers and their wide distribution
even in rural areas have made it so that every secondary school student in
Japan has at least some contact with a native speaker teacher (Juppe 1993). As
assistant language teachers move more and more into regular positions, their
usefulness as teachers increases. Therefore, a need arises for a greater
understanding of their place within the system, which is one of the things this
study has sought to achieve.

The goals of team-teaching in regards to the student, as stated in Wada
and Brumby (1990), are (1) to communicate in English with the native speaker
or with their classmates, (2) to realize that English is a living language through
contact with the assistant language teacher, (3) to be motivated by seeing
English in action between the assistant language teacher and JTE and (4) to
increase their awareness of foreign values, ways of thinking and culture. This
study will look at how teachers within the system perceive these goals in
addition to their personal goals and how they enact them within the classroom.

Much has been written on team-teaching in Japan (Wada and Brumby
1990; Shimaoka and Yashiro 1990; CLAIR, 1991; Tanaka 1992, Garant 1993;
Wada and Cominos 1994; 1995). However, the work tends to be prescriptive.
Some studies based on classroom research have been conducted (Garant 1992,
Juppe 1990) and many other studies have been published in Japanese language
journals such as the Japanese Association of College English Teachers' Bulletin
and The English Teachers' Magazines. However, these cannot be accessed by
most assistant language teachers because they cannot speak Japanese.
Therefore, a need exists to conduct more research on team-teaching and its
effect on the Japanese English classroom (Juppe 1992b; Cominos 1992a; 1992b;
Garant, 1992). This study will investigate some of the questions involved with
team-teaching in Japan. It will also examine how team-taught lessons compare
with regular English lessons in Japan.



72

3.4 Summary

There are clearly many differences between Japan and Finland. Japan is a
monolingual country with a large population while Finland is bi-lingual with a
small population. Still, both countries have had relatively few foreign residents
and, despite regional differences, sub-cultures and minorities, basically
homogeneous populations, especially in the educational cultural settings that
were studied. Despite the many differences, there are some interesting
historical similarities which may have an effect on today's education systems in
Japan and Finland. Japan and Finland have both borrowed many aspects of
their educational institutional structure from other countries and now divide
their primary and secondary school years in a 6+3+3 fashion. Team-teaching in
Japan was discussed because it is at the forefront of Japanese foreign language
educational reform. Terms related to team-teaching in Japan will occur
throughout this study. Finland does not have a similar program. This chapter
has sought to provide a brief discussion of background information necessary
for the reader.
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4 LANGUAGE PLANNING AND
TEXTBOOKS

Studying the curriculum is a fairly new field in education. This study will refer
to the curriculum as the substance of the educational program, and, in a more
restricted sense, as the content or course of study of a particular subject: English
education (Stern 1983: 435-6). Recently, there has been a spate of interest in
comparing language planning between countries and cultures (Sajavaara,
Takala, Lambert and Morfit 1993). This includes the establishment of an
electronic International Language Policy Forum to collect and share information
on the subject via the Internet/World Wide Web (Brecht, Maxwell and Walton
1996). The Language Education Study conducted by the International
Association for the Evaluation of Educational Achievement studies the national,
economic, social and educational contexts for language teaching and learning in
27 countries (Cumming and Dickson 1996). This section will examine language
policy issues in Japan and Finland and the design of English textbooks and how
they reflect the cultures of the respective countries according to the criteria put
forth in Chapter Two.

4.1 Background

At the base of what goes on in the classroom in any given institution is the
curriculum which is used to advance the goals set out, in the case of Finland
and Japan, by the teachers, administrators and ministry of education (Nikki
1992; Monbusho 1994b). This is especially true of the public school situations
such as those studied. Countries such as the United States have a decentralized
education system in which a great number of differences in what is taught
exists between school districts and even between schools within the same
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district (Sjogren 1986: 7). Japan and Finland have had centralized planning for
much of their foreign language education since the Second World War
(National Board of Education 1993: 10-11; Monbusho 1995). Recently, there has
been a trend toward local control in both countries. Despite the new local
autonomy, radical reforms had not apparently taken place in the educational
cultures studied. Huhta (1996) suggests that despite decentralization, language
teaching in Finland is still fairly uniform due to similar materials and teacher
training. The same can be said of Japan (Kiguchi 1995).

The curriculum can be best understood by examining technical reports
issued by the respective ministries in each country and textbooks that are
recommended for use in the schools. Until recently, education ministries in
both Japan and Finland provided a list of approved textbooks for selection by
the schools. Therefore, a limited variety of English and other foreign language
textbooks are used in the public schools of both countries (Juppe 1992; Huhta
1996). Since the early 1990’s, Finnish schools are no longer restricted in their
textbook selection. Even so, the schools that were studied continued to use the
same English textbooks they had been using before.

The following section will explain the language policies of both countries
and current influences of these policies by examining curriculums and
textbooks. The section on textbooks at the local level will include a more
detailed discussion on curriculums at the local level. This will be followed by a
discussion of how these features reflect cultural traits of the two educational
cultures studied.

In Finland, foreign language proficiency is essential because the country
has a population of only five million and must use foreign languages to trade
and maintain relations with foreign countries (Takala 1993). For the Japanese,
foreign language proficiency is more of an option because the country has a
domestic market of about one-hundred twenty-four million people who all
speak Japancse (Ueda 1993). The different environments of the two countries
suggest that language planning may take place in different ways.

Until recently, education ministries in both Japan and Finland formulated
language policy and created a general curriculum, and subsequently sent their
decisions down to the local level, including recommended textbooks and
guidelines for what was to be taught. While Japan's educational policy is still
formulated at the top, Finland has recently granted local administrations the
power to decide what is to be taught in their schools based on loose guidelines
issued by the National Board of Education (National Board of Education 1994b:
18-19; Huhta 1996).

From 1976 to 1979, a high-level committee conducted comprehensive
surveys in business and governmental institutions in an attempt to determine
the needs of the country's economy. The information gathered was then
consulted by the committee who formulated language policy. These needs
analysis surveys influenced the multi-language teaching policy of Finland also
based on the Council of Europe recommendations which promote the learning
of several languages beginning in elementary school (Takala 1993).

In Japan, Monbusho bases the Course of Study on recommendation from
the Curriculum Council which is comprised of persons of ‘learning and
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experience’ including teachers and researchers (Monbusho 1994b). The new
Course of Study concentrates on improving students’” English communication
skills (Niisato 1995). Nine measures for improving English education have been
adopted. They are:

. The Research Committee on Improving Foreign Language Education
. The Revision of the Course of Study

The Revision of the Cumulative Record

. The JET Program

. Overseas Teacher Training Programs

. English Teaching in Elementary Schools

7. Teaching Foreign Languages other than English in Elementary
Schools

8. Pilot Schools for Team-Teaching

9. Handbook for Team-Teaching

AU WN

The Research Committee on Improving Foreign Language Education studies
proposals for bettering English teaching and learning in the schools. The
revision of the course of study will be explained in this section. The revision of
the cumulative record gives students greater access to their own permanent
school records. The JET Program was discussed in Chapter Three. Overseas
Teacher Training Programs allow language teachers to study abroad. The main
problem with this program is that there are too many Japanese English teachers
to send them all abroad and other subject teachers might not like the idea that
English teachers get to study abroad while they do not.

English teaching in elementary schools is still in the planning stages and
will be discussed in this section. Teaching foreign languages other than
English, mainly French and German, takes place in some high schools in the
country (CLAIR 1992: 24). Pilot schools for team-teaching study the process of
this type of instruction in order to suggest improvements and a Handbook for
Team-Teaching assists assistant language teachers and Japanese English
teachers plan more effective communicativelanguage lessons.

The goal of these measures is to shift away from so called ‘grammar-
translation’ teaching methods which are perceived to inhibit communication
skills (Nozawa 1995). Intriguingly enough, in the 1970s, when Finland was
embarking on language reform, Japan was studying the matter, producing,
among other publications, The Teaching of English in Japan which outlined many
of the problems with Japanese foreign language education (Koike, Matsuyama,
Igarashi and Suzuki 1978). However, significant reforms have not taken place
and the same problems are still present today.

Central to any discussion of foreign language education in Finland is the
early age at which students begin studying languages and the number of
languages that they study by the end of their education. In the setting studied,
the curriculum offered the students English as their first foreign language,
beginning at grade three (around age 9) of elementary school. At the time of
the present study, most Finnish students studied English as their first foreign
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language. Because the students spoke Finnish as their mother tongue,
Swedish, the country's other official national language was a mandatory subject
beginning in seventh grade. At the time, additional languages were also
offered. Students could choose from English, German and French as a third
languagebeginning in eighth grade.

TABLE 4.1 Percentage Of Finnish-Spealing Pupils Who Studied Different
Languages In Comprehensive School

First choice in 1994
English Swedish Finnish German French Russian
87.7% 3.3% 4.6% 3.5% 1.0% 0.2%

Languages studied by end of comprehensive school in 1994

English Swedish Finnish German French Russian
98.7% 92.1% 5.5% 201% 7.1% 11%
Saame Latin Other languages

0.1% 0.5% 0.1%

Source: Strommer 1997

These figures do not fully reflect the needs of industry and trade as indicated by
needs analysis surveys conducted in Finland between 1986 and 1989
(Mehtéldinen and Takala 1990). There is a growing need in Finnish companies
for speakers of German and, to a lesser extent, Russian.

TABLE 4.2 Language Needs Of Finnish Industry And Trade

INDUSTRY TRADE
ENGLISH 76% 61%
SWEDISH 67% 52%
GERMAN 45% 27%
FRENCH 12% 12%
RUSSIAN 11% 13%

Source: Mehtildinen and Takala 1990

TABLE 4.3 Target Figures For Comprehensive School Language Learners;
Finnish Speaking population; First foreign language

English Swedish German  French Russian
70% 15% 5-7% 2-3% 5-7%

Source: Mehtildinen and Takala 1990

» Because the country is bi-lingual (93% Finnish, 6% Swedish), Finnish-speaking students must

study Swedish and Swedish-spealing students must study Finnish (Nikki 1992a).



77

The discrepancy between the language needs of trade and industry and what
languages are actually studied demonstrates that the learners, because they are
given a choice, tend to want to learn English. Although the Finnish-speaking
students are given a choice as to their first language, they must learn Swedish
as one of the two mandatory languages.” Nikki (1992), based on surveys
conducted for her Ph.D. dissertation, argues that because motivation is a prime
factor in second language acquisition, learners should be allowed to choose
bothlanguages they study. She found that 77 percent of the Finnish junior high
school students she surveyed preferred to have Swedish as an optional subject.
Takala (1993) states that a third of the boys in upper secondary school indicate
that they would choose to study only one foreign language if given the option
and is skeptical of depending on choice as a factor on motivation.

Because such a majority of the learners in Finland choose English as their
first language, the situation provides a legitimate comparison to the Japanese
system where virtually all of the students study English.

In Japan, foreign language education in the public school system basically
means English education. Officially, it is an optional subject but, primarily
because of the entrance examinations discussed in Chapter Six, it is studied by
almost 100% of the students in Japan (CLAIR 1993). English is seen as the.clear
choice in foreign language education because of its usefulness as an
international language (Kuroda 1995). A small minority of senior high schools
offer other languages such as German, French or Chinese.

Japanese students begin studying English when they enter junior high
school at around age 12 in the seventh grade. At the beginning of study, they
generally have some knowledge of the language, which they have acquired
from cram schools or other sources. Cram schools, or juku, are private extra-
study schools where Japanese parents send their children for extra-curricular
lessons in academic subjects to give them an advantage in school or on entrance
examinations (Brown 1995).

The concept of lowering the age at which students begin to study English
is generally accepted by teachers and parents in Japan (Murakami 1995; James
1995), and pilot programs have been established to test the idea (Toda 1992,
Niisato 1995). However, this policy has yet to be adopted. Interviews with
language professionals in Japan suggest that elementary school English
education may be adopted in the near future.

Japanese students set out to master both vocabulary and grammar forms
primarily using the grammar-translation methods discussed in Chapters Seven
and Eight on regular Japanese English lessons (Garant 1992). Monbusho is
making a concerted effort to institute oral communication skills and has
adopted an oral skills curriculum to promote this goal (Izumi 1995; Le 1995). In
addition, large numbers of native speaker assistant teachers have been recruited
to provide oral skills classes focusing on communication.

n Swedish-speaking students must study Finnish.



78

4.2 Current Situation In Japan And Finland

The 'Oral Communication A, B and C' approach was incorporated into the
junior high school curriculum in Japan in spring 1993 and into the senior high
school curriculum in spring 1994. The course concentrates on three areas:
everyday conversation (Oral Communication A), listening (Oral
Communication B), and public speaking such as debate, speech making and
discussion (Oral Communication C) (Monbusho 1993; 1994). The complete
lower secondary school English Course of Study can be found in Appendix 10.

When these broad guidelines were first published, there was an uproar,
mainly because teachers saw preparing the students for entrance examinations
as a priority over teaching communication. Although many of the teachers like
the concept of teaching communication, a number of them are of the opinion
that the new curriculum is not consistent with the goal of helping the students
get into the top universities (Nozawa 1995).

"I have heard that some senior high school teachers enroll their students
in Oral A, B or C, have them buy the books, then not open them and
teach grammar as they have always done because they feel it is the only
way in which the students will pass their university entrance
examinations.”

(Japanese Teacher Informant 1)

The Oral Communication C curriculum appears to be most problematic. For
example, in Ishikawa Prefecture, none of the schools had adopted it by 1995. Of
the 49 public senior high schools, 21 schools adopted Oral A, 11 schools
adopted Oral B and 15 schools adopted Oral A and Oral B. Two schools in the
prefecture adopted Oral A, B and C. Parents do not understand the new system
and prefer to have the teacher train the students for the entrance examinations
(Nozawa 1992a; 1992b). In Gunma Prefecture where this study took place no
school had chosen Oral Communication C by 1994. Only two textbooks were
available, published by Kihara Shoten and Tokyo Shoseki (Izumi 1995). This
illustrates the problematic nature of introducing some aspects of English
communication, specifically debate, into the Japanese educational culture.

In Japan, curriculum design is based on the guidelines put forth by the
Ministry of Education (Monbusho) based on the growing needs of trade and
industry and the current emphasis on internationalization. Until 1993, these
guidelines stressed skills most needed to pass university entrance examinations
in addition to communication through team-taught lessons. Since 1993, these
guidelines have stressed communication. The overall objectives are:

To develop students” basic abilities to understand a foreign language
and express themselves in it, to foster a positive attitude toward
communicating in it, and to deepen interest in language and culture,
cultivating international understanding.

(Monbusho 1993)
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However, in Japan, English university entrance examinations are still in place
creating a paradox within the system. Students begin learning at age 12 and the
subject is optional, although virtually every student takes it. Between the age of
12 and 19 they must learn English to pass their senior high school entrance
exam at around age 16 and their university entrance exam three years later.
These examinations generally do not emphasize communication and are often
extremely difficult (Brown and Yamashita 1995a; 1995b; 1995c).

In Finland, local autonomy regarding textbooks and language planning
was granted in 1993 to be implemented beginning with the school year 1994-
1995 (National Board of Education 1994b). The main objective of foreign
language study is that the student:

* gets along in the language he is learning in everyday life
communication;

* knows ways to communicate that are characteristic of the target
language and its culture;

* receives information about the countries, people and cultures of the
language area and has an open mind toward different cultures and its
representatives;

* develops his study skills alone and in groups;

* develops his ability to evaluate himself, and learns to be responsible
for his studies;

* receives, through teaching and study, meaningful experiences and
impressions, as well as intellectual challenges*";

and

* becomes interested in foreign languages and cultures.

Source: National Board of Education 1994b: 74
** National Board of Education 1994a: 70

In the educational culture studied, the new local autonomy had not abolished
the old national curriculum. The only modification was some experimentation
with streamlining classes according to level and ability. Despite the fact that it
is no longer legally binding, teachers expressed that the former curriculum has
a great influence on their current practices.

Stern (1967) emphasizes the importance of beginning foreign language
education early. The previous public school curriculum required Finnish
students to begin studying their first foreign language in grade three at age nine
(Karppinen 1993: 74). Huhta (1996) suggests that despite new local autonomy,
major changes have not generally taken place in the Finnish foreign language
education system.

The Commission for the Development of Language Teaching in 1992
suggested that foreign language teaching should begin even earlier, in

12 The junior high school objectives have been translated as ‘experiences the teaching and study as

meaningful, emotienal and challenging’. There is a small problem in the wranslation of “eldmyksellinen”
which has been rendered as “emotional”’. What was meant was that language study would provide
experiences that make an impact, are vivid, not dull and repetitive (Takala 1997). Therefore, the upper
secondary school curriculum translation was included in this study.
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kindergarten. They also recommended an emphasis on oral skills and content-
based language teaching using mathematics, history, the sciences and
geography in the foreign language classroom. These recommendations can
now be freely implemented by the schools.

According to the teachers, the goals of the curriculum in the Finnish
setting were compatible with the official goals put forth by the Finnish Ministry
of Education. The teachers wanted to provide the students with English
communication skills. Structure and vocabulary were also seen as important,
but not as important as communication. There appeared to be somewhat of a
balance of emphasis between reading, writing, speaking and listening skills.
Textbooks, workbooks and tapes provided most of the material that was used
in the lessons with some supplementary handouts. The examination of the
textbooks will go into more detail on curriculum content.

The two countries’ curriculum goals emphasize internationalization. The
Finnish goals are more specific in defining exactly what aspects of foreign
cultures should be sought for while the Japanese goals state merely that
‘international understanding’ should be attained.  Cultivating learner
autonomy is also mentioned in the Finnish document in addition to the stated
communication goals.

In conclusion, the foreign language planning process in both countries is
influenced by a variety of factors, including the cultures of the two countries
which will be discussed in relation to the textbooks used in the setting studied.
The policy concerning the diversification of language study in Finland was
designed to reflect the needs of trade and industry and the new curriculum
emphasizes the need for students to communicate in foreign languages in order
to promote internationalization. Finnish learners are required to study two
languages, one of which is the country’s other official language: Finnish
speakers must study Swedish and vice versa. The study of the first foreign
language, usually English, typically begins at around age nine. The new
guidelines in Finland grant curriculum design powers and a free hand in
textbook selection to local administrations within general guidelines. However,
the previously binding national curriculumn still had a great deal of influence in
the educational cultural setting studied. The new Course of Study in Japan
gives local authorities the choice between three types of English courses each
with its own emphasis and textbooks. Local authorities may choose textbooks
from a set list prescribed by Monbusho.

These objectives are integrated into the textbooks which reflect the
curriculum. The following section will deal with textbooks and analyze them in
some detail through Hofstede’s (1986,1991) 4-D model.
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4.3 Comprehensive School EFL Textbooks In Finland
And Japan

About 30 years ago, Lado (1957: 2) stated that textbooks basically look the same
on the surface, but closer inspection will tell if the books present language and
culture forms in a pattern that can be studied. This section will examine the
textbooks used in the educational cultures studied in terms of linguistic and
pedagogic content and follow that analysis by an examination in terms of
cultural comparisons put forth in Chapter Two. This two-fold analysis stems
from my conviction that a purely linguistic description would be inadequate to
explain the differences between the textbooks and curriculums in the two
countries.

Sheldon's (1988) method and terminology for analyzing textbooks will
serve as the model for this section of the study (see Chapter Two for more
specific details and criteria). Karppinen (1993) points out that 'good and
relevant' textbooks for German, French and Russian are not available in Finland
to the same extent as for English. Therefore, the textbook discussion that
follows only applies to the English books used in the setting. The terms are
discussed in detail in Chapter Two. This section will discuss each term as it
relates to Finnish textbooks, then discuss it in relation to Japanese textbooks.

Terms For Analyzing Textbooks

Rationale Availability

User Definition Layout and Graphics
Accessibility Linkage

Selection and Grading Physical Characteristics
Appropriacy Authenticity
Sufficiency Culture Bias

Stimulus and practice revision Guidance

Educational value Overall Value

Source: Sheldon (1988)

In regard to availability, which is concerned with whether the book is easy to
obtain, textbooks are provided free to students in Japan and in the Finnish
educational culture that was studied (Monbusho 1994b: 66-67). In Finland, local
authorities can adopt any textbook they feel is compatible with their curriculum
(National Board of Education 1994b). In Finland, the English department of the
schools decided which textbook to adopt. So, the two schools I visited in the
same school system in Finland were using different textbooks.

In Finland, Ichose to focus on You Too 7, 8 and 9. The Japanese textbooks
that were examined were Sunshine 1, 2 and 3 for junior high school. At the end
of junior high school, most Finnish learners have studied English for six years,
whereas their Japanese counterparts have studied for only three years (CLAIR
1991; 1992). Therefore, in addition to junior high school textbooks, I examined
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some Finnish elementary school textbooks. However, the main focus of this
section is on junior high school textbooks used in the settings studied.

Standard textbooks are recommended by the Ministry of Education in
Japan where distribution networks are key in the adoption of textbooks by
school systems throughout the country (Juppe 1992a). Salesmen visit the
individual school systems and promote their product lines to the teachers.
Local authorities in both countries decide which textbook, or books, to use in
local schools. In Japan this was done on a school system basis so that all of the
schools in the setting studied used the same book. Some of the teachers
complained that the new textbook adopted in 1992 was not the one they
preferred. They wondered who chose that particular book and why. Neither
they, nor I, found the answer to this question.

User definition deals with the clear specification of who the books are
intended for, their culture, precise entry/exit definitions and to what
international standards the books conform, such as the American Council of the
Teaching of Foreign Languages or the Council of Europe scales. In Finland, the
intended users are Finnish junior high school students. Finnish textbooks are
largely based on the approach promoted by the Council of Europe frameworks
and recommendation (Takala 1993: 54). Entry and exit definitions for levels of
proficiency are based on several criteria including overall skills, pronunciation,
accuracy of structures and vocabulary, fluency and performance (Sheldon
1988).

The textbooks used in the Japanese setting were intended for Japanese
junior high school students. Japanese textbooks do not appear to be based on
any international standard. Instead, they are designed to pass Monbusho
approval (Monbusho 1994b). Precise entry and exit definitions are based on
grammar points in the Japanese textbooks specified in the Monbusho Course of
Study which lists lexis and grammar the students are required to learn (see
Appendix 10).  Although new Oral Communication textbooks or workbooks
which stress communication have been introduced (see Appendix 9).

Layout and graphics are concerned with the way texts and graphics interact
on the page. Does the book look cluttered? Is the artwork appealing? This is
one area in which good things can be said of both Finnish and Japanese English
textbooks. They are colorful and interesting without appearing cluttered and
have ample room for the learners to make notes in the margins. (see Appendix
8). In Finland, Karppinen (1993: 74) states that language textbooks for
languages other than English, for example Russian and German, are not at the
same high standard as the English language textbooks, which may be one
reason why other languages are not as popular among learners. However,
although textbook design may contribute to language choice, English is
probably more popular because of its use as an international language and its
prevalence in popular culture (Pennycook 1994).

In Japan, one senior Japanese English teacher remarked that the 1993
editions of the recommended junior high school English books looked more like
comic books than textbooks which illustrates that there is some resistance to
change in that educational culture. The students appeared to find the new
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colorful appearance more appealing. The new textbooks also looked more
familiar and appealing to this Western viewer.

Rationale is concerned with why the textbook was written and what gaps it
intends to fill. It is also concerned with what needs analyses studies were
conducted and what the book's objectives are. In both countries, the textbooks
are written for elementary to junior high school level English education. In
Finland, widespread needs analysis surveys have been conducted in trade and
industry which may influence textbook writers (Karppinen 1993). The
textbooks at this level concentrate on structures, vocabulary acquisition and
communication. The communicative objectives are clearly seen in the number
and variety of exercises that the textbooks and workbooks offer which make it
necessary to negotiate meaning and verbalize responses. Each workbook
section contains between 4 and 15 different activities including pair-work, fill in
the blank, listening comprehension, puzzles, complete the sentence, elaborate
on the theme or other exercises. For concrete examples please refer to
Appendix 7.

The Finnish textbooks did not appear to incorporate specialized
professional vocabulary. Instead, they presented intercultural information from
the various countries where English is spoken and topics related to the
students' lives such as rock music, sports, movies and other items from popular
culture. The information the books provided appeared to be common
conversation subjects for teenagers.

In Japan, needs analyses surveys have not been conducted to the extent
that they have in Finland. The textbooks concentrate on structures and
vocabulary acquisition. The following is an extract from the table of contents in
the Japanese English textbook.

Contents

1 Kumi’s Trip to London
Pop Box (1) Where is My Friend?

2 What Does That Mean? was, were

3 Interesting Things in Australia be going to/May ~? There is
[are]
Source: Sunshine English 2 (1993): contents (See Appendix 9)

The topics of the chapters reflect international interests, for example, ‘London’
and ‘Australia’, and grammar, for example, the simple past in Chapter 2. Since
the books are intended for beginners, they do not, naturally, include any
specialized vocabulary. They present English as an international language
through popular culture items such as rock music and sports as well as
traditional folk tales so they also strive to provide teenagers the English they
need to communicate at their own level.

Selection and grading is related to the previous point. However, it is more
concerned with the level of the material. Is it too deep or too shallow for the
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students? Is the book useful when taking into account the learners’ mother
tongue?

In the Finnish elementary textbooks that were examined, 5 to 12 new
vocabulary items were introduced per section. The material was always in the
present tense with no past tense (see Appendix 6). During the next three years
in junior high school, additional vocabulary, usually over 20 new words per
chapter, and more complex grammar points are introduced in the textbooks.
The Finnish junior high school textbooks tended to offer much more text per
page than the Japanese textbooks, apparently in an attempt to stimulate
students. Samples will be listed in Appendix 7.

Selection and grading can also be related to the way in which learner
autonomy is cultivated. Workbooks are required and are essential in classroom
activities. The workbooks contain many activities and the teachers use them to
do pair-work which builds learner autonomy. The workbooks were often used
in class in the educational culture studied.

In Japanese textbooks, the major features for the first three years seem to
contradict the curriculum which emphasizes communication (Knight 1995).
The texts examined tended to focus primarily on grammar despite the
expressed rationale of communication. Vocabulary acquisition was also
emphasized. Selection and grading in the Japanese textbooks is mainly based on
vocabulary, as demonstrated by the new vocabulary items presented per
section. The textbooks basically concentrate on the 1000 words specified by the
syllabus, usually presented 2 to 10 words per page or 15-25 words per chapter.
In addition, selection is heavily based on grammar points which appear from
the beginning of the course in the Japanese books, for example, see the contents
pages in the Appendix. The combination of vocabulary and grammar tends to
promote teacher-centered methods which limit communication in the
classroom. Past tense is introduced in the first book of the Sunshine series.
This is necessary because of the number of grammar points that are specified in
the course of study.

Despite the new curriculum which emphasizes communication, the
content of the Japanese English textbooks appears to be similar to the previous
editions (see Appendix 8). However, the new textbooks do not present the
relevant grammar point in terms of a ‘key sentence’ which the teachers are used
to. This appears problematic for teachers because they must retrain in order to
adapt to the new books. Still, considering the beginning level of the students
and the demands of the syllabus, grammar appears to me to be an essential
component. Removing clearly presented grammatical objectives from the
textbooks while leaving them in the curriculum goals without large scale
additional in-service training gave me the impression that the syllabus and the
new textbooks in Japan were somewhat at odds with each other. In addition,
simply not stating the grammatical objective in the textbook doesn’t make the
book less grammar-oriented or more communicative. Certainly, many teachers
in the setting felt this way and expressed this publicly.

In addition to the core textbooks, there is a wide selection of supplemental
and optional texts to support the oral skills curriculum which is an attempt at
learner training related to grading and selection. However, workbooks are
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used primarily for homework and/or written exercises in the setting studied.
Since the full implementation of the new Oral Curriculum, the Oral A
workbook which focuses on everyday conversation has been integrated into
classroom activities in the educational culture that was studied. It contains
activities such as the following:

Lesson 14
DESIRE

Ken: What do you want to do on Saturday?
Scott: I'd like to go to a basketball game.
Ken: Fine, Let’s do that.

SAY IT YOURSELF

Ken: What do you want to do on Saturday?
You:
Ken: Fine, Let’s do that.

Ken:
Scott: I'd like to go to a basketball game.
Ken:

Source: Expressways Oral Communication A (1993) (See Appendix 9)

This illustrates the kind of pair-work that is offered in the new oral
communication textbooks which does not require the students to produce any
new utterances, but simply repeat the dialogue from memory. In addition,
listening, matching and other activities are included in the Oral A textbooks
which appear similar to the Finnish workbooks but are smaller and contain
fewer exercises and a more limited variety. The Oral B textbooks are similar to
the Oral A ones but all of their activities relate to listening. Kairyudo, a major
Japanese publisher, does not offer Oral C textbooks which would concentrate
on speech making and debate so samples of this type of textbook do not appear
in the appendix.

Linkage measures the manner in which the chapters of the book and the
book series progress. In the Finnish textbooks, basic vocabulary is built in the
first three years by the introduction of new words in every chapter with the
help of contextual tools in the exercises such as pictures. For example a
sentence like “this is a banana” is introduced next to a picture of a banana,
followed by “this is a green banana” next to another picture, etc. The emphasis
in the elementary textbooks is on vocabulary, not grammar. In fact, past tense
constructions were not introduced to the students in the setting studied until
they entered junior high school.

Junior high school textbooks present vocabulary and gramumar together.
In the textbook examined, the first lesson reviews previous material and the
second lesson introduces the simple past of the verb ‘be”: I was. This is
followed by a wide variety of activities, texts and exercises to introduce more
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grammar and lexis. Vocabulary is given in longer lists containing around
English 20 words a page along with their Finnish equivalents. Some pages
contain no vocabulary and, instead, concentrate on recycling material.
Grammar is usually integrated in the text rather than separated out. It is
covered by classroom activities from the textbook and workbook. For an idea
of exactly how items are linked in the Finnish textbooks refer to Appendix 7.

In Japanese textbooks, both vocabulary and grammar are addressed from
the first lesson with simple past being addressed at the end of the first year or
the beginning of the second. Unlike the Finnish elementary textbooks, the
Japanese textbooks tended to present vocabulary and grammar items as
separate entities rather than incorporating them into the text. Linkage in Japan
can be measured by examining the course of study and table of contents. These
are listed in the appendices and outline, point by point what is to be learned
and when in an explicit manner. Because of the length of the course of study it
will not me included in this chapter.

Accessibility rates how the material is organized. Is it possible to clearly
rate when progress is made? Are there indexes, section headings, vocabulary
lists? Can the learners monitor their own progress? Is the learner given clear
advice on how the books should be utilized?

The textbooks from the two countries were clearly organized. The
indexes, vocabulary lists and section headings make it possible for the students
and teachers to monitor progress with ease. There are clear explanations in
both Japanese and Finnish on how the books should be used.

The Finnish textbooks came with workbooks which are utilized in the
classroom. They contained a variety of activities to support the particular
lesson, so the teacher could teach them without a great deal of extra, time-
consuming preparation. This makes the teaching of communication-focused
activities less of a chore.

The Japanese textbooks, on the other hand, basically cover grammar and
vocabulary together. Many of the chapters in the Japanese textbooks have short
reading passages followed by a list of words and the key grammar point. There
are usually not so many words per page and the sentence construction often
appears stilted and unnatural giving the impression that little effort has been
made to produce an authentic-sounding text. Instead, the text appears to have
been written around the grammar point.

Chapters are often designed with five sentences per page so each student
can read one sentence if they are sitting in the classroom with five people per
row. In all of the junior high school English classrooms in the setting, the
students sat five per row which suggested that the textbooks were made for the
classrooms and vice versa.

Japanese textbooks have workbooks that come with them. However, I
never saw the workbooks utilized in classroom activities during the two years
that I lived in and studied the educational culture. In most cases,
communicative activities are designed by the teachers themselves which is
common in Japan. For example, Nozawa (1995) gives the example of a recently
observed English class focusing on communication which included a buying
and selling game and a popular song. These materials had to be prepared by
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the teacher to supplement the textbook. So, teachers that are already very busy
with their other activities, may not have the time to prepare them. Since that
time, however, I understand that the Oral communication workbooks have
been integrated into classroom activity, making the Japanese classroom setting
more similar to what was observed in the Finnish setting.

In Finland, the workbook includes many communicative activities. This is
not to say that Finnish teachers did not prepare supplemental material in the
setting, because they did. The point is, there was a greater variety and selection
in the textbook and workbook for them to choose from, making extra activities
to teach communication an option rather than a necessity. The Japanese
textbooks and oral communication books tended to offer a few short activities
or one short text. The textbooks and workbooks are so different in the two
settings that is difficult to make direct comparisons. The reader should,
therefore, compare the samples in the appendices in order to get an idea of the
teaching materials in the two educational cultures and how they differ in design
and variety.

Despite the new communicative curriculum in Japan, an examination of
the textbooks suggests that the schools basically use the old structure-based
textbooks with a few color pictures. Teachers, who are already overworked,
must prepare communicative activities on their own which they seldom have
time for. This leads to a perpetuation of the old where linkage is based on
grammar. On a positive note, the Japanese textbooks are accessible in the sense
that they have built-in vocabulary lists, grammar points and reviews so the
learners can monitor their progress.

Is the book easy to carry? Can it be re-used? Are spaces provided for the
students to make notes? These questions determine the books' physical
characteristics. Appropriacy is concerned with whether the material will hold the
attention of the learners and if the learners can relate to the topics the book
discusses.

The physical characteristics of the books in the two countries rate high.
They can be used more than once and are easy to carry because they are not too
large and cumbersome. Japanese students can purchase miniature copies of
their textbooks which are pocket size.

The Finnish textbooks fared a bit better than their Japanese counterparts in
regard to appropriacy which concerns how the students can relate to the
material. This was indicated by student questionnaires. When asked in surveys
what they liked in their English class, 12 percent of the Finnish students
indicated their textbooks while 4 percent of the Japanese students chose that
answer (see Appendix 1 and 2). The relatively low rating of the textbooks by
the students in both countries suggests that there is room for improvement in
the textbooks of each.

Culture bias incorporates social environment and religious topics, weaning
preconceived notions, humor and philosophy, racial stereotypes and what
Sheldon (1988) determines as presenting 'sanitized versions' of the United States
and Britain regarding racism, unemployment, poverty and other types of social
problems. Finnish textbooks do not tend to concentrate on the negative aspects
of other cultures but do introduce topics on the Council of Europe list of goals
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concerning closer European cooperation, protecting democracy and human
rights and improving living conditions, in addition to addressing problems like
acid rain and protecting whales, rain forests and wildlife. The Finnish English
textbooks tend to focus on Europe, the United States, Canada, Ireland, India,
Britain, New Zealand and Australia as well as Finland (Arnold, Haavisto,
Kallela, Nikkanen and Suurpdd 1992; 1988).

The Sunshine English Course 1, 2 and 3 (1993) examines cultural aspects of
the United States, Britain, Canada, China, Singapore, Hong Kong, Australia,
Brazil, Borneo, Portugal, Spain, Holland, Nepal and other countries, as well as
Japan, where English is used, even if only by tourists. This is a common feature
of all approved Japanese junior high school English textbooks (Okita 1995). The
emphasis appears to be on English as an international language. The English
textbooks do not go into great detail about poverty and inequality in the
societies where the languages are spoken and one could argue that the
textbooks are indeed 'sanitized versions' to some extent. They, like the Finnish
English textbooks, also present human rights and environmental issues.
However, one could also argue that the elementary English classroom is hardly
the proper forum to discuss such complex issues.

The major difference in the way in which culture is portrayed in the two
books is probably influenced by geographic and historical considerations.
Finnish English textbooks tended to concentrate on English-speaking countries,
in keeping with the curriculum goals of teaching the target culture along with
the language. Japanese textbooks tended to put more emphasis on Asia and
Japan’s neighbors as well as countries with historical connections with the
country such as Portugal, Spain and Holland. In the 1980s, large numbers of
Brazilian-Japanese returned to Japan which probably explains the inclusion of
Brazil in the textbooks that were examined. The presentation of so many
countries in the textbooks gives an indication of how the Japanese see the
concept of ‘international understanding’ that was put forth in the curriculum

oal.
s Guidance refers to how the teacher is instructed on how to use the
textbook. In Finland, the textbooks are teacher-friendly and teachers had few
complaints about how to use them. Teacher’s books accompany the textbooks,
providing extra direction on how to utilize the textbooks in the classroom.

The Japanese textbook companies also provide guidance in the form of
special teacher’s books. Even so, Japanese teachers state that the new Japanese
curriculum along with the textbooks provided for it have created a need for
more teacher training to promote the effective adoption of communication in
the classroom (Kiguchi 1995; Nozawa 1992a, 1992b). Knight (1995:20) states
that the Japanese textbooks offer no information as to how lessons should be
structured or what methodology would be best employed.

As stated before, communicative classes require extra preparation in Japan
which is related to the book's sufficiency or ability to stand on its own. Team-
taught classes in Japan also require extra preparation. In Finland, the textbooks
can stand on their own and the teacher need not make extra material, although
some teachers were observed to prepare handouts and other supplemental
material. Because of the workbook, it is possible to practice grammar through
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pair-work which provides stimulus, practice and revision. 62% of the Finnish
learners said that they liked pair-work exercises.

Takala (1987) rejects the premise that easy-to-teach textbooks should be
available, to be taught without modification. He suggests that educational
merit should be the main criterion for textbook selection. He also suggests that
texts should be authentic without modification as far as it is feasible. This
introduces authenticity into the study. Authentic songs, poems and article
excerpts are included in Finnish textbooks from the 7th grade. In Japan, the use
of authentic materials is more problematic because learners only begin learning
the language in 7th grade. However, authentic songs with simple lyrics were
included in the textbooks in all of the books. The Sunshine Reader (Kairyudo
1993) includes 'We Wish You a Merry Christmas' in book one, 'This Land is
Your Land' in book two and ‘The Sukiyaki Song” in book three among other
songs.

gIn the Japanese senior high school, standard textbooks introduce more
complicated grammar along with long word lists which help the students
prepare for their entrance exams. There is a move toward authentic materials.
Some authentic songs, poems and article excerpts are included.

The level of the Japanese junior high school textbooks is not very
comparable to Finnish junior high school textbooks. This is because a Finnish
eighth-grade student has usually studied English for five to six years. InJapan,
students who have studied English for five to six years are usually in the
eleventh grade.

4.3.1 Summary

Overall Value in Finland can be assessed by the way the textbooks effectively
assist the teacher in teaching communication as well as assisting the teachers in
accomplishing their goals. The Finnish textbooks are 'teacher-friendly' and
require little outside preparation. Finnish textbooks mainly teach vocabulary
with very little grammar for the first three years of study (elementary school
grades 3-6). Complex grammar points tend to be introduced when the learners
have already acquired the vocabulary to speak. The workbooks and the
textbooks in Finland provide many different types of communicative activities
for the teacher to use in the classroom.

In Japan, textbooks provide grammar and vocabulary together from the
beginning.  They generally require supplemental material to teach
communication. Oral A and B books provide some additional communicative
material. The junior high school textbooks usually cover what is on the senior
high school entrance examination. The senior high school textbook may not
cover what is on the university entrance exam (Brown and Yamashita 1995a;
1995b; 1995c). There is also a discrepancy between the textbook and the
communicative curriculum dictated by Monbusho. Therefore, one may wish to
question the textbooks' educational value because they do not seem to cover
what they are supposed to cover. Informants in the setting studied and at
professional conferences suggest that too much material must be covered in too
little time with the textbooks and syllabus in Japan.
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4.4 Culture And Textbook Design

One of the most striking findings in the previous section was that in Japan, the
textbooks and the curriculum seem to be at odds with one another in terms of
the new curriculum’s emphasis on communicative language teaching. Using
only applied linguistic and EFL concepts, such matters seem difficult to explain.
Japanese language professionals tend to be familiar with virtually all of the
concepts which went into planning the Finnish English language program in
lower secondary schools as well as the problems they have with their own
system (Koike, et. al. 1978; Brumby and Wada 1991; Wada and Cominos 1994).
When the textbook data gathered in Finland and Japan is put through the 'filter'
of Hofstede's (1986; 1991) '4-D Model of Cultural Difference' and other cultural
factors are taken into account, it is possible to begin to explain this and other
specific phenomena in both countries. The study suggests that explanations lie
in cultural analysis as well as applied linguistics. A discussion of the specific
criteria which will be applied to the data can be found in Chapter Two.

4.4.1 Individualism vs. Collectivism

4.4.1.1 Textbooks In Collectivist Societies

Collectivism is related to firm in-group and out-group boundaries and the
emphasis on formal harmony, duty and collective welfare (Kim 1994: 32-33). It
is related to Asian culture and associated with Confucian influences which
stress morality based on traditional values (Kim, Triandis, Kagitcibasi, Choi and
Yoon 1994). This, in addition, corresponds with high-context cultural
tendencies (Hall 1976; Devito 1995).

In the Japanese educational culture that was studied, collectivist traits
could be seen in the way in which the curriculum is implemented throughout
the textbooks. The data gathered revealed an apparent resistance to the
adoption of new teaching methods and textbooks in the educational culture
studied, especially on the part of certain individual teachers. The tradition of
English teaching in Japan can be traced to the “Michigan Method’ introduced in
1950's and pre-World War two influences discussed in Chapter Three
(Shimaoka and Yashiro 1990: 8-22). They appear to have taken firm root and
many teachers in the setting appeared to feel that they were the most effective
methods for teaching English.

This tends to support Hofstede’s supposition of respect to tradition in
regard to textbooks. No teachers in the setting expressed that they had a
positive association with the new textbooks which they discussed on several
occasions. They commented that the new books were difficult to teach and that
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they looked like comic books. This could be interpreted as a positive
association with the traditional textbooks and a confirmation of Hofstede (1980;
1986; 1991; 1992).

A lack of guidance, especially in the form of the lack of additional teacher
training to go along with the new curriculum, was apparent in the setting.
Previous foreign teaching assistants from the setting relayed their thoughts that
the textbooks were not compatible with team teaching and inadequate
supplemental material and in-service training was provided. While I was
teaching in the setting, it was often necessary to produce extra material in order
to teach comumunicative lessons in the school. Some of the teachers in the
setting were resistant to teacher training workshops which were offered to
assist adaptation to the new textbooks and curriculum. It appeared that many
teachers in the Japanese setting taught with the new textbooks using their old
methods rather than assuming 'student roles' and enrolling in additional
teacher training.

This tended to confirm Hofstede’s (1980, 1986, 1991) classification in some
cases in the setting. This may also suggest deference politeness: teachers who
are used to being spoken “up to” may not wish to enter into a situation where
they are required to speak “up to” someone else. This tendency also implies
that there is a positive association with the traditional way of teaching English
in the country. However, not all teachers are reluctant to enroll in continuing
education. This will be discussed in more detail in Chapter Six.

The textbook analysis also revealed a considerable amount of teacher-
centered activities in the Japanese setting. For example, there were key
sentences, vocabulary items and few pair-work exercises in the old textbooks,
all of which results in the need of extensive explanations on the part of the
teacher. The new editions contain more pair-work. However, interviews
suggested that not all teachers feel comfortable using such exercises. More
teacher-centered methods and textbooks that support this were preferred in the
setting.

This confirms one of the tendencies Hofstede (1986; 1991) puts forth as an
indication of a culture that tends to be collectivist. Devito (1995) also suggests
that teacher-centered activity is a high-context cultural trait. One of the reasons
for the teacher-centered design of the Japanese textbooks might be that in
collectivist cultures, individual students tend to only speak up in class when
called upon personally by the teacher (Hofstede 1986). Indeed, in the
educational culture studied, students were expected not to speak up in class
unless called upon. It seemed as though the learners felt that it was not the
students' place to engage in, let alone initiate interaction. It may then be felt
that designing more student-centered activities would lead to no activities at all
in the classroom or that interaction, especially learner-initiated interaction, is
not essential for getting a good education.

This also suggests that the educational culture that was studied in Japan
was operating in the deference politeness mode in which the powerful speak
‘downward’ to the less powerful and the less powerful speak “upward’ to the
more powerful (Scollon and Scollon 1983; 168-170; 1995). The textbooks appear
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to be designed so that the more powerful can control the floor, in other words
who speaks and when, during the lesson.

In the setting that was studied in Japan, communicative exercises
appeared to introduce new and foreign ideas toward floor control and who has
the right to initiate exchanges in the classroom, which is traditionally reserved
for the teacher. The potential introduction of confrontation in learning
situations which is characteristic of individualist cultures could be threatening
to the Japanese and may explain why oral skills such as debating, speech-
making and discussion are not included in the new textbook. For example,
during one communicative activity in which the textbook was not used, a
student who could not understand the instructions to an activity burst into
tears. I interpret this as a result of disrupting the formal harmony of the
learning situation: the student could not interpret the situation which resulted
in a face-threatening act and tears.

This could be seen as confirming Hofstede in another cultural factor
contributing to the design of textbooks in Japan which is related to formal
harmony in leamning situations. In collectivist societies, formal harmony is to be
maintained at all imes (Hofstede 1980; 1986;1991; 1992).

In collectivist and high-context cultures neither the teacher nor any
student should be faced with the threat of losing face'. 'Face' is the public self-
image or role one has in society. 'Losing face' happens when one does not act
within the role required by one's social position (Kim 1994, 37). This could
happen in an English conversation if a student asked the teacher a question that
he could not answer and may be another reason why communication seems to
evade the Japanese textbook. This also suggests deference politeness (Scollon
and Scollon 1983; 1995).

The concept of formal harmony in the educational culture that was
studied suggests that behavioral codes were implicitly encoded and that there
arc strict rules governing interaction and the language being used. The teacher
was expected to always speak first. The student was expected to answer. Non-
verbal signals were also used to give the student the signal to speak. This
ensured the maintenance of formal harmony which is also promoted by the
activities found in the textbook, for example:

Program 5
A story by Miyazawa Kenji

Two young men from the city were hunting in the mountains. Two big
dogs and a guide were with them. Then their guide went out of sight,
and it became very dark. The dogs howled for some time, and died
from fear. “Oh, no!” said one of the men. “Let’s get out of here.”

"Yes, let’s,” said the other.

(Vocabulary)
hunt (ing), dog (s), guide, sight, dark, howl (ed), die (d), fear, out of

sight, for some time, die from, get out of

Source: Sunshine English Course 2 (1993), Program 5 (see Appendix 9)
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Program 5 in the textbook is designed for a more teacher-centered approach for
example, read and repeat drills followed by choral readings. The activities in
the workbook rarely require the learners to negotiate meaning. Overall, the
educational culture that was studied in Japan reveals high-context
communication and cultural traits (Hall 1976; Hall and Hall 1987; Gudykunst
and Ting-Toomey 1988; Samovar and Porter 1991).

4.4.1.2 Textbooks In Individualist Societies

The Finnish textbooks used in the educational culture that was studied, based
on communicative methods, suggest the positive association in society with
whatever is mew'. “New communicative methods” move away from the
structural approach and put more emphasis on pair-work and other
communicative activities. The books are also colorful and contain more recent
topics and current information. For example, ‘You Too 9’ contains topics
including personal computers, smart card and office machines and supplies
vocabulary using colorful, artistic pictures. The guidance provided for teachers
in Finland is difficult to compare to the setting in Japan because new textbooks
were not being introduced in Finland at the moment of this study, leaving no
need for in-service training concerning textbooks. However, teachers did have
meetings where they discussed the new curriculum.

In the educational culture studied, students were encouraged in many
lessons to initiate interaction. This was also supported by the design of the
textbook and is an indication of solidarity politeness where communication is
more or less equal (Scollon and Scollon 1983; 168-170; 1995). For example,
during pair-work activities, students were observed to initiate interaction with
their teachers. This appeared to be taken into consideration in the design of the
textbooks because the textbooks and workbooks contained many activities such
as pair-work designed for this type of classroom management style. A sample
chapter is included in Appendix 7.

This could be interpreted as a confirmation of traits ascribed to
individualist cultures. According to Hofstede (1980; 1986, 1991; 1992)
individual students will speak up in class in response to a general invitation by
the teacher. This also suggests the tendency towards a low-context culture in
the Finnish educational environment studied (Hall 1976; Devito 1995).
Furthermore, the students are not afraid to speak up in large groups, which
leaves more options in activity design for the textbooks. In individualist
cultures, individual students are supposed to speak up in class in response to a
general invitation by the teacher. The features observed in the Finnish
educational setting reflect individualism in this manner (Hall 1976; Devito
1995).

In the Finnish setting, students often disrupted the formal harmony of the
lesson by talking and walking around. Creative confrontation between the
teacher and students and among the students themselves in the classroom
appeared to be no problem suggesting individualist and low-context features
within the educational culture (Hofstede 1986; 1991; Devito 1995). However,
formal harmony is also appreciated in Finland, which can be highlighted when
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comparing Finnish and American communication styles (Carbaugh 1995).
During grammar teaching, students in the Finnish educational culture studied
were expected to sit and listen. Still, the overall behavior in the setting in
Finland suggested that as in other individualist cultures, face-consciousness
appeared to be weak. This can be interpreted to support the claim that the
Finnish cultural setting exhibited low-context and solidarity politeness features.

Certain incidences in the classroom situations that were observed revealed
that it was perfectly acceptable for both the teacher and the students to admit
that they could not perform a task or could not answer a question and needed
to ask for advice. Therefore, face-consciousness seemed to be weak in this
setting and textbook design gives no indication of this being otherwise
anywhere else in the country. The concept of putting the teacher or the student
in a face-threatening situation by promoting learner autonomy probably does
not enter into the minds of the Finnish textbook writers.

The textbooks, which reinforce the communicative goals of the
curriculum, indicate that in the educational culture, Finland also exhibits low-
context cultural characteristics. In other words, little information is interpreted
from the situation and verbal communication is necessary to convey meaning
(Hall 1976: 79). These traits may not describe Finnish culture as a whole but
appeared to be fairly standard in the educational culture studied.

Table 4.4 reflects the results of the research conducted in the two
educational settings in relation to the individualism versus the collectivism
dimension outlined by Hofstede (1980; 1986; 1991; 1992). In this table and
subsequent tables throughout the present study, Hofstede’s original tables
discussed and listed in Chapter Two have been adapted to reflect the
phenomena found in the specific educational cultures. Specific traits have been
modified to reflect data, for example, in the case of textbooks, “positive
association with whatever is rooted in tradition’ has been modified to “positive
association with traditional textbooks’. Tables have been written in order to
provide the reader with an overview of the results of how Hofstede’s
tendencies are supported or disconfirmed in the data.

TABLE 4.4 Tendencies Related To Textbooks And The Individualism
Versus The Collectivism Dimension

Individualist Societies Collectivist Societies

Finland Japan

In the Finnish educational culture, teachers Lack of teacher training to accompany new
had meetings to discuss the new curriculum

curriculum

Positive association with ‘new’ style Positive association with traditional
textbooks textbooks

(Continued)



95

(Continued)

Textbook activities support individual Textbook activities support individual
students speaking up in class in response students speaking up only when called
to a general invitation by the teacher upon by the teacher

Textbook activities make possible Textbook activities promote formal
confrontation in learning situations harmony in learning situations
Textbook suggests that face-consciousness Textbook is designed so that neither the
is weak teacher nor any student would face the

possibility of losing face

TABLE4.5 Similarities Related To Textbooks And The Individualism
Versus The Collectivism Dimension

Teachers in both countries’ educational cultures often enroll in continuing
adult education including in-service training and further education courses

Formal harmony is sometimes emphasized in both educational cultures

4.4.2 Power Distance

4.4.2.1 Textbooks Related To Strong Power Distance

According to Hofstede’s theory, power distance is defined as the ‘extent to
which the less powerful members of institutions and organizations accept that
power is distributed unequally’ (Hofstede and Bond 1984: 419). Individuals
who live in a strong power distance society accept that unequal power
distribution is part of culture. Teachers in this type of culture consider their
students to be different from themselves and students think that teachers are
superior to them (Gudykunst and Ting-Toomey 1988: 47). This cultural trait
corresponds roughly with concepts of deference politeness (Scollon and Scollon
1983; 1995). Strong power distance appears to be related to high-context culture
in the sense that where clear power relations are present, non-verbal cues may
be less problematic to interpret. However, Devito (1995: 32) has clear
distinctions between leaders and members classified as a low-context cultural
trait. Therefore, the concept of context related to power distance may be
difficult to interpret. This section will present the findings of the present study
in relation to the curriculum and textbooks and examine how these findings
support or disconfirm Hofstede’s findings on power distance.

In the Japanese setting that was studied, teachers tended to prefer to use
the textbooks in a teacher-centered fashion. The textbooks in the setting
reflected this. When the ‘old’ curriculum and textbooks were being used, the
teachers tended to explain the ‘key sentence” with its grammar point and the
new vocabulary in every lesson. When the ‘new’ oral curriculum and textbooks
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were adopted, I did not observe any noticeable change in teaching methods.
However, one of the schools hired a special teacher to teach the communicative
sections of the lessons, thus leaving the ‘regular’ teachers free to teach in the
traditional manner. Grammar explanations are included in the Japanese
textbooks for both teachers and students. However, the teacher explained them
in great detail and the students tended to listen without asking questions.

This could be seen as an indication of large power distance, confirming
Hofstede (1986), which suggests tendencies toward a stress on personal
'wisdom' which is transferred in the relationship with a particular teacher who
is like a 'guru’. Japanese textbooks appear to be designed for teacher-centered
classroom management. This supports a teaching process where teachers tend
to maintain their position as a 'guru’ or one who possesses all of the knowledge
of the subject and can impart this knowledge to their loyal students. If the
emphasis were switched to communication, it could jeopardize this role which
is ingrained in the Japanese. This relationship is interrelated to deference
politeness where respect is generally shown to those who have power (Scollon
and Scollon 1983; 1995).

The present study found that the teachers in the Japanese setting were
expected to show their knowledge to their students and, in doing so, not
relinquish control of the floor during the lesson. The textbook supported this
by its emphasis on grammar which the teachers can teach and thereby maintain
control of the floor during the lesson.

This supports the tendency in strong power distance societies that
'teachers merit the respect of their students' (Hofstede 1986; 1991). The teacher-
centered education which the textbook seems to promote stresses the ‘premium
onorder' which is supposed to be held in high esteem in these types of cultures.
Again, this suggests deference politeness. In this type of learning environment,
non-verbal signals may be easier to interpret which would also suggest high-
context culture in the educational setting studied.

This study found that the Japanese textbooks used in the educational
culture tended to contain little information aside from the core sentences and
forms, possibly because textbook writers assume that the teacher is the holder
of knowledge and will 'hand down' the necessary extra information. In other
words, textbook writers share a common view of the teacher’s role in the
society and promote the existing social order through textbook design.
Promoting learner autonomy may be viewed to be wholly contrary to the
popular concept of teacher as authority.

The above seems to confirm other tendencies in strong power distance
societies where students expect teachers to initiate communication and outline
paths for them to follow. Students in this type of society are expected to speak
up in class only when invited by the teacher and the teacher should never be
contradicted or publicly criticized, and the effectiveness of learning is related to
the excellence of the teacher (Hofstede 1986; 1991). All of these tendencies
manifested themselves in the Japanese setting that was studied and could be
seen in the textbook design.

These characteristics support the proposition that Japanese culture reflects
deference politeness where superiors talk downward to subordinates. Through
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this examination, Japan emerges as a high-context culture in which nonverbal
information is encoded and associated with certain modes of behavior (Scollon
and Scollon 1983; 1995; Hall 1976). Because of the clear distinction as to who is
allowed to initiate communication in particular settings, one may determine
from non-verbal signals who is the boss or when to speak. Such distinctions
may not be present, or necessary, in a low-context culture. Through their
design, textbooks tend to reflect teacher-centered methods which reinforce
these cultural tendencies.

4.4.2.2 Textbooks And Weak Power Distance

Hofstede (1986; 1991) puts forth that in weak or small power distance societies,
power is distributed more or less equally and should only be exerted when it is
legitimate. Associated with the way in which weak power distance manifests
itself in the textbook is the promotion of learner autonomy reflecting solidarity
politeness in which equality in the roles of the speaker and listener are valued
(Scollon and Scollon 1983; 1995). The concept of low-context culture may be
difficult to relate to weak power distance. Still, in environments where
communication is more or less equal, it is more likely that all participants will
be given the opportunity to use verbal signals rather than read cues from the
environment. This may be interpreted as reflecting low-context culture.

The present study found that the activities in the Finnish textbook and
workbook in the educational culture studied tended to contain a wide variety of
different types of activities which the teacher could use to foster learner
autonomy and encourage initiative. Learner training beginning in seventh
grade taught students to choose their own activities from the workbook or
textbook and complete them as individual work or pair-work with a partner.
Once learner training was complete, teachers were observed to write lists of
activities on the chalkboard which the learners could choose from and complete
during the lessons while the teacher assumed a monitoring role and helped
students when asked. These types of activities put the initiative in the hands of
the student during the lessons.

These results support the concept that Finland is a weak power distance
society, where 'teachers respect the independence of their students' and engage
in 'student-centered education' where 'premium is on initiative' (Hofstede 1986;
1991).

The present study found that students were encouraged to communicate
in the targetlanguage and gain competence by learning from each other and the
textbook with the assistance of the teacher. This differed somewhat from the
tendency observed in the Japanese setting of learning from the teacher and the
textbook.

The emphasis on communication and learner-centered teaching reflected
by the Finnish textbooks and workbooks can be seen in the variety and number
of exercises per chapter. For example, the workbook sample in Appendix 7
contains activities such as Finnish-to-English translations, listening to a text that
is provided, listening for specific information within a passage, talking about
the passage, multiple-choice questions, and English-to-Finnish translations. In
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addition, the material required pupils to negotiate meaning, for example in
talk-with-your-partner exercises.

Finnish textbooks, based on these traits, could be classified as reflecting
small power distance tendencies in which impersonal ‘truth' is obtainable, in
principal, from any competent person as opposed to the strong uncertainty
avoidance tendency of relying on the teacher for instruction (Hofstede 1986;
1991). If one accepts that the truth, or the facts of the target language, for
example the syntax, lexis and morphology, are the same no matter who or what
delivers it, for example the textbook, one must also accept that the students can
become their own teachers as put forth in the learner autonomy goals of the
Finnish curriculum (National Board of Education 1994b). The presence of these
characteristics could also be seen to confirm Hofstede’s theories regarding this
dimension.

This study found that the Finnish textbooks tended to put an emphasis on
learner autonomy. Activities such as pair-work, which required little teacher
control, were presented. In the classrooms of the educational culture studied,
the students were free to introduce topics and to initiate two-way
communication in the lesson. True, the textbook did not encourage the
students to contradict or criticize the teacher. But, if the students were
encouraged to speak English and initiate communication with the teacher and
with each other, minor conflict might not severely disrupt what appeared to be
the underlying social order.

Based on this information, Finnish textbooks can be said to reflect
tendencies associated with small power distance societies. The teacher
generally expects students to initiate communication and to find their own
paths and the students may sometimes speak up spontaneously in class
(Hofstede 1986; 1991). In these types of cultures, students are allowed to
contradict or criticize the teacher and the effectiveness of learning is related to
the amount of two-way communication in class. These traits in the textbook, it
could also be argued, lend weight to Hofstede’s claims.

Weak power distance cultural tendencies in regard to who is allowed to
initiate interaction with teachers, students speaking up freely in class, the
possibility to contradict and criticize the teacher during lessons and the
emphasis on two-way communication in the teaching and learning process in
Finland suggest that imposition is assumed to be low and equality is held in
high esteem. These traits suggest that the textbooks and curriculum in the
educational culture studied in Finland generally suggest solidarity politeness
traits (Scollon and Scollon 1983; 1995). The stress on two-way communication
presented in the goals of the curriculum and textbooks suggest value in the
concept that verbal expression in needed to convey meaning as in a low-context
society (Hall 1976).

Table 4.6 provides an overview of conclusions based on the findings of the
present study as well as general observations related to textbooks. It is an
adaptation of Hofstede’s (1986) original list of differences related to the power
distance dimension in Chapter Two.
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TABLE 4.6 Tendencies In Textbooks Related To The Power Distance

Dimension

Small Power Distance Societies

Large Power Distance Societies

Finland

Textbook puts stress on impersonal ‘truth’

which can in principle be obtained from
textbooks alone

Textbook encourages independence of
students

Textbook supports student-centered
education; premium on initiative

Textbook helps students to initiate
communication

Textbook aids students to find their own
paths

Learner-centered classroom aided by the
textbook makes it possible for, but does
not encourage, the students to contradict
or criticize teacher

Textbook advocates the concept that the
effectiveness of learning is related to the
amount of two-way communication in
class

Japan

Textbook puts stress on personal ‘wisdom’
which is transferred in the relationship
with particular teacher (guru)

Textbook encourages students to respect
and listen to their teacher

Textbook supports teacher-centered
education; premium on order

Textbook fosters students to expect teacher
to initiate communication

Lack of information in the textbook:
teacher is required to outline paths to
follow

Teacher-centered classroom supported by
the textbook helps to ensure that the
teacher is not subject to contradiction or
public criticism

Textbook advocates the concept that the
effectiveness of learning is related to the
excellence of the teacher

4.4.3 Uncertainty Avoidance

4.4.3.1 Textbooks Related To Strong Uncertainty Avoidance

Dimension

Uncertainty avoidance is another one of the cultural classifications that
emerged from Hofstede’s (1980; 1986; 1991,1992) research. In cultures with
strong uncertainty avoidance, students feel comfortable in structured learning
situations with precise objectives, detailed assignments and strict timetables.
This study found that Japanese textbooks appeared to be designed for
activities which enable the teacher to maintain control of the classroom, such as
do drills and other highly structured grammar-related activities. The story in
program 5 included earlier in this chapter is conducive for this type of teaching.
This reflects the structural method described in Chapter Three which is
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common in Japan, as well as in other Asian countries. For a detailed
description of how the textbooks are used in this manner in the classroom see
Chapters Seven and Eight.

In the Japanese cultural setting that was studied, the new textbooks and
other recent reforms put some of the teachers in a problematic situation, since
they did not know all the material in the new textbook. Generally speaking,
Japanese English teachers are insecure about their English ability (Garant 1992,
Knight 1995). This appeared to affect the adoption of new textbooks and
methods: some of the Japanese English teachers who were not confident in their
English ability appeared to have memorized the old textbook, and a new
textbook emphasizing communication created strong resentment among such
teachers. This is known to the publishers who want to present manageable
material to the teachers, since they have a say in whether or not the book is
adopted in their particular school district through contact with their superiors.
Therefore, any reforms that aim at introducing communicative activities are
very difficult to institute.

This tends to support the claim that in strong uncertainty avoidance
societies, teachers are expected to have all the answers, which means that
teachers should know everything about the subject they are teaching. This
attitude can be one reason for Japanese textbook construction being the way
thatit is.

The present study found that Japanese textbooks tended to emphasize
grammatical points and vocabulary. Naturally the level of the students should
be taken into consideration, since it must have an influence in textbook design.
The Finnish junior high school textbooks are designed for students who have
been studying English for 5-6 years, whereas the Japanese textbooks are
designed for beginners. One might argue that beginners are not realistically at
a level to, for example, answer open-response questions in English. However,
one can introduce simple communicative activities from the very first lesson.
Perhaps Japanese textbook writers feel that this is problematic. The Japanese
teachers of English that I worked with prepared extra material in order to ask
simple open-response questions during the special team-taught lessons I
experienced while in the Japanese setting.

Hofstede (1980; 1986; 1991; 1992) puts forth that in strong uncertainty
avoidance cultures, students are rewarded for accuracy in problem solving. An
emphasis on grammar rather than communication could be interpreted to
support this claim in regard to Japanese textbooks. The emphasis on accuracy
is vital. The amount of communicative problem-solving exercises was minimal
in the textbooks that I examined, although the new textbooks tended to present
more of them than the previous editions. This could be argued to be a strong
uncertainty avoidance cultural characteristic because it could be associated with
the teacher-centered classroom and the backwash effect of testing which will be
discussed in the next chapter.

The teacher-centered activities in the textbook related to strong
uncertainty avoidance can also be interpreted as indications of deference
politeness in Japanese culture since in such an environment students are
required to speak-up to the teacher who, in turn, speaks-down to them (Scollon
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and Scollon 1983; 1995). Structured learning situations could be indicative of a
high-context culture where verbal and non-verbal information is governed by
rules governing interaction (Hall 1976).

4.4.3.2 Textbooks Related To Weak Uncertainty Avoidance
Dimension

In the Finnish educational culture that was observed, assignments in the
textbooks tended to be concrete and they normally corresponded to timetables
made by the local school teachers and administrators. However, within the
lessons, there was variation in the time that was taken between the activities
that were completed and how the sections and activities from the workbook
and textbooks were executed.

Hofstede (1986; 1991) puts forth that in cultures where uncertainty
avoidance is weak, students feel more comfortable in relatively unstructured
learning situations with vague objectives and broad assignments with no
timetables. Objectives and timetables were apparent in Finnish English lessons,
but the textbook provided material which gave the teacher several activity
options to attain the lesson objective. This study wishes to suggest that, instead
of Hofstede’s original wording, the characteristic should read 'broad range
objectives and assignments with looser timetables'. This suggests that there
may be some conflict in applying this tendency in its present form to Finnish
English textbooks. However, it should be pointed out that Hofstede does not
make any claims that his terminology and classifications should, as such, apply
to all situations and data. If one were to modify the definition to include 'less
structured learning situations', it would be more applicable to this set of data.
A lesson has a structure by nature, but there was more variation and less
structure in the Finnish classroom than was observed in Japan. (For a detailed
description, see Chapter Seven).

This study found that in the Finnish setting, the textbooks presented
material that encouraged the students to initiate interaction. The situation arose
on one occasion where the teacher could not, or did not answer a question. She
said, "I don't know, why don’t you ask Mike", which was acceptable in Finland
as shown in examples included in Chapter Seven. One can therefore claim that
the Finnish educational culture exhibits the weak uncertainty avoidance society
trait that teachers are allowed to say "I don't know". This means they are
allowed not to know everything about the subject they are teaching.

The textbooks in the Finnish setting included problem-solving activities
and negotiating meaning. Rather than reproduce forms and structures exactly
as they are presented in the chapters, the Finnish textbooks, in accordance with
curriculum goals, encourage the students to put English into their own words.

In weak uncertainty avoidance cultures, students are rewarded for
innovative approaches to problem solving according to Hofstede and this
tendency was found within the data, for example, the workbook requires the
students to formulate sentences themselves instead of repeating memorized
patterns.
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Student-centered classroom activities included in the textbook and
associated with weak uncertainty avoidance could also suggest solidarity
politeness with more or less equal communication (Scollon and Scollon 1983;
1991). The textbook is designed to require the students to negotiate meaning to
vocalize ideas which is considered a low-context cultural trait (Hall 1976).

TABLE 4.7 Tendencies In Textbooks Related To The Uncertainty Avoidance

Dimension

Weak Uncertainty Avoidance Societies

Strong Uncertainty Avoidance Societies

Finland

Textbook presents material for students
who feel comfortable in less structured

learning situations: varying objectives and

assignments with looser timetables
Textbook provides student-centered
activities where teachers can be putin a
position to have to say ” I don’t know”

The textbook activities foster innovative

Japan

Textbook presents material for students
who feel comfortable in structured
learning situations: precise objectives,
detailed assignments, strict timetables

Textbooks are generally designed for
teacher-centered activities where the
teacher has all the answers

The textbook activities foster accuracy in

approaches to problem solving problem solving

Table 4.7 provides an overview of conclusions based on the findings of the
present study and how uncertainty avoidance can be related to textbooks. It is
an adaptation of Hofstede’s (1986) original list of differences related to the
uncertainty avoidance dimension which can be found in Chapter Two.

4.4.4 Textbooks Related To The Masculinity Versus Femininity
Dimension

The Japanese textbooks were more conducive to teacher-centered teaching and
required the student to be modest in class and to sit and listen. The Finnish
textbooks, on the other hand, encouraged the learners to make themselves
visible in class by encouraging learner autonomy. In the teacher-centered
classroom of the Japanese setting, students seemed to have no choice but to
behave modestly. To do otherwise would be looked upon by the teacher as a
face-threatening act.

These traits were the only ones which the present study could relate to the
masculinity and femininity dimension as suggested by Hofstede (1980, 1986;
1991;1992) and textbook design in the Finnish and Japanese setting.

These cultural characteristics suggest, again, that Japan exhibit deference
politeness characteristics and high-context cultural traits (Scollon and Scollon
1983; 1991; Hall 1976). In the learner-centered classroom, students can compete
for the floor without committing a face-threatening act. Learner-centered
activities in the textbook encourage and allow students to make themselves
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visible in the classroom. These could be indicative of solidarity politeness and
low-context culture (Scollon and Scollon 1983; 1991; Hall 1976).

TABLE 4.8 Tendencies In Textbooks Related To The Masculinity Versus
Femininity Dimension

Feminine Societies Masculine Societies

Finland Japan

students try to make themselves students try to behave modestly
visible

Table 4.8 reflects the one trait that could be related to this set of data and
Hofstede’s (1986) differences related to the masculinity versus femininity
dimension discussed in Chapter Two. The original list contains ten items.

4.5 Summary

Finnish and Japanese textbooks which demonstrate the heart of the curriculum
in both countries show few similarities and several differences. The Finnish
textbooks emphasize communication by providing the teacher with pair-work
and other student-centered activities. The Japanese textbooks reflect an
emphasis on grammar, which is traditional and based on structural methods
adopted after the Second World War.

This section has sought to explain the differences and similarities in
Finnish and Japanese textbooks in relation to cultural characteristics that
influence their design. According to the analysis, my data tended to confirm
many of the cultural dimensions put forth by Hofstede. Some of the tendencies
that Hofstede (1986) lists were not applicable to textbooks which helps justify
the inclusion of other types of data in the following chapters. It should be noted
that Hofstede’s (1986) tendencies associated with masculinity and fermininity
were least applicable to the textbooks with only one category which could be
related.

Overall, Finnish textbooks tend to exhibit features associated with
individualist societies with weak power distance and weak uncertainty
avoidance in addition to solidarity politeness and a low-context culture.
Japanese textbooks in turmm appear to reflect a culture with strong power
distance and strong uncertainty avoidance as well as deference politeness and
high-context culture. The masculinity and femininity dimension appeared to be
problematic and only one aspect of it could be applied to this set of data.
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5 TESTING

5.1 Role Of Testing In Finland And Japan

This section will examine foreign language testing in Finland and Japan. There
is now much evidence to support the inclusion of language testing in studies on
English teaching and learning and its central role in curriculum development
(Richards 1990: 15-17; Stern 1983: 439-40; Widdowson 1990; 139). It is also
sometimes cited as a neglected area (Robinson 1991: 73-78). The subject of
Japanese senior high school and university entrance examinations and the effect
on of these on the language teaching process is often cited in the literature on
the subject (Reischauer 1988; Brumby and Wada 1991; CLAIR 1992b; Yamazaki
1995; Koike, Matsuyama, Igarashi and Suzuki 1978). Testing is also discussed in
literature related to Finnish foreign language education (Yli-Renko and Salo-
Lee 1991; Sajavaara 1993). My literature search revealed nothing written
directly comparing English as a foreign language testing in Finland and Japan
which could be a justification for the inclusion of this chapter in the present
study.

The study of testing entails a wide variety of topics including the role of
testing within the two systems, the content of examinations which includes
what is measured, how it is measured and how results are reported (North
1993). General aspects of testing in the two countries should also be examined
including test objectives, the existence of quantifiable competency scales and
the relation of testing to language policy (Spolsky 1993). In order to discuss
how they are viewed in Finland and Japan the opinions of professors, classroom
teachers, administrators and learners will be incorporated into this section in
addition to primary and secondary source material on the subject.

Foreign language testing is important for the teacher and the learner
because one of the main roles of the teacher is to assess what has been learned
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and to ensure that the learners pass their tests (Harmer 1991:262). This attitude
is generally accepted in both Finland and Japan. In fact, teachers in both
countries were observed to change their lesson planning as examination time
approached in order to concentrate on the tests, thus making sure their students
would produce the best possible results. Teachers also openly stated such
attitudes in both countries. However, the way they put their attitudes into
practice in the two countries varied and will be further discussed throughout
chapters Six, Seven and Eight.

In the Finnish setting, a change in classroom behavior around the time of
locally planned and administered English tests to assess progress was observed
to take the form of switching from a more learner-centered classroom to a more
teacher-centered classroom so that test drilling could occur.  When
examinations were not looming over the students' heads, my observation in the
setting revealed that Finnish teachers generally focused on communication-
centered activities in the classroom.

The effect of the matriculation examination which is administered at the
end of senior high school and contains foreign language components is widely
discussed in Finland (Yli-Renko and Salo-Lee 1991). Articles and informal
surveys suggest that senior high school English education tends to focus on
preparation for the matriculation examination. The Finnish teachers in the
junior high school educational culture studied stated that they liked the fact
that they did not have an external examination to train the students for and
could, therefore, focus on communication.

In the Japanese setting, I observed that special team-taught lessons
focusing on communication were often canceled for the third-year junior high
school students as high school entrance examination time approached. The
reason cited by the Japanese teachers was that the Japanese teacher needed time
to prepare the learners for their examinations. Indeed, this is not uncommon.
Many Japanese English teachers feel that focusing on communicative activities
does not help students pass entrance examinations and that communicative
lessons are pointless until the examination system is reformed (Cominos 1990).

Because of the role of examinations in their determination of which
students proceed to the university, their importance cannot be downgraded or
belittled. Testing and competition are often portrayed as hallmarks of Japanese
education (Takanashi 1996). Therefore, this section will address the topic of
foreign language entrance tests as a means for determining who goes to the
university because it is so often cited as one of the main goals of English
language education in Japan (Brown and Yamashita 1995a; 1995b; 1995c).
Junior high school English education, which is the focus of this study, will be
discussed after university admission tests because of the influence exerted on
the former by the latter.
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5.2 Learners And Tests

Surveys that were conducted in the Finnish educational culture studied in 1994
and Japanese junior high school setting in 1993 questioned the learners about
their attitudes toward their English tests and other issues. Respondents were
students who were 14 or 15 years old at the time. The survey consisted of a
number of questions related to how the learners felt about English, their goals,
their study habits, their exposure to the language outside the classroom and
their use of the language. The design of the questionnaires was discussed in
chapter Two. This chapter will examine the survey questions related to testing.

Of the 129 Finnish students surveyed in the study, 78 indicated that they
wanted to attend the upper secondary school which would lead to taking the
matriculation examination. When asked 'why they took English’, only 32
stated that their reason was the matriculation exam, which suggests that
although 78 indicated that their goal was to attend the upper senior high school,
only 32 saw the matriculation examination results as being so important that it
was a primary reason for studying. 43 indicated that junior high school tests
were the reason they studied, suggesting that more immediate test goals were
at the forefront of the Finnish students' minds.

However, the most popular answers for these students were related to real
life functions, such as 'to talk to foreigners' and 'toread'. This indicated that for
most Finnish learners, the goals of studying were broader than studying only
for the examination at the end of the course or for the exam which would help
determine their entrance to the university.

Finnish teachers in the setting expressed their dedication to teaching the
students who wished to go to the college-bound upper secondary school the
skills necessary to gain admission. They also acknowledged that some of the
learners did not have and were not gaining the necessary knowledge of English
and other subjects and would go on to other, less academically oriented upper
secondary schools, stay another year in junior high school or go to work. The
Finnish teachers interviewed were proud of some of their students who
excelled in their courses and mentioned them for special recognition while they
were out of earshot so as not to cause them embarrassment. However, overall
the teachers conveyed the message that they were preparing the students to
communicate in English or other foreign languages rather than take tests
although the importance of examinations within the system was acknowledged.
The teachers did not have to prepare the learners for an external examination,
which appeared to relieve them of the pressure to train students for tests.

In Japan, the attitude was somewhat different. Out of 100 Japanese junior
high school students surveyed, 61 indicated that senior high school admission
tests were important while 54 chose junior high school tests under the survey
question, 'why do you study English?' (Garant 1992b). This indicates the
importance of the entrance tests in the minds of the learners, because the survey
results show that they were more concerned about an examination that was a
year and a half in the future than their immediate tests in junior high school.
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For the Japanese students, 'Speaking’, 'understanding’, 'traveling' and
'talking to foreign people' received responses in the 42-49 per cent range. This
suggests that even though the motivation to communicate was there, it was
somewhat less than the motivation to pass tests. Even though there was
considerable interest in using the language practically, compared with Finnish
learners, their interest in communicating in English was markedly less.

Japanese teachers expressed that the goal of English education was to see
that the students passed their entrance tests and that communication was very
important if it could be accomplished without interfering with the examination
process. Tanigawa (1992) reports on a study which suggests that it is difficult
for a few Japanese English teachers to teach communication in a school were
most of the other teachers tell them it is pointless because it is not on the
entrance examination. Such attitudes appeared to be prevalent in the Japanese
educational culture that was studied, suggesting that entrance examinations
exerted a backwash effect on classroom English teaching. Some of the teachers
within the school system studied emphasized communication more than others
but the entrance exams were generally seen as the most important factor that
shapes language education.

Not only were the exams important, they are often associated with success
in life in the mass media both in and out of Japan (Takanashi 1996). This
attitude is common in Japan, not only among teachers, but among society in
general (Cummings 1990: 206). In the Finnish setting, university entrance
examinations appeared not to be seen so much as the key to success in life.
Further, in both countries there is a good chance of building a respectable career
with a vocational education or on-the-job training.

University admission was not seen in either educational culture as one of
the most important steps in life according to the surveys made of the students.
This suggests, in my analysis, that the characterization of university entrance
exams and the pressure they exert on Japanese learners may be somewhat
exaggerated when applied to the educational culture studied. A number of the
learners in both settings indicated that they wished to pursue ‘non-academic’
careers. These included occupations such as cook, hair dresser and construction
worker. If alearner’s goal is to pursue a non-academic field, then not gaining
admission to a university should not be looked upon as failure. It should,
instead, be viewed as a choice. This is evidence that the Japanese educational
culture was not marked solely by fierce competition at least in the setting
studied. Other educational settings in Japan, such as a top ranked, college-
track, private junior high school in Tokyo, would, in my opinion, yield different
results. Virtually all of the students there would probably hold entrance exams
inhigher esteem.
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5.3 Testing And University Admission

Gaining admittance into a university in Finland is competitive. Each year,
about 30,000 students take the matriculation examination and of these, between
15,000 and 16,000 enter the university. Recently, the number of admissions
have been on the increase. In 1991, 78,000 applications were filed, 40,600
applicants took part in the entrance examination and 21,000 students were
accepted (Parviainen 1992: 64-65).

TABLE 5.1 Competition To Enter Certain Finnish University

Departments
University/ Applicants Participants =~ Admitted
Department in Entrance
University of Helsinki
Law 2685 1976 287
Political Science 2920 2068 311
Medicine 697 628 122
Theology 542 436 177
Humanities 6222 4511 871
Math/Science 4701 2605 2364
Education 1444 925 392
University of Jyvaskyla
Education 1904 975 219
Humanities 2602 1948 494
Social Science 2338 1680 349
Math/Science 1297 604 825"
Forestry Science 1174 533 128
University of Tampere
Medicine 721 585 183
Social Science 2704 2058 291
Humanities 3689 2932 417
Economics 2420 1817 510
Education 838 344 109
Helsinki School of
Economics 2310 1748 431

Source: Patosalmi and Pakkanen 1996: 353-354

B In cases where more study places are available than the number of participants in the entrance

examination , the opportunity to enter the department is offered to prospective candidates based on
matriculation examination scores.
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This data suggests that in most cases, university admission is extremely
competitive. Admission to certain faculties, for example, the Faculty of Law at
the University of Helsinki, Social Science in Tampere, Faculties of Medicine and
other specialized courses, is even more competitive than other faculties when
comparing the number of applications with the number of students who are
admitted. In addition, certain departments within faculties may be more
competitive, for example, the English Translation Department of the University
of Helsinki usually receives 8 or more applications for every one study place
available.

Generally speaking, is not uncommon for students to attempt entrance
tests two or more times before they gain admittance to a Finnish university.
Some students may take more that one entrance test in order to increase their
chance of gaining acceptance to at least one program. Students who do not gain
admittance may spend a year working, traveling or taking a one-year or longer
course at one of the many other institutions throughout the country.

Gaining admission to a university in Japan is also very competitive. As of
1991, there were 996 post-secondary institutions including 460 four-year
colleges and 536 two-year colleges. Each year, about 45% of senior high school
graduates attempt to gain admission (Shimohara 1991: 206). Of these, about a
third are accepted into a university (Reischauer 1988: 190). Statistically, the
Japanese selection process tends to be more competitive than in Finland (See
Table 5.2).

In the Japanese system, universities have a strict hierarchy, with the
former Imperial Universities at the top and private professional colleges
(senmongakko) at the bottom. (Reischauer 1988: 191-195 ). The best companies
recruit only from the best schools. This type of system does not exist in Finland
where college graduates are generally on equal footing when competing for
jobs. In Japan, the hierarchy is rigid: for example, in 1991, 16 out of 18 of the
officials of Monbusho ranked above section chief graduated from Tokyo
University (Thronson 1992: 52-54).

TABLE 5.2 Competition To Enter Japanese Universities

Applications for admission New students enrolled

National 495 497 105598
Public 115311 15378

Private 4452 054 420 628
Total 5 062 862 541 604

Source: Statistics Bureau 1993/94

The preceding table indicates that for national universities, which are generally
considered better and less expensive average odds for admission were about 1:5
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overall. One should expect to find more well known national universities, such
as Tokyo University, Kyoto University and Osaka University, much more
competitive than the average. Public universities showed an approximate 1:7.5
ratio and private universities a 1:10.5 ratio of applications per admissions.
Although Japanese applicants, like their Finnish counterparts, generally apply
to more than one institution, the competition for admission based on statistics is
more intense in Japan than in Finland. Of the roughly 5 million Japanese
university admission test takers in 1992, 2.7 million had graduated from high
school that year. The rest were students who had graduated in previous years,
the majority of which had probably taken the test before and not passed.

In Finland, university entrance requirements vary from institution to
institution (Patosalmi 1996). Each university department usually administers
its own admission examination which is given in Finnish, unless the institution
is one of the Swedish-speaking ones in the country. The departments give
prospective candidates a reading list, from which the examination questions
will come. Lists are also available, in some cases, from the employment office
(Marttila 1996; Opetusministerid/ Tydministerid 1993; 1994; 1995a; 1995b ).
Different departments have different requirements but they usually assign
points for the matriculation examination, which Finnish students take at the
end of upper secondary
school in addition to the points that are assigned for their own test (Patosalmi
and Pakkanen 1996). Results are posted on bulletin boards and students can
examine their grade and their results in comparison with all of the other
students who took the test. No foreignlanguage component is usually included
on these tests. This is one reason for the backwash effect which allows the
classroom teacher at the lower level to focus on communication rather than test
training.

Japanese universities, like their Finnish counterparts, design entrance tests
at the local level except for thosc which subscribe to the daigaku nyuushi sentaa
(university entrance examination center) examination which is administered
throughout the country similarly to the American SAT (Brown and Yamashita
1995a; 1995b; 1995¢c). In addition to subject tests given in Japanese for the
various departments, the test includes a section for English which is the only
foreign language which is universally taught in the country (Monbusho 1994b).
The English tests include vocabulary and grammar. The national center exam
does not include a listening component. There are plans to include a listening
component in 1999. The center tests are administered in January. Most
students taking it are also required to sit for another entrance examination at
the university they wish to enter (Sasamoto 1995b). In addition to the ranking
system of post-secondary institutions, senior high schools are also ranked
according to the number of graduates they place in the top universities (Brown
and Yamashita 1995a; 1995b; 1995c; Reischauer 1988:191-195 ). They also
include English on their entrance examinations and this was already a concern
for 61% of the students polled as to why they study English.

Because the tests do include English, a backwash effect occurs and
virtually the entire primary and secondary foreign language education system
in the country trains their students to pass entrance examinations. They have
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been hailed in Japanese society as 'the root of all evil' because of the stagnating
effect many feel the exams have on the English education system (Matsuyama
1978, Brown and Yamashita 1995a; 1995b; 1995c). Recently, some junior
colleges have dropped English from their entrance tests in order to attract more
students. However, this is the exception and not the rule. (Sasamoto 1995a).

Brown and Yamashita (1995a; 1995b, 1995¢) analyzed the English sections
of 20 institutions including the 10 most prestigious public and private
universities and 10 other public and private universities located throughout
Japan. Their study looked at empirical data related to the examination
including a computer analysis of the lexis, types of questions and other relevant
items. All of the examinations included in their study were selected from guide
books published by Koukou-Eigo Kenkyuu (1993a and 1993b). These are not
scholastic journals but written to help students study for and pass their exams.
In addition to these study guides a wide range of others are available at most
Japanese bookstores.

Japanese entrance tests tend not to be standard and have a great variety of
questions and types of questions (Brown and Yamashita 1995a; 1995b; 1995c).
This makes it difficult to determine exactly what is being measured and how.
Brown and Yamashita (1995a; 1995b; 1995c) state that even within the sub-
category of multiple choice items a great variety of types of questions occurred.
The number of options ranged from 2 to 6. Questions were written in English
and in Japanese. Some required choosing a phrase that best matched the one in
question, others were fill-in-the-blank, while yet others posed straightforward
questions. They state that any attempt to explain the types of questions on the
examinations they analyzed would be an 'oversimplification'

Brown and Yamashita (1995a; 1995b; 1995c) also state that translations
appeared on many of the test papers which were usually English-to-Japanese.
Listening questions included fill-in-the-blank, multiple-choice, dictation, and
true-false items.

Redfield (1992) states that in his study of the entrance tests of four
universities, there were 'bad questions' in which the item wording was incorrect
English from a grammatical, lexical or other perspective. Brown and Yamashita
(1995a; 1995b; 1995¢) state that they could not find any specific examples of 'bad
questions' in their research. However, the following examples by Brock (1995)
illustrate that such questions do exist.

Brock (1995) included these examples of questions he found on Japanese
university entrance examinations.

1. "In a pluralistic society - where many different men form many
different groups for pursuing man's ends by many means - it is
inevitable that not all ends will be compatible one with another: as ( )
will prove inadequate for attaining the proposed ends."

Question: rearrange these word so that they correctly fill in the blank:
"as, inevitable, is, it, means, some, that"

2."Orat () she hides her pain pretty well"

Fill in the blank with one of these words (some must change forms):
"long, out, hide, all, little, lose"
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* The answers to entrance examination question 1 is 'inevitable as it is
that some means' and the answer to question 2 is 'least’ which according
to the test key is a form of lose'.

(Brock 1995: 17)

My feeling is that such questions should not be included on the entrance tests
but the unfortunate truth is that they do exist.

Of course, not all of the questions on the Japanese entrance examinations
are of the quality that Brock uses as examples. However, because of the effect
the examinations have on the lives of the students, all of the questions should
be as reliable and valid as possible. Entrance tests are usually made by the
English department of the particular university. Each faculty member submits
their own questions. Redfield (1992) points out that because of hierarchy in the
educational culture, questions submitted by senior professors are not subject to
review. Inan interview, a Japanese university English professor stated:

"T have heard that some professors put very difficult or absurd questions
on entrance tests of low-ranked institutions because they know that the
students who apply to such school have limited English abilities. It is a
kind of sick joke."

(Japanese Professor Informant 1)

This may explain some of the more exotic questions on some of the
examinations. The informant also stated:

"By and large the entrance examinations are improving. I am familiar
with a study which will come out next year and is not yet available for
citation which examined Japanese entrance examinations. The results
suggesl Lhat they are becoming more reliable, and puzzle-like questions
are becoming a thing of the past. Matters seem to be changing for the
better."

(Japanese Professor Informant 1)

This suggests that there is a trend to improve the tests that are so crucial for the
students' lives.

Both the Redfield and the Brown and Yamashita studies point out that
English entrance examinations in general are very short, averaging 93.50
minutes at private universities, 112.50 minutes at public institutions and 80
minutes for the national center examination. They state that the number of
questions on the tests varied greatly from 8 at Keio University to 64 at Sophia
University (Brown and Yamashita 1995a; 1995b; 1995c). This implies that the
tests are not reliable, a fact not directly stated by Brown and Yamashita (1995a;
1995b; 1995¢) but was stated by Redfield (1992). Brown (1996) suggests that the
longer a test is, the more reliable it is generally. For example, the foreign
language component of the Finnish matriculation exam takes 1 + 6 hours
(Takala 1997).
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Another factor affecting the Japanese entrance examination is irregular
grading. Redfield (1992) stated that temporary staff were asked to grade tests at
two of the schools in his study and great gaps were apparent between easy
graders and hard graders. In other words, a test paper would get alower grade
from a hard grader than from an easy grader, thus affecting admissions.

Both Redfield (1992) and Brown and Yamashita (1995a; 1995b; 1995¢) state
that no statistics on fairness or inter-test reliability on Japanese college entrance
exams are used in Japan thus calling into question the system as a whole.

Redfield suggests that the English component of the entrance examination
should be banned because of the detrimental effect it has on the system as a
whole. Most articles on the subject (Matsuyama 1978; Tsugiyoshi 1978; Brown
and Yamashita 1995a; 1995b; 1995c¢) criticize the examination system but look at
is as a 'necessary evil' or, at least, something that will never change.

Brown and Yamashita (1995a; 1995b; 1995c) state that the tests contained
texts that were above the levels which could possibly be attained through the
public school system. They analyzed the tests using the Flesch-Kincaid
readability index which suggested that the passages in the questions are
appropriate for native speakers who are between 11 to 21 years old. Public
institutions' test level was one full grade higher than that of private institutions,
and both public and private examinations were more difficult than the Center
examination according to the Flesch-Kincaid readability scales. The Fog index
confirmed the results from the Flesch-Kincaid scales but consistently put the
language level about two grades higher (Brown and Yamashita 1995: 89). These
indexes suggest that texts in the entrance examinations studied are too difficult.

Redfield (1992) says that because many of the questions take on the quality
of puzzles, the only way to pass them is to attend private cram schools that
train the learners on how to take such tests. In fact, there is a wide variety of
special cram schools called juku or yobiko in Japan where students learn the
skills needed to pass the examinations at great personal expense ( Brown 1995;
Frost 1991). The "English industry" in Japan is worth several billion dollars a
year (Tanaka 1990).

The Center test is put together by a board and appears to be more reliable
than the second test which the students are subjected to at the universities to
which they wish to gain entrance. Not all universities require a 'second test’ in
English. As aJapanese English professor informant stated:

"Usually institutions that do not include English on their entrance test
are low ranked. The subject is not included in order to attract students.
The most prestigious universities include English components without
exception.”

(Japanese Professor Informant 1)

In Finland, the exception to entrance examinations that are given in one of the
country's native languages takes place in departments where foreign languages
are taught. Those seeking admission to the English department must pass a test
in English, prospective Russian majors must pass a test in Russian and German
department applicants are tested for German language skills. These tests also
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vary from year to year or from department to department within the same
foreign language. For example, the English Translation Department would
have a different exam from the English Philology Department. They may or
may not include an interview in the foreign language. This is similar to Japan
where foreign language majors must take a more detailed test in the target
language.

In certain cases, for example in the Russian Translation Department of the
University of Tampere, none of the students are at a high enough level at the
time of admission. So, virtually all of the new students take one year of
preparatory courses (podgotovitelnij kurs) before taking actual classes for
university credit. In such cases, special non-credit certificates are issued so
students will continue to receive their financial aid for the 'first year' of course
work which is actually their second year in the university (Orpana 1988: 59).

Students who are not in foreign language programs, for example those
who study law, technical subjects, humanities or social science are admitted
without taking a foreign language test. While studying, they must pass a basic
requirement, usually one of the country's official languages and one other
foreign language, to graduate from the University. = Some programs may
require more than two foreign languages. These requirements are not very
stringent, although virtually all of the students who pass their courses can
communicate in the languages that they choose.

Students who have attained a sulfficient level through studies abroad or
the school system can test out of these required courses and receive credit
without having to actually take the course. For English, tests can take the form
of an interview with two native speaker faculty members or individual teachers
may wave requirements based on a written test (Arffman and Marach 1995).
The main point is that to enter Finnish tertiary education, no foreign language
test occurs in order to gain admission for departments other than foreign
language dcpartments. Instead, graduation requirements are dictated which
ensure foreign language proficiency.

The matriculation test that contributes toward the decision regarding
university admission occurs at the end of upper senior high school (lukio). It
tests the result of the student's foreign language education as well as other
subjects included in the students' education.

The test is designed every year by a national testing board (Takala 1993)
and used by university departments as part of criteria for admission. Every
student in the country takes the same test on a given year. All marking of more
subjective parts of the test such as essays is done by a carefully selected and
continuously trained group of external assessors (Takala 1997). All of this
contributes to the test’s validity and reliability. Students who fail may attempt
the test again on the following testing occasion.

Because the foreign language component of the tests are the same for the
entire country, they are easily analyzed as to what is measured and how it is
measured. The tests include reading passages followed by multiple-choice
questions, open-ended questions or summary. They also test grammar and
vocabulary with multiple-choice questions. A writing component is also
included where the test taker has the choice to write an essay on one of 3 - 4



115

topics. And finally, the test contains a listening comprehension section assessed
by multiple-choice and open-ended questions. Unlike in the Japanese entrance
examinations, there is no translation component.

It is worth mentioning that since 1990 there exists a variety of approved
test types for all testing domains. Schools do not know what test type will be
applied at any one time. This procedure was adopted to avoid one-sided
‘teaching-to-a-test’ practice in schools. Multiple test types sought to promote
meaningful practice at schools (Takala 1997).

The matriculation examination consists of:

Mother Tongue
Swedish/Finnish (second official language)
Second Language

Choice of either:
Math
or
General Knowledge ('Reaali’)
Answer 10 questions from the following subjects:
History, Chemistry, Geography, Biology, Physics,
Philosophy, Religion and Psychology

Optional Tests

The results of the Finnish matriculation examination are analyzed statistically
and there is constant work towards improving the test itself (Takala 1993).

Previous tests are available for inspection for teachers, learners and
whoever wants to examine them. This can provide the students and teachers
with study guidelines and help them prepare. Results are published openly in
order to establish accountability. After the test students can examine their
grade and their results in comparison with the other students who take the test.
The duration for the foreign language component is 1 + 6 hours which adds to
the test's reliability.

An interesting proposal was introduced by a national work party which
was set up to make recommendations regarding the matriculation examination
(Committee Report 1993: 25). It suggested that students be given a choice on
their matriculation exam to be tested on four out of five subjects. These would
include mother tongue, mathematics, the other national language, a foreign
language and general knowledge which includes history, geography,
psychology, philosophy, physics, chemistry and religious knowledge. The tests
would be given at two levels, advanced and basic. Oral proficiency was
recommended as the focus of the new system and oral tests would be
administered at the schools in the beginning but would be supported by
centrally prepared tests. This system would make it possible to matriculate
without taking a foreign language test examination (Takala 1993). The proposal
was not adopted but suggests that in Finland as in Japan, educators see test
reform as an option for improving their country's education system.
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Students who do not gain admission to upper secondary school, or lukio,
have other alternatives. About 4,000 students every year choose to spend
another year in junior high schools brushing up their skills until they decide
what to do (Parviainen 1992). Such students account for Finnish attendance
statistics which exceed 100% (Kurian 1985).

Other non-college bound options include technical high schools/ colleges
(teknillinen oppilaitos) which teach engineering to the level roughly equivalent
to the American Associate of Arts or Bachelor of Arts, vocational high schools
(ammattioppilaitos) which teach carpentry, metal work, baking, hairdressing
and other practical trades, commercial schools/colleges (kauppaoppilaitos)
which teach economic and business subjects up to the American Associate of
Arts or Bachelor of Arts level. Foreign language education in these institutions
varies. Basic guidelines are provided by the Ministry of Education regarding
course content. Actual testing is planned at the local level by the faculty of the
individual institution. In addition, some of these offer standard foreign tests
such as the Oxford Business English Test (Rithimden Kauppaoppilaitos 1992).
Again students are assessed on their foreign language abilities at the end of
their courses.

At the junior high school level, no mandatory external tests are given.
Smaller tests are given at regular intervals throughout the education process.
One Finnish teacher informant stated:

"Our local tests are usually designed by one of the teachers here in the
school, then agreed to by all of the other teachers. So, one test is given to
all of the students."

(Finnish Teacher Informant 1)

In the schools observed, individual teachers did not give their own tests'to their
own students, instead, they gave one general test to everyone at the same level.
These tests are designed and administered locally and are the basis for progress
assessment. Their importance is that they determine the grades which in turn
determine whether or not students are allowed to enter the college-bound
upper high school, or lukio.

In Finland and Japan, foreign language tests given during the school term
tended to come directly from the textbooks studied in class and were observed
to test the students over the materials that are covered in their lessons, which
contributes to their validity. It should be noted that in Japan, questions even at
this level could be tricky and puzzle-like in order to prepare the learners for the
upcoming entrance tests (Duke 1986).

54 Summary

An understanding of a nation's system of testing, because of the backwash
effect it has on foreign language education as a whole, is an essential factor
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when discussing foreign language teaching and learning. This section has
sought to show that testing takes on a different role in Japan than in Finland. It
has also suggested that the Finnish testing system is generally reliable and
valid. In addition, the absence of external examinations at the junior high
school level in Finland suggests that one cannot claim that the testing system
has a negative backwash on the system. The Japanese entrance examination
system at the university and senior high school level appears to produce a
negative backwash effect throughout the language education system. This
study found a number of major differences in English language testing within
the two systems.

TABLE 5.3 Tendencies In Language Testing For College Bound Students In
Finland And Japan

Finland Japan

Uniform Matriculation Test at the
end of senior high school (lukio)

No external testing in the
comprehensive school (grades 1-9)

University entrancetests in L1
except for foreign language
departments

Standard matriculation exam

One test - one difficulty level

Test includes no translation
component

Listening component

Straight-forward grammar and
vocabulary questions based on fully
authentic or slightly adapted source
texts

Center test is administered at the
end of senior high school, but not for
everybody

Senior high school entrance test is
administered at the end of junior
high school

Most university entrance tests have
an English language component,
counting 10-50% of the grade

Standard center test

University-specific English tests vary
greatly

Center test - one difficulty level
Other tests - vary greatly in
difficulty

Many tests include translation
components

Most tests do not contain listening
components

Great variety in grammar questions,
some like puzzles;
Puzzle questions are decreasing

(Continued)
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(Continued)

Reading followed by multiple-choice
questions with 3~4 choices, summary
or open-ended questions

Essay writing component

Reading passages at many levels
with various means of assessment
questions

Muost tests do not include essay

component

National Board creates matriculation
test; Board studies reliability and

Center test is created by a Board;
Board studies reliability and validity

validity
Most university-specific tests created
locally with no research on validity
or reliability

Positive backwash effect Negative backwash effect in many

cases which promotes test taking at
the expense of practical skills

The great differences in the testing systems indicate that there is a pronounced
difference in the attitudes of those designing the tests and the systems. There
are many ways in which to analyze these differences. Throughout the present
study, the effects of testing on the educational settings will be discussed either
directly or indirectly. It is hoped that this chapter’s sketch of the subject can be
useful in contributing to the reader’s understanding of English teaching and
learning in the two countries’ settings.
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6 LEARNER AND TEACHER ATTITUDES

6.1 Learner Attitudes

This section will examine the way English language education is perceived by
the students of a junior high school in a small town in Japan. The data in this
section consists of questionnaires that were completed in the fall of 1992. It will
also examine the attitudes of Finnish learners, approximately the same age as
their Japanese counterparts, who completed similar questionnaires in the spring
of 1994 in a small Finnish town. The perspectives of Finnish and Japanese
English teachers will be incorporated in the second section of this chapter. Itis
important to examine how students perceive language education in order to
arrive at a deeper understanding of an education system.

In Japan, 100 third-year junior high school students were polled in the
town that was studied as to their attitudes toward English and in Finland, 129
second-year junior high school students were surveyed. The English language
questionnaires were distributed during class and the students were asked to
complete them. The teachers provided clarifications and translations of difficult
sections. It should be noted that not all of the students responded to all of the
questions. It is difficult to explain why this is so except to say that perhaps
some students did not understand the questions, perhaps some were too bored
to answer them or perhaps some thought it funny not to complete the form.

It should also be noted that in Japanese culture, there is a distinction
between what is said, ‘tatemae’, or the polite linguistic formulas used to
promote harmony within the group and the real meaning, honne’. This may be
reflected in the answering of questionnaires (CLAIR 1991: 34 ). For example, a
student may have answered what he or she perceived to be the expected
answer instead of what was really felt. This may have led to some bias in the
results. Even so, the questionnaires were determined to be the most effective
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way to gather responses because of the number of participants in the survey
and because anonymity may have reduced the need to be polite.

Before administering the survey, I taught, played sports with and knew
the Japanese students for over a year. This should contribute to the students’
willingness to provide honest answers and my ability to interpret them. In
Finland, I visited the school many times before the surveys were conducted so
the students were familiar with the project and who was conducting it. It is my
feeling that this kind of research produces more valid results than 'one-shot'
research (Sloss 1995) in which a stranger visits a school where he is not familiar
with the learners, teachers or the system, observes it for a day or two and then
draws conclusions and presents results.

Many elements contributed to the formulation of the questions, including
interviews with Japanese and Finnish teachers, assistant language teachers and
students, a classroom observation diary which had been kept for over two
terms, and extensive reading. In many of the questions, several choices were
provided and students were instructed to mark as many answers as they liked.
In such cases, results indicate the percentage of students that chose each
answer. For example, in response to 'Why do you study English?', 61%
indicated senior high school entrance examinations and 54% indicated junior
high school tests.

Since the survey was given in Japan first", certain modifications were
necessary in order to administer it to the Finnish learners. In the question 'why
do you study English?', the Finnish junior high school students were asked
about their matriculation examinations while the Japanese were asked about
their senior high school entrance examinations.

Also, questions related to the educational institutions were slightly
different because the systems are not the same. In addition, questions related to
team-teaching were omitted from the Finnish questionnaire because foreign
assistant language teachers do not teach in the country's schools.

6.1.1 Why Do You Study English?

For this question, students were requested to choose as many answers as they
liked from a list of alternatives. In Japan, 61% of the students responded that the
main reason they studied English was to pass their senior high school entrance
examinations. This was the highest response followed by ‘to pass their junior
high school tests’ (54%). This indicates that academic achievement was the
most important aspect of language education to these students. This is echoed
in the literature on the subject (Tanigawa 1991; Cominos 1992a; 1992b; Wada
1991) and should come as no surprise to anyone familiar with English language
teaching in Japan.

Only 21 (16%) of the Finnish learners rated their matriculation
examinations as a reason for studying English. On the surface, this seems to
provide an argument against the current testing system of Japan. And, one

14 I originally designed the questionnaires in the hopes of improving my own teaching and

understanding my students.
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must indeed consider the profound effect the entrance examination has on
English education in the minds of the Japanese learners. Practically all (98%) of
the Japanese students in the town studied go to senior high school and faced
their entrance examinations soon after the survey was administered (Yakuba
1990). Of all the Finns surveyed, only 60% indicated that they wished to attend
the upper high school (lukio) where the matriculation examination would be
given some three years in the future. It was therefore probably too far in the
future for the Finnish learners to consider it at the time of this survey. This may
better explain the rather low showing of the Finnish examination in the survey
compared with the Japanese view of the senior high school entrance
examination.

TABLE 6.1 Reasons For Studying English (%)"

Japan Finland
Why do you study English?
High school entrance tests 61%
Matriculation examination 16%
junior high school tests 54% 33%
To speak 49% 84%
To understand 48% 85%
To travel to foreign countries 42% 66%
To talk to foreigners 46% 66%
To listen to English music 26% 51%
To watch English movies 26% 56%
To read books, magazines 19% 40%
Other:
I like English 1%
Use computer 1 student
Pen pals 1 student
Talk to English father 1 student
Because I have to 1 student

The high school entrance test in Japan determines to a great extent which
university one will attend and subsequently one's position in life. They are,
therefore, portrayed by the mass media and perceived by many in the country
as being crucial in a Japanese citizen's development to a degree that those
outside Japan may find difficult to comprehend (Reischauer 1988; Cummings
1980). The Japanese students were not asked in the survey if university
entrance examinations were a concern to them because I was concerned at the
time with senior high school entrance examinations. 38%* of the Japanese
students were planning to pursue their education to the college or university
level. In retrospect, asking about the importance of university entrance

15 All answers were given on the questionnaire then checked off by the learners except for those

which are listed after other. These were written in by the students themselves on the questionnaire form.
16 38% reflects the 25% who plan to apply to university and the 13% who hope to attend 2-year
colleges.
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examination would have provided additional insight into the learners’
perceptions of their English education.

33% of the Finnish students indicated that their junior high school tests
were one reason why they studied‘English which is much closer to the 54% in
Japan. However, a difference of 21 percentage points further indicates that the
Japanese learners see academic reasons for studying English, such as test
taking, as far more important than the Finnish learners do.

The Japanese learners' next most popular responses were ‘to speak’ (49%),
‘to understand’ (48%) and ‘to talk to foreign people’ (46%) which indicated a
desire to communicate with foreigners. The ability to speak English is highly
regarded in Japanese popular culture and having foreign friends and
acquaintances is seen by many to boost one's social standing. This, in addition
to what could be a sincere desire to get to know foreign people and thus
become 'more international’, is reflected in the attitudes of the junior high
school students surveyed.

In contrast, the Finnish students' top responses were ‘to understand’ (85%)
and ‘to speak’ (84%). This suggests that communicating in the target language
is the priority for the Finnish learners, as opposed to doing well on
examinations. Although one could suggest that the examination system in
Japan is the cause for the low level of communicative skills compared with the
Finnish students, it is only one factor and a realistic evaluation of the situation
should also cite other reasons.

For example, ‘to travel’ (66%) and ‘to talk to foreigners’ (66%) rated high
in the Finnish survey as it did in the Japanese survey where ‘to talk to
foreigners’ was chosen by 46% and ‘to travel outside of Japan’ was chosen by
(42%). In contrast, 92% of the Finnish respondents had traveled abroad
whereas only one of the Japanese respondents had been to a foreign country.
Also, over half of the Finnish respondents had spoken with several foreign
people, but the majority of the Japanese learners polled had spoken to only two
or three foreigners, all of whom had probably been foreign assistant language
teachers in their school. This indicates that for the Japanese students in the
survey, travel abroad and contact with foreign people was an abstract concept.
In contrast, for the Finnish learner it was a reality. This could be argued to
have a great effect on why the Japanese learners see English more as an
academic subject than a tool to communicate.

The lack of contact with foreign people has more to do with geography
than attitudes because the majority of the Japanese students (79%) indicated
that they wanted to go abroad to visit an English-speaking country. This would
entail a substantial expense for them. Only one of the Japanese students had
been abroad, to Guam. This indicates that the Japanese learners had very little
exposure to English speakers or foreigners at all. It also suggested the value of
having native speaker assistant language teachers for internationalization at the
local level. Robert Juppe, lecturer at Tsukuba University and former Monbusho
Assistant Language Teacher Advisor, states that ‘internationalization in the
context of the JET Program really refers to humanization which can be broken
down into internal internationalization and external internationalization’
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(Kaneko 1997: 3). This appears to be succeeding in the setting that was studied.
The Jet Program is discussed in more detail in Chapter Three.

The response to the question, "Why do you study English?" was followed
in the Japanese survey by ‘watching movies’, ‘listening to music’ and ‘reading
books and magazines’ at 6-19%. The Finnish learners rated ‘watching movies’,
‘listening to music’ and ‘reading books and magazines’ much higher than their
Japanese counterparts at between 40% and 56%. The Japanese learners had not
studied the language as long as their Finnish counterparts which may also
contribute to the results of this question. This again must be seen as evidence
that more of the Finnish learners see English as something real and usable than
their Japanese counterparts because they indicated that they were already using
the language outside of class while they were still in junior high school.

Only 13% of the Japanese students indicated that they read English books,
magazines or comics. The limited access to these types of items in rural Japan
may have a heavy influence on the answer. In the town that was studied, there
were practically no English language books, newspapers or other periodicals
available, aside from one shelf-full in the local public library. In contrast, about
40% of the Finnish learners indicated that they read English periodicals. This is
probably because of greater access to books, magazines and other English
language materials in the public libraries and local bookstores.

Video rental stores near the town that was studied in Japan were
numerous and 76% of the learners indicated that they watched English movies.
However, 56% indicated that they did so only 2-4 hours a month. This is
minimal considering that the average Japanese teenager spends 60 hours a
month in front of the television (Fox 1992). Foreign television shows and
movies in Japan are, with rare exceptions, dubbed. Bilingual televisions are
available which allow foreign programs to be viewed in their original language.
However, they were not common among the rural Japanese.

Finland, on the other hand, offers a variety of English language movies,
dramas and other programs on television. The Finnish students took full
advantage of this, watching a substantial number of English programs. 21%
indicated that they watched between 1 and 5 hours weekly, 40% indicated that
they watched between 6 and 10 hours a week, 18% indicated that they watched
between 10 and 20 hours a week and 15% indicated that they watched over 20
hours of English programming a week. This must have a positive effect on
their language skills because of the extra exposure that the students get to the
target language (Sajavaara 1993). Whether or not watching that much
television is unhealthy, is not a question this study will address.

Even though this study did not focus on the effects of television programs
on foreign language education, the way in which popular English language
television shows were discussed among the learners in the study suggests the
positive effect on the attitudes and language skills of the learners. The Japanese
could easily take advantage of this by offering more subtitled English language
broadcasts.

In Japan, virtually all forms of mass media, with the exception of music,
are in Japanese. 52% of the Japanese students indicated that they listened to
foreign music in English for an average of 4 hours per week which was
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substantial in comparison to their other out-of-classroom exposure to English.
In Finland, again, the results of the survey indicated that the Finnish students
had more exposure to English language music outside of the classroom. 89%
indicated that they listened to English music outside of class. Of these, 34%
indicated that they listened 5 hours or less while the rest listened substantially
more, including 19% that listened over 20 hours a week. This indicates that the
Finnish learners have substantially more exposure to English outside the
classroom in the form of music than their Japanese counterparts.

Foreign music was available in the Japanese countryside from compact
disc stores in the area. Japanese bands who sing in quasi-English are also
popular. Radio programming was primarily in Japanese in the countryside.
However, one teacher suggested that:

"Although the (Japanese) students may listen to English music, they are more
interested in the melodies than the words"

(Japanese Professor Informant 1)

This is understandable, taking into account the low level of the students and the
often muddling effect music has on understanding the lyrics of a song. In
Finland, there was substantially more radio programming in English which
probably contributed to generating interest in English music and, subsequently,
listening skills.

This section of the survey suggested that the Japanese students' primary
goal for learning the target language was test taking, while some practical and
recreational uses were also seen as important. The Finnish students on the
other hand indicated that practical use of English was their primary goal for
learning the language. However, it has been noted that if the college-bound
Finnish students were polled before their matriculation examinations, academic
goals might receive greater emphasis than practical goals.

6.1.2 How Many Foreigners Have You Talked To?

The responses to this question indicate the real impact of having foreign
assistant language teachers in the community and the lack of exposure to
foreign people which is common in rural Japan. 78% of the Japanese
respondents had talked to four or less foreigners in their lives. Three assistant
language teachers had taught in the town with occasional visits from other
assistant language teachers suggesting that for many of the learners the only
direct contact with foreigners had been in the schools. This indicates that the
presence of the assistant language teachers in the local community was
beneficial in order to expose the students to a foreigner.

The Finns, on the other hand, had no foreign assistants in their schools, yet
they had a great deal more contact with foreign people than their Japanese
counterparts. 79% of the Finnish students indicated that they had spoken with a
foreigner which was only slightly less than in Japan where 82% stated that they
had spoken English with a foreigner. This is especially interesting because all of
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the Japanese learners had been forced to do so at one time or another in their
English classes. This leads to the obvious question: why the disparity?

There were students with learning disabilities who did not fill in the
questionnaires. However, that still leaves 7 students who responded that they
had not spoken with a foreigner and 6 other students who did not respond to
this question at all. One could cite the reasons previously listed on responding
to questionnaires. It is certain that the students would consider the assistant
language teacher foreign. Perhaps many thought the questions meant
foreigners other than the assistant language teacher, although they had been
instructed to consider the assistant language teacher a foreigner.

46% of the Finnish learners had spoken with 1-5 foreigners and 19%
indicated that they had spoken to more than 5. None of the Japanese learners
indicated that they had spoken to more than 5 foreigners with 77% indicating
that they had spoken to 4 or less. This shows how much contact the Finnish
students had with foreigners compared with the Japanese students.

It becomes obvious that contact with foreigners inspires interest in
learning a foreign language. One could also cite these statistics as evidence
supporting the argument that the reason Japanese learners choose more
theoretical and academic reasons for studying English is because they have very
little practical use for the language. The Finnish learners indicated practical
reasons for studying English, perhaps because they have come across more
situations where the target language is useful.

6.1.3 How Far Do You Wish To Pursue Your Education?

Of the learners that responded, 88% indicated that they intended to go to high
school. The Japanese teacher indicated that all of the students wished to attend
high school and town statistics indicated that 97% would attend (Yakuba 1990).
3% indicated they wished to go to an agricultural high school, 6% indicated
they would go to work and 2% chose the self defense force, which is what the
Japanese call their armed forces. This accounted for 99% of the respondents.

The Finnish learners’ answers to the question produced interesting results.
161 responses were recorded from 129 students for their plans immediately
following junior high school. This indicates that the learners were planning to
apply to more than one institution and to decide after gaining admission which
one to attend.

Interestingly enough, less than 5% of the Finnish students marked that
they were planning to attend university, suggesting that they had not thought
that far in advance. My theory is that the Finnish learners had not made
concrete long-term plans regarding their education. A career choice, especially
as early as junior high school, is usually not stressed in Finland. The upper
secondary school is a time for learning about one’s abilities and about one’s
preferences concerning a great many options. These include trying to enter the
university or other forms of tertiary education or pursuing vocational
education. Delaying one’s career choice is acceptable in Finland and taking a
break after the matriculation examination in order to decide which path to
follow is a fairly common practice (Takala 1997). This stands in sharp contrast
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to the Japanese learners who appeared from the questionnaire to have made
clear, definite plans which included university education (25%). This is because
of the rigidity of the Japanese education system in regard to employment;
getting a good education is drilled into most children from an early age
(Reischauer 1977; 1990).

59% of the Finnish students indicated that they wished to attend lukio, the
upper high school for college-bound students, 47% indicated that they wanted
to attend technical high school (ammattikoulu), 10% indicated that they wanted
to attend economic high school (kauppaoppilaitos) and 6% indicated that they
planned to go to work. One student wrote she wanted to attend horse economy
high school. Three students did not answer. This suggests that students in
Finland consider vocational education a viable option for a prosperous future, a
view which appeared to not be as prevalent among their Japanese counterparts.

Questions regarding intentions to continue education beyond high school
were relevant for the Japanese because English would be needed in order to
pass the university entrance examination (Tanigawa 1992). 13% responded that
they wanted to go to a two-year college and 25% responded that they wanted to
attend a four-year university or beyond. Interestingly enough, the percentage
of the students surveyed who indicated they wished to pursue higher education
corresponded almost exactly with the national average of students who actually
do. In 1991 of 37.7% of Japanese high school students advanced into two- or
four-year universities (Ueda 1993: 224).

6.1.4 Do You Like English?

In Japan, there is a wide-spread belief that the examination system and other
factors lead to 'well over half' of the students hating English as a subject in
school. As one teacher reported:

"The anxiety over the entrance examination leads to the majority of students hating
English. There is a special word for this in Japanese, 'Eigo Kirai'."

(Japanese Teacher Informant 2)

In the town surveyed, the number of students with an ‘Eigo Kirai’ attitude was
substantially less than perceived by 'experts. 36% the third-year students
indicated that they hated English which is remarkable because 100% of the first
year students indicated that they liked English. Interestingly enough, the
number of students who hate English (36%) roughly corresponds to the number
of students who do not wish or will not be able to pursue their education past
high school (31%).

The examination system is often blamed for the dislike (Tanigawa 1992:
45-46). However, although the examination system may be a factor, one
Japanese teacher suggested that perhaps a 'sour grapes' complex develops
when students who want to speak English realize that in order to do so, they
must study. Another contributing factor could be that at the time of the study,
English was practically a mandatory subject in the town. Furthermore, the



127

boring nature of the structural methods that appeared in the regular Japanese
English lessons is not likely to create interest in studying. Some practicing
teachers go so far as to suggest that the dislike for boring English classes may
even cause wider social problems such as teenage alcoholism and smoking
(Kiguchi 1995). Without a doubt, weak performance in school can lead to low
self-esteem.

Of the Finnish learners, 78% indicated that they liked English and 7%
stated that they did not like English. 15% were undecided. In contrast, 42% of
the Japanese learners indicated that they liked English and 17% stated that they
neither liked nor hated English.

The difference between the learners' attitudes toward the subject of
English itself suggests that the learner-centered classrooms that were observed
in Finland were better liked by the students than the teacher-centered classes
observed in Japan.

The survey also suggested that the situation in Japan is not as bad as many
perceive it tobe. As previously stated, there is a perception that over half of the
students hate English and this is often cited as a reason to overhaul the system.
This small study shows that only about a third of the students suffer from the
'Eigo-kirai’ or Hate-English syndrome. Although the percentage is quite high
when compared to Finnish learners, it is not as threatening as it is generally
claimed to be.

6.1.5 Do You Take Private English Lessons?

70% of the Japanese learners indicated that they took private English lessons at
‘cram schools'. According to Thronson (1992), this indicates that the public
system is deficient and therefore the private supplementary system exists.
About the same number of Japanese students indicated that they studied the
subject at home 1-4 hours a week. This, together with what has been said
previously, suggests that the students had very little contact with the language
outside of school with the exception of their grammar-based cram school
lessons.

Only 6 out of 129 Finnish students took private English lessons outside of
class which, compared with the Japanese, was minimal to say the least.
Interviews suggest that some students take cram courses shortly before taking
their matriculation examinations and still others take cram courses in order to
pass university entrance tests for particularly competitive programs. However,
the percentage of students who take such classes is small.

Thronson (1992) and Brown and Yamashita (1995a; 1995b; 1995c) suggest
that in the Japanese case, private supplemental schools for primary and
secondary school students exist because of the disparity between what is
expected on university entrance examinations and what is taught in the public
and private primary and secondary schools. However, it must be kept in mind
that the Japanese as a people tend to take lessons. It is in their culture. An
average Japanese student may be taking a variety of academic subjects and, in

addition, classes such as tea ceremony, ikebana or Japanese flower arranging or
cooking.
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English, in addition to many other subjects, is for many a 'hobby' long
after the threat of examinations or school failure is over. This also accounts for
the large numbers of private language schools catering to students in Japan.
The Japanese spend about five billion US dollars a year on this industry
(Tanaka 1990: 131). This means that there is a tremendous market for
educational services. Thus, the large number of schools. Therefore, I would
argue that the English Industry’ is brought about both by Japanese cultural
factors and by disparities between what is taught in the schools and what is
expected on examinations.

On the other hand, Finns do not usually take lessons as a hobby and those
that do can find very low-cost lessons offered at schools and other public or
semi-public institutions. In addition, the Finnish education system generally
provides instruction which enables hard-working students to enter universities
without extensive additional training. The virtual non-existence of private
English schools catering to elementary and secondary school students in
Finland can be attributed to these factors.

6.1.6 How Good is Your English?

Students in both countries were asked to rate their English ability.  The
students were explained that they should not rate themselves compared to a
native speaker of the language, but, instead, rate themselves in relation to the
amount of time they had been studying the language.

TABLE 6.2 Self-Assessment Of English Proficiency (%)

Japan Finland
Very good 4% 16%
Good 3% 21%
OK 41% 40%
Not Good 15% 11%
Bad 11% 4%
Very Bad 7% 3%(all boys)
zen zen wakaranai 6%
I understand nothing
(not included on Finnish survey)
No response 13% 5%

7% of the Japanese students, rated themselves as being good or very good. 41%
rated their ability as OK. These three categories add up to almost 50% of the
respondents, including all of the university-bound students. However, more
than 7% of these learners were rated by their teachers as being better than OK
in their English ability. This can be explained by the Japanese form of
politeness which requires one to not emphasize his or her own strong points
(Kobayashi 1995).

15% of the Japanese learners rated themselves as not good, 11% rated
themselves as bad indicating that they did not see themselves as effective
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communicators in English. In addition, 7% rated themselves as being very bad
and 6% rated themselves as 'T know nothing'. This 24% added to the 13% who
did not respond to this question constitutes approximately the 39% of the
students who say they hate English.

The Finns, based on this survey, have a positive view of their ability to use
English. 37% of those polled rated themselves as good or very good in their
target language ability. In addition, 40% rate their own language ability as
being OK. In other words, 77% of the Finnish students rated their skills as
being OK or better. This is a sharp contrast to the Japanese students. The
results also provide an interesting contrast to studies which suggest that
Finnish adults rate themselves as poor communicators (Sajavaara 1993).
However, it may well be that the language education reform in the 1970's has
increased language skills and rendered students more confident.

11% of the Finnish learners rate their English skills as not good and a mere
5% rated their skills as bad or very bad. These two categories only add up to
16% of learners which is a small percentage. This indicates that overall, the
Finnish learners polled had a positive view of their English language skills.

6.1.7 How Many Hours A Week Do You Study English At Home?

The answers to this question show a cultural difference between Japan in
Finland. On the surface, it appears that the Japanese students spend more time
studying than the Finnish students, and this is probably so. However, there is a
cultural factor that affects how one considers the results of this question. For
the Japanese, putting effort into what one does is held in high esteem: trying
very hard is almost as important as the results of a project. In Finland, on the
other hand, results are generally considered more important than the effort that
goes into achieving them.

TABLE 6.3 Self-Estimate Of Hours Spent Studying English At Home (%)

Japan Finland
How many hours a week
do you study
English at home?
1 hr/wk 100/0 440/0
2-4 hrs/wk 56% 44%
more than 8 hrs 7% 2%

Ellis (1983) states that the amount of time spent studying seems to be an
important factor in second language acquisition. Takala (1997) further states
that the quality of the work on English is a major factor. Therefore, one could
argue that the amount of time the Japanese study should contribute to their
having better skills than their Finnish counterparts. However, when one factors
in the amount of time the Finnish learners spend listening to English music,
watching English television programs and videos and other exposure they have
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to the L2 in comparison with their Japanese counterparts, it becomes clear that
Finns spend more time working with the language compared to the Japanese.
This must have a contributing effect to their higher level of proficiency.

6.1.8 Will You Use English In Your Life?

This variable shows that the students of both countries perceive that they will
use English in their lives. This is especially interesting because the survey
indicates that the Japanese learners have limited contact with foreign people,
yet they expect to have such contact later in their lives.

Table 6.4 Likelihood Of Using English Later In Life (%)

Japan Finland

Will you use English in your life?

Yes often 9% 22%
Yes sometime 39% 37%
Maybe 32% 29%
No 8% 3%
Idon't know 6% 9%
No response 6%

This survey has shown that the Finnish students already have more contact
with foreign people and this section confirms that they expect to maintain such
contact throughout their lives.

6.1.9 Summary

This section has sought to look at the attitudes of the students in a town in rural
Japan and a town in Finland. It has discussed and contrasted these attitudes
and sought to explain them.

The results of the survey indicate that the Japanese learners surveyed tend
to view English as a subject to study in order to pass school examinations and
see communication as secondary while the Finnish learners seem to see the
language as something to learn in order to use in communication. However,
the timing of the questionnaires probably influenced the results. Had Finnish
students been polled as their senior high school final examinations were
approaching, tests would almost certainly have been an important reason for
studying English. The Japanese learners had spoken to very few foreign people
while the Finnish students had spoken to substantially more. Virtually all of
the Finns had been abroad while only one of the Japanese had. This is probably
due to the relatively low cost and ease of travel from Finland to neighboring
countries and the high cost of travel abroad from Japan. Be as it may, the
immediate need for English for the Finns appears to serve somewhat as a
motivating factor, and the lack of exposure to English through traveling could
be seen as a factor reducing learning motivation among the Japanese students.
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Still, the thought that they may travel some day and need English probably
serves as some kind of motivation for many of the learners from both countries.

TABLE 6.5 Summary Of Learner Attitudes

Japan

Finland

Why do you study English?
(Percentages of the total learners
surveyed; Students could mark
as many answers as they like)
How many foreigners have

you talked to?

Have you traveled abroad?

Do you like English?

Do you take private lessons?

SHS Tests 61%
JHS Tests 54%
to Speak 49%

SHS Test 16%
JHS Tests 33%
to Speak 84%

to understand 48% to understand 85%

4 orless 77%

Yes 1%

Yes 42%

Yes and no 17%
No (I hate it) 36%

Yes 70%

How many hours a week do you study

English at home?

Do you watch English videos or TV

programs?

Do you listen to English music?

Will you use English in your life?

1 hr/wk 10%
2-4 hrs /wk 56%
more than

8 hrs 7%

Yes 76%
usually 2-4 hours
amonth 51%

Yes 52%
usually less than
4 hours a week

Yes 48%

more than 5 30%
1to5 46%

Yes 92%

Yes 78%
No 7%
Don't know 16%

No 95%

1 hr/wk 44%
24 hrs/wk 44%
more than

8 hrs/wk 2%

Yes 96%

6-10 hrs/wk 40%
10-20 hrs/wk 18%
20+ hrs/wk 15%

Yes 89%
usually more than
5 hours a week

Yes 60%

The Finns overwhelmingly liked to study English while 42% of the Japanese
liked English, 17% neither liked or hated English and 36% hated the subject.
Although a higher percentage of the Japanese students than of the Finns
disliked English, the number of Japanese who hated the target language was
substantially lower than generally thought.

The Japanese learners studied a bit more than the Finnish learners, which
reflects the notion that study is more highly valued in Japan than in Finland.
The Finns watched substantially more television and listened to more music in
English than their Japanese counterparts which increases their exposure to
English. This was due to the broadcasting policy in Finland where subtitled
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foreign movies on television and foreign music on the radio are very common.
All in all, the Finnish students were exposed to the English language
considerably more than the Japanese students were. Students from both
countries thought that they would use English in their later life.

This section has highlighted some of the intercultural differences in the
attitudes of the learners in Finnish and Japanese junior high schools. The most
significant differences are the ways in which the students view testing, their
contact with foreign people, their experience traveling abroad, their exposure to
the target language outside of the school environment and their attitudes
toward the usefulness of English in their lives after their education. The
varying attitudes expressed by the students can be used as a barometer of the
successes and failures within the two countries' language education systems.

The way in which the students themselves rate their English language
ability suggests that those surveyed do not necessarily see themselves as failing
as communicators in either country. Furthermore, the students of both
countries seem to be 'outward-looking' in their desires to travel abroad and
interact with foreign people. The benefits of broadcasting subtitled programs
on television in order to promote increased foreign language proficiency are
seen when comparing the amount of exposure students from the two countries
have to English.

The way in which teachers view the learners is an essential component of
understanding the cultural factors which determine the student attitudes in the
two countries studied. The following section will discuss teachers’ attitudes in
relation to Hofstede's (1986) 4-D Model.

6.2 Teacher Attitudes

6.2.1.1 Teacher Attitudes Related To Individualism

As explained in Chapters One and Two, individualist cultures reflect a positive
association in society with whatever is ‘new"' according to Hofstede (1986; 1991).
The Finnish teachers that participated in this study exhibited this cultural trait
in their teaching methods. As some of the teachers indicated, many of the
methods used in the classroom now, such as the extensive use of pair-work, are
relatively new within the system. Some of the teachers had experience with
grammar-translation or structural methods when they began studying English.
As one informant stated:

"When I studied English in school the teachers used grammar-translation methods
almost exclusively."

(Finnish Teacher Informant 1)

The Finnish teachers appeared to have assimilated ‘new’ teaching methods
emphasizing communication to the extent that I did not encounter a foreign
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language teacher who saw exclusive grammar-translation methods as being
effective except when tests were approaching or when they were training the
students on new grammar points. So, grammar-based lessons were taught in
an integrated manner in addition to lessons concentrating on speaking and
listening skills. The Finnish English teachers expressed that this was the most
effective way to teach. This could be interpreted as reflecting a positive attitude
toward 'new' methods.

It should be noted that the Finnish junior high school students I observed
had studied English three years longer than their Japanese counterparts and
they did not have senior high school entrance tests to face in the near future
which probably affected the teachers' attitudes toward different teaching
methods. I did observe more emphasis on grammar-translation methods and
test training techniques when I visited the schools as tests approached. The
tests were produced locally by the teachers themselves. They were, none the
less, held in high esteem. Lessons tended to become more teacher-centered and
stressed vocabulary and grammar acquisition through drilling and translation
exercises. As a Finnish teacher stated:

"The students will be having tests next week so the lessons that you will be
observing today will be review lessons. With tests coming up, I want to do
everything possible to help the students attain positive results"

(Finnish Teacher Informant 2)

In Finnish senior high schools, because of a pending external examination at the
end of study, backwash effects are perhaps more pronounced. Yli-Renko and
Salo-Lee (1991) surveyed 236 senior secondary school third-year students in
central and southern Finland. The students stated that they were content with
their grammar, pronunciation and writing skills. However, the results
indicated that they were not satisfied with their oral proficiency. They cited as
their reasons large class size, emphasis on structure and forms in the target
language and the backwash effect of the matriculation examination. This is
similar to the complaints about the English teaching process in Japan.

Some of the Finnish teachers, after viewing the video tapes that were shot
in Japan for this study, commented on the way that classes began and ended in
Japan. Some stated that when they had been students, classes had had formal
beginnings and endings. An informant stated:

"When I was in school, some 30 years ago, we waited in the classroom for the teacher
to enter. When the teacher arrived, we all stood, greeted the teacher, then sat, much
the same as on the Japanese video tape."

(Finnish Teacher Informant 1)

According to the teachers interviewed, most classes had these formal sections
until perhaps the early 1970's. Another informant stated that in some locations
in Finland, formal beginnings and endings of classes are still the rule. In the
setting studied, this type of beginning and end of classes appeared to have
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disappeared by 1994. This also suggests the teachers had accepted new ideas of
smaller power distance between themselves and the students. It is also an
indication that Finland is changing.

Teachers were observed to meet their students in the hall, open the locked
door to the classroom and enter together with them to begin the class. Students
were observed to arrive late and not go through the apologies and excuses that
the Japanese students produced.

The fact that the lessons began in this manner reflects the cultural trait of
individualist societies that confrontation in learning situations can be salutary
as opposed to an emphasis on group harmony (Hofstede 1986). Clocks were
not present in the Finnish classrooms which, along with the afore-mentioned
characteristics suggests that the teachers' attitudes toward promptness was not
as strict as in Japan. As the teachers began talking, the students settled down
and began studying. This, in Japan, would be considered confrontational and
can be seen as reflecting the individualist culture of Finland.

The Finnish teachers who participated in the study were involved in
various forms of in-service and further education. This is another point that fits
into Hofstede's (1986) classification of individualist societies: one is never too
old to learn. For the Finnish English teachers, this took many forms. Some of
the teachers were enrolled in graduate studies. Others saw travel abroad as a
way to practice and enhance their language skills. Some were involved in
friendship societies with English-speaking countries.

Hofstede (1986) states that in individualist cultures, face-consciousness is
weak while in collectivist cultures face-consciousness is strong. This could be
seen in the way in which the Finnish teachers would open the floor during the
lessons and allow free talking and learner-centered activities. Students could
clarify instructions by asking the teacher questions without committing a face-
threatening act. It could also be seen in the teachers' attitude toward the late
students who did not appear to commit any social gaffe by not being on time.
However, the teachers were careful not to commit face-threatening acts which
could damage learner confidence. An example: when I videotaped a lesson,
there were two students in one of the classes who expressed concern to the
teacher that they could not speak English well and were apprehensive about
being videotaped.

After the lesson the teacher remarked:

"Those two girls in the traditional costumes, they are gypsies. They were nervous
about you videotaping today because they can't speak English so well. I told them
to pretend that they can speak while doing pair-work and you (the researcher)
wouldn't know the difference and it wouldn't show on the tape.”

(Finnish Teacher Informant 2)

The Finnish English teacher told them to pretend they could speak while doing
pair-work to protect their 'face’. So, although face-consciousness was markedly
weaker in Finland, nobody wanted to be made a fool of in either country and
steps were taken in the English classes of both countries to ensure this.
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In individualist societies, education is a way of improving one's economic
worth and self-respect based on ability and competence-importance (Hofstede
1986). The Finnish teachers did not talk in terms of which schools they hoped
their learners would study in after they finished junior high school, a topic
embraced by the teachers in Japan. Instead, they normally talked in terms of
ability and competence. The Finnish informants remarked:

"That student is good in English and also good in music. Perhaps there is a
correlation between the two subjects in terms of being gifted."

(Finnish Teacher Informant 2)

Or,

"The student that was in the front row, her dad is American and she can speak fluent
English."

(Finnish Teacher Informant 2)

The teacher mentioned fluent without mentioning test performance or future
possibilities. This suggests an attitude that competence and ability are held in
high esteem and that traits can be found in the setting that could be seen to
correspond to the classifications Hofstede relates to individualist societies.

The Finnish teachers did not display graduation certificates and the
training that they received was more important in their minds than the
certificate that they received. They were proud to have completed their
university Master's degrees, so, in this sense, what the certificate represented
was important.

All in all, the afore-mentioned traits contribute to the perception that the
educational culture in Finland has many traits that are associated with those of
an individualist culture.

6.2.1.2 Teacher Attitudes Related To Collectivism

The Japanese setting tended to yield traits which could be interpreted as
collectivism within the educational culture. To begin with, the collectivist
feature of positive connotations in society with whatever is rooted in tradition
(Hofstede 1980; 1986; 1991) could be inferred from the Japanese teachers’
comments. They expressed explicitly and implicitly conservative opinions
about the upbringing of their pupils. Virtually all of the teachers interviewed
articulated that if their teaching methods moved toward more communication
in the classroom, the students’ performance on the critical entrance tests might
suffer. One could further argue that the Japanese English teachers exhibit a
general feature of collectivist societies when they prefer traditional Japanese
grammar-translation and structural methods which concentrate on vocabulary
and syntax over newer methods which stress communication and the real-life
use of the language forms. However, there is another reason why grammar
drilling is a primary method in the Japanese classroom: the entrance test which
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plays such an important part in the students’ lives is very important and the
curriculum and classroom teaching should support the goal of passing the
examination (Yalden 1987; Redfield 1992). This suggests that there may be
conflicting goals between the new communicative curriculum and the entrance
tests at the moment in the Japanese schools and one should not ascribe tradition
alone as the reason Japanese English teachers teach the way they do. As one
Japanese teacher informant put it:

“On the one hand the grammar forms and vocabulary that are on the entrance test
must be covered and on the other hand the new curriculum emphasizes
communication. There is only so much class time. Itis a paradox.”

(Japanese English Professor Informant 1)

This illustrates how the curriculum puts pressure on the teachers to pursue two
not necessarily compatible goals at the same time. This, in many cases, leads
Japanese English teachers to feel as if they 'have the weight of the world' or at
least the curriculum on their shoulders. Since they are members of a collective
society, the importance of tradition weighs heavy and renders many of the
teachers unwilling to embrace the newer methods and communicative
requirements.

When the Japanese English teacher enters the classroom, the waiting
students stand, bow and greet the teacher in a formal, traditional greeting
which the teachers expect and encourage among the students. This establishes
the role of the teacher and the role of the student from the time the class begins.
Class ends in the same manner, with a formal greeting based on tradition.
Thus, the strict attitude toward time and formal beginnings and endings are
conveyed to the students. This may be a reason the clocks were located in the
front of the classroom in every Japanese school that I visited in the country.

The traditional emphasis on time is important throughout Japanese
history. Originally adopted from China, hours lasted 120 minutes and were
carefully measured in the Imperial court by a water clock. During the Edo
Period (1603-1867), non-standard time was measured by common people from
sunrise till sunset (Miner, Odagiri and Morrell 1985: 399-405). Respect for time
is an attitude which the teachers instill in the students both directly and
indirectly. During the two years that I taught in Japan, on very rare occasions
did I observe students who were late for class and when this occurred, they
always had a good reason. Because of the teachers' attitude toward
promptness, students were required to be in class on time. It also reflected the
collective cultural trait that formal harmony should be maintained at all times
(Hofstede 1986).

In Japanese schools, virtually all teachers supervise extra-curricular
activities. As one Japanese informant said:

"Club activities take time from my lesson planning and classroom duties and I often
work during weekends and vacation. It is unavoidable"

(Japanese Teacher Informant 2)
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The concept of uncompensated overtime is accepted because it is tradition.
Another tradition the teachers observe is that they rarely take the 20-day
vacation they are due each year by contract. CLAIR (1992) puts forth the
explanation that the reason they do not take so much time off is because
'nobody else does'. In response to the question, "Why don't you take more than
a few days off a year". One teacher responded:

"I can't take so much time off because I must be at school to supervise club
activities.”

(Japanese Teacher Informant 3)

This attitude again is rooted in tradition and demonstrates that maintaining
formal harmony by not insisting on a lot of vacation plays a role in the amount
of unpaid work that teachers do in Japan. In the Finnish educational culture,
the teachers expected to have vacations and be compensated for overtime and
extra work. Naturally, this attitude is also rooted in Finnish tradition which
suggests that in some aspects they are also traditional.

The Japanese teachers wanted to maintain their traditions but they were
also interested in new innovations. One teacher used popular movies on video
in class to motivate the students. He stated:

"I think using videos is interesting for the students"

(Japanese Teacher Informant 1)

This illustrates that Japanese teachers did not rely entirely on tradition but were
willing to adopt new methods and technologies within the educational culture
that was studied.

According to Hofstede (1980; 1986,1991), in collectivist societies, the young
should learn and adults cannot accept student roles. Of the Japanese teachers
that participated in the study, many were pursuing additional certification
through distance learning. This was done because teachers are required to have
multiple certification in elementary and secondary education in order to be
eligible to be promoted to higher administrative positions such as principal.
Others did various forms of classroom research that were presented at local
research meetings or happyokai (Kitazume 1992). However, some teachers
refused to go to in-service training meetings where communication techniques
through team-teaching were taught. Wada (1992) states that teachers cannot be
required to attend in-service training and must want to participate. The fact
that some teachers indeed will not accept the role of students is an indication
that Japan is a collectivist society in Hofstede's (1980; 1986; 1991) classification.

It seemed, however, that both the Japanese and the Finnish teachers were
involved in various forms of in-service and further education. In addition to
pursuing outside education, Japanese teachers were occupied with a multitude
of work-related responsibilities. It has already been stated that taking lessons is
a characteristic of Japanese culture. So, this category of Hofstede's is, in my
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mind, problematic in regard to assessing teacher attitudes for the present study.
Of course, the classifications are put forth as tendencies rather that cut-and-dry
categories and should not be expected to fit all phenomena in all settings. This
suggests that establishing mutually exclusive categories and classifying human
behaviors should not be approached from a black and white perspective where
all factors must fit into neat pre-determined categories. Instead, they should
approached by identifying general tendencies, cycles or dimensions which
appear to form patterns within the data.

Another collectivist feature which Hofstede (1980;1986; 1991) suggests is
that individual students usually only speak up in class when called upon
personally by the teacher. This is a relevant point for this study because
whether the teacher allows students to speak up in class or not could indicate
tendencies toward individualist or collectivist attitudes. Japanese teachers
generally maintained a high degree of control in the classrooms of the
educational culture studied. So, they could be seen as having collectivist
attitudes in this regard, whereas Finns, as already stated, tended to usually
exhibit individualist traits by often relinquishing or not maintaining tight
control of the floor during their lessons.

In a collectivist society, individuals have a tendency to only speak up in
small groups (Hofstede 1986). This could be seen at times in the Japanese
teacher's way of commenting or complaining about aspects of the system. In
small groups they would sometimes make comments or criticize various
aspects of the system or factors within the specific educational culture, for
example, students, other teachers, bosses, the textbooks or the testing system.
However, in larger groups they tended to be more reserved in their statements.
Of course, most individuals would be careful in making negative comments
about colleagues or bosses in large groups, but in some cultures, individuals
may tend to loudly criticize the ‘system’ in larger groups. Again, this tendency
could suggests that the Japanese educational culture tended to reflect
collectivist society traits.

Hofstede (1986) states that a feature of collectivist societies is that neither
the teacher nor any student should ever be made to lose face. This could be
seen in the Japanese teachers' attitude toward classroom management. English
lessons were structured in such a manner that the students could not ask the
teacher questions without first being called upon. This meant that it would be
difficult for them to ask the teacher a question which the teacher could not
answer, which would be a face-threatening act. The classrooms were managed
so that the students’ and teacher's face would be protected. When the
traditional classroom management style was changed for team-taught lessons,
this sometimes led to disaster. On one occasion, a student did not understand
the instructions for a communication game and caused his team to break down
because of his failure to understand and failure to know how to ask for
clarifications in the new situation. This caused the student to lose face and start
crying. This caused both of the teachers to feel bad because they had caused the
learner to lose face, which, I suppose, made the teachers feel as if they had lost
face because they had not explained the new activity properly. The point is that
in lessons with regular structured classroom management techniques, such a
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situation is less likely to occur and all of the participants’ faces will be
protected.

In Japan, education tends to be a way of gaining prestige in one's social
environment and of joining a higher status group. This is characteristic of a
collectivist society (Hofstede 1986). This could be seen in the Japanese teachers'
attitudes toward the importance of the senior high school entrance test and
pride in getting students into the 'best high school'. As one teacher stated:

"Midori is a very good student. She gotinto Takasaki Girl's High School."

(Japanese Teacher Informant 4)

It could also be seen in the concern they demonstrated for students who were
not doing so well. They would most often talk of poor students in terms of
concern over which high school they would attend. As one teacher stated:

"He has not been studying. Idon't know what high school he'll get into."

(Japanese Teacher Informant 2)

Japanese teachers put great emphasis on which schools students get into and
used it as a way of ranking the students in society. This is common in Japan
and the students who attend the best schools are more or less assured of getting
the best jobs (Reischauer 1978; van Wolferen 1989). This aspect of society in
Japan is virtually unquestioned and it is perpetuated by the mass media and
many aspects of the society.

According to Hofstede, diploma certificates are important and often
displayed on walls in collectivist cultures and havelittle or no symbolic value in
individualist cultures (Hofstede 1986). In Japan, there are certificates for
everything from sporting events and speech contests to scholarships given out
at school ceremonies in Japan. Therefore, it is safe to say that this aspect of
collectivist societies applies to the educational culture in Japan.

In collectivist societies, acquiring certificates, even through illegal means,
such as cheating or corruption, is more important than acquiring competence
(Hofstede 1986). Generally speaking, the Japanese teachers had negative
attitudes toward corruption and anything illegal, but they clearly valued the
acquisition of certificates. It can be said, therefore, that this tendency applied to
some extent, although not fully, to the educational culture studied.

Hofstede (1986) states that teachers in collectivist societies are expected to
give preferential treatment to some students based on ethnic affiliation or on
recommendation by an influential person, whereas in individualist societies,
teachers are expected to be strictly impartial. Teachers in both Finland and
Japan were expected to be impartial. In Finland, this did not seem to be a
problem, but in Japan, where gift giving is an integral part of social interaction,
this sometimes presents a dilemma. Gifts from students may be perceived as
bribes. So, in the schools that were studied, teachers were expected to refuse



140

gifts from parents and they expressed this attitude explicitly as well as
demonstrating it in their practices.

The last category associated with collectivist and individualist features
according to Hofstede (1980; 1986; 1990) is whether large classes split socially
into smaller, cohesive subgroups based on particular criteria, for example ethnic
affiliation as they should in collectivist societies or whether they break into sub-
groupings which vary from one situation to the next based on one universalist
criteria, for example, the task at hand. This classification was difficult to apply
to the attitudes of the teachers in this study because both settings that were
studied had basically homogeneous classrooms. The Japanese teachers did
encourage the students to form groups but ethnic affiliation had little to do with
the criteria for selection because there were no ethnic groups in the setting
studied, all of the students being Japanese. There were no Korean, Chinese,
Burakumin or other ethnic minorities or sub-groups present. Groups were
divided according to classes (first year first group, second year second group,
etc.), hobby clubs (baseball, brass band, tennis, etc.), lunch group (six students
whose desks were located close to each other) and other sub-groupings. Still,
the absence of ethnic groups makes it difficult for me to assign meaning to this
traitbased on Hofstede's classifications.

As a conclusion, it seems safe to say that the attitudes of teachers in Japan
exhibited many collectivist tendencies in the educational culture that was
chosen as the setting for this study.

6.2.2.1 Teacher Attitudes Related To The Weak Power Distance
Dimension

Power distance in societies pertains to the degree in which the less powerful in
a society accept inequality as being normal within their social situations. In
societies with small or weak power distance, there is less acceptance of
inequality in power than in societies with large power distance tendencies. The
teachers' attitudes in the educational culture that was examined in Finland
showed evidence of weak power distance tendencies.

In small power distance societies, there is a stress on impersonal 'truth’
which can, in principle, be obtained from any competent person, while in large
power distance societies, the stress is on personal 'wisdom' which is handed
down in the relationship with a particular teacher who acts as a 'guru'
(Hofstede 1980, 1986; 1991). The Finnish teachers’ attitudes toward cultivating
learner autonomy suggests their emphasis on the principle that any person can
achieve competence by themselves through more or less independent study.
As one informant stated:

"When the students begin here (at junior high school), they don't usually work by
themselves very well. We train them to work in pairs or by themselves. By the third
year, we can tell them to pick activities from the book with their partner and they do
it."

(Finnish Teacher Informant 4)
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This type of attitude in the teachers suggests that they feel that students can act
as their own 'teachers' which can be interpreted as a clear indication of weak
power distance in the society.

The preceding example can also be put forth as an illustration of the fact
that in the Finnish setting studied, as a weak power distance educational
culture, teachers respect the independence of learners while in a strong power
distance society a teacher merits the respect of learners (Hofstede 1980; 1986;
1991).  Finnish teachers demonstrated their attitudes toward this by
encouraging their students to work independently. Students were observed in
some lessons to select which exercises to do from the workbooks or from
handouts that were prepared and placed on a table in the back of the classroom.
In the language laboratory, teachers encouraged independence by letting the
students select their own activities. In Hofstede's (1980; 1986; 1991) words,
teachers ‘encourage and expect students to find their own paths’. The
promotion of learner autonomy in Finnish English classes is associated with
weak power distance societies which emphasize student-centered education
and place a premium on initiative (Hofstede 1980; 1986; 1991). The Finnish
teachers encouraged and expected their students to initiate communication.
Students were observed to speak up spontaneously in class and introduce
topics such as jokes or comments withoutbeing recognized by the teacher.

The learner-centered classroom and the attitudes of the teachers also
reflected the weak power distance characteristic that the effectiveness of
learning is related to the amount of two-way communication in class. Finnish
English teachers would make comments while going to classes that I was
observing about whether the class was talkative, which was seen as good, or
quiet, which was seen as a negative factor. Sometimes the teacher would
comment that a class that was usually quiet had been talkative because of my
presence or, conversely, they had become quiet because of an outside observer.

The weak power distance feature that younger teachers are more liked
than older teachers was not clearly exhibited by the Finns or put forth in the
opinions of the Finnish teachers. In a different school system, a junior high
school boy said to a young teacher trainee acting as a substitute:

"Pity the other one (older teacher) isn't here. She is so much better than you."

(Finnish Professor Informant 1)

This illustrates the before-mentioned assumption that no culture fits completely
into the categories put forth. This incident also suggests that in some
circumstances the students are allowed, or at least feel free to criticize teachers -
the kind of behavior that would not be tolerated by cultures with tendencies
toward large power distance such as Japan. I did observe examples in Japan of
students speaking out and talking while the teacher was talking. Such behavior
was always met by a strict reprimand from the teacher suggesting a different
perception of such actions on the part of the teacher.

In weak power distance societies, teachers are treated as equals outside of
class. In the cafeteria during lunch, Finnish junior high school students were
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observed to joke with their teachers. To assign the term 'equal' to the
interaction is problematic because there seems to be some distance between
students and teachers, whether caused by differences in age or experience.
However, the students did have a relaxed interaction style with their teachers,
which leads one to the conclusion that this category applies to the educational
culture in Finland.

The weak power distance characteristic that in teacher/student conflicts
parents are expected to side with the student was not clearly exhibited in the
Finnish schools studied nor was it discussed by the teachers. The teachers'
involvement in the personal lives of the students in Finland was markedly less
than in Japan, suggesting that they had less responsibility for their students
outside school hours.

6.2.2.2 Teacher Attitudes Related To The Strong Power Distance Dimension

In contrast to the Finnish teachers, the Japanese teachers tended to foster learner
dependence in their classroom management techniques. They directed the
activities of their students almost without exception, thus meriting the respect
of their students. Teacher-centered classrooms can be cited as reflecting the
collectivist tendency toward the attitude that order is important. Japanese
students expected their teachers to initiate communication and teachers did not
generally encourage their students to speak up in class. Students could usually
speak up in class only when invited by the teacher. Learner autonomy was not
generally promoted in English class and students expected teachers to outline
paths for them to follow. This suggests that teacher attitudes reflected many
strong power distance characteristics.

In Japan, the effectiveness of learning appeared to be associated with the
excellence of the teacher which is a strong power distance characteristic
(Hofstede 1980; 1986; 1991). When one of my students who I had coached won
a speech contest, a Japanese teacher colleague said to me:

"She won the contest. You are a very good teacher."

(Japanese Teacher Informant 4)

This suggested that the effectiveness of learning was associated with the teacher
rather than the hard work of the student.

In Japan, respect for teachers was observed also to be shown outside class.
This suggests strong power distance within the educational culture. An
example of this happened in a restaurant where I was sitting with some
Japanese friends one evening. One of my colleagues, an English teacher who
had taught my friends 10-15 years earlier, entered the establishment. My
friends, former students now in their 30's, stood and bowed very low to the
teacher and thanked him for teaching them English and bought the teacher
drinks and told him repeatedly how great he was. Of course, this particular
teacher was older, spoke excellent English and was a really good teacher. But I
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have never seen Finns show so much respect to a teacher outside of, or even in,
the classroom.

This also relates to the strong power distance trait that older teachers are
more respected than younger teachers (Hofstede 1980; 1986; 1991). In Japan, I
observed that older teachers were generally more respected than younger ones
so this classification seems to apply there.

In strong power distance societies, in teacher/student conflicts, parents
are expected to side with the teacher and teachers are seen as experts. In Japan,
this could be seen in the responsibility for discipline the teachers assumed for
their students. @ However, teachers stated that parents did not want
communication taught in English classes because of the negative effect it might
have on their success in entrance examinations. So, in this incidence, parents
did not necessarily subscribe to the views of the teachers or, at least, parents did
have some influence on expert teachers. Another case of parents not siding
with the ‘expert’ teachers was seen when some of the students needed special
education because of learning disabilities. In several cases, parents refused to
admit that their child had a problem and refused to put the child in a special
class despite teacher recommendations. So, even though Japan tended to
exhibit many strong power distance tendencies in regard to disciplinary
conflicts, it was apparent that parents did not always side with the teachers or
see them completely as experts who are always right.

Students are generally not supposed to criticize their teachers in Japan.
However, some of the students used indirect criticism toward certain teachers.
For example, while I was helping a group of students clean as is the tradition in
Japan, one of the students asked me if I liked one of the Japanese teachers. I
said that I did and the students replied, "really?" and the group started
laughing, indicating that they took my answer as a joke or that they wished to
express their own dislike for the teacher. However, this kind of criticism was
mild compared with the Finnish student's direct outburst at his teacher.

In conclusion, the Finnish teachers tended to exhibit and state attitudes
that suggested that they held many weak power distance values in high esteem.
Japanese teachers, by contrast, generally reflected more strong power distance
tendencies.

6.2.3.1 Teacher Attitudes Related To Weak Uncertainty Avoidance

According to Hofstede (1980; 1986; 1991), in weak uncertainty avoidance
societies, students tend to feel comfortable in unstructured learning situations
with vague objectives and appreciate broad assignments with no timetables.
The Finnish teachers who were interviewed were much more comfortable in
lessons where they relinquished control of the floor to the learners who did
various activities with limited direct supervision from the teacher. Students
and teachers both, much more than in Japan, appeared to feel comfortable in
less structured learning situations. However, the Finnish teachers conveyed
that they did have particular goals for their lessons and their learners.
Therefore, Hofstede's classification tended to correspond to only certain aspects
of the Finnish educational culture that was studied.
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Teachers are allowed to say "I don't know" in weak uncertainty
avoidance societies. The teachers in the Finnish setting structured their lessons
in a more open format which could have led to the situation where a student
could ask a question which the teacher could not answer. Once while I was
observing a lesson, a student asked the teacher a question and the teacher
replied:

"I don't know. Why don't you ask Mike?"

(Finnish Teacher Informant 5)

Clearly, the teacher was not embarrassed to aclanowledge that she did not know
the answer, which is an indication of weak uncertainty avoidance.

In weak uncertainty avoidance cultures, a good teacher uses plain
language and in strong uncertainty avoidance societies a good teacher uses
academic language. In both Finland and Japan, junior high school English
teachers tended to use native language technical terms to teach new
grammatical points. Otherwise, they used regular spoken language when
interacting with their students. Teachers in the two countries seemed to fall
into the plain language category, unless discussing academic topics for which
they used academic language.

Students are rewarded for innovative approaches to problem solving in
weak uncertainty avoidance societies while students are rewarded for accuracy
in problem solving in strong uncertainty avoidance societies. This cultural
factor has a major influence on teaching and learning languages across cultures.
In Finland, the emphasis on communication in English lessons with pair-work
and problem solving activities reflects the teachers' orientation toward problem
solving rather than accuracy. The absence of major external tests from the
beginning of study until the end of senior secondary school, or lukio, must
influence this attitude.

In weak uncertainty avoidance societies, teachers are expected to
suppress emotions and so are students. In Finland, I did not see an emotional
outburst on the part of the teachers or the students. This suggests that they
were expected to control their emotions. Intellectual disagreement was
expressed while I was interviewing the teachers about various aspects of the
Finnish foreign language education system. It was not uncommon for the
teachers to clarify, politely, the vague points in each other’s opinions regarding
the education system.

6.2.3.2 Teacher Attitudes Related To Strong Uncertainty Avoidance

In strong uncertainty avoidance societies, students feel comfortable in
structured learning situations with precise objectives, detailed assignments and
strict timetables. This classification can be applied to Japan. Japanese teachers
in the setting kept their lessons very structured. The objectives of the lessons,
the assignments and the timetables which the Japanese teachers kept to
demonstrated this attitude among them. In fact, in some cases, team-taught
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classes focusing on communication were canceled so that the third-year
students could stick to their timetables and not get behind.

In Japan, lessons were structured to stick close to the textbook so that teachers
would not be put in a situation where they did not know an answer. This factor
is influential in foreign language education because if the society expects
teachers to 'know all the answers/, as is the case in Japan, relinquishing control
of the floor and opening oneself up for questions which one might not be able
to answer must seem daunting for the Japanese English teacher.

Unlike in Finland, the Japanese English educational culture studied
tended to emphasize accuracy much more than problem solving. Students
learned grammar points from the beginning of their course of study. Grammar
took precedence over communication because of the senior high school and
university entrance examinations where accuracy is by nature the most
important factor (Shimaoka and Yashiro 1990: 10-12). The teachers' attitudes
had a tendency to reflect this.

In weak uncertainty avoidance cultures, teachers listen to parents' ideas.
In contrast, strong uncertainty avoidance societies have teachers that consider
themselves experts who cannot learn anything from lay parents and parents
agree' (Hofstede 1986: 314). Generally, Finnish teachers did not consider
themselves above 'lay parents. In Japan, teachers to some extent held the
opinion that they were the experts in education. However, parent participation
regarding pertinent issues such as the entrance examination and the curriculum
showed that parents' views were listened to and accommodated as needed.
Parent-Teacher Associations were also active in all of the Japanese schools that
were studied. Therefore, I found this category problematic. Japanese teachers
leaned more toward the strong uncertainty avoidance trait, but did not fit
completely into it.

In strong uncertainty avoidance societies, teachers are allowed to behave
emotionally and so are students. When I left Japan after teaching for two years,
some of my Japanese colleagues and students were at the point of tears. Some
cried. It was acceptable and perhaps even expected. They were allowed to
show their emotions in public, much more so than their Finnish counterparts.
Another incidence where this was apparent was at the junior high school
graduation ceremony where many a tear was shed because it marked the
transition from the carefree life of the junior high school into the stressful life of
the high school or life. This could be interpreted as basically the true end of
childhood in Japanese culture. The ceremony was quite emotional and the
teachers and students showed this openly. This suggests that Japan could be
classified as a strong uncertainty avoidance society in this regard.

Teachers interpret intellectual disagreement as stimulating exercise in
weak uncertainty avoidance societies while in strong uncertainty avoidance
societies, teachers interpret intellectual disagreement as personal disloyalty. In
Japanese classrooms, students did not challenge the ideas of the teacher, which
indicates strong uncertainty avoidance.

In conclusion, although both strong and weak uncertainty avoidance traits
were found in both educational cultures studied, the Finnish teachers tended to
exhibit more weak uncertainty avoidance characteristics, whereas their
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Japanese counterparts tended to reflect more strong uncertainty avoidance
characteristics.

6.2.4.1 Teacher Attitudes Related To The Femininity Dimension

Finland and Japan both exhibited femininity in their culture through the
attitudes of the teachers interviewed. Concrete classification based on
tendencies put forth in Hofstede's (1980; 1986; 1991) model is more problematic
with this aspect than with the other three previously discussed.

Teachers use average students as the norm in feminine societies and use
the best students as the norm in masculine societies. In Japan, the average was
what governed the class, not the exceptional student. In English classes in the
educational culture that was studied in Japan, activities were designed for the
‘normal’ student and not the best or worst student in the class. Classes were not
streamlined according to ability. By the third year, there were some students in
the class that had a good grasp of the subject, while others knew absolutely
nothing. Still others may have had a the potential to learn more of the language
and were being held back by slower learning students. In Finland, the situation
was more or less the same. Although there was some experimentation with
streamlining one of the schools in the educational culture that was studied, the
classes were generally structured so that students were in a class together
regardless of their ability.

In societies with a feminine culture, the system rewards students' social
adaptation while in masculine cultures the system rewards students' academic
performance. This is a bit problematic when examining teacher attitudes in
Finland and Japan in the two specific educational cultures. In Japanese junior
high schools, social adaptation was held in high esteem and was basically
enforced through dress codes which dictated what the students wore, how they
cut their hair and what kinds of socks and T-shirt the students wore.
Depending on the attitudes of the teachers, these codes were enforced more in
some schools than in others. In one of the schools where I taught in Japan,
students who did not wear a plain white T-shirt under their school uniforms
had to run laps around the athletic field of the school as punishment. Problems
also arose when some of the students wore 'Frankenstein socks' which were
banned in favor of plain white socks. This forced adaptation was normal and
the students knew the rules. When they went against them it was a form of
rebellion.

The Finnish teachers did not express a great deal of concern about the
students who study for an extra year in junior high school in order to improve
their grades or wait until they decide what to do as their next step in life. This
indicated that failure in school was not looked upon by the teachers as such a
negative manifestation. On this point, Finland showed more feminine cultural
characteristics while Japan, where failure in school amounts to failure in life,
had a tendency to reflect more masculine cultural characteristics.

In feminine societies, students practice mutual solidarity and in masculine
cultures students compete with each other in class (Hofstede 1980; 1986; 1991).
The Japanese students were extremely cohesive and the attitudes of the teachers
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encouraged this. Students wore the number of their class or kumi on their
uniforms. For example, students in the second year class third group would
wear a '2-3' on their name tag which was either pinned or sewn onto their
uniform. This identified them with their group in and out of school. This also
promoted mutual solidarity among the students. Teachers often gave the
students group tasks such as cleaning the school or organizing parts of school
events. Finnish students are divided into groups in similar fashion, although
they do not wear any visible markings.

This ties into the feminine characteristic of students trying to behave
modestly and the masculine characteristic of students trying to make
themselves visible in class. Because of the Japanese teachers' attitudes which
they strongly conveyed to the students, they behaved modestly in class. On
this aspect, the Japanese setting seemed to have more feminine cultural
tendencies.

In both Finland and Japan, corporal punishment was illegal. The Finnish
teachers severely rejected it. I have heard that corporal punishment is
sometimes used in Japan, despite the ban. This suggests that Finland exhibits
more feminine characteristics in this regard, since, according to Hofstede's
classifications, feminine cultures reject corporal punishment.

6.2.4.2 Teacher Attitudes Related To The Masculinity Dimension

In feminine societies, teachers avoid openly praising students while in
masculine societies, teachers praise good students (Hofstede 1986). In both
Finland and Japan, teachers pointed out good students to me in and out of the
classroom. In Garant (1995b), I point to classroom discourse examples of
Finnish teachers exhibiting this feature. However, Japanese teachers were also
keen to praise good students. Therefore, in regard to this category, both Japan
and Finland would be classified as masculine societies.

The Finnish teachers did not seem to enforce any kind of social adaptation
on the students that they taught. Students were allowed to dress the way they
wanted, even to wear hats inside the classroom, which suggested the teachers
were tolerant of diversity in the students. Of course, wearing hats inside the
classroom is a form of social adaptation on the part of the students: they were
conforming to their own dress codes. However, I found that the attitudes of the
teachers reflected a higher esteem for academic performance than social
adaptation. Therefore, teacher attitudes in Finland in regard to this point
suggested that the country was more masculine than Japan.

A student's failure in school is a relatively minor accident in feminine
societies while in masculine societies a student's failure in school is a severe
blow to his or her self-image and may in extreme cases lead to suicide (Hofstede
1986). Recent trends have linked bullying in the schools to suicide in Japan
(Japan Times 1996). However, failure in school, especially failure on entrance
examinations is believed by many Japanese teachers to be a factor in the high
suicide rate of the country. In Finland, the suicide rate is high but it is not
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prevalent in the 15-24 age bracket (Passin 1965: 112, Ueno 1993)”. In Japan, the
word ronin is used to describe students who have failed their university
entrance examination to university. Traditionally, the word applied to samurai
warriors who did not have a lord. It is not uncommon for Japanese learners
attempting to gain entrance into the more prestigious universities to fail several
times. Thus the term one-time failure or ichi ro, two-time failure or ni ro and so
on have been incorporated into the language according to the teachers
interviewed. The existence of this terminology suggests that although failure is
regarded as something to be ashamed of, it is a common enough occurrence to
have words coined to describe it. No such terms regarding exam failure exist in
Finnish which suggests that failing academically is not such a severe blow to
the student's self-image. Therefore, these traits could suggest that the Finnish
educational culture reflected a more feminine tendencies and the Japanese
culture reflected more masculine traits.

Japanese students competed for the best grades. In Finland, students
would compete openly for the floor during the English lessons by calling
attention to themselves by talking loud, standing up and fidgeting. This was in
part because of the student-centered methods the teachers employed. This ties
into the feminine characteristic of students trying to behave modestly and the
masculine characteristic of students trying to make themselves visible in class.
Because the Japanese teachers generally would not tolerate disturbances,
students behaved modestly in class. In contrast, the Finnish teachers
encouraged their students to be more visible in class. So, on these two points,
Finland would be classified as a more masculine culture while Japan would be
classified as a more feminine culture. Grade competition was the opposite. If
considering this aspect, the two countries would yield opposite results.

The Chinese Culture Connection (1987) found a great deal of overlap in
regard to the masculinity and femininity dimensions in their study. The
present study appears to have found similar results. Perhaps a certain degree
of overlap should be expected regarding this dimension when applying it to
East Asian cultures. Unlike the other dimensions put forth in Chapter Two, the
data yields no evidence that either the Finnish or Japanese educational cultures
studied can be classified as strictly masculine or feminine.

v Fortunately, no student or teacher in either setting committed suicide so this study will not address

the subject. Interestingly, Finland and Japan have been known for their high suicide rates. They will be
mentioned here for the reader’s information. In 1994, 27.1 out of every 100,000 inhabitants (1387
people: 1080 men and 307 women) committed suicide in Finland making it the 7th leading cause of death
(Statistics Finland 1996). In 1991, 16.1 out of every 100,000 inhabitants (19875 people: 12477 men and
7398 men ) committed suicide in Japan making it the 6th leading cause of death. In addition, suicide
broken down according to age in Japan follows: 5-14 year-olds 22 Males 14 Females; 15-24 year-olds 891
Males Females; 25-34 year-olds 1419 Males 637 Females; 25-44 year-olds 2146 Males 876 Females;
45-54 year-olds 2789 Males 1163 Females; 55-64 year-olds 2500 Males 1277 Females; 65-74 year-olds
1279 Males 1284 Females; Over 75 year-olds 1354 Males 1687 Females (Statistics Bureau 1993/94:
663). Suicide rates of under 25 year olds are only about 11% of the total cases in 1991. Incidentally, the
suicide rate per 100,000 inhabitants for the US was 12.4 in 1991, 8.0 for the UK in 1992 and 17.5 for
Germany and 20.2 for France in 1991 (Keizaikoho 1996: 106).
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6.3 Summary

This chapter has discussed teacher and learner attitudes in the specific Japanese
and Finnish educational cultures that were studied with a special emphasis on
perceptions of English as a foreign language teaching and learning.

The following tables focus on examples from this chapter which illustrate
items from adapted from Hofstede's list in the context of Finnish and Japanese
learner and teacher attitudes.

TABLE 6.6 Differences In Finnish And Japanese Learner And Teacher Attitudes
Related To The Individualism Versus Collectivism Dimension Suggesting

Differences

Individualist Societies

Collectivist Societies

Finland

Teachers fully integrate ‘new’
teaching methods

Teachers and students enter the
lessons together and begin and
lessons in an informal manner that is
not traditional

Teachers participate in various
forms of adult education

Learner-centered methods open the
door to confrontation in learning
situations

Face-consciousness is weak; learner-
centered methods made face-
threatening acts more likely

Diploma certificates are not given at
ceremonies as often as in Japan

Japan

Teachers basically use traditional
teaching methods

Teachers and students begin and
end lessons with traditional formal
openings and closings

Some teachers refuse in-service
training

Teacher-centered teaching methods
stress formal harmony in learning
situations

Neither the teacher nor any student
should ever be made to lose face;
teacher-centered methods promote
this

Diploma certificates are important
and given at ceremonies
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TABLE 6.7 Tendencies In Finnish And Japanese Learner And Teacher Attitudes Related
To The Individualism Versus Collectivism Dimension Suggesting

Similarities

Teachers are expected to be strictly impartial in both settings

Finnish and Japanese teachers expressed concern over their students' 'face’

Teachers enroll in various forms of education in both settings

Finnish teachers use some traditional methods; Japanese teachers use some new

methods

The following is a summary of learner and teacher attitudes as they apply to

the power distance dimension.

TABLE 6.8 Tendencies In Learner And Teacher Attitudes Related To The Power
Distance Dimension Suggesting Differences

Small Power Distance Societies

Large Power Distance Societies

Finland

Most teachers think students should
learn to learn by themselves

Promotion of learner-autonomy

Students usually work
independently

Teachers expect students to initiate
communication

Students sometimes choose their
own activities

Student can initiate interaction

Two-way communication is seen as
effective

Japan

Mostly teacher-centered
methodology

Promotion of learner-dependence

Teacher usually directs student
activity
Students expect teachers to initiate

communication

Teachers tell the students what
activities to complete

Students speak up in class only
when invited by the teacher

Effectiveness of learning is related
to the excellence of the teacher

TABLE 6.9 Tendencies In Finnish And Japanese Learner And Teacher Attitudes Related
To The Power Distance Dimension Suggesting Similarities

Students sometimes criticized teachers; teachers were rarely contradicted or

publicly criticized

Respect for teachers is related to the personal characteristics of the individual

teacher
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In addition, the uncertainty avoidance factor within cultures were applied to
the attitudes of the learners and teachers. The following are specific examples of
tendencies that were present in the educational culture related to this aspect.

TABLE 6.10 Tendencies In Learner And Teacher Attitudes Related To The Uncertainty

Avoidance Dimension

Weak Uncertainty Avoidance
Societies

Strong Uncertainty Avoidance
Societies

Finland
Lessons are less structured

Teachers sometimes say, “I don’t
know”

Teachers usually emphasize
communication

Teachers and students show little
emotion

Some intellectual disagreements are
witnessed

Japan
Lessons are very structured

Teachers are expected to have all the
answers

Teachers usually emphasize
grammar

Students and teachers are sometimes
very emotional

No intellectual disagreements are
witnessed

The final classification that was applied to the data related to masculinity and
femininity within societies. The following are some examples that surfaced in
the data. In the Japanese and Finnish educational cultures that were studied, a
considerable amount of overlap related to masculinity and femininity was
observed.

TABLE 6.11 Tendencies In Learner And Teacher Attitudes Related To The Masculinity
Versus Femininity Dimension Suggesting Differences

Finland

Japan

Corporal punishment was severely
rejected (Femininity)

A student's failure in school is a
relatively minor accident
(Femininity)

Students made themselves visible
during the lessons (Masculinity)

Students behaved as individuals;
little emphasis on social adaptation
(Masculinity)

Corporal punishment is sometimes
used (Masculinity)

A student’s failure in school was
more likely to be viewed as a severe
blow to both the teachers’ and
students' self image (Masculinity)

Students try to behave modestly
during lessons (Femininity)

Emphasis on social adaptation
(Femininity)
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TABLE 6.12 Tendencies In Learner And Teacher Attitudes Related To The Masculinity
Versus Femininity Dimension Suggesting Similarities

Teachers use average students as the norm (Femininity), grades and ranking are
important (Masculinity)

Students practice mutual solidarity (Femininity) and compete with each other in
class (Masculinity)

It should be stressed that these categories, when reflecting group values, are
only applicable to a point. When interviewing Finnish and Japanese teachers
and learners, I did discover general characteristics related to Hofstede's (1986)
classifications of cultural tendencies put for in the 4-D cultural model could be
applied to many of the features found in the data.

However, the masculine and feminine classifications of culture are the
most problematic when classifying teacher attitudes in Japan and Finland. My
interpretation of the data suggests that in the junior high school environment,
Japan has a number of feminine cultural tendencies which is similar to Finland.
This is similar to other findings related to China (The Chinese Culture
Connection 1987).

Cultural tendencies related to collectivism and individuality,
power distance and uncertainty avoidance can be applied to the data in
a more predictable manner. The Japanese teachers generally exhibited
attitudes which reflect a collectivist society with strong power distance
and uncertainty avoidance. Finnish teachers generally showed
attitudes reflecting an individualist society with weak power distance
and uncertainty avoidance. Some overlap was present also in the data
which generally corresponds to Hofstede’s (1980; 1986; 1991) claims.
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7 CLASSROOM METHODS, ACTIVITIES AND
TIMING

This chapter will examine differences and similarities between methods,
activities and timing in the classrooms during regular and team-taught English
lessons in Japan and English lessons in Finland. First, I will examine regular
Japanese lessons and Japanese team-taught lessons, then Finnish grammar-
oriented lessons and finally I will discuss Finnish communicative lessons. The
purpose of this chapter is to present a picture of what actually takes place and
what the teachers and learners do during English lessons in the two countries
studied. Neither the Japanese nor the Finnish curriculum specify what methods
teachers should use. It is therefore interesting to compare the classroom
methods chosen by the teachers in the two settings. I believe that this form of
examination will provide useful insights into English teaching and learning in
the two countries. Timing was included to demonstrate how the lessons flow.
It is essential for the study of classroom teaching methods in the two settings to
be aware of what type and how many activities are used per lesson, and how
long each section takes. Overall, first-hand knowledge of what takes place in
the English language classrooms in the schools studied should provide
important insights concerning the study of culture and language teaching.

7.1 Regular Japanese English Lessons

This section will examine regular Japanese English lessons that were
videotaped at Kanra Number Three Junior High School. First, the actual
content will be discussed from the participant observer's perspective. This will
be followed by an analysis of the lessons in which the views of the Japanese
English Teacher and the assistant English teacher will be incorporated.
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Three regular English lessons in Japan were videotaped in the spring of
1993. The camera was aimed at the teacher and not at the students because
there was only one camera available for the lesson. Unfortunately, no observed
or model regular lessons were available for evaluation by this study as was the
case with team-taught lessons. No special instructions were given for the
taping or the lesson plans. The Japanese English teacher was told that the tapes
were to be used to compare team-taught lessons and regular lessons.
Afterwards, both the Japanese teacher and the assistant language teacher
participated in the evaluation of the tapes.

Regular Lesson 1

The lesson plans for the regular lessons were determined by watching the video
and noting what activities took place. The firstlesson plan was:

Regular Lesson 1: Plan
Grade 8

Section 1 Greeting
Section 2 Review of material from previous
lesson
Section 3 Textbooks
-read-repeat
-new words
-read-repeat
-translation
Questions and Answers on
textbook material
Homework assignment
Section 4 Review of interrogatives
-when, where, who, what, whose,
which, how, why

Section 1
11:40-11:43

Greetings were basically the same in all of the regular lessons that were
observed. The students were seated. The door opened and the teacher entered
and said: "Who is on duty?". The on-duty student said: "Please stand up". The
students stood up, bowed and said in unison: "Good morning, Mr. Kitazume.”
The teacher bowed and responded with: "Good morning, Class. How are you
today?” The students bowed and responded: "Fine, thank you. And you?”
The teacher responded, "Fine, thank you." Then, the on-duty student said:
"Please sit down", and the class sat.

This was followed by questions from the teacher such as "How do you feel
today?" to which the students responded with, for example, "I feel sleepy"”, "I
feel happy". This appeared to give the students a choice in the way they
answered and was not the same as some of the other Japanese English teachers'
greetings, "How are you?", "I'm fine, thank you. And you?" The greeting
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section closed with the Japanese English teacher eliciting responses in English
from the students as to the day, date and weather.

Section 2
11:44-11:49

The review section consisted of the Japanese English teacher saying a sentence
in Japanese and calling on students to translate it into English. The activity
moved rather slowly as the Japanese English teacher only asked four questions.
The Japanese English teacher then wrote 'Is there a TV?' on the blackboard and
asked the question. There was a television in the front of the room near the
blackboard. Students responded with either "Yes, there is" or "No, there isn't".
This was followed by listen-and-repeat drills and then the question, "Are there
any apples?” to which the students responded "yes" or "no". Then the students
were asked to translate "There are not any apples" into Japanese.

Section 3
11:50-12:20

The textbook section of the lesson consisted of read-and-repeat drills,
explanation of the key grammatical point, new vocabulary and translations
from English into Japanese. What is striking is the amount of Japanese that was
used during this part of the lesson: it was substantially more than in any of the
team-taught lessons that were observed. Japanese was used to give
explanations and instructions and for the translation exercises.

Another interesting observation was made during the 'question and
answer' section which was used to reinforce the language and key grammatical
points of the lesson. The Japanese English teacher elicited responses from the
students with questions containing the names of local places and things. For
example, he asked:

"Are there two schools in Akihata?"
"How many junior high schools are there?"
"How many junior high schools are there in Kanra town?"

This provided a local context for the language that was being studied which
was intended to make the lesson more ‘communicative’. In addition, this
information is not included in the textbook. So, the teacher was adding
supplemental material. This was then followed by the Japanese English teacher
giving sentences in English and having the students translate them into
Japanese.
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Section 4
12:20-12:25

The last five minutes of the lesson contained a review of Wh- question words.
This, again, was done primarily in Japanese. The teacher would ask the
students a question in Japanese and have them translate it into English.

When the lesson was over, the teacher said: "Who is on duty?" The on-
duty student said: "Please stand up", and the class stood up. Then they bowed
and said in unison, "Good-bye, Mr. Kitazume." The teacher bowed and
responded: "Good-bye, class." The on-duty student said: "Please sit down", and
the class sat. The teacher left the classroom while the students sat in perfect
order.

Regular Lesson 2

The outline for the second videotaped lesson plan follows:

Regular Lesson 2: Plan
Grade 8
Section 1 Greeting
Section 2 Review
-translate from Japanese into English
-questions and answers in English
Section 3 Textbook
-model reading
-new words
-read-repeat
-translate
-key sentence
-read-repeat

Section 1
8:40-8:43

The greeting consisted of the same 'rituals’ that were observed in the other
lessons.

Section 2
8:43-9:05

Following the greeting, the Japanese English teacher began to review the
previous lesson by instructing the students to close their books and notebooks
and giving them directions in Japanese to translate sentences. He then called
on students to translate sentences from Japanese into English. Example
sentences were, "There is a desk”, "There is a desk in this room", "There are
three desks in this room" and "Is there a desk in this room?" The teacher then
tried to elicit English sentences from the students using Japanese. This met with
limited success because the students appeared to be sleepy. Then the teacher
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began to review "How many?" He gave an explanation in Japanese and then
began to ask questions about the room using the construction, for example:
"How many desks are in the room?" The question was repeated five times
because the students would not respond to it. Then the Japanese English
teacher began to elicit answers using English from the students who eventually
answered with some coaching.

Section 3
9:05-9:25

The textbook was then covered in the traditional manner. During the new
vocabulary section the Japanese English teacher went into critical pair drills for
"word-world", the pronunciation of which is difficult for the Japanese speaker
of English (Shimaoka and Yashiro, 1990:34-39). In addition, he provided
cultural information by explaining the differences between the way Americans
and Australians pronounce the letter 'a'. This material was not in the book
which meant that the Japanese English teacher was providing supplemental
material and cultural information. After that, read-repeat drills were
introduced, followed by English-into-Japanese translation drills. The class
ended with read-repeat drills. Takala (1997) suggests that this approach is
heavily influenced by the Michigan method which was popular in the 1940s
and 1950s in many Western countries.

When the lesson was over, the class performed the ritual closing described
in the previous lesson.

Regular Lesson 3

The plan for the third videotaped lesson follows:

Regular lesson 3: Plan
Grade 8
Section 1 Greeting
Section 2 Review
-translate from Japanese to English
-read and translate previous lesson
Section 3 Textbook
-model reading
-new words
-read-repeat-translate
-read-repeat
-questions and answers on the text
-Japanese translation of the text
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Section 1
10:40-10:43

The lesson contained the same ritual greeting as in the previously described
lessons.

Section 2
10:44-11:01

The greeting was followed by a review of the material covered in the previous
lesson and before. This was done in the form of Japanese-into-English
translations. The Japanese English teacher covered the textbook material from
team-taught lesson 3 in the form of read-repeat-translate drills.

Section 3
11:02-11:25

New material was covered in the usual manner through a model reading and
explanation of new vocabulary, mostly in Japanese. Then, read-repeat-translate
exercises were introduced. There were five sentences in the textbook. Of these,
four were translated by the Japanese English teacher and one was translated by
a student. This was done in the form of written translations on the blackboard.
This was followed by more read-repeat exercises and questions and answers on
the text.
When the lesson was over, the class did the same ritual closing as always.

7.1.1 Discussion

The observations made in this study, like any study based on observation, are
clouded by the view of the observer. This is the paradoxical nature of the field
of classroom observation (Fanslow 1977; Allwright 1988; Rees, 1992). Even so, 1
have attempted to concentrate on broad features that appeared in the lessons
which any observer would take notice of when examining the methods,
activities and timing. The lessons that are included in this section were also
videotaped and can be viewed by others who wish to replicate this study.

The Japanese teacher commented that the videotapes might contain 'bad
examples'. He probably meant that the lessons were not full of happy, smiling
students speaking English in a cheerful manner. This would be an example of
'deference politeness', in other words, the teacher wishing to indicate a
minimum of imposition should the tapes not be what I had in mind for the
research project. This could also refer to the fact that they did not contain
model lessons which may have been perceived as 'good examples'. 'Good
examples' in this sense could mean 'tatemae’ or examples which are meant to be
shown to outside observers. If that is the case, which it seems to be, the videos
contain average, everyday English lessons which is what this paper sought to
study.
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TABLE 7.1 Summary Of Japanese Regular English Lessons

Lesson 1 Lesson 2 Lesson 3
Section 1
Greeting same same same
Section 2
Review same same same
Section 3
Textbook same* same* same*
Section 4 Review of Wh- words N/A N/A

*small variations in the order in which items were presented.

Basically, all of the lesson plans and activities corresponded to the traditional
Japanese teaching procedure issued by Monbusho and discussed in the
following section. This method is basically the traditional audio-lingual
method of the 1980s.

Traditional Japanese Teaching Procedure (Example)

A. Greeting and Roll Call
B. Review
1. Pattern Practice
2. Reading
a. Chorus Reading
b. Individual Reading
C. Presentation of New Materials and Pattern Practice
D. Oral Introduction of the Story
E. Test Questions
F. Reading
1. Reading new words (using flash cards)
2. Reading the text
a. Listening to tape-recorded text
b. Chorus reading after the tape
c. Chorus reading after the teacher
d. Individual reading
G. Explanation in Japanese
H. Assignment of Homework

Source: CLAIR 1991: 5-6

One of the most striking points about all of the regular lessons that were
observed was the similarity of the activities that were offered. In fact, the
regular Japanese lessons that were observed were almost identical. When
asked about this, the Japanese English teacher who planned and executed these
lessons replied that he felt the textbook needed to be covered in order for the
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students to pass their entrance examinations and to keep up with the syllabus
that the school system used. This is the general feeling among the Japanese
English teachers and is addressed in Cominos (1990), Tanigawa (1992), and
Wada (1991). This feeling is difficult for the foreign professionals and some
assistant language teachers working within the system to accept. However, it
appeared to be the genuine feeling (honne) of not only the teacher who
participated in the study but virtually all of the Japanese English teachers in the
town.

Overall, the lessons moved slowly. When asked what he thought about
the lessons, the Japanese English teacher commented:

"The students looked bored. This could be because of the flu season or their
mood."

(Japanese Teacher Informant 1)

During 'flu season' it was not uncommon for most of the class to be sick on the
same day. During the time I was conducting research in Japan, school was
canceled or days were cut short on several occasions since more than fifty
percent of the students were at home because of the flu.

Another reason for the 'bored-looking students' could be the redundancy
of the activities on a day-to-day basis and an emphasis on translating within the
lesson. The same basic lesson plan was repeated day after day, which could
indeed become quite boring. In this particular school there was only one
English teacher. In the other schools in the setting, Japanese English teachers
indicated that they used the same methods as the teacher who was observed on
the video tapes.

Wada (1991) cited Reischauer's (1988) criticism that the main stumbling
block for change is the 50,000 Japanese English teachers who cannot speak
English themselves. This was not the case in the school studied because the
teacher was able to communicate in the language that was to be taught. The
result of the discussions with the teacher and others in the town indicated that
they preferred the method described in their normal lessons because they felt
that it was effective for helping the students pass their senior high school and
university entrance examinations.

The Japanese English teacher also commented that he thought he talked
too much during the lesson. In fact, the instructions given during the lesson
were quite long and often in Japanese.

Another comment made by the Japanese English teacher was that he
thought he should have moved around more in the regular classroom. This
indicated a perception that the classroom was too teacher-centered. By moving
around the Japanese English teacher felt that he could keep the students more
interested and keep the class going. However, in my mind, simply moving
around the classroom does not make the lesson more learner-centered.

Ellis (1992), in the series he wrote for a major Japanese newspaper on
English teaching, states that one form of classroom research is to tape several
lessons and to measure the amount of the first language and second language
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used in the classroom. His article suggested that this was an "easy form" of
classroom research. However, timing the use of Japanese and English on the
tapes in this study proved to be quite difficult. There were six hours of tapes
with pauses, turn-taking between the teacher and students and other factors.
Let it suffice to say that observing the videos made it clear that there was
substantially more Japanese than English used in these classes. This was
because of the number of grammar and translation exercises present which
relates to the design of the textbooks discussed in Chapter Four. In the regular
classroom, Japanese appeared to be the dominant language with English being
used to answer questions or translate from Japanese.

These lessons do not contain games or game-like activities as did the team-
taught lessons. The reason for this, according to the Japanese English teacher
informant, is that the regular lessons are intended to cover the textbook while
the team-taught lessons, which will be covered in the next section, are intended
more to teach international topics and communication. The regular lessons are
intended to teach the grammatical points that are in the textbook so the
students can pass their examinations and move forward within the educational
system. The Japanese English teacher acknowledged that covering only the
textbook tended to ‘be boring’, but this did not appear to effect the plans of the
regular lessons.

The comments on the non-team-taught lessons by the Japanese teacher
informant were incomplete at best. In fact, the only direct comment made by
the teacher was:

"I tried to make a lot of activities but there were too many explanations.”

(Japanese Teacher Informant 1)

After viewing the videotapes and interviewing the Japanese teacher informant,
several common characteristics of the regular Japanese English lesson clearly
emerged.

These were:

(1) the lessons were very similar on a day-to-day basis;

(2) the main activities in the lessons were grammar and translation exercises;

(3) this was because the Japanese English teacher felt grammar and translation was
an effective, if boring, method for covering the textbook;

(4) the amount of Japanese used in the classroom far exceeded the amount of
English;

(5) the Japanese English teacher did not move around during the class; and

(6) the teacher talked most of the time during the class.

The points raised in this section of the study are worth investigating in relation
to the team-taught lessons which will be addressed in the following section.
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7.2 Japanese Team-Taught Lessons

Having discussed three regular Japanese English lessons in detail in the
preceding section, the focus of this chapter will now shift to an examination of
team-taught English lessons with a native-speaker assistant language teacher.
The junior high school, the students and the Japanese English teacher were the
same as those discussed in the previous section. This was intended to provide
continuity.

Theoretically, lesson planning should be done by both the assistant
language teacher and the Japanese English teacher on an equally-shared basis
with both contributing to 50% of the content and 50% of the execution of the
lesson (Wada 1990; Shimaoka and Yashiro 1990; Garant 1992b). The Japanese
English teacher informant used in this study was selected in part because he
consistently used this philosophy when planning team-taught lessons.

Teachers throughout the world tend to dislike being observed while they
are teaching. It should come as no surprise that many Japanese teachers of
English are not very pleased when they find they must work with a native
speaker assistant language teacher. The fear of being judged can develop into
an acute problem in working relationships between the two and can lead to a
breakdown (Garant 1992a; Garant 1992b; Bay 1992). Fortunately, such
problems did not arise during the course of my research.

This study deals with what may be deemed an ideal situation or at least
one in which there is good cooperation between the Japanese English teacher
and the native-speaker assistant language teacher. In the neighboring town, the
assistant language teacher criticized the Japanese English teachers directly
because of their teaching methods and English ability. This led to a breakdown
in communication, and subsequently where the Japanese teachers of English
would bring the assistant language teacher to class and let her stand there
without participating in the lesson. In yet other situations where breakdowns
occurred, assistant language teachers found that their team-taught lessons had
been canceled and they sat alone all day, or they taught by themselves which
was not legal because they did not have teaching licenses for Japan.

Because of the Japanese English teacher's positive attitude, team-taught
lessons in the school studied consistently incorporated varied approaches. The
informant stated:

"... Because each of the classes in my school are able to have team-taught lessons
twice in one week, I preferred to use one lesson to teach the book and one lesson to
teach about cultural information using slide shows or other activities. "

(Japanese Informant 1)



163

Based on my research findings, this was an effective use of the assistant
language teacher and team-teaching. Students in the school in question
appeared to be able to produce and understand more English than in the other
schools where I taught. In order to try and understand what was taking place
within the school, this study will examine a team-taught model lesson and the
comments made about it. Then it will examine three other videotaped classes,
one of which was especially prepared for outside observers.

Model Lesson For School Inspectors

The two model lessons were given in the fall trimesters of 1991 and 1992. The
lesson plans were almost identical. The reason for including them in this study
is twofold. Firstly, they represent what the ideal team-taught lesson should be
in the mind of the Japanese English teacher because they were presented to
colleagues and administrators for evaluation, and secondly, feedback on the
lessons was provided by Japanese language teaching professionals who
observed them. This broadened the perspective. The videotaped lesson will be
analyzed in the following section.

Model Lesson: Plan

Grade7

Section 1 Greeting ]
Section 2 ‘Bingo’ using vocabulary from the textbook.
Section 3 Dialogue Practice (Pairwork)

A: Hi, look at these pictures.

B: Oh, beautiful pictures.

Which is yours?
A: Thered oneis mine. (referring to a

red picture)

OK, Please give me. *
Thank you, one dollar.
Really!?

o >

Money Game: After the dialogue was practiced a few times
through drilling, photocopied dollar bills were distributed
in the class and students simulated buying and selling.

Closing

*note: Correcting a sentence such as 'Please give me' might be considered a face
threatening act in Japan. Therefore, I did not mention it to the teacher or anyone else
at the time. The Japanese teacher caught the mistake himself and mentioned it after
the lesson to me.

Following the lesson, the students were asked to respond to five short questions
about the lesson. These were:
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Student Response To Team-Taught Lesson

Scale: 1 =least, 5 = best
1. Was the lesson fun?
1 2 3 4 5
Response 1 4 15
2. Do you understand how to use the language?
1 2 3 4 5
Response 2 7 11
3. Did you and your friend understand each other in English?
1 2 3 4 5
Response 1 4 8 7
4. Did you talk to Mike?
(How many times?)
2 3 4 5
Response 6 2 2 4 6
5. Do you think the lesson went very well?
Yes No
Response 16 4

Comments by students:

My conversations went well with the assistant language teacher without
reading the dialogue from the board.

Good for pronunciation.

The lesson was viewed by several teachers, the vice-principal, principal and two
experts from the school inspector's office. The Japanese English teacher
explained in a review and evaluation meeting that the lesson was meant to
emphasize conversation. He commented that listening, speaking, reading and
writing were important, but in classes with the assistant language teacher,
speaking and listening should be emphasized. Because the class was a first-
year class, he explained, the learners did not hate English yet; instead, they
liked it. Classes should be fun so they continue to like the subject. The
informant stated that greetings should not be:

A: How are you?
B: I'm fine, thank you. And you?
A:TI'm fine, too. Thank you.

(Kairyudo, 1987: introduction)

This is the 'formula’ commonly taught in English class. The teacher suggested
that greetings in class should be more natural and varied.
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The Japanese English teacher commented that the 'Bingo' section of the
lesson went about five minutes too long. It lasted about 15 minutes. He stated
that the pairwork with the dialogue should have been given more time so that
more interaction between the assistant language teacher and the students could
have taken place.

Following this opening statement the vice-principal asked if there were
any questions. One of the other teachers asked what questions were asked
during the greeting. The Japanese English teacher responded that the students
were asked the day, date, weather and how they felt. Then each of the teachers
commented on the lesson. The comments were not critical and consisted of
statements like ‘wonderful’, ‘good team-work’, ‘fun’, ‘interesting” and ‘good’.
This demonstrated the Japanese tendency not to criticize each other publicly.

This was followed by the evaluations of the teaching experts. They
commented that perhaps the bingo went on too long, that the lesson appeared
fun for the students and that the games were good. They praised the money
game because they said that buying and selling was near the students' life and
they could relate to it on an individual basis. They also liked the photocopied
dollars because the bills exposed the students to one aspect of foreign culture.

They pointed out that buying and selling pictures was not something that
the students normally do and suggested that it might be better to set the
location in a department or grocery store, because it would be more real to the
students. They further suggested that the next time the activity was tried, there
should be a rule that would make students talk to both boys and girls, for
example, boy-boy, boy-girl, boy-boy, boy-girl and vice versa. Otherwise, the
boys might only talk to the boys and the girls only talk to the girls. The students
were, after all, twelve-year-olds. Still, this tendency was seen to vary between
classes in the educational culture studied. In a different setting, even the boys
and girls in this particular group would talk to each other voluntarily

From my perspective, a few aspects of the lesson deserve comments.
Many aspects of the lesson and its evaluation were worthy of praise. Because
the lesson was under scrutiny by outside observers, it was not as 'natural’ as
regular lessons because the teachers and the students were nervous.
Furthermore, the teachers dressed more nicely than they normally did and the
atmosphere in the class changed as a result. In fact, the Japanese English
teacher, who was normally dressed in a track suit, wore a sportcoat on the day
of the lesson. In addition, the lesson was presented in the library instead of the
regular classroom. All in all it was a very unnatural affair, but despite a little
nervousness, the lesson went as itnormally did.

The learners were observed to enjoy playing 'Bingo' and because it was
used to reinforce vocabulary, it was supportive of the curriculum as well as fun
for the students. Smith (1992: 19) suggests that in team-taught classes, the pre-
communicative practice stage during which the students are made to repeat a
dialogue using mechanical drills is not without value. In this situation also,
without such practice the students would not have been able to proceed with
the dialogue. Compared with other lessons that were experienced in the setting
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studied, this type of lesson represented an effective use of the assistant
language teacher through team-teaching. Listening and speaking skills were
concentrated on during the lesson as recommended (Wada 1992) and the
students enjoyed themselves so they responded enthusiastically to the lesson.
The use of dollars in the classroom tended to add excitement to the lesson.
Basically, the inspectors said this type of lesson was what teachers in Japan
should strive for when planning team-taught activities.

The biggest criticism that presents itself is that the preparations that were
made for the lesson including printing the money, writing the dialogues on
prepared posters instead of on the blackboard, dressing up, and moving the
lesson into the library were more than was usually done for team-taught
lessons. This caused the lesson to improve but presented a different picture
than that which is found in everyday lessons. Smith (1992), Kitazume (1992)
and others evaluate and describe model lessons or lessons especially prepared
for viewing by outsiders. This picture is the only one that is presented at
training sessions. This is significant because it may show a distorted view of
team-teaching and the English classroom in Japan. Native speaker assistants, of
whom only about 11% have TEFL training (CLAIR 1992: 58), usually perceive
themselves either as being in very good or very bad situations as a result. It
should be stressed that model lessons are not what one usually encounters in
the classroom.

This study will attempt to present a realistic picture of day-to-day lessons
in the setting studied. The second half of this section will be concerned with
two lessons that were not specially prepared for outside observers and one
lesson that was prepared for outside observers but not for evaluation by school
inspectors.

Analysis Of Videotaped Team-Taught Lessons

Two of the 55-minute classes that were videotaped were selected to represent
normal, day-to-day lessons. No special planning or preparation went into
them. The third one was a 55-minute model lesson similar to the lesson
previously discussed.

The tapes will be analyzed on two levels. First, the lessons will be
examined as a whole by me as participant researcher. Because of time
constraints, it was not possible to get the Japanese teacher informant's feedback
on the entire two and a half hours of tape. Therefore, an edited version
focusing on the instruction-giving sections of the lessons was presented to the
informant for his comments. The Japanese teacher's opinions presented here
will be based largely on after-lesson comments, general comments made at
teacher meetings and written comments about the edited video.

The discussion of the Japanese team-taught lessons will be divided into
the pre-lesson phase, addressing planning, the in-lesson phase, which will talk
about what happened in the classroom, and the after-lesson phase, which will
discuss the comments and evaluations made after teaching.
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The lesson plans that were used in this study were typical of those used in
the classes that I taught at three schools with eight different Japanese teachers of
English over two years. The following is the plan for lesson A.

Team-Taught Lesson A: Plan
Grade 8

Section 1 Greeting
Section 2 Random Questions and Answers
Section 3 ‘Bingo’
-using vocabulary from the textbook
Section 4 Tongue Twisters
-She sells sea shells by the sea shore,
If she sells sea shells by the sea shore,
I'm sure the shells that she sells are sea shore
shells.

Peter Piper picked a peck of pickled peppers.
If Peter Piper picked a peck of pickled peppers
How many pickled peppers did Peter Piper
pick?

Pre-Lesson

The planning of the lesson was a group effort on the part of the Japanese
English teacher and the foreign assistant language teacher. The random
question-and-answer session was deemed beneficial because every student
would be called on to answer a question during the class. Bingo was decided
on because the students liked to play the game and had not played it for some
time. In planning the lesson, the Japanese English teacher suggested that
something should be done outside of the material in the book that had some
kind of foreign cultural emphasis. Japanese people, including the students, love
onomatopoeic words and word games (CLAIR 1991: 201). Therefore, the
assistant language teacher suggested that tongue twisters be introduced
because they are somewhat similar and they were thought to be of interest to
the learners. The Japanese English teacher concurred and they were
incorporated into the lesson.

In-Lesson

Section 1
11:42-11:45

Greetings were basically the same in all of the team-taught lessons. The
students were seated. The door opened and the teachers entered. The Japanese
teacher said, "Who is on duty?" The on-duty student said, "Please stand up".
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The students stood up, bowed and said in unison, "Good morning, Mr.
Kitazume and Mr. Garant. How are you?" The Japanese teacher and assistant
language teacher bowed and responded, "Fine, thank you. And you?" The
students responded, "Fine, thank you". Then, the on-duty student said, "Please
sit down", and the class sat. The greeting also included asking the students
questions.

ALT: How do you feel today?
Student1: 1 feel sleepy.

JTE: You feel sleepy. Who feels sleepy?
Students: {sleepy students raise hands}
ALT: How do you feel today?

Student2: I feel happy.

ALT = assistant language teacher
JTE = Japanese teacher of English

The greeting continued until all of the students had answered a question or
raised their hands. It ended with the assistant language teacher asking the day,
date and weather.

Section 2
11:45-11:55

Following this, instructions were given by the assistant language teacher in
English as to the question-and-answer activity. These were then clarified in
Japanese by the Japanese English teacher. Here an interesting phenomenon was
observed. In classroom settings, the discourse structure usually follows the
pattern of initiation, response, feedback (Coulthard 1977: 1-49; Sinclair and
Brazil 1982: 36-55). During this part of the lesson, the assistant language teacher
was observed to initiate responses from the learners. The students would
respond, and then, more often than not, the Japanese English teacher would
provide feedback. In some cases both teachers would provide feedback
together and in a few cases, the assistant language teacher provided feedback
by himself. This is a significant finding because it indicates that the real power
of assessment in the team-teaching classroom was in the hands of the Japanese
teacher of English. It is also significant because if assistant language teachers in
Japan in general are aware of this, they can listen for it and avoid overlap which
may be perceived by the Japanese teacher of English as a face-threatening act
(Brown and Levinson, 1978: 60; Scollon and Scollon 1995).

Section 3
11:55-12:12

Next, the assistant language teacher read vocabulary while the students filled in
the words on their bingo cards. The Japanese English teacher checked their
work as they did it. The game acted as a vocabulary review and a listening drill
for the students. Then, the students were instructed to listen for the words that
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they had written and mark them when the assistant language teacher said
them. When the students ‘got Bingo’, they were told to stand up. The Japanese
English teacher wrote their names on the board as they stood and said "bingo".
The students enjoyed the activity which did have its merits as a warm-up
activity.

Section 4
12:12-12:25

Following ‘Bingo’ there was a transition phase during which Japanese was used
to explain the next activity. During this time the tongue twisters were written
on the blackboard. This was followed by practice and production: the losers of
a scissors - paper - rock game had to say the tongue twisters in front of the class.
The students enjoyed this activity and it familiarized them with this aspect of
the English language.

When the lesson was over, the Japanese teacher said, "Who is on duty?"
The on-duty student said, "Please stand up", and the class stood up. Then they
bowed and said in unison, "Good-bye, Mr. Kitazume and Mr. Garant." The
Japanese teacher and assistant language teacher bowed and responded with,
"Good-bye, class." The on-duty student said, "Please sit down", and the class
sat. The teacher left the classroom while the students sat in perfect order.

After-Lesson

After the lesson the Japanese English teacher commented that the students
really enjoyed the tongue twisters. So much so, in fact, that they began to try
and teach the assistant language teacher Japanese tongue twisters. This sort of
enthusiasm was what was sought after in team-taught lessons. Also, the
Japanese English teacher commented, it was good for the students to see that
aspect of English. He also said the tongue twisters were difficult.

Team-Taught Lesson B

The next lesson that will be examined was videotaped in November 1991. The
lesson was presented as a part of the yearly Kanra Town Teachers' Research
Project. Because the lesson was presented to the research committee and a
written report was produced, a clear picture emerges of the Japanese teacher's
attitude toward the team-taught lesson. The lesson plan was as follows:

Team-Taught Lesson B: Plan

Grade 7
Section 1 Greeting
Section 2 Review of old material (questions and answers)
-What is this?
Kenji's notehook.

Section 3 New material from the textbook
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Dialogue
A: Look at the picture No. 1 .
What's that?
B: It'sa . (Cola, apple or tape)
A: Whose is that?
B: It's my brother's.
Do you want it?
A: Yes, I do.
How much?
B: 1 dollar
A: Good. (hands the dollar)
B: Thank you.

Buying and selling game

Section 4 Textbook
-model reading
-new words
-read-repeat
Pattern practice using "Whose
is this?

Pre-Lesson

Before the lesson the Japanese English teacher and assistant language teacher
agreed to have a review session of the material from the previous lesson
because it was useful and needed practicing. The dialogue was constructed by
the assistant language teacher and Japanese English teacher to be used in a
buying-and-selling game. Following this it was decided that material from the
book would be covered. This plan was formulated by the assistant language
teacher and by the Japanese English teacher who made the props and posters
for the lesson in a joint effort.

In-Lesson

Section 1
9:40-9:45

The greeting was about the same as in the other lessons that were observed.

Section 2
9:45-10:00

Following this was an activity that reviewed the material covered in the
previous lesson. The explanation for the activity was given in English by the
assistant language teacher and then in Japanese by the Japanese English teacher.
The students were a bit hesitant in responding at first which could have been
caused by the presence of observers in the classroom.
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Section 3
10:00-10:18

The new material was presented by placing posters on the blackboard with the
dialogue, instead of writing in chalk as was normally the custom. This was
followed by 'modeling’ the dialogue and practicing it with the students.
Interestingly enough, instructions were given through modeling instead of by
giving explicit directions. This was quite effective and cut down the amount of
Japanese used. Copies of dollars were distributed in the class and the students
were shown that they should play ‘scissors - paper - rock' with the winner
assuming the part in the dialogue that received money. At the end of the game,
the student with the most money was declared the winner.

Section 4
10:19-10:25

The last activity in the lesson consisted of covering the textbook material
through a model reading, new vocabulary and reading and repeating the text.
The assistant language teacher read through the chapter in the textbook. Then
the new vocabulary was covered using flash cards. The assistant language
teacher would hold up the card and say the word. The students would repeat
it. Then, the Japanese English teacher would translate it into Japanese.
Normally, these words were written on the blackboard. Because this was an
observed class, flash cards were prepared for covering the vocabulary. This
was followed by read-repeat drills. What was unique about this class was that
it was conducted almost entirely in English.

After-Lesson

Overall, the lesson went well and the students appeared to enjoy themselves.
They were surveyed before and after the lesson as to what their impressions
were of the lesson, and the results follow. One of the main reasons for the
presence of native-speaker assistant language teachers is to inspire interest in
English (Kitazume 1992: 55; Brumby and Wada 1990). These tapes suggest that
team-teaching accomplishes this goal and makes the lessons more enjoyable.

Students’ Response To Team-Taught Lesson

1. Are the lessons with the assistant language teacher fun?
Yes No No opinion
Before the lesson 10 0 14
After the lesson 19 0 5
2. Does everybody speak to the assistant language teacher during
the class?
Yes No No opinion
Before the lesson 9 3 12

After the lesson 13 0 11
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The results of the lesson as indicated by the students' responses were quite
positive. The students indicated that the lesson was fun and this was one of the
primary goals of the lesson. Not all of the students were able to talk to the
assistant language teacher during the class. This was a major concern of the
Japanese English teacher. Perhaps time and class size made it difficult for the
assistant language teacher to speak with each student. Other Japanese English
teachers suggest that the reason students do not talk to the assistant language
teacher is 'shyness’. Murray (1995) dismisses this as a cop-out and, instead,
classifies the reason as laziness. I think 'shyness' is inaccurate to describe the
situation. A lack of confidence in English is probably a big factor. In a sense,
not forcing students to speak is a cop-out, because if the students know that
there is no alternative, they will speak English. The use of 'shyness' instead of
‘laziness” when describing the students could be an example of deference
politeness, which preserves the student's personal space and does not 'impose
on' them by the use of negative terminology.

Lesson C

Finally, a third videotaped lesson will be examined. The plan for it was as
follows:

Team-Taught Lesson C: Plan

Grade7
Section 1 Greeting
Section 2 Random questions and answers
Section 3 Pronunciation ‘Shiritori’ *

-critical pairs
Section 4 Textbook
-model reading
-new words
-key sentence
-read-repeat
Questions and answers based on the textbook

*'Shiritori’ is a traditional Japanese game where word chains are formed using the
last syllable of the previous word to form the first syllable of the next word. In
English, this is done using letter, for example, more-egg-go-out-take-etc.

Pre-Lesson

The assistant language teacher and Japanese English teacher decided to do an
activity in which the native speaker would ask each student one question. This
would give each student the opportunity to speak to the native speaker English
teacher. The idea for ‘shiritori’ came from the Japanese teacher of English and
the idea for the critical pairs came from the assistant language teacher, which
indicates that the activity was more or less equally planned. This was followed
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by covering the textbook in order to keep up with the syllabus. The Japanese
English teacher suggested that it be covered in the traditional manner: model
reading, new words, key grammar point sentence, read-repeat and questions
and answers based on the textbook. This was done because it was seen as
effective. It was probably also done because of the time it would take to design
supplemental materials to cover the grammar point in the book.

In-Lesson

Section 1
9:40-9:42

The greeting in this lesson opened with a pause because none of the learners
volunteered to speak. The Japanese English teacher called on a student as a
result. The assistant language teacher called on the next student. There was a
volunteer to answer "How is the weather?" The lack of volunteers indicated
that the class was tired or not really ready for an English class on the day in
question.

Section 2
9:42-9:50

The second activity was explained by the assistant language teacher in English
followed by an explanation in Japanese by the Japanese teacher of English. This
sort of instruction pattern had been mentioned at workshops as being counter-
productive. However, it does expedite the instruction process and makes sure
all the students understand what they are supposed to do in the activity. The
question-and-answer part of the activity went slowly, but the questions were
not translated by the Japanese English teacher. This class was videotaped
during flu season, which accounted for the absences and could account for the
lethargic behavior on the part of the students. Some of the students were
coached by the Japanese teacher of English to come up with the correct English
response during this activity, which could have been an attempt to help the
students and to avoid committing a face threatening act.

Section 3
9:50-10:02

The next activity, 'Pronunciation Shiritori', is a popular team-teaching activity
(CLAIR 1991: 160) which emphasizes pronunciation, production of verbal
English and listening comprehension. It incorporates English into a popular
Japanese game. In the game, the last syllable of a word is used to form the first
syllable of the next word. This creates a word chain. In English, it is played
using the last letter of the previous word to form the first letter of the following
word (for example, apple-exit-Tom-milk-kite-etc.). Content- or culture-specific
schemata was activated because the students already knew how to play the
game in Japanese. This gave the learners a framework within which to fit the



174

English instructions: as they listened to the instructions for the new activity,
they realized that they already knew it. So, the explanations for the activity had
a reference point in the minds of the learners and were more easy for them to
understand (Carrell and Eisterhold 1988). Like in the other activities, English
instructions given by the assistant language teacher were followed in Japanese
by the Japanese English teacher.

Then the Japanese English teacher began calling on students to produce
words for the game. The reason for this was that the assistant language teacher
taught in three schools and had approximately six hundred students. This
made learning all of the students' names in every school next to impossible. It
was also a demonstration of deference politeness in the sense that the assistant
language teacher was not 'imposed on' to know the names. By avoiding the
situation in which I would have to call on students by name, a face-threatening
situation was avoided.

After the students were called on, they were to say a word in English to
add it to the word chain. The activity moved slowly so the Japanese teacher
urged the students to increase their speed in answering by saying "faster,
faster".

Section 4
10:02-10:10

The assistant language teacher corrected the students’ pronunciation and
directed pronunciation drills. This was followed by working on critical pairs
for phonetic items that are difficult for the Japanese to pronounce. Learners
were supposed to signal with hand gestures as they heard differences in words
like "see-she, love-rub, lice-rice, etc.". This activity was included to utilize the
native speaker in class and to point out subtle pronunciation differences which
the vast majority of Japanese speakers of English cannot hear, much less
produce.

Section 5
10:10-10:25

The last activity consisted of covering the new material from the book. This
consisted of a model reading done by the assistant language teacher, followed
by the presentation of new words with pronunciation by the assistant language
teacher and then the key grammatical point from the textbook which was
explained in Japanese. This was followed by the assistant language teacher
reading the textbook and the students repeating after him. The text was:

‘Look at that man. He is smiling. His name is Tenzing. He is from Nepal. He
climbs many mountains every year. He is climbing Mt. Everest now. He is looking
at the top. The top is all rock and snow.’

Key Point I play the piano every day.
I am playing the piano now.
(Kairyudo 1987: 71)
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Then the assistant language teacher asked questions based on the text that had
been covered and the learners had to produce the answers in English. Sample
questions were "Who is smiling?", "Where is he from?", "What does he do every
year?" etc. This was to get the students to extract the meaning from the text
based on oral initiations.

After-Lesson

Overall, the teachers agreed that the lesson went well although the students
seemed sleepy. The last activity was done, the Japanese teacher explained, to
cover the material from the book with the assistant language teacher so the class
would not get behind in the syllabus. Since this lesson was in a first-year class,
a focus on structures was deemed necessary. This approach is accepted by
many advocates of communicative language teaching (Yalden 1987). The
model reading and read-repeat segments of the lesson are what is referred to as
the 'human tape recorder effect', which means using the assistant language
teacher to do the same job that a tape recorder would usually do in a regular
Japanese English lesson (Yokose 1989: 7). This was not necessarily a bad point
since the lesson did include other activities in which the assistant language
teacher took an activerole.

7.21 Summary
Having described the videotaped team-taught lessons and the one model lesson
that was not recorded, it is possible to summarize the contents of each and

compare them with each other.

TABLE 7.2 Summary Of Japanese Team-Taught Lessons

Lesson A Lesson B Lesson C Model Lesson
(model) (not taped)

Section 1

Greeting Greeting Greeting Greeting
Section 2

Random Random Random Bingo

Qand A Qand A Qand A
Section 3

Bingo Money Game  Shiritori Money Game
Section 4

Tongue Textbook Critical Pairs

Twisters
Section 5

Textbook
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The previous activity chart from the regular Japanese English lessons differs
from the team-teaching activity chart in several respects. First, there is the
variety of activities that are present in the team-taught classroom compared
with the regular classroom. Here one can see a variety of activities, many of
which emphasize communication instead of grammar and translation.

The question-and-answer activities in lessons A, B and C were done in the
same basic format. In each lesson, random questions were asked that varied
greatly so the students were forced to listen carefully in order to answer the
question correctly. The review question-and-answer sections were also quite
random. These activities concentrated on speaking and listening. ‘Bingo’ was
played in lessons A and the model lesson that was not taped. It reinforced the
vocabulary that was in the textbook and exercised listening skills. Dialogue
practice in the money game reinforced the textbook. Therefore, every lesson
with the possible exception of A, in which tongue twisters were done, covered
the textbook using non-structural methods that were designed, by the Japanese
English teacher and assistant English teacher, to be enjoyable for the students.

Japanese English Teacher's Comments

The comments made by the Japanese English teacher and the observations
made by the assistant language teacher will be incorporated into this section.
The comments made by the Japanese teacher tended to be fairly specific and
should be addressed as such.

The greeting sections in each of the lessons were, as noted previously,
basically the same. The teacher commented that the greeting was good because
"we asked them for their feelings. They answered the real feelings that they
had." This reflects that the emphasis in this section was not on form but was
moving toward meaning. One of the goals of Monbusho's new guidelines is to
promote spontaneous communication (Goold, Madeley and Carter 1993: 3-5).
The classes studied appeared to have the same goal. This was a good point
within the lessons.

The Japanese English teacher commented that the 'Shiritori' section (lesson
C, section 3) would have been better if "the students had been more active".
Another variation of this game was played in the form of a 'chalk race' in which
the students would run to the blackboard and write the words in order. The
way the game was played in the class that was videotaped was that the
students sat and pronounced the words which were then written on the board.
The Japanese teacher felt that there was not enough activity in this type of
exercise and perhaps the other format was better. In team-taught lessons, active
and fun exercises were preferred because they "make the lessons more fun".

The good point that the Japanese teacher cited was that the students could
"understand the assistant language teacher's native English". He stated that the
goal was for the students to "practice communication with the native speaker
teacher". This was both the stated goal of the JET Program and the stated goal
of the Japanese teacher in the study. This should not be surprising because
many Japanese English teachers feel that because of what they perceive as their
deficient English abilities, it is impossible for them to teach communicative
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lessons. This was the case within the school studied, and the teacher in
question felt that the best use of the assistant language teacher was in
communicative classes.

The Japanese English teacher also stated that it was "good practice for the
students to listen to the assistant language teacher's pronunciation. This was
also good practice for listening". Speaking and listening are cited by Wada
(Cominos 1992a: 5) as skills that should be emphasized in team-taught lessons.
With the difficulties Japanese English teachers often face in speaking, the native
speaker is useful in this capacity.

In two out of four of the team-taught lessons that were studied, the
textbook was covered. The Japanese teacher's comments concerning the
textbook sections were:

"It was difficult to use the text because I worried that Mike would become just a
reader. The text always occurred in the same pattern. The text is important but
boring when it is used alone. We should take new things out of the text and use
them in other activities. For example, we could demonstrate dialogues to each other
so the students could understand them. The team-taught lessons were good. The
students heard native English. This was best! "

(Japanese English Teacher Informant 1)

This statement reflected interesting aspects of the Japanese English teacher’s
attitude toward activities related to team-teaching and the incorporation of the
book into these. He expressed a willingness to improvise and be flexible
enough to develop materials for the team-taught classes. His team-taught
lessons usually incorporated dialogues or other materials to teach the grammar
points in the textbooks. The biggest constraint on doing this for every lesson
was time. There simply was not enough time for him to teach his classes,
supervise extra-curricular activities, pursue his distance learning course and
produce original materials for English class.

Overall, the Japanese English teacher stated that it was very good for the
students to have contact with the assistant language teacher for several reasons.
These were (1) to help the students with listening and speaking, (2) to help the
students understand foreign places, people and customs, (3) to give the
students a chance to hear native English, and (4) to help the students with the
textbook.

Comments From The Assistant Language Teacher

Because of the limited comments from the Japanese English teacher, this section
will analyze the lesson from the perspective of the assistant language teacher
who conducted the study. The most striking element of the lessons that were
taped was the disparity between team-taught lessons and regular lessons as to
content and activities. The first native speaker assistant language teacher
arrived in the town five years before this study was begun. She stated that
when she taught, all of the lessons used the traditional Japanese English
teaching method described in the previous chapter. This has changed to the
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point where, in the school studied and in all of the other schools in the town, no
team-taught lessons followed the traditional Japanese English lesson format all
of the time.

The persistence of the traditional Japanese English teaching method in the
regular lessons is probably due to a combination of insecurity about their
English speaking ability on the part of the Japanese teachers of English and the
feeling that the textbook needs to be covered in order to keep up with the
syllabus. The Japanese teachers observed were also extremely busy with duties
other than teaching, such as club activities and administrative work. This may
have also limited the time available to plan lessons.

Edge (1988) suggests that an effective use for a native speaker is in the
form of modeling the target language in front of the students. This is what
occurred in the team-taught lessons that were observed and it appeared to be
effective. In a country school, the foreign assistant language teacher will
generate interest by their very presence. When the students see their Japanese
teachers and native-speaker teachers communicating, they may want to imitate
them. So, team-teaching was effective in providing this positive role model.

From the lessons that were taped, another key point surfaced. The regular
lessons tended to focus on traditional Japanese English teaching methods and,
by the admission of the Japanese teachers, were quite boring. Wada (Cominos
1992a: 5) has stated that team-teaching is no longer a novelty. The presence of a
foreign assistant language teacher is no longer enough to inspire interest in the
language. Assistant language teachers must improve their teaching methods
when working together with Japanese teachers of English. When the students
were surveyed, a wide majority expressed a preference for team-taught lessons
over their regular lessons. Perhaps the activities that were presented in the
lessons had as much to do with creating interest as the presence of the assistant
English teacher. Therefore, it would be of interest to experiment with the
regular English lessons by varying them in format and content on a day-to-day
basis. This could, perhaps, produce the results sought after by Monbusho of
more communication in the classroom.

7.3 Finnish Grammar-Oriented Lessons

This section will discuss Finnish grammar-oriented English lessons that were
videotaped at Nokia's Emédkoski Junior High School. First, the lessons will be
discussed from the researcher's perspective. This will be followed by an
analysis of the lessons in which the views of the Finnish English teachers and
the researcher will be incorporated.

In comparing the structures of the Finnish and Japanese language lessons,
the most notable difference was the greater variety in classroom activities
observed in the former. It should be noted that the following lessons are
roughly the same as other lessons I observed but did not videotape in Finland.
I have chosen to divide the lessons that were videotaped into two categories:
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The Finnish grammar lesson and the Finnish communicative lesson, the former
emphasizing vocabulary and new grammar forms, and the latter emphasizing
communicative use of the target language. Language laboratory lessons that
were observed will not be included in this study. It should be mentioned,
however, that the students enjoyed such lessons and they followed a learner
autonomy model in which the students were allowed to choose from a variety
of activities.

Three Finnish grammar-oriented lessons were taped in the spring of 1994
by the researcher. Because I was able to hold and control the camera, a variety
of angles and camera shots were possible. No special instructions were given to
the teachers before the lessons were taped and, according to the teachers, no
special lesson plans were prepared. I informed the teachers who participated
that I would use the lessons in my research to compare them with the Japanese
lessons they had already seen on videotape. Time constraints did not allow the
Finnish teachers to view the tapes in detail. They did, however, make general
comments about the lessons.

When comparing lesson segmentation, one finds that the Finnish lessons
generally had more sections than their Japanese counterparts. I have used the
same basic format which was used to describe the lessons in Japan. However,
because the Finnish lessons were structured differently, their appearance, when
my observations are transcribed, is also different. The Japanese lessons tended
to move much slower with fewer phenomena to note than in Finland, where the
lessons that I observed and videotaped were full of activity. This led to what
appears to be a different way of description than was seen in the Japanese
section. The description secems different, mainly, because the lessons are
different.

In Finland, four different teachers allowed me to videotape their lessons.
So, a greater variety of lessons are included, influencing activity selection,
methods and timing. I also observed 20 additional lessons that were not
videotaped, and they are similar in content and structure to the videotaped
lessons.

Finnish Grammar-Oriented Lesson1: Plan
Grade 7

Section 1 Greeting
Section 2 Workbook puzzles
Section 3 Lesson 5 from the book
-tape
-read-repeat
-questions and answers
-translate new vocabulary
Section 4 Workbook- answer questions
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Section 1
:00-:02

The door is unlocked by the teacher who enters with the students. There is lots
of chatter as the students walk about. The teacher greets the students with,
"Hello everyone, please sit down, please. Someone in Japan may watch this to
see what happens in Finnish classrooms.” Then the teacher explained to the
students in Finnish that I was there to observe the lessons in order to write a
research report comparing TEFL culture in Japan and Finland.

Section 2
:02-:10

The teacher instructs the students to start doing puzzles in their workbooks.
The students do individual work quietly with not much chatter. The teacher
walks around the classroom and helps the students. Some of the students look
at the camera. One boy gets up and walks over to talk to another student. The
students initiate question-and-answer sequences with the teacher in English
and Finnish. A student gets up to throw something away.

Section 3
:10-26

The teacher says that the class is going to do lesson 5 in the book. The teacher
tells the students to turn to page 47 in English. One of the students says in
English, "I want to go home and go to sleep.” The teacher plays the tape first
and tells the students to follow along. The tape plays read-and-repeat drills
with the new vocabulary. The teacher gives instructions for the students to
listen the first time. Then, the tape is played. Jaana, the Finnish character on
the tape speaks with a Finnish accent. The other character speaks with a British
accent.

The second time the tape is played, the students are told in English by the
teacher to look at the questions and answer questions 1, 2 and 3. The tape tells
the students to answer questions 1,2 and 3 and study question 4.

After this, the tape is played in sections and the students answer the
questions in their workbooks. The teacher asks the students for answers to the
questions. The students raise their hands to be recognized before answering.
This section of the lesson follows the traditional I-R-F pattern (Sinclair and
Brazil 1982). The section was conducted in Finnish. The students answer in
Finnish. The tapes were entirely in English.

Section 4
:26-:36

The teacher writes vocabulary on the board and the students write down the
words and the teacher monitors their work. The teacher then points to words
on the board as the students translate them into Finnish.
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Section 5
:36-:42

The students write in their workbooks and the teacher monitors and helps. The
teacher dismisses the class in Finnish and says, "See you later", in English. The
students pack up. The door opens and they leave at random. The desks are left
in disorder.

Finnish Grammar-Oriented Lesson 2: Plan

Grade 9

Section 1 Greeting

Section 2 Go over homework

Section 3 Lesson from the book
-students underline grammar
forms

Section 4 Handouts - students do individual
work

Section 1
:00-:12

Hallway, students enter with the teacher in an irregular manner and make
noise. A student says “terve”, which means ‘hello’ in Finnish, to the camera.
The teacher says "Good afternoon, ladies and gentlemen.” The students give
various responses. The teacher gives out papers and tells the students in
English to take out their books.

Section 2
:12-:17

The teacher says, "Yesterday we looked at the text and you answered these
questions". The students answer questions about the text. Some of the students
ask for translations of the text.

Section 3
:17-:32

The teacher tells the students to underline grammatical forms in the text. The
teacher wanders around the class and monitors the students. The teacher gives
directions in Finnish and distributes photocopies which contain supplemental
materials. The teacher explains the activities in Finnish. Students talk when the
teacher is talking. The students do their pairwork in English. While the teacher
is explaining to one student, another taps the teacher on the shoulder to get her
attention and asks a question.
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The public announcement system plays a message that lasts two minutes.
The students listen. Virtually all of the students look at the camera at the same
time after the announcement. One of the students asks the teacher a question
and the teacher tells the student to "ask Mike." The student asks me about a
vocabulary item and I answer.

Section 4
:32-:46

The teacher hands out papers and tells the students to write answers on the
paper, which is individual work. The students ask the teacher questions while
she walks around the room and monitors the students. The room is very quiet
while the students are working. At other times it is noisy with the chatter of the
students. The students start packing their books before the bell rings. The
students are given homework. The bell rings and the students leave.

Finnish Grammar-Oriented Lesson 3: Plan
Grade 7

Section 1 Greeting

Section 2 Pairwork from textbook
Section 3 Lesson from the textbook
-tape
-students fill in answers to
questions

Section 4 Overhead projector drill
-student translate sentences from
Finnish into English

Section 1
:00-04

Students enter the classroom with the teacher. The teacher tells the students,
"We have a guest." The teacher tells the students why I am taping and then
asks me to explain why I am there. I give the camera to a student and then
explain to them why I am there. I open the floor for questions but there are
none.

Section 2
:04-:10

The teacher tells the students to do exercise 11 on page 31. The teacher writes
the exercise numbers from the textbook on the board and the students form
pairs. The teacher tells the students to write the sentences they have produced
on the blackboard. Then the teacher corrects the sentences.
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Section 3
:10-:15

The teacher gives the students instructions to follow in the book and listen to
the tape. Then she plays the tape. Students follow in the book while the tape is
being played. The teacher tells the students to fill in the blanks. The students
are quiet while they complete the exercise.

Section 4
:15-:23

The teacher goes to the overhead projector and says a sentence in Finnish and
asks the students to say the sentence in English. The lesson is more teacher-
centered and there is less chatter than in the more communicative lessons.
Students raise their hands and are recognized before they answer. The teacher
uses the overhead projector and follows the more traditional I-R-F sequences
associated with teacher talk (Sinclair and Brazil 1983). The teacher gives
gramumatical explanations in Finnish.

Section 5
:23-:44

The teacher changes the overhead projector slide and tells the students to write
out their answers to the questions on it. The teacher wanders around the room
and monitors the students. The teacher puts on another overhead slide. The
students write while the teacher talks about the slide. The teacher goes over
‘cannot and can't'.

The teacher puts on a new slide. The teacher has the students translate
from Finnish into English. The teacher checks the students' work and makes
comments. The teacher puts on another slide and does more grammar and
translation drills.

The teacher puts on a new slide. The teacher has the students translate
from Finnish into English. The teacher checks the students' work and makes
comments.

The teacher assigns homework in Finnish and writes the assignment on
the board. The bell rings and the teacher says, "Bye-bye, see you tomorrow".
The students pack up and leave the classroom in random order. The teacher
says that they are tired because they just ate lunch.
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7.3.1 Summary

Overall, the Finnish grammar-oriented lessons can be summarized as follows:

TABLE 7.3 Summary Of Finnish Grammar-Oriented English Lessons

Lesson 1 Lesson 2 Lesson 3
Section 1 “Hello everyone. “Good afternoon, “We have a guest.”
Greeting Please sit down.” ladies and gentlemen  The students took
turns asking me
questions in English.
Section 2 Puzzles from Students answer Workbook
workbook questions about the Students write
previous day’s text sentences on
blackboard.
Teacher corrects
Section 3 Tape Underline grammar OHP
forms in the text Grammar
translation drills
Section 4 Vocabulary drills, Handouts - students New OHP slide,
Translate Englishinto ~ write answers students write
Finnish individually answers
Section 5 Workbook

These lessons have been classified as 'Finnish grammar-oriented lessons'
because the Finnish teacher informants who taught these lessons said,
themselves, that the lessons were oriented toward grammar. My results show
that they were more teacher-centered than the other Finnish lessons that I
observed.  Still, they were less teacher-centered than their Japanese
counterparts.

The contrast between the Finnish grammar-oriented lesson and the
Japanese regular lesson is great. The Finnish lessons had a greater variety of
activities than the regular Japanese lessons I observed. In the first lesson in this
section, there were five sections and in the other two there were four sections,
as opposed to the traditional Japanese three-section lesson. The activities for
covering the book were not the same in every lesson. Pairwork, tapes, group
and individual work were all incorporated into the lessons. Translation was
also included, suggesting that it is not without merit in the eyes of the Finnish
teachers. However, the amount of translation observed in the Finnish setting
was considerably less than in the Japanese setting.

The constant introduction of new activities contributes to the students
maintaining interest in the lesson. The monitoring role assumed by the Finnish
teacher during several of the activities does not appear in the Japanese regular
lessons.
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The introduction and closing sections of the lesson are very different from
those observed in Japan. In Finland, the teacher and the students enter the
classroom at the same time. The students speak up in a random manner, as
opposed to their Japanese counterparts who stand, bow and greet their teacher
in unison. This illustrates the emphasis on formal harmony in Japan as
discussed in the previous chapters. In Finland, the teacher talks to the students
more or less as 'equals’, which exhibits 'solidarity politeness'. The formalized
greeting in every lesson in the Japanese section showed 'deference politeness':
the teachers spoke 'downward' toward the students and the students spoke
‘upward' to the teachers.

In lesson 2, the teacher told one of the students to ask me, the native
speaker researcher, an English question during section 3 suggesting that the
teacher perceived that she was allowed to say "I don't know". Another
interesting aspect is the use of the public address system in the Finnish school.
In Japan, messages were usually relayed via teachers suggesting the emphasis
in Japan on personal, face-to-face contact. Finns, using the public address
system, showed more willingness to accept information from non-personal
sources.

7.4 Finnish Communication-Oriented Lessons

The following types of lessons were the most common in the schools studied,
according to the participating teachers and my own observations.

Finnish Communication-Oriented Lesson 1: Plan
7th Grade

Section 1 Greeting

-question and answers in English
Section 2 Vocabulary from workbook
Section 3 Pairwork from book
Section 4 More pairwork from book

Section 1
:01-:12

Students and teacher enter the room together. Students sit down. Lots of
commotion. I speak and tell the students why I am making videotapes. The
students understand my English. I open the floor for questions and the
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students ask about my new baby. They also ask questions such as what is my
wife's name, where I live and whether I have any pets. Students film this
section and take tums using the camera.

Section 2
:12-:17

The teacher gives the students instructions to do vocabulary exercises from the
workbook. Three students are wearing their hats in the classroom.

Section 3
:17-:24:

The teacher gives instructions in English for the students to do pairwork. The
students are quite loud while doing their pairwork exercises. Some walk
around during the lesson.

Section 4
:24-32

The teacher gives the students instructions to do different pairwork exercises.
Lots of talking. Students get up and move around. When they finish their
work they seem to go and talk to other students. The teacher writes the
numbers of more exercises to choose from the workbook on the blackboard so
the students can do different pairwork activities. Students ask the teacher
questions. Generally, they ask without raising their hands. They work until the
bell rings.

Bell rings. The teacher assigns homework. The students leave. Some
leave immediately. Others leave slowly. They leave the desks in disarray.

Finnish Communication-Oriented Lesson 2: Plan
10th Grade

Section 1 Greeting

Section 2 Poster activity

Section 3 Workbook activity

Section 4 More assignments in the
workbook

Section 1
:00-:02

Teacher and students enter. Students sit down. The teacher says good
moming. One student asks what I am doing there and the teacher and I explain
about my videotaping.
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Section 2
:02-:12

The teacher hands out posters made in the last class to be finished, saying
"Whose is this one?" in English. The teacher gives instructions in English to the
students to finish their posters using material from page 154 in the textbook.
The posters include a picture cut from a magazine and a self-introduction of the
person in the picture in English. There is constant chatter. The students talk to
each other, mostly in English.

A student asks me what I am doing and I tell him. One poster, the teacher
points out, says "I drink beer."

Section 3
:12-:30

The teacher tells the students that after the posters are finished they should do
their workbooks. The teacher writes workbook exercises on the chalkboard for
the students to choose from. Public address system announcement. Students
are quiet because they are working. The teacher walks around the class and
monitors the activities of the students.

Section 4
:30-:35

The teacher gives the students more assignments in Finnish. Students are quiet
and stay busy. Students initiate interaction with the teacher and me. They
begin packing up. The class is dismissed. One student plays the piano for the
video while the others watch and cheer him on. The students file out of the
lesson.

Finnish Communication-Oriented Lesson 3
Grade 9

Section 1 Greeting

Section 2 Homework review
Section 3 OHP grammar drills
Section 4 Pairwork

Section 5 Tape

Section 6 Workbook

Section 1
:00-:02

The students file in with the teacher after she opens the door. The teacher says,
"Would you like to say a few words?" to me. I introduce myself in English and
tell what I am doing and why I am taping. Two girls arrive late. I ask if the
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students have any questions but they are silent. The teacher says, "I have a
question. Do you have your homework?".

Section 2
:02-:08

The students get out their homework. One student asks me why I don't like
techno music. The teacher puts a slide on the overhead projector. The teacher
explains in Finnish. There is a knock on the door. It is opened and a student
enters. The teacher asks, "Why are you late? Where have you been?" The
student answers, "Home." The teacher replies, "You're always late.” The
students sit in pairs. The teacher goes over grammar, mostly in Finnish, using
the overhead projector.

Section 3
:(B-:14

The teacher puts on a new slide and instructs the students to do pairwork. The
students talk while doing pairwork.

Section 4
:14-:30

The teacher introduces the tape and plays the tape repeatedly as in the activity
described in Finnish grammar-oriented lesson 1, section 3.

Section 5
:30-:35

The teacher hands out supplemental material for pairwork. The students talk in
pairs.

Section 6
:35-:41

The teacher writes assignments in the workbook on the board and explains the
activity in Finnish. The students are quiet while writing. The teacher tells them
to do the assignment in three minutes.

:36
The bell rings and the students continue working until after the bell. Then

music starts on the PA system. The teacher gives a homework assignment. The
student file out of the classroom.
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7.4.1 Analysis

The Finnish communicative lessons are summarized in the following chart:

TABLE 7.4 Summary Of Finnish Communication-Oriented Lessons

Lesson 1 (1F) Lesson 2 (10) Lesson 3 (9A)
Section 1 ItellwhyIam Iexplainwhyfam  ”Hello everyone,
taping taping would you like to

say a few words?”
I explain why I am

taping
Section 2 Vocabulary from Posters Homework
book
Section 3 Pairwork Workbook OHP grammar
drills
Section 4 More pairwork More workbook Pairwork
Section 5 Tape
Section 6 Workbook

Interviews with the teachers as well as my own observations suggest that the
videotaped lessons are representative of lessons in the schools that participated
in the study. Generally, there were at least four activities per lesson and
sometimes more. Compared with Japan, there was a greater variety in the
methods employed and tasks used, supported both by the textbook and the
supplemental materials in the classroom. This contributed to more interest and
participation on the part of the students.

Lesson 1 in this section demonstrated the difference in the English
proficiency of the Finnish seventh graders that were studied and the Japanese
seventh graders who participated in the study. The Finnish learners were able
to listen, understand and respond to my normal speed American English. In
addition, they were able to formulate and ask questions in the target language.
They did not appear to put an emphasis of form. Often, they asked questions
using grammatically incorrect sentences that were perfectly understandable.
This shows that they were more interested in communicating than in
constructing perfect sentences.

My results support the common belief in Japan that grammar is
emphasized during the English instruction process to the degree that
individuals spend so much time thinking about how to say an English sentence
correctly that they end up saying nothing. This study suggests that the teaching
methods used in Finland are more conducive to producing learners who can
communicate in English than the methods used in Japan. This also
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demonstrated the benefits of beginning foreign language learning early (Stern
1967).

The pairwork used in this and other similar lessons promoted the use of
language for communication. In the previous chapter on learner attitudes, the
learners themselves indicated that they enjoyed pairwork activities. They seem
to be effective in promoting communication in the real life as well as in the
classroom setting.

The Finnish communication-oriented lesson 2 is important for this study
not only for its content but also for the fact that a remedial class exists in
Finland for students who want to spend another year in comprehensive school.
This is very different from Japan, where students who do not do well in junior
high school are generally viewed as failures. After students graduate from
junior high school in Japan, they are only allowed to return as guests. A
remedial class was not offered in the Japanese setting studied.

In Finland, the students who are in the remedial class did not appear to be
concerned about their being in junior high school for another year. Their poor
school performance which got them there seemed to be a relatively minor
accident.

In Japan, the choice for students finishing junior high school is go to high
school or to go to work. In today's affluent society, virtually all of them choose
high school. As stated elsewhere in this study, in 1991, 94.6 percent of all
Japanese junior high school students advanced to the upper secondary school.
This underscores the importance of the entrance examinations to enter high
school.

While in Japan, I witnessed the behavior of a junior high school student
who did not gain admittance to senior high school. He became disruptive in
class and it was obvious that the individual’s self-image had been dealt a severe
blow.

Some other features in the Finnish lessons that were observed to be
different from the Japanese lessons were that the teacher had no problem with
the students getting up and walking around during the lesson, and that
different classes had different personalities. For example, one group of 7th
graders were able to listen and follow what I was saying and ask questions in
English, while other groups there did not ask questions when they were
elicited.

In two of the classes, references were made to characters in popular
English language television programs. This helps confirm results in other
sections of the study as to the Finnish students' exposure to English outside of
the classroom.

Students entered the classroom at random and left the classroom either at
their own pace indicating that the emphasis on formal harmony was not as
strong as in Japan. Students exercised their individualism by slouching in their
chairs. This was not observed in Japan where students sat straight and lessons
began and ended with formal ritual openings and closings.

In addition, in all of the Finnish classrooms there were some boys who
wore their hats during the lesson. Wearing a hat in the classroom in Japan
would be totally unacceptable behavior.
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In all of the Finnish lessons that were observed, students were allowed to
initiate interaction with their teachers as opposed to Japan where lessons
appeared to be much more teacher-centered.

Noise-Cycle Pattern

One pattern that emerged in the tapes that were observed was a pattern of
'instructions-disorder-calm down-do work-get loud again.  During the
'instruction phase' the teacher told the students what their task was to be. This
was usually followed by a phase of 'disorder' in which the students fidgeted,
made noise and walked around. This was usually followed by a 'calm down'
phase in which the students began to do the assigned task. This was followed
by a 'get loud again' phase after the students finished the task. The degree of
noise in the classroom indicated that at least in the English classroom
environment, the 'silent Finn' is not very silent at all (Lehtonen and Sajavaara
1985).

The learner-centered approach used by the teachers lead to commotion in
the classroom including jittering, walking around and talking when not
recognized by the teacher. This behavior was not stopped by the teachers
indicating that they were supporting learner autonomy as suggested by the
curriculum (Hirvi 1994: 74-75). The 'instructions-disorder-calm down-do work-
get loud again' pattern that emerged in many of the classrooms may be
universal in learner-centered instruction environments and warrants further
investigation.

The Finnish communicative lessons were more learner-centered than the
Finnish grammar lessons and emphasized practical communication skills rather
than new grammar points. Therefore, they were used for recycling previously
learned materials. This corresponds with Kita (1994) and his 'Practice Cycle'
and 'Communication Cycle' model. The Finnish lessons that were videotaped
tended to balance between the two models while the Japanese lessons tended to
concentrate on the 'Practice Cycle' without moving into the 'Communication
Cycle'

Overall, the analyses of the segmentation of Finnish and Japanese English
lessons shows that there are great differences in the content and the variety of
activities offered. As discussed in other sections of the present study, this is
caused by cultural tendencies as well as differences in the curriculum, testing
and textbook design in the two countries.
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8 ANALYSIS OF CLASSROOM DISCOURSE

This chapter will present a discussion of how features within the classroom
discourse relate to the filter of Hofstede's 4-D Model of Cultural Difference
(1986) in addition to an analysis of classroom discourse based on Sinclair an
Coulthard's (1975) model. A complete sample analysis of the transcribed
discourse can be seen in Appendix 3, 4 and 5. This chapter will focus only on
the occurrence of the initiation-response-follow-up (I-R-F) pattern in classroom
discourse because these features are most relevant when considering the roles
of teachers and students in regard to power and authority within the
educational cultural settings studied.

Takala (1997), Hofstede (1986), Sinclair and Brazil (1982) and other
researchers put forth that the institutional structure of the educational
environment is established by society to carry out specific functions and
teachers are entrusted and expected by parents and society to perform certain
duties which they cannot neglect. Students are also expected to fulfill particular
functions within the educational culture. These include developing certain
social skills as well as learning certain bodies of knowledge. Their
comununication patterns reflect this.

One important aspect to keep in mind is that the only adult in the typical
educational setting is the teacher who cannot be considered a peer of the pupils.
Instead, the teacher assumes the role of an authority figure within the
classroom. The aim of this chapter is to show how this manifests itself within
the two educational cultures studied. This chapter will examine the roles of
teacher and learners within the settings as well as ground claims put forth in
other chapters of the present study by citing concrete examples from
transcribed communication in the educational cultures that were studied in
Finland and Japan.
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8.1 Classroom Discourse: Discussion

The samples of classroom discourse used in this study generally validate the I-
R-F interaction pattern proposed by Sinclair and Coulthard (1975) and further
investigated by Sinclair and Brazil (1982). According to them, since the
classroom is essentially teacher-centered, most exchanges would consist of
initiations by the teacher and responses by the students. Furthermore, since the
use of follow-ups is an indication of power, these would only be uttered by the
teacher. This pattern is clear in the regular Japanese lesson sample as well as
the Finnish lesson sample. It also serves to underline the roles of the
participants.

In the Japanese team-taught lesson, an interesting feature appears in the
form of cooperative sentence building between the Japanese English teacher
and the assistant language teacher. This is evident in the I and F moves of
team-taught exchanges 7, 8, 10, and 15. For example:

Team-Taught Lesson Exchange 7

ALT: How do you feel? eliciting
<to different student>
S5: I feel coord. informing R
ALT: You feel good? eliciting I
S5: Cool. informing R
ALT: Cool? eliciting I
<positive non-verbal signal informing R
(nod) from S6>

Everybody feels

[cool]. acknowledging F
JTE: [Me too]

[Cool] Uh! [Me too].

Class: [laughter]
ALT: [Heh, heh]. Yea, me too.
OK. Organizational

This aspect of the transcribed discourse suggests that when two teachers are in
the classroom, modifications in the communication system are necessary, due to
the changes in their roles. Rather than assuming the role of the sole teacher in
the classroom, they must share the power associated with their role. Floor
control and turn-taking issues between the Japanese teacher of English and the
assistant language teacher were carefully managed in order to protect the face
of the two instructors, even in this limited sample.

In exchange 7, the foreign assistant language teacher, ALT, initiates the
exchange, probably because he is a native speaker and the students are
practicing their listening skills. This is followed by the students’ response, then
a clarification by the ALT, hence the I-R-I-R pattern. The ALT begins the
follow-up, is joined by the Japanese teacher of English, JTE, who makes a
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comment and then finishes the follow-up. This illustrates cooperative overlap
in speaking between the two teachers who share the role of the authority figure
in the classroom. Further, the final follow-up by the Japanese English teacher
suggests that his role is that of a final authority within the setting studied. After
all, the assistant language teacher’s role is that of an ‘assistant” and guest in the
setting. The responsibility for attaining the goals of the lesson ultimately lies
with the JTE. Students answer the teacher’s question as they are expected to do,
considering their role in the setting.

In Finnish pseudo-exchange 4 there are several examples of incomplete
exchanges that deviate from the I-R-F norm in the Sinclair and Coulthard's
(1975) system. For example:

Finnish Lesson Pseudo-Exchange 4

T: and now I want you to informing I
explain these words.
<puts word list on overhead projector>
Work with your pair and find
some English explanations.
Ss: [Chatter] acknowledging R
<students form pairs or groups of three, boys with boys, girls
with girls, two students initially sit by themselves but then go
into groups. Teacher walks around the class to monitor the students.>
<door opens, two students enter, girl first, boy second, boy pushes
girl as she comes through the door, leaves door open>

T: All right, you're late eliciting I
S5: (unintelligible response) acknowledging R
T: Will you take your coat

off? eliciting I
Ss: [Chatter (unintelligible)] 27?7 R
S6: If you are Ridge Forrester?  eliciting I
57 I'm Ridge.

(from TV show) informing R
Ss: Chatter (unintelligible)

<one student leaves the room, then reenters with book bag,

several students get up to blow their noses>

<Teacher approaches one group>

T: You're supposed to keep
your book informing I
closed and explain.

<Teacher closes the book>
The terms are there.

<points to overhead projector>

S8: What kind of questions? eliciting I

This study has classified the discourse from the time the teacher relinquishes
the floor till the time she regains it as one exchange. Technically, several
incomplete exchanges are contained in this section, and at least four appear in
the transcribed discourse. Students' moves which are not part of teacher-
student interaction and are not meant to be heard by the whole class were also



195

transcribed to illustrate that they did occur in the classroom that was observed.
More utterances are present on the video tape that blended together into
‘chatter’ and were unintelligible for transcription.

Identifying the speaker with the most power in the classroom is often
associated with who controls the discourse. The person in control of the
discourse has the right to produce organizational moves, introduce new topics,
initiate and close exchanges by asking questions and evaluating what has been
said in the follow-up or F element. This can be seen as a form of social control
within a linguistic framework. The teachers in the two countries' settings
exhibited these characteristics throughout the text, thus indicating their role as
authorities. The traditional I-R-F pattern can also be interpreted as indicative of
a more teacher-centered learning environment. The differences in interactive
styles between the Japanese and the Finnish classrooms reveal that the more
learner-centered the classroom, the more the communication system deviates
from the I-R-F norm, as was evident in the Finnish discourse sample.

However, since the I-R-F pattern does emerge in classroom interaction in
both countries, it could be considered an educational cultural similarity.
However, the classroom is a special environment where the teacher is
responsible for flow of the discourse. The teacher is always responsible for the
flow of discourse within the setting, even where the guidance tends to be more
indirect as in pseudo-exchange 4 in the Finnish discourse sample. The
transcript suggests that the teacher remains in control of the discourse even
during learner-centered activities which are designed to achieve the goals of the
lesson. For example, the teacher asserts her authority by asking one student to
take off his coat and by telling others to close their books in the example. This
suggests that teachers are bound to fulfill their responsibilities as dictated by
parents, school administrators and society in general. Their role in the
educational culture is heavily influenced by the expectations of the various
actors who are involved, either directly or indirectly, in the teaching and
learning process (Takala 1997).

The following section will examine how the cultural characteristics

discussed throughout this study and outlined in Chapter Two apply to the
discourse.

8.2 Discourse And Culture

In this section, this study will cite specific examples within the transcribed
discourse to highlight phenomena which correspond to Hofstede's '4-D Model
of Cultural Difference' (1980; 1986; 1990; 1993). Aspects and features within the
transcribed discourse will be matched with characteristics found in the model.
By matching concrete features in the discourse with the previously mentioned
criteria, this study hopes to avoid stereotyping and provide empirical evidence
and specific examples of cultural differences and similarities that exist in the
two countries' English classrooms.
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The classroom discourse examined tends to exhibit features which
correspond to traits associated with collectivism and individualism, power
distance, uncertainty avoidance, and masculinity and femininity within
cultures. In addition, traits associated with context in culture (Hall 1976;
Samovar and Porter 1991) and solidarity and deference politeness (1995) can be
found within the discourse. These features will also be examined in the
following discussion.

8.2.1.1 Collectivist Characteristics In Classroom Discourse

In both the team-taught and the regular Japanese English lessons, the teachers
and students begin with a formal openings and standard greetings. For
example:

Regular Japanese Lesson Exchange 1

<teacher enters>

JTE: (Unintelligible) masu, informing I
Hey, who is on duty?
S1: Please stand up. acknowledging R/I
eliciting
<students stand up> acknowledging R
S1: Please bow. eliciting I
<students bow, teacher bows> acknowledging
R
All: Good morning,
Mr. Kitazume. informing I
JTE: Hey, good morning
everybody. acknowledging R
SI: Please sit down. eliciting I
<students sit down> acknowledging R
JTE: OK acknowledging F

This could be interpreted as respect for traditional values such as highly
structured beginnings and endings which supports a tendency associated with
collectivism according to Hofstede (1980; 1986;1991; 1992). Further, the respect
shown for the teacher tends to confirm deference politeness characteristics in
which the more powerful speaker, the teacher, speaks 'downward' to the less
powerful, the student (Scollon and Scollon 1995). The use of ritual greetings as
opposed to more informal ones creates distance between the parties which can
also be related to deference politeness. It also establishes the roles of the
participants from the very beginning of the lesson.

In the setting, all of the students know the proper response to the teacher,
how to bow and when to stand and sit. They also demonstrate that they should
not speak out, walk around the room or exhibit other forms of behavior which
would not be acceptable in the situation. All of the students are doing the same
thing, as opposed to each student doing their own thing. These traits suggest
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high context cultural features of reading non-verbal information and
interpreting messages from the situation rather than relying on verbal cues.
The context of the situation tells the students how to behave, not the coded
verbal signal of the teacher (Hall 1976; Samovar and Porter 1991).

Students speak when called upon personally by the teacher in collectivist
societies according to the criteria put forth in this study. This was found in
team-taught lesson exchanges 2, 4, 6, 7, 8, 9, 10, 11, 12 and regular Japanese
lesson exchanges 1, 2, 4, 6,7, 8,9, 10, 11, 12, 14, 17 and 18. For example:

Team-Taught Lesson Exchange 12

ALT: How's the weather today? eliciting I
How's the weather?
<points to student>
S11: It's cloudy. informing R
JTE: OK. [It's cloudy]. acknowledging F
ALT: [It's cloudy].

This feature was also found in Finnish lesson exchanges 2, 3, 5, 6, 7b, 8, 9 and 10.
In the Japanese classroom discourse sample, there were no examples of students
speaking up spontaneously which is also a collectivist characteristic.

In collectivist societies, formal harmony in learning situations should be
maintained at all times (Hofstede 1986; 1991). This trait appeared in other data
used in this study and is evident throughout the team-taught lesson discourse
and the regular Japanese lesson discourse. There are no examples in the texts of
students calling out to the teacher or behaving in other ways which might
disrupt the harmony of the lesson. This also supports the collectivist
characteristic that neither the teacher nor any student should ever be made to
lose face. This is also evident throughout the discourse.

The emphasis on lexis and grammatical forms which appears in all of the
team-taught and regular Japanese lesson discourse suggests that language is
taught more to emphasize accuracy in test taking than communication skills.
As mentioned previously, emphasis on passing examinations is an important
collectivist feature. However, one must keep in mind the level of the learners:
when teaching elementary level language learners in large groups, many
teachers may opt for an emphasis on forms, lexis and grammar.

Be that as it may, the discourse analyzed in this section suggests that the
Japanese junior high school English classrooms studied exhibited many of the
collectivist features set forth by Hofstede in the '4-D Model of Cultural
Difference' (1980; 1986; 1991).

Teacher control of the floor was also found in Finland corresponding with
the teacher’s role in the classroom. The nature of educational contact requires
that the teacher maintain control of the discourse. Still, the traditional, formal
manner in which this is done in the Japanese setting could be seen to confirm
some collectivist tendencies. The teacher or teachers tend to train pupils in the
class to behave according to the norms and expectations of the educational
culture which is influenced by society at large. These norms include means of
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control which are highly valued by society and appear to emphasize more
traditional approaches in the Japanese educational cultural setting.

8.2.1.2 Individualist Characteristics In Classroom Discourse
In the Finnish English lesson, the teacher and students begin the lesson in an
informal manner with the students responding individually to a general

greeting.

Finnish Lesson Exchange 1

T: So, hello everybody. informing I
SI: Hello acknowledging
S2: Hello
Ss: Hello (not in unison)
T: Are you all here? eliciting I
SI: No informing R
T: No? acknowledging R/I
eliciting
S3: (unintelligible) informing R
pois nyt (not here)
T: (unintelligible) pois nyt,
Isee. acknowledging R/I
informing
Ss: [Chatter] Olli on pois acknowledging R
(Olli isn't here)
T All right, acknowledging F

In addition, constant chatter is present and the students introduce new topics
when responding to the teacher. The traditional formal openings for lessons in
Finland” which informants stated were similar to those in Japan were no longer
present in this setting, suggesting that trends change faster in Finland, and that
there is a trend toward less formality. This is, of course, a matter of degrees in
interpretation. Traditions are not completely rejected in the Finnish educational
culture. There is, however, more of a tendency to have a positive association
with what is ‘new’, supporting Hofstede’s theories concerning individualist
cultures (1980; 1986; 1991; 1992).

It could also be argued that the features in this sample of classroom
discourse suggest that Finland has a low-context culture because of the wide
reliance on verbal communication. Because the situation is no longer a set
routine, students are required to verbalize more in order to negotiate meaning
and complete the tasks assigned to them by the teacher (Takala 1997). Students

18 Some of the teacher informants in the setting stated that when they were in school, their classes

began in much the same manner as they had seen on the videotapes of the Japanese educational setting. I
informally interviewed about 100 Finnish university students from 1993-1997 and found that many
experienced this type of formal lesson beginning during the first two or three years of elementary school.
By junior high school, a few students (less than 5%) reported that some of the older teachers in their
schools required this type of formal beginning in their lessons.



199

and teachers tended to vocalize their thoughts rather than rely on contextual
cues such as non-verbal signals or established patterns of interaction. Solidarity
is exhibited in the fact that the students respond to the teacher in a more or less
equal manner rather than adapting conventions to relegate most of the power
during the interaction to the teacher (Scollon and Scollon 1995).

Exchange 1 also tends to confirm another of Hofstede’s (1980; 1986; 1991)
theories regarding individualist societies in that learners speak up in response
to a general invitation. This was evident in exchange 1 of the Finnish lesson
where students call out different responses to the teacher's general initiation.

This feature also occurs in pseudo-exchange 4 where there are many
examples of students calling out answers and in exchange 7a where S6 yells out
the answer. In Finnish lesson exchange 1 and pseudo-exchange 4, some of the
students tended to vocalize their answers out in the open, sometimes without
being recognized by the teacher. This tends to support another theory put forth
by Hofstede which suggests that students speak up in large groups in
individualist cultures.

Confrontation in learning situations can be seen as salutary in Finnish
lesson exchange 1 and pseudo-exchange 4. In exchange 1, the chatter and the
students calling out responses randomly could be interpreted as confrontation
in the learning situation. Yet it is not interpreted as a face-threatening act by
the teacher suggesting that face consciousness is weak, which is another trait of
individualist societies. Another example of this trait appears in pseudo-
exchange 4.

Finnish Lesson Pseudo-Exchange 4

T: and now I want you to informing I
explain these words
<puts word list on overhead projector>
Work with your pair and find
some English explanations.
Ss: [Chatter] acknowledging R
<students form pairs or groups of three, boys with boys, girls with
girls, two students initially sit by themselves but then go to groups.
Teacher walks around the class to monitor the students.>
<door opens, two students enter, girl first, boy second, boy pushes
girl as she come through the door, leaves door open>

T: Allright, you're late eliciting I
S5: (unintelligible response) acknowledging R
T: Will you take your coat

off? eliciting I
Ss: [Chatter (unintelligible)] R
Sé: If you are Ridge Forrester?  eliciting I
S7: I'm Ridge. (from TV

show) informing R
Ss: Chatter (unintelligible)

<one student leaves the room, then reenters with book bag,
several students get up to blow their noses>
<Teacher approaches one group>

T: You're supposed to keep
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your books closed informing I
and explain.

<Teacher closes the book>
The terms are there.

<points to overhead projector>

S8: What kind of questions? eliciting 1

Students arrive late for the lesson, wear their coats until the teacher tells them
to take them off, get up to blow their noses and constantly chatter in the sample.
These features within the classroom interaction could be seen as additional
confirmation of the above-mentioned weak face-consciousness and the
acceptability of confrontation that Hofstede reports as being present in
individualist cultures.

The classroom discourse when matched to Hofstede’s ‘4-D Model of
Cultural Difference’ (1980; 1986; 1991) suggests that the Finnish environment
exhibits many traits associated with individualist societies, whereas the
Japanese one tends to fall in the collectivist category.

TABLE 8.1 Tendencies In Teacher-Student And Student-Student Interaction
Related To Individualism And Collectivism In Transcribed

Classroom Discourse

Individualist Societies

Collectivist Societies

Teachers and students begin lessons in
an informal manner that is not
traditional:

Finnish lesson exchange 1

Individuals speak up in response to a
general invitation:

Finnish lesson exchange 1,
pseudo-exchange 4 (many examples),
7a (students yell answers)

Students speak up in large groups:
Finnish lesson exchange 1,
pseudo-exchange 4, 7a

Confrontation inlearning situations
can be seen as salutary:

Finnish lesson exchange 1,
pseudo-exchange 4

Face-consciousness is weak:
Finnish lesson exchange 1,
pseudo-exchange 4

Teacher and students begin lessons
with traditional formal openings:
Team-taught exchange 1

Regular Japanese lesson exchange 1

Students speak when called upon
personally by the teacher:
Team-taught exchanges 2, 4,6,7,8, 9,
10,11, 12

Regular Japanese lesson exchanges 1,
2,4,6,7,8,9,10,11,12,13,14,17,18
Finnishlesson exchanges 2, 3, 4, 5, 6, 7b,
8,9,10

No examples of students speaking up
in Japanese setting

Formal harmony in learning situations
should be maintained at all times:
Team-taught exchanges (all)

Regular Japanese lesson exchanges
(all)

Neither the teacher nor any student
should ever be made to lose face:
Team-taught exchanges (all)
Regular Japanese exchanges (all)
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It should be noted that overlapping occurs in the specific category related to the
'students speaking when called upon personally by the teacher' category, which
applies to both the Japanese and Finnish settings. This reflects the universal
role of the teacher as the ‘controller’ of the flow of discourse, regardless of
individualist or collectivist tendencies otherwise present in the situation.
However, although some similarities do exist, classroom behavior and
interaction are markedly different in the two countries, reflecting each of the
countries' educational cultures.

8.2.2.1 Large Power Distance

In strong power distance societies, Hofstede (1980; 1986; 1991) found that
teacher-centered education and a premium on order was held in high esteem.
The classroom discourse studied here contains examples of this trait in all of the
team-taught and regular Japanese lesson discourse. Finnish lesson exchanges 1,
2,3,5,6,7b,8,9, and 10 also show a great degree of teacher control which was
similar to Japan.

Students expect teachers to initiate communication in large power
distance cultures. There are no examples of student-initiated exchanges in any
of the team-taught or regular Japanese lesson discourse. Instead, students
speak only when invited by the teacher, suggesting that the teacher 'outlines
paths for students to follow' which is a strong power distance trait (Hofstede
1986). Evidence suggests that the Finnish teacher also valued teacher-initiated
discourse in certain situations. For example:

Finnish Lesson Exchange 6

T: What about bury? eliciting I
<chatter> shh....
<hands raised>
How about bury?... Kaisa.

Kaisa: Something you do to a acknowledging R
dead body.

T: Yes, very nicely explained.  acknowledging F
Something you do with a
dead body.

Here the Finnish teacher interrupts the chatter with 'shh’ indicating the she still
had control of the floor and expected to initiate communication. During this
activity, the teacher was outlining the path that the students should follow
which was consistent with her role as teacher. Other examples in the text
suggest that this trait was not always in force in the Finnish classroom. This
implies that cultural characteristics rarely apply universally and are more a
matter of degrees or tendencies than mutually exclusive categories and that
stereotyping should be avoided. To further illustrate this, in some team-taught
lessons the teachers relinquished the floor. This suggests that there are some
similar tendencies in the countries studied.
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Hofstede (1986) points out that another collectivist feature is that the
effectiveness of learning is related to the excellence of the teacher. If teacher-
centered classrooms are an indication of this, the discourse in the team-taught
and Japanese regular lessons indicates that this value is indeed held in high
esteem in Japan.

In conclusion, the discourse suggests that the Japanese classroom tends to
exhibit characteristics associated with strong power distance. Some of these
characteristics were also present in the Finnish discourse.

8.2.2.2 Small Power Distance

Learner-centered education is held in high esteem in small power distance
societies, according to Hofstede's (1986) model. In Finnish pseudo-exchange 4,
the teacher relinquishes the floor giving the learers complete control of the

classroom. This also occurs in the Japanese setting in team-taught exchange 19:

Japanese Team-Taught Exchange 19

ALT: Keep your own scores. OK? Organizational
JTE: Explains in Japanese. (Keep score)

ALT: OK. Here we go. Go! informing I

JTE: OK. First person, first person.

S11: Jan Ken Pon acknowledging R

In this example, the ALT and JTE initiate the exchange by relinquishing the
floor to the students. There is no follow-up because the students have been
given control of the floor. This type of activity occurred in the Japanese setting
only in the team-taught lessons suggesting that they may differ somewhat from
the regular Japanese English lessons.

The teacher expects the students to initiate communication in Finnish
lesson exchange 1 and pseudo-exchange 4. This relates to the learner-centered
nature of classroom discourse in Finland. It could also be used to suggest that
the teacher expects students to find their own paths.

Other small power distance features are present as well. Students speak
up spontaneously in Finnish lesson exchanges 1, 7a, and 8 and in pseudo-
exchange 4. For example:

Finnish Lesson Exchange 7a

T: All right, Organizational
How about mask? eliciting I

uh, perhaps you could explain

it by saying where you put it.

Where do you put a mask?
Sé: On the face. informing R
T: Oh yes, and acknowledging F
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Finnish Lesson Exchange 7b

when do you use a mask, eliciting I
Kirsi, you had an idea,
on your face.
Kirsi: On your face. informing R
T: On your face, That'sright.  acknowledging F

In exchange 7a, the teacher elicits a response and is answered by a student who
is not recognized. The teacher gives an acknowledging follow-up. Then, in
exchange 7b, asks what appears to be 'when do you use a mask'. She
recognizes a different student who provides the same response as the first
student. The teacher acknowledges the answer with a positive follow-up.
Perhaps the teacher meant to ask the same question as she did in exchange 7a.
Otherwise, it would not make sense. I have chosen to classify the two
exchanges as 7a and 7b because they are so closely interrelated.

The students who called out the answer, did so in a manner that was not
present in the Japanese discourse sample. This suggests that the 'effectiveness
of learning is related to the amount of two-way communication in class' was
held as a value for the Finnish teacher (Hofstede 1986). Perhaps a better
example of this trait can be found in exchange 10:

Finnish Lesson Exchange 10

T: What's a neck or where? eliciting I
Ss: Under your skin {chatter} informing R/1
T: Mika, what is your neck? eliciting I

Can you explain it? Maybe you
need the word 'below' however,

below
Mika: the head informing R
T: And of course, aboveyour  acknowledging F
shoulders.

Here, the teacher responds to the class and provides more vocabulary so the
students can provide the sought-after response. She then elicits a response. The
class chatters, which indicates that perhaps they are not clear on what the
teacher is after. The teacher initiates another exchange to provide more
information. A student responds and the teacher provides a positive follow-up.
This pattern of interaction between the teacher and the students occurs
frequently in the sample lessons, which suggests that two-way communication
is the norm in this environment.

All of these factors give an indication that the discourse in the Finnish
classroom generally reflects small power distance characteristics.
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TABLE 8.2 Tendencies Related To Power Distance Characteristics

Small Power Distance

Large Power Distance

Learner-centered education:

Finnish pseudo-exchange 4

(Teacher relinquishes the floor)
Japanese Team-taught lesson exchange 19
(Teacher relinquishes the floor)

Teacher expects students to initiate
communication:

Finnish lesson exchange 1,
pseudo-exchange 4

Teacher expects students to find their
own paths:

Finnish lesson exchange 1,
pseudo-exchange 4

Students may speak spontaneously in
class:

Finnish lesson exchanges 1, 7a, 8

and pseudo-exchange 4

But: Finnish lesson exchange 6

(shh = teacher controls the floor)

Effectiveness of learning is

related to the amount of two-

way communication in class:
Finnish lesson exchanges 1, 7a, 8, 10
and pseudo-exchange 4

Teacher-centered education (premium
on order):

Team-taught exchanges (all)

Regular Japanese lesson exchanges
(all)

Students expect the teacher to initiate
communication:

Team-taught exchanges (all)

Regular Japanese lesson exchanges
(all)

Teacher outlines paths for students to
follow:

Team-taught exchanges (all)

Regular Japanese lesson exchanges
(all)

Finnish exchanges 2, 3,5, 6,7, 8,9, 10

Students speak only when invited by
the teacher:

Team-taught exchanges (all)

Regular Japanese lesson exchanges
(all)

Effectiveness of learning is
related to the excellence of
the teacher

= teacher-centered classroom:

Team-taught exchanges (all)
Regular Japanese lesson exchanges
(all)

The reader should note that the Finnish classroom discourse exhibits both
strong and weak power distance traits to a large extent, which indicates that
classroom discourse in Finland may be undergoing a change. In the Finnish
setting, the discourse suggests that both the traditional and the new are held in
high esteem. This is perhaps most clearly visible in the teacher’s approach to
classroom management: at times there is a greater emphasis on order and floor
control, for example, regaining control of the floor with ”shh” in exchange 6,
and at other times there is more of an emphasis on student-initiated discourse.
This reflects the nature of the educational environment in the leaner-centered

classroom.
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The teacher needs to remain in control of the situation and even during
the more learner-centered activities one could safely assume that the teacher,
although relinquishing control of the floor, remains in psychological control.
Otherwise, the teacher would not be discharging the duties inherent in the
teacher’s role. If the activities are not serving the goals of the lesson, the teacher
must take charge and get the lesson back on-track, thus, the use of “shh”. A
more appropriate interpretation of the interaction might be to suggest that there
is a move toward less power distance within the Finnish classroom. However,
one should always keep in mind that power distance can never completely

vanish within educational culture because of the reasons previously mentioned
(Takala 1997).

8.2.3.1 Strong Uncertainty Avoidance

In cultures with strong uncertainty avoidance, students feel comfortable in
structured learning situations with precise objectives, detailed assignments and
strict timetables (Hofstede 1986). These tendencies were often present in team-
taught exchanges 1-13. For example:

Team-Taught Exchange 10

JTE: OK. Organizational
ALT: OK. Organizational
What day was yesterday? eliciting I
What day was yesterday?
What day was yesterday?
<Pick students>
S9: It was Thursday. informing R
{barely audible}
JTE: OK. It was Thursday. acknowledging F
ALT: It was [Thursday].
JTE: [Thursday]

This exchange has a precise objective: the teacher is looking for an answer to a
specific question, and there is only one correct response. When the student
responds, the teacher acknowledges the proper response in the follow-up and
then repeats it in order to reinforce it in the students” minds. The assignment is
clear as is the timetable: answer the question now!

Other examples are also found in regular Japanese lesson exchanges 1-20.
For example:
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Regular Japanese Lesson Exchange 10

JTE: What day of the week eliciting I
isit today? What day?
Hey, Sakiko, what day?

Sakiko: Monday. informing R
JTE: OK. It's Monday. acknowledging F
(while writing on the board}
It's Monday, today. OK.

Here again, the exchange has a precise objective. The initiation commands a
specific answer. The follow-up acknowledges and reinforces the proper
response. The assignment and the timetable are clear.

The Finnish lesson discourse also indicated some emphasis on these traits.
Examples can be found in Finnish exchanges 2, 3, 5, 6, 7, 8, 9 and 10. For
example:

Finnish Lesson Exchange 2

T: Well, uh, eliciting I
since you haven't
got your books again, I will ask
and you can ask each other.

What do you call a

dead body from Egypt?

<a girl raises hand, teacher points>
S4: A mummy. informing R
T Yes, a mummy, acknowledging F

In this example, the Finnish teacher elicits a response with a precise objective
with a specific idea of when the answer should be given. The teacher in this
exchange is conducting a vocabulary exercise. There is only one specific answer
to the question being asked. This might be related to Hofstede’s (1986) theory
that in strong uncertainty avoidance societies, students are rewarded for
accuracy in problem solving. However, in my opinion this particular example
has more to do with the nature of education and teacher and student roles than
uncertainty avoidance.

According to Hofstede, in strong uncertainty avoidance societies, a good
teacher uses academic language. No examples of this sort of language were
found in either the Japanese or Finnish classroom discourse. Based on these
limited samples, it seems that junior high school teachers are not prone to use
academic language in either country. However, this is not to say that academic
language is not used in other settings, such as universities. In the educational
cultures that were studied, the teachers were there to teach English. If the
began speaking in unintelligible jargon the student did not understand, it
would defeat the goals of the system.

Another indication of strong uncertainty avoidance is the emphasis on
accuracy. This seemed to be the focus in all of the team-taught and regular
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Japanese lesson exchanges as exhibited by the large amount of listen-and-repeat
drills and by exchanges such as the following:

Japanese English Lesson Exchange 17

JTE: kono heya ni eliciting I
kono heya ni wa hitotsu
tsukue ga arimasu hai (hoka no
kotoba) o hitotsu arimasu
tsukete naihai, Hisanori.

Hisanori: Thereisa informing R
JTE: Thereisa.nani gaarun
da eliciting I
Hisanori: Thereisa informing R
desk in this room.
(slowly)
JTE: mm in this room da yo na acknowledging R/I
OK mo ichido. eliciting
Hisanori: Thereisa deskin acknowledging R
this room.
JTE: OK acknowledging F

This example suggests an emphasis on accuracy as the teacher is concentrating
on covering specific grammar structures with the students. The emphasis on
gramunar could be seen as an indication of strong uncertainty avoidance in this
educational culture. Here again, however, the goals of the lesson may override
cultural classifications. This particular exchange was part of an activity to
review the material covered in the previous lesson. The goal was not to
produce a conversation. Perhaps this exchange cannot realistically be applied
to Hofstede’s (1986) model related to uncertainty avoidance.

The examples in this section from both Finland and Japan suggest that the
Finnish and Japanese settings overlap somewhat in regard to uncertainty
avoidance. However, as the following discussion shows, there are also marked
differences between the two settings in this respect.

8.2.3.2 Weak Uncertainty Avoidance
In weak uncertainty avoidance cultures, students feel comfortable in

unstructured learning situations with vague objectives, broad assignments and
no timetables. Finnish pseudo-exchange 4 is an example of this. For example:
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Finnish Lesson Pseudo-Exchange 4

T: and now I want you to informing I
explain these words

<puts word list on overhead projector>
Work with your pair and find
some English explanations.

Ss: [Chatter] acknowledging R
<students form pairs or groups of three, boys with boys, girls with
girls, two students initially sit by themselves but then go to groups.
Teacher walks around the class to monitor the students.>
<door opens, two students enter, girl first, boy second, boy pushes
girl as she comes through the door, leaves door open>

T: All right, you're late eliciting I
S5: (unintelligible response) ? R
T: Will you take your coat off? 1
Ss: [Chatter (unintelligible)] R
Sé: If you are Ridge Forrester?  eliciting I
S7: I'm Ridge. (from TV show) informing R
Ss: [Chatter (unintelligible)]

<one student leaves the room, then re-enters with book bag,
several students get up to blow their noses>
<Teacher approaches one group>
T: You're supposed to keep informing I
your book closed and explain.
<Teacher closes the book>
The terms are there.
<points to overhead projector>
S8: What kind of questions? eliciting R/1
<incomplete>

In this exercise, students are not given a time limit. When the floor is
relinquished, one could argue that the learning situation becomes "unstructured'
in Hofstede's (1986) sense.

In weak uncertainty avoidance societies, a good teacher also uses plain
language. This was clear in all of the team-taught and regular Japanese
exchanges as well as all of the Finnish lesson exchanges. There were no
examples of the teachers using difficult words or grammatical terms to explain
new language.

Students are rewarded for problem solving in a weak uncertainty
avoidance society. This trait was present in Finnish lesson exchanges 2, 3, 5, 6,
7,8,9 and 10. For example:
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Finnish Lesson Exchange 3

T: whatdo you call a yellow  eliciting I
metal?
Very expensive?
<several hands raised, teacher recognizes a girl>
Jenni
Jenni: Gold. informing R
T: That's right, acknowledging F

In this exchange, the initiation consists of an elicitation using vocabulary and
structure which require a certain degree of problem solving ability in order to
decode the message and give a proper response. This type of elicitation is
different from a read-and-repeat drill or patterned elicitation which commands
a patterned response. The students are not sure what is coming next and must
listen carefully in order to respond. If the goal was to alleviate uncertainty, the
teacher might opt for pattern drills as part of classroom discourse. Clearly this
is not the case here.

In conclusion, although the settings shared some similar traits, it seems
clear that the Japanese classroom discourse exhibited more strong uncertainty
traits, whereas the Finnish setting exhibited more traits associated with a weak
uncertainty avoidance culture.

TABLE 8.3 Tendencies Related To Uncertainty Avoidance

Weak Uncertainty Avoidance Strong Uncertainty Avoidance
Students feel comfortable in Students feel comfortable in
unstructured learning situations: structured learning situations: precise
vague objectives, broad assignments, objectives, detailed assignments, strict
no timetables: timetables:

Finnish pseudo-exchange 4 Team-taught exchanges (all)

Regular Japanese lesson exchanges
(all)
Finnish exchanges 2, 3,5, 6, 7, 8, 9 and 10

A good teacher uses plain language: A good teacher uses academic
Team-taught exchanges (all) language:
Finnish lesson exchanges (all) no examples in the text

Regular Japanese lesson exchanges (all)

Students are rewarded for problem Students are rewarded for accuracy:

solving: Team-taught exchanges (all)

Finnish lesson exchanges 2 - 10 Regular Japanese lesson exchanges
(all)
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8.2.4.1 Masculine Society

Masculine societies tend to make a pronounced distinction in acceptable roles
for men and women. Men are expected to assume certain occupations and
women others. In addition, in this type of society competition is a highly
esteemed, work-related value. This section will match the criteria set forth in
previous sections with features found in the discourse.

Hofstede (1986) found that one trait of a masculine society is that teachers
openly praise good students. For example:

Finnish Lesson Exchange 6

T: What about bury? eliciting I
(chatter) shh....
<hands raise>
How about bury?... Kaisa.

Kaisa: Something you do to a acknowledging R
dead body.

T: Yes, very nicely explained.  acknowledging F
Something you do witha
dead body.

In the follow-up, the Finnish teacher complements the student on her response,
exhibiting what Hofstede (1986) classifies as a masculine society characteristic.
This is the only example of a teacher complementing a student in the follow-up
of an exchange suggesting that teacher praise is sparse in the two countries
studied. Still, the samples used in this study are very small and the reader
should not jump to conclusions based on such a small sampling.

In exchanges 1, 6, 7a, 8 and pseudo-exchange 4 of the Finnish lesson,
students try to make themselves visible either by chattering or calling out
answers without being invited, as in the following examples:

Finnish Lesson Exchange 7a

T: All right, How about mask? eliciting 1
What's a mask?......... Well,
uh, perhaps you could explain
it by saying where you put it.
Where do you put a mask?
S6: On the face. informing R
T: Oh yes, and acknowledging F
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Finnish Lesson Exchange 8

T: Ah, how about skeletons? eliciting I
What's a skeleton?
{Pause}
Jenni?
{Pause}
Any idea?
Ss: Chatter informing R
S7: Inside the body.
T: What? eliciting R/1I
S8: Inside the body. informing R
T: That's right. acknowledging F

In exchange 7a of the Finnish lesson S6 responds to the teacher's initiation with
'on the face' without raising his hand and being recognized. In exchange 8 of
the Finnish lesson, the students chatter and S7 calls out a response without
being recognized. These are both examples of students trying to make
themselves visible in class which, according to Hofstede, is a masculine
characteristic.

Based on the analysis of discourse alone, the Finnish setting reflected traits
associated with masculine societies. The Japanese setting, on the other hand,
exhibited some masculine characteristics in the other data gathered for this
study, but no examples could be found in the discourse.

8.2.4.2 Feminine Society

Femininity in society reflects values in which men and women's roles may
overlap. Men may choose to pursue what many would consider as traditionally
female roles such as homemaker or primary caregiver to children and women
may choose non-traditional occupations such as business careers. Competition
in feminine societies is not as keen and members may opt for 'quality of life’'
rather than 'king of the hill' lifestyles.

In a feminine society individual students are not openly praised in the
classroom. There are no examples of praise in the Japanese discourse samples
and only one example in the Finnish discourse sample. This suggests that the
countries share this particular feminine characteristic.

Modesty is also a feminine society characteristic. The Japanese discourse
reflects modesty in the way in which the students do not compete for the floor
during the lesson and wait to be called on rather than 'make themselves visible'.
For example:
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Team-Taught Exchange 11

ALT: What day is tomorrow? eliciting I
What day is tomorrow?
<picks student>

S10: It's Saturday. informing R
ALT: OK. acknowledging F
JTE: OK. It's Saturday.

In this example, the students do not call out the answer as in the Finnish
discourse. Instead, they wait to be called on, exhibiting what could be
interpreted as modesty.

Modesty can also be exhibited in the following way:

Team-Taught Lesson Exchange 18

ALT: So, if he says, "Yes, I can". informing |
Then, his team gets to ask the
next question.

OK? So, the first question,

this person asks (points).

So, she says, "Can you cook
dinner?". He says, "Yes, I can".
So then, she (points) gets to ask
the next question. But, if he
says, "No, I can't". Then, this
team (points) gets to stay-ask
the next question. Understand?

Class: [slight laughter] acknowledging R
ALT: Difficult. informing I
JTE: Difficult.

Class: [chatter in Japanese] acknowledging R
JTE: (explanation in Japanese) informing I
Class: <explain to each other in Japanese>

ALT: [Do you understand?] informing I
Class: Yes. acknowledging R
ALT: OK. acknowledging F

The ALT initiates exchange 18 by explaining the next activity to the students in
English. When asked if they understood, none of the students respond
individually as they perhaps would in the Finnish setting. Instead, they laugh
which could indicate nervousness in Japan. It is possible that some of the
students understood but were silent in order to be modest. After the JTE's
explanation in Japanese, all of the students indicate that they understand,
together in chorus. This could also suggest modesty in the setting.

The examples found in the discourse suggest that in the junior high school
setting, Finland exhibited more masculine society traits whereas Japan
portrayed traits associated with feminine societies.



TABLE 8.4 Tendencies Related To Masculine And Feminine Societies

Feminine Society

Masculine Society

No praise in Japanese discourse
samples; One example in Finnish
discourse sample

Students behave modestly:
Team-taught exchanges (all)

Teachers openly praise good students:
Finnish lesson exchange 6

Students try to make themselves
visible:

Regular Japanese lesson exchanges Finnish lesson exchanges 1, 6, 7a, 8
(all) and pseudo-exchange 4

The present study found Hofstede's (1986) characteristics associated with this
aspects of the '4-D Model of Cultural Difference’ difficult to relate to classroom
discourse. Only two of the ten traits put forth could be realistically applied to
the data (Hofstede 1986: 315). Perhaps a larger study incorporating more
discourse would yield better results. Or, perhaps, the criteria established
cannot be applied to this type of data. Overall, the topic of masculinity and
femininity appears to be problematic.

8.3 Summary

This chapter has presented an analysis based on Sinclair and Coulthard (1975),
Sinclair and Brazil (1982) and then Hofstede (1980; 1986; 1991) of short samples
of classroom discourse from junior high school English lessons in Japan and
Finland. The analysis of the discourse suggests that the videotaped lessons in
the two countries generally followed the I-R-F pattern except during more
learner-centered exchanges from the Finnish educational setting during which
the I-R-F pattern broke down.

The transcribed classroom discourse further suggests that authority may
be more negotiable in some cultures than in others. Particular features related
to the roles of student and teacher within classroom discourse appear to vary
between the Japanese and Finnish educational cultures. Still, even when
considering cultural variation, the educational context more or less specifies the
role of the participants in the setting. Teacher and student roles may appear
more similar than other roles because education everywhere basically performs
the same function. Educational discourse through the basic I-R-F pattern tends
to reflect this. Takala (1997) claims that education can not be organized in just
anyway because then it would not be considered education. However, how
teaching and learning is carried out depends on the norms, values and
expectations of the society. There is, therefore, room for variation within
certain limits and the short samples analyzed here show some ways in which
this variation takes place.
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The variations within the transcribed discourse suggest that many of
Hofstede’s (1980; 1986; 1991; 1992) work-related values can be identified within
the Japanese setting studied. It tends to exhibit features associated with
collectivist cultures with large power distance and strong uncertainty
avoidance. The Finnish setting, on the other hand, tends to reveal features
associated with individualist cultures with small power distance and weak
uncertainty avoidance. Masculinity and femininity in the discourse appeared to
be problematic since the two countries showed overlapping features, and since
only two out of ten of the characteristics put forth could be applied to the
discourse.

Although it was only touched on briefly, the classroom discourse also
suggests that deference politeness and high-context cultural characteristics were
more at play in the Japanese classroom, while examples of solidarity politeness
and low-context culture were present in the Finnish discourse.

This chapter has examined a small amount of classroom discourse in order
to give an indication of what takes place in the two settings studied. A wider
study a with a larger sample is needed in order to make more concrete general
conclusions about the classroom discourse of the educational cultural settings
studied or the two countries as a whole.
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9 CONCLUSIONS

Those involved in the English language teaching and learning process are faced
with a myriad of decisions related to language planning and textbooks, testing,
teaching methods, lesson activities and timing, classroom interaction and
teacher and student attitudes. This study has sought to deal with these aspects
of English education using methods focusing on language teaching and
learning (Stern 1983) and culture (Hofstede 1980; 1986; 1991; Hall 1976; Scollon
and Scollon 1983; 1995), described in Chapters One and Two. In this chapter, I
will discuss the main findings of the present study in three sections. The
method of research used in this study is meant to contribute to the field of
intercultural studies and will be discussed first in section 9.1. Next, this chapter
will summarize basic findings on the level of applied linguistics in section 9.2.1.
The study has sought to present the first examination comparing English
language teaching and learning in Japan and Finland. Then, a summary of the
cultural similarities and differences found will be briefly discussed in section
9.2.2. Finally, section 9.3 will offer a conclusion related to the overall findings of
the study.

9.1 Research Method For Studying Educational Culture

As pointed out in Chapter One, the present study has sought to explain how
culture is reflected in aspects of English teaching and learning in the specific
educational cultures studied in Japan and Finland. In addition, this study has
sought to produce a method for explaining educational phenomena in the two
countries, using an interdisciplinary approach drawing mainly from applied
linguistic (Stern 1983; Widdowson 1990; 1978), anthropology (Befu 1989; Kondo
1990), ethnography of communication (Hymes 1972; Erickson 1986) and cross-
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cultural communication theory. The reason for this inter-disciplinary approach
is that I found that no one discipline was adequate to explain the educational
cultures studied. The present study also strives to extend the previous research
by Hofstede (1980; 1986; 1986). In addition, context in culture (Hall 1976) and
politeness (Scollon and Scollon 1983; 1996; Brown and Levinson 1978) were
briefly discussed throughout the work.

Data gathered in the two settings was first analyzed using applied
linguistics methods at the following levels:

Levels Of Investigation

1. the theoretical level of defining categories (for example, Hofstede's '4-D
Model of Cultural Difference’ (1980; 1986; 1991); the 5th Dimension of
Cultural Difference (Chinese Culture Connection 1987) and Hall (1959;
1966; 1976; Scollon and Scollon 1983; 1995))

2. the historical development level (for example, Stern (1983), Richards and
Rogers (1986) and Shimaoka and Yashiro (1990))

3. the curriculum and syllabus level of selection for language teaching
purposes

4. the materials development level

5. the learner and teacher attitudes level

6. the descriptive level of gathering language data on the sociolinguistics and
pragmatics of a particular language (a few discourse studies exdst but these
commonly combine aspects of (1) and (2), for example, Sinclair and
Coulthard (1975)

7. the level of teaching methodology.

Much of this information was gathered and analyzed using methods provided
by the ethnography of communication (Geertz 1973; Erickson 1986) and
anthropology (Befu 1989; Kondo 1990). The data was then examined in relation
to cross-cultural categories put forth by Hofstede (1980; 1986; 1991) related to
individualism and collectivism, power distance, uncertainty avoidance, and
masculinity and femininity. The lists of characteristics as well as the method of
analysis is explained in detail in Chapters One and Two in addition to
variations of Hofstede’s (1980; 1986; 1991) original lists which appear
throughout the present work. My hope was that identifying specific listed
phenomena in the educational cultures might lead to a greater understanding of
English teaching in the two countries and how cultural factors influence it.

These characteristics were matched to specific features in the educational
cultures studied in order to outline cultural similarities and differences for two
major reasons. The first reason for limiting cultural analysis to the categories on
the lists was to attempt to stick to the point rather than disappear into a cloud
of vagueness. The second reason was to ease replication, should it be
attempted. Future research may find similar or different results in the two
countries depending on the settings chosen. By relating features of a specific
educational culture to concrete cultural categories as I have done, future
researchers may better confirm or invalidate my results in the two countries or
in other settings based on their own perceptions of their own data.
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The goal of this study was not to offer suggestions for policy or teaching
reform in the educational cultures of the two countries. That would fall within
the responsibilities of the language professionals in the respective countries.
Instead, this study has sought to provide an outline for explaining some key
concepts of the foreign language teaching and learning process in Japan and
Finland by comparing two specific settings. The information presented in this
study suggests that there are such cultural similarities and differences between
at least one Asian country, Japan, and at least one Western country, Finland,
that contribute to explaining the similarities and differences in English teaching
and learning in the educational cultures studied. It is my hope that language
professionals can use this book and the system with which it was done to better
understand the educational culture in their own setting as well as to gain
insights into what takes place in the English classrooms studied in Finland and
Japan.

The methodological approach presented in this study may prove useful
when comparing other Asian and Western educational cultures in relation to
language teaching. My experience teaching and studying with people from
various parts of the world suggests that this method may also yield fruitful
information when comparing educational cultures in countries within the same
region.

My visits to other educational cultures, for example, private and public
junior and senior high schools as well as specialized night high schools in
villages, towns, cities and megalopolises in different regions in Japan, lead me
to believe that there may be differences within the educational culture of Japan
depending on the setting. The same could be said of Finland. However,
Finland has pursued a strong egalitarian education policy in practice, not just in
rhetoric, as shown in international studies and the small numbers of private
schools throughout the country. To a lesser extent, the same could be said of
Japan, especially outside of major metropolitan areas. Still, small differences
between schools may be an interesting line of future investigation. The method
that has been used in the present study may be useful in identifying specific
similarities and differences within various setting located even within the same
country.

9.2 Results Of The Study

This section will summarize findings related to the two main research
questions. The two lines of inquiry are, in the author's mind, interrelated in
explaining English language teaching and learning in the two educational
cultures studied.

1. What factors contribute to the perceived differences in English
proficiency in the two countries?
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2. To what extent are there cultural similarities and differences between
Japan and Finland in regard to the educational cultures of specific junior
high school settings?

The factors involved in the perceived differences in English proficiency in Japan
and Finland will be addressed first. This will be followed by a discussion of
findings on the cultural level of the study.

9.2.1 What Factors Contribute To The Perceived Differences
In English Proficiency In The Two Countries?

As put forth in Chapter One, standard English examinations such as the TOEFL
test as well as professional writings suggest a general perception that Finnish
learners are more proficient in English than their Japanese counterparts. What
factors in the English education system in the two countries, as well as in the
specific settings studied, contribute to this difference? In order to explain this,
features of English teaching and learning in the two countries will be
summarized in this section.

The historical development level, society and background information on the
two countries and English language education reform in Japan, specifically the
recruitment of foreign English teaching assistants, were addressed in Chapter
Three. It was found that there are many differences between Finland, which is
a bi-lingual country with a small population, and Japan which is a mono-lingual
country with a large population. Naturally there are regional differences, sub-
cultures and minorities, but all in all, both countries have relatively few foreign
residents and basically homogeneous populations especially when compared
with countries like the United States where the multi-racial make-up of society
is one of its main features. There are too many historical differences between
the two countries to even begin to address them, which should be expected.
Even so, Japan and Finland have borrowed many of the concepts that
influenced the formation of their educational institutions from abroad. For
example, most of the schools in the two countries divide their schedule into 6
years for primary or elementary school followed by 3 years for junior high
school and 3 years for senior high school. Chapter Three also discussed the
introduction of thousands of foreign teaching assistants into Japan's public
school system. It was suggested that this is a radical move that is hoped to
improve communication in the classroom. In Finland, such a move appears
unnecessary because teachers are expected to be fluent in the language that they
teach. The Finnish setting studied was not found to be undergoing such radical
reform during the time of the present study.

The curriculum and syllabus level of analysis for English language teaching
and learning and the materials development level and textbooks were addressed in
Chapter Four. Results show that although Finland had recently granted
complete local autonomy in language planning, no radical changes had taken
place in the setting which is in keeping with Finland as a whole (Huhta 1996).
Language planning in the country has until recently been based, in part, on
widespread needs analysis. There is an emphasis in the official goals of the
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curriculum on 'open-mindedness toward different cultures', learner autonomy
and communicative competence. The textbooks were found to generally
support these goals through their tendency to provide different types of
communicative activities and interesting international topics.

Much of the Japanese language policy was found to be centrally planned.
Local authorities in Japan could choose one of three Oral curriculums to follow.
Language policy in Japan was found to be planned by a series of committees
who base their decisions on research in the field. Needs analysis studies
seemed not to have been carried out in Japan to the extent that they have been
conducted in Finland. The stated Japanese curriculum goals stress creating an
interest in language and culture, cultivating international understanding and
communication as in Finland but did not explicitly include the promotion of
learner autonomy. The textbooks, especially the new oral communication
books, in Japan appeared to support these goals to a point, but a tendency
towards an emphasis on grammar was found in the textbooks. This suggested
that the stated communicative goals are not necessarily reinforced by the
official textbooks to the extent that they are in Finland. Teacher informants
stated that they often feel that there are too many grammar points to cover in
too little time which leads to the tendency to teach structures and forms rather
than communication.

Chapter Five examined testing. The present study found that Finnish
learners surveyed in the educational culture studied tended not to see their
English tests as a major reason for studying the language. Instead, the results
showed that they indicated communication as their goal. This suggested that
the externally prepared matriculation examination administered at the end of
high school did not exert an undue amount of negative influence on English
education in the Finnish junior high school setting studied. A description of the
test was included in the chapter. It was found that university entrance
examinations in Finland do not include English unless the student is seeking
admission to an English department. This is because every student is expected
to have been taught English in school therefore leaving no reason to use it as a
factor in entrance examinations determining admission. English proficiency is
taken for granted. This appeared to relieve both students and teachers in the
setting studied of the pressure to train for impending external examinations.

The Japanese students that were surveyed in the setting studied indicated
that they saw senior high school entrance examinations as the number one
reason for studying English. This suggests that entrance examinations in Japan
had a negative backwash effect on the system. It was found that Japanese
entrance examinations containing English are administered at the beginning of
high school and, again, at the beginning of university to decide who enters.
Results indicated that the tests are extremely important in the minds of both the
students and teachers and appear, at least in the setting studied, to lead to the
promotion of test training, rather than communication, in the classroom.
Results also showed that in the setting studied, the strategy of training learners
to pass entrance examinations could be seen as successful because 97 per cent of
the learners passed them and entered senior high school.
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Chapter Five addressed the learner and teacher attitudes level. This section
sought to explain the attitudes of the students in the educational cultures
studied. Results showed that Finnish learners tended to put little emphasis on
their tests, instead stressing communication. Most of the Finnish students had
talked with several foreigners. 92 per cent of the Finnish learners had traveled
abroad. This could be seen as one reason why the Finnish learners see
communication as more important than their Japanese counterparts. Results
also showed that they have had more experience in situations where English
can be used practically. It was found that most liked studying English. Few
took private lessons. Most indicated that they studied at home for one to four
hours a week.

A major finding of the present study was that Finnish learners tended to
watch a great amount of English language programming on television. Results
showed that 40 per cent of the respondents indicated they watched 6-10 hours a
week, 18 per cent stated they watched 10-20 hours and 15 per cent marked that
they watched over 20 hours a week. This is possible in Finland because the
Finnish national broadcasting company offers a variety of English language
programs each week in addition to cable channels which offer more
programming. Dubbing is rare in Finland. This provides the learners, as well
as anyone in Finland, with constant exposure to spoken English. In addition, 89
per cent of the Finnish learners indicated that they listened to more than 5
hours of English music each week. The amount of exposure to English the
learners have in their daily lives through the mass media must contribute to
their higher proficiency in general.

As stated in the summary on testing, the senior high school entrance
examination appeared to be the primary reason why many of the Japanese
learners studied English. @ The Japanese learners also indicated that
communication was important but not as important as the entrance
examination. Most of the Japanese learners indicated that the only foreigners
they had talked with were the assistant English teachers in their schools. Only
one student in the Japanese setting had been abroad. The lack of experience
abroad and the lack of contact with foreign people could be seen as a major
contributing factor to the fact that they did not consider communication as
important as their Finnish counterparts. It could also be seen as a justification
for expenditures on the JET Program and assistant language teachers.

Surprisingly, only 36 per cent indicated that they 'hated English' which
may, however, seem a bit high for those not familiar with Japan. However, it
was a lower figure than I had expected and lower than that normally portrayed
in the Japanese mass media and in popular discussions on the phenomenon. 63
per cent of Japanese learners indicated that they wished to pursue college,
university or vocational or technical school. The 37 per cent of students who
did not wish to pursue formal post-secondary education seemed to correspond
with the number of learners who hate English. Most of the Japanese learners
took private English lessons, which is common in the country. The Japanese
tended to study at home for about the same amount of time each week as their
Finnish counterparts.
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The Japanese learners also watched English language television or videos
but usually only 2 to 4 hours a month. This is probably because virtually all
English language programuning in Japan is dubbed or must be received through
a hi-fi television in order to pick up the English signal. Japanese learners also
listened to English music but to a much lesser extent than their Finnish
counterparts. An overwhelming majority of both Finnish and Japanese junior
high school students in the settings indicated that they will use English in their
lives suggesting that both have a motivation to learn the language.

The level of teaching methodology was addressed in Chapter Seven by
describing the methods, timing and activities used in particular lessons. The
timing of the lessons was included in the descriptions in the chapter so that the
reader can get an idea of how long each activity took which could be useful for
practicing English teachers and others interested in the English teaching and
learning process. Results suggest that the Finnish English lessons that were
videotaped could be loosely classified into two categories. The lessons tended
to show a great deal of variety when compared with the lessons observed in the
Japanese setting, and the term loosely' should therefore be emphasized in the
classification system that I have assigned to the Finnish educational culture
studied.

Finnish ‘grammar-oriented lessons’ contained 4 or 5 sections or activities
which were more or less teacher-centered and focused on new, or recycled
previously learned, grammar points. The Finnish teachers themselves stated
that this was the goal of these lessons. Results showed that the study of
gramunar took various forms including the use of tapes with the textbook or
workbook, translating vocabulary from English into Finnish and vice versa,
underlining the grammar forms in the text, fill-in-the-blank drills and other
activities. Results suggested that these types of lessons tended to constantly
introduce new activities which contributed to keeping the students interested in
the lessons. In addition, the Finnish teachers sometimes assumed a monitoring
role while the students worked through their grammar exercises, which was a
more student-centered technique. As locally planned and administered tests
were pending, there was a propensity toward teaching more grammar-oriented
lessons.

The Finnish ‘communication-oriented lessons’ that were videotaped
contained 4 to 6 activities which were more or less student-centered and
focused on the use of English for communication. Again, the teachers stated
that this was the goal of this type of lesson. Some of the teachers in the setting
studied explained that there was a difference in the two types of lessons
because of the goals they tried to achieve. Communication-oriented activities in
the videotaped lessons included poster making, pairwork, communicative
workbook activities and others.

Results suggested that a noise-cycle pattern emerged during this type of
lesson which could be important in explaining the commotion that takes place
in the learner-centered classroom. The 'instructions-disorder-calm down-do
work-get loud again' pattern appeared constantly in both the videotaped
lessons and the other communication-oriented lessons that were observed. The
results of this study suggest that 'order' in the learner-centered classroom
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tended not to be present or, perhaps, could not be present because of the nature
of the activities. In the Finnish educational setting, in general, there appeared
to be a great emphasis on communication in English.

Japanese regular lessons in the educational culture studied had 3 or 4
teacher-centered activities based on language structure and vocabulary
acquisition. Segmentation was more or less the same in every lesson and
consisted of a greeting, review of the last lesson, new material from the
textbook and, in one case, a review of previously learned material. The
Japanese English teachers in the setting indicated that this was the standard
way of teaching their regular English lessons. They indicated that it may have
led to boredom on the part of the students but was necessary for the students to
master the grammar that would be necessary to pass entrance examinations.

The Japanese team-taught lessons consisted of 3 to 5 activities, many of
which concentrated on communicative activities. These tended to vary and
included such tasks as question-and-answer sessions and games. The textbook
was also often included in this type of lesson. In the educational setting
studied, Japanese English teachers stated that team-taught lessons were special
lessons for the students to practice their communication skills and learn about
foreign cultures and people. Their opinions reflected that they saw these as
different from regular English lessons which should cover the grammar points
needed for the entrance examinations.

In the Japanese educational setting that was studied, each student in two
of the schools had two team-taught lessons per month, and in one of the schools
each student had four team-taught lessons per month. These were seen as
‘special lessons” with more of a ‘fun value’ than pedagogic purpose. A greater
emphasis on communication as a whole, based where applicable on the Finnish
model, would, in my opinion, greatly improve the communicative competence
of the Japanese learners.

The descriptive level of transcribing and analyzing sequences of classroom
interaction based on discourse analysis theory was discussed in Chapter Eight.
Results suggest that classroom interaction in both countries tended to
correspond generally to the Initiation - Response - Follow-up (I-R-F) pattern
often present in classroom settings (Sinclair and Coulthard 1975; Sinclair and
Brazil 1982). When activities became more learner-centered, this pattern began
to break down in the Finnish classroom. The small amount of classroom
interaction that was transcribed for this study may not be sufficient to make
general conclusions, but even so, it shows clear tendencies of interaction and, as
such, warrants further investigation into classroom discourse in both countries.

Lesson segmentation and classroom interaction in Finland and Japan
reflect the way in which language planning, textbooks, testing and participant
attitudes affect the English language teaching and learning process. Results
showed that the educational culture studied in Finland appeared to be effective
in executing the goals of the syllabus and promoting communication in English
among the students. The textbooks and testing system seemed to reinforce
these general goals.

Although the Japanese teachers, students, mass media and society in
general had a tendency to criticize the entrance examination system, classroom
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methods, activities and timing in addition to classroom interaction were shown
to be influenced by many of the other factors including curriculum design,
textbooks and learner attitudes discussed in this study. Results suggested great
differences in the team-taught and regular English lessons observed in Japan.
The former tended to concentrate on communication and the latter tended to
emphasize grammar. This suggests that there appears to be some sort of a gap
between the new goals of promoting communication in the classroom and the
reality of the educational culture studied. The English education system in
Japan is currently undergoing reform and further study is necessary to explain
how these reforms will effect the classroom and English teaching as a whole.

Summary

The overall results of my analysis of English as a foreign language teaching and
learning in the two countries suggests that the Finnish setting was, in my
opinion, generally effective in promoting communicative competence among
the learners. Promoting communication in the Japanese setting, on the other
hand, appeared to be somewhat problematic. Many Japanese English teachers
appear to feel that an emphasis on grammar is the most practical way to teach
the language for a variety of reasons as discussed throughout the present study.
These findings, based on specific educational cultures, may begin to explain the
apparent differences in Finnish and Japanese English proficiency described in
Chapter One.

Having said all this, an analysis of English language teaching in the two
countries based purely on the level of applied linguistics appears to be
inadequate. Of course, teacher training affects the way teachers teach but it was
too broad a topic to be adequately addressed by this study. The question still
arises, why does English teaching and learning take place in such a different
manner in the two settings? This question was addressed by proposing a
method which attempts to explain how cultural factors figure into the teaching
and learning process.

9.2.2 To What Extent Are There Cultural Similarities And
Differences Between Japan And Finland In Regard To The
Educational Culture Of Specific Junior High School Settings?

The results of this study suggest many differences as well as similarities in
English language education in the two educational cultures studied. In the
author's opinion, an examination of cultural similarities and differences which
influence the systems in the two countries is, perhaps, the only way to explain
many aspects of the phenomena that take place within those systems. This
study tends to confirm several of the categories that appear on the lists of traits
associated with Hofstede's (1980; 1986; 1991) ‘4-D Model of Cultural Difference’
when they were applied to the data. The model set forth characteristics
concerning individualism and collectivism, power distance, uncertainty
avoidance, and masculinity and femininity in culture. In addition, context in
culture (Hall 1976) and politeness (Scollon and Scollon 1983; 1995) were
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discussed by the present study in relation to the data gathered in the two
specific settings studied. These models are discussed in Chapters One and Two
and will not be explained in great detail here, except in relation to the results
produced by this study in Japan and Finland.

Individualist And Collectivist Cultural Traits

Characteristics related to individualist and collectivist cultures that tended to
confirm Hofstede’s classifications appeared throughout the data. An analysis of
textbooks, which reflect language planning and curriculum goals in Finland
revealed that there seemed to be a positive association with mew' style
textbooks and workbooks. The amount of communicative activities in them
encouraged students to talk and initiate conversations. Finnish teachers stated
that methods had shifted from more structural techniques when they were
students to more communicative lessons now. Lessons began and ended in an
informal manner with teachers and students entering the classroom at the same
time. This was also cited as a more or less recent development. An
examination of classroom teaching methods and interaction revealed situations
in the setting when students spoke up in response to a general invitation by the
teacher and examples of students speaking up in large groups. Confrontations
in the classroom discourse also appeared to be salutary or at least acceptable in
some situations. There appears to have been a shift in the Finnish educational
cultural setting studied towards what Hofstede (1980; 1986; 1991; 1992) puts
forth as individualist cultural traits. This could also be associated with a ‘new’
view of learning which stresses learners taking an active responsibility for
learning, and teachers strive to cultivate this in their classrooms.

In the setting studied in Japan, on the other hand, results suggested that
the traditional structural approach seemed to be held in high esteem. The
observed lack of additional teacher training to accompany the new curriculum
could be viewed as a deliberate choice, designed not to force experienced
teachers to accept student roles. Indeed, some of the Japanese English teachers
that I encountered while in the country appeared reluctant to participate in in-
service training sessions. In Finland, life-long learning appeared to be held in
higher esteem by more individuals. As to textbooks, the results of this study
indicated that activities in them appeared, in many cases, to support a learning
environment where the students should only speak when called upon by the
teacher. This would promote formal harmony in the learning situation so that
neither the teacher nor the student should ever be made to lose face. Many of
the Japanese English teachers in the setting seemed to uphold 'traditional’
values and all began and ended their lessons with formal openings and
closings. Diplomas, awards and certificates in Japan were held in high esteem
and given out at special ceremonies and sometimes displayed on walls. In
addition, the examination of videotaped classroom discourse yielded no
examples of Japanese students speaking up without being recognized, again
suggesting that a premium was put on formal harmony in the learning situation
which is indicative of strong face-consciousness. All of these characteristics
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which seemed to be prevalent in Japan are put forth by Hofstede (1980; 1983;
1991) as collectivist cultural characteristics.

There was also overlap and common characteristics between the two
educational settings examined, which could be seen as similarities. Results
showed that many of the teachers in both countries where enrolled in various
forms of adult and continuing education which suggests that teachers in both
countries participate in life-long education. Teachers in the settings in both
countries were, as far as my observations could tell, strictly impartial in dealing
with students. English teachers in Japan, like their Finnish counterparts,
sometimes used ‘new' communicative methods. These similarities are classified
by Hofstede (1980; 1986; 1991) as individualist cultural characteristics.

In addition, both educational cultures studied exhibited some collectivist
traits probably because of traits which can be associated with educational
settings in general. Finnish teachers, like their Japanese counterparts,
sometimes used 'traditional’ structural methods during their lessons, especially
in the lessons classified as Finnish grammar-oriented lessons. Finnish teachers
were also concerned about the ‘face' or public self-image of their students and
made every effort to ensure that no one would be humiliated during the lesson.
Formal harmony was also held in high esteem during more teacher-centered
activities in Finland and the transcribed classroom discourse reveals that in
many situations, Finnish students spoke only when called upon by the teacher.

Hofstede's (1986) classification that large classes split into smaller groups
based on ethnic affiliation in collectivist societies and on the task at hand in
individualist cultures did not surface in the data, probably because of the
absence of ethnic groups within the settings in the two countries studied.

Power Distance

Many of the traits that emerged in the data from the specific junior high school
educational cultures studied tended to confirm the weak and strong power
distance characteristics set forth by Hofstede (1980; 1986; 1991).

Weak power distance traits tended to be prevalent in the data gathered
from Finland. Textbooks which have been put forth as the 'visible heart of the
curriculum' seem to stress that English can be learned by any competent person
and encourage the independence of students through the variety of activities
and explanations presented. Results suggested that they tended to support
student-centered education and a premium on initiative by enabling the
learners to initiate conversations. Activities tended to encourage students to
'find their own paths’, reinforcing the learner autonomy goals present in the
curriculum. Textbooks and workbooks tended to provide activities that
enabled the students to speak up in class, making it possible for a contradiction
of the teacher to occur and placing an emphasis on two-way communication in
the classroom.

Teachers in Finland expressed that they encouraged learner autonomy
and thought that students could learn by themselves. Teachers often expected
students to initiate interaction and in some cases allowed them to choose their
own activities during the lesson. This encouraged students to work
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independently. The amount of two-way communication during lessons was
seen as beneficial. Respect for teachers was not necessarily tied to age. All of
these traits, which were prevalent in the Finnish educational cultural setting
studied, suggest weak power distance according to Hofstede (1980; 1983; 1991).

The Japanese educational culture studied tended to reflect strong power
distance characteristics. Textbooks, for example, promoted teachers
transferring their knowledge of the English language to their students by
handing it down. In other words, teachers are expected to speak and students
to listen. This fostered a more teacher-centered learning process and put a
premium on order. The textbooks tended to be structured for the teacher to
initiate communication and outline the paths that the students should follow.
The activities were conducive for the students to only speak up in class when
called upon by the teacher, thus creating a learning situation where the teacher
could not easily be publicly contradicted. The textbooks appear to be designed
to be taught rather than to initiate two-way communication between the teacher
and the students.

Teachers in the Japanese setting seemed to prefer a teacher-centered
methodology which promoted learner dependence. Teachers tended to direct
student activity and tell the students what to do. Students only spoke up in
class when invited by the teacher. Students and teachers in the Japanese setting
tended to relate learning to the excellence of the teacher and in teacher/student
conflicts, parents were observed to side with the teacher. These characteristics
suggest that Japan has many features which Hofstede (1980; 1986; 1991)
classifies as indicative of strong power distance within society.

Similarities did exist between the two educational settings studied,
including the observation that teachers were rarely publicly criticized in either
Japan or Finland which is a strong power distance trait. Still, in both
educational cultures, students did sometimes criticize or contradict their
teachers. Usually this was done when the teacher in question was not present.
This is a weak power distance characteristic. Respect in both countries tended
to be tied to the individual teacher, but age and experience may have influence
in both settings. This is a strong power distance trait.

Uncertainty Avoidance

Uncertainty avoidance relates to the way in which individuals within a culture
feel in uncertain situations. Individuals in weak uncertainty avoidance cultures
tend to feel more comfortable in uncertain situations than members of strong
uncertainty avoidance cultures.

The Finnish textbooks and workbooks that were used in the educational
culture studied presented material that could be taught with varying objectives
and looser timetables. In fact, students were sometimes allowed to choose their
own activities which they carried out with a partner. Officially, schools could
choose any textbook they liked, even textbooks produced abroad which could
lead to quite varied objectives. However, the schools in the setting studied
chose to use the same domestically produced textbooks they had been using
before. The student-centered activities made it possible for the students to ask
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questions which the teacher might not be able to answer. The activities in the
textbooks and workbooks also sometimes required innovative approaches to
problem solving. These traits suggest that the Finnish setting reflected weak
uncertainty avoidance cultural characteristics.

Teachers in the Finnish setting expressed views that suggested that lessons
should be free-flowing and not always explicitly structured by the teacher.
They sometimes said T don't know' in the lessons observed. The emphasis in
their lessons was usually on comununication. Teachers tended to show little or
no emotion in the setting and some minor intellectual disagreements between
teachers were witnessed while I conducted my research. The chapters on lesson
segmentation and classroom interaction tended to reinforce what had been
revealed in the other sections. Students and teachers in Finland seemed to feel
comfortable in less structured learning situations, teachers tended to use plain
language and students were rewarded for problem solving. These traits seem
to confirm Hofstede's (1980; 1986; 1991) theories on weak uncertainty
avoidance.

The textbooks and workbooks in the Japanese setting tended to present
material that was designed to be taught with precise objectives, detailed
assignments and strict timetables. The textbooks that were used were first
approved by the Ministry of Education (Monbusho) who set forth fairly strict
guidelines for the textbooks. These books are generally designed for teacher-
centered classrooms where the teacher 'has all the answers' and tend to foster
accuracy in problem solving. These features are put forth by Hofstede (1980;
1986; 1991) as strong uncertainty avoidance cultural traits.

Japanese English lessons in the setting studied appeared to be quite
structured when compared to their Finnish counterparts. Teachers seemed to
be expected to know all the answers and emphasized grammar in many of their
lessons. Students and teachers were sometimes observed to become very
emotional, for example during a graduation ceremony. This type of behavior
was not observed in the Finnish setting. Intellectual disagreements tended not
to surface in the Japanese setting. Analysis of teaching methods and classroom
interaction in the setting suggested that Japanese students and teachers felt
more comfortable in structured learning situations and that students were
rewarded for accuracy. These correspond with theories about strong
uncertainty avoidance societies.

Masculinity And Femininity

Masculinity and femininity deal with competition in society. According to
Hofstede (1980, 1986, 1991, 1993), masculine cultures tend to be more
competitive and have clear definitions as to what is expected of men, while in
feminine cultures male and female roles may overlap and men may regard
quality of life as a viable option over material success.

The Finnish textbooks, through the promotion of learner autonomy and
communicative activities, exhibited features which encouraged learners to
make themselves visible in the classrooms. Students had a tendency to compete
for attention during the lessons and behaved as individuals, revealing little
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emphasis on social adaptation. The transcribed classroom discourse provides
concrete examples of the students attempting to make themselves visible
during the lesson. One example of praise is present in the Finnish classroom
interaction sample. These traits are classified as features of a masculine society.

In addition, teachers used average students as the norm by not, generally
speaking, streamlining their classes according to level. Students and teachers
alike tended to view failure as a relatively minor incident in the Finnish setting
and even set up special lessons for students who chose to study an additional
year in junior high school. Students in Finland practiced mutual solidarity and
teachers severely rejected corporal punishment, thus exhibiting what has been
suggested as feminine characteristics. Classroom interaction and teaching
methods reveal only one example of praise in the Finnish discourse. The lack of
praise is also classified as a feminine trait.

Japanese textbooks used in the setting tend to encourage modesty in
students by encouraging more teacher-centered methods. Grades and rank in
the Japanese class were seen as important by most teachers and students. Good
grades were rewarded with good recommendations and praise. Failure was
often seen in the Japanese setting as a severe blow to the student's self image.
Corporal punishment was sometimes used” . These traits are characterized in
Chapter Two as masculine society features.

The Japanese educational culture also exhibited a number of feminine
characteristics. Teachers used the average student as the norm in all of the
schools where I taught by not streamlining the classes according to ability.
Social adaptation was rewarded as students were expected to operate as
members of the school and various sub-groups within the educational culture.
Students in Japan, like their Finnish counterparts, practiced mutual solidarity.
Japanese students also showed a tendency in most situations to behave
modestly. Classroom interaction and teaching methods tended to exhibit
feminine features by not revealing praise and presenting learners as behaving
modestly, in other words not speaking up of their own accord and not
competing for the floor.

The overlap between masculine and feminine cultural characteristics
should not be surprising. Michael Bond organized a study at the Chinese
University of Hong Kong and found a great deal of overlap regarding this
dimension among their respondents (The Chinese Culture Connection 1987).
They go on to argue that the dimension can be combined to form a new
dimension related to task-related and human heartedness-related values
(Gudykunst and Ting-Toomey 1988: 50). Hofstede's (1986) characteristics
related to the masculinity and femininity dimension which addressed
‘brilliance” as opposed to ‘friendliness’ in teachers was not addressed in the
present study because I determined 'brilliance' to be an intangible concept too
difficult to analyze. This classification was, therefore, omitted. Students in the
Japanese and Finnish settings had little choice in their course of study so the

19 Informants stated that in rare cases, students who disrupted lessons were sometime slapped on the

back of the head, usually by older teachers.
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categories related to males choosing or not choosing traditionally feminine
subjects were not addressed by the present study either.

Hofstede’s (1980; 1986; 1991; 1992) dimensions suggest for example that a
group of male teachers who are friendly to their students are exhibiting
‘feminine’ tendencies while a group of female teachers who are brilliant are
exhibiting ‘masculine’ tendencies. These terms are problematic.  The
terminology presented in the Chinese Culture Connection (1987) is, in my mind,
better when describing human work-related values than terms which may be
associated with preconceived notions on gender roles.

Summary

Overall, the present study tends to confirm many of the traits put forth in
Hofstede's (1980; 1986; 1991) ‘4-D Model of Cultural Difference’. The Finnish
junior high school educational culture setting studied yielded results that
suggest more individualist, weak power distance and weak uncertainty
avoidance cultural traits while the Japanese setting produced data which
suggests that the educational culture tends to be collectivist with strong power
distance and strong uncertainty avoidance. There were also instances of
overlap which could be looked upon as similarities in regard to the femininity
and masculinity dimension and, to a lesser extent the other dimensions, which
underlines the presupposition stated in Chapter One that all cultures have all
features and the study and classification of culture is not a black-and-white
issue. Even so, the results shed light on aspects of English teaching and
learning in the Finnish and Japanese settings that seem to evade an applied
linguisticapproach which does not factor in cultural aspects.

Context In Culture

As stated in Chapter One, Hall (1976) suggests that what he termed 'context'
differentiates one culture from another. Results suggested that the educational
culture of the Finnish junior high school studied exhibited many low-context
cultural characteristics. Students and teachers alike tended to verbalize
virtually all information using the explicit code of language because of the
‘openness’ of the activities and the consequent need to negotiate meaning.
Little ritualized, formal behavior appeared in the setting studied which may
suggest that the physical context of the situation yielded communicative
information for the participants. According to Widen (1985: 158), Finnish
communicators in non-educational settings 'do not verbalize the whole
communication process' and Finnish communication strategies 'strongly
resemble those in Japanese society'. The results of the present study do not
confirm this assumption in the educational culture that was studied. Instead,
profound differences between the Finnish and Japanese communication styles
were found in the setting studied. Results suggested that Finnish learners
tended to make themselves visible during the lessons by speaking out and
using other strategies which I have classified as being indicative of low-context
in the educational culture studied because the situation allows and encourages
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the learners to verbally code their messages rather that rely on the context of
the situation.

On the other hand, the educational culture of the Japanese junior high
school setting studied tended to reflect a number of high-context cultural
characteristics. The formal beginnings and endings could be interpreted as
contextual features which participants can interpret from the 'physical context'.
Everyone in the setting appeared to have clearly defined roles and routines.
Examples of this can be found in Chapter Eight, for instance, where I have
related what goes on during the formal ‘opening’ of the lessons: the teacher
enters the room and signals the ‘on-duty’ student to tell the others to stand.
The transcribed discourse suggested that the participants in the Japanese setting
had ‘internalized' rules of interaction - much more so than their Finnish
counterparts - which they rarely if ever broke while I was conducting my
research. The silence and order during the Japanese English lessons also
suggest a high-context educational culture in the setting studied.

The results are largely expected. Hall (1976) suggests that Asian cultures
such as China, Korea and Japan tend to exhibit high-context cultural features
while Western cultures such as Germany, Scandinavia and Switzerland tend to
reflect lower context features.

Politeness

Features of solidarity and deference politeness were also examined in relation
to the data in the present study (Scollon and Scollon 1983; 1995). They are
discussed in Chapter One and will be discussed here only in relation to the
results of the study. The Finnish setting exhibited solidarity politeness
strategies by the more or less equal manner in which communication took place
between teachers and students. This was encouraged by the activities that were
presented in the textbooks and the methods used by the teachers in the
classroom. The transcribed classroom discourse also revealed many examples
of relative equality in interaction by the way in which students were allowed to
ask questions and speak to the teacher, often on more or less equal terms.

The politeness strategies in the Finnish educational culture reflect recent
changes in the society. In the Finnish family, parents and children interact
fairly equally and children are quite independent. In the world of work,
managers are more democratic often referring to their subordinates as the
‘team’ and themselves as ‘team leaders’. Most subordinates refer to their
managers by their first name unless there is a marked age gap. The Finnish
educational culture tended to reflect these broader societal changes.

The Japanese setting tended to reflect more deference politeness
communication strategies where superiors - the teachers - usually 'talked down'
to inferiors, the students. This was reinforced by the design of the textbooks
which tended to foster more teacher-centered approaches and by the methods
that were found to be used in the classroom. Transcribed discourse revealed
that the teachers always controlled the floor during the lesson and students
only spoke when they were called upon personally. The formality of the lesson
ritual (openings and closings) also reinforced the deference politeness mode by
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creating distance between the participants and clearly indicating the roles of
teachers and learners.

Scollon and Scollon (1983; 1995) suggest that Asian cultures tend to reflect
deference politeness strategies while Western societies tend to reflect solidarity
politeness characteristics. This appeared to hold true in the data that was
gathered in settings addressed by this study.

9.3 Implications

Crystal (1997) reports that English has become the language of the world by
repeatedly finding itself ‘in the right place at the right time’. Hundreds of
millions of people, perhaps as high as a billion, learn English as a foreign
language around the world. Understanding the relationship between the
English teaching and learning process and culture will contribute to the
broadening of perspectives and continuing professional development necessary
to cope with the challenges that will arise over the following decades.

The most important contribution of this study is the pilot testing of the
research model for analyzing the English as a foreign language teaching and
learning process in two countries. The cultural features of individualism and
collectivism, power distance, uncertainty avoidance and masculinity and
femininity as well as context in culture (Hall 1976) and politeness strategies
(Scollon and Scollon 1983; 1995) that were included in the model do appear to
explain many aspects of the educational cultures in the specific junior high
school settings studied which a mere applied linguistic approach would have
failed to address. The method hopes to extend the cross-cultural work of
Hofstede (1980; 1986; 1991) and, to a lesser extent, of Hall (1976) and Scollon
and Scollon (1983; 1995). The method has proven feasible in this study and
might be feasible for other studies that attempt to examine teaching and
leaming from an intercultural perspective.

Having completed this project, my impression is that Hofstede’s
dimensions can be utilized in many ways and are subject to interpretation. If
this project had attempted to ‘prove’ or ‘disprove’ them, an approach insisting
on a strict, literal interpretation could have been adopted. Then this work could
have proceeded to argue that the categories are invalid. Instead, observable
features in the physical work of the two educational settings were described,
then corresponding phenomena were matched with Hofstede’s tendencies.
This free interpretation suggested that many of Hofstede’s observations are
valid and could be found in the settings studied. My feeling is that cultural
features are observable and can be classified. However, they are better
approached as tendencies rather than mutually exclusive categories.

In addition, it is my feeling that many aspects of the Finnish English as a
foreign language education system could be incorporated into the Japanese
educational culture, most notably the lowering of the age in which pupils begin
studying the language and the adoption of Finnish style text and workbooks



232

accompanied by in-service teacher training. Following in-service teacher
training, learner training could be used to train pupils to behave in a more
autonomous manner. My feeling is that although an English language
classroom which promoted more individualism, lower power distance and
weaker uncertainty avoidance may run contrary to the prevailing educational
culture in other classrooms, it would not necessarily disrupt the harmony of the
school as a whole. Teachers and learners could adopt the attitude that the
English classroom is a unique learning environment were ‘English’
communication patterns could be promoted.

True, cultural factors such as the tendency for older persons (teachers) not
to assume student roles may inhibit the further in-service teacher training
needed to initiate such a change. However, if such training was viewed as
‘hobby lessons’, such as golf or flower arranging, rather than vocational
training dictated by the central government, it may be more readily accepted.
Further, the Japanese are ‘famous’ for adopting useful western technology
while maintaining their own national identity. This could be applied to the
adoption of Finnish ‘technology’ of effective English as a foreign language
education.

Another major implication of this study is that researchers must be wary
of making claims about English language teaching in various countries without
taking into account cultural factors which may influence teaching and learning
within those countries. One must be aware that cultural factors such as
individualism and collectivism, power distance, uncertainty avoidance,
masculinity and femininity, context and politeness may influence educational
cultures and affect the design and implementation of educational policy.

Further, research in applied linguistics should, in my mind, not lose sight
of the practieing classroom teacher. In an educational cultural setting, it is often
more useful to analyze several factors which contribute to the teaching and
learning process on the surface to gain a picture of English education as whole.
For the practicing teacher, broad perspectives and a greater understanding of
the whole as provided by studies such as this should be easier to relate to the
entire language teaching process.

More detailed cultural analysis studies within the framework of English
teaching and learning are needed to understand the educational processes
around the world in addition to further investigations into teacher training.
These may lead to new breakthroughs in the field of English as a foreign
language education and intercultural communication which contribute to
providing the skills needed for interaction and cooperation in the emerging
global community.
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Appendix 1
Students Survey Results

100 third year students were surveyed in Ms. Junko Moridaira's Kanra Number
one Junior High School classes. The highest number of responses for any one
question was 103 and occurred in question 8 because some students checked both
answers.

1. Why do you study English? Choose as many answers as you like from the
following list.

high school entrance tests 61 junior high school tests 54
to speak it 49 tounderstand it 48
to travel outside of Japan 42  to talk to foreign people 46
to listen to music in English 26  to watch movies in English 23
to read books, magazines, etc.. 19  Other-1T like English" 1

2. How many foreigners have you talked to?
3 31 2 26 4 20 5 14 11

3. Did you speak with the foreigner? Yes 82 No 7

4. Have you ever been to a foreign country? Yes (Guam) 1
No 93

5. After junior high school, what school do you want to attend?

high school 88

(Japanese teacher indicated they all wished to attend high school)

4 year university 25

technical or vocational school 21

2 year college 13

work 6

advanced education (MA or Ph.d.) 4

agricultural high school 3

self defence force (Army) 2

6. Do you like English?
Yes 42 No 37 Yesand No 17

7. Do you hate English?
Yes 36 No 42 Yesand No 17
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8. Do you go to ‘juku'(private cram school) for English?

Yes 70 No 33
How many hours?
1-4 hours 60 more than 4 hours 7

9. How many hours do you study English at home in a week?
1 hour 10 2-4hours 56  more than 8 hours 7

10. Do you ever watch English movies?

Yes 76 No 13

If yes, how many hours in a month?

2-4hours 51 5-8hours 14  morethan8 hours 5

11. In English class, what do you like?

the AET 63 games 60  classes with the AET 44
speaking 29 listening 19 writing 17

reading 16 classes with the Japanese teacher 13

the Japanese teacher 8 tests 6 the textbook 4
other-'nothing' 1

12. Do you want to visit an English speaking country? Yes 79 No 21

13. Do you listen to foreign music in English?

Yes (usually less than 4 hours a week) 52 No 21
14. Do youread English books, magazines or comics?

Yes (usually less than 2 hours a month) 13 No 80
15. Will you use English in your life?

Yes sometime 39  Maybe 32 Yesoften 9
No 8 Idon't know 6

16. How good is your English?
OK 41 not good 15 bad 11 very bad 7
zen zen wakaranai (I understand nothing) 6 very good 4 good 3

17. What does team-teaching do? Choose as many answers as you like.

makes English more fun 48
helps with entrance tests 37
makes English more interesting 36

makes students want to speak English 30
other-'to understand' 1
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18. What does team-teaching make you learn? Choose as many answers as you
like.

speaking 37
it is possible to speak English 36
listening 31
about foreign people 26
reading 23
about foreign places 23
writing 23
grammar 11
the JTE can speak English with the AET 12
No response 14

19. What do you want to be when you grow up?

don'tknow 14 cook 10 office worker 10
computer programer 7  engineer 7 teacher 6

nurse 6 kindergarten teacher 4 TV star 2
hair dresser 2 painter 2 mechanic 2

hotel manager, baseball player, domestic servant, dietician, florist, clothes
designer, civil servant, graphic designer, doctor, writer 1
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Appendix 2
Students Survey Results - Finland
129 eigth grade students were surveyed in Emékoski Junior High School classes.

1. Why do you study English? Choose as many answers as you like from the
following list.

matriculation examination 21  junior high school tests 43
to speak it 108 to understand it 110
to travel 85 to talk to foreign people 85
to listen to music in English 66  to watch movies in English 72
to read books, magazines, etc.. 51

Other

Penpals 3 Talk to English Father 1
Because I have to 1 Use computers 1

2. How many foreigners have you talked to?

@) 15 1-5 58 6-10 12 11-15 1

16-20 6 20+ 10 many 9 some 5

no answer 11

3. Did you speak English with the foreigner?  Yes 95 No 25 na2

4. Haveyouever been to a foreign country? Yes 119 No 9

5. After junior high school, what school do you want to attend?

Lukio 76 ammattikoulu 60 kauppaoppilaitos
13

work 8 university 6 NA 3

Other: horse economy opisto 1

6. Do you like English?

Yes 100 No 9 I don't know 20

7. Do take private English lessons? Yes 6 No 8
8. How many hours of English TV shows do you watch in a week?

O 5 1-5 28 6-10 51 11-15 10

16-20 13 20+ 19

no answer 6 Idon't know 1



9. How many hours do you study English at home in a week?
1 hour57 2-4hours 57 4-8hours 8 More than 8 hours 2

10. Do you ever watch movies that are in English? ~ Yes
If yes, how many hours in a month?
2-4hours 38 5-8hours 36  9-12hours 18

More than 13 hours 26 NA1

11. In English class, what do you like?

games 57  speaking 62  listening 56
32

reading 46  tests 14  languagelab 41

pair work 81

other: video 12 group work 2

12. Do you want to visit an English speaking country?
Yes 104 No 10 NA 4
If yes, where: mostly US, Canada, UK

13. Do you listen to foreign music in English?
Yes 115 No 2 NA1
If yes, how many hours a week?

61

257.

No 3

writing

textbook 16

1-5 44 610 23 11-15 13 16-20 5 20+ 25
don'tknow 9

14. Do you read English books, magazines or comics? Yes 53
If yes, how many hours a week?

1 27 2 16 3 3 5
8 1 sometimes 2

15. Will you use English in your life?

Yes often 29 Yes sometimes 48  Maybe 37
I don't know 12

16. How good is your English?

very good 21 good 27 OK 51 not good

bad 4 very bad 3

often 7
No 65
1
No 4
14



258

Appendix 3

Team-taught lesson (Japan)

Place: Kanra Number 3 Junior High School, Gunma Prefecture

Level: Second Year (eighth grade); Students were between the ages of 14 and
15.

Key

JTE Japanese English Teacher

ALT Assistant Language Teacher (Native Speaker)

S1-511 Individual students

Class All or almost all students

0 Translation of Japanese or Finnish

(1 Overlap

<> Non-verbal response or other factors in the class

{} Comment

Text move exchange

Exchange 1

JTE: Hey, OK. Let's begin. informing I

St Please stand up. acknowledging R/1

eliciting

<class stands up> acknowledging R

SIL: Please bow. eliciting I

<class bows> acknowledging R

Class: Good morning acknowledging R/1
Mr. Kitazume and Mikel. informing
{in chorus}

JTE: Hey, good morning everybody. acknowledging R

ALT: Good morning everybody.

Sl Please sit down. eliciting I

<class sits> acknowledging R

JTE: OK. acknowledging F



Exchange 2

ALT: OK,
how do you feel today?
How do you feel?
How do you feel?
<points to student>

S2: I'm sleepy.

ALT: Sleepy.

Exchange 3

ALT: Who's sleepy?

<Sleepy people raise their hands>

ALT: Almost everybody.
Exchange 4

ALT: How do you feel?
<indicates student who didn't raise his hand>
S3: I'm cool.

ALT: Cool?

Exchange 5

ALT: Who's cool?

<People who are cool raise their hands>
JTE: Almost everybody.
Exchange 6

ALT: How do you feel?

<to student who didn't raise his hand>
S4: I'm sleepy.

ALT: Sleepy.

Organizational
eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F
eliciting I
informing R

acknowledging

259
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Exchange 7

ALT: How do you feel?

<points to different student>

S5: I feel coord.

ALT: You feel good?

S6: Cool.

ALT: Cool?

<positive non-verbal signal from 56 - a nod>
Everybody feels
[cool].

JTE: [Me too]
[Cool] Uh! [Me too].

Class: [laughter]

ALT: [Heh, heh]. Yea, me too.
OK.

Exchange 8

ALT: What day is it today?
What day is it today?

<picks student>

S7: It's Friday.

ALT: It's [Friday].

JTE: (It's] Friday.

<click x 20 from chalk on the board>
OK.

Exchange 9

ALT: OK.
What is the date today?
What is today's date ...
What is today's date?

<picks a student>

S8: It's November ... twent
[cough, cough, cough]

JTE: (It's November ... twent, uhm?
Repeat it.

S8: It's November twentieth.

eliciting I
informing R
eliciting I
informing R
eliciting I
informing R
acknowledging F
Organizational
eliciting I
informing R
acknowledging F
Organizational
Organizational
eliciting I
informing R
eliciting I

informing R



JTE:

ALT:

Twentieth.
OK.
OK.

[click x 27 from chalk on the board]

Exchange 10

JTE: OK.
ALT: OK.
What day was yesterday?
What day was yesterday?
What day was yesterday?
<Pick students>
S9: It was Thursday.
{barely audible}
JTE: OK. It was Thursday.
ALT: It was [Thursday].
JTE: [Thursday]

Exchange 11

ALT: What day is tomorrow?
What day is tomorrow?

<picks student>

S10: It's Saturday.

ALT: OK.

JTE: OK. It's Saturday.

Exchange 12

ALT: How's the weather today?
How's the weather?

<picks student>

S11: It's cloudy.

JTE: OK. [It's cloudy].

ALT: [It's cloudy].

[click x 16 from chalk on the board]
OK.

261

acknowledging F
F
Organizational
Organizational
eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F

Organizational
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Exchange 13

ALT: So, everybody together.
Organizational
It's Friday.
Class: It's Friday.
ALT: It's November 20th.
Class: It's November 20th.
ALT: It's cloudy.
Class: It's cloudy.
JTE: OK.

Exchange 14

{one second pause from previous "OK"}
JTE: OK. Let's begin a game.
Organizational
OK.
Could you explain?
ALT: OK.
Today we're going to play
"Can you Game". So, you
have to think of questions.
Can you?
[clicks from chalk on board]
OK. Can you nani nani?

Class: <Laughter>

<clicks from chalk on the board>
ALT: Yes, I can.

JTE: Yes, I can.

ALT: No, I can't.

JTE: No

ALT: OK.

informing
acknowledging
informing
acknowledging
informing
acknowledging
acknowledging

eliciting
acknowledging
informing

acknowledging

acknowledging

—

—
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Exchange 15

ALT:

JTE:
ALT:
JTE:

So, first turn your desks eliciting I
to face each other. OK?

Turn your desks.

Turn your desks.

[Turn your desk] to face each other. acknowledging R
{Students turn their desks}
OK. acknowledging F

Exchange 16

JTE:
ALT:

JTE:

P

So, teams, OK? eliciting
This is team one <points>, acknowledging R
team two <points>.

OK. acknowledging F

Exchange 17

ALT:

Class:
ALT:

Team one <points>,

Organizational

team two <points>.

Team one <points>,

team two <points>.

OK.

So, you have to think informing I
of questions.

Can you? The first person

says-hum-asks <points>

this person <points> on

the other team, "Can you

cook dinner?"

He says, "Yes, I can”. Then,

no point. If he saysno I can't,

then one point. OK? So, if she

says, "Can you cook dinner?",

he says, "Yes, I can", then there

is no point. But if she says, "Can

you fly?" Fly

[slight laughter] acknowledging R
(like a bird]. Ok? If he says, informing
"No I can't.” Then this team
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<points> gets one point. OK?

JTE: Impossible questions.
ALT: Yea, impossible questions.
JTE: Impossible. You know? Impossible-
ALT: OK?
Class: [chatter] acknowledging R
ALT: Do you understand? eliciting I
Class: Yes. {in chorus} informing R
JTE: Difficult, difficult questions. acknowledging F
ALT: OK.
Exchange 18
ALT: So, if he says, "Yes, I can”. informing I

Then, his team gets to ask the

next question.

OK? So, the first question,

this person asks (points).

So, she says, "Can you cook

dinner?". He says, "Yes, I can".

So then, she (points) gets to ask

the next question. But, if he

says, "No, | can't". Then, this

team (points) gets to say-ask

the next question. Understand?
Class: slight laughter acknowledging R
ALT: Difficult. informing I
JTE: Difficult.
Class: [chatter in Japanese] acknowledging R
JTE: (explanation in Japanese) informing I
Class: <explain to each other in Japanese>
ALT: [Do you understand?] informing I
Class: Yes. acknowledging R
ALT: OK. acknowledging F
Exchange 19
ALT: Keep your own scores. OK? Organizational
JTE: Explains in Japanese. (Keep score)
ALT: OK. Here we go. Go! informing [
JTE: OK. First person, first person.

S1I: Jan Ken Pon acknowledging R



Appendix 4

Regular English lesson (Japan)

Place: Kanra Number 3 Junior High School, Gunma Prefecture
Level: Second Year (eighth grade); Students were between the ages
of 14 and 15.
Exchange 1

<teacher enters>

JTE: Hai, soredewa hajimemasu,
Hey, who is on duty?
St: Please stand up.
<students stand up>
S1: Please bow.
<students bow, teacher bows>
All: Good momming, Mr. Kitazume.
JTE: Hey, good morning everybody.
S1: Please sit down.
<students sit down>
JTE: OK.
Exchange 2
JTE: How are you today, Koji.
Koji: I have cold.
JTE: You have a cold? OK.
Exchange 3
JTE: Who has cold?
Who has cold?

<teacher raises hand, students
with a cold raise hands also>
JTE: Me too, me too. OK, take care.

informing

acknowledging
eliciting
acknowledging
eliciting
acknowledging
informing
acknowledging
eliciting
acknowledging
acknowledging

eliciting
informing
acknowledging

eliciting
informing

acknowledging
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Exchange 4
JTE: Hey, Kenji, how do you feel?
Keniji: I feel sleepy.
JTE: You're sleepy. OK.
Exchange 5
JTE: Who's sleepy?

Who's sleepy?
<two students raise their hands>
JTE: Two people. OK, I see.
Exchange 6
JTE: Hey, Ko, Masukatsu,

how are you?
Masukatsu: I feel sleepy.

JTE: Sleepy? OK.
Exchange 7
JTE: Hey, Mariko,

how do you feel?
Mariko: I have cold.

JTE: You have cold.

Exchange 8

JTE: Hey Makiko,
how do you feel?

Makiko:  Ihave cold.

JTE: Cold.

eliciting
informing
acknowledging

eliciting

informing
acknowledging

eliciting

informing
acknowledging

eliciting

informing
acknowledging

eliciting

informing
acknowledging



Exchange 9

JTE:
Chieko:
JTE:

Chieko, how are you today?
I feel OK.

You feel OK, hai,

Who is OK?

Who's OK?

<Students who feel OK raise hands>

JTE:

Fine. I see.

Exchange 10

JTE:

Sakiko:
JTE:

What day of the week

is it today? What day?

Hey, Sakiko, what day?
Monday.

OK. It's Monday.

{while writing on the board}
It's Monday, today. OK.

Exchange 11

JTE:

Katsunomi:

JTE:

What's the date?
What is the date?
Hey, Katsunomi.

It's March 22nd.
OK, it's March 22nd.

{while writing on the board}

Today, March 22nd.

Exchange 12

JTE:

Yuko:
JTE:

OK,
How's the weather?
Yuko, how's the weather?

It's sunny.

OK, It's sunny.
{while writing}.
It's sunny.

eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F
eliciting I
informing R
acknowledging F
Organizational
eliciting I
informing R
acknowledging F
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Exchange 13

JTE:

All:
JTE:
All:
JTE:
All:
JTE:

K, hey, everybody now together.

It's Monday today.
It's Monday today.
It's March 22nd.
It's March 22nd.
It's sunny.

It's sunny.

Hey, OK.

Exchange 14

JTE:

ai, ja kona aida no fukushu suru
Close your books.
Close your books.
Close your books,

<students close their books>

and close your notebooks.

<students close their notebooks>
close books. ah nani ga nani nani ga aru nantoka nani
ga iru ga to iu kata kimatta ii kata osowatte kima shita ga
yo ne gimonbun, hiteibun to nani nani ga aru datoka
nani nani ga iru to iu ii kata kotae kata ne wakarimashita
hai ja mo ichido, na hai to hitotsu tsukue ga arimasu,
hitotsu no tsukue ga arimasu. Hai, Kenji Tamura,

Kenii:

hitotsu no tsukue ga arimasu.
Wasure chatta.

Exchange 15

JTE:
Kenji:
JTE:

Wasure chatta. (?)
There is a... desk
OK, tsukue ga arimasu
hai hitotsu dakara na
'there is' 0 tsukau.

Organizational
informing I
acknowledging R
informing I
acknowledging R
informing I
acknowledging R
acknowledging F
informing I
acknowledging R
informing I
acknowledging R

eliciting
informing

acknowledging

—



Exchange 16

JTE:

Hai, there is a desk.

<teacher signals for the students to repeat>

All:
JTE:

There is a desk.
OK, hai.

Exchange 17

JTE:

Hisanori:

JTE:

Hisanori:

JTE:

Hisanori:

JTE:

kono heya ni

kono heya ni wa hitotsu
tsukue ga arimasu hai omake no
kotoba o tsuketa wake dayona,
Hisanori.

Thereis a

There is a..nani ga aru n da
There is a

desk in this room.

{slowly}

mm in this room da yo na
OK mo ichido.

There is a desk in

this room.

OK

Exchange 18

JTE:

All:

JTE:

All:
JTE:

hai bero o kande na, shikkarina
teacher points {to mouth and
indicates how to pronounce the
dental fricative 'th'}

the, the, nan da yo, kande na, shikkari

na the the

there is a desk in this room, hai.
There is a desk in this room.
Hitotsu dakara 'a' o

kanarazu tsukena.

Hai, There is a desk in this room.

Hai.
There is a desk in this room.
Jyaa,

eliciting

acknowledging
acknowledging

eliciting

informing
eliciting
informing

acknowledging
eliciting
acknowledging

acknowledging

informing

acknowledging

eliciting

informing
acknowledging

—

R/I

—
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Exchange 19

JTE:

All:

JTE:

Ayano:

JTE:

tsukue ga mittu arimasu,
Kono heya niwa.

There are three desks

in this room. Hai.

There are three desks in
this room.

Ja tsukue ga mittsu arimasu
kono heya ni wa na tsukue
ga mittsu arimasu yo kono
heya ni, hai, Ayano.
There are three desks

in this room.
OK.

eliciting

acknowledging

eliciting

informing

acknowledging
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Appendix 5

Finnish English Lesson

Place: Emakoski Junior High School, Nokia
Level: Eighth grade; students were between the ages of 14 and 15.

Finnish Lesson Exchange 1

T: So, hello everybody. informing I

SlI: Hello. acknowledging R

S2: Hello.

Ss: Hello {not in unison}

T: Are you all here? eliciting I

S1: No informing R

T: No? acknowledging R/I

eliciting

S3: (unintelligible) informing R
pois nyt.

T: (unintelligible) pois nyt. I see. acknowledging

Ss: [Chatter] 'Olli on pois' informing I

T: Allright. acknowledging F

Finnish Lesson Exchange 2

T: Well, uh, eliciting |
since you haven't
got your book again, I will ask
and you can ask each other.

What do you call a

dead body from Egypt?
<a girl raises hand, teacher points>
S4: A mummy. informing R
T: Yes, a mummy, acknowledging F

And, uh, Organizational
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Finnish Lesson Exchange 3

T: what do you call a yellow eliciting I
metal?
Very expensive?

<several hands raised, teacher

recognizes a girl>

Jenni
Jenni: Gold. informing R
T: That's right, acknowledging F

Finnish Lesson Pseudo-Exchange 4
*Note: This is not really an exchange. Several things are going on at the same
time. It will be discussed in later sections.
T: and now I want you to informing I
explain these words
<puts word list on overhead projector>
Work with your pair and find
some English explanations.
Ss: [Chatter] acknowledging R
<students form pairs or groups of three, boys with boys, girls
with girls, two students initially sit by themselves but then
go to groups. Teacher walks around the class to monitor the students.>
<door opens, two students enter, girl first, boy second, boy
pushes girl as she come through the door, leaves door open>

T: Allright, you're late eliciting I
S5: (unintelligible response) ? R
T: Will you take your coat off? I
Ss: [Chatter (unintelligible)]

R
S6: If you are Ridge Forrester? eliciting I
S7: I'm Ridge. (from TV show) informing R
Ss: Chatter (unintelligible)

<one student leaves the room, then reenters with book bag,

several students get up to blow their noses>

<Teacher approaches one group>

T: You're suppose to keep your informing I
book closed and explain.

<Teacher closes the book>
The terms are there.

<points to Overhead Projector>

S8: What kind of questions? eliciting R/I

<incomplete>



Finnish Lesson Exchange 5

T: All right, you are more
or less ready.
We can start
explaining the words. Would
you like to explain the word
"rich"? What is "rich"? Raise

your hand.
<students raise hands>

OK, Jaana (girl).
Jaana: You have lots of money.
T: Yes, you have lots of

money. You're rich.

Finnish Lesson Exchange 6

T: What about bury?
Ss: (chatter)
T: shh....

<hands raised>
How about bury?... Kaisa.

Kaisa: Something you do to a
dead body.

T Yes, very nicely explained.
Something you do with a
dead body.

Finnish Lesson Exchange 7a

T: All right,
How about mask?
What's a mask?......... Well,
uh, perhaps you could explain
it by saying where you put it.
Where do you put a mask?

S6: On the face.

T: Oh yes, and...

273

Organizational
eliciting I
informing R
acknowledging F
eliciting I
acknowledging R
informing F
acknowledging R
acknowledging F

Organizational
eliciting I
informing R

acknowledging F
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Finnish Lesson Exchange 7b

T: ...when do you use a mask,
Kirsi, you had an idea,
on your face.

Kirsi: On your face.

T: On your face, That's right.

Finnish Lesson Exchange 8

T: Ah, how about skeletons?
What's a skeleton?
{Pause)
Jenni?
{Pause}
Any idea?
Ss: Chatter
S7: Inside the body.
T: What?
S8: Inside the body.
T: That's right.

Finnish Lesson Exchange 9

T: A skeleton usually has many
parts, smaller parts.
What are they called?
<students' hands go up>
Ilona.
Ilona: Bones.
T: Bones, yes, your skeleton is

all the bones of your body
and, uh,

eliciting
informing

acknowledging

eliciting

informing
eliciting
informing
acknowledging

eliciting

informing
acknowledging

R/I



Finnish Lesson Exchange 10

T: What's a neck or where?
Ss: Under your skin {chatter}
T: Mika, What is your neck?

Can you explain it? Maybe you
need the word 'below' however,

below
Mika: the head
T: And of course, above your

shoulders.

eliciting
informing
eliciting

informing
acknowledging

P

P
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Appendix 6

-Sisal

Source: OK English (1992), published by WSOY
Contents
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Appendix 6
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Source: OK English (1992), published by WSOY: Contents
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Appendix 6

Source: OK English (1992), published by WSOY: Elementary Contents
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Appendix 6

2 / At Yoriko’s House

READ

Yoriko takes Wendy to her home. She livesin a
large wooden house. She lives there with her parents
and little brother. The girls put on special indoor shoes.

Later Yoriko’s family and Wendy sit down on the
floor and have a lovely dinner. They have rice
and vegetables and lots of green tea.

After dinner Wendy goes to the bathroom |}
She looks at her watch. :
“Oh, dear. It’s ten o’clock. ___
I have to go heme.” ! B 3

Round and round
And to and fro.
j Magic headband,
Please let’s go.

Source: OK English (1992), published by WSOY
Study book
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Appendix 7
UNIT3 When tomorcow comes
12 Heather here *** 7@ |- ‘» pubelimella esioiminen | ® kertaus:
‘ ¢ iapaamisesta sopiminen - ajanilmanksia
12A Hello! *DO! 71 | e viestin - paikanilmauksia
vastanottaminen - = jilkikysymyksia
@ konsonanttidlnteiti
12B  That's life ™ 72
12C Ring, Ring
(Sumg) * 73
13  Shopping (L) *** 74 | e gsiosten teko ® Kkertaus:
* nuorten rahankdytio -raha
¢ ehdotusten teko - lukusanat
¢ futuurikysymys
¢ konsonanttiignteiti
13A Canlkelp you? *DO! 77
PICTURE 3
. In adepartment store * 78 | ‘¢ kuvasanakirje-aukesina ® tavaratalosanaslon
14  Laooking ahead ¥** 80 | o wlsvaisunden o fotuuri
keksintdjd, kuvitelmia ® ajanilinauksia
ja suunnitelmia
15  What's your sign? ** 82 | o leikillista ® Kertaus:
luonnekuvausta kysyvia pronomineja
ISA Feelings * 8 | o toanelmskuva ® kertaws:
adjektiiveja
16 T'he shape of things to e fulevaisuuden ® kertaus:
come? * 88 ennustusta jn muita epAmadriiscn ajan
houskoja perinteitd adverbit lauscessa
17 Hallaween (L) ** 9 | e pyhainpiivan aaton o upsed to (do) -rakenne
riemuija
17 A The futare in your ® tulevaisuudcsta
hand * 2 ennustamista
Extra: The Strange Story of ® jatkokeriomus
Doctar Jekyll and
94

Mr Hyde, Episode 3™

Source:

You Too 8 (1989), published by Weilin+G66s: Contents
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UNIT & Five days & week

281

18 School pews ¥* * 98 | e mitk koulussa wpahtus | © kouluainect
@ lukujarjestys ja todlsms
¢ 2hto ja scuraus o tulevaisunteen viiltanvat
! if-lansect
IBA Wonderfal Warld
(Song) * 101
19  Raoles ** 102 e koulun sifnacista & must/must not
¢ b (o) Allowed
o of-genctiivi
19 A  School rules. ¢ mielipiteitd sadnndista ¢ diftongindnteitd
OK? * DO! 104 | = mychastyminen ja
' antesksipyyntd
198 Feclings * 105 | e tunnelmakuva ¢ kertans:
] adjcktiiveja
PICFURE 4 o kuvasanzkirja-gukcama | @ koulusanastoa
In schaol ¥ 06
20 Brnking the rules ¢ keskusichs ® kertaux
w* 108 rangaistuksista s-genetifvi
20A That's life * 109
2 Making @ class e luukkalehden
magazine * ** 1 suunaittelua
21 A Lets do it *™* 112 | & ryheaaye:
luoidmlchden
vatmistaminen
22 Helping hands * 15 | ® kusu avesumaan
UNICEFia
® ystivyyrta vii maailman
23 Do they know it's \ e faulullskin voi avustaz | © kertaus:
Christmas? (Soug) * (] lukusanoja

Extra: The Strange Story of
Doctor fekyll and

Mr Hyde, Episode 4* 118

' e jatkokertomus

19

Source:

You Too 8 (1989), published by Weilin+G66s: Contents
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Appendix 7

UNIT 5 Discover Britain

M4 Loedoa here we come!
Ly 122

24 A Feelings* 126 |

® tutustumincs Lontoon
kartiagn

¢ tunucimakuva

® kcraus:
verbi + prepositio

® kerlaus: adjekliiveja

25 A look at Londan *** 128

25 A Any suggestoas? *
DO!

® Lontoon nihtay yykyia
¢ chiJon ilmaischtinen

¢ kohtelias pvymd
& tolvecen ilmaiseminen

e chdotusten keminen

® 3janilmaisuja

® kertaus: prepositioita

e 1. koaditionsali ja
vastasva il-lavse

32 ja niihin rcagoiminen
2% B Underground rally @ tutustumioen Lontoon
(L * 134 maanalaiszen
2% You belaég 10 the city ® suurkaupungin
Suog * 136 wenelmia

PICLURE §
The history of Hritain * 138

e historian pau:
Britansian hisloriaa

® hisiOn4aD s4nastoa

27 ‘reosures of gw British

® Xiinnostavia

Mauoseum (L) 140 museonihtavyyksia
¢ neuvellciua j&
piitoksen tekos
28 A maacalled Wah *** (42 | e Egyplin ® kertaus:
muinaishistoriaa koryunktioita

28 A Chat’s life * M4 |

o lauseiden liitdma

® vksinpubelu

® relatiivipronominie:
who, which jJa whase

® sanojen paindlluminen
Jauseessa merkitvksen
mukaan

29  Great Britons o 145

o kuuluisia brittildisis
tiedemichis

® sanunjohto-opin alkeita

30  Mysterios Stonehenge * 148

¢ Britannian
varhaishistoriaa

® muisliinpanajen
tekemistd

& keftaus: - o
{ukusanarakenteita

Exaa: The Strange Story of
Doctor Jekyll and
Mr Hyde, Eplsode 5* 150

¢ jatkokertomus

Source:
Contents

You Too 8 (1989), published by Weilin+Go66s
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UNII & Desdnation Finlsnd
3 Welcome w0 Flnland o ulkomanlaisia o could, shaadd
() 15¢ Suomessa
# banstactelun laadiaaa
31A That's life ™ 156 & yksinpuhelu
32 Yishing Finns ** * 157 | e susmal’isin Wpoja o kertaus:
ulkomaalaisen silmin wndefiniittipronosuncja
¢ Ichtiartikkeli o all, both, cach, every:
i vksikka vaj monikko
32 A Tatic manners * l ® pdyrakeskusielua
DO! 59
PICTURE 6 o
Te winter * 160 | & kuva-aukeama ® 1alvisunastas
13 laplaod ip winter ** $62 | ® wivisia ajan+icttotapoja ® bertaus:
Suomeyad there is -rakcnne
® mainostyvli o ianlamisharjoituksia
3 A Feelings * 164 | e talvincn kokemus ® kertaus:
. adjekliiveja
13R Two wninter poems * 166 | e talvisia sunmelmia
34 This ts Finland ® Suomen csittelyd
(Group work) *** 167 ulkamaalaisille
35  Make vourselves at e crl maiden lapoja ja
home (1) * 170 touumuksia
36 A vew ia Finlasd * 170 | © kokemuksiz Suomesta ® cnpakoivasu:
¢nt yuodenatkvina it muwdollisena
o paivakinatyvli subjekiing
364 TheFour Sewsans * 72 | o vuodenaikojen
Kuvausiy sanoin ja
sdavelin
Extra: The Strange Story of e jatkokertomus
Docsor Jekyll aad
®r Hyde, Eplsode 6 * 274

12

Source:
Contents

You Too 8 (1989), published by Weilin+G66s
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Appendix 7

DNIT 7 African sdventure

o afikkalainen cinain

37  Afrian *MW DRz
(Song) 178
38 CllmeJue(L)*™* 179 | « kenialaisen nuorukuisen | # kestoperfekti
haastauclu.
39 S«geﬁba‘e“ | ® Massi-heimon ® kertaus:
in Keaya 80 perinteistd - artikkelir,
- vksikké ja monikko
A That'slife * 181 | e yksinpuheiu ® relatiivipronominit:
that
PICTURE 7: & kuvasanakirja-sukeamny ® maantieteellista,
The Cenlinent kansatieteellisia ja
of Alrice ® 184 luonnontieteellisia
sanasing
40  Nioronguru, ane of the o Afrikan harvinaista ® kertaus: .
wonders of the world ** 186 luonioa kunjunktioita
¢ ¢ldinsanasion
40 A Oliphaunt (Poem) * 90 | e mielikuvituksellinen
¢lainruno
41 Apes and languege ** 197 | @ eliinten wilavaa ® can, could, be able to
viestineAd ® ather, others
42 Before i’s oo lae * 193 | ¢ WWFja
luonnonsuojelu
Extra: The Strange Story of o jatkokertomus _
Doctor Jekyl§ and
Mr Hyde, Episode 7% 196

Source:

You Too 8 (1989), published by Weilin+G6os

Contents

13
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Appendix 7

UNTT 8 No problem

43 Msntoman “** 207 | o GO-luvun nuorists I e keraus:
kysymyssanaju
@ tukisana one
o aust, have to
® inwnaatio kvsymyksissa
44  The gencralion gap ® vanhempicr ja nuorte.. . @ kohicliaita fraascya
(L) ** 203 ndkemyseroista
44 A Don't interrupt! ® kuskyjd ja kichoja
(Pocm) * 204 nunren elimasss
45  She's icaving home ® itsendistymisen
(Song) * 204 vaikeuksia |
46  Dewr Clare ** 206 | 2 ongalmisja | e kertaus:
ratkaisuehdotuksia prepositioina,
konfunktioita
46 A  Any advice? * e geuvojen kysymists ja
DO 208 sntamista
46 B That's life ¥ 209 LO vksinpuhelu
PICTURE 8 3
Girls only? i ® kuvasanakirja-aukeama | e kyipyhyamsanastoa
Boys ualy? ™ 214 ® aulusanastoa
47  Bom in the USA o farkkujen hisloriaa i ® kertaus:
- the story of jeans *** 213 artikkelit
® j1sendiset
pussessiivipronominit
48 Awophupaloobop ® rosk-musiikin ® kenaus:
alopbamboorn ** 216 voittokulku genetiivi
49  Fan or famsiic? ® 2.. 19 = jhanteider palv @i ja
itsendisiyminen
Extra: The Strange Story of o jakuvkertomus ,
Dacter Jekyll and
Mr Hyde. Fpiscde 8* 224
Paikan prepasitoitd. oo ov v ee v iin. .. 226 Ajanmdareitd ...l e 234
LUKUSHBAT. . e ot e e v i rien i ena 227 Minikdelioppi . . ... ..o il 237
Epdsfdnndllisia vesbejd . .. .. ..., ... 228 Kappalckobrainen sanasto. . ... ... .. ... 263
Kansallisuussanat, ................... 230 Ankkosellinen sunasto englanii-Suomi. .. 297
Aakkoset. .. ... oo 233 Aakkoscllinen sanasio suomi—cnplanti. .. 339

Viikonpdivit. ksukaudet, vuodengjat .. . 233

14

Source: You Too 8 (1989), published by Weilin+G&ds
Contents
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Appendix 7

TEXTBANK
Uit § Card Unit S Card
Atraveller'stale ........... erienean 1 Another look at Londott .. ......... ver 26
Collecting ......ouvneren... Cemranans 2 The history of londor ............... 27
Dnsamlduulsouthebeanh...‘ ...... 3 Fitd .. . iveveniionannenananen .. 28
Craltar ......... e reeeeseriacan 4 The Science Museum ................ 29
‘Dolphing ........ P S The pyramids of Egypt .vovvcanvvien.. 3D
Sherlock Holmes and the case of the How the Vikings came buck to America . 3t

invisiblespy . . ....oivvie e, 6 The casc of the invisiblespy .......... 32
{Unif 2 Unit 6
Luckyseven ......ovoeeivveniviacne. 7 Visiting Finland ........ i, 3
Americta football . ..... .. ........., 8 A new beginning .................... 34
Tibits ... e ¢ Footprinis in the saow ....... e 35
) 1% = 1 10 Finland inthe future ................. 36
The case of the invisiblespy .. ........ 11 The case of the invisible spy va.. 37
Uit 3 Uslt 7
And then tberewerc twe ............. (2 Love me, fove my crovedile .. ... ... 38
Famous people . .cvvvvemane i nan 43 Incredibie JOUroeyS ..., a9
Heavenandearth ... ..... e 14 The mounitain gorilla ........... ciee. 40
Adcocupoftea ...v.vvvriiiinen... 1S The history of humanity .. ............ 4i
‘What g coincidence . .. .. ...c0vehal ., 16 Lucy, 3millionyearsold ............. 42
Are You superstitious? . ..........i.... 17 The case of the invisible spy .......... 43
The ase of the invisiblespy .......... i8

) Unit 8 ,
Unit 4 The You Too personality test ©........ 44
School jokes ............... e 9 Morcproblems .. ......oill 15
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1 5 What’s your sign? il

THE BIGNS OF THE ZODIAG Eldinraden marki

[do S8AT 3v & '23uchek]

CAPRICORN [kmprika:n] Keuria
AQUARIUS [o'kveecrios] Vesimies
PISCES [paistz} Ketat
ARIES [oortz] Oinas
TAURUS [bires) Harka
GENINI [dseming] Kaxsoset
CANCER [hans:) Rape
LEQ (lisu} Leljona
VIRGO [va:gau] Naitayt
LIBAA (W:ds] Vaske
SCORPIO [shamau} Skorgicni

SAGITTARIUS [soedzitesriaa]  Jausimies

Horoscapes are based on the Signs of the Zodiac, which have a
Jong historv. Youz sign tclls you what kind of character you
hawve.

You vun naw lind out if this is truc or oot

82

Source: You Too 8 (1989), published by Weilin+Goos
Textbook
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CAPRICORN g?% AQUARIUS

December 23 to January 19 Januery 20 10 February 19°
Planet: Saturn Planste: Saturn, Urarus
Motto: | dimb Matio: | know
Like a mountgin gaoat you Ly You like being with paaple
to climb ta the top In kfa. and you have lots of frienda.
You work herd; end you never You have & good imugination
stop tryling. You are taiihul and you are always full of
to your friends end siways idens. You like to be dilterent.
keep your promises.

Famcus people: Mozart, Charlea
Famous peopie: Isaec Newtan, Dickens. Chartes Darwin,
Martin Luther King, Elvie Princoss 8tephanic.

Presisy, David Bowle.

%f
PISCES t&p ARIES
[ 7

Fobruary 20 to March 21 March 22 1o April 20
Planets: Jupibar, Neptune Planst: Mars

Motto: 1 dream Motto: | dare

You ara romantic and s bif of You iike being Indepandant
& dreamer. You are sympsthetic and ree. Yt::u losé your
and king and you try in plaass temper easily, bu1 you aiso
evaryone. Yau have 3 good sense forgive and forget easily.

You are very tively and you
kke a lot of change n your
life,

of humour.

Famous people: Michelangelo,

George Washington. Albart s

Einstein, Ellzabath Taylor, Famous people: Vinoent Van
Gogh, Houdini, Chartie

a7 Chaplin,
TAURUS ‘%} @aﬁ
GEMINI =3

83

Aprl 21 to May 21 Moy 22 lo Juna 22
Plenet: Venus Planet: Marcury
Motto: | have Motto: | think
You can & quite bull- You [ having lots of
heaced and nobocy can maks changa and excitamant In your
you do someihing if you life. You are very actve end
don’t wani 10 ¢o it. You have many intengsts. You are
iks having lots of monay - taketive and prubably pood at
and spending it. You are langJagss.
very olose to your family
and friends. Famaus pecple: Queen
Victoria, Marllyn Monroa.

Famaus people: Shakaspaare, * John F. Kenrady, Paul
Karl Marx, Adolf Hitler. McCertney.

Source: You Too 8 (1989), published by Weilin+Gods

Textbook
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The Strange Story of *
Doctor Jekyll and Mr Hyde,
Episode 1

1 This is an adapted story. It comes from a book by R. L.
Skevenson.

The story of Doctor Jeikgyll and Mr Hyde is very strange, and
perhaps [ aw the onfy man akive who can tell it. T was Felyll's

s lawyer and bis friend, and [ also had the bad luck 10 know the
unspeakably evil Mr Hyde.

I will never forget the first time 1 beard Mr Flyde’s name
1 was out walking one Sunday afternoon with my cousin,
Richard Enficld, whea hie pointed to a strange house that bacl no

¢ windews, 1t was an old house, and one that nobody sxzmed o
carce for. The doar was dirty and it looked s though no one had
used it in years
“That house remincls me of a stratge story,” he said 10 me.
“What slory? T asked.

15 “One dark cvening in winter 1 was coming home along this
street. I saw a small man walking quickly towards the corner of
that strect over there, and a little girl going the other way. She
was carrying @ Jittle bortle of medicine home for her mother -
that was whiy she was out so iate. Both the man and the girl came

® to the corner st the same time - and the man knocked the git)
down and walked over her, as thoughtiessly as if’ she was not
there. It was a terrible thing (o sce. The girfl was badly hurt, ‘T'he
broken bortle of medicine bad cut her,

Soon a crowd of people pathered, and they would have kikted
2s him if he hadn't promisad 10 pay for & doctor. He went into that

house and pot the monsy.” Enfield looked at the door and

shivered. “He was the ugliest. most evilbooking man | had ever

seen.”

*'And what was his name?”

16 “Edward Hyde."”

1 looked at the house. I did not tell Enficld, but T knew whose
house it was. It belonged to my good friend. Dr Jekyll.

You Too 8 (1989), published by Weilin+G&6s

Textbook
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| knew Jekyll was a good and kind mae. I wondered how he
kpew theevil Mr Hyde, and how the little man had wken moxney
35 from him, And something else worricd me even more - 1
remembcered the will that Jekytf had given me veaes before, when
| became his lawyer.
Lawer, at my home, 1 took out the envelope that Jekyll had given
mic. And'l shivered; iu the eavelope was Jekyll's will, When be
# dicd, all his money would go %0 Mr Hvde.
— (P tn the Textbank for episade one af a stury called "Sherlock
Holrwy and the case of the invisible spy’ (Card 6;.
Jalyll [dackl] —
tiyée [haid]
_wudapted [¥'éplid) mukail
a lawyur {bga®] lakiiics, wianajaia
_unapeakably [4n"spiikahli] wnoinkovaauilloman
evil [siv] pahs =
s cousim [kaza| terkku
_point [paint] w gsoirmaa jik
remind [ maind] sh of muistutigi jtk ystk, moda wickeen
Tlek jth
_tevards {w'wounle| kohn
1 corner [X3:na%] hodun)kuima; rurkks o
carry [kwri] kantaa
_medicine {medsin] lifks A
thoughilessly [Daitlasli] i valiopitimirtomasti
_ ajarelemolwmast
badly bari poliusti Joukkasritunut .
s crowd [kruud ] jpukko, vakijuukko
_gmther (palc® kokonntaa
promise [promis) T s e
rhiver {{ivo"] virista
§ |agh] Turs
evil-lovking [iv] Tubiu} ___pobun., ilkc#nnakoinea B
_beinag [bi'bo] & kuules jliek
Kind [kaind] yildvillinen ——
an envelope [envitsup) kirjekuori
& will [wil] lestamentn
41
Source: You Too 8 (1989), published by Weilin+Go66s
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1 Kuuntele adntteen alkucsa jo micti missd tytst mshtavat ofia parhailaan. Rask
okee vaihtaehto

DO!
| Whex the girls? ™ hink they're:
e el
TH [P “Qﬂ '-o‘
fi -

(2 ata pop comeer1?
() in a ballec clase?
{c) in an aerohity class?
{)) in a maths lesson?

e ol

& Kuuniele ginitteen foinen osa ja vastaa lyhyesti kysymyksiin suomaxsi. Kirjoita
vastausten avainsanat vilkoon.

2 Millaiselta tytistd tunmin jilkeen tuntun?

8 Mitd mielté Sandy on seuraavistx tunneisw?

4 Miksi tyiSt kiyvar ndilld waneilla?

§ Micd michd he ovar itservd "rdikkiimisesti™?
6 Miten he aikuvar lehdurtaa itseiin?

DO! 2 Kuuntele nauhaite visls toisen keman. Kerjoite puuttuvat sanat laukojen aikans.

A Kick. kick
Three . .. —

Hanler

*s Seven... . %

Stay in

¢ ¢ Watch me
Okay, other __

One. .. __

* o Higher, . = -

Five ... e .
Keep gomg
Abmast there

L4 ——— —..ten

Okay, ridax
Tha('s enough for

KTIROINTT EEO 7L UMASTY SFLRLTY
14

Source: You Too 8 (1989), published by Weilin+Go6s
Workbook
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Sandy  Michael Jackson's Lilling

Mandy Me — Jdthought that .= _ would never end.
Sandy 1 — want to go thxough another . like

thatas ______ asllive

week.

Mandy  You say that .
Sandy  legets e cvery week

Mendy Youdowant — .. . as hard as a rock, doa’t you?
Sondy  Yes, but cthere _

Mendy Were . to ache all over tomormuw,

be casier — of getring one.

Sandy HWwe that long,
Mandy This — . fitness, it'y ...
Sandy

Murds  Fancy . dier Pepsi?
Sandy 1 twe. And a big, cream

. the spack bar
Sandy .. ——_ you kidding? Let’s walk

Mundy Tl racc you

work out [wak aut] _ bajoiiels, trecnais g0 through  kokea. kestia
high [hai] korkea: kotkealle smother twimer:
would never end ei koskaan pidilyisi thae long wam kauan

IMulsiatnan viela selsaavat ud ektivit englanniksi? Kirjoitz ne suomalaistan viereen.
Lis33 seten kamoarathamuonsi

FNVOINTTY FHDOTIINGASTE RILLS STy

{ kova, vatkea kovempi, vsikeampi _-]

2 nopea ———— - Dpopeampi

B korkea —  —  korkecampi

4 helppe ———  —  hedpompi

§ iso —_— o isomnpi

6 hidax -  —— " hitaampi

? huono, paha . e huonompi, palempt e

8 biyvi e parempi —_— —
i3

Source: You Too 8 (1989), published by Weilin+Gods
Workbook
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DO

'

@

DO

6

Source:

]

4

Lzadi parst kanssa sevmavarialsie Rysymyksa @ vastauksia

~ Don't you think thix ixercise is hard?
- 1 think it could be harder.

- Don't you think thix car is fast? Sul be [hud i’
« Tdhink it could be Faseer. voisiala__

Kiyltikad hywiiksenne cdellisen hwrjoituksen adickiiveje ja laatxusia |6ytyvid
substantihveja. Vortie keksis itaekin muta sopvia adjektiiveie i& substantine;a

an essay a tolpiin o compuler a heark a flat

& pane & SLImMLY Coltage a towel o welsus!
aTock a inack bar ¢ betch on ainpor
e

Keksimieane lRusciden skigs dlia nisdexkiitd, Yastaajan or oitava ropwen replikeis
sadn,

¢ Lopuksi valitkaa pari mislaigintinne eialogia ja Kirjottakaa ra v:hkoon,

Kirfjoita seuragvat achve bt englane:ksi suomenncster: vieresr.

1 kavasty, kovaa — e

2 nopeasti — -
8 korkealle — "

Tehtavan numeto 2 tekslizly idydat xomparativitwado!l Ndills sdverteille, Ets:i re ;a
kirjicia seomennosten viercen,

4 koverupia

5 nopcanumin

6 orkvanunalle _

@ Rirjota virkoosi vasiaukse: nditvn kysymygksiin, Kéyid kokona:sis iauseita.
7 Which swims faster, a dnlphin or you?

8 Which llies higher, a jet plane or a bind?
9 Who works harelet, you or Garfield?

ROFIORNTY EMACT 1 UMAS T $HEFRVTY

You Too 8 (1989), published by Weilin+Goos
Workbook
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6 Match the right instruerion with the righe picture.
T
S
: v
5|
gy._
+[] 5[ 6]
A Touch your toes without bending your knees,
B’ Lie on your back and kick yonr feft leg in the air.
C Raise your right knex up ta your chin.
D Sit on che Hoor with your hands by your sices. Raise both legs as high as
you can,
E Lie on your back with ynur hands behind your head. Sit up slowly.
F Raisc your felt ann in the air and lean 1o the right.
= hiewed ) _u chin ft[m]
A mateb frowct (] _sovittan vleen
o a1 Inatruction [in’ swakf|  olje
2 back [haek] — A0 arm [¢:n)] Touch “atf] _kosketran
. “bend, benr, bent laivutiza
ahand lheadi —)  §, @, stamach |stamsl _[beud b, bene] i .
P ) lic, lay, lain mzaca. olla
-. a knee {ni:} fiad, Leio besias] e
/ wirfro'] iluy
a foor (fur} raise jreiy nosas
. ‘sit, yut sat up Lhousty blumaan_
a Teg [leg] 2 _lsit. s, sar)
- 3o froul lean [li:n] ) kallistua; nojala
ROFICINTL EHDOTTOMALTT KITTART Y
47
Source: You Too 8 (1989), published by Weilin+Goos

Workbook
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S T Ty ' | -
Tony Macaroni is fighting Fisty Cuffs in the World Championships. Tony’s

trainer is giving him a lew words of*advice before the [inal round.

- You’ll have to &y a lar barder if we're going to win this
match, Tony. I know you can tight much better than this il
you want to. The other guy s thinking more quickly and
moyving faster than you. He's making mincemeat of you.
_You're fighting worse than I've ever seen you fight
before. What's got imto you? Sooner or later you'll have y
to stop ruoning away and stast fighting back. D’you hear
me?
- Yes, boss. But could you yell a bit more quietly.......?

a ring |ri] kehit
Tony Macaroni |, /9upi maxka'reuni|

*Fghe, fought, faught [fair, fir, foit]  taiscells; nyrkkelld

Fisty Cufis [fisd 'kaby]

the World Championships maallanmatanuuscacly
itfesupidfipsi
a treiner jtreind”; ___valmeneya T
‘give a few words of advice [od'vais] witua atwulauia (euvoiu
final [fajo2)] lopnll irem, foppu, sdimeinen
& rownd [ravnd]| Lirrios, erd
you'll have to sinun Givyy
“win, won, won [win, wan, wan] voittaa _
a guy [gail i kaven
more quickly [kwikli| nopeamaiin
move {nmn:v] Likkua
cniscemeat [minsmi;i] jouhekha, "hakkeha” ~
What's got into you? Miks suun un oeaoyt?
soaner or later i ennemmin il mydhemmin
‘run mwuy juosta karkuun D
fight back taiscella vasaan, watas vastwiskuju
a boss |bos| omn
ycll fjcil ll?giua. tiljua
more quiety (kwaiarl] hiljemmin

BOPUINDL L1201 TUMASLL SWLLE I'TY

45

Source: You Too 8 (1989), published by Weilin+Goos
Workbook
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& Vaiitse oikaa vahloehtio lekstin mukaan.

1 Tony Macaroni is a} teaching
<} warching
2 His uainer is giving him a) prestn
¢} advice.

$ He wants Tony to 2} go home.

4 Fissy Cuffs is a & fatux
¢} thinner

“ & The trainer thinks Fisty’s muking

6 Hc sayx Tony is Sgliting a) beteer
b) worse

Kirjoits suameksi n&mé& Tonyn
valmentajan kehotukset.

1 Try harder!

b} fighting  Fiscy Coffs.

In

b) money.

b) start running away.

¢} win the macch

b} slower man than Tony Macaroni.

) pancakes
U} emiun soup of Tony.
¢} mincemesit

than ever Wefure.

2 Fight better!

8 Think more quickiyt

4 Move laster?

Kirjoita vielk suomeksi Tonyn pyytits.
5 Please yell more quietly.

KOMORNTE THEQOTTOMAS F RILLIEETY

Source: You Too 8 (1989), published by Weilin+Go66s
Workbook
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9 Teanslate {hase semteraes into English. Write tham:in yeur notebook. @

- Mika sivuun or mennyt? Fa yritd parvastasi.
~ Eu vol. Minua sirkee jola paikusta.
- Niin, mutea meidin tdytyy voittaa. Yritd kovemmin,
- Mindhiin yritin, mutta stnid Likut nopeammin ju nopearnmin kaiken
aikaa
§ - Enhin. Tamishidn on hidas tanssi.
6 ~ Ennenumin {at mydhemmin sinun tiyoyy lopettaa
7 < DIn aio lopettaa ennen kuin olemuwme rikkoneet vanhin ennityksen:
jeonatys = a record [rekoid] )
B ~ Ja mikd seoon?
9 ~ 24 wuntia Olen varma, ¢ld teemroe sen.
16 ~ Jos me climmce niin kavan ...

> 20 M) W

ROMOINTT ERODITOMAST  BLETTY

Source: You Too 8 (1989), published by Weilin+G66s
Workbook
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DO!

@

Model

1

7 What's up? * % %

e

Choose the wends from the lise whith show how a) Jim ami b) Ricky are
tueling. Write the wordy ua the Enes,

& Tolk about your choices with your gactaer,

:55 - 'ljhinkjun wdssappoml;-r:i. : :
.= You'reright. And 1 think- Kmkyuharegi
o I',don I:Ihmk sa; I lhmk h&s ‘

oh -

R A

prieic B b erad B Lad
= Jws, tlonz wfsam]
Ihlﬂ\. showed, shown

'l‘er.l. fely, fek fiET, telr, fvll,

a line i..'un]

mﬂlfd Al p:.nud;

Wbrr'mrl wuull

hcl "n.' Bﬂl

hmfdt!ﬂ d)

sympathetic L-:'\rirp:t'ﬂtt‘.ki
childish |1 Tulldif]

sud sexd|

BOFIDN P RUCKI | LETMASTY KIFLL2TTY

Source:

i LUZLiRA,

afraud
angr
inhaliby
disappolnied
worried
helpful
bered
sy v jraibietic
ensesested
hengry
childish
wirk

Rieky

.;.‘\,.,.

iy, nsoitraa

mnea

viilva
prieyny;

hm{tﬁluuut. hinli ma.an

_uvalies aurmvainen

kavystyny L, kyllistynye o

myfflinmieinen

lapseliinen

surnillinen

5]

You Too 8 (1989), published by Weilin+Go6s: Workbook
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(3t 73 % N4
Nancy Visits London.
B A Love Lettar?
*24X
@ A Birthday Present
B Takeo Goes to New York.
*EED ]

W @ At Nancy's House
3 Nature in Kenya
*RTh?
* I8 A Report Card
(5] A Gnrl and the Jungle
.xéﬂtl—l\-ﬂ?/

*EENIN

PART m

ﬁ#rwﬂ (@ Let's Study Foreign Languages.

p%¢ B3 A Strange Shopping Center
V xE LN

Ewsy Reading
A Mujina

2 -P—
$

I e be 884N @ ¥
11 F B ¢ -TL Y ¥A
17
18 # be going to/8YC /T when

24 ﬂ_ will
N

36 # shall / may /" have to

41 F_. B RO

49

50 emmd WEO LR betier, best/ M A must

55 ) E—— i
:

60 i

41

" ME:d/Be ~./SVHO
i! —EEEEE TR VE) Y

72 =

79 i

851 )]
it "BTRCENZLELL S,
88
@ EEXNEEHENS
20
B 1EOX XY -XLWADRLEN
100
4} EETHEERML XL LS.
103
BEORA
108
6] ME - 4T
106
(DI ER-EDFDR) 107
B L\AL\B RN
109
4 AAERP
10

it BROME LR
112
1 BROKE - CEHE
113
12 o
14
13 words in Buok 1
_ 118

l22

15 TANBROSAR
a2%) 138

Sunshine English Course 2 (1987), published by Kairyudo: Contents

Source:
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ESSONPIW Lz
BjllfGréen_had a f[—;lrl] friend. He[loved her

Bt SA.p

ﬁ’ei‘y[chh bhe_.hﬂib-dﬂ!-nzhme e les..?;’){:..& s
= l'mﬂmgm) her,” hc sgid 1 his

RS

frjends. But]'rme_aay a qu;'l*Uu:r and she
ﬁﬂgd

G R THAELSES T LTE B pe L

J&__h.lmjsg- r}_ﬂgx _m-J wor ka.n;_h_a

.stord from m'n&.,mmx_. He_had |dTdger by

_hinfSelf and/fhen we me.

Ao __lay] féﬂgjsj'e?ygryﬁi{ternom_x.
1 aafgdlng 10 olav!fednis tjis[afternnon.

@ had [ined) 12 deep lulip) T eyels} [ukis)) i marry [miri)
(64 hit Lait] (=< hit [kie)) T dig(d) [daiinh) T: anyone |éniw.n}
Bl bimself (hicwedll] RN Geeen il griaal; & one dax /by himself

18 awvreer

I“'ve yem"l WM

Bnﬁu!/t" [

“ E_glfa, bdl(i the gp‘L Twum, thail t] biguse
in_the F«'mtiow.

Joo i A e

1$400 4

One a’&&, a it tlE_g;l rll

vz\q Ia@. .\\.Lm,“t.

7 tate [iow, isia) 872 | want Iwont 7 waut]

143 1:u! |bail
& 65y

tit ago |acoul

16 iy fgiv]

[ blonse [Haus S Llaug)
5 tomnrrow [tosdrou)

metzan 18

©

Sunshine English Course 2 (1987), published by Kairyudo

Teacher’s book (note marked intonation)

Source:
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Colors Talk.

kemi: Look at that boy crossing the street
at the red light. Ilc shouldn’t do that.

Nuaex: No, he shouldn't. But some people do.

Kenji:  The light hus turned blue now. Let's gu.

Nancy: It's green, Kenji. not blue.

Kenji: Oh, that's right.
‘hiue’ for ‘grecen’

We somelimes say

Nancy: I know. You say ‘aobe’ for green

leaves and 'aoringo’ for grecn apples.

I kiiow Lhe g@irl.  She is playing leanig.

[ kuow the vl playing tenuis

B crasslingy {kaoilslinl} [ leof, leaves (Lif, liva] (ﬁ!\nmld-n'l {[0dn?l)

30 euts

g xrpuaddy

Nancy: [ feel blue today.

Kenji: Yeu don't look blue.

naney: No, no. We use the word ‘blue’
when we are 3ad. Check it in your
dictionary. t

Keji:  (.K. Bui what's the matier with vou 7

Noney: I can’t do the math homework given
to us yesterday.

xewji: Don't worry. I’ll help you.

Nancy: Oh., Kenji! "Thank you so much. ¥

Kemji: That’s quite all right. A friend in

need is a friend indeed.

This is a car. It was made in Japan.

This is a car mnde in Japan.

m fenl [fid) 2] sad |emd] ¥ cheole ffok] [4) die-tion.ar.y
ik faneris dék faniari) 18, giveen lgivn) [0, wor-ry jwarfwiril
[ quite [kwait] [ inedeal findi:d) & in aced

{givo—guva |peivi—given)

thirty-ore 31

10€
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opnhey; Aq paystqnd ‘(/861) € 3sIm0D) ysSug aurysung
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5 3

Nancy: The meuning of colors is different in
each culture.

Kenji:  And il’s sometimes difficult for us to
vnderstand foreign cultures.

Nancy: You are right, Kenji. For example, s

we wear black to show our sad feelings

for dead pcople. But I read in a news-

paper that peuple wear white in some

Asian countries.

Kenji: Really? We wear black in Japan just «

1 like Lo swam. It is fun,

It is fun for mel o swim.

[ meaning fminip] 2 wear lwesrl [@ feri-ing(e) lf:liniz)) T dead
[dec] (G read Iredl (51 news.pa-per [ngi:zpciporsnitspeipal 2 Assian
|€igon/éifon| (rcod—read read)

32 Uityetwo

Kenji:  Why is the sun yellow in your picture ?

Nancy: Because it's shining, My father says
that ‘ yellow ' originally meant * to shine.’

Kenji: In our pictures the sun is red.

Naney: Really? Aha, the sun doesn’t shine :

in Japan because of the smog. Right,

Kenji?

Kenji:  Of course it does!
Nancy: Now you are red. We say people turn

red when they are angry or cmbarrassed. »

i) o-rig-i-nal-ly [aridzinoli] |2 meant [msht] () a<ha [ahé:, ahs:)
[ smog [smug/smogl  Slun-gry [@naril @ em-bar-rassled) limbeézasitl
4 because of Gnean—meanb—meunt)

uty-gaeer 33

g xipuaddy

(AU
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Classroem English [ ;)

Whe Am I2/What Am Dm0 —— @

PART I C&(3EHER

T Kumi's Trip to London - 2
Pop Box (1) Where Is My Friend? - —— i-— [}

(& What Does That Mean? o 1

S Interesting Things and Places in Australia ¥ 13
Pop Box (2) Can You Tell? “ 18

(¢, Socecer in Brazit — ' 19

;A Story by Miyazaws Kenji . it e TG
Cliphoard T - - 3

PARTI &YX IR

& Kumi Sends » Birthday Present. [ — —— i
Pop Box {3) Nobita Goes to America, —
(7:Sca Forest —— 3%
Bii.et’s Clean Up. - + a4
Pop Box (4) The Man's Problew — —— +—850
g; Arete and Wild Mare [JR : Bt
Cligboard ;- R 57
Special Program (1) Poemg — —————  — 69
PARTH EFSER A4
L] {PKumi Talks with » Kite Flyer. - —— — &
Pop Box (5) Our Club Activities — 68
3D Koarad Lorenz, a2 Mother to Birds— —— -—— 70
@A Mitacle Huppencd in New York. JRl— — 5
Clipboard® - —8
Specizl Program (2) Haiku — a2
e
Source: Sunshine English Course 2 (1993), published by Kairyudo

Contents
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Appendix 9
-—2 HB
— 6 ¥
— T  was, wore/— 8B GRS A RETHR
—13  be going to/must’May —? There is [arel~?
—i8
— 19  EFEF whrn/SVC/SVD0/ will
~—25 faN
—31
—34  Shall 1=? /Wil yuu ~2-/will/SV + that &
38
—39 AT
4 BTSRRI
—50 |
—51 #HE
57
—59
—G62 HAR(2). better. best
69
—T70 WERT (@ 2% v R 7 g
— 76 H& o g BN
80 srtnz-sizot: [ @w. @ u
g . o) IReiRenT
DELI M B PSR S0 AT T,
Source: Sunshine English Course 2 (1993), published by Kairyudo

Contents
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x|
PROGRAM A Story by
Miyvazawa Keniji

BEPIRIEMFUTAOERY, LHROFR TEAKARRILSVLT.

Two young men (rom the city were hunting in the @
meuntaine. Two big dogs and a guide were with them.

Then their guide went out of
sight, and it became very dark.
The dogs howled for some
time, and died from fear.

“Oh, mo!” said one of the
men. “Let’s get out of here.”

“Yes, let's,” said the other.

(L hantiing) (hantiin| @i dogts) [doiz1z)] ) guide [gaid|
& right |wail] (6l derlc [dirk) (& howl(ed) [hanl(d))
diefd) [dai(d)] B fear (fisr] P owt of sixht /
for wome Bowe [ die from ~ | pe out of ~

tweny-ive 25

Source: Sunshine English Course 2 (1993), published by Kairyudo
Textbook
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Appendix 9

ORI HOP
aw RKe:SHor»

AAEMUIITIT, ELLXE®EGZL &9

") Pat gave mc. your passport.

1. Bob asked mc 4 question.

2. You wust show me -‘\"\.,..~ the story.

3. Flease tell me "-n birthday present.

24 wenty-1zu

Source: Sunshine English Course 2 (1993), published by Kairyudo
Textbook
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Appendix 9

LESSON 14 DESIRE

B S TR A VR TRy i

Ken s tabking by his Amerean frend Seett Seott is stayiag with Ken.

ken: What do vou want to do en Saturday?
scorr: T'd like to go to a baseball game.

ken: Fine. Let's do that.

LISTEN FOR IT! Q:‘

I. a. Austraha. b. Canada. \c. The United States.
2. a. See u football game. h. Sce a baseball game.
c. See a soccer game.
3. a. He doesn’t wunt to go.
h. He'd rather do somcthing else,
c¢. He'd like to go. wo.

SAY 1T YOURSELF!

[1] wen: What do vou want to do on Saturday?
You.

Ker.: Fine. Lel's do that.

21 vour . 7
Sevir: 1I'd like to go 10 a baseball game.
}.02.[ ] oo —s =
28
Source: Sunshine English Course 2 (1993), published by Kairyudo

Oral Communication A (everyday conversation)
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DO IT YOURSELF ! @

B.: Fine. l.et's do that.

EX{ l4 ke to visit
Some te""P{&‘ .

Fine.
Lets do ©
that. o as

.. meet some
of your friends

WORK IT OUT ! /

I want to bhe a pilat. ()

He’d like to travel on a bullet train. { )

My dream is to be a nurse. ()

The dog s tonging for a walk. ( )

. He can hardly wait to see his tes) resulls. { )

W P ta N —

Source: Sunshine English Course 2 (1993), published by Kairyudo
Oral Communication A (everyday conversation)



309

Appendix 9

LESSON And Now Let’'s Look

at the Weather

INTRODUCTICN

Weather reports hiclp ug avoid rain, snow, and frceziag sleet or hail. During «
stormn, we wail cagerly for clearing skies and mild weather, cspecially if we are
crowded inro airparts or running out of food. Sahura is surprised that his flight to
Chicago has been canceled.

T

© Pacific
Narthwest

T8 t.isten to the passage. Match the weather conditions helow with the 3
places on the map.

|. two feet of snow ( ) 2. clearing ( )
3. sunmy ( ) 4. raining ( )
5. cloudy ( ) 6. freezing sleet and hail ( )
28
Source: Sunshine English Course 2 (1993), published by Kairyudo

Oral Communication B (listening)
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[:J Listcn to the passage. Choose the correct saswers.

1. Which airpurt is Saburo in? ( )
a. A New York airport. & A Chicago airport.
¢. A Florida airport.
‘Where does he want to go? { )
a. To New York. b. Te Tokyo. c¢. To Chicago.
3. How decp is the snow in Chicago? ( )
a. One foot. b. T'wo fecet. ¢. Eightcen inches.
4. How is the weather in Fleorida? ( )
a. Snowy. h. Rainy. c. Sunny.
When may the storm come to New York? ()
. a. The samc evening. b. The ncxi day. c¢. Never,
6. Why is the airport unpleasant? ( )
a. It's freezing. b. ['s empty. c. [U's running out of everything.

ro

W

Listen (u the sentences. Look st the weather map Where is esch S
spexker?

B The sounds of (], (b, and (v! are different. L.ister to the seatemces.
Repeat them.
I. Big vases makc very beautiful holders for Yirginia begonias.
2. Finc weather begins for the Bay Vista area following the vust
heavy floods.
3. The driveway surface feels fine, but the vital final guestion is
about the base.

29

Source: Sunshine English Course 2 (1993), published by Kairyudo
Oral Communication B (listening)



311

Appendix 10
The Course of Study for Lower Secondary School in Japan
Foreign languages

1 Overall Objectives

To develop students’ basic abilities to understand a foreign language and
express themselves in it, to foster a positive attitude toward communicating in
it, and to deepen interest in language and culture, cultivating basic
international understanding.

2 Objectives and Contents for Each Year
English
[First Year]

1 Objectives

(1) To enable students to understand plain spoken English on simple and
familiar topics, to familiarize them with listening to English, and to arouse
interest in listening

(2) To enable students to speak about simple and familiar topics in plain
English, to familiarize them with speaking English, and to arouse interest in
speaking

(3) To enable students to understand plain written English on simple and
familiar topics, to familiarize them with reading English, and to arouse interest
in reading

(4) To enable students to write about simple and familiar topics in plain
English, to familiarize them with writing English, and to arouse interest in
writing

2 Contents
(1) Language-use Acitivities
The following language-use acitivities should be conducted in order to
develop students’ abilities to understand English and express themselves
in it, and to foster a positive attitude toward communication.
A Listening
The following activities should be included.
(a) To listen to words or sentences and understand the meanings
(b) To listen to questions, directions, requests, suggestions, etc., and
respond apropriately to them
(c) To listen to a series of sentences and understand the content
B Speaking
The following activities should be included.
(a) To speak words or sentences clearly and correctly
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(b) To respond appropriately to greetings, questions, directions, requests,
etc.
(c) To convey intended message in simple spoken sentences
C Reading
The following activities should be included.
(a) Toread aloud words or sentences clearly and correctly
(b) To read questions, requests, etc. and respond appropriately to them
(c) To read aloud a series of sentences in a manner appropriate for the
content
D Writing
The following activities should be included.
(a) To copy words or sentences correctly
(b) To listen to words or sentences and write them down correctly
(c) To write intended messages in simple sentences
(2) Language Elements
In carrying out the language-use acitivities stated in (1), language
elements suitable for the attainment of the objectives stated in 1 above should
be chosen from among those elements in LIST 1.

[Second Year]

1 Objectives

(1) To enable students to understand the speaker’s intended message in
simple spoken English sentences or passages, to accustom them to listening to
English, and to cultivate a willingness to listen to English.

(2) To enable students to express their ideas etc. in simple spoken English
sentences or passages, to accustom them to speaking English, and to cultivate a
willingness to speak English.

(3)  To enable students to understand the writer’s intended message in simple
written English sentences or passages, to accustom them to reading English,
and to cultivate a willingness to read English.

(4) To enable students to express their ideas etc. in simple written English
sentences or passages, to accustom them to writing English, and to cultivate a
willingness to write English.

2 Contents

(1) Language-use Activities
The following language-use activities should be conducted in order to
develop students’ abilities to understand English and express themselves
in it, and to foster a positive attitude toward communication.

A Listening
The following activities should be included.
(a) To listen to sentences or passages spoken or read aloud naturally and
to understand the content
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B Speaking
The following activities should be included.
(a) To listen and respond appropriately to other speakers by asking and
answering questions
(b) To ask and answer questions about what has been listened to and read
C Reading
The following activities should be included.
(a) To read silently sentences or passages and understand the content
(b) To understand the content of sentences or passages and read them
aloud in a manner appropriate for the content
D Writing
The following activities should be included.
(a) To organize intended messages and write them without missing
important points
(2) Language Elements
In carrying out the language-use acitivities stated in (1), language
elements suitable for the attainment of the objectives stated in 1 above should
be chosen from among those elements in LIST 1.

[Third Year]

1 Objectives

(1) To enable students to understand the speaker’s intended message in
simple spoken English passages, to develop proficiency in listening to English,
and to foster a positive attitude toward listening

(2) To enable students to express their ideas etc. in simple spoken English
passages, to develop proficiency in speaking English, and to foster a positive
attitude toward speaking

(3) To enable students to understand the writer’s intended message in simple
written English passages, to develop proficiency in reading English, and to
foster a positive attitude toward reading

(4) To enable students to express their ideas etc. in simple written English
passages, to develop proficiency in writing English, and to foster a positive
attitude toward writing

2 Contents

(1) Language-use Activities
The following language-use activities should be conducted in order to
develop students’ abilities to understand English and express themselves
in it, and to foster a positive attitude toward communication.

A Listening
The following activities should be included.
(a) To listen to passages and understand the outline and/or the main
points
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B Speaking
The following activities should be included.
(a) To organize intended messages and express them orally without
missing important points
C Reading
The following activities should be included.
(a) To read passagesand understand the outline and/or the main points
D Writing
The following activities should be included.
(a) To write the outline and/or the main points of what has been listened
to and read
(2) T anguage Elements
In carrying out the language-use acitivities stated in (1), language
elements suitable for the attainment of the objectives stated in 1 above should
be chosen from among those elements in LIST 1.

3 Treatment of the Contcnts

(1) In order to conduct language-use activities effectively, basic language
elements necessary to convey the speaker’s or the listener’s ideas, feelings, etc.
can be used in addition to those elements in LIST 1.

(1) Element C(d) bin LIST 1 is for recognition only.

(2) Element D (a) b in LIST 1 is for recognition only.

LIST 1 LANGUAGE ELEMENTS

A Pronunciation
(a) Contemporary standard pronunciation
(b) Word stress
(c) Basic sentence intonations
(d) Basic breath groups in sentences
(e) Basic sentence stress
B Sentences
(@) aSimple and compound sentences
b Complex sentences
(b) Affirmative and negative declarative sentences
(c) Affirmative and negative imperative sentences
(d) Interrogative sentences that begin with a verb or an auxiliary verb
such as can, do, does, may, etc., that contain or, and that begin with an
interrogative such as how, what, when, where, which, who, whose, why
C Sentence Patterns
(a) ‘Subject+Verb’
(b) ‘Subject+Verb+Complement’ in which the verb is be and the
complement is a noun, a pronoun or an adjective, and in which the verb is
other than be and the complement is a noun or an adjective
(c) ‘Subject+Verb+Object’
a in which the object is a noun, a pronoun, a gerund or an infinitive
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b in which the object is how + to-infinitive or a clause that begins
with that or what, etc.

(d) “Subject+Verb+Indirect Object+Direct Object’

a in which the direct object is a noun or a pronoun

b in which the direct object is how, etc. + to-infinitive

(e) ‘Subject+Verb+Object+Complement’ in which the complement is a
noun or an adjective

(f) Other Patterns

a ‘There is’ and ‘There are’
b It + be + ~ (+for ~) + to-infinitive
c Subject + ask, tell, etc. + Object + to-infinitive

D Grammar

(a) Pronouns:

a personal, demonstrative, interrogative and quantitative pronouns
b basic restrictive uses of the relative pronouns that, which, and who
used as the nominative case, and that and which used as the objective case.
(b) Tenses: present, present progressive, present perfect, past, past
progressive and future tenses

(c) Comparison: adjectives and adverbs

(d) Infinitives: noun use, adjective use, and basic adverbial use denoting
purpose, and cause/reason

(e) Gerunds: the object of a verb and other basic uses

(f) Present and past participles: adjective use

(g) Passive voices: present and past tenses

E Words and Idioms:

(a) words up to approzimately 1000 including those in LIST 2
(b) basic idioms

F Letters

(a) small and capital letters of the alphabet in print and script

G Punctuation

(a) basic use of a period, a question mark, a comma, an exclamation mark,
etc.

LIST 2

a about across after
afternoon again ago all
already also always am
among an and animal
another answer any anyone
anything April are arrive
as ask at August
aunt away

back bad be beautiful
because become before begin
between big bird black
blue boat book both
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box
breakfast
building
buy

call
carry
city
cloud
colo(u)r
could
cut

dark
December
dinner
down
during
each

eat
either
English
ever
excuse
face

far
February
fifth
finish
flower
for
fourteen
from
game
give
good
ground
hair
hard
head
here
him
hope
how

1

in

invite
January
June

boy
bring
bus

by

can
catch
class
club
come
country

daughter
desk

do

draw

ear
eight
eighty
enjoy
every
eye

fall

farm
feel

fifty

first

fly
forget
fourth
fruit
garden
glad
goodby(e)
grow
half

has

hear
hers

his

hot
hundred
idea
interesting
is

Japan
just

bread
brother
busy

car
chair
clean
cold
cook
cry

day
dictionary
does
drink

early
eighteen
eleven
enough
everyone

family
fast
few
find
fish
food
forty
Friday

get
glass

great

hand
have
help
high
holiday
hour

if

into

it
Japanese

break
build
but

card
child
close
college
cool
cup

dear
different
door
drive

easy
eighth
eleventh
evening
everything

famous
father
fifteen
fine
five
foot
four
friend

girl
go
green

happy
he

her
hill
home
house

important
introduce

July



keep
lake
late
lend
life
little
lose
make
May
meet
Monday
more
mountain
must
name
new
night
ninth
not
now
October
old
only
our
paper
people
please
put
question
rain

red
ride
room
sad
school
see
seven
shall
should
since
six

sky
smile
someone
soon
sport
start

kind
language
learn

let

light

live

love

man
may
milk
money
morning
mouth
my

near
news
nine

no
notebook

of

on
open
ours
park
picture
poor

quickly
read
remember
right

run

same

sea

sell
seventeen
she

shout

sing
sixteen
sleep
Snow
something
sorry
spring
station

kitchen
large
leave
letter
like
long
lunch
many
me
mine
month
most
much

need
next
nineteen
noon
nothing

off

once

or

out

pen
plane
popular

ready
rice
rise

Saturday
season
send
seventh
shop
show
sister
sixth
slowly
o)
sometimes
speak
stand
stay
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know
last
left
library
listen
look

March
mean
minute
moon
mother
music

never

nice
ninety
nose
November

often
one
other
over
pencil
play
pretty

really
rich
river

say
second
September
seventy
short
sick

sit
sixty
small
some
son
spend
star
still
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stop
strong
summer
swim
table
teach
tenth
the
there
third
those
Thursday
together

store
student
sun

take
teacher
than

their
these
thirteen
thousand
time
tomorrow

story
study
Sunday

talk
tell
thank
them
they
thirty
three
to

too

street
such
sure

tall

ten

that
then
think
this
through
today
town
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Appendix 11
TIMETABLE FOR THE COMPREHENSIVE SCHOOL IN FINLAND

The Council of State Decision on the comprehensive school distribution of
lesson hours

Made in Helsinki on 23 September 1993

Upon a recommendation by the Ministry of Education on the grounds of the
Comprehensive School Act, Section 30, paragraph 1, as stated in the law
passedon 3rd August 1992 (707 /92), the Council of State has today decided as
follows:

Section 1

The lower level comprehensive school distribution of lesson hours is as
follows:

Subject Minimum hours per week
Mother tongue 32-
Foreign language begun at the lower level (A
language) 8-
Optional language 4-
Mathematics 22-
Biology, Geography, Environmental Studies, and
Civics 15-
Religion/Ethics 8-
History 3-
Arts and practical subjects: 44-

Music 6-
Art 6-
Craft 8-
Physical Education 12-

The instruction in sign language will be part of the mother tongue and foreign
language hours.

If, in accordance with the Comprehensive School Statute, Section 36,
Paragrap 1, there is instruction only in English and in the second national
language, the number of hours for language teaching must be a minimum of
four.

Section 2

The upper level comprehensive school distribution of lesson hours is as
follows:
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Subject Minimum hours per week
Mother tongue 8-
Foreign language:

A language begun at the lower level (A language) 8-
Language begun at the upper level (B language) 6-

Mathematics 9-
Biology, Geography 7-
Physics, Chemistry 6-
Religion/Ethics 3-
History, Social Studies 6-
Music 1-
Art 2-
Home Economics 3-
Craft, Technical work, and Textile work 3-
Physical Education 6-
Student Counseling 2-
Compulsary subjects, minimum 70
Elective subjects, maximum 20

The instruction in sign language will be part of the mother tongue and foreign
language hours.

If, in accordance with the Comprehensive School Statute, Section 36,
Paragrap 1, there is instruction only in English and in the second national
language, the number of hours for language teaching must be a minimum of
four.

In the Physical Education classes, Health Education is also taught.

The optional foreign language begun at the lower level will be offered at
the upper level as an elective subject and the syllabus of the language will
correspond to the syllabus of the language started at the lower level. If the
optional subject begun at the lower level is the second national language, it can
be continued at the upper level in accordance with a syllabus which
corresponds either with the syllabus begun at the lower level or one begun at
the upper level. For the teaching of a subject begun at lower level, there must
be enough classes so as to correspond with the syllabi mentioned above.

Section 3

In addition to the lesson hours, the student is given other counseling in Student
Counseling.
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Section 4

This decision gains legal force on the first of October 1993. A curriculum based
on this decision can be implemented starting with the school year 1994-95. As
this decision gains legal force, a distribution of lesson hours based on the then
current Council of State decision on the distribution of lesson hours can be
followed until the municipality introduces a curriculum based on this decision.
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Appendix 11

PRESCRIBED SUBJECTS AND THE NUMBER OF SCHOOL HOURS IN
COMPULSORY EDUCATION SCHOOLS IN JAPAN

Lower Secondary School

Grade I I I
REQUIRED SUBJECTS:

Japanese Language 175 140 140
Social Studies 140 140 70-105
Mathematics 105 140 140
Science 105 105 105-140
Music 70 35-70 35

Fine Arts 70 35-70 35
Health and Physical Education 105 105 105-140
Industrial Arts and Homemaking 70 70 70-105
Moral Education 35 35 35
Special Activities 35-70 35-70 35-70
Elective Subjects 105-140 105-210 140-280
TOTAL 1050 1050 1050
Note:

1. One unit school hour is a class period of 50 minutes.

2. As regards shool hours for elective subjects, the standard number of
school hours for foreign languages shall be 105 to 140 for each grade. The
names of elective subjects other than foreign languages are specified in the
Course of Study.
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