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ABSTRACT 

This dissertation examined students' learning processes and development of 

Japanese as a foreign language (FL) in relationship to a human ability called shutaisei in 

Japanese. Based on the premise that aspects of shutaisei and language use have an 

intrinsic relationship, this study explored the meanings of the concept of shutaisei and FL 

ability. It challenged the current notion of FL proficiency that sets a native-like 

competence as a major goal. 

Shutaisei is the ability to direct one's own conduct as an autonomous person. In 

order to lead an independent life harmoniously with other people in human society, this 

autonomous ability has three over-arching characteristics: make critical decisions, put 

decisions into action, and respect other people's attempts to lead equally independent 

lives. These characteristics involve further attributes: the unity of subjectivity and 

objectivity, the unity of reflection and action, risk-taking, introspection, critical pursuit of 

one's own interests, among others. 

Based on learner-centered philosophy and the fimctional view of language, this 

study examined how students' shutaisei actually affected their fimctional use and 

development of Japanese in two consecutive beginning Japanese as a FL courses. Both 

the practice and the lack of their shutaisei had considerable effects on the extent and 

quality in every phase of their studying Japanese, such as learning grammar, participating 

in activities and using Japanese meaningfully. Shutaisei induced the students' willingness 
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and initiative in their learning, and enhanced the development of their control over the 

use of Japanese. 

The contribution that this dissertation offers to foreign language education is a 

significant implication of shutaisei in the development of critical, functional, and 

independent FL ability. This view of FL ability acknowledges the same responsibility 

that native speakers must take as language users: to search for the form that truly reflects 

one's own meanings. This dissertation extends the importance of practicing and 

developing shutaisei to every learning context inside and outside of school. It also calls 

for developing teachers' own shutaisei in their decision making. Students will not 

develop shutaisei unless teachers present themselves as learners and practice their own 

shutaisei in the classroom. 
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CHAPTER! 

FOREIGN LANGUAGE LEARNING AS HUMAN LEARNING 

This dissertation views the learning of a foreign language as an organic part of 

human learning. It examines the development of Japanese as a foreign language (JFL) in 

relationship to a power called shutaisei in Japanese. I define this concept later in this 

chapter, but I initially describe it as an ability to direct one's own conduct as an 

autonomous person. The development of shutaisei and the development of language 

ability are often treated separately in the field of foreign language education. However, in 

this dissertation, I directly address the problem of such separation and explore an intrinsic 

relationship between the two while I also explore the concept of shutaisei itself. 

In the fields of foreign language education and English as a second language, the 

development of "language proficiency" with native-like competence as an ideal takes 

priority as the major objective (Stem, 1983; Thompson, 1991). This is encouraged by an 

increasing demand for efficient exchange of information and communication in the 

world, where the population is becoming more mobile than ever before. On the one hand, 

the development of technology in the modem world has made it possible for people to 

communicate and transport themselves rapidly over a great distance. On the other, 

political and economic turmoil in many countries has been forcing great numbers of 

people to immigrate to or take refuge in other countries. With growing emphasis on 
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communicative approaches to language teaching in the last two decades, there is a great 

deal of research reported in the literature on the development of students' functional 

foreign language ability. 

However, despite teachers' and students' serious efforts to develop communicative 

foreign language ability, there is also a discouraging and persistent phenomenon 

observed. Namely, we repeatedly see students who can perform well in class and on 

tests, but cannot use a target language for their own purposes or in spontaneous situations 

outside the classroom. I believe that there are two reasons, two kinds of disconnectedness 

in our thinking, that permit this phenomenon. First is the separation between the 

development of autonomous decision-making ability and foreign language development 

that I mentioned at the begirming. Second, there is not enough introspection among 

researchers and teachers in looking at their teaching and learning processes as part of 

being integrated human beings in their own lives. This second factor implies the 

importance of teachers' and researchers' own shutaisei. 

Because of the lack of these connections in our thinking, I am concerned that 

current theoretical and pedagogical attempts to develop language proficiency center 

around methodologies and techniques, without much examination of what a truly critical 

and functional foreign language ability entails. It seems to me that the importance of the 

communicative aspect of "language proficiency" has been misleading because of its 

overemphasis on the efficiency of communication, without much attention to the 

empowerment of foreign language learners as language users. Consequently, foreign 
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language education is failing to help students to develop critical and functional language 

ability. In order to develop that ability, I believe that philosophy of language learning and 

human learning needs to be more substantially and pervasively pondered and discussed 

among educators jfrom different viewpoints as well as in the everyday talk among the 

teachers in the school lounge. 

This dissertation is grounded in a holistic and learner-centered educational 

philosophy of whole language. Kenneth Goodman (1993) states that "Whole language is 

an inclusive philosophy of education, involving four pillars: a view of language 

(including written language), a view of learning, a view of teaching, and a view of 

curriculum. A fifth pillar is the learning conmiunity" (p. 65). As such, whole language is 

not a technique giving how-to recipes to teachers, nor is it only applicable to primary 

education or in the context of first language, as it is often perceived. I think that whole 

language philosophy is essential to all contexts of human learning. 

Based on whole language philosophy, this research has two major premises that I 

discuss in theoretical terms in Chapter 3. One is that language is learned through 

ftmctional use in context. The other premise is that shutaisei has substantial impact on 

the development of the ability to use a language critically. Based on these premises, I 

examined two consecutive beginning courses of Japanese as a foreign language (JFL) in a 

community college in Tucson, Arizona. 
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The Purpose and Significance of the Study 

Although the importance of shutaisei is the premise of this research, it also aims 

to unpack this concept and further explore its attributes and the factors that make this 

power emerge and permeate the linguistic practice in our everyday life. Similarly it 

explores the notion of foreign language ability as a goal of foreign language education. 

Furthermore, this research examines the relationship between shutaisei, the process of 

students' learning, and their Japanese language development and use. 

I want to explore the concept of shutaisei and foreign language ability because of 

the following reason. I pointed out earlier the lack of critical examination of what a truly 

critical and functional foreign language ability really involves. Similarly, although the 

notion of shutaisei is frequently mentioned in Japan, it is my impression that this word is 

used like a pre-packaged, ready-made concept as if the meaning ol shutaisei is 

self-evident in the main stream of education as well as in society in general. However, 

the concept of shutaisei itself casts a philosophical question concerning what this 

autonomous ability to direct one's own conduct really entails. Despite the high 

intemational reputation of their education system, Japan is ironically observing a growing 

number of social problems, such as school violence among young people. I believe that 

this is, partly at least, due to the students' lack of shutaisei] they feel lost and cannot make 

decisions about their own conduct. I also believe that because of the lack of critical 

examination among teachers, parents, and the society, they have been defeating their very 

intention of developing students' and their own children's shutaisei. 
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By encouraging a connection between shutaisei and language learning, I hope this 

research will contribute to the field of foreign language education in helping students to 

become critical language users. We need to be critical language users with the ability of 

shutaisei in order to participate in creating a truly democratic society and to make our 

own lives better and more meaningful. An increasing number of researchers and teachers 

in various language learning contexts have pointed out this connection and documented 

how such integration had great impact on the development of a substantial language 

ability (Finlay & Faith, 1987; Hirsch, 1989; Thomson, 1992). This work needs to be 

continued. Although the context of this research is Japanese as a foreign language (JFL), 

I wish to extend my findings to the domain of language learning in general. I also want to 

extend my proposition about shutaisei to all learning contexts inside and outside of 

school. The framework of shutaisei that I propose in this dissertation may be new to the 

Japanese people themselves. I do not want to present my firamework as the absolute. I 

believe that the significance lies in the exploration of the concept; shutaisei is the concept 

that we all have to pursue rigorously in every learning context inside and outside of 

school. I hope that my proposition inspires or challenges readers to reflect upon their 

own learning experiences and their everyday use of language, both their mother tongue 

and other languages that they speak. This dissertation offers an invitation to readers to 

participate in thinking critically how shutaisei, a fundamental human ability, develops in 

our students, our children and each one of us. 
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Beginning to Explore the Meaning of Shuiaisei 

As I mentioned above, the concept of shutaisei is not only the premise of this 

dissenation but also the theme to be explored further. Thus, the definition that I give here 

is a general one. 

The word, .y/zz/rawe/, is written in three Chinese characters ( )• 

Each character in the word contains an important element of meaning. Shu 

( iE ) means main or principle: tai ( ^ ) means body or framework; sei 

( 'te ) is a suffix indicating quality and state such as "-ity" and "-ness." Thus, shutaisei 

is a compound noun consisting of the core word, shutai ( ), meaning "subject," 

"subjecthood" or "independence" according to Kenkyusha's New Japanese-English 

Dictionary, and the suffix, sei ( ) that makes the whole term refer to 

characteristics of "subject." Obunsha kokugo jiten \Ohunsha's Japanese dictionary] gives 

a definition to the word, shutaisei, as follows: 

[The character or tendency to own one's opinions or positions substantially and 

act in a given situation independently, without being coerced by others.] 

The term is used particularly in the educational context, but it can also appear in people's 

everyday conversation. 

In English I found three concepts that are used in a manner similar to the concept 

ot'shutaise. They are "agency" and "critical consciousness" in the context of critical 
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pedagogy, "ownership" in whole language philosophy. The core meaning of these three 

concepts and shutaisei refers to awareness and the power to play a central role and have 

responsibility as a "subject" for learning, making decisions, and taking actions. The 

concept, "empowerment" also describes the development of what all these related terms 

referred to. However, in this dissertation I use the Japanese term, shutaisei, despite its 

unfamiliarity to English-speaking audiences because shutaisei seems to encompass more 

meanings than the three English terms. For example, self-identity is also an important 

aspect oishutaisei. Critical consciousness, agency, ownership, and empowerment do not 

directly address this concept, although they all assume its importance. 

By "self-identity" I mean an independent perception of "who I am" and "how 1 

want to be;" I do not mean identification with other social groups or statuses. Nor do I 

mean dependence on social groups as a basis of self-esteem. There are Japanese 

expressions related to the notion of self-identity: Jibun ga aru [to have a self] and jibun 

ga nai [to have no self], A Japanese psychiatrist, Doi (1971) analyzes that a person can 

be described as jibun ga nai [ not having a self] when he identifies himself with a certain 

social group completely and cannot claim himself. In contrast, a person is described as 

jibun ga aru [having a self] when he can maintain his independence from a group that he 

belongs to. Jibun ga aru [one has a self] implies the presence of shutaisei. 

As I mentioned earlier, there is a tendency to treat this concept uncritically in 

Japanese society. However, there are also educators who use and pursue the concept of 
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shutaisei critically in their educational practices. The following quote by Hayashi (1993) 

implies the importance of examining the very quality of shutaisei. 

fcmuai. 

4oVNT t t i t z ' f ( D m ^ z t i t  
^iWtz\^^(DX&:6o . .  . 
3mx^fj:v^m^ict.x\ 

fCfL< ^ -efc^o f t  t)  ^  

[Teachers who observed my classes often pointed out that I did not give much 
opportunities to students to speak up in discussion. They criticized that my 
classes were like lectures and not appropriate as classes to respect children's 
shutaisei. 

However, I do not think that, in classes which proceed with children's 
active verbal participation, every student's shutaisei is necessarily valued. In this 
kind of class, it is unavoidable to have a few leading figures and stars and many 
children who are left out from the discussion.... Classroom teaching is to 
facilitate children to climb to the height where they cannot reach by themselves, 
using their own hands and legs. The central task of the teachers in this process is 
to examine students' opinions critically and seriously (on the table with the 
smdents). Borrowed knowledge does not work there. ] (pp. 16-17) 

Hasyashi's quote suggests some attributes of shutaisei: intellectual challenge by 

questioning the knowledge, and using one's own hands and legs. Through teaching more 

than 230 classes as a guest teacher in schools all over Japan after his retirement as a 

president of Miyagi Education University, he challenged the prevalent teaching practice 

which required memorization of "correct," uniform answers in students. He also 
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criticized tiie Japanese government's heavy regulation on schools and teachers; it does 

not encourage teachers' own critical thinking. 

The concepts of "awareness," "responsibility," "making decisions," "taking 

actions." "self-perception," "intellectual challenge," and "using one's own hands" are 

some of the attributes of shutaisei, and I discuss them in more detail in the chapters 

outlining my theoretical basis and discussing my data. 

Research Questions 

I use this research to answer the following questions: 

1. What are the attributes of shutaiseP. 

2. How do students exert their shutaisei in the context of learning JFL taught 

in the framework of whole language philosophy? 

3. How does the students' shutaisei influence their functional and meaningful 

use of Japanese language in the courses of this study? 

4. How do the students develop control over the conventional system of 

Japanese for their own purposes in the courses of this study? 

5. What is the relationship between shutaisei. the students' learning process, 

their Japanese language use and its development? 

I end this chapter with an overview of the dissertation. Chapter 2 describes the 

background of this research, which includes the current trends in JFL teaching as well as 

the history of my personal and academic inquiry. In Chapter 3,1 discuss my theoretical 
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basis, which consists of educational theories, linguistic theories and presentation of the 

attributes of shutaisei. Chapter 4 explains the philosophical stance and the methodology 

of this research. The very theme of this study, shutaisei, is fimdamentally related to the 

choice of the qualitative and naturalistic method of inquiry in thisdissertation. Chapters 5 

through 8 include analysis and discussion of the two consecutive JFL courses that 1 

researched. Chapter 5 gives a chronological description of these two courses. In Chapter 

6,1 analyze my students' practice of shutaisei as well as instances of lack of shutaisei I 

observed in their learning. Chapter 7 focuses the analysis of the students' functional use 

and development of Japanese in relationship to their practice and the lack of shutaisei. 

In Chapter 8,1 discuss the role of foreign language education in relation to the universal 

mission of education. In Chapter 9,1 conclude by summarizing the attributes of shutaisei 

and major findings of this research as well as their implications in teaching. 
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CHAPTER 2 

MY PERSONAL HISTORY: 

THE BACKGROUND OF THIS RESEARCH 

This chapter describes how the theme of this research came about. The 

importance of the connection between teaching and learning Japanese as a foreign 

language (JFL) and shutaisei emerged from the personal and academic experiences of my 

life. 

Encounter with the Whole Language Philosophy 

The very first semester when 1 came to the United States to start my graduate 

studies in English as a Second Language (ESL) at the University of Arizona in 1984,1 

was introduced to a holistic view of human learning and teaching through Kenneth and 

Yetta Goodman's research on the reading process. It was an intellectually exciting and 

introspective experience. I intuitively knew then that this way of teaching and learning 

was what I had always wanted to study. As I reflected on my own experiences of learning 

and teaching English as a foreign language in Japan, Goodman and Goodman's' 

leamer-centered and holistic view of education made so much sense to me. 

While I was excited with learning about communicative approaches (Blair, 1982; 

Sodow, 1982) and Chomsky's challenge to behaviorism and structuralism (Diller, 1978; 
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Rivers, 1983) in the graduate program, I also experienced some dissatisfaction; diere was 

something missing in the discussions of graduate students, in seminars, and in the 

research of the ESL field. I gradually came to realize that what was missing was in-depth 

thinking about the nature of learning and teaching, even though discussions always 

claimed to be based on theory. When 1 expressed this concern to a Ofellow graduate 

smdent in ESL, she replied, "But that's something education people should think about, 

isn't it?" Her statement was symbolic, implying that foreign language learning is such a 

different process from other kinds of learning that what foreign language teachers need to 

know is special teaching methodologies rather than philosophy. 1 kept receiving similar 

responses. Stem (1983) also points out this separation of methodology from education: 

"It is ... all the more surprising to note how little thought has been given to the 

relationship between language teaching and the study of education" (p. 419). I became 

increasingly disillusioned with the field of ESL. 

The Context of Japanese as a Foreign Language 

Meanwhile 1 started teaching JFL as a teaching assistant at the University of 

Arizona and continued to teach at Pima Community College in Tucson, Arizona. It was 

not long before I discovered two unique features in the field of JFL. First, there has been 

a drastic demographic change in the number of students and in their motivation to leam 

Japanese in the last two decades induced by the strong Japanese role in the world 

economy today. Combining the data given by Jorden (1991) and Miura (1990), the 
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number of JFL learners in the USA increased with an "explosive force"-about 4.5 times 

between 1977 and 1990 to 45,717 students. The background and motives of the majority 

of students also changed from interest in Japanese culture and literature to more 

utilitarian purposes, i.e., learning Japanese for future careers in business and technology. 

Second, the field of JFL has a large number of advocates favoring the audiolingual 

approach despite the severe criticism this approach has received since the 1960s. It is not 

just furtively exercised but rather enthusiastically supported and actively used in 

classrooms under the name of the "Jorden Method." The textbook. Beginning Japanese. 

published by Eleanor H. Jorden in 1963, has been so influential that, even three decades 

later, the fourth edition with the new title, Japanese: The Spoken Language (JSL), is still 

used in many prestigious American universities. This popularity, in tum, reinforces the 

textbook's prestigious status. 

Although advocates of the Jorden Method claim that this method is not 

audiolingual, it is essentially based on behaviorism and structuralism, as reflected in the 

introduction of Japanese: the Spoken Language (1987): "No part of any lesson can be 

omitted. Developing a skill involves the forming of new habits, and new habits are 

acquired only through extensive practice" (p. xvii). Furthermore, in this method, die 

textbook (not even the teacher) is the ultimate and only authority to decide what 

vocabulary, grammar, or contexts to teach. Teachers must follow the prescriptive 

approach strictly. Students are not allowed to make requests for expressions and 

grammatical rules that are not introduced in the order presented in the textbook. 
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Teaching Japanese Based on the Whole Language Philosophy 

Because of my belief in holistic and leamer-centered philosophy, I could not go 

along with Jorden's approach. It was her fundamental view about teachers and students 

that I resisted more strongly than her actual techniques. In accordance with Jorden's 

approach, both teachers and students are viewed as if they were machines dutifully giving 

and accepting knowledge and language as instructed by the method. Neither the teacher's 

irmovative attempts nor the student's intentions and choices seem to have any place in 

Jorden's philosophy. 

Therefore, I tried to apply what I was learning from the conununicative teaching 

approaches in ESL and whole language philosophy to my classes as much as possible. I 

observed students who developed their Japanese language ability to a great extent and 

those who did not. Whenever they showed great progress, there were common features. 

These successful students were taking risks, they had a positive self-image, and there was 

a collaborative atmosphere in class. Furthermore, both my students and I were using 

Japanese meaningfully and functionally. These features that are the principles of whole 

language philosophy seemed to be influencing one another organically. However, as hard 

as I attempted to create those elements in my classes, I did not always succeed. When any 

of the elements was not present, it seemed to affect the rest of the process, and the 

students did not develop the ability to use Japanese independently even though they did 

well on tests. 
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I kept wondering why the elements of the holistic learning process that led to 

successful learning did not always prevail. It seemed to be directly related to the students' 

passive attitude toward learning that I often encountered. This does not mean that they 

were not motivated to learn Japanese. My students were usually highly motivated by the 

utilitarian value of Japanese for their future. Yet, when they came to the classroom, many 

of them were quite dependent, waiting for me, the teacher, to tell them what, how and 

how much to study. I sensed that their language development had something to do with 

shutaisei, the power to lead one's life as an independent person. 

Encounter with Freire's Critical Pedagogy 

Along with whole language philosophy, 1 was introduced to the educational 

philosophy of Paulo Freire (Freire & Macedo, 1987) in my graduate work, which was 

another eye-opening experience for me. I recognized a similarity between the notion of 

shutaisei and that of critical consciousness, one of the main concepts of Freire's 

pedagogy. The notion of critical consciousness seemed to address the self-conciousness 

that I was struggling with in learning and using English, my second language. I started 

reflecting on my English ability as well as the process of learning English from the 

viewpoint of critical consciousness. 

For many years since 1 started learning English as a foreign language in 7th grade 

in Japan, I strove for native-like pronunciation, accurate grammar, and fluent discoiu^e 

style. 1 even tried to behave like an English speaker. Because of my high motivation and 
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diligent work, my English reached what is usually called an advanced level. People often 

complimented my fluency and native-like speech, which boosted my self-esteem. 

However, this self-esteem was not substantial. Deep down inside, I was struggling with 

insecurity, feeling incompetent in articulating myself in English once I got into an 

involved discussion with someone. I always wanted reassurance and approval for my 

English in order to evaluate my own language ability. 

However, once I recognized the importance of the connection between language 

learning and learning to be an independent human being, I started thinking more critically 

about what kind of language ability I was trying to acquire. It seemed to me that if I 

wanted to make English, and also Japanese for that matter, the effective apparatus of my 

being, it needed to be more than an ability to demonstrate the appropriate linguistic and 

socio-cultural behavior as expected. How I use language seemed to be flmdamentally 

related to how I view myself 

In the process of learning English, teaching JFL, and learning about learning, my 

personal and professional interests became more focused on identifying the relationship 

between the ability to live as what Freire calls a "fully" human being and the development 

of the ability to use language as one of the apparatuses to live as a fully human being. It 

has become a theme of my life-long search. 
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CHAPTERS 

THEORETICAL BASIS AND LITERATURE REVIEW 

This dissertation is theoretically based on the holistic and learner-centered view of 

human learning and teaching that Dewey (1938), Goodman and Goodman (1981, 1990), 

and Rosenblatt (1983), among other advocates, propose. I also share Halliday's (1985) 

functional view of language on which whole language philosophy heavily draws. My 

view is also strongly influenced by Freire's (1987, 1993) educational philosophy which 

calls for the liberation of human spirit from oppression and imposition of knowledge. In 

the pursuit of knowledge, this dissertation has an orientation of social constructionism, 

which views knowledge as socially constructed and thus acknowledges the human being's 

role to examine the validity of the knowledge. In this chapter. I review whole language 

philosophy, Rosenblatt's transactional theory, Freire's critical pedagogy, and Halliday's 

functional view of language in terms of what their philosophies and theories propose for 

the development of the power oishutaisei. In reviewing these holistic educational 

philosophies and theories, I elicit the attributes of shutaisei from their principles. 

Although I number the attributes every time I identify each one of them, the numbers do 

not indicate hierarchical significance. In this chapter I also critically examine the current 

notion of "language proficiency" that sets native-like competence as the major goal in 

foreign language (FL) education. Behind this notion seems to be an assumption which 
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inherently views foreign language learners as deviant from native speakers. I believe that 

this view discourages the development of shutaisei. 

Learner's Role as an Ultimate Decision Maker 

Drawing heavily on Dewey's work, whole language philosophy takes a positive, 

humanistic view of learners (Goodman & Goodman, 1981). Whole language teachers 

build on strengths that learners already have and facilitate them in e.xpanding their 

knowledge and strengths, rather than mold them into forms and frames the teachers 

expect. In this learner-centered view of learning and teaching, teachers acknowledge the 

students' fundamental role in making a choice of options offered by the environment we 

are situated in. Whether a choice is made consciously or subconsciously, making a 

choice is involved in any phase of a human's physical and intellectual activities from 

eating, working, and studying to using a language. After all, this human act of making a 

choice is the effort and attempt of people to make their lives meaningftil to themselves. 

Here, I identify the two most fundamental attributes of shutaisei: 

1. The ability to make necessary decisions to make one's life meaningful. 

2. The ability to put such decisions into action. 

These two attributes require all the other attributes that I discuss in this chapter. 

The process of making a choice involves Freire's distinction between "nature" and 

"culture." In their study of a college remedial writing course taught based on Freire's 

critical pedagogy, Finlay and Faith (1987) contend that Freire's distinction between 
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"nature" and "culture" is a prerequisite for the emergence of critical consciousness, which 

corresponds to the notion of shutaisei. Freire's concepts of "nature" and "culture" are 

specific. Finlay and Faith define: "Nature ... offers laws that are given, not options. 

Culture, the sphere of human institutions, is governed by choices that are historically and 

materially conditioned." Thus, "culture" is "the product of human action" (p. 65). 

Reality is combined with both "nature" and "culture." 

I relate the following Reinhold Neibuhr quote to Freire's notion of "nature" and 

"culture:" 

God grant me the serenity to accept the things I cannot change, the courage to 

change the things I can; and the wisdom to know the difference. (A prayer used 

by members of ALCOHOLIC ANONYMOUS) 

It is not my intention to use this quote religiously in my discussion here. I think that this 

quote contains an essential quality of a human being to live with the power of shutaisei. I 

interpret "the things 1 carmot change" as "nature" and "the things I can" as "culture." 

From this, I identify an additional attribute of shutaisei: 

3. The ability to make a distinction between "nature" and "culture" 

Although Finlay and Faith (1987) propose that making this distinction is a 

prerequisite for the emergence of critical consciousness, I believe that this judging ability 

is a central aspect of developing shutaisei. It is not self-evident what elements are 

"nature" and what elements are "culture" in our reality, and we are not endowed from the 
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beginning with "the wisdom to know the difference" as in Neibuhr's quote. Making this 

distinction requires the following attribute: 

4. Awareness of the existence of such distinction and one's potential to make 

that distinction. 

Only if we know that there is a difference between things we can change and 

things we cannot change, even though we may not know what they are yet, can we start 

sorting out "nature" and "culture" in our reality. The concept of potential implies the 

process of coming to know what they are; that process is the development of shutaisei. In 

this discerning process, I find another attribute, the attitude that Neibuhr suggests: 

5. Acceptance of "nature" and critical examination of "culture." 

Freire's notion of "culture" in the above context seems to correspond to the notion 

of knowledge in social constructionism; "All knowledge is a social construct" (Rorty, 

quoted in Bruffee, 1986, p. 774). Thomas Kuhn's Structures of Scientific Knowledge 

(1970) offered an alternative way to our understanding of knowledge. Bruffee (1986) 

states, "A social constructionist position in any discipline assumes that entities we 

normally call reality, knowledge, thought, facts, texts, selves, and so on are constructs 

generated by communities of like-minded peers" (p.774). In this viewpoint, even reality 

and facts are socially constructed in people's mind. This is because every phenomenon in 

this world is perceived through human consciousness. Bruffee states that although social 

constructionism acknowledges the existence of "physical reality," knowledge is an 

agreement of interpretations of physical facts among knowledgeable peers. 
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Because of the fact that all phenomena are perceived through the human mind, I 

consider it very important to discern our socially constructed interpretations from physical 

reality. Establishment of values, knowledge, systems, institutions, and artifacts that 

Freire refers to as "culture" does not automatically turn these entities into "nature" or 

physical facts. Values and meanings of physical facts may change over time. Thus, no 

matter how established they appear to be, we, human beings, have the potential and 

responsibility to question and examine critically the validity of what people before us 

have constructed. Furthermore, upon critical examination, we have the potential and 

responsibility to act upon "culture" to improve its problematic elements if there are any. 

Development of Substantial Self-perception 

As I mentioned in the definition of shutaisei in Chapter 1. this power is also 

intrinsically related to the perception of "who I am." In my previous research of identity 

and critical consciousness (Iventosch, 1995), I learned that there are two factors that 

affect the development of self-perception: recognition of "nature" and "culture" in 

ourselves, and transactions of experiences. 

Recognition of "Nature" and "Culture" in Ourselves 

The distinction between "nature" and "culture" (attributes 3-5) also becomes 

important in the examination of our own make-up and our development of substantial 

self-perception. For example, it was vital for me to distinguish the physical fact that I am 
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a polio survivor wath an inferiority complex that I developed in my youth from people's 

reactions and views towards the handicapped in the Japanese society. That physical fact 

was the "nature" that I could not change; the inferiority complex was the "culture" that I 

allowed to mold my self-perception. 

The distinction of "nature" from "culture" in our make-up and the unsentimental 

acceptance of "nature" lead us to a clearer view of "who I am" and "how I want to be" in 

order to make our lives meaningful. These two attributes make it possible for us to see 

ourselves as subjects with the ability to take action on things that we can change, 

"culture," to improve a given situation. In contrast, I believe that failure to develop these 

two attributes leads us to two undesirable possibilities. One is the automatic acceptance 

of reality as if there were nothing we can do about it. Reality is made up of both "nature" 

and "culture." Finlay and Faith (1987) state. "When culture masquerades as nature, it 

appears impervious to human effort" (p. 65). The other possibility is a misunderstanding 

that having the shutaisei to take charge of our lives means that we can change anything if 

we try hard enough. Acceptance of "nature" is a detachment from this egocentric desire 

to control everything. 

Transactions of Experiences 

Another factor affecting the development of self-perception is the transactional 

characteristic of human experiences that Dewey (1938) claims. As he puts it, "Every 

experience is a moving force" (p. 31), influencing subsequent experiences. The 
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implication of this is significant in any context in which learners touch different linguistic 

and cultural backgrounds, such as FL education and bilingual/multicultural education. 

Advocates of bilingualism often claim that the relationship between different cultural 

backgrounds in a student is additive, not subtractive (Cummins, 1986; Lambert, 1977;). 

In the "English only" movement, this relationship is viewed as subtractive, with the 

students' home culture and language impeding their learning of English. 

I believe that the relationship between a student's different cultural backgrounds is 

neither subtractive nor additive. Rather, it is transactional with the student's experiences 

from each culture affecting each other qualitatively. When Lambert (1977) states that "a 

bilingual education program, to be helpful and constructive, should attempt to develop the 

full potential of ethnolinguistic minority groups so that members can become fully 

American at the same time as they remain fully French, Polish, or whatever" (p. 44), he 

does not articulate what he means by "fully." The notion of "additive" along with his 

statement seems to suggest that learners develop two independent identities related to the 

different cultural groups they belong to, and that they transit back and forth between the 

two identities. This notion does not seem to encourage integrity in an individual. 

While we often identify ourselves according to various social categories that we 

belong to, such as occupation, gender, ethnicity, language, religion, etc., we need to 

develop something central that unites these various aspects in ourselves. This core is the 

integrity of self, which is perceived as the subject that makes decisions in one's own life. 
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Without this core, whatever prestigious group or external social role we identify ourselves 

with, we cannot be the subjects of our lives. Dewey (1938) states, 

A divided world, a world whose parts and aspects do not hang together, is at once 
a sign and a cause of a divided personality.... A fully integrated personality, on 
the other hand, exists only when successive experiences are integrated with one 
another, (p. 43) 

This core develops by making connections among different social roles as well as 

"natural" elements in Freire's sense in ourselves. The more we develop this core, the 

more we come to belong to ourselves. Here is another attribute of sfiutaisei: 

6. Integrity in self-perception, making connections among different self 

roles. 

The Unity of Subjectivity and Objectivity 

Freire (1993) states, "One cannot conceive of objectivity without subjectivity. 

Neither can exist without the other, nor can they be dichotomized" (p. 32). In this 

statement, I identify an attribute of shutaisei: 

7. The unity of subjectivity and objectivity. 

On the one hand, the examination of knowledge, reality, and self can never escape 

the individual's subjectivity because these phenomena are perceived through human 

consciousness. On the other, knowledge, reality and self also contain physical elements, 

"nature," and objective features "that are recognizable by multiple subjects" (Finlay & 

Faith, 1987, p. 74). Therefore, while we should restrain ourselves from accepting 

knowledge and systems automatically, trusting our intuition, it is also important for us to 
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respect the knowledge and wisdom that past generations of human agencies came to agree 

upon. Furthermore, in order to understand a matter clearly, we need to identify both 

subjective features and objective features in our own viewpoints and others' opinions and 

interpretations. 

In the examination of knowledge in terms of "nature" and "culture," social 

constructionism raises a further philosophical question: if all knowledge is socially 

constructed, is there no universal truth in this world? I believe that there is truth. 

Without that belief, I do not think we can be enthusiastic about searching for meaning in 

anything. We search because we want to know the truth. But we also have to accept the 

painful fact that the knowledge that we believe to be true now inherently has the 

possibility of being proven untrue later. Because of this contradictory characteristic of 

knowledge, we need what Peirce calls the scientific spirit,"... which is determined not to 

rest satisfied with existing opinions, but to press on to the real truth of nature" (quoted by 

Rosenblatt, 1983, p. 139). This scientific spirit entails two more attributes of shutaisei: 

8. Introspection. 

9. Being tentative with the validity of our current beliefs and open to 

challenges and criticism of them. 

Choice Made in the Transaction 

Whole language philosophy, Rosenblatt's transactional theory, Freire's critical 

pedagogy, and Halliday's functional linguistic theory all fiindamentally trust in the 
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learner's potential to make choices. Their position of acknowledging the learner's choice 

needs to be clarified to avoid a misunderstanding that often becomes the focus of 

criticism against these learner-centered schools of thought. Goodman and Goodman 

(1980) state, "Ultimately, it is the learner's decision to extract what is most meaningful to 

be learned from that environment" (p. 3) [my italics]. The word "ultimately" specifically 

implies that the choice is made in the transaction between the learner's subjectivity, 

intentions and intuition on the one hand and conditions and objectivity that the 

environment offers on the other. It is not that students can make choices freely and their 

intentions and interpretations are all that matters. The choice is inevitably not made in 

the domain of the learner's wishes exclusively. If we absolutely refuse to deal with what 

exists in the environment, it is impossible for us to keep living in this physical world and 

the only alternative is to terminate our lives. 

Teacher's Role in the Transaction 

Whole language and transactional theory both claim that the teacher's role in the 

transaction is crucial. In the whole language classroom, "The teacher motivates, arranges 

the environment monitors development, provides relevant appropriate materials, and 

provides timely experiences to facilitate learning" (Goodman & Goodman, 1980, p. 3). In 

this practice, it is vital for the teacher to keep the balance between what students bring to 

a learning situation and what exists in the learning environment. The teacher 
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demonstrates knowledge to students while inviting them to examine the knowledge 

through their subjective perception. 

What is important in this integration of the two forces is that the demonstration 

should be exposing students to knowledge and objectivity, not imposing knowledge. In 

the context of teaching literature, Rosenblatt (1983) emphasizes the importance of 

helping students to cormect their lives to knowledge that they are invited to. Students' 

subjectivity needs to be the basis of the examination because the value of knowledge does 

not become alive or real for students unless they can relate to that. Teachers should 

constantly remind themselves that it is ultimately the students who make the connection, 

not the teacher. 

Zone of Proximal Development 

Vygotsky (1978) also offers an important concept, "the zone of proximal 

development" in terms of the teacher's role in this transaction. The zone of proximal 

development is a range between an actual level of development where children can 

perform a task on their own, and a potential level where they can perform a task with 

assistance today and might be able to do it alone tomorrow. This concept seems to 

correspond to what Krashen (1985a, 1985b) describes as i + 1. He hypothesizes that 

people acquire language by understanding messages that contain structures with which 

they are familiar, "i," and ones that are a little beyond their current level of development, 

"i +1." However, we should remember that this zone, or "i + I," is not a rigid, prescribed 
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zone; there is no formula for a student's potential level, given his/her actual level. With 

several stages of development working in a recursive way rather than a linear way 

between the two levels (Galliinore & Tharp, 1990), the zone varies individually and 

moves continually for each student. 

This concept implies that teachers should focus their gioidance on the students' 

potential developmental level rather than the actual level where they can already take care 

of themselves (Blanck. 1990; Gallimore & Tharp, 1990). Moreover, such guidance 

becomes possible only when teachers observe individual zones keenly and flexibly, using 

their professional insight, intuition, and linguistic knowledge (Y. Goodman, 1985). 

Risk-taking 

The teacher's trust in and acknowledgment of students' potential to make choices 

encourages as well as requires the following attribute of shutaisei: 

10. Taking risks and initiative in experimentation with intuition and 

knowledge. 

By risk-taking, I mean the intention to go out of the safe range of our own territory 

in order to leam what we want to know or to achieve our goals. The scope of this 

risk-taking is equally physical, intellectual and emotional. Risk-taking implies the 

possibility that our attempts will result in failure or that we will make mistakes. In spite 

of those undesirable possibilities, we still have to take risks, because nothing is going to 

progress if we remain in safe territory. The unplication of risk-taking in teaching is that 
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teachers should encourage students not only to take risks but also to appreciate mistakes 

and failures as a natural part of learning. Goodman and Goodman (1990) contend, 

"Freeing pupils to take risks is a major concern of whole-language classrooms" (p. 238). 

While risk-taking is necessary for making choices, it reciprocally encourages 

students' making decisions further. By making decisions that take them out of their 

territory, students experience the consequences of their own choices and leam the true 

value of their intuition and the knowledge that they decide to experiment with. This 

experience induces another attribute of shutaisei: 

11. Taking responsibility for one's own conduct. 

Evaluation 

In whole language philosophy, evaluation has a learning function as well as an 

evaluative function (Goodman, Goodman & Hood, 1989). Evaluation is not only the 

demonstration of what students learned but it becomes a part of an ongoing process of 

learning. Furthermore, the ultimate purpose of evaluation for learners is become able to 

evaluate themselves. Here is another attribute of shutaisei: 

12. Evaluating one's own progress. 

Self-evaluation does not mean to rely exclusively on personal perceptions, but it 

requires the attribute of integrating subjectivity and objectivity. Instead of accepting 

objective evaluation such as standardized tests or a teacher's evaluation automatically, 

students need to examine objective tests critically in order to evaluate whether the test 



41 

measures what they intended to ieam. Similar to the process of making a choice, 

self-evaluation is also a transaction between students' intuition and objective evaluation. 

However, as a result of this transaction, it is always students who need to evaluate their 

own progress in order for them to have a sense of growth. 

Language Use as Meaning Choice 

Whole language philosophy views language as developing through fxmctional use 

which takes place in meaningftil human activity. This fimctional view of language is 

heavily drawn from Halliday's theory of language. Since Chomsky challenged the 

structuralist view of language in late 1950s, the nature of language has been debated 

mainly between structuralists and generativists. However, Halliday (1985) argues that an 

essential opposition of language theories rather exists between the syntagmatic 

orientation and the paradigmatic orientation. The syntagmatic orientation considers 

grammar or syntax as the foundation of language. Its primary concern is that meaning 

exists in linguistic structures and not in the speaker's intention. Chomsky's linguistic 

theory is syntagmatic in nature despite his acknowledgment of semantics. The 

paradigmatic orientation that whole language takes considers semantics as the foundation 

of language; in this view, linguistic systems evolved because they were driven by 

functional necessities for people to achieve whatever meanings they attempted. K. 

Goodman (1986) describes the functional nature of language as follows: "Language use 
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begins with a function and then involves experimenting with the language forms 

necessary to fulfill that fimction" (p. 19). 

In this functional view of language, learners' choice of linguistic form plays an 

essential role. Halliday and Hasan (1985) state that language is both "a product. . .  t h a t  

can be recorded and studied" and "a continuous process of semantic choice" (p. 10). This 

choice involves "networks of interlocking options" (Halliday, 1985, p. xiv) of various 

features such as the nature of the message (whether it is about doing, thinking, or being), 

the nature of action (whether it is plaui action or action on something), or pronunciation 

(voiced or unvoiced), and so on. These choices are related like links in a chain. As 

Halliday (1985) puts it. 

Whatever is chosen in one system becomes the way into a set of choices in 
another, and we go on as far as we need to, or as far as we can in the time 
available, or as far as we know how. (p. xiv) 

These choices are often subconscious rather than conscious. Yet, as discussed above in 

the process of making a choice, these linguistic choices are also made in the transaction 

between what Goodman and Goodman (1990) call "invention" and "convention." 

Language develops in the balance between "invention, personal creation of language, and 

convention, the socially established systems and norms" (p. 232). 

Social Commimity 

Whole language philosophy values the classroom as a community of learners. 

Crucial for the teacher is to create an atmosphere of mutual respect among all the 
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participants of this community (Goodman & Goodman, 1990). This means that whole 

language values learning collaboratively. The teacher is a part of this learning 

community. 

The important implications of the value of social community are two-fold. One 

implication is that this value is based on a belief in a democratic spirit. Shutaisei of 

participants plays an important role in creating a truly democratic community. Directing 

one's life sometimes conflicts with someone else's attempt to do the same. Ruiz (1984) 

points out that insistence on one's own rights without listening to other people's voices 

often violates someone else's rights, inherently creating schism and confrontation. 

Shutaisei, the ability to take charge of one's life should not be the ability to create such 

schism. Thus, here is another attribute of shutaisei: 

13. Respect for other people's shutaisei. 

This attribute is the attitude of listening to other people's claims with respect but 

also examining them both subjectively and objectively. 

The other implication of social community is its potential for language use. If 

based on mutual respect, the social relationship developed among all members of the 

classroom naturally provides a context for authentic communication and functional 

language use. Kramsch and McConnel-Ginet (1992) point out that the FL classroom 

context has been devalued or not even recognized for its potential for authentic language 

use. If there is more than one person in the classroom and they are engaged in some kind 
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and there. 

The Current Notion of Language Proficiency 

In this section I examine what is widely considered to be the major goal of FL 

teaching and learning. This examination is crucial because the conceptualization of this 

goal has an overwhelming impact on the practice of foreign language (FL) teaching and 

learning. 

The Goal: Native Speaker's Competence 

The extensive review of the notion of language proficiency by Stem (1983) shows 

that the conceptualization of "proficiency" varies in terms of its components and the ways 

used to evaluate levels of proficiency. Schemes of components range from a single 

concept such as the knowledge of grammar, to abilities to manipulate multiple factors 

such as listening, speaking, reading, writing, flmctions, topics and so on (See Figure 1). 

Whatever the components are, the notion of language proficiency has a standard 

criterion, namely that a native-like competence is the highest goal all FL students should 

try to achieve. Stem's description of proficiency indicates this view: 

Among different learners at different states of learning second language 
competence or proficiency ranges from zero to native-like proficiency.... 
Complete competence, whatever its definition, is hardly ever reached by second 
language learners.... Nevertheless, it forms an ideal goal to keep in mind. (p. 
341) 
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Figure 1. Interpretations of language proficiency: A summary. (Stem, 1983, p. 145) 
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The most well-known proficiency guidelines developed by the American Council 

on the Teaching of Foreign Languages (ACTFL) are also based on the notion of setting 

native-like competence as a goal (Makino, 1987). Although the criterion of the highest 

proficiency is "native-like," it essentially assiunes native speakers' competence as an ideal 

and as a point of reference. I believe that this notion is problematic because it inherently 

views second or FL learners as deficient and incomplete in comparison to native 

speakers. 

The notion of competence includes both linguistic and communicative 

competence. Chomsky, quoted by Stem (1983), describes linguistic competence as "the 

intrinsic tacit knowledge ... that underlies actual performance" (p. 342). This intrinsic 

tacit knowledge is considered to be irmate and ideal. Stem (1983) describes it as "an 

"internal system." "mechanism," "structure." "network," or "schema" (p. 345). Based on 

the syntagmatic orientation of his language theory, what Chomsky refers to as the native 

speaker's linguistic competence seems to be an ability to construct linguistic structures. 

Conununicative competence also has the native speaker's performance as an ideal. 

Hymes, quoted by Stem (1983), defines it as an ability to know "when to speak, when 

not, and as to what to talk about with whom, when, where, in what maimer" (p.229). 

Jorden (1991) asserts, "the students of Japanese must be concemed with language in 

culture-the Japanese language as it is used within Japanese society, following the 

patterns of Japanese behavior" (p. 4). 



The notion of the native speaker's competence as standard and ideal has been 

fundamentally challenged (Goodman, 1994; Widdowson, 1994). There are variations in 

terms of linguistic knowledge, socizd behavior and cultural perception among native 

speakers who grow up and use language in each unique regional, social and historical 

context. Both Goodman and Widdowson question which native speaker's standard is 

considered as an ideal for the FL students. Thus, we can see that the notion of linguistic 

and communicative competence is arbitrarily and socially postulated. Widdowson 

(1994) argues that what is usually called "standard language" is one of the dialects, often 

designated to a dialect spoken by socially prestigious people in the community. 

Furthermore, systems in the native speaker's language use are not absolute or 

constant. Rules governing a language do not exist as a permanent system from the 

beginning. A language system is a social construct, having evolved to meet people's 

needs over the course of its history (Goodman & Goodman. 1990; Halliday, 1985). Then 

we can only say that the linguistic system is "conventional," but not "absolute." "correct" 

or "ideal." 

Underlving Theories: 

The Transmission View of Education and Behaviorism 

The framework of language proficiency assuming native speaker's competence as 

an ideal is influenced by two pervasive views of human learning and teaching: the 

transmission view and behaviorism. The transmission view, which Freire (1993) 
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metaphorically criticizes as the "banking concept of education," holds knowledge as the 

unchangeable authority. According to this view, the student's mind is considered as a 

container, and the educational mission is to fill that empty container with supposedly 

"perfect" knowledge in the same way we can fill up an account with deposits. 

Behaviorism believes that habits are formed by conditioning and reinforcing 

external behaviors. It also assumes that compartmentalized pieces of knowledge would 

become interlocked together in a learner if presented neatly and sequentially from parts to 

whole. This theory has been applied widely in many educational contexts including FL 

teaching. 

The transmission view and behaviorism are teacher-centered as opposed to being 

learner-centered. They fundamentally disregard the necessity of the transaction between 

the learners' creative, subjective inner force and the social, objective outer force by 

excluding the learners and their role as decision makers in that transaction. As a result, 

they do not help students develop some of the attributes of shutaisei discussed earlier: 

integrating subjectivity and objectivity (# 7), introspection (# 8), taking risks in 

experimenting with their intuition and intentions (# 10), and taking responsibility for their 

conducts (# 11). These two pedagogical theories reinforce the vicious cycle of students' 

dependence upon external sources such as teachers, grammar books, and native speakers 

to make decisions rather than encouraging the development of "an independent decision 

making ability." 
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Hierarchical View of Learning 

Another problem with these teacher-centered theories is their hierarchical view of 

learning: the belief that we should teach skills first in order to solve problems. This 

assumption sounds logical. After all, how could we solve a problem when we do not 

know how? However, we leam "how to" solve a problem while we are engaged in the 

meaning and content that are important to us. Resnick, quoted by Hirsch (1989), 

challenges this sequential view of learning in the FL field: 

This assumption—that there is a sequence from lower level activities that do not 
require much independent thinking or judgment to higher level ones that do~ 
colors much educational theory and practice. Implicitly, at least it justifies long 
years of drill on the "basics" before thinking and problem solving are demanded. 
(p-13) 

A fundamental problem with the sequential and hierarchical view of learning is that it 

separates thinking from physical doing. Freire's (1987) philosophy states: 

Men and women work, that is. they act and think.... In work, the human being 
uses his whole body. He uses his hands and his ability to think. The human body 
is a conscious body. For that reason, it is wrong to separate so-called manual 
labor firom so-called intellectual work. (pp. 83-84) 

From this claim, I elicit another attribute of shutaisei: 

14. The ability to unite reflection and action. 

This attribute has a substantial implication in FL learning. Devoting time to the 

development of so-called "basic" skills and external behaviors without involving the 

students' thinking, meaning, and choices does not help them understand the principles 

behind the skills. What should be a major part of the content and context of FL learning 

are the students' interests and issues that they feel are important to them. Learning 
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language forms such as conventional linguistic rules and clear pronunciation become 

necessary and functional in order for students to pursue their real meanings and articulate 

them. In pursuing their interests, a process that involves thinking, students practice and 

use necessary skills and linguistic forms, a process of doing. These two processes entail 

each other and take place simultaneously. 

Because of the separation between thinking and doing, there is a pervasive 

contradiction in education, even among educators who call for the development of 

students' critical thinking and the ability to act as an active human "agent," a notion 

which overlaps with the notion of shutaisei. This contradiction is subtle, but I think it is a 

serious one because it disables students in developing critical thinking and shutaisei in 

the long run. For example, in the context of teaching English to speakers of other 

languages, Widdowson (1983) contrasts English for Special Purposes (ESP) and General 

Purpose English (GPE). In this contrast he dichotomizes "training" and "education" and 

attributes training to ESP and education to GPE. I find his dichotomy contradictory. 

Widdowson says that ESP has essentially a training orientation, aiming at the 

development of an ability to conform "to pre-existing rules of behavior" (p. 8) and to 

perform expected, acceptable behavior in students' immediate job situation or academic 

field. In contrast, GPE has an educational orientation, developing an ability to use 

language to integrate and apply principles to unpredictable situations. His claim is right 

in that the ability that he ascribes for ESP does not account for the learner's ability to 

think and to act upon the world as a human agent. However, I am afiraid that despite his 
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acknowledgment of the learner's role as an active agent, he is also negating that very role 

by separating training and education on a continuum and accepting the training 

orientation of ESP. I would argue that training and education cannot be separated. Any 

kind of training should have an educational quality if we want to make it truly meaningful 

and effective for learners, and vice versa: any education entails a quality of training in the 

sense that learners will not understand the meaning of knowledge and principles unless 

they experience the principles necessary in their own actions and behavior. Because of 

this contradiction, the problem that students do not grow as critical thinkers persists. 

Truly Self-reliant FL Ability 

If we want to use language as an effective means of leading a meaningful life, the 

substantial perception of "who I am" is important because it ideologically influences our 

choice of vocabulary and structures. For example, the use of active voice and passive 

voice in English written language is often valued differently in academia. Throughout my 

graduate work, some professors preferred active voice while others recommended passive 

voice. The criteria of which voice to use was never clear to me until I started looking at 

the two voices in terms of my role as a subject/writer in relationship to the values and 

concepts that I am writing about. Using the active voice, we fiilly acknowledge the 

responsibility of our position "as subjects, either in the grammatical way or the way that 

Freire uses the term, as free human beings who are capable of taking action on their 

world" (Finlay & Faith, 1987, p. 79). The passive voice hides, not necessarily in a 
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negative sense, the above writers' position. We may choose to use the passive voice when 

we want to be more tentative about our statements or when a grammatical object is our 

primary concern rather than a grammatical subject. But it is the individual writers who 

should make the decision, taking into consideration their stance on issues discussed and 

various social constraints of these active and passive voices. 

In this operation of language, FL learners eventually take the same responsibility 

as native speakers. This is another attribute of shutaisei: 

15. Responsibility to search for and use language that truly reflects one's 

own meaning. 

Despite the pervasive practice of excluding learners' choice in language use in FL 

education, many researchers and teachers stress the decision making role of the learners 

(Hirsch; 1989; Kramsch & McConnell-Ginet, 1992). In the field of JFL, there have been 

many voices that challenged Jorden's strictly teacher-centered orientation and sought 

alternatives that are more learner-centered. Thomson (1992) reports in her JFL program 

in Singapore that she engages students in the complete task of plaruiing, creating a 

questiormaire, interviewing, discussing and vmting a report. Along with the development 

of Japanese language, her major objective in this course is to nurture students to become 

self-directed language learners in a leamer-centered environment. Kaneda and Hosaka 

(1992) introduce a series of language games in which students really have to solve 

problems using Japanese. They suggest that, engaged in a game, students have to become 

responsible for their own Japanese, which in turn induces an awareness of the importance 
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of grammar (p. 3). These teachers and researchers view FL learners as having the 

potential to decide how to use FL critically based on their shutaisei. 

Empowerment of the Teachers 

Whole language philosophy acknowledges teachers' potential and responsibility 

to make decisions in their teaching practice in the classroom. K. Goodman (1992) credits 

many classroom teachers with contributing knowledge from their practice to the 

construction and strengthening of the theory of whole language. In the JFL context, 

Okazaki and Okazaki (1990) also call for teachers to be empowered as subjects of 

thoughtful and innovative teaching practice. This empowerment is the practice of the 

teachers' own shutaisei. 

In the Japanese educational context, teaching practice regarding curriculum and 

teaching material is heavily regulated by the Ministry of Education nationwide. For 

example, the Japanese Ministry of Education publishes a guideline (Gakushu Shido 

Yoryo,) for the criteria about objectives, contents, and approach in elementary and 

secondary school education about every 10 years. The most recent guideline, published 

in 1991, is characterized by a shift from teaching knowledge and skills uniformly to 

emphasizing to develop students' ability to think, make decisions independently, express 

themselves and take actions with shutaisei. Despite this up-front objective of developing 

shutaisei in students, the Japanese government does not seem to be very willing to allow 

teachers to exert their own shutaisei. Teachers are tied up with strict teaching guidelines 
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and are overwhelmed with a bombardment of bureaucratic chores. Thus, it seems highly 

questionable whether and what kind of shutaisei the Japanese Ministry of Education truly 

means to develop in students. Shutaisei is the critical mind to examine and check the 

directions and practice of our government; it might form voices to overturn the 

mainstream power. If the government aims at the development of students' shutaisei to 

an extent that does not threaten the maintenance of the conservative power, such an 

objective is deceptive lip-service. Consequently, smdents will not develop their 

shutaisei. 

But there were and are many educators who seriously and critically challenge such 

deception of the dominant force in the society (Freire, 1993; K. Goodman, 1992; 

Hayashi, 1978; Ohara, 1970; Oshida, 1983). Based on a fundamental trust in human 

potential to make choices and to leam, these educators help us understand that one of the 

universal missions of education is to liberate students, and teachers themselves for that 

matter, from the various ways in which the human spirit is oppressed. Both teachers and 

students need to realize the possibility of oppression in order to examine their own reality 

critically. A liberated spirit shutaisei and language ability are interrelated and develop 

hand in hand. They empower the learner "to shape his or her environment in dialogue 

with other speakers" (Kramsch & McConnel-Ginet, 1992, p. 13). This empowerment is 

the manifestation of shutaisei. 

In this chapter, I have identified attributes of shutaisei while I reviewed 

educational philosophies and linguistic theories which encourage the power of shutaisei 
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and those which discourage the development of this power. As a summary of this 

chapter, I list the 15 attributes in Figure 2. 

1. The ability to make necessary decisions to make one's life meaningful 

2. The ability to put those decisions into action 

3. The ability to make a distinction between "nature" and "culture" 

4. Awareness of the existence of such distinction and one's potential to make 
that distinction 

5. Acceptance of "nature" and criticeil examination of "culture" 

6. Integrity in self-perception, making connections among different self roles 

7. The ability to unite subjectivity and objectivity 

8. Introspection 

9. Being tentative with the validity of our current beliefs and open to 
challenges and criticism to them 

10. Taking risks and initiative in experimentation with intuition and 
knowledge 

11. Responsibility for one's own conduct 

12. Evaluating one's own progress 

13. Respect for other people's shutaisei 

14. The ability to unite reflection and action 

15. Responsibility to search for and use language that truly reflects one's own 
meaning 

Figure 2. The list of the attributes of shutaisei. 



These 15 attributes can be summarized as three over-arching characteristics: 

critical decision making ability, the ability to put decisions into action, and a democratic 

spirit. In my definition in Chapter 1.1 daringly described the concept of shutaisei in one 

phrase; the ability to direct one's life as an autonomous human being. In order to direct 

one's life independently, one cannot simply make critical decisions but must also take 

action. Moreover, since we live in a society consisting of independent human beings, 

diere are inevitable tensions among people's power to direct their own lives. At the same 

time and for that very reason, the power of shutaisei needs to be truly democratic, 

attending to other people's shutaisei, as well as one's own. I believe that all 15 attributes 

that I identified in this chapter are necessary in order to make critical decisions and take 

actions while living harmoniously with other agents in society. This list is not 

exhaustive. My exploration of attributes continues in the follwoing examination of my 

students' actual practice of shutaisei in Chapter 6. 
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CHAPTER 4 

RESEARCH METHODOLOGY 

This research follows a qualitative research paradigm which is based on a 

philosophy that views reality as constituents of multiple interpretations rather than as an 

absolute, objective entity (Merriam, 1988). As such, this philosophy is compatible wdth 

the stance of social constructionism, acknowledging the human beings' role of 

questioning and examining the validity of established knowledge. Shutaisei, the theme of 

this dissertation, has a direct impact on the methodology of this research. The attributes 

of shutaisei that I identified in Chapter 3 are not only applicable to but necessary for me 

as a researcher. 

More specifically, this research is a case study of college level Japanese as a 

foreign language (JFL) in the USA. Case studies have been used as an effective 

qualitative research tool for examining issues in context, providing the viewpoints of the 

very people who are studied (Fox, 1995; Merriam, 1988). The case in this dissertation is 

two consecutive beginning JFL courses that I taught based on whole language philosophy 

at Pima Community College in Tucson, AZ from August of 1994 to March of 1995 when 

I stopped teaching to have a baby. 

Besides Freire and Rosenblatt, my belief in the importance of introspection in the 

inquiry for truth is influenced by Moustakas (1990), who calls for "heuristic research." 

He states: 
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[Heuristic research] refers to a process of internal search through which one 
discovers the nature and meaning of experience and develops methods and 
procedures for further investigation and analysis. The self of the researcher is 
present throughout the process and, while understanding the phenomenon with 
increasing depth, the researcher also experiences growing self-awareness and 
self-knowledge, (p. 9) 

Drawing on the qualitative research paradigm, this approach validates the researcher's 

tacit knowledge and intuition, requires genuine dialogue and honesty with the self, dwells 

on understanding of its constituent qualities and focuses on the more central meaning of 

an experience. The introspection and retrospection of myself as a teacher, researcher, 

student, mother and human being during the course of this research directly interacts with 

my analysis and gives me insights to understand the meaning underlying my students' 

behavior and language use. It also gives me insights into what I am looking for, and why, 

more clearly. 

My intention in this research is to let new insights emerge through uncontrived 

observation of my students rather than to try to prove my current beliefs. .A. quantitative 

research paradigm, which controls a situation to prove a hypothesis and thus reduces the 

reality to something less than what it is, cannot meet the purpose of this research. A 

qualitative and heuristic approach is the inevitable choice in order to understand how 

various factors in both my students' and my experiences were interacting with and 

influencing one another. 
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The Description of the Case: Japanese 110 and 111 

In this section I describe the organization of Japanese (JPN) 110, the 

first-semester course, and Japanese 111, the second-semester course and the approach 

with which I taught. As a reference, I have included the syllabus from JPN 111 in 

Appendix A. 

Objectives 

Objectives for 110 and 111 were essentially the same: to develop ability in 

speaking, listening, reading and writing in Japanese with a functional knowledge of 

Japanese grammar. The objectives included developing insights and perspectives about 

the Japanese culture in comparison to the students' own culture, considering both 

differences and similarities. Another objective was to think about strategies they would 

utilize to become self-reliant language learners. The students were encouraged to observe 

and reflect on their foreign language learning as well as learning in general and on their 

successful learning strategies in class. Although the development of shutaisei was not 

presented explicitly as an objective, my expectation for them to become self-reliant 

language learners was expressed in the philosophical beliefs underlying the design of this 

course. 
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Learning Material 

Although there was a textbook that Pima Community College that Pima 

Community College assigned for JPN 110 and 111,1 did not follow it closely chapter by 

chapter. Instead, I used it as one of several resource books and encouraged the students to 

utilize it actively on their own. 

I compiled two supplementary reading packets, which included a list of 

Classroom Japanese, a table of Japanese phonetic letters, hiragana and katakana, 

children's stories in Japanese, and poems and math instruction from Japanese 1st and 2nd 

graders' textbooks. Japanese magazines, cartoons and advertisements were also 

frequently utilized. In addition, I used, to a great extent, a series of language video tapes, 

Yan-san to Nihon no Hitobito (Mr. Yan and the Japanese people), in which the life of 

Mr. Yan, who came to Japan to work for a Japanese company was portrayed in a 

humorous way. 

Integration of the Four Language Modes and Grammar 

The four language modes, speaking, listening, writing and reading were integrated 

holistically whenever appropriate as part of all language activities from the very 

begirming. For example, in communicative activities, the students had to ask and answer 

questions, or solve a problem based on information written in Japanese. In granmiar 

lessons, I wrote example sentences in Japanese on the blackboard. Handouts and 

classroom announcements were written in Japanese as much as possible. 
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One means of promoting the integration of the four language modes was the use 

of what I called Kyooshitsu Nihongo (Classroom Japanese) in my instruction and 

interaction with my students. This was a list of 30 expressions that I considered useful 

for the students when they asked and answered questions, identified, clarified, compared 

and so forth (see Appendix B). 1 encouraged the students to use them as much as possible 

while 1 continuously demonstrated their use when I talked with the students casually, 

made classroom announcements, taught Japanese orthographies and explained 

grammatical rules. 1 also encouraged them to add more expressions to the list that they 

thought useful as we moved along during the semester. Language activities that we did 

are shown in Appendix C. Grammatical items taught along with the activities are shown 

in Appendix D. 

Grammar 

I taught grammatical rules that were necessary to carry out each communicative 

activity instead of teaching them in the order they were introduced in the textbook. I had 

my own agenda of grammatical items that I wanted the students to leam by the end of 

each semester, and thus 1 organized communicative activities according to my agenda. At 

the same time, rules that sprung unexpectedly from the context of interaction in the 

classroom and rules that the students wanted to know were important parts of the 

grammar lessons in class. 
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Classroom Japanese had various grammatical structures that I wanted to teach in 

the first semester, but I did not explain their grammar. Instead, I used these expressions 

in class first, and gradually I gave short grammar lessons on each structure throughout the 

first semester. Along with communicative activities, grammar lessons were also 

important opportunities to use Japanese functionally. Simple expressions in Classroom 

Japanese such as "Kore wa A desu [This is A]", "A to B wa onaji desn/chigaimasu [A and 

B are the same/different]", "A wa B no mae ni kimasu [A comes before B]" were 

extensively used in explaining the sentence structures. 

Speaking and Listening 

Speaking and listening practices consisted of communicative activities and any 

kind of verbal interaction that took place in class. Some examples of communicative 

activities are as follows: 

- Interviews to leam about their classmates, Japan and any topics of their own 

interest; 

- Games in pairs or groups to accomplish a task such as getting out of a maze, or 

finding an imaginary family; 

- Reading a children's story and acting it out; 

- Exchange lessons with Japanese students who are studying English in Tucson; 

- Dialogue at a restaurant and a field trip to a Japanese restaurant. 
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When I used dialogue as an activity, I did not require the students to memorize it. 

The dialogue was presented as an example. We discussed alternative expressions, and 

the students made up their own conversations that they wanted to use in the real context. 

I did not conduct the class speaking totally in Japanese as it is done in the Direct 

Method because I thought that using the target language exclusively can easily cause 

communication breakdown and frustrate learners. Thus, I used any available means, 

English or Japanese, spoken or written, students' background knowledge and tangible or 

intangible objects flexibly when I thought it might help students to make connections 

between pieces of information and to keep communication going. However, I made every 

effort to capitalize on moments when I could use Japanese fimctionally. 

The Japanese Writing Svstem 

In order for readers to understand clearly the way I taught die Japanese writing 

system and the data analysis of the students' written Japanese in the following chapters, I 

explain the writing system briefly. The Japanese writing system has three kinds of 

orthographies; ideographic kanjU and two sets of phonetic letters, hiragana and katakana. 

Kanji are Chinese characters that were gradually adopted from the Chinese writing 

system over the last 1500 years. They stand for meanings and are used for content words. 

In modem Japanese, there are about 2000 kanji that are commonly used. Two sets of 

phonetic letters, hiragana and katakana, were invented from Chinese characters to 

transcribe Japanese phonetically around the 8th and 9th century. Both hiragana and 
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katakana, with 46 letters in each set, have exactly the same sounds but they have different 

purposes. Hiragana are mainly used to write fimction words such as particles or 

conjugation endings, and katakana are mainly used to transcribe loan words, 

onomatopoeia and telegrams. While it is possible to write Japanese phonetically all in 

hiragana or katakana, which is often done in books for little children, the three 

orthographies are usually mixed in a sentence according to their different functions with 

no space between words as follows. (In order to illustrate the differences of the three 

orthographies in the following sentence, kanji is written in bold, katakana is underlined, 

and hiragana is in regular font.) 

^ L f z o  

( I this year America to came) 

In addition to the three orthographies, sometimes the Roman alphabet is also used 

as an alternative script called Roma-ji to transcribe Japanese phonetically. 

Reading and Writing 

I emphasized that the ultimate purpose of learning the Japanese writing system is 

to use it as a tool to express and exchange meanings in print. I encouraged the students to 

go beyond the state of physical recognition and writing dexterity of hiragana, katakana 

and kanji, which are quite common expectations in JFL classes. 

In JPN 110, from the second week of the semester I taught 46 hiragana letters in 

two weeks. After the students became more familiar with using them for another two 
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weeks, I taught 46 katakana. In the following five months (the rest of the first semester, 

and until the end of March in the second semester), about 50 kanji were gradually 

introduced. Beside the 50 kanji that I chose, I encouraged the students to increase their 

stock of kanji according to their individual needs and fields of interest. In reading 

lessons, I encouraged the students to get the meaning in a meaningful unit and understand 

the gist of the text rather than follow individual letters phonetically and then translate 

sounds to meaningful words. 

One attempt to practice functional reading and writing was an activity called 

dialogue journal writing (DJW), in which a teacher and a student communicate through 

writing over a period of time. DJW has been actively used as an useful learning and 

teaching tool in the context of English as a Second Language as well as other educational 

contexts. It promotes genuine communication in a non-threatening manner (Gutstein, 

1983; Peyton & Seyoum. 1989; Spack & Sadow, 1983) and makes it possible for the 

teacher to observe and help students' language and content learning individually (Peyton 

& Reed, 1990). It also integrates writing and reading (Dolly, 1990). 

When we started DJW in the first semester, I made it clear that the purpose of this 

assignment was to communicate through writing in Japanese, not to reproduce 

mechanical sentences that were given to them. I did not correct every inappropriate usage 

of their Japanese mechanically. When their Japanese was not clear or inappropriate, I 

asked for clarification of their meanings, explained and showed the appropriate Japanese 

in my responses, using Classroom Japanese whenever possible. There was no restriction 
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on the content or the amount that the students should write. But as a guideline, I 

suggested that they hand in their notebook to me once a week. This assignment started as 

soon as I finished teaching the 46 hiragana letters, and it was continued throughout this 

study. 

Requirements and Evaluation 

I listed the following requirements in the syllabus of JPN 110, which were 

slightly different from the requirements in JPN 111 shown in Appendix A: 

1. Actively participate and attend the class. 

2. Keep dialogue journals and exchange them with the teacher. 

3. Leam about Japanese writing systems and leam to use hiragana and 

katakana. Develop your own list of kanji that you could use. 

4. Keep your own portfolio and submit it every month. 

5. Complete two group or individual projects. 

6. Make a classroom presentation in Japanese. 

My attendance policy had no statistical penalty such as lowering one grade for 

more than three absences. But along with this policy, my grading policy was to evaluate 

individual students according to their progress during the semester instead of giving a 

grade based on a statistical curve. Thus, I emphasized that if they had many absences, 

whatever the reason was, their Japanese would not progress unless they made an extra 
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effort, and each student would receive the grade that his or her effort and progress 

deserved. 

I required them to develop their own portfolio throughout the first semester. The 

purpose of this portfolio was for both the teacher and the students to keep records of what 

they learned and evaluate their progress as well as to use it for further learning. The 

suggested items to put in the portfolio included: 

- Hiragana and katakana chart written by the students; 

- A list of kanji that they could read and write; 

- Notes on grammatical rules that they learned to use. 

- Titles of Japanese stories that they finished reading; 

- All journal entries; 

- Any other writing pieces that they did in Japanese such as 

letters, stories, poems, memos, etc.; 

- Any tip or strategy that they found useful for learning Japanese; 

- Projects; 

- Mid-term and final examinations; 

- Mid-term and final self-evaluation (either in English or in Japanese); 

- Mid-term and final teacher's evaluation of the student's progress. 

The students were encouraged to create their own unique portfolio and to include 

anything that showed their progress. However, despite my continuous encouragement, 

the students did not make much use of the portfolio. Nor did they submit it to me as 



68 

required. This seemed to be due to their unfamiliarity with the portfolio as an assessment 

tool. Discouraged by the students' lack of motivation towards the portfolio, I did not use 

it in the second semester. 

The two group or individual projects had no restrictions in terms of the content 

except that the students were supposed to use what they had learned in the course as 

much as possible. 

The course grade was determined from the distribution of assigrunents as shown 

in Figure 3. 

JPN 110 JPN 111 

Mid-term and Final examinations: 20% 20% 

Dialogue joumal writing: 20% 30% 

Two projects: 20% 20% 

Classroom participation; 40% 30% 

Figure 3. Grading in Japanese 110 and 111. 

The mid-term and final examinations included both written and oral tests. The 

purpose of my tests was to assess the students' understanding and command of Japanese 

at the time, not to test their test-taking ability. Thus, I gave the students extra time if they 

thought they needed it. Furthermore, based on the belief that tests have a learning 
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function as well as an evaluating function, I allowed the students to revise their answers 

after the first grading if they wished, and accepted the revisions for the final grade. 

I required mid-term and final self-evaluations in each semester and discussed their 

progress with the students in individual conferences after every self-evaluation. Although 

their self-evaluation did not appear quantitatively in grading, I took it into serious 

consideration when giving them a grade. 

Subjects of the Case 

JPN 110 had 20 registered students and two auditing students. The backgroimds 

of the students varied in their nationality, age and field of study. There were four foreign 

students firom Sweden, China and Japan. Among the American students, there were two 

students who had immigrated from Japan and the Philippines in their youth. Their ages 

ranged from 18 to early 60s. Their majors included computer science, engineering, 

international business, sociology, drama. Asian studies, communications, graphic art and 

occupational therapy. Some students were not regular students and were taking Japanese 

for their personal interest. The degree of their familiarity with Japanese language and 

culture before taking this course also varied. Some students had lived in Japan for a few 

months or studied Japanese before, while otliers had no direct exposure except through 

books and the media. 

JPN 111 had 15 students, of whom 12 were returning students from the first 

semester including the two foreign students from Sweden and China. One of the new 



students was from France and had akeady finished a two-year Japanese program in a 

French university. 

Although all the students were the subjects of this study, not all the students are 

discussed in the analysis. This is because the case for this study was the two consecutive 

JFL courses, not each individual student. For readers to follow the discussion of the 

analysis better in the following chapters, I give a brief description of the students who 

appear in the discussion of the analysis more frequently than others. The names used in 

this dissertation are all pseudonyms. 

James: An American sophomore, majoring in Asian studies. No prior 

knowledge about Japan except "through movies and the news." 

Max: An American sophomore, majoring in Asian Studies. Studied Korean and 

was stationed in Okinawa while in the Marine Corps. 

Alice: An American with a Japanese mother. She was taking Japanese "for self 

empowerment." 

Seth: A freshman student from Sweden, majoring in computer science. 

Eric: An IBM employee taking Japanese for his own interest. Immigrated to the 

USA with his family from the Philippines when he was 10. 

Rob: An American sophomore, majoring in computer science. 

June: An American sophomore majoring in international business. Interested in 

the Japanese culture and language since grade school. Took a 

conversational Japanese course prior JPN 110. 



71 

Dale: An American freshman majoring in Asian studies. 

Vince: An American sophomore majoring in sociology. Took one Japanese 

course prior to JPN 110. 

Cathy: An American sophomore with an undecided major. Spent two years in 

Japan while in the military. 

Lm: A sophomore student from France, majoring in travel and tourism. 

Studied Japanese for two years in France. A new student in the second 

semester. 

Mel: An American freshman majoring in liberal arts. Spent two years in Japan 

as a Mormon missionary. A new student in the second semester. 

Data Collection 

In order to examine my students' practice of shutaisei in their learning and 

Japanese language use, I collected data from the following sources. 

- Classroom audiotapes collected four times in JPN 110 and twelve times in JPN 111. 

- Lesson plans that I developed as of the two courses progressed. 

- Grade books with records of attendance, assignments completed, and grades. 

- The students' self-evaluations that they were to hand in in mid-October and 

December in JPN 110 and March in JPN 111. 

- Field notes that I took during and after class on the students' learning behavior and 

Japanese language use in the classroom. 
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- My journal logs during the time of the research. I kept journals using my field 

notes. My journals also included reflection on various factors such as my 

teaching, the students' reaction to that, and my learning process as a 

researcher. 

- Entries fi-om the students' dialogue journals and my responses to them. 

- A questionnaire given to the students in JPN 110 in mid-October of 1994 (see 

Appendix E). It asked about the students' view of learning and their past 

learning experiences. Before handing out the questionnaire, I explained that 

I was conducting research on their class for my doctoral degree. Their 

responses were optional. Fifteen of 22 students responded. 

- Interviews conducted with 10 students in JPN 111 in February and March of 1995. 

The purpose of the interviews was to ask about their current Japanese smdy 

and their past learning experiences in more detail than found in the 

questionnaire. The interviews, which I audiotaped, lasted firom 45 minutes 

to two hours each. 

I did not use written or oral examinations as data. Although I made the tests as 

communicative as possible, the context was still contrived and did not meet the purpose 

of examining the students' fimctional use of Japanese. 
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Data Analysis 

I identified any instances in the data that illuminated the students' practice or lack 

of shutaisei in the two courses, and instances of their functional use of Japanese and its 

development that suggest connections with their shutaisei. More specifically, in oral 

contexts, I looked at their Japanese use in any kind of interaction that occurred during 

informal conversations, grammar and orthography instruction and communicative 

activities in class. In written contexts, I focused on their Japanese in DJW because of the 

communicative nature of the activity. I analyzed their language use and development in 

terms of what meaning the students intended, how and why their Japanese differed from 

conventional forms of Japanese, and how their practice of shutaisei affected their 

language use and development. 

In the analysis of the smdents' Japanese, I used the term, "miscue," for their 

unconventional form and usage of Japanese. K. Goodman (1996) defines 'miscues' as 

"the mismatches between what the reader did (observed responses) and what I expected 

(expected responses)" (p. 5). In his research on reading process, he started the use of this 

term "in order to eliminate the pejorative connotations of words such as error and mistake 

and to underscore the belief that all reading is cued by language and personal experience 

and is not simply random, uncontrolled behavior" (Y. Goodman, D. Watson, & C. Burke, 

1987, p. 5). Although used in the context of reading, the application of this term extends 

to literacy in general. Following K. Goodman's belief, in this study I used the word 



miscue to refer to forms of Japanese that the students used m ways different from the 

conventional Japanese grammatical system and orthographies. 
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Suggestions for Future Research 

There are several changes that I would make in future research based on what I 

experienced in this study. It was an interesting approach to examine a whole class as a 

case. Every class creates a certain personality as a result of the composition of students 

with individual personalities and different personal lives. It made me see the importance 

of the dynamics of such composition as a community of leamers as an important factor to 

their learning. For this very reaason, if I conduct a research in a similar manner in the 

future, I would analyze two aspects more extensively. First, it is the students' personal 

interaction and how such interpersonal relationships affect their learning. For example, it 

will enrich the understanding of phenomenon to analyze elements such as who did group 

projects together, who interacted with whom more frequently, how they interacted in 

communicative activities, and which students were more of leading figures in class, and 

so on. 

The second aspect is what is happening in each student's personal lives during the 

period of the study. For example, 1 would collect data on students' workload of other 

classes besides the course of the study, jobs that they are holding, and any other elements 

in their personal lives that seem to be influential to the theme of a research. In this 

research, these elements directly and indirectly influenced their Japanese learning and the 
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practice of shutaisei. I used one student's personal life in my analysis accidentally. 

However, the analysis of this aspect with more students would provide more information 

to understand reasons behind what is going on in class. 

The second course, JPN 111, was a team-teaching course, in a sense that another 

teacher took over after me during the semester, although we did not teach together at the 

same time. If I conduct a research on a class in a similar context next time, I will include 

the other teacher's observation of the students and his or her own perspective of teaching 

and learning as data. This is because it will give a more complete picture of the case in 

the two consecutive courses. However, as a researcher I have to be aware of a new aspect 

that this data will open up to; that is, the differences and similarities between the teaching 

philosophies and practices of the two teachers and the students' transaction with each 

teacher. 

While examining a whole class as a case is informative, following an individual 

student as a case will also enhance an analysis of influences among different components 

of his or her whole experiences. Moreover, the longer a research follows a student, the 

more insights it will offer about the transformation that the student goes through. 

In this chapter, I have stated the rationale for choosing a qualitative and 

naturalistic research paradigm for this dissertation. The heuristic approach was an 

important part of the process of this research. I also gave a description of the Japanese 

courses that I researched and explained how I collected and analyzed the data. At the end 



I discussed how I would conduct a research in a similar context next time. In the 

following four chapters 1 discuss my interpretation and findings from the data. 
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CHAPTER 5 

DEMONSTRATION AND LACK OF SHUTAISEI: 

CHRONOLOGICAL DESCRIPTION OF JAPANESE 110 AND 111 

My research questions are concerned with how the students provide evidence of 

shutaisei in learning Japanese as a foreign language (JFL) taught based on whole 

language philosophy and how that power influences their Japanese language use and 

development. Throughout the period of this study, I saw a complex mixture of the 

students' demonstration of shutaisei and the lack of this power. These two states both 

appeared recurrently, sometimes simultaneously, in their learning and their use of 

Japanese, like buoys between waves. This suggests a recursive nature of learning 

between the power of students to take charge of their learning and dependence on 

something outside of themselves. The exploration of shutaisei in this research was also a 

/•g-leaming process for me of developing my own shutaisei as a teacher, a researcher and 

a hiiman being. In this chapter, in order to give readers an overall picture I describe how 

the two consecutive courses, Japanese 110 and 111, proceeded in terms of the students' 

demonstration and lack of shutaisei. 

Japanese 110: The First Semester 

In JPN 110, the students started out with an enthusiasm to leam Japanese which 

generally continued throughout the two semesters. At the beginning there were more than 
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30 students in the class, of which one third stopped coming during the next two weeks. 

The 22 students who stayed had specific personal reasons to take this course rather than 

just fulfilling the foreign language requirement. (Two students were auditing.) 

Regardless of their various degrees of familiarity with the Japanese language and culture, 

all students expressed their strong interest in learning both language and culture when I 

asked them to write their reasons for taking this course on the first day. One student was 

fascinated by the Ainu, the indigenous people in Japan. Five students were interested in 

Japanese animation, a genre of animated cartoons which is becoming increasingly popular 

among young people in Japan as well as in the Western world. One student was married 

to a Japanese woman. Three students were of Japanese descent and wanted to speak with 

their Japanese relatives. Several students had been to or lived in Japan. Many students 

wanted to use Japanese in their fiiture careers in the fields of business, technology and 

law. 

Despite this high motivation, the first one and one-half months were an initial 

struggle for me to get the students to start to practice their shutaisei. They were very 

reluctant to take initiative and risks in their work on activities and assignments. On the 

first day of the semester, I told the students that it was not only the teacher but also the 

students who were responsible for making class time, as well as activities and 

assignments, meaningful to themselves. But they expected me to be the only organizer of 

the class and waited to be told what to do and how much to practice, as I had seen so 

often in my past teaching experiences. 
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Many students expressed puzzlement that my class was very different from the 

foreign language classes that they had taken before. Their past classes were structured 

with lots of drills, memorization and grammar instruction. In these classes, the students 

knew what to expect next in terms of grammatical items to leam, or activities and 

assignments to do. My class had a structure, but it was a dijfferent kind of structure from 

the one that they were used to. While some students enjoyed this differently structured 

class, many students felt helpless not knowing what to expect next. Their past school 

experiences made them inclined to more prescriptive and sequential grammar instruction. 

Although the majority of the students did not express disagreement with me explicitly, I 

came to see an underlying tension between us. Some of those who did not agree with my 

philosophy dropped the class. 

However, after this initial struggle, I began to see more students showing signs of 

shutaisei, taking initiative and risks in activities and assignments. In communicative 

activities such as interviewing one another or exchange lessons with Japanese students, 

many students were trying to use more Japanese after the first six weeks. Some students 

started to ask questions, using Classroom Japanese. In the assignment of dialogue journal 

writing (DJW), I saw half of the students making good use of it and enjoying it, although 

the other half of the students still did not become very involved in the assignment. 

For some students, the first group project which started at the end of September 

was a breakthrough. While working with other students in groups, they became more 

familiar with one another and seemed more comfortable speaking in Japanese. In their 

final self-evaluation in JPN 110, many students credited their learning to this 
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collaborative learning in group projects as well as in communicative activities. But at the 

same time, the sense of the community of learners which I considered critical for 

practicing shutaisei did not build up strongly in JPN 110. The students of this class did 

not mingle very much except among those who worked together in the group projects. 

They did not take my suggestion to sit in a circle; they continued to sit in rows facing me. 

At the end of the semester, I was appalled to find that many students, even those who 

appreciated collaborative learning, did not even know the names of other students who 

worked in different groups or who usually sat afar. 

Nevertheless, most students finished JPN 110 with a strong sense of 

accomplishment and satisfaction with what they learned. Those who registered for JPN 

111 expressed their great anticipation for the second semester. 

Japanese II1: the Second Semester 

JPN 111 began with 15 students. 12 fi-om the first semester and three new 

students. The initial atmosphere of this course was attentive and enthusiastic, just like in 

JPN 110. In this class, the students agreed to sit in a circle and liked it. With a smaller 

group of students who were serious enough to continue smdying Japanese and knowing 

one another better, the students interacted more and the sense of "their own class" as a 

community became stronger than the first semester. 

Having seen the emergence of shutaisei in many students in JPN 110,1 plaimed to 

encourage the students to be even more independent in JPN 111. I tried to organize the 

course content according to the themes of the students' interests as well as mine. So I 
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encouraged them to bring in their ideas, but they did not. A big project in JPN 111 was a 

continuing correspondence with Japanese 3rd graders, wliich actually had started towards 

the end of the first semester. The teacher of these 3rd graders was my friend from my 

college, Tamagawa University in Tokyo. When I suggested that the students introduce 

Tucson to their little penpals in their second correspondence, some suggested to make a 

video tape of their school, Pima College. The class agreed on that idea and started 

working in small groups to introduce various sections of the campus that they chose. 

This project took two weeks longer than I expected. Despite the fact that this was their 

own suggestion, many students did not seem to be so enthusiastic about the project. I felt 

as though I was making them work. But we made a nice tape which the Japanese pupils 

enjoyed tremendously, according to my friend. 

I saw two different groups of the students in the second semester. One group 

continued to expand on their learning from the first semester and showed growing 

shutaisei. The other group, which was the majority of the class, seemed to be slacking 

off. This latter group included smdents who started taking lots of initiative and risks in 

the first semester. This was very puzzling to me, but I did not realize the extent of the 

seriousness and the nature of this regression until a conversation with one of the students, 

James, at the end of February, revealed this. I leamed that this state of slacking off was 

related to their fhistration at being lost. When I asked James about his recent progress, he 

hesitantly expressed his frustration that the class had been out of focus in the second 

semester and that he was not progressing as much as the first semester. After this talk 

with him, I could see more clearly a similar frustration among many students. 
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Thus, I decided to have a whole class discussion about their concerns on March 

6th, 1995. Two issues were particularly revealed in this class discussion. One was the 

separation between "language practice" and "use" in their perception and the other was 

the lack of awareness of their potential and responsibility as learners. This discussion 

made me realize again how difficult and what a long process it was to develop shutaisei, 

especially when their earlier education discouraged it. 

In the last month of this study before I stopped teaching at the end of March, I 

struggled not to be discouraged by the students' persistent lack of shutaisei. I continued 

to challenge their view of language practice and use. I encouraged them to think about it 

even though they did not have to agree with me. The discussion of March 6th seemed to 

arouse a sense of responsibility in some students. I found them starting to take initiative 

again. More students tried to use more Japanese in class. The students' awareness of 

their potential to take charge of their learning seemed to be more substantial than in the 

first semester. But at the same time, at the end of this study many of them were still in 

the middle of the struggle in their search for the power of shutaisei. 

This chapter provided a description of when the students demonstrated their 

power of shutaisei and lack of shutaisei during the two consecutive semesters of the 

study. I seem to suggest that these two courses were not successful because of the 

struggles and tensions that my students and I faced. However, this is not the case. These 

struggles and tensions were an important process and necessary elements in their 

development of shutaisei and Japanese language. The opportunity to reflect on their 

learning helped me to understand the power of this struggle. 
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CHAPTER 6 

THE PRACTICE OR SUPPRESSION OF SHUTAISEI 

AS IT AFFECTS LEARNING 

In this chapter, I discuss factors which either facilitated or suppressed the 

development and the practice of my students' shutaisei. Their practice or the lack of 

shutaisei appeared and affected their learning in various ways during the period of this 

study. I examine each of those instances of learning enhanced by the practice of shutaisei 

and the phenomena resulting from discouragement of shutaisei, using the list of attributes 

that I developed in Chapter 3 (see Figixre 2). I also discuss their implications for teaching. 

The list in Figure 2 is not exhaustive; some more attributes became clear to me through 

the analysis of my smdents' learning in this chapter. 

Learning Enhanced in Whole Language Environment 

Some attributes of the students' shutaisei were induced by other attributes which 

were encouraged in the whole language learning enviroimient. The first sign of the 

students' practice of shutaisei, after the first six weeks of struggle, was taking initiative 

and risks (# 10 in Figure 2). Three principles in whole language philosophy particularly 

seemed to have induced this attribute. First, it was the acknowledgment of the students' 

role to make their own choices (# 1). Second was the principle of including the students' 



own intentions and meanings as a part of their decision making (# 7). Third was the 

principle of collaborative learning. 
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Encouragement of Making Ultimate Decisions 

Expecting and encouraging the students to make their own decisions was one of 

the most important parts of my teaching. I expressed that expectation to the students 

clearly from the begirming. hi communicative activities such as interviews, games and 

conversations, I gave the students a general format to follow and many examples, 

referring to the textbook and handouts. But I also encouraged them to use own ideas and 

intentions. Therefore, between their wishes and the examples that I showed, the students 

were constantly expected to make their ultimate decisions about how to go about the task, 

how long to participate in an activity, and which expressions to use. For example, instead 

of giving them interview questions or the dialogue that they must follow, I required them 

to write their own questions that they wanted to ask their classmates or the dialogues that 

they wanted to use in their personal situations. 

At first, the students did not understand the meaning of my expectations. They did 

not perceive their potential to make a decision or to influence classroom activities, and 

thus they expected me to organize everything in class. In communicative activities such 

as interviews, the students worked at different paces. In case they finished earlier than 

others, I encouraged them to interview more classmates. But if they chose not to continue 

to ask more, I expected them, at least, to find something meaningful to do on their own. 

But I often saw them go back to their seats and just sit there. Sometimes they browsed 
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through their notebook or textbook, which was fine as long as they intentionally chose to 

review or to clarify their questions. But for most it was more for the purpose of killing 

time. They sometimes came to ask me, with a touch of an accusing tone, what they 

should do next. It was as though it was the teacher's responsibility to decide everything 

in class. 

However, given opportunities to include what they wanted to express and 

expected to make their own decisions in activities, the students seemed to become aware 

of their potential to make their own decisions (# 1). This awareness of their role in 

making choices was vital for the emergence of their initiative and risk-taking. The 

students started to show increasing personal involvement in the activities, taking initiative 

and risks. The following examples are some of the activities in which the students 

became particularly involved: 

1. Interviewing classmates about their backgrounds such as nationality, age, 

school year, major, etc. (10/5/94) 

2. Writing a restaurant conversation between two customers and a waiter or 

waitress and acting it out in groups of three students. (10/14/94) 

3. Finding out the order of the seats at a dinner party of animals, based on 

written information such as "Inu wa neko no tonari ni suwatte imasu [The dog is sitting 

next to the cat]." (11/18/94) 

4. Interviewing classmates about their daily activities using expressions such 

as "Do you go to the library?" as well as the three frequency words, tokidoki (sometimes), 

amari (not very often) and zenzen (not at all). (11/23/94) 
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5. Finding imaginary family members after being given a written description 

of them in Japanese. (11/28/94) 

6. Playing the game. "Walk Rally," with Japanese students. (12/5/94) 

7. Playing the game, "Guess Who?!" between the two groups to figure out 

which person in the other group was designated by his or her own group. (2/3/95) 

In interviews such as 1 and 4 above, although a few students still did not initiate 

approaching more than one student, most of the smdents became active and enthusiastic 

enough to ask and answer the questions of different classmates. After Activity 4, James 

came to tell me that he had really practiced what he wanted to say. Similarly, Vince 

expressed his enjoyment and satisfaction wdth Activity 3. 

At the end of Activity 2,1 spontaneously asked the students to volunteer to do an 

impromptu conversation in front of the class. Alice and Seth, who were good risk-takers, 

immediately volunteered. Then Rob, an attentive but shy student, raised his hand from 

his back seat as if he had gathered all his courage. The three students were eager to try 

out what they had just practiced. In their conversation the exchange was not only 

between the customers and the waitress but also between the two customers. In my past 

experience of doing restaurant dialogues, students usually practiced their talk only 

between customers and waiters. Yet, in an authentic restaurant situation, the conversation 

naturally goes back and forth in all directions. I consider the attempts of these three 

students to use Japanese in such a way valuable in terms of functional use of language as 

well as the practice of shutaisei. After this conversation activity, Eric, who said early in 

the first semester, "I would never dare speak Japanese in front of the class!", told me. 
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"When you asked us 'Who wants to try an impromptu conversation in front of the class?' I 

almost raised my hand." In the next class, during a reading activity he volunteered to 

read. 

The students' involvement in communicative activities like these was also a direct 

indication of their initiative and risk-taking in choosing Japanese forms functionally and 

meaningfully. I discuss such instances in Activities 6 and 7 in the next chapter. 

Collaborative Learning 

Group projects as well as communicative activities provided the students with a 

context of working collaboratively. As I described in Chapter 5, the first group project, 

which started in the 6th week (9/26/94) of the first semester, seemed to be a breakthrough 

for some students. In a group of three people, this assignment was to write and act out 

their own skit, using grammatical structures and expressions that they had learned until 

then as much as possible. For two weeks, they worked on this project for half an hour 

during each class period. At the end of the two weeks, they presented their scripts to the 

class. 

James was one of the students who started to change after this project. Until then 

he had been fulfilling all the requirements but had not shown any particular enthusiasm. 

But when he started working with Max, who was in the same group, he became more 

engaged. Max, who had been stationed in the army in Korea, had an intermediate 

command of the Korean language. This knowledge was helping his Japanese study 

tremendously because of many linguistic and cultural similarities between Japanese and 
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Korean. He also had a strong sense of shutaisei. Max's influence on James was obvious. 

James told me that they regularly studied together at lunch using conversations similar to 

what we did in class. What he learned from this project was a glimpse of learning with 

and from another classmate. This seemed to be a new experience for James because, as 

revealed in an interview with him in the second semester, he was usually a solitary learner 

and very good at learning just what teachers expected from him. Unfortunately, they did 

not continue to work together during the second semester because Max transferred to the 

University of Arizona. 

Working together in communicative activities and group projects, the students 

were becoming more familiar with one another and daring to go out of their personal 

territory little by litde. The following excerpts from the students' self-evaluation in the 

first semester indicated that they attributed their learning Japanese, at least in part, to this 

collaborative learning: 

- Activities in which students had to interact with each other to extract information 

helped me the most. This makes you use the language already known and put 

it together so that the classmate understands. ... I owe it (his Japanese 

improvement) to good studying and good classmates. (Rob) 

- Activities in class are usefixl to me because I have the opportunity to work with 

dififerent classmates who help me in the process of learning. (Norma) 

- People's enthusiasm in the class let me enjoy my mistakes in speaking - and not 

become self-conscious about it. (Eric) 
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However, despite these positive signs of learning from each other, a strong sense 

of a community of learners did not build up in JPN 110. I think there were two reasons 

for this. First, I subconsciously felt solely responsible for creating a collaborative 

community of learners. 1 came to realize that it had to be the collaborative work of the 

teacher and the students, not the teacher's creation. Second, while the students generally 

came to appreciate learning collaboratively, there was also an assumption among the 

students which distracted that appreciation; that is, working with others slows down their 

learning. Especially those who were more capable indicated this idea. Seth, a Swedish 

student, wrote in his final self-evaluation in JPN 110, "Cooperation with people for the 

group projects was a pain." He was a good risk-taker and had acquired good language 

learning strategies from learning English as a foreign language. He did not refrise to work 

with other students in group projects and his attitude was respectful, but he did not enjoy 

group projects. Although he was one of the students who improved their Japanese most 

in my classes. I think Seth could have learned even more if he had realized that helping 

others, such as explaining grammatical rules in his own words, is one of the most 

effective ways to learn. This was what was happening to Max; while he was helping 

James who was less advanced. Max was actually learning Japanese from helping him. 

I think that the above assumption is rooted in the psychological attachment to 

monopolize one's own achievement and credit oneself, a human being's ego of fame that 

seems to me so prevalent in academia. This ego inhibits students, teachers and 

researchers from listening to others truthfully, and from learning and pursuing 

knowledge. In order to learn the essence of collaborative learning, we have to learn to 
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free ourselves from our own ego, not monopolizing our achievement but sharing it with 

other members of the conununity. 

Transmission View of Education That Suppressed Shutaisei 

The lack of shutaisei that the students demonstrated in my classes was profoundly 

affected by the transmission view of education. The following statements in the 

individual mterviews that I conducted with 10 students in the second semester showed 

that they were predominantly trained in an authoritarian school of thought before they 

came to college; 

- The word on the board and they hand it to you and that's what you learned ... 

that's what you needed to do. My motivation was to learn what you have 

presented.... It wasn't bad because I was sort of used to it. (Vince) 

- The teachers were still right almost all the time ... and you are probably wrong, 

and you are almost certainly are ... I very rarely need to challenge the 

teacher because they are usually correct, and I do a very good job. (James) 

- They (teachers) wanted you to conform to whatever everybody else's doing in 

elementary school. (Alice) 

These statements depict the nature of the relationship between the teacher and the 

students that Freire (1993) talks about in his discussion of the banking concept of 

education: "A careful analysis of the teacher-student relationship at any level, inside or 

outside the school, reveals its fimdamentally narrative character" (p. 53). The teacher 
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talks about the content as the correct knowledge and he or she becomes the authority to 

transmit this knowledge- Freire continues: 

Narration (with the teacher as narrator) leads the students to memorize mechanically 
the narrated content. Worse yet, it turns them into "containers," into "receptacles" 
to be "filled" by the teacher. The more completely she fills the receptacles, the better 
a teacher she is. The more meekly the receptacles permit themselves to be filled, the 
better students they are. (pp. 52-53) 

The nature of this relationship can also be described as teacher-centered as 

opposed to learner-centered. The shutaisei suppressed by this transmission view of 

education appeared in various forms in my classes. 

Dependence on External Guidance 

The above described teacher-centered education, which excludes the students' 

intuition and subjectivity as part of the means of learning, discouraged the development 

and the practice of the following attributes of shutaisei: trusting one's intuition while 

respecting knowledge (# 7) and taking risks in experimentation with intuition and 

knowledge (# 10). Consequently, this teacher-centered mode led the students to be 

heavily dependent on external guidance. The students expected learning material to be 

ready to use, all provided by the teacher. In the class discussion (3/6/95) where we 

discussed their concerns and learning expectations, many students requested more 

tangible learning materials such as vocabulary lists and worksheets. They particularly 

referred to the Japanese food lesson (2/6/95) in which I introduced some Japanese food 

such as sesame seeds, fermented soy beans, marinated gingers, etc., and practiced the 

conjecture form desho. The students seemed to be enjoying the lesson. However, fi'om 
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that class discussion I learned that they were frustrated because I did not give them a 

vocabulary list or written text to study. Lin said about this lesson later in her interview: 

The cooking class was very interesting. I really enjoyed it. But I don't think I 

learned anything in that class because I don't remember the terms, vocabulary 

because I didn't take notes.... I feel that if I want to go back to this class, I have 

nothing tangible to go back to study. 

I intentionally did not provide a vocabulary list for two reasons. First, I wanted 

the students to make their own list based on their individual interests. Second, I thought 

that taking notes on their own was a good exercise, integrating writing, reading, listening 

and speaking, hi the attempt to take notes, students write down words from hearing them, 

ask the teacher to repeat unclear expressions or to write them on the blackboard, and read 

their own hand written words in their notebook later when they review. But at the same 

time, I did not want to make note-taking obligatory because I wanted them to take the 

initiative to make that decision. During this class, there were many questions in English 

about Japanese food. Some students asked me to repeat words, tamago [egg], natto 

[fermented soy beans], and go ma [sesame]. But I noticed that nobody was taking notes, 

nor did anyone ask me to write words on the blackboard or to slow down my speech. 

Oftentimes, this dependence on external guidance was associated with an 

expectation for easy and quick access to learning. 
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Expectation for Convenient Learning 

The students seemed to be predisposed to an assumption that such characteristics 

of easy and quick access to learning makes their learning efficient. It was as though, if 

what they were doing was not quick, easy and convenient, it was not efficient and thus 

not worth doing. Obviously, this predisposition was influenced by an economic trend of 

inciting consumers with the quality of convenience. However, it seems to me that it was 

also influenced by the teacher-centered view of education which does not encourage 

learners to use themselves as resources and tools to leam. 

Their use of the textbook, Yookoso: An Invitation to Contemporary Japanese 

(Tohsaku, 1993), reflected this expectation for easy and quick learning. Although I used 

it as a reference book instead of following it chapter by chapter, it was not my intention to 

reduce its use. On the contrary, I expected the students to utilize the book according to 

their needs and desires as much as possible. Thus, at the begiiming of the first semester, I 

explained this idea and we examined the organization of the textbook, such as the 

content, index and appendix, so that the students could consult necessary items, whether 

grammatical points, vocabulary or cultural issues. In addition, I often referred to sections 

where the students could find explanations and exercises of forms or cultural issues that 

we discussed in class, and encouraged them to review those sections. However, I did not 

show relevant sections every time; my intention was to demonstrate how to consult the 

textbook as a reference book so that the students could use it on their own. In the class 

discussion (3/6/95), Eric said that my pointing out relevant sections was very helpful. 

Alice responded, "Yea, just tell us which page and don't go over it." I saw several 
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nodding faces. They wanted me to find the important section, which was easier and 

quicker than finding it on their own. Despite such demand, I often found that the 

majority of the students did not review the sections that I suggested or did not use the 

textbook selectively for their own purposes. One reason that they did not use it seemed to 

be, at least, because it was not directly used for the test. However, using the textbook on 

their own was not only helpful to do well on the test in the long run but actually 

necessary to improve their Japanese. 

I found this expectation for quick and convenient learning paradoxically defeating 

their own purpose to become efficient. I do not think that teachers can give students a 

quick recipe to become efficient. Students leam to become efficient through making their 

own hands dirty, struggling, wondering and making mistakes. Most importantly, all these 

experiences involve students' thinking by themselves to develop efficiency in their 

learning. In other words, development of efficiency requires the attribute of the unity of 

thinking and doing (# 14). 

What my students needed in the use of the textbook was to think and determine, 

for example, which index to look up in the textbook in order to find a grammatical 

explanation or kanji character that they are looking for while they are actually doing it. In 

the Japanese food lesson, they needed the process of deciding which words are important 

to themselves and what hiragana letters or kanji they have to use while they actually 

take notes. Through these processes of simultaneous thinking and doing, the students 

inevitably use themselves as a resource and tool to leam. And reciprocally, through this 

process, they leam to be efficient. 
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My students did not come to see the importance of using themselves as a tool for 

their own learning during this study. I believe the implication of this in teaching is that in 

such a case teachers should not be discouraged but should continue to challenge the 

students' assumption that a quick and easy approach makes learning efiRcient. They also 

should continue to expect and involve students in a hands-on approach in which they 

cannot get a task done unless they have to do the research. 

Desire for Prescriptive and Sequential Grammar Instruction 

The students also showed preference for prescriptive and sequential grammar 

instruction. They were used to expecting what grammatical items come next in a linear 

maimer. Moreover, they believed the common notion that language learning starts with 

studying the granamar of the language first. The problem that I had with this behavioristic 

stance of grammar instruction was that it does not allow students' flexibility to direct their 

own grammar learning. 

My belief in learning a language through functional use in whole language 

philosophy does not imply that teaching grammar is unnecessary. Appendix D shows that 

every week I had grammar lessons. 1 had a general agenda of grammatical items that I 

wanted to teach. However, I left my agenda open so that 1 could teach flexibly, 

incorporating factors such as the students' context of living in Tucson and studying at 

Pima Community College, their requests and their progress of Japanese, as the semester 

went along. However, in their view my grammar lessons appeared to be unstructured in 

the sense that they could not see the sequence in the syllabus. The list of grammatical 
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items in Appendix D is what I ended up introducing; it is not the organization that I 

planned at the beginning to teach in a rigid order. Moreover, my effort to avoid extensive 

grammar explanation seemed to discourage the students from talking about grammar, 

which was never my intention, and frustrated those who wanted more grammar 

instruction. I sensed apprehension and fhistration in class, especially in the first semester. 

In retrospect, I came to see that this apprehension regarding the status of grammar, 

in fact, indicated the students' struggle between their dependency on a prescriptive and 

sequential structure on the one hand and the demonstration of their shutaisei to direct 

their own learning on the other. Their inclination toward prescriptive grammar 

instruction indicated their assumption that without knowing grammar they cannot use the 

language. Although this tenet is true, the complexity of this principle is that you leam the 

meaning and function of the grammar by using it. They needed to realize that following 

grammar instruction chapter by chapter sequentially would not automatically lead them 

to mastering the language. But on the other hand, their fhistration and preference for 

more grammar instruction also implied their attempt to direct their Japanese learning to 

make it more meaningful to themselves. 

From this tension regarding grammar, I came to think that my students needed 

more direct help to practice and develop shutaisei than just verbal encouragement to 

make their own decision. What my students wanted and needed, consciously or 

subconsciously, was the sense of constructing schemata. My belief was that the act of 

assimilating and incorporating each piece of grammatical knowledge in the process of 

building up an organic whole was what the students ultimately had to do; the teacher, I, 
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could not do it for them. However, both the transmission view of education and the 

behavioral mode of learning in their past school experiences did not encourage their 

practice of shutaisei in organizing their own schemata. This explains why the students 

did not use the portfolio in JPN 110. They could not see the value of a portfolio as a tool 

to evaluate their learning by putting the grammatical items that they thought they learned 

and the assignments that they accomplished into the whole picture of their learning. 

One of the ways to help them come to see their self-role and potential to construct 

their schemata is to examine an organization together. For example, periodical reviews 

of what grammatical items they learned so far using a list or diagram might have helped 

the students to get a sense of constructing schemata inside themselves. However, what is 

equally important in terms of grammar instruction is the continuous encouragement and 

challenge to try out the rule that they studied immediately for their own purposes and 

experience the consequence of their choices, the linguistic and social meanings of the rule 

that they used. 

There is another insight that I gained from dealing with the students' apprehension 

about grammar instruction. Despite their preference for grammar instruction, when I tried 

to teach grammatical rules, I often found the students starting to look sleepy and bored 

before long. For example, sensing their burning desire to study adjectives, one day in the 

first semester I changed my lesson plan to that subject at the last minute. Showing an 

adjective list that had pictures, I asked the class questions about the students and showed 

how to answer: "Robaato-san wa se ga takai desu ka [Is Robert tall]? Hai, takai desu 

[Yes, he is]. Jun-san wa se ga hikui desu ka [Is Jime short]? lie, hikuku nai desu [No, 
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she isn't]." But since there are two types of Japanese adjectives with two different 

conjugations, the explanation took 25 minutes, longer than I wanted to spend. I started 

seeing several students dozing and yawning here and there. Even some of the smdents 

who eagerly expressed the desire to know how to use adjectives showed boredom after a 

while. 

This example suggests that talking about grammar for a long period of time 

becomes abstract and defeats the very purpose of the rules being fimctional even if the 

instruction involves students' contexts and purposes. Thus, grammar instruction needs to 

be as concise as possible, while it also has to be clear. The quality of grammatical 

explanation depends on teachers' continuous practice and profound understanding of the 

fimctional nature of grammar. 

Confiision Between Leaming for Competition and Learning for Curiosity 

I found a pervasive confusion about the purpose and meaning of learning in the 

students' thinking. They confoimded learning for competition in school with learning to 

pursue their dreams and curiosity. I think that this confusion was caused by the nature 

and method of evaluation in the traditional, teacher-centered education in my students' 

past school experiences. There, the teacher was the ultimate evaluator and the method of 

evaluation was mostly objective testing, which required ready-made correct answers and 

measured learning on the scale of standard deviation, hi this firamework of evaluation, 

students need to answer what the teacher expects. They also have to excel over others in 
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order to get good grades. This turns learning in the school context into competition. 

However, learning has essentially nothing to do with excelling over others. Learningybr 

competition keeps students from learning the very knowledge that they want to know 

because its purpose is winning the race. 

It was not only the students but also parents who were confounded about the 

meaning of learning. Cathy said in her individual interview that her parents taught her 

how important it was to "push herself to consider reaching a goal an "accomplishment". 

But it seemed to me that it was not clear to her parents or to herself what and why she 

should "accomplish." She liked school because she did well in school: "Everything was 

so easy in elementary school. I was always ahead of the class, always first or second to 

finish the assignment." She "pushed herself" to make sure that she was ahead of others. 

But she did not seem to push herself to pursue her own interests. Trained well to get the 

teacher's answers in the teacher-centered orientation in school, she did not have many 

opportunities to practice shutaisei, thinking on her own and experimenting with her 

intuition and the knowledge in school in dealing with her direct concerns and interests in 

her personal life. As she went to upper grades in high school, more varied circumstances 

and issues occurred in her school context. The competition with other students became 

harder and she "blended into the average crowd." There, luckily she had her parents' 
t 

support. But unfortunately their encouragement was to keep up with the competition: 

"You've done good so far back and you need to keep doing good now." 
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This confusion between success in school competition and their own pursuit of 

knowledge made the students feel an ambivalence between so-called "objective 

evaluation." such as tests and grades from the teacher, on the one hand, and their 

self-evaluation on the other. In the questionnaire conducted in mid October in JPN 110,1 

asked this question: "What do you think indicates what you really learned: grades, tests, 

teacher's evaluation of you, your self-evaluation, or something else? Why do you think 

so?" The following responses indicate that the students actually sensed a possible 

deceptive nature of success in school in terms of real learning; 

- It's one thing to study hard, get an "A" on the test, and then forget what 1 had 

studied, and it's another thing to study and then go out in the real world 

and use it. (Tom) 

- There are some classes I finished with grade A. but I do not feel 1 really absorbed 

the material. 1 often forget them very quickly. (Wu) 

- [A good grade] means you've learned what the teacher wanted you to learn. 

(James) 

- I've always believed exams were a good way to measure aptitude of the student. 

But in some cases people only remember what they need. (Vince) 

- A good grade does not necessarily indicate students' learning but others look 

towards grades so students work towards grades and not learning. (June) 
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They recognized the importance of application of what they studied into their own 

contexts. They also acknowledged their role of self-assessing whether or not they had 

learned (attribute #12): 

-The only true gauge of learning is applying the knowledge. To really leam 

something, I have to be able to use it in my life, and use it well. (Tom) 

- What one really learned is measured on how she or he can put it into practice. 

(Yun) 

-1 believe that I am the only person who can tell if I am learning anything or not. 

(Eric) 

- My self-evaluation is the true indicator of what I've really learned. Only I know 

how much time and effort 1 put into the learning process and how much I 

got out. (June) 

Despite this awareness of the importance of self-evaluation, the students also 

expressed their strong desire for more small spelling tests in the class discussion (3/6/95). 

They were contradicting themselves in that they were depending on the spelling tests to 

know if they learned the new vocabulary while they thought the best way to know if they 

learned was to apply it in a real situation. They were still inclined to accept the extemal 

evaluation as the ultimate indicator of their learning. They were also inclined to evaluate 

themselves in comparison to others. I believe that this contradiction was because they 

had not distinguished "culture" from "nature" in their reality (attribute #3). The teacher's 

evaluation as well as the competitive characteristic of evaluation are "culture" that the 
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society has constructed; they are not "nature" that students can not question, change or 

influence at all. Although the students were perceptive enough of the possible deceptive 

characteristic of the competition in school, they also accepted it as unchangeable "nature." 

They were not aware enough of their potential and responsibility to examine critically 

such a framework of evaluation and the societal assumption for learning to excel. 

I do not mean that competition in learning is necessarily wrong. I found 

competition had beneficial influences in my past teaching experiences, but only when 

students competed in a collaborative spirit. In those cases, the students became 

stimulated, but not threatened, by the content and ideas of other students' discovery and 

achievement. Competing collaboratively enhanced their further learning; the students did 

not mind sharing their discovery and successes rather than monopolizing their learning to 

win in the competition. 

While self-evaluation is very important, teacher's evaluation and reassurance of 

the students' progress are also necessary. When students have not developed enough 

strength to evaluate themselves for various reasons, they crave for reassurance firom 

outside. I assume that, as students, we all look for positive comments about our work 

from the teacher and are pleased when we receive them. I think that is a natural human 

mechanism. An implication of this human trait for teacher's evaluation is that teachers 

need professional insight and knowledge to recognize progress in students no matter how 

small it is, and to help them to perceive such progress. In their ultimate self-evaluation, 

students need to build up a sense of success: what they are trying is working and they are 
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making progress. That sense of success encourages them to attempt to leam further and 

take risks. I think that it also motivates them to evaluate for themselves what they need to 

do to improve more. 

Lack of Responsibilitv in Attendance 

Some students showed a lack of responsibility for their own conduct (# 11) in 

their attendance. My attendance policy was stated as requiring active class participation 

and attendance. Since I did not have a rule that a certain number of absences would bring 

their grade down, it did not appear to be strict. Some students started to take advantage 

of this apparently liberal policy from the beginning, the same phenomenon that I saw in 

almost every course in the past. Thus, in the second week of the first semester, I talked 

about my policy on attendance in relation to grading. From my past experiences, I 

learned that the number of absences did not necessarily represent a students' laziness; 

most times students had good reasons when they did not come to class. The trust that 

students had the potential ability to judge on their own their need for attendance was the 

basis of my attendance policy. But along with this policy, I evaluated individual students 

according to their progress during the semester. Therefore, if they had many absences, 

their Japanese would not progress unless they made an extra effort, and each student 

would receive what his or her effort and progress deserved. This also meant that even a 

perfect attendance rate did not guarantee an A in my class if the students were 

participating in the class absentmindedly. 
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The point that I tried to make to the students was that it was their responsibility to 

decide what to do to achieve their own goals. It might have been easy to make them 

come to the class by changing my attendance policy. But I refused to do so because it 

was essentially against my principles. If I set a punishment according to the number of 

absences, there would be no room for the students to practice the attribute of shutaisei of 

taking the responsibility for their decisions about their own conduct (#11) and to 

experience the consequences of their choice. But at the same time, I had to take a risk as 

a teacher that, given the right to make a choice, they might choose not to go beyond what 

was required and not to push themselves. That was what happened to five students in the 

first semester who had more than seven absences. The effort and progress of these five 

students were half-hearted, not only according to my evaluation but also as judged by 

their self-evaluation. They paid the price for their choice; two students received 

incomplete grades; three students received C's as a course grade. None of them continued 

to the second semester. 

Self-discipline 

Through examination of the students' dependency on external guidance and their 

lack of responsibility, self-discipline emerged as an important aspect in terms of 

shutaisei. Teachers often complain about the lack of students' self-discipline and 

responsibility. But how do teachers really help students to develop these attributes? 

Students such as Vince, Seth, James, Alice and Rob expressed their strong desire to learn 
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Japanese and seemed to have started moving on with the sense of shutaisei in the first 

semester. But these same students expressed, in the class discussion (3/6/95), the need 

for external motivation, which Seth called "rigid stuff' such as homework and quizzes to 

make them keep going. Vince said in his interview, "I tend to sit and go with the flow of 

the class and lay back.... I need somebody to kick me." This regression of theu: 

shutaisei in the second semester greatly puzzled me. 

They were aware of the necessity of discipline and responsibility for their own 

learning. When they expressed their determination to develop discipline, I believe they 

meant it. However, their notion of discipline had a sense of obligation with a negative 

image that they have to make a conscious effort. Seth's statements in his interview 

indicate this negative image: "School encourages working and being tolerant and working 

toward discipline.... hi school I often find myself that I need discipline." That is 

because "As soon as I start smdying something, it gets a little bit more boring ... I get 

less motivated." Because of this sense of obligation, smdents wanted external motivation. 

The question is how and when do students develop self-control and accept the hardship 

that comes with the process of learning? In other words, how does the sense of obligation 

transform into willingness to learn that springs from inside? 

Critical Pursuit of Knowledge and Interest 

Some of my students' best learning experiences gave me an insight to the answer 

to this question. Seth's best experiences were learning computers and English, both of 
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which were of great importance to him. He expressed in his interview tiiat he was pretty 

impressed with the improvement of his English after he came from Sweden. Regarding 

discipline, he said, "Oh no, I don't have any discipline at all when I do my stuff. If I leam 

computer stuff, I just sit down and do it because I want to leam it completely." But he 

felt that he needed discipline in school because "a lot of school things are long-term 

projects." He seemed to be saying that in order to work persistently on something long 

term, he needed outside discipline. But he was not aware of the discipline diat he had 

shown during the years while he was learning computers and English. He was willing to 

take on whatever necessary tasks, which might be difficult or tedious in other contexts, 

without conscious effort in order to leam these two major interests in his life. This 

persistency in itself was discipline, and it was his personal and earnest engagement in the 

content of his learning that induced his willingness to persist. 

Cathy's best leaming experience also shows the emergence of self-discipline 

through her personal involvement in the pursuit of meaning. It took place when she was 

in the military and was stationed in Japan before her college years. In her interview, she 

said: 

All those experiences, people in the military are all different sources: upper class, 

middle class, lower class, just everybody. And leaming about people from 

another country, yes, it makes me decide who I really want to be and what I really 

want to do. ... After the military I realized you have to work for what you might 

want.... I think that's where I've changed a lot. 
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Before this experience in the military in Japan, she was not a strongly self-directed 

student. However, through her military exposure to different viewpoints and different 

ways of life, she started reflecting on her own view, realizing her buried stereotypical 

assumptions about people, revising them, deepening and defining more and more what 

kind of life she wanted to lead. With this critical pursuit of her dream, a self-discipline 

emerged. 

The emergence of self-discipline in my students' experiences coincided with my 

own experience of writing this dissertation. While I was writing this dissertation, my life 

became chaotic in the mix of being a mother, housewife, and student. In the middle of 

analyzing the contradiction between my students' high motivation and their lack of 

self-discipline and responsibility, I realized that I had exactly the same contradiction. 

Although I wanted to finished my writing, I kept postponing working steadily. I was 

victimizing myself and complaining about sacrificing the joy of spending time with my 

little daughter for this dissertation. That was when I was more concerned about the time 

frame of my degree, the final format and product, and social achievement, and so on. 

However, when I became seriously engaged in the very theme of my dissertation, 

shutaisei, which was my central interest in my life, the sense of loathing gradually 

transformed to the sense of willingness to do whatever necessary to explore the idea 

further. That was the emergence of my self-discipline. 

From my students' and my experiences, I add another attribute of shutaisei to the 

list: 
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16. Critical pursuit of one's interests and dreams and defining tliem 

continuously. 

In this critical pursuit, students willingly search for and study the knowledge of 

the fields of their interests. By continuously defining what they really want to know and 

want to be, they come to see related fields that enhance their learning of their interests; 

consequently their knowledge expands. This attribute induces self-discipline, another 

attribute: 

17. Discipline of oneself to complete whatever tasks necessary to achieve 

one's goals. 

Responsibility and self-discipline will not develop in students by imposing these 

attributes of shutaisei on them, no matter how necessary they are. By the same token, 

imposed meta-cognitive skills and strategies, no matter how beneficial they are in the 

teacher's eyes, become abstract and thus boring or even loathsome to students. Especially 

if students are confusing learning for competition with learning for curiosity, at best they 

will demonstrate responsibility and discipline or mimic meta-cognitive skills as expected 

behaviors only when these behaviors matter to the grade. It is through the critical pursuit 

of meaning and one's curiosity (# 16) that the willingness to take responsibility for one's 

own conduct (#11) and self-discipline (#17) are borne. 

So far. I have examined the students' learning process and their views about 

learning. In what follows, I examine my teaching that was part of my students' learning 

environment. 
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Introspection 

It is the teacher's thinking about the principle or the philosophy of the approach 

that is important in teaching, not the name or techniques of approaches. Some teachers 

choose to be eclectic, claiming to be well balanced among different approaches. Yet the 

criteria of their choices are often inconsistent. K. Goodman (1992) points out that 

"Eclecticism, taking useful bits and pieces from here and there, is probably the best policy 

for teachers who have a sense of what they don't like but who don't have a well-

articulated belief system and knowledge base" (p. 361). Chastain (1980) also calls for the 

importance of the teacher's philosophy in teaching. He states, "A puzzle carmot be 

assembled without keeping the whole picture in mind" (p. 1). Teachers need to have a 

uniting philosophy in themselves that makes them choose various techniques and 

materials. However, teachers who identify themselves with a certain philosophy also 

often show inconsistency in their teaching practice. Even though they claim that they 

follow Krashen and Terrel's Natural Approach or whole language in class, they can still 

be authoritative and teacher-centered. 

Thus, teacher's introspection becomes critical. The students' persistent lack of 

shutaisei and the tension that I experienced with my students regarding grammar 

instruction made me review my teaching practice to see whether there were any elements 

in my teaching that were suppressing their shutaisei or contributing to this tension. 
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Influence of Transmission View in Mv Teaching 

I realized that I was still influenced by the very view that I came to reject 

intellectually: the teacher as the creator and organizer of students' learning. Because of 

this buried assumption. I felt solely responsible and became impatient when I saw that the 

students were not taking risks in their learning. I started preaching and imposing my 

beliefs on them. Then the holistic nature of my teaching philosophy gradually became 

abstract, and ironically I became increasingly teacher-centered. My preaching and 

scolding made them apprehensive. 

I had to deal with the assumptions that the students brought to the learning 

situation. But feeling responsible for making my students do what I believed, I forgot to 

listen to their direct concems sincerely and seriously, such as their desire to study 

grammar or their fear of speaking in Japanese. By "sincerely and seriously" I mean 

looking at the students' concems from their viewpoint in order to truly understand them, 

even though those concems were heavily influenced by the views that suppressed their 

shutaisei. Imposing my belief without listening wholeheartedly neither helped them 

reflect on their buried assumptions and contradictions nor did it help them revise their 

assumptions. 

I also found a behavioristic element in my thinking. I expected the students' oral 

production immediately even though I did not require accurate production from the 

beginning. The students needed time similar to what Krashen (1985) calls the "silent 

period" in child second-language acquisition. He states; 
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The child's reluctance to speak for the first few months of his residence in a new 
country is not pathological, but normal. The child, diuing this time, is simply 
building up competence by listening, via comprehensible input, (p. 9) 

While it was important for my students to experiment with Japanese, they also 

needed time for repeated exposure to the functional use of Japanese in order to take risks 

and make choices. However, I was impatient with them for not responding immediately. 

Since I did not believe that learning is the direct result of teaching, I should not have 

expected an immediate outcome from my teaching, either. I needed to allow them each 

their individual pace in taking risks (# 10) to experiment with Japanese. 

Means and Ends in the Process of Learning 

One of the most important insights that I gained through this research is the 

simultaneous nature of means and ends. Goodman and Goodman (1990) state: 

There is no useful separation between ends and means in learning; what we leam 
today is the means of further learning tomorrow. There are no end products, no 
mastery goals; rather each goal is part of the means to a new goal, a new schema, 
a new concept, a new view of the world, (p. 227) 

I should say that I re-leamed the importance of this concept because I had already 

known it intellectually. 

When I realized that I had to listen to my smdents more seriously and allowed 

them their own pace, they started to show signs of shutaisei. Instead of considering the 

lack of shutaisei negatively, I came to see the Japanese courses I was teaching as the 

contexts in which the students could develop shutaisei. It was time for them to leam to 

take risks and to be in charge of their own learning. The power of shutaisei was the 
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necessary means for the students to leam, but at the same time it was not an absolute 

prerequisite; developing the power of shutaisei was also a goal, which would in turn 

facilitate their further learning. This simultaneous nature of means and ends implies the 

process of becoming more self-directed. There is no absolute level of shutaisei that 

students can reach; it is always an on-going learning process. 

Not only for the students but also for me, these two consecutive courses were the 

contexts for developing my own shutaisei as a human being. The process of this research 

taught me that understanding and believing in a principle did not automatically imply the 

ability to live according to that principle. There were in particular three attributes of 

shutaisei that I experienced and learned again: the unity of doing and thinking (# 14), 

making connections among different social roles (# 6), and introspection (# 8). I came to 

realize that the question for me as a teacher is whether I truly practice (doing) the 

principles of whole language and Freire's critical pedagogy that I believe intellectually 

(thinking), not only as a teacher from nine o'clock to five o'clock but as a whole 

integrated person. Many comments that I was giving to my students, such as 

self-discipline, taking risks and taking responsibility, directly came back to me. 1 had to 

ask myself, "Am I living what I'm telling my students to do? Am I taking risks as a 

doctoral student? Do 1 seriously and sincerely mean what I say?" Then I realized that I 

was still struggling to direct my life as much as my students were. 

Rosenblatt (1983) insightfully states. 

Even those who have come into contact with the newer theories often fail to 
assimilate them into their attitudes in actual life, and in their personal 
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relationships are still dominated by automatically absorbed prejudices and 
expectations, (p. 161) 

I found this phenomenon very pervasive among many educators, including those 

who believe in learner-centered teaching philosophy like myself. It is a vicious cycle that 

while insisting on our beliefs, we fail to see the contradictions that we make, and as a 

result, problems that we strive to eliminate persist. Despite our earnest effort to help 

students to become self-directed human beings, we are oftentimes disabling them from 

developing that very ability. 

In order to break this vicious cycle, teachers need to develop their own shutaisei. 

The attributes of # 6, 8, 9, and 14 in Figure 2 seem to be particularly crucial to breaking 

this cycle. Teachers need to reflect on their own assumptions and teaching practices 

continuously and to question contradictions that still might exist in their thinking (# 8, 9). 

However, at the same time, they should not punish themselves when they find 

contradictions in themselves. In order to transform their contradictions, they must first 

accept the fact that they have contradictions and need to understand the simultaneous 

nature of means and ends and the importance of becoming. That is, researchers and 

teachers who are supposed to facilitate the learning of others are learners themselves, and 

thus they are still in the process of developing their own shutaisei, which is both their 

means and ends in order to leam. This requires the attributes of integrated self-perception 

(# 6) and the unity of reflection and action (# 14). This unity is the continuos practice of 

one's belief in one's everyday life. The importance of teacher's own shutaisei will be 

discussed again in terms of the value of foreign language education in Chapter 8. 
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In this chapter, I have examined the students' practice of shutaisei and their lack of 

shutaisei in my classes, referring to the relevant attributes in Figure 2 that I showed in 

Chapter 3 in each instance. The causative factors of development or suppression of some 

of these attributes were found in what they experienced inside and outside of school in the 

past and what they encountered in my classes. I also added two more attributes in this 

chapter. All these attributes influence one another; some induce or require others 

reciprocally. I introduced my observation that the presence of the students' shutaisei 

enhanced their learning process while the absence stagnated it. Thus, I discussed 

implications of these findings for teaching, which in itself entails the teacher's own 

shutaisei. 
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CHAPTER 7 

SHUTAISEI IN THE FUNCTIONAL USE 

AND DEVELOPMENT OF JAPANESE 

This chapter examines how shiitaisei influenced the students' attempts to use 

Japanese for their own purposes and how their functional use of Japanese contributed to 

the development of their control over Japanese. The attributes of shutaisei that I 

discussed in Chapter 3 and Chapter 6 had direct affects on the students' language use. I 

observed instances in which they used Japanese, utilizing their knowledge of Japanese 

grammar and expressions functionally, and instances in which they did not attempt to use 

Japanese. I first discuss their functional use of Japanese in oral contexts. Then I analyze 

their Japanese use and development in the written context of dialogue journal writing 

(DJW). 

The Students" Use of Japanese in Oral Contexts 

In Chapter 6.1 discussed how the students became involved in communicative 

activities as they were encouraged to take risks, work collaboratively and make their own 

decisions. That personal involvement was shown through their attempts to use Japanese 

of their own will. 
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Choosing Linguistic Form Functionally 

Communicative activities in a FL course have a double agenda. One is for 

students to engage in tasks such as finding the members of imaginary families, getting out 

of a maze, exchanging information through writing, etc. The other is to practice the 

linguistic forms that they have studied. But for the linguistic forms to be truly functional 

and in order to achieve the completion of the task, this practice should not be mechanical 

drills and repetitions of a single form. Rather, it should be in a context in which the event 

occurs as naturally as possible, which inevitably will require various linguistic forms. 

Therefore, I always reminded my students to reuse the expressions and rules that they had 

already learned, rather than only using a single form that they were just learning. I 

encouraged the students to make connections between what they had learned before and 

what they were doing at the moment and expected them to choose the appropriate form 

for their own purposes. 

Below I give four examples in which the students chose to use Japanese to 

communicate. These examples reveal the meeting point between the importance of 

shutaisei and the importance of the functional nature of language. 

1. From the beginning of the first semester, I promoted the use of Classroom 

Japanese (see Appendix B) as much as possible. While I used these phrases whenever I 

could in our interactions, I encouraged the students to use them for their own purposes, 

too. They used them when they asked questions or responded to my questions during 

grammar instruction and during personal conversations as well as in their dialogue 



117 

journal writing, although there were also many instances when they used English to 

express the same meanings. The following phrases are actual utterances that the students 

frequently made. 

- Moo ichido itte kudasai. [Please say that one more time.] 

- Imi wa nan desu ka. [What is the meaning?] 

wa nihongo de nan desu ka. [What is — in Japanese?] 

- Wakarimasu/ wakarimasen. [I understand/I don't understand.] 

- Kaite kudasai. [Please write it.] 

- (A to B wa) onaji desu ka. [Are A and B the same?] 

- Chigaimasu ka. [Are they different?] 

- Shitsumon ga arimasu. [I have a question.] 

- — desu. [It is —.] 

- Onegai shimasu. [Please do (asking for a favor)] 

no kanji a kaite kudasai. [Please write the kanji for — .] 

- Shitte imasu. [I know it. ] 

2. On December 5th, we invited 10 native Japanese students to the class and 

played a game called "Walk Rally" which I leamed from Komyunikeishion geimu 

[Communication Games] (Kaneda & Hosaka, 1992). The class formed small groups of 

four to five members, each consisting of some of my students and some Japanese 

students. The groups competed for points while they chose the direction to get out of the 

maze in a map. We played it inside the classroom using the map hung on the blackboard. 
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although playing it outdoors could have been possible. The map had spots where the 

groups read question cards such as shown in Figure 4 to gain points. In this game, my 

students and the Japanese students had to make a group decision together about the 

direction at each turning point. This context required them to use expressions for maicing 

suggestions and negotiations such as "migi ni magarimashoo [Let's turn right]", 

"massugu ikimasen ka [Why don't we go straight?]", and "Watashi wa hidari ni ikitai 

desu [I want to go left]". I had taught these structures at different times throughout the 

first semester. In the previous lesson, right before this class, the class reviewed these 

expressions. 

The language interaction between my students and the Japanese students in this 

game was very active in both Japanese and English. The students were using the above 

Japanese expressions while they were also hearing them from the Japanese students. 

They were also using many phrases from Classroom Japanese in order to ask the meaning 

of words in the question cards or clarify unclear pronimciations in one another's 

utterances. 

3. On February 3rd in the second semester, the class played a game called 

"Guess Who?!" In this game, the class was divided into two groups and each group 

secretly designated one person in their own group. The two groups asked Yes/No 

questions to each other to identify the designated person from the other group. In the 

previous class, the students had had a lesson on the vocabulary of the body and clothes 

and the te-imasu form expressing a state like Tomu-san wa T-shatsu o kite imasu [Tom is 
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^ u — "7— 

(il3lHiV^bi: 5) + 4 
1 j; < ES + 2 

+ 1 
- 1 
— 2 

Does your group watch the news program "McNeal & Lehrer" at 7:00 p.m.? 

Everj'one watches often, (more than 3 times a week) + 4 
More than one person watches often + 2 
Ever}'one watches sometimes. (Once a week) + 1 
No one watches often. - 1 
No one watches at all. - 2 

-3 
2 - 1 

+ 3 

In }'our group, does ever}'one have more than $30 in his/her wallet? 

Ever}'one does. - 3 
More than 2 persons have. - 1 
No one does. + 3 

Figure 4. Examples of information cards in "Walk Rally." 
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wearing a T-shirt]. Appendix F is an excerpt of the students' interaction during this 

game. 

In this game, the students were using not only the te-imasu form but also other 

structures to identify the right person as follows: 

la. Sono hito wa josei desu ka [Is that person a woman]? 

lb. Sono hito wa nagai kami ga arimasu ka [Does she have long hair]? 

These sentences have simple structures that JFL students usually learn at the very 

beginning of the first semester. Also, utterance lb was awkward, although any native 

speaker of Japanese would easily understand what the student meant from the context. 

However, my students' attempts to say these sentences should not be underestimated. 

Simplicity of form does not necessarily indicate simplicity of the content expressed by 

that form. The attempts of Norma and Mel were important because it was their shutaisei 

that encouraged them to use these structures functionally. Utterance lb was Mel's 

"invention." By his "invention," despite the awkwardness of the sentence, he 

accomplished his purpose of getting a necessary answer. 

hi contrast to these students' attempts, I have also seen many students in this study 

and in the past who looked for the exact translation from their first language and, when 

they could not find it, gave up very easily without trying to express the same meaning 

with another form that they already knew. I think that such learners need the flexibility 

and creativity to use what they already know in order to express their own meanings and 

achieve their own purposes. The teacher's guidance toward this flexibility and creativity 
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is critical. Constant demonstration of making connections and meaningful use of FL in 

context is necessary. 

Another implication of this example in teaching is how to guide students' 

inventions such as Mel's utterance in lb, to more conventional forms. I believe that there 

are three important factors. First, the teacher's support and encouragement for students' 

attempts and inventions like Mel's are necessary. Second, I think that teachers' sensitive 

but honest reaction to the students' form as a participant in their communication is 

important. A native speaker's honest reaction shows students whether or not the form 

they used worked pragmatically. Through continous exposure to social and fimctional 

reactions to their language use, students will develop insights about Japanese language 

convention: its linguistic, social and cultural acceptability and appropriateness. 

This second factor requires the third factor. As Y. Goodman (1985) suggests, 

teachers should observe their students keenly and make a judgment in each specific 

context, using their professional insight, intuition, and linguistic knowledge. This implies 

that the teacher's decisions may be different according to each individual student's 

developmental level of Japanese and his or her shutaisei in each case. In the above case 

of Mel's utterance lb, I did not mention anything. In retrospect, I think that more direct 

reaction to and instruction about the awkwardness of his utterance would have benefited 

him and the other students in that context. Mel, who had lived in Japan as a Mormon 

missionary for two years, already had a quite advanced command of Japanese. He was 

also a very good risk-taker. Given these, I believe that he was confident enough to take 
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my honest reaction. However, I would still be cautious in reacting directly to 

inappropriate use of Japanese by less confident students. Impersonal and mechanical 

correction of their inappropriate language use very likely affects their self-esteem 

negatively, and thus discourages their risk-taking in experimenting with FL. 

In this guessing game, the students were learning the meaning of a linguistic form 

in context through achieving a task. In the last round of the game, the class decided to 

divide the groups according to gender. In the male group, the students who were wearing 

glasses all took them off to make the guessing more difficult. Then Alice asked a clever 

question, "Sono hito wa megane ga arimasu ka? [Does that person have glasses?] The 

whole class burst into laughter. This indicated that the students understood the real 

difference between the intrinsic meanings of arimasu [to have or own] and kakete imasu 

[is wearing] while they were enjoying the game. 

Meaningful Repetition 

In the students' functional use of Japanese in oral settings, I found many instances 

of repetition which were meaningful and purposeful, not mechanical. The above excerpt 

from Appendix F contains some good examples. First, the students were repeating 

answers to confirm them, as in the following sentences: 

2a. Kakete imasu? [S/he is wearing glasses?] 

2b. Haite imasen! [She is not wearing a skirt!] 
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The raised and excited tones in coming to know the right person in the game indicated 

that their heart was in their utterances. They were uttering in Japanese what they truly 

meant. 

Second, the more advanced students' Japanese helped the o±er students try the 

same expressions later. Mel asked the following question: 

2c. Sono hito wa onna no hito desu ka? [Is that person a woman?] 

Other students repeated the same question many times in the later rounds of the game 

because it was a usefiil question to find an answer quickly. 

Third, in correcting themselves or each other, they were repeating expressions 

many times as in the following exchange: 

2d. Cathy (Gl): Kami no.... wa Nani iro desu ka? [What color is the hair?] 

Eric (G2): Moo ichido itte kudasai. [Please say that again] 

2e. Yun (GI): Kami no ke wa. . [The hair.. ] (Correcting Cathy's omission of the 

w o r d  k e )  

2f. Cathy (Gl): Kami no kewa... [The hziir ... ] 

2g. Eric (G2): Kami no kewa... [The hair... ] 

When Cathy tried to ask what color hair a person had, she omitted the word ke [hair] in 

Kami wo... in 2d. Yun in the same group corrected her by saying kami no ke, in 2e and 

Cathy repeated it in 2f. Yun's correction even prompted Eric in the other group to repeat 

the word in 2g. 
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The Audio Lingual Method of FL teaching, which is based on behaviorism and 

structuralism and uses extensive repetitions of linguistic patterns, has been heavily 

criticized. However, in my teaching experiences, I found that repetition had an important 

role in FL learning. What is harmful is being mechanical, not the repetition itself. The 

problem of mechanical repetition is that it excludes students' shutaisei to make a choice 

about which particular expressions to use and in what manner to repeat. When we want 

to leam a new foreign word, we often naturally repeat it several times to get familiar with 

the sound. But we do so on our own, as Eric repeated kami no ke in 2g. Alice, who was 

outspoken, mature, and a good risk-taker, frequently echoed the expressions that I said in 

class. She often stumbled and repeated a word again. Lessons of isolated pattern 

practices do not allow such deviation. Repetition is a language learning strategy, and 

occurs in the context of meaningful interactions. I observed that it helped Alice, who 

tended to pronounce words incorrectly more than other students, improve her 

pronunciation and increase her vocabulary. Teachers should encourage students to make 

use of repeating words, phrases, or patterns of their interests and needs but to do so based 

on their own choice and their own pace. 

Because of mechanical repetition lessons, many of my students had negative 

experiences in learning a FL. Their past FL classes generally did not allow them to 

practice their power of shutaisei, to choose what they wanted to say, to take risks through 

making mistakes, and to evaluate their own FL progress. June hated her Spanish classes 

because students studied only to answer what teachers expected and to take tests. Vince's 
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Spanish learning was very easy and boring. It was easy to get an A, answering what 

teachers expected. However, he did not feel he could get around in Mexico after being an 

"A" student for two years in Spanish. He said he was bored because repetitious practices 

that teachers required were not mentally challenging. 

Lack of Attempts to Use Japanese 

While the students were using Japanese flmctionally in these instances, there were 

also many moments in which they were not throughout the two semesters. They used 

English to express the meanings that could have been expressed with the grammatical 

knowledge and Classroom Japanese that they had learned in the past. Two specific 

examples follow. 

The first one was a conversation that I had with Dale before class in February in 

the second semester. 1 asked him about the Japanese festival in Phoenix that he and Rob 

had gone to the previous weekend. He understood everything I asked in Japanese, and he 

answered in English, "It was good. But it was small. They didn't speak Japanese. We 

tried to speak Japanese, but they didn't want to. I ate teriyaki chicken. It was really 

good." With a little bit of creativity and flexibility, Dale could have said most of this in 

Japanese that he had learned since the previous semester. 

The other example was the Japanese food lesson (2/6/95) that I discussed in 

Chapter 6 in connection with the students' demand for a vocabulary list. In this lesson I 

brought a box full of unique Japanese food and made the students guess what each was. 
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My purpose in the lesson was to introduce some Japanese food while practicing the 

conjecture form deshoo. They saw how fermented soy beans were prepared and eaten, 

mixed with a raw egg. They tasted marinated ginger and rice crackers. They heard new 

vocabulary and saw how the conjecture form, deshoo, was used functionally in the 

context of guessing what the unfamiliar objects were. In other words, they were 

physically experiencing what new vocabulary and the deshoo form described 

linguistically. But in this lesson, they hardly used the deshoo form. They also did not use 

Classroom Japanese or other expressions that they had learned before. For example, 

when I asked if anyone wanted to taste fermented soybeans, Vince volunteered. When he 

ate it and a frown appeared on his face, many students asked in English, "Are you all 

right?" instead of "Daijoobu desu ka." When trying other Japanese food, they were 

taking turns, saying to one another in English, "Whose turn? It's your turn next." I had 

been demonstrating the use of these expressions in Japanese in every possible 

communicative activity. 

Their lack of attempts to use Japanese seemed sometimes conscious and 

sometimes subconscious. There were various possible reasons for them to make a 

conscious choice not to use Japanese when they could have. They were concerned about 

accurate production. They were very self-conscious about making mistakes and speaking 

with a heavy accent in front of other students. Some students were also self-conscious in 

the sense that they did not want to show off their knowledge. Moreover, the content was 

often too complex for them to talk in Japanese. 
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However, I often did not see any attempt on the part of the students to express 

their meanings in Japanese. It was as though they automatically turned off a switch to use 

Japanese. This made me think that their choice of using English was subconscious 

because their buried assumptions about FL learning kept them firom using Japanese 

functionally. The class discussion (3/6/95) and the students' interviews in the second 

semester revealed two kinds of disconnectedness in their view of FL learning. One 

disconnectedness was between concepts of language use and language practice, and the 

other was between learning content and learning language. 

Disconnectedness Between Practice and Use 

The relationship between practice and use is analogous to the relationship 

between means and ends that I discussed in Chapter 6; it is simultaneous and reciprocal. 

Instances such as making announcements, grammar instruction, or chitchat chat with 

fnends or with the teacher were opportunities to practice Japanese while they used it. But 

they did not seem to perceive those instances as opporttinities to practice Japanese 

because practice and use were two different things in their view. 

The students' view of a "foreign language class" as a place where the context of 

practice must be set up deliberately. Lin studied Japanese for two years in a university in 

France in a program that was strictly grammar-translation. Being interested and eager to 

master Japanese, she made Japanese fnends with whom she spent lots of good time. But 
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she did not view chitchat with classmates in the class as an opportunity to practice 

Japanese. In her interview, she insisted as follows: 

We are not in class to speak to each other, or to be together, otherwise why in class? 
If it's (to chitchat chat with a classmate) an opportunity to speak Japanese.... that 
should be a part of the exercise and you should tell us, OK? Because otherwise it's 
not a class. G-in) 

As might be detected from her language, she was getting impatient with my persistence to 

clarify the difference between chitchatting with a classmate in Japanese and talking with 

Japanese friends. In my students' view, FL class was a place to "practice" Japanese, 

whereas opportunities to use it exist somewhere else where they can apply what they 

practiced. 

This view of language class further led me to examine their idea of "practice." In 

the individual interviews and the class discussion (3/6/95), many students expressed the 

idea that they must practice Japanese "hard." Their image of diligent practice was 

mechanical, with lots of repeating and reciting but not much thinking and meaning 

involved. Dale said in the class discussion, "You do things over and over. It's kind of 

like rote-Ieaming. It helps me. I just do it a lot and absorb it... that's just easier for me 

and that's the kind of structure I'm used to." Although there were many students who 

disliked mechanical drills, my students all had the assumption that they had to practice in 

a mechanical way outside of conversation activities to be able to use expressions 

automatically and smoothly. Dale said, "There are sentences that I understand completely 

but I can't say it fast." Alice followed, "Right. I can't say it fast... I want to practice 

saying it perfectly." I think the problem in their assimiptions about automatism is that it 
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does not involve thinking. 1 believe it does, but it is not deliberate thinking. The subtle 

difference between deliberate thinking and non deliberate thinking confounded the 

students, even those who despised pattern practices, about the nature of "practice" in use 

and inhibited them from using Japanese when the purpose was not to "practice." 

Disconnectedness Between Leaming Content and Learning Language 

There was also a lack of connectedness between leaming content and leaming 

langu^e in the students' view. This asstamption to separate these two kinds of leaming 

particularly appeared in leaming about culture. 1 brought in cultural resources as part of 

the content of the curriculum such as Japanese food, card games {Karuta and Bozu 

Mekuri) and cartoons {IJiwaru baasan [Nasty old woman]), especially in the second 

semester. 1 wrote reading materials with cultural issues such as Japanese hierarchical 

human relationships and the attitude towards the handicapped in Japan and the United 

States. While the majority of the students appreciated leaming about Japanese culture, 

some students thought it was irrelevant for a FL class. Yun wrote in her class evaluation 

in the first semester. "There was too much lecture about Japanese culture; it is good to 

know the Japanese culture, but I don't think it is helpful for me to leam the Japanese 

language." James said in his interview that he thought the second semester class often 

wasted time, digressing to something totally unrelated to language practice. Even among 

the smdents who appreciated leaming about Japanese culture, there seemed to be a clear 
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separation between learning about culture and learning language. Consequently, they did 

not attempt to use Japanese at all in discussing culture. 

I tried to practice what Halliday (1980) describes as three kinds of language 

learning taking place simultaneously: using language to leam content, learning about 

language and learning language. Although he discusses this phenomenon in the context 

of a first language, 1 believe that this principle applies to the context of a FL, too. For 

example, by using phrases from Classroom Japanese, I explained how to write the 

hiragana letters, how some of them look alike, and asked whether they wanted me to 

write on the board again. In this process, I hoped that learning about hiragana, which 

was the content of the lesson in that context, learning them through using Japanese, and 

learning to be able to use hiragana as well as Classroom Japanese would occur at the 

same time. However, because of these two kinds of discormectedness between "use" 

and "practice" as well as "learning content" and "learning language," oftentimes the 

students did not see the context of learning content such as hiragana as a context for 

using and practicing Japanese. Thus, many students became frustrated, lost or less 

attentive, unable to see the purpose of the activities, especially when I brought in more 

issues and activities related to culture in the second semester. This frustration explained 

their lack of enthusiasm with the project of making the video tape of their campus for the 

Japanese 3rd graders. They did not feel as if they were diligently "practicing" certain 

forms and structures of the Japanese language. Their views were also affected by another 

behavioristic, sequential view of language learning: you leam forms and skills first, and 
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then you are able to use them. Thus, they consciously or subconsciously chose not to use 

the form unless an activity was deliberately set up to practice a certain form and they 

practiced it over and over to the level that they considered fluent. Until then, they 

thought, they were not ready to use the forms and structures. 

The Concept of Readiness 

Dewey (1938) challenged the notion of "readiness" and school as preparation for 

the future: 

We always live at the time we live and not at some other time and only by 
extracting at each present time the full meaning of each present experience are we 
prepared for doing the same thing in the future. This is the only preparation 
which in the long run amounts to anything, (p. 49) 

I believe that this claim applies to the relationship between language practice, its 

functional use. language abilit>' and learning content. Practice is not the preparation; it is 

the functional use of language in the present time. 

I have an anecdote that depicts the problem with the concept of readiness vividly. 

I took a graduate course, "Issues in Teaching Japanese," several years ago. The professor 

was an American who was impressively bilingual in English and Japanese. The class was 

composed of five native speakers of Japanese including myself and five native speakers 

of English. The American students were all in a master's program in Japanese and some 

of them had lived in Japan for a few years. During the whole semester, not even a single 

class was conducted in Japanese. Getting tired of discussing the issues in English all the 

time, the Japanese students suggested that we speak in Japanese. The professor and all 
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the American students unanimously expressed that it would be inappropriate because 

their Japanese was so limited to discuss such complicated issues as teaching Japanese and 

that they were not ready yet. Although I thought they underestimated their Japanese 

ability, I backed off at that time, but suggested later that we talk in Japanese when we 

were discussing less complicated issues. When the Japanese students tried to speak in 

Japanese, the first two or three responses were often in Japanese, but the conversation 

usually went back to English soon. All the five American graduate students had studied 

Japanese grammar diligently for at least three years. They also practiced the forms using 

their knowledge of grammar with extensive repetitions and memorization in order to 

produce the form fluently. One of them was one of the top students in an undergraduate 

program taught using the Jorden Method. After several years of all that hard work, they 

still did not think that they were ready to use Japanese for their own purposes. 

I wondered when those American students were going to be ready unless they 

started using Japanese then. They said that after they went to Japan and were exposed to 

the language and culture, they would be ready. My students expressed the same view in 

the class discussion on March 6th. However, living in the environment of a FL and 

culture does not guarantee the development of the ability to use that language. I have 

seen many Japanese students who came to the United States to study English restricting 

their life to a circle of Japanese people and not improving their English. The two students 

in the above graduate class who actually lived in Japan were also very hesitant to use 

Japanese in discussion. They should not wait or postpone using their FL for real 
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communication. The opportunities exist now if they want to improve their Japanese now. 

I agree with Dewey that it is only through the accumulation of "present" functional and 

authentic use-practice of Japanese that "amounts" to the independent ability to use 

Japanese. 

Students' shutaisei plays a vital role here. It is ultimately the students' decision 

when, how much, and how to use their FL. In this decision making, they particularly 

need attributes of trusting their own inmition while respecting knowledge (# 7), taking 

risks (# 10), putting decisions into action (# 2) and taking responsibility for their own 

choices (#11). 

Expanded Use of Japanese bv Challenging Assumptions 

Despite the persistent lack of shutaisei, the class discussion about "practice and 

use" (3/6/95) seemed to arouse a sense of responsibility in some students. I continued to 

challenge the students about their view of language practice and use. I encouraged them 

to continue to think about it even though they did not agree with me. This challenge to 

the students to reflect on their own assumptions seemed to have a direct affect on their 

use of Japanese. I found them starting to take initiative and risks again in using Japanese 

functionally. 

The following conversation between Dale and me is one example. A week after 

the above class discussion, he surprised me by responding in Japanese before the class 

started: 
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TI; kyoo wa atsui desu ne? [It's hot today, isn't it?] 

Dale: Chotto atsui [A little hot.] 

T: Chotto desu ka? Watashi wa totemo atsui desu. [A little? I am very hot.] 

Dale: Kuruma naka ni [sic] atsui desu [It's hot in the car.] 

T: AalSodesune. Watashi wa kyoo eakono tsukaimashitayo! [Oh, yes, it 

is. I used an air conditioner today!] 

Dale: Watashi no kuruma eakon arimasen [sic][My car doesn't have an air 

conditioner.] 

T: So desu ka! Kawaisoo ni! [Is that so? Poor thing!] 

This short conversation was great risk-taking on his part: it was his first attempt to 

speak Japanese functionally with me since the begirming of the previous semester. He 

was the most critical student about the holistic orientation of my class and wanted more 

"structures" which, in his view, were rote-learning and quizzes. He had a better 

knowledge of Japanese grammar than many of the other students in the class, but because 

of his great concern with accuracy, he was very reluctant to speak Japanese unless he was 

quite sure of what he was going to say. However, in this short discourse, he spoke with 

me in an impromptu maimer. Although his second statement, "Kuruma naka ni atsui 

desu [It's hot in the car]" had two miscues, an omission of the possessive particle no and 

the inappropriate use of particle ni, it had a Japanese sentence structure overall with the 

verb at the end. Native speakers of Japanese would easily understand what he meant. In 

terms of his attempt to communicate, he took a greater risk than merely responding with 
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yes or no by bringing up new information, his car, which prompted further new 

information, air conditioner, from his listener, the teacher. 

So far I have discussed the students' functional use of Japanese in oral contexts. 

Before I turn to analysis of their language use in written contexts, I need to mention the 

difference that I found between the oral and written situations, although this was not the 

focal point of my analysis. I observed the students' Japanese use in writing contexts much 

more than in oral contexts. This seems to be due to the difference between some of the 

characteristics of the two contexts. In the oral context the presence of the participants 

gave the students psychological pressures; they felt rushed to say something immediately 

and they were intimidated because they thought they would make mistakes or speak with 

a foreign accent in front of the others. In contrast, the writing context allowed the 

students to take more time to construct sentences and choose vocabulary at their own 

pace, and thus they took more risks. This seems to explain the fact that I observed more 

evidence of the students' Japanese development in written contexts than in oral contexts. 

The Jorden Method, based on the American structuralism of the 1940s and 1950s 

that assumed "Language is speech, not writing" (Diller, 1978, p. 10), plays down the 

written language. Japanese orthographies are not used in the first two volumes of the 

textbook, which are supposed to take two years to cover. They are written entirely in 

Roma-ji, an alternative system to transcribe Japanese with the Roman alphabet. Thus, 

instruction of the written language is much delayed, although many schools using this 

method incorporate earlier introduction of the Japanese orthographies. Furthermore, 
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Jorden (1975), who believes that "native speakers learn to read and write their own 

language only on the basis of a conscious effort" (p. 111-112), requires pattern practice 

drills in teaching JFL students the written language "to develop reading fluency and 

comprehension" (p. 115). 

The American structuralist view of placing the spoken language over the written 

language has long been challenged (Diller, 1978; K. Goodman, 1984). There is no 

hierarchy between these two human language activities; they are equally important 

aspects of human attempts to use language as an effective tool to make their intellectual 

and physical lives meaningful. As K. Goodman (1986) puts it, people learn written 

language in the "same way they learn oral language, by using it in authentic literacy 

events that meet their needs" (p. 24). Based on my belief in this view, I specifically 

promoted the use of dialogue journal writing (DJW) in teaching the written language of 

JFL 

In what follows, 1 analyze the students' functional use and development of 

Japanese in their DJW. This assignment was a literacy event in which both my students 

and I were engaged in communication through writing. 

Functional Use of Japanese and Development 

in Dialogue Journal Writing 

DJW was not the only cause for the improvement of the students' written 

language. There were many other possible factors that influenced that development. 
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They were exposed to Japanese orthographies and written language in various ways in 

class through reading exercises, written material that was used in communicative 

activities, direct instruction of kanji, hiragana and katakana, the students' own practice of 

these orthographies, and so on. 

However, it was obvious that DJW provided the students with opportunities to use 

Japanese meaningfully for their own purposes. Progress was especially evident in the 

students who were actively participating in this written communication. Through their 

written interaction with me, they were demonstrating both use and development of their 

Japanese. An important point to pay attention to in the following analysis is that their 

decisions were neither the only result of being required to use certain forms nor their sole 

invention; their decisions were a result of the transaction between the social, linguistic 

convention that I demonstrated in my responses and their personal invention. During this 

transaction, the students' shutaisei played a vital role in all kinds of decision making, such 

as which orthographies and grammatical forms to use, what to write about, and how much 

to interact. 

Interaction in DJW 

Peyton and Seyoum (1990) found that when a teacher takes on the role of an equal 

participant who asks questions out of genuine interest, expresses personal opinions, and 

invites responses, the interactions elicit far more communication than merely asking 

questions. My research on DJW (Iventosch, 1988) supported their finding. To a student's 
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sentence "I ate lunch," language teachers sometimes respond with bombardment of 

questions such as, "What did you eat? Where did you eat? What kind of food do you like 

best?" If their real intention is to elicit more written production instead of inquiring 

information for their genuine interests, students can somehow sense that. Such 

interaction is considered to be pseudo-communication because somewhere in the back of 

their minds both teachers and students know that they are not really interested in what 

they are writing about. When such inauthentic communication happened in my past 

experiences with DJW, some students chose to respond to my questions while others 

became overwhelmed by such bombardment or ignored them. In JPN 110 and JPN 111,1 

observed more instances to support the above finding. When I responded to the students' 

journals out of true curiosity or necessity, the interaction between us on one topic often 

continued over a few entries. Appendix G shows examples of such interactions in the 

journals of Seth and Vince. We asked questions of each other and our answers produced 

more questions. 

I did not mechanically correct their miscues within their writing. Instead, I 

showed conventional spelling or appropriate grammatical forms as much as possible 

while I was responding to their content. However, I was selective in demonstrating the 

proper usage because sometimes the students made too many miscues. Responding to 

their content naturally did not always allow me to repeat all their miscues naturally in my 

responses. Furthermore, when I considered it beneficial to the students, I drew their 

attention to their miscues in my responses and asked for clarification of meaning or 
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explained the conventional form, using Japanese. Then that clarification or explanation 

became the content of our dialogue. 

Through our written interactions, the students were exposed to Japanese 

orthographies and grammatical conventions which were used to express the meaning of 

our interests or concems in our dialogue. It was not exposure to isolated, out-of-context 

letters and characters. They were correcting their hand-writing, increasing their stock of 

kanji and katakana loan words, and revising their misunderstanding of Japanese 

orthographies and grammatical rules through our written interactions. Their use was a 

meaningful practice, not a mechanical one. 

Development of Writing of the Japanese Orthographie?; 

Let us look at how improvement of the students' writing of the Japanese 

orthographies was observed in DJW. The>' changed their miscues in their journal entries 

to appropriate hiragana. katakana and kanji o\ er time. 

Hiraqana 

Figure 5 shows the hiragana miscues of three students and the dates when they 

first wrote those miscues and changed them to conventional writing. 

.AJl four hiragana miscues were t>pical for beginning JFL students. .Miscues I, 2 

and 3 involved the difference between the phonics (the relationship between sounds and 
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Student 

1. Seth 

2. Seth 

3. Rob 

4. Rob 

3. Cathv 

Miscues 

(9/30/94) 

A. -^na 

(9/30/94) 

(9/21,10/1/94) 

(9/21/94) 

(9/23,9/30/94) 

Students' correction to 
Conventional Writing 

(10/3/94) 

(10/3/94) 

(11/10/94) 

li 

(10/1/94) 

!i: 

(10/14/94) 

Meaning 

good 

English language 

Thank you 

topic-marker 

particle 

topic-marker 

particle 

Figure 5. Hiragana miscues corrected over time. 

the writing system of a language) of English and Japanese, especially with vowel 

syllables. There are five vowels in Japanese, as follows: 

^ / a / as in father (but short); 

/ i(y) / as in feet (but short); 

•5 /u(w^)/ as in food (but short); 

^ / S / as in fed; 

^ /o(w)/ as in foe (but short). 
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Although I did not use Roma-Ji to show the pronunciation in communication 

except when I taught hiragana in class, the students often associated hiragana widi the 

sounds of the Roman alphabet. Seth's miscue 1 suggested that he confounded the 

pronunciation of hiragana 1x1 with the name of the letter "e." To write the word 

/ii / [good], he probably visualized ee for its pronunciation and wrote ^ . For 

this miscue I wrote a question by his sentence, " [Is this «]?" I 

asked this question because there is a word written as / ^£/, an alternative word 

for "yes." Although his meaning was almost obvious from the context, I still wanted him 

to clarify it. In his next entry he wrote the word correctly. 

Writing double vowels in hiragana is typically confiising for JFL students 

because of some complicated conventional rules of hiragana; the second vowels of the 

double vowels/£ £ /and/oo / are with the vowel /i / and 9 /u/ 

respectively, as in /eiga/[movie] and 9 /ou /[king], but pronounced as 

/£6ga / and /oo /. However, there are exceptions which are written as they are 

pronounced, which makes more sense to JFL students. Miscues 2 and 3 indicate that Seth 

and Rob attempted to write their words, ^ ;^|i /££ go / [English] and <i: jo 'b 

/doomo / [thank you] as they sounded. To both miscues I responded to the content, 

writing their words conventionally. Seth promptly corrected his miscue 2 in his next 

journal. Rob repeated his miscue 3 two more times in his later entries but wrote the 

word conventionally in his last entry of the first semester. 
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Miscue 4 by Rob and Cathy involved another orthographic convention which does 

not represent the sound and thus confuses beginning JFL students. There are two 

Japanese particles written in hiragana which represent different sounds from the sounds 

of the particles. This particular miscue of the topic marker particle was one of them. The 

topic-marker particle is written in hiragana, /ha/ but pronounced as /wa/. It is not 

written in hiragana, ^ /wa/that represents the real sound of the particle, but that is 

what Rob and Cathy did. I did not correct these particle miscues or draw the students' 

attention to them because for fiinction words such as particles, there were abundant 

opportunities to demonstrate conventional usage in almost every sentence in my 

responses. Both students self-corrected their miscues in the next couple entries. Their 

self-correction indicated their understanding of not only this convention but also the 

syntactic aspect of this particle. 

Katakana 

Transcribing foreign (mostly English) words in katakana is becoming more 

common in Japanese because of the Japanese people's strong inclination towards Western 

culture. However, reading and writing katakana words are challenging for students of 

JFL because, like hiragana, they involve differences of sound systems between Japanese 

and other languages. Furthermore, even among native speakers of Japanese the choice of 

which katakana letter to use is often inconsistent, depending on how an individual person 

perceives the sound of a word. Foreign proper names written in katakana bear more 
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idiosyncrasy than common nouns which are usually, but not always, written 

conventionally. The students could look up the conventional spellings for common nouns 

in their textbook or the dictionary. 

Figure 6 shows the katakana miscues in the same format as Figure 5. 

Miscues 1 for "Scott", 7 for "rock", and 9 for "Hackman" are the omission of the 1 

letter y (tsu), which is used to indicate double consonants. The Japanese double 

consonants are actually glottal stops which are transcribed as pp, kk, etc. in Roma-ji. 

These miscues suggest that it is very difficult for JFL students to hear glottal stops, which 

frequently happen in English words but are not spelled as double consonants. Seth, Vince 

and James self-corrected these miscues in their next entries after I responded to them with 

the conventional spellings. 

The students sometimes wrote English words in the English alphabet in the 

middle of their Japanese sentences or in English translation in parenthesis after their 

katakana writing as in miscues 5 and 7. Vince wrote miscue 6, when he asked: 

BaseballH B ̂ fp [What is baseball in Japanese?]. I answered: 

BasebalUiB^fiT 

[Baseball is said "yakyuu" in Japanese. But "beesubooru" is all right too.]" Shown the 

two options, he chose to write the Japanese word. 



Students' Correction to 
Student Vliscues Conventional Writing Meaning 

1. Seth -y h Scott 

(10/28/94) (11/4/94) 

2. Seth ^ y fV -> Dean 

(10/28/94) (11/4/94) 

3. Seth n ij y • 7. h — 55 7. o — y y • X h — y X Rolling Stones 

(11/23/94) (12/2/94) 

4. Seth Oregon 

(1/23/95) (3/8/95) 

5. .Aiice Christmas ^ 'J Christmas 

(11/18/94) (11/28/94) 

6. Vince baseball 

(9/16/94) (11/7/94) 

7. Vince n ^ climbing p -y ^ ^ T ̂  ^ y rock climbing 

(3/3/95) (3/10/95) 

8. Eric t! 'J -7 a--=^^r t! y California 

(2/17/95) (3/2/95) 

9. James if—l/ - v—> • Gene Hackman 

(2/15/95) (3/3/95) 

Figure 6. Katakana miscues corrected over time. 
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Mm 

Whenever we talked about kanji in class. I tried to make it a point to use the 

characters within their appropriate context rather than practicing them mechanically on a 

piece of paper. Also, besides the 50 kanji that I taught in the two semesters, the students 

were encouraged to increase their stock of kanji on their own, based on their own fields of 

interests or on particular topics. Part of my evaluation of their progress was the degree to 

which they were trying to use kanji and I emphasized that point in class. While the 

students did not use every one of the characters that I taught when they had opportunities 

to use them, they also learned different kanji individually. 

Appendix H shows all the kanji written in the journals of the four smdents who 

actively participated in DJW. It also shows how frequently they used the same kanji and 

how they changed their inappropriate kanji over time among the ones that they repeatedly 

used. 

There seemed to be two main factors that influenced their choice of kanji use. 

The first factor was related to the ideographic flmction of kanji to write content words. 

The content of the interaction between the students and myself made them think about 

which characters they wanted to learn and use. Thus, the list of each smdent's characters 

indicated the topics of our commimication to a certain degree. James, who was 

particularly interested in music and wrestling, learned kanji such as [music], 

[lose (a game)], [swiftness], [hit], which other 

students did not add to their lists. Vince who often wrote about his other classes used the 
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kanji, [the study of history], [astronomy], and 4^® 

[China]. The Swedish student, Seth, compared his country and the United States, and 

learned the word, [USA]. 

The students sometimes learned new kanji from my responses in which I used 

many kanji for the words that they wrote in hiragana. For the kanji that I thought they 

would not know yet, I wrote furigana, a pronunciation aid written in hiragana beside the 

character. The following characters are the examples that they used in their journals after 

my demonstration: 

Seth: 9 to sing, jilf rain 

June: ^ tea 

Vince: astronomy 

The second factor which influenced the students' choice q( kanji use was the fact 

that it is possible to write Japanese entirely in hiragana phonetically. Thus, the students 

had a choice of writing content words either in kanji or hiragana. Although I often 

encouraged them to use the kanji that they learned whenever possible, it was ultimately 

up to the students to decide which words to write in kanji. Appendix H shows the first 

dates that each kanji appeared in their journals. These dates indicate how soon each 

student started to use those kanji for their own purposes. June and Vince did not start 

using [favorite, like] until the begirming of the second semester while James and 

Seth used it on 11/23/94 right after I taught it. Vince did not start using [the first 

person pronoun] and [teacher], both of which were taught in middle of the first 



147 

semester, until 12/1/94, although he was writing these two words in hiragana before then. 

Seth. on the other hand, started using [I] on 9/23/94 even before I taught it in 

class. The change of their writing from hiragana to kanji at different times seems to be a 

conscious decision that each student made. They took the initiative to start using kanji at 

different times. 

In my previous research on DJW. I found that students who were very dependent 

on the dictionary often did not build up their vocabulary and kanji because they 

immediately looked up the word they needed in the dictionary and copied it into their 

journal just once and did not continue to use it. The students in this study also did this, as 

indicated in the list of the kanji words written only once. (However, the fact that these 

kanji appeared in their joumals only once does not automatically mean that the students 

never used them again elsewhere: it basically indicated that they did not continue to write 

about those topics afterwards.) 

However, the four students mentioned above also seemed to make an effort to use 

the kanji that they once learned over and over in their joumals. The following kanji 

words that were most frequently used by all four students give information about the 

developmental stage of their syntactic and pragmatic understanding. 
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The first person (I, my, me, mine) 

teacher 

^ month of the year, months 

day of the month, days 

B the Japanese language 

f5J what 

# favorite, like 

—. E9. E, A. -fc:. A. A. + numbers (I-IO) 

The frequent use of the words. "I" and "teacher," is due to their grammatical 

fiinction. The first word, lA [I], is used in all cases, I, my, me and mine, with different 

post-positional case particles. Although every sentence that the students wrote was not 

about themselves, the topics were often related to the students. Thus, the characteristics 

of the first person pronoun in Japanese naturally increased the use of this word. The 

second example, [teacher], was repeated frequently for the same reason. In 

Japanese, the pronoun, anata [you] is usually used only in impersonal, official contexts, 

but not in personal communication in both oral and written contexts because it creates an 

offensive nuance of being too direct. Instead, the name or the status, such as teacher, of 

the person addressed is used. Although I taught the pronoun, anata [you], I also 

emphasized the above social implications of the use of the word. In all the entries, there 

was not a single instance when the students wrote the word, anata [you]. Instead, 
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they wTOte the title, [teacher], referring to me. This indicated that they 

understood the pragmatics of the word and used it appropriately. 

The rest of the frequently used words above give us some picture of what these 

students were writing about or trying to do in our written interactions. Vince and June 

WTOte M [what] more often than the other students. These two students used DJW 

to ask for vocabulary that they wanted to know, which they did not do very often in oral 

contexts in the classroom. 

Some students revised their misconception oikanji construction through this 

written interaction. .Many kanji characters consist of two or three sections, each of which 

sometimes can be an independent character by itself. For example, the kanji ^ 

[favorite] is made of two kanji characters ic [woman] and [child]. As one 

character, this kanji must be written with each section next to the other, whether written 

vertically or horizontally, which are both acceptable in Japanese. Sometimes students 

misunderstood that they were two separate kanji. The horizontal or vertical direction of 

the students' writing sometimes accidentally revealed this misunderstanding. Figure 7 

gives four examples of the process in which the smdents revised their misunderstanding 

over time. 

Vince. who always wrote horizontally, made miscue 1, p [eat]. (See 

Figure 7.) He thought this kanji was three different characters and set them out in three 

parts horizontally. Similarly, June, who wrote her journals vertically, made miscue 2 and 

3 in which she wrote the two sections of the characters ^ and [})} vertically instead 
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Student 

1. V'ince 

\Iiscue 
Students' correction to 
Conventional Writing Meaning 

eat 

2. June 

3. June 

4. Seth 

(11/18/94) 

X 
V 

(1/23/95) 

6 

B 

(3/8/95) 

07^ 

Sf 

(9/30/94 
10/5/94 
10/21/94 
10/28/94 
1/30/95 
3/3/95) 

(2/14/95) 

(3/22/95) 

n/I 
IJ 

Not corrected but 
confirmed 

3/22/95 

0 

a 0 

(12/9/94) 

B 

LIl HQ 

favorite, like 

tomorrow 

the Japanese 

language 

Figure 7. Changing misconception of Kanji construction. 
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of writing them next to each other. I did not correct these students' writing miscues each 

time but kept using the characters correctly in my subsequent responses. Although 

neither student changed his/her writing immediately, they wrote the characters of miscue 

1 and 2 appropriately later in the second semester. In response to miscue 3, near June's 

sentence I explained." [This is one character]." When she 

gave me her next journal, she wrote right by my response," ab >9 75^ 5 o 

^ ! [Thank you. I understand!]" (Underlined by the student). 

Seth's miscue was the opposite misconception from June and Vince. The word 

H ^ [Japan] in miscue 4 is a two-character word. When a writer chooses to write 

s vertically, as Seth did, the word must be written as ^ . But thinking diat they were 

one character, he wrote the two characters next to each other in the combined word, 

the Japanese language. After he made this first miscue in his 4th entry (9/30/94). I merely 

responded to his content, writing this word vertically. He did not correct his miscue in 

his next three entries. Thus, to his 7th journal (10/28/94), I wrote: 

[Seth, Nihon is a word of two /canji. So, when you write vertically, you write 

B 
^ . B ̂  This is no good. Do you understand?] 

He did not use the word again until the 10th entry, his last journal in the first 

semester, in which he wrote it correctly. But he went back to his old habit in the second 
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semester. So to his 3rd entry (3/3/95) in the second semester, I made a similar comment 

again, drawing an arrow to his miscue: 
H 

q p  

[Seth, I have a question. Why do you write "the Japanese language" this way? 

" B " and " ^ " are two kanji. Did you think they were one kanjil] 

In his following journal he responded: 

[" B " and " ^ " are two characters? I didn't know that!] 

June's and Seth's responses in miscues 3 and 4 showed that they revised their 

misconceptions through my kanji instruction in Japanese, which was the content of our 

interactions. 

The use of kanji is not very popular among JFL students. One of the common 

questions from them is "Why do the Japanese keep using kanji when they can write 

everything in hiragana, which has only 46 letters?" Even among Japanese intellectuals 

there were movements in the past to try to discard kanji and restrict the Japanese writing 

system to all phonetic letters, based on an assumption that the phonetic letters were more 

sophisticated and efficient than ideograms. However, for the very same reason of 

efficiency, this movement garnered little support from the Japanese public. The 

combination of kanji, hiragana and katakana is a historical invention that the Japanese 

people chose to keep. The mi.xed system has many advantages of providing syntactic. 
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semantic, and phonological infomiaiion visually (Iventosch, forthcoming). The 

ideographic ftmction of kanji to write content words helps readers recognize syntactic 

word boundaries. The more kanji students learn, the more efficient and effective they 

will be in reading. 

The students who actively panicipated in DJW in this study showed their high 

motivation to increase their stock of kanji. Seth, for example, set an ambitious goal to 

learn 100 kanji by the end of the first semester. Although he did not reach his goal 

according to his self-evaluation in JPN 110, he expressed his satisfaction and familiarity 

with the kanji that he learned: "I know every listed pronunciation and the meaning of 40. 

and can probably recognize 20 more." By writing and reading kanji functionally in the 

interactions in DJW. these students were experiencing the advantages of kanji and 

appreciated it. 

Control over Japanese Grammar 

The development of the students' control over the grammatical aspects of 

Japanese was also observed in their journals. 

Seth's Case 

Seth learned the expression, V ^ ^ "t" [I think], through his interactions with 

me. 1 taught this expression on 9/12/94 in the first semester, earlier than introduced in the 

textbook because it happened to be in the stor\-. Poking Kabu [The Big Turnip] that we 
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read in class. I did not give an extensive grammatical explanation of the expression 

because it invoN ed several rules that the class had not learned yet. Probably for that 

reason, Sedi did not seem to learn this expression until December. For our on-going 

dialogue about music over one month. I wrote sentence 3a on 12/7/94; 

3a. Kurasu no yoko-san wa (panku ga) suki da to omoimasu . 

[I think Yoko in class likes (Punk music)] 

In his next entr>' (12/9/94), he wote sentence 3b; 

3b. Hal nihon no panku wa totemo omoshiroi desu [sic] da [sic] to omoimasu . 

[Yes, I think that Japanese Punk is very interesting] 

Sentence 3b is grammatically unacceptable because of the two miscues, desu and da. The 

verb or adjective in the noun phrase, the content of "think," must be the plain form 

instead of the polite form, but in the first miscue he used the polite form, omoshiroi desu 

[interesting]. .Vliscue da was an unnecessarv' insertion. It is likely that he got it from my 

previous comment, sentence 3a. in which the use of da is necessary with the adjective, 

suki [favoring]. Despite these miscues, he understood the general sentence structure of "I 

think that..putting the main verb omoimasu [think] at the end. He underlined da to 

omoimasu in his sentence 3b, drew a line from there to the two sentences later and wrote, 

tXi^ tXii V ''V <fc 0 [It's a very very good expression]. This shows 

that he needed this expression badly in the past. 

In the second semester, he used this expression three times as follows: 

3c. Watashi wa sensei wa tsu o kakanakatta lo omoimashita. 
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3c. Watashi wa sensei wa tsu o kakanakatta to omoimashita. 

[I thought you didn't write "tsu"] (2/22/95) 

3d. Sensei no amurika [sic] no kangae wa ii da [sic] to omointasu. 

[I think your idea about America is good] (2/22/95) 

3e. Kore wa ii to omointasu . 

[I think this is good] (3/7/95) 

Sentence 3c is grammatically acceptable with the plain past negative form, kakanakatta 

[did not write], 3d is unacceptable with an unnecessary insertion of da as in 3b. 

However, he appropriately did not put da in 3e in his last entry. Although it is unlikely 

that he mastered the usage of "I think that..." by the end of this study, his occasional 

uses of the appropriate form suggests that he was moving towards the convention of this 

expression. 

June's Case 

June's journals also give good examples of developing control over grammar. 

Characteristic of her examples is the way she was experimenting with grammatical 

structures as a tool to express her meanings more deliberately than other students while 

she was simultaneously engaged in the content of the communication. On 1/25/95 in the 

second semester, she asked; 

4a. Midori no tii to Nihon no tii wa onaji desu ka. 

[Are green tea and Japanese tea the same?] 
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She drew an arrow from this sentence and wrote in the margin; 

4b. Midori no tii wa Nihon no tii to onaji desu ka. 

[Is green tea the same as Japanese tea?] 

Here she was comparing the two sentence structures, both of which are acceptable in 

Japanese as in English, "Are A and B the same?" and "Is A the same as B?" In both 

structures in Japanese the constituent before the particle wa is the grammatical subject as 

well as the topic of the sentence. The particle to is a conjunction "and", connecting 

nouns. A few sentences later, she asked the following question, which has a similar 

structure: 

4c. Midori no tii to tii no midori wa chigaimasu ka. 

[Are midori no tii (green tea) and tii no midori (green color of tea) different?] 

All of her three sentences are grammatically acceptable. 

June's journals also provided evidence of her development over the structure of a 

noun phrase "A «o B". The particle no, connecting two or more nouns, has two 

functions, as follows: 

1. Possessive 

Tomu no hon 

Tom book [Tom's book] 

2. Descriptive 

Arizona no Tsuson 

Arizona Tucson [Tucson in Arizona] 
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Whether the function is to be descriptive or possessive, noun A is always the modifier of 

noun B. It is usually the conceptual relationship of the nouns in the descriptive usage that 

is confusing to JFL students. June's question. 4c. as well as her subsequent question with 

her diagram in Figure 8. clearly shows this confusion: 

U/bjec*-

Is the structure like this? Is this wrong? 

detail 
of 

main subject / Exp. 

Friend 
of 
mine 

Do you understand? 
Is that so? 

Figure 8. June's diagram of noun phrase "A no B." 
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Her example, ki no midori. in this diagram means the green color of a tree. But given her 

confusion over the conceptual relationship between the two nouns, it is not clear whether 

she meant the green color of a tree or a green tree, which is midori no ki. I gave her an 

explanation, using both English and Japanese. To her question. 4c. I specifically 

answered in the margin; 

green tea'i:?'f~^3Lo ^ figreen color of tea'Tr't'o 

'0 common expression b ̂  

[Right, these are not the same. They are different. Midori no tii is green tea. Tii 

no midori is the green color of tea. But this is not a very common expression.] 

Her use of the particle no in the rest of her five entries in the second semester 

indicated that she came to understand better how to use the descriptive no. Some of her 

expressions showed quite sophisticated use of no. connecting three nouns. (With more 

than three nouns, earlier nouns are the modifiers of the last noun, going from general to 

more specific.) 

4d. Natural no chamomile no ocha wa kafein ga arimasen. 

[There is no caffeine in natural chamomile tea.](!729/95') 

4e. A shit a no otenki de [sic] nan desho ka. 

[I wonder what tomorrow's weather will be.] (3/8/95) 

4f. Watashi wa ooi [sic] Nihongo no kotoba wa wakarimasu. 

[I understand many Japanese words.] (3/22/95) 
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4g. Desuto [sic] no tsuchi wa ima totemo suteki desu. 

["Ground of the desert is very nice now.] (3/22/95) 

4h. Haruyasumi wa waiashi no tomodachi to watashi wa Bivatoon [sic] no 

kaanvon [sic] no naka de haikingu ni ikimashita. 

[During the spring break my friend and I went hiking inside the canvon of 

Brvton.l (3/22/95) 

There are many miscues in the above five sentences, as indicated. Besides the two 

miscues with unacceptable spelling, the imderlined phrase in 4h is also wordy; she could 

have just written Biyatoon kaanyon. However, the order of the nouns connected by no in 

these sentences is all grammatically acceptable. 

Experiencing Success in the Functional Use of Japanese 

Regardless of oral or written contexts, what seemed critical was that these 

students were seeing me take it for granted that they were asking questions and 

responding to me in Japanese. While I was very happy with their attempts to use 

Japanese for real and immediate purposes, I intentionally took a matter-of-fact attitude in 

our interactions rather than overly praising their effort. I reacted to the forms of the 

students' Japanese in terms of their meanings and intentions. If the listener or reader did 

not respond in the way that the students expected, they would know the form of their 

Japanese did not work or meant something else. I thought that it was this realization that 

students needed to experience over and over in language development. 
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When students use a FL, they have to have meanings which they want to express. 

It might seem very obvious, but such relations between meaning and form are not 

typically practiced in FL classrooms. Students often practice forms for form's sake, but 

not with real content, real purposes or real intentions. When the students were using 

Japanese meaningfully and appropriately in my classes, they were experiencing two kinds 

of success simultaneously; their purpose was accomplished and the way they used 

Japanese worked. Their functional use of Japanese was authentic in the sense that they 

were actually exchanging the meaning that they intended or needed. It was not a 

mechanical reinforcement of the form. Even at the beginning phase of FL learning like 

t h i s ,  t h e y  e x p e r i e n c e d  t h e  m a j o r  f u n c t i o n  o f  l a n g u a g e  t h a t  H a l l i d a y  ( 1 9 8 5 )  d e s c r i b e d : . .  

both to think with and act with at the same time" (p. xii). 

So far in the last two chapters. I have explored the attributes of shutaisei and 

examined the dynamics of the relationships among shutaisei. the use of language, and 

language development. These dynamics were transactional, taking place in a whole 

person. To depict this transactional nature as a summary at the end of this chapter, 1 give 

an example of June's experience. 

The Transactional Nature of Experiences 

June's new experiences in her personal life directly influenced her attitude in the 

way she studied and her actual use of Japanese in and outside of the class. 
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June was serious and attentive but also a shy student. In the first semester she looked 

tense and often frustrated with classroom activities and the assignment of DJW. After a 

month and a half passed in the first semester, we had a meeting. I tried to help her get 

started writing something in DJW. She insisted that she could not think of anything to 

write in Japanese. Although she took a conversational Japanese class before JPN 110 and 

studied in my class for more than a month, she said that she felt as though she did not 

know anything about Japanese yet. She was very self-conscious about what she did not 

know more than what she already knew. During the interview with her in the second 

semester, she described the first semester as "Last semester, I was intimidated ... I was 

kind of isolated, sat by the door... everybody on the left side of the room knew what 

they were talking about." 

But in the second semester something was changing in her. The first sign of her 

change that I noticed was her DJW. She was trying to use Classroom Japanese in her 

journals much more than before. But because of her rather reserved personality, she was 

still quiet in class. However, early in February she surprised me with her attempt to talk 

to me in Japanese, something that she had never done before. The class took a field trip 

to various parts of campus for the project of making a video tape for the 3rd graders in 

Japan. When we were walking through the open area with the desert landscape, she 

quietly came up to me and started walking with me. And she said, "Kono cactus wa kirei 

desu ne? [This cactus is pretty, isn't it?]" Then she started saying more about how she 

liked the desert. For ten minutes until we went back to the classroom, we had a 
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conversation almost all in Japanese. That was an exciting experience for her as well as 

for me. She took a risk to talk to her teacher in Japanese for the first time. She saw that 

her Japanese was being understood and that she was carrying out a conversation in 

Japanese for ten minutes. 

She ascribed her change in the second semester to her independence and personal 

growth. Many of her comments in her interview indicated the development of her 

shutaisei. "I think because I'm growing up ... I moved out and I'm living next door (to 

her parents). So I have a source of more things. And I know if I don't say something, it's 

up to me and if I don't say it, it's not going to be done." She came to be aware of her 

potential and responsibility to make her own decisions about her conduct and language 

use in her personal life; unless she makes a move, nothing is going to happen. She also 

expressed that not only in the Japanese class but also in all other classes she was feeling 

more open-minded and less intimidated. She thought that was "because of the Japanese 

class, knowing that I feel I learned something and applying it all the time." 

The development of her shutaisei had a direct effect on her Japanese language use 

and development that I examined in the section of DJW. Her self-awareness of her 

potential and responsibility to make decisions, to trust her own intuition, while attending 

to linguistic and social convention, helped her to take initiative and more risks in 

experimenting with Japanese expressions and structures in her own contexts. She said in 

the interview, "I like it (the way that the students sat in a circle in the second semester) 

now. Getting more participation, getting to see everybody ... and if you make a mistake. 
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it's no big deal." Her experimentation with the Japanese forms was simultaneously use 

and practice. Her success today became a means for learning tomorrow. She also came 

to evaluate her own progress better, putting pieces of knowledge that she learned into a 

bigger picture of her learning: "Last semester I didn't know what I knew or what I didn't 

know. And this semester, I look and I see what I need to look for." In turn, this 

self-evaluation helped her organize her further learning more independently. 

This chapter has examined the students' functional use and development of 

Japanese in the oral contexts and the written context of DJW. I explored how the 

attributes of shutaisei actually were manifested in their attempts to use Japanese 

functionally, and how functional use encouraged by shutaisei enhanced the development 

of Japanese. 
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CHAPTERS 

THE ROLE OF FOREIGN LANGUAGE EDUCATION 

AND SHUTAISEl 

In this chapter I discuss the value of learning a foreign language in relationship to 

human growth. Usmg an example of a reading activity in JPN 111,1 explore the special 

contribution that foreign language education can make toward a common goal of 

education. I also come back to the issue of the teacher's own shutaisei that I discussed at 

the end of Chapter 6. The individual teacher's shutaisei plays a critical role in making 

students' FL learning experiences valuable and effective. 

A Common Goal of Education and the Value 

of Foreign Language Education 

Rosenblatt (1983) points out the responsibility that teachers of different 

disciplines share in working toward the student's human growth as a complete person. 

She states, "Teachers of different subjects will be helped by an understanding of how 

their various contributions toward a common goal are related to one another" (p. 243). I 

believe that one of the common goals of education is to help students develop a truly 

democratic spirit in living in a pluralistic world of different races, religions and cultures. 

In this big picture, the value of FL education lies in its potential to provide opportunities 
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for students to be exposed to different cultures and languages and appreciate different 

ways of thinking while deepening their understanding of their own culture and identity. I 

believe that it is a shame that the practice of FL education today seems to be limited to 

the technical and utilitarian level of attaining language proficiency. 

Pluralism: Appreciation of Sameness and Differences 

In the past 10 years, including the process of this research, the more I examined 

my own history of learning English and my students' learning of Japanese, the more I 

came to realize that by learning a FL, we leam to be pluralistic. By pluralism. I do not 

only mean the celebration of diversity among different races, cultures, religions, and 

languages, as is often emphasized. In order to be genuinely pluralistic and appreciate our 

differences, we must appreciate our sameness as human beings at the same time. While 

people are vastly different in ways of expressing and communicating, in customs, 

behaviors and value systems, all people from whatever background also share the same 

human qualities of feeling, thinking, acting and living. Without the latter realization and 

living it daily, it is dangerous to celebrate diversity by itself. Such celebration leads us to 

view ourselves as superior to others in comparison, not recognizing the human dignity in 

every person. 

The implication of this appreciation of pluralism for the FL classroom is that 

teachers should encourage students to explore both the differences and the sameness 

between their target language and culture and those of their own. Furthermore, teachers 
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should encourage students to connect such exploration with the study of their FL. 

Peoples' viewpoints and value systems are embedded in their languages, customs and 

behaviors. For example, the Japanese word chigau has two meanings: different and 

incorrect. This implies a general viewpoint in the Japanese society that being different is 

wrong, leading to their strong tendency toward conformity. The fact that in English these 

two concepts have different words suggests that English speaking people usually, but not 

always, view these two concepts separately. That is a linguistic difference between 

Japanese and English that both reflects and affects people's thinking. But this does not 

mean that the trait of conformity does not exist in English-speaking societies at all. The 

English word "deviant," in fact, means turning aside from what is considered normal or 

established; its negative connotation implies the existence of a similar trait for conformity 

as the Japanese. However, the Japanese word chigau is used much more commonly in 

everyday life than the English word "deviant." Thus, the degree of conformity is by far 

stronger in Japan-than in English-speaking countries. 

This kind of linguistic and cultural analysis of the target language and their own 

language helps students recognize and appreciate the sameness and differences between 

the peoples of the two languages. Furthermore, it helps students see critically the present 

state of their own society, ideas, and language that they may have accepted 

unquestioningly while revising assumptions and stereotypes that they may have 

developed about the peoples of different cultures. 
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In order for my students to think about the issue of stereotypes about cultures, 

peoples and languages, I did a reading activity in the second semester, using reading 

material that I wrote based on my own experience with a woman in a wheelchair. 

Reading Activity: A Woman in a Wheelchair 

This reading activity was not a one day lesson; it took the class three days to read 

the Japanese text, going over the content, grammatical aspects and vocabulary and the 

discussion of the theme in early March, 1995. The text consists of a narrative section and 

a dialogue between the woman and myself (see Appendix I). A description of the 

background of the story will be helpful for readers to consider this reading activity in 

terms of the issues of the differences and sameness among the peoples of different 

cultures and the role of FL education. 

Having grown up as a polio survivor. I had numerous experiences with prejudices 

toward handicapped people in Japan. I often fell. Most of the time, people pretended that 

nothing happened. But when a Westerner happened to be there, usually that person was 

the first one to run up to me to help. Combined with bitter experiences with my own 

people, I developed a stereotj^jical view that Westerners were generous, always willing to 

help people in trouble. 

This incident with the woman in a wheelchair happened on the third day after I 

arrived in the United states. I was about to start my graduate work at the University of 

Arizona. That day I was walking on campus to register for my courses, with many 
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students going in the same direction. The weather was hot in mid-July in Tucson, but it 

was beautiful with a blue sky. I was excited with great expectations about my new 

student life, supposedly among warm-hearted Americans. In the middle of this beautiful 

picture, I saw a strange scene that I was very familiar with in Japan but did not expect to 

see in the United States. There was a woman struggling, at least as far as I could tell, in a 

manual wheelchair in front of me, and all the people around her were walking as if 

nothing was wrong in that situation. The contrast was so strong and did not fit my view 

of Americans, which I had grossly overgeneralized. So, gathering all my courage, I asked 

her if she needed some help. She slowly turned around, her face sweating, and said, "Oh, 

really? Thank you...!" Then the conversation in my reading material started. 

I learned three things from this incident. First, I was surprised by the similarity 

between the Japanese and the Americans as people. In retrospect, I am certain that in all 

my experiences of not being helped in Japan and in this incident, there were many people 

who were struggling on their part to decide whether or not to offer a hand. They were 

afraid of their offer being rejected. I myself was afraid of that. Second, I came to think 

that this fear came from, in part at least, ignorance about the people who are different 

from us. Both the handicapped and the non-handicapped are not accustomed to 

interacting with each other and thus are uncertain about how the other party thinks and 

feels as a human being. I think that the rejection and the bitter, defensive attitude that 

handicapped people often show is out of this ignorance and fear. I myself rejected kind 

offers several times in my youth. Third, I realized that because of this ignorance, I 
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developed stereotypical views about not only Westerners but also non-handicapped 

people among the Japanese. 

I used this incident to vmte reading material for my students because 1 thought 

that it could provide a context to think about something universal that people face at some 

point in their lives and that my students could relate such context to their Japanese 

learning. At the same time, the above issues were direct concerns that 1 was facing as a 

person. By using my own learning experience, I wanted to present myself as a learner. 1 

also wanted my students to go back to their own lives and reflect on their own 

experiences and stereotypes that they might have developed. 

As a reading activity, the purpose was two-fold: to think about stereotypical 

attitudes and to practice reading Japanese. I began the reading activity by talking in 

Japanese about the background of the incident, which was mostly the same as the 

narrative section of the text. The students seemed to be following most of what I said. 

Then 1 led the discussion in English before the actual reading because I thought it would 

give the students a clearer context to understand the text. It did to some extent. In 

retrospect, however, I thought of another possibility. We could have had the discussion 

after reading the text because it might have helped the students make connections 

between the story and their own experiences better. 1 believe that both ways have 

potential for being good learning discussions. One is not absolutely better than the other. 

As a teacher, I should keep trying various possibilities instead of sticking with one way. 
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The reactions to the discussion were mixed; some students were a little 

apprehensive about the content of the text while others participated in the discussion 

actively. The former group of students seemed to be uncomfortable with talking about 

their teacher's handicap, thinking such a personal matter was not an appropriate subject in 

a FL class. This reaction reflects the disconnectedness between learning content and 

learning language that I discussed in Chapter 7. The latter group of students shared their 

own experiences with the handicapped. They all had good and bad experiences with 

offering help and talked about the shock of being rejected. I shared my own experience 

of having rejected offers in the past. This discussion aroused the students' awareness 

about stereotypes. 

Developing the Teacher's Own Shutaisei 

From this research I learned what a critical role my own shutaisei plays in 

teaching Japanese. My decisions on the logistics of carrying out the course and the 

presentation of the content had a great impact on my students' learning of Japanese. For 

example, I lead the discussion in English in the above reading activity. I want to clarify 

the reason for choosing English as a means because this seems to be contradictory to what 

I discussed regarding the issue of "readiness" in Chapter 7. Every choice has advantages 

and disadvantages. By choosing English as a means of discussion as a teacher, I had to 

accept the disadvantage that the students and I would miss the potential moments of using 

Japanese functionally. But the advantage of my choice was that the students could 
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explore their thinking more freely and critically, which was the purpose of this 

discussion. Attempts to discuss the issue of cultural and social stereotypes in people's 

minds in Japanese was way beyond what Vygotsky called the "zone of proximal 

development" of my students; the range between what they can do by themselves and 

what they can do with the assistance of others. My students' developmental level was 

outside of this range; their vocabulary and knowledge of grammar was too limited to 

discuss cultural issues even with my help. I judged that English would serve our purpose 

better at this point. 

I believe that it is the teacher's, as well as the students', shutaisei to decide what 

language to use, considering our own purposes and various constraints existing in the 

context. It is also the shutaisei of both the teacher and students to be flexible in our 

decision making. That is, the students could inteiject Japanese words or sentences when 

they wanted to do so. even if the discussion was carried out in English. I welcomed any 

such attempts on the part of the students. 

The teacher's shutaisei is also crucial in teaching language and culture. It is 

important in terms of the appreciation of pluralism and the construction of a democratic 

society. In my past teaching experiences, when I explained the grammar and usage of 

Japanese language as well as the Japanese culture, I often felt very responsible about 

presenting the "correct" usage and views of Japanese culture. But I also felt apprehensive 

because I was not certain what the "correct" views were. I often found out that all 

Japanese people, including myself, did not use Japanese in the same way or share the 
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same interpretation of our own culture. What I considered "common sense" in Japanese 

society was often quite different from what others considered. 

While examining the meaning of FL education during this research, I came to 

understand that there is no absolute interpretation of a culture, although there is a 

tendency of customs, behaviors and thinking in every culture. Therefore, teachers are 

responsible for not only presenting the general viewpoints, customs and language usage 

of the target language to the best of their knowledge, but also for informing others that 

their presentation is inevitably influenced by their own interpretation. This requires 

teachers to practice their own shutaisei. They need to examine critically the knowledge 

presented in books about the culture and the usage of the target language and reflect on 

what they think of the values and customs in that culture and how they use and want to 

use the target language as critical thinkers. Teaching a foreign language and culture as 

some absolute leads students to develop or reinforce their stereotypical views about the 

people of that culture. It also discourages the development of students' shutaisei, such as 

in the Jorden Method that expects students to speak and act like native speakers of 

Japanese. It is ultimately the students who decide how to behave and use Japanese as 

critical thinkers. 

This chapter has considered the value of FL education in terms of pluralism and 

democratic society. It calls for recognition of the importance of the teachers' role in 

connecting smdents' FL learning to their examination of cultural values both in 

themselves and among native speakers of the FL. 
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CHAPTER 9 

CONCLUSION 

In this concluding chapter, I summarize the attributes of shutaisei and the concept 

of foreign language ability that I explored in this dissertation. I also illuminate the four 

most important findings about the relationship of shutaisei with human learning and 

language learning, and their implications in education as well as in foreign language 

teaching. 

The Summary of the Attributes of Shutaisei 

The importance of shutaisei was the premise of this study, but I explored the 

attributes of shutaisei further because of the following reason. The necessity of shutaisei 

has been proposed frequently in the educational contexts in Japan, where an increasing 

number of students have been experiencing physical and mental violence coerced by 

peers in schools. Similarly in the United States, the lack of a critical thinking ability 

among adolescents has been pointedly addressed, associated with increasing social 

problems of young people, such as school drop-outs, violence, and single parenting. 

However, in both countries shutaisei and critical thinking ability have been treated like 

ready-made concepts without much in-depth discussion about what these abilities really 
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entail. As a result, schools are failing to help students develop the shutaisei and critical 

decision-making ability that they themselves demand. 

In this summary, I reorganize the attributes of shutaisei that I identified in Chapter 

3 and Chapter 6 into the form of a diagram in Figure 9. I put the numbers that I used in 

the discussion and the list of Figure 2 (see page 55) in parentheses as a reference. I do not 

propose this diagram as a rigid framework of shutaisei. It is open to further revisions, 

and we all need to continue to explore this concept and its implication in education 

rigorously in order to help students develop this power. 

For shutaisei to be a tool to lead a truly self-directed, meaningful life in 

coexistence with other people, this ability entails the qualities of both independence and 

interdependence among human beings. It should not be the manifestation of a self-

centered ego. As such, making necessary decisions to make one's life meaningful 

(#1), putting those decisions into action (#2). and respecting other people's shutaisei 

(#13) are three over-arching attributes of shutaisei. These attributes encompass the rest 

of the attributes. Some induce others. Some requires others. 

The examination of "nature," what we carmot change, and "culture," what we can 

change (#3-5), is necessary for making critical decisions (#1) and taking action (#2). The 

awareness of the existence of such distinction (#4) makes it possible for us to see our 

potential to sort out "nature" and "culture" in our reality (#3). This distinction 

requires us to accept "nature;" then we can start examining "culture," the collective 

knowledge that our previous generations have built up (#5) and taking action on it to 
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Mjking nccoury dcduons to maiw 
ant's life meaningful (I) 

Uniting reflection and action (H) 

Tailing risks and initiative (10) 5^33^ Putting dediions into action (2) 

f l  
/'"slaking a distinction between "nature" and "culture" (3) 

Atvarenem of the existence of the ditfetence 
between "nature" and "culture" (4) 

\^A^nce of "natun." and cntid «camination of "culture" (5) 

Introspection (8) 

Self-evaluabon (12) 

Uniting subjectivity and objectivity (7) 

Integrity in self-perception, making 
connections among different self roles (6) 

Being lenutive with the validity of our current A 
belieft and open to challenges to them (9) * 

Denning one's dream continuously with critical 
pursuit of one's interest and knuwiedge (16) 

Respoasibility to search for and use language 
that truly reflects one's own meaning (15) 

Responsibility forone's own conduct (11) ^ "Si 
Discipline of oneself to complete whatever 
necessary tasks to achieve one's goal (17) 

Respect for other people's shutaisei (13) 

^ : requires 

: induces and enhances 

Figure 9. Diagram of the attributes of shutaisei. 
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improve reality (#2). Besides the examination of "nature" and "culture" (#3-5), 

introspection (#8) and self-evaluation (#12) are important for critical decision-making. 

The process of these self-examinations involve the integrity of self, connected among 

different social roles as a whole person (#6). Examination of self, knowledge and 

reality require the attributes of attending to both subjectivity and objectivity(#7) and 

being tentative with the validity of our current beliefs and open to challenges to 

them (#9). 

Making critical decisions and taking action (#1,2) are equally important for one's 

intentions to be completed. This implies the necessity of the unity of thinking and 

doing (#14). The awareness of our potential to make decisions (#1) induces risk-taking 

and initiative (#10). Risk-taking, in turn, encourages us further to make decisions, take 

action and to examine self, knowledge, and reality critically. Defining one's dream with 

critical pursuit of one's interest and knowledge (#16) is the driving force for the 

emergence and practice of self-discipline to complete whatever tasks necessary to 

achieve one's goal (#17) and responsibility for one's own conduct (#11). Critical 

pursuit of one's dream also brings about responsibility to search for and use language 

that truly reflects one's own meaning (#15). 

All of the above attributes are necessary in respecting other people's shutaisei 

(#13). This attribute is the ability of attending to other people's claims and negotiating 

with them. In the process of attending and negotiation, the unity of subjectivity and 

objectivity (#7), the responsibility to use language that truly reflects one's own 
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meaning (#15) are particularly important. The influences that I summarized are not only 

in one durection, rather all attributes exert influence in multi-directions and enhance the 

development of all other attributes. 

FL Ability as a Goal of FL Education 

Foreign language ability as a goal of FL education needs to consider the students' 

role as critical thinkers and critical language users. In this sense, FL education shares the 

same goal as the first language education to develop a critical language ability. It is the 

ability to pursue, construct and articulate one's own meanings, and communicate them 

clearly and effectively with other people, using the linguistic and social convention of 

that language. As language users, we need to be aware that the way we use language 

both reflects and affects our own thinking. This implies that language users need their 

own shutaisei in using language critically. Particularly, this awareness induces the 

responsibility to search for language that truly reflects one's own meaning (attribute #15). 

I believe that the goal of attaining native-like language competency in FL education 

misses the essence of language learning of developing this critical language ability. 

There are many people who have not developed this language ability in their first 

language. 
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i?e-leaming of My Beliefs 

The four most important findings of this study were, in fact, the principles that I 

had already believed but re-leamed and re-experienced through the examination of my 

students' learning and introspection of my thinking and teaching. Through this 

re-ieaming process, I came to understand these principles more deeply. These four 

principles present substantial implications of the development of shutaisei in not only FL 

education but also in teaching of all disciplines. 

First of all, through this dissertation I found that, in any educational contexts, 

shutaisei is the power that induces from inside students' willingness to leam and makes it 

their own apparatus. Shutaisei had considerable influence on degree and quality in every 

phase of the students' study of Japanese, such as learning grammar, participating in 

activities and using Japanese. With the practice of this power and with assistance from 

me and often from classmates, the students made their own ultimate decisions about what 

to leam, how to go about learning a topic, and how much work to do to leam it. Practice 

of Shutaisei, making their own decisions and putting them into action helped their 

knowledge of Japanese and the ability to use it become their own. In contrast, when they 

did not exert their shutaisei for various reasons, they did not develop the ability to use 

Japanese for their own purposes even though they gave me the answers required by the 

textbook. 

An implication of this finding for teaching foreign languages is the central 

importance of teachers' acknowledging and expecting students' roles in making choices. 
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Another implication is their encouragement and assistance in using the FL for students' 

real purposes as much as possible. This is because self-awareness of their potential and 

responsibility to make their own choices is vital for students' attempts to use the FL 

functionally. With this awareness, students take risks in using the language and 

experience the consequences, whether success or failure, of the expressions and structures 

that they choose. Only through that experience can they come to know the tme meaning 

of those linguistic forms used in context. Furthermore, they come to see their potential to 

make decisions and to take responsibility for their choices and conduct. If the choice is 

made by someone else, at best they learn to conform their superficial behaviors to the 

expectations of teachers, adults and society without knowing real reasons; their learning 

remains in the realm of mimicking expected behaviors. 

Second, I think that defining one's own dreams with the pursuit of interest and 

knowledge (attribute # 16) is one of the most important attributes of shutaisei because it 

induces and facilitates many of the other attributes. Students' asking themselves and 

defining continuously what they want to do in their lives helps them to recognize what 

they need to know and need to do in order to achieve their goals (# 17). This process 

inevitably involves both reflection and action (# 14). It also encourages risk-taking (# 

10). The more clearly they come to see their dream, the more willingly they accept 

intellectual challenge while taking necessary actions based on their own choices; hardly 

anything can stop their involvement. This serious pursuit of their dreams and interests 
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also induces responsibility for their choices (#11) and responsibility for their language (# 

15). 

An implication of this attribute in teaching is that teachers should continuously 

encourage and challenge students to define their dreams and to pursue their own interests. 

This does not mean that students are left to value only what they want to know. Pursuing 

their interests means learning the knowledge that was accumulated in the field of their 

interest in the past. But learning the knowledge in one field often opens up a padi to 

another related discipline, and the students' knowledge expands. Teachers' assistance in 

making connections to knowledge in other disciplines is critical. They can facilitate 

students' learning by giving ample examples and suggestions, demonstrating the making 

of connections among pieces of knowledge and challenging their possibly closed views. 

However, another equally important implication of both the first and the second findings 

is that teachers' demonstrations, encouragement, and challenges should not be imposed. 

It is ultimately the students' decision what and how much to take from the teachers' 

teaching. 

The third principle that this study revealed was the simultaneous nature of means 

and ends in the process of learning. Similarly, it revealed the simultaneous nature of 

practice and use. These aspects were essential for both the development of Japanese 

language and the development of shutaisei. The students' use of Japanese was not only 

the demonstration, the end product, of their learning but also the practice which was the 

means for further development of their control over Japanese. The development of 
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shutaisei also entails this process. Only through constant decision-making experiences, 

which are both practice and use of this ability, do students leam to make decisions 

critically. 

This principle offers two implications in teaching. First, teachers should not 

expect the learning process to be linear or a constant upward development. My students 

demonstrated many silent moments of their shutaisei, and they progressed and regressed 

in turn repeatedly in terms of both shutaisei and the ability to use Japanese. This leads to 

the second implication. Although shutaisei is the driving force for students to leam, it is 

not an absolute prerequisite for learning. Learning and transformation are a rigorous 

process of becoming while they are also recursive. There is no final stage of shutaisei 

that we can reach. When teachers recognize the necessity of shutaisei in students, that is 

the time for students to leam it. This also implies that teachers of all disciplines need to 

recognize their responsibility for helping students to develop shutaisei at the same time 

they teach their content areas. 

The fourth fmding of this study was the importance of teachers' own shutaisei. 

My shutaisei played a critical role in decision making in every part of my teaching, such 

as how to explain the usage of grammar, how to present cultural concepts, which 

language, Japanese or English, to use and how much to use Japanese or English in our 

interaction. These decisions consequently influenced my students' learning. 

Teaching a foreign language and culture requires teachers' own shutaisei to 

critically examine established explanations of grammar and interpretations of the culture 
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of the target language and to identify their own views about them. It should not bathe 

"transmitting" of ready-made explanations and interpretations. This means that teachers 

need to think, on their part, how critical and responsible they want to be in using the 

target language and how they perceive that culture as a person. At the same time teachers 

should encourage students to reflect on their first language use and customs, systems and 

ideas in their own culture. Students' introspection, in turn, helps break down stereotypical 

views that they may have automatically accepted about languages and peoples, including 

their own. 

This dissertation taught me that every educational context provides both teachers 

and students with opportunities to develop shutaisei: to become more critical thinkers, to 

practice our principles, and to live as independent human beings in coexistence with other 

human beings. After all, students will not develop shutaisei unless teachers present 

themselve as learners and practice their own shutaisei in classrooms. In that practice, 

living now is physically, intellectually and philosophically necessary; that is the unity of 

reflection and action in the present time. 
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APPENDIX A 
JAPANESE 111 COURSE SYLLABUS 

JPN 111 (67047) 
Elementary Japanese 11 
Spring 1995 

Meeting hours and room: M. W. F. 3:35 - 5:00 El-5 
Instructors: Mieko Shimizu Iventosch (until March) 

Yumiko Guajardo (until the end) 
Office: Associate Faculty Office 722-7645 

Office hours: M. 2:30 - 3:30 or by appointment 

Learning materials 

-Yookoso\ An Invitation to Contemporary Japanese, (assigned as a textbook for 
this course)Author: Yasu-Hiko Tohsaku, New York: McGraw-Hill, Inc. 1994. 
We will use this as one of resource books. 
- Supplementary reading packets from last semester 
- A guide to Reading & Writing Japanese. Revised edition, Editors: F. Sakade, K. 
Emori. R. Friedrich, & S. Ohashi, Rutland, Vermont: The Charles E. Tuttle Co., 
Inc. 1981. 
- Other Japanese books, textbooks from Japanese primary school, magazines, 
advertisement, videos, etc. 
- Wordless picture books 
- Video tapes: Yan-san to Nihon no Hitobito (Mr. Yan and Japanese people). 

Course Description 

1. This class is taught in team-teaching by Mrs. Guajardo and myself I will teach 
approximately the first three months and she will teach the last one month. 

2. You will continue to leam Japanese in all four modes of speaking, 
listening, writing and reading. We will not follow the textbook faithfully 
chapter by chapter. Actually it will be used even less than the last 
semester in class. However, I will urge you to use Yookoso! actively as 
your reference book for grammar, vocabulary, kanji, or culture. The class 
will proceed with language activities in which students will practice and 
experience Japanese functionally and meaningfully. Grammar will be 
taught as necessary. Bring many questions that you want the class to go 
over. 
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Since every student has a different learning style, pace, and level of 
Japanese proficiency, you are expected to work hard and aim at a 
proficiency level to the best of your effort. Each student sets his or her 
own goal for this semester. 

3. Topics and activities: Writing answers to the Japanese elementary 
school students 

Activities with the Japanese students 
Japanese animation and cartoons 
Japanese TV programs and commercials 
Japanese songs 
Reading from supplementary packets 
The concept of inside and outside groups 

Do you have any other topics that you are interested in? 

4. Develop insights and perspectives about Japanese culture in comparison to your 
own. What are the similarities and differences between the two cultures? We will 
have some guest speakers to talk about various issues about Japanese culture, and 
we will discuss them in English and Japanese. 

5. At the same time you develop your Japanese proficiency, this class is also the 
place to learn to become a more self-reliant, better language leamer. Each one of 
you have great potentials to learn. You are in charge of your own learning. 
Become a good observer of Japanese language and culture and try out strategies to 
learn any aspects of Japanese and share your ideas with the class. 

6. There will be a speech contest sponsored by Pima college, U of A and other 
community colleges in Phoenix area on Apr. 22, 1995. You are encouraged to 
participate in it. 

Philosophical principles of this course: 

1. Language is learned in use. 

2. Risk-taking is an essential part of the learning process. Don't be afraid of 
mistakes. They are also a natural part of the learning process. We have to try 
things out and see if they work. Use your intuition. Your decision based on your 
intuition may turn out to be wrong. But you will truly leam by experiencing the 
consequence of your choice. 



185 

3. The spirit of democracy should exist. Every participant of this class, including all 
of you, myself and Guajardo must respect one another as human beings. 
Although Guajardo and I are the teachers of this class, you don't have to accept 
everything we say. Any person's concerns and challenges, regarding class 
activities or what is going on in class should not be silenced. So, please raise 
them if you have any. 

4. You are responsible to what and how much you leam. This means that _yow make 
any activity and any practice meaningful for yourself, not for the teachers. This 
also means, no busy work in this class. Don't expect us provide and prepare 
everything. 

5. People leam a lot from each other while working, learning and competing 
collaboratively. "No one knows everything and no one is ignorant of everything" 
(Paulo Freire). Every student has something to contribute to others and something 
to leam from others. I believe you are all equally serious and enthusiastic about 
learning Japanese. This class is one community of such learners, and as teachers 
we are part of the same community. 

6. "The ultimate purpose of evaluation is to enable individuals to evaluate 
themselves" (Arthur L. Costa). As independent leamers, we should develop in 
ourselves intuition and rationality with which we constantly evaluate our progress. 
You don't have to compare how well you are doing in Japanese with others. 

Requirements: 

1. Actively participate in and attend the class. 

2. Keep dialogue journals and exchange them with the teacher. 

3. Continue to increase kanji that you can use in context. 

4. Speak, listen, read and write as much as you can in and outside the 
classroom. 

5. Complete two group projects. 

6. Organize your notebook in your own way so that you can build on what 
you already leamed to leam further. 
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Grading: 
Mid-term and Final exams: 
Dialogue journal writing: 
Two projects: 
Classroom participation: 

20% 
30% 
20% 
30% 

Toward the end of my teaching, there will be mid-term and individual 
conferences. I will give you a grade for your overall progress at that point. The grading 
will not be curved. You will get what your effort and progress deserve, like last semester. 
You will also give me your self-evaluation then. Although / will give you the grade, I 
will take into consideration your self-evaluations seriously. I will hand that grade to 
Guajardo and she will give you a final grade upon the consultation to me. if necessary. 
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KYOOSHITSU NIHONGO (CLASSROOM JAPANESE) 

1. This is Japanese (word). 

Kore wa nihongo desu. 

2. Is this English (word)? 

Kore wa eigo desu ka. 

3. Yes. it is (English). 

Hai, eigo desu. 

4. 19 

lie, eigo ja arimasen. 

5. A <!: 

/o 5 wa onaji desu ka. 

6.  ;±i / \  

Hai. onaji desu. 

7. 

lie, chigaimasu. 

8. A ^ 

A to B wa chigaimasu ka. 

9. 

A wa chigaimasu. 

No, it isn't (English). 

.A.re A and B the same? 

Yes. thev are. 

No, they're different. 

Are \ and B different? 

A is wrong, 
is different. 



10. 

Shitsumon ga arimasu. 

11. ^"presidentj fi B4:|gT-f5r'et'75^ 

•'presidentj B t 

'presidentj 

I have a question. 

What is the word for 
'president' in Japanese? 

'President' wa nihongo de nan desu ka. 
" nan to iimasu ka. 
" doo iimasu ka. 

12. r/jfVNi: o'O 01 It's 'daitoor>'oo'. 

'Daitooryoo' desu. 
" to iimasu. 

13. i:' 3 €= 

doozo. 

14. 4o®^{V^L^i-o 

Onegai shimasu. 

15. 

Kono bun o eigo ni yakushite kudasai. 

16. 

Hajimete kudasai. 

Please (go ahead). Here you 
go. You say this when you 
offer someone something. 

Please. You say this when 
you ask someone a favor. 

Please translate this 
sentence into English. 

Please start. 

17. 

Owarimashita ka. 

Did you finish? 



18. ttzV-to 

Hai. owarimashita. 

19. 

He. mada desu. 
" owattemasen. 

20. 

Kono Kanji o shitte imasu ka. 

21. 

Hai. shitte imasu. 

22. 

He. shirimasen. 

23. 

Kono kanji a oboeie imasu ka. 

24. 

Hal, oboeie imasu. 

25. 

He. oboete imasen. 

26. 

Hoka ni donna kotoba ga arimasu ka. 

Yes. I did. 

No, I haven't finished yet. 

Do you know this kanjil 

Yes, I know it. 

No. I don't know it. 

Do you remember this 
kanj'il 

Yes, I remember. 

No, I don't remember. 

What other words are there? 



27. fcto-^-To 

Dame desu. 

28. 

Hontoo desu ka. 

29. A<i: 

A to B wa nite imasu. 

30. '0 

Wakarimasu ka. 

It's no good. It doesn't 
work. You are not allowed 
to do that 

Is it true? 
Really? 

A and B are similar. 
A and B look alike. 

Do you understand? 
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LANGUAGE ACTIVITIES OF JAPANESE 110 AND 111 

Activities discussed in Chapter 6 . 7, and 8 are bolded and their dates are stated. 

JPNllO 

August 

Week 1 

Speaking/Listening 

Introduction to Classroom Japanese 
Introduction Game 

Writing/Reading 

September 

Week! 

Week 3 

Week 4 

Weeks 

Week 6 

October 

Week? 

Weeks 

Listening to the children's story, 
Ookina kabu [The big Turnip] 

Acting out The Big Turnip 

Watching Video, Yan-san # 1 

Interviewing daily schedule 
Watching Video. Yan-san # 2 

Examining location of Japanese 
restaurants in Tucson 
Watching Video, Yan-san # 2 
Group project 1 

Group project I (continued) 
Interviewing about each others' 
background (10/5/94) 

Interviewing about each others' family 
Guest Speaker: Schools in Japan 
Making a dialogue at a restaurant and 
acting it out (10/14/94) 

Introduction to Japanese 
writing system 
Hiragana instruction 

(for two weeks) 

DJW starts 

Katakana instruction 
(for two weeks) 

Reading students' DJW 
Examining the world map 
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Week 9 Mid-term examination (Oral and Written) 
Individual conference 

Week 10 

November 

Week 11 

Week 13 

Week 14 

Week 15 

December 

Week 16 

Week 17 

Exchange lesson with Japanese students 
Examining Japanese geography 
Group project 2 

Group project 2 (continued) 
Watching Video, Yan-san: #1,2, and 3 

kanji instruction starts 

Examining Japanese 
travel advertisements 

Week 12 Game with Total Physical Response 
Watching Video, Yan-san # 3 

Project of corresponding 
with children in a 

Japanese elementary 
school 

Game: finding seat order at a dinner 
table based on written information 
(11/18/94) 

Interviewing each other's daily activities 
using frequency words (11/23/94) 

Game: finding imaginary family based 
on written information (11/28/94) 
Watching Video, Yan-san # 4 

Inviting Japanese students, 
Game: Walk Rally (12/5/94) 
Watching Video, Yan-san # 4 

Final Examination (Oral and Written) 
Individual conference 
Guest Speaker: Japanese art 
Field trip to a Japanese restaurant 
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JPN 111 

January 

Week 1 

Week 2 

Weeks 

February 

Week 4 

Week 5 

Week 6 

Week 7 

March 

Weeks 

Interviewing about birth years 
Singing "Old Mac Donald" in Japanese 

Japanese card games: Karuta and 
boozumekuri 
Singing "Do, re, me" in Japanese 

Writing the 2nd letter to 
the Japanese children 

Making katakana karuta 

Reading Japanese cartoon, 
Ijiwaru Baasan [Nasty old 
woman] 

Inviting Japanese students. 
Game: Walk rallv 

Reading a poem: Hanasu, 
Kiku [Speak, listen] 

Card Game: kanji karuta Making kanji karuta 
Game: "Guess Who?!" (2/3/95) 
Watching Video: Yan-san # 5 

Japanese Food Lesson: "Guess 
What's in the Box?" (2/6/95) 
Project of making a video for 
the Japanese children 

Project of making a video for 
the Japanese children (continued) 

Project of making a video for 
the Japanese children (continued) 
Interviewing about summer plan 
Inviting Japanese students. 
Game: "Guess Who?!" 

Reading: "Kuruntaisu 
no onna no hito " [A 
woman in a wheelchair] 
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Week 9 Game: "Looking for a roommate" Reading a poem: 
Game: kanji shiritori "Tokoro" [Place] 

Week 10 Spring break 

Week 11 Dialogue using the concepts of inside Reading: uchi to sow 
and outside human relationship [inside and outside] 

Week 12 Examination (Oral and Written) 
Individual conferences 
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JPNllO 

August 

Week 1 

September 

Week 2 

Weeks 

Week 4 

Weeks 

Week 6 

October 

GRAMMATICAL ITEMS EXPLAINED 

Identification: the copular desu 
NPI \va NP2 desu [W1 is NP2]: Positive/negative 
Question marker particle: ka 

NP 1 to NP 2 wa onaji desu [NP1 and NP2 are the same] 

Action verbs and basic sentence structure (Subject-object-verb) 
Tenses (past and non-past) 

Action verbs: Positive/Negative 
Numbers (I-100) 
Possessive particle: no 
Expressing an opinion: to umoimasu [I think that — ]. 
Quoting Speech: —to iimasu [says."—"] 
Polite form and plain form of a verb 

Interrogatives: Nani [what] and dare [who] 
Expressing existence: Arimasu [There is —] (for non-living objects) 
Location particles 

Expressing likes and dislikes: NP ga suki desu [I like NP ]. 
Expressing existence: Imasu [There is — ] (for living objects) 

Week? 

Week 8 

Interrogatives: Doko, dochira [where], o-ikutsu [how old] 
donna [what kind] 

On and lain reading: Two reading systems of kanji 
Frequency words: tokidoki, amah, zenzen 
Demonstratives 



Week 9 

November 

Week 11 

Week 12 

Week 13 

Week 15 

December 

Week 16 

JPNll l  

January 

Week 1 

Week 2 

Week 3 

February 

Week 4 

Weeks 

Week 6 

Week? 

Particles: Subject marker, ga\ Object marker, o; topic marker, wa 

Adjectives 
Making a request: te-kudasai [Please do —] 
Progressive expression: te-imasu 

Two types of verb conjugation (5 step verbs /I step verbs) 

Location words such as tonari [next to], aida [between], mukai 
[across], migi [right] and hidari [left] 

Nominalizer, koto and no : —no ga suki desu [I like —ing]. 

Making a suggestion: —mashoo [let's —], mashoo ka [Shall we -
Expressing a desire: —tai desu [I want to do —]. 

Reviewing Classroom Japanese 

Test on Classroom Japanese 

Making if -then statement: to 

Te-imasu : expressing a state or condition 

conjecture form: deshoo 
Review mashoo [Let's —] 

Review: re-form of a verb 

Conjecture expressions: deshoo, kamoshirenai, —to omou 



March 

Weeks 

Week 9 

Week 10 

Week 11 

Week 12 

Giving a reason: kara [because] 

Expressing a desire: hoshii 
Review: Interrogatives 

Spring break 

Honorific expressions 

Examination (Oral and Written) 
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QUESTIONNAIRE GIVEN IN JAPANESE 110 

The purpose of my research is to describe what is exactly happening in terms of 
your learning Japanese and to examine why it is happening. This involves your past 
learning experiences, your notion of learning a foreign language, your responses to my 
teaching practice, and your Japanese language development. 

To this questionnaire, please state your name. But your identification in the 
context of this research is completely confidential. Also your opinion has NO influence 
on your grade. 

1. What is your goal for this Japanese course? Please write specifically. 

2. How are you studying to accomplish your goal? 

3. What do you think indicates what you really learned: grades, tests, teacher's 
evaluation, your self-evaluation, or something else? Why do you think so? 

4. Does a good grade automatically mean that you really learned what you 
wanted to learn? 

5. Are activities in class useful to you? In either way, yes or no, please describe 
why so. and in what way. 

6. What was your best and worst learning experiences in you life? This does not 
have to be foreign language study. Please describe each in detail. 

7. What do you think the best way to learn a foreign language for you? Why do 
you think so? 

8. Do you think there are common aspects between leaming a foreign language 
and leaming in general? 
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APPENDIX F 

AN EXCERPT OF THE STUDENTS' INTERACTION 

IN THE GAME, "GUESS WHO?" 

Utterances discussed in the Chapter 7 are bolded and numbered. 
Lin(Group 1): Sono hito wa... kagu [sic] o hakimasu [sic]. .. ka? [Does 

that person wear kagu?] 

Alice (Group 2): Moo ichido? [Once again?] 

Lin (Gl): Kagu [sic] o haite. . . imasu. . ka? [Is (s/he) wearing kagu?] 

Students(G2): lie. [No] 

Students(Gl): Haite imasen [S/he is not wearing.] (Confirming) 

Cathy (Gl); Kami no. [sic].. . wa Nani iro desu ka? [What color is the hair?] (2d) 

Eric (G2): Moo ichido iite kudasai [Please say that again.] 

Yun (Gl): Kami no ke wa... [The hair...] (2e) (Correcting Cathy's omission of the 

word ke) 

Cathy (Gl): Kami no ke wa.,. [The hair...] (2f) 

Eric (G2): Kami no ke wa... [The hair...) (2g) 

Teacher: Aa. . Chotto matte. [Wait a moment.] (Interrupting the game) Eeto ne.. . 

[Let me see] It has to be. Kore wa Yes/No Questions desu. Yes/No 

Question o kiite kudasai. [This is Yes/No question. Please ask Yes/No 

questions.] 



200 

Alice(G2): Megane oka... kakei [sic]... kakei [sic].,. kakete imasuka? [Is s/he 

wearing glasses?] 

Students(Gl): kakete imasu. [S/he is wearing glasses.] (Mumbling and repeating) 

Students(G2): (laugh) Kakete imasu? [Is s/he wearing? ] (2a) (Confirming) 

Mel (01): Sono hito wa anna no hito desu ka. [Is that person a woman?] (2c) 

Students(G2): Hai, so desu. [Yes. she is.] 

Mel (01): Sono hito wa nagai kami ga arimasu ka? [Does that person have long 

hair?l (lb) 

Students (G2): Nagai kami.. Nagai kami... [Long hair... long hair...] (Some students 

are wondering what it is) Hai. [Yes] (Answering in an unassertive way) 

Students (Gl): (Coming to figuring out who that is, they are laughing.) 

Here each group decided to discuss their guess and think about more questions. 

Teacher (G2): Hai, jaa, tsugi wa dochira no ban desu ka? Kochira desu ka? Hai, jaa 

doozo. [Well, which ttim is next? Is this group? OK, go ahead.] 

Norma (G2): Sono hito wa... josei desu ka. [Is that person a woman?](Ia) 

Students (Gl): lie. [No. ] (Students in both groups laugh.) 

Rob (01): Sukooto /sic] o haite imasu.. . ka? [Is she wearing a skirt?] Sukaato? 

Sukaato? S'o«o.^[sic] Sono o [sic] haite imasu ka? [Skirt? Skirt? Is that 

person wearing a skirt?] 

Teacher (G2): Sono hito wa. . .  s o n o  h i t o  w a . . .  [That person... that person...] (Trying 

to help Rob start the question appropriately.) 
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Students (Gl): Sono hito wa... sono hito wa... [That person ... that person... ] 

Rob (Gl): Sono hito wa sukaato o haite imasu ka? [Is that person wearing a skirt?] 

Students (G2): Haite imasen. [She is not wearing it.] (Laugh) 

Students (Gl): Haite imasen! [She is not wearing it!] (2b) (Confirming) 

Teacher (G2): Wakarimashita ka?! [Did you get it?!] 

Students (Gl): Hai! [Yes!] 

Teacher (G2); Doozo. [Go ahead] 

Students (Gl): Jvuie-5-fl« [June](The class applauded.) 
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APPENDIX G 

STUDENTS' rNTER-A.CTION IN THE DIALOGUE JOURNAL WRITING 

Seth 

Topic: Music 

Seth: 

[Today I and Scott and Dean will play music. It is fun.] (10/28/94) 

Teacher: 

•;/ Life (together) 

Svl^tr^ " 

[Today you are going to play musical instrument together with Scott and Dean? Or are 

you going to sing songs? What kind of music do you like, Seth? I like classic. I like 

Back. Also I like American blues and jazz too. But I don't like Rock very much. It's 

loud. ] (10/28/94) 

Seth: 

^t -^ /o-^ 'LTco 5/^coT;6Ji-t-e-ro :^=i-y h^A.<DohiZ 
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:}o^;!5^'<^o< ^i-To T4>-rtj: < it-, 

tc<i ^ A/4oA/>i^K. J — ^ )V h. ̂  ^ ^Ifi' 

t"#-^-fo 

[Last Friday I sang. Scott and Dean played instruments. I don't have an instrument. My 

guitar didn't come from Sweden. I like singing. But we make music at Scott's house. I 

like music very much. I often listen to music. I like lots of music. I like Tecno and 

heavy metal and classic al.] (11/4/94) 

Teacher: 

r>'', UjC 
(when I was in a univeristy in Japan) 

-eUfCo LfcT)^ 

V^o L J; t<t 9 ! ^ 

[You like singing songs? I love it too. When I was in a university in Japan. I was in a 

chorus. I was soprano. What kind of instruments did Scott and Dean play? Let's sing 

together sometime. (But I don't like heavy metal.) What kind of music is Tecno? ] 

(11/7/94) 

Seth: 

Li 9o f You can t always get what you want J ^ 
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drums^ L^'t'o L <t 9"C'L •> h ^ A/<J: 

t '5LXVi-: i \  ^ i ^ - - •  ^  ̂ / l ^ c b T ^ V ^ V ^ - C r i - !  !  

[You were in a chorus, weren't you. Mrs. Iventosch. Is it true? What did you sing? Do 

you listen to a chorus? I often memorize Roiling Stones' songs. Big chorus. I often sing 

"you can't always get what you want." In Tucson Scott plays the guitar. Dean plays the 

drums. There is no chorus. But Scott and Scott's friend and I sing very well. I don't 

know about Dean. You don't like heavy metal? Why? Heavy metal is very good! Tecno 

is computer music. Tecno doesn't have any songs.] (11/23/94) 

Teacher: 

t^ -V • y^h-yXH.  ( la te ly)^7y^CZ 

3 > i ^ -  L f c ^ o  

f f ^ ^ L f C o  ( C ^ f i e x p r e s s i o n ' T r ' f ' o  h a r d  r a i n .  I t  w a s  

raining cats and dogs.)C04''Tr::i 5 "^i"o (Iheard 

the concert was in the hard rain.) "Tr, tiifc'hH T—|i:-^{j; ^ 

= i y i —  h f c ^ T c J  ^ W o T V ^ S L f C o  
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[You like the Rolling Stones? My husband likes them too. I... don't hate them, but I 

don't like them either. The Rolling Stones came to Dallas, Texas for a concert tour 

recently, didn't they? My husband's friend went to that concert. He said the concert was 

in the heavy rain. (This is an e.xpression: hard rain, raining cats and dogs.) But he said 

"that was the best concert!"] (11/25/94) 

Seth; 

[Well. I don't love the Rolling Stones. But they made four or five very good songs. My 

father loves them.] (12/2/94) 

Teacher: 

(If you are interested inJapanese Punk music)^ ^ 0 Ay\Z. 

M V ^ T T ^ V ^ o  

[Oh, is that so? I thought you liked the Rolling Stones. Do you like Punk music? I don't 

like it at all. But 1 think Yoko in class likes it. She knows Japanese Punk music groups. 

If you are interested in Japanese Punk music, ask her.] (12/7/94) 
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Seth: 

cfc J; 9o 

[Yes. Japanese Punk music is ver>- interesting. I think I will ask Yoko.] (12/9/94) 

Vince 

Topic: Weightlifting and his friend. Leon 

Vince; 

9 t y— football -71 weight liftingo Weight lifting^i 

i : ( } f  L  w e i g h t  l i f t e r l ? i " o  ^  T >  ' " L e o n  f i n  

y T><J:"C^>o VT>lrt. ^compete-I " Mr.Arizona" "Tr'^o 

^ competition-, fiSBiB X 0 tS) 'Vi'o 

[(my) hobby is baseball and football and weightlifting. Please write weightlifting. (My) 

friend is a weight lifter. "Leon" is his name. Leon is very strong. Leon competes. He is 

Mr. Arizona. "Competition" is on Sunday.] (11/7/94) 

Teacher: 

^  N # — S  •  V 

h • y BmuoL&v^ 

(competition)fi^'9 y T fi 

^^-Crwin-ei-o ) 
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[Your hobbies are baseball, football, and weightlifting? You are sportsman, aren't you!! 

Your friend. Leon, does weightlifting too? How was Sunday's competition? Did he win? 

("Kachimasu" is to win in English.)] (11/9/94) 

Vince: 

y T > ̂  Ax won 1. "Mr. Arizona" . U T > ̂  /v "" San Diego-j K. 

" Ironman" 

[Leon won "Mr. .Arizona". Leon will go to San Diego. "Iron marl" is the competition.] 

(11/18/94) 

Topic: His grandmother who was sick 

Vince: 

'"hospital-f ^ 

t-iTo vl.^cD75^V^•C</'d•$ hospital 1 

9  t T V ^ ' 5 o  8  

[Grandmother is very sick. She came to the hospital. I have a question. Please write "ki" 

in kanji. What is "hospital" in Japanese? Grandmother will take a test. Mother is very 

tense (ner\'ous). Grandmother (is) 78 years old.] (12/1/94) 
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Teacher: 

(hospital(Z)^;^ h) ^ 

^ (received,took in this case)o (You must 

be worried.) (I hope the 

test results will be good.) ZSi. j ^'t'o 

^4 fi 'tcM j <D j ^3^ L^"Cr'f"o hospital j H t  

m^tTo ' 'mj  co 

[Is your grandmother sick? Did she take the physical e.xamination (the test at the 

hospital)? You must be worried. I hope the test result will be fine. "Byooki (sick)" is 

written as " " in kanji. " M (spirit)" is the same as " M " in 

7cM (fine, good spirit)". .A.lso. "hospital" is " (byooin)". " ^ " is the 

same as " ^ " in "byooki (sick). Do you understand?] (12/7/94) 

Vince; 

[Grandmother is fine. She was pneumonia.] (1/13/95) 

NOTE: There are many miscues in the two students' Japanese in these written 
entries, but they are not indicated. This is because the purpose of this 
appendix is to show the prolonged exchange of topics between the 
students and me. 



APPENDIX H 

James 

/:^A7/USED BY THE FOUR STUDENTS 

IN THE DIALOGUE JOURNAL WRITING 

Words Repeatedly Written in Kanji 

Word Meaning Frequency Date first 
Written Appeared 

[sic] first person 
(L my. me. mine) 

favorite, like 

[sic] 

M.'S 

n 

S 

[sic] 

teacher 

see 

month of the year 
—months 

give 

date of the month 
date of the week 
— days 

(my) mother 

order of numbers 

music 

week 

39 

16 

15 

14 

8 

8 

6 

5 

:> 

5 

11/23/94 

11/23/94 

12/1/94 

11/23/94 

12/8/94 

12/8/94 

1/15/95 

12/8/94 

1/15/95 

1/24/95 

12/8/94 

12/1/94 

Progress of the 
Miscue Afterwards 

Corrected 
12/1/94 

Corrected 
2/10/95 

Not corrected 
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Word Meaning Frequency Date First 
Written Appeared 

fsic] what 4 12/1/94 

m< listen -> J 12/8/94 

Japan J 12/1/94 

winter vacation J 1/15/95 

swiftness J 1/24/95 

(my) younger sister J 1/15/95 

yesterday 2 12/1/94 

great, splendid 2 1/15/95 

Saturday 2 1/24/95 

[sic] 

casualty, dead person -) 2/10/95 

f f <  go 2 2/10/95 

sB't' talk, speak 2 2/15/95 

(my) fadier 2 1/15/95 

think 2 1/24/95 

beginning 2 1/24/95 

M f t - S  lose (a game) 2 1/24/95 

spare time 2 1/24/95 

Progress of the 
Miscue Afterwards 

Not corrected 

Corrected 
3/3/95 
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Word 

41^ 

7 
[sic] 

B-Jf  

m 

^0 

l l f L V ^  

77 
[sic] 

binhday 

front 

strange 

use 

new 

courage 

Words Written Only Once 

Meaning Word 

sometimes 

middle school 

money 

special training 
school 

m m  

- tx  

if-is 

-sE 
:RP 

[sic] 

[sic] 

Meaning 

3 hours 

read 

dirty 

question 

10 persons 

knock (in wrestling) 

plan 

spring 

English 

man 

rescue 

4-0 hello 



Vince 

Words Repeatedly Written in Kanji 

Word 

0^ 5 H 
(sic I 

Meaning 

first person 
(I, my, me. mine) 

Frequency Date First 
Written Appeared 

Progress of the 
Miscue Afterwards 

23 

[sic] teacher 

(sicl what 

ff < 

Bia 

— years old 

go 

week 

very favorite 
love 

diary 

12 

12 

12 

8 

7 

12/1/94 

the Japanese language 16 9/30/94 

12/1/94 

12 9/30/94 

10/14/94 

2/14/95 

1/23/95 

1/13/95 

10/14/94 

B- 10/14/94 
[sic] - 1/13/95 

B Corrected 
o ^ \ 122195 

[sic] 1/13/95 
1/23/95 

hp Corrected 
^ ^ 2/6/95 

[sic] 10/7/94 
- 12/1/94 

Corrected 
1/13/95 

[sic]2/6/95 
2/14/95 

Corrected 
3/10/95 

A" 



Word 

[sicl 

Meaning 

the studv of history 

Frequency Date First Progress of the 
Written Appeared Miscue afterwards 

12/1/94 [sic] 1/13/95 
_ , ^'Corrected 

^^42 1/23/95 
2/6/95 

B day of the month 
— days 

month of the year 
— months 

day of the week 

p XL eat 
[sic] 

Mt. Lemon 

^ year — 
— years 

0-^lsicl —o'clock 

[sic] see 

WV say 

birthday 

school 

TcM fine, good spirit 

T U y""^^^University of Arizona 

4 

2 

2 

2 

2 

9 

1/13/95 

1/13/95 

10/7/94 

11/18/94 

2/6/95 

9/16/94 

9/23/94 

9/23/94 

9/30/94 

2/6/95 

2/6/95 

2/6/95 

2/6/95 

Corrected 
2/14/95 

^ Corrected 
3/24/95 

Not corrected 
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Words Written Only Once 

Word Meaning 

(my) older brother 

a^iB movie 

come 

China 

[sic] Chinese characters, kanji 

m town 

"7^X S [sic] small test 

7K water 

spring break 

ic woman 

astronomy 

± X o B  Saturday 

B e t  a  B  Sunday 

i^cfc 5 0 Tuesday 

— hours 
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Seth 

Words Repeatedly Written in Kanji 

Word 

lA 

B 

m aa 

< 

m 

¥ 

Meaning Frequency Date first 
Written Appeared 

first person 
(I, my, me. mine) 

month of the year 
— months 

day of the month 
— days 

— language 

[sic] the Japanese language 
9 Q 

36 

18 

16 

II 

8 

Progress of the 
Miscue Afterwards 

9/23/94 

9/23/94 

9/23/94 

10/5/94 

9/30/94 10/5/94 
10/21/94 
10/28/94 

Corrected 

07^ [sic] 

0 C? 

0 12/9/94 
W [sic] 1/30/95 
S 3/3/95 

Not corrected but 
confirmed 3/8/95 

write 8 11/23/94 

Friday 7 10/21/94 

favorite, like 7 11/23/94 

weekend 6 10/21/94 

sing 6 11/23/94 

year — 
— years 

6 1/23/95 

USA 6 1/23/95 
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Word Meaning Frequency Date First 
Written Appeared 

Progress of the 
Miscue Afterwards 

fsr what 5 10/14/94 

big 4 10/5/94 

say 4 10/21/94 

fine, good spirit 4 11/23/94 

today 3 10/5/94 

last week J 11/23/94 

understand 2 9/23/94 

dog 2 10/5/94 

talk, speak 2 10/5/94 Not corrected 

[sic] 

Word 

[sic] 

Words Written Only Once 

Meaning 

university 

rain 

(my) mother 

— years old 

remember 

car 

listen 



Words Written Only Once 

Word Meaning 

rule, grammar 

be bom 

read 



June 

Words Repeatedly Written in Kanji 

Word 

% 

Meaning Frequency Date First 
Written Appeared 

Progress of the 
Miscue Afterwards 

B 

teacher 

month of the year 
— months 

day of the month 
— davs 

[sic] what 

n< 
mB 

4-0 

7C^ 

go 

day of the week 

[sic] favorite, like 

spring 

now 

dog 

today 

rest 

fine, good spirit 

weather 

JJ first person 

the Japanese language 17 

13 

13 

10 

5 

4 

10/20/94 

1/20/95 

1/20/95 

10/20/94 

10/20/94 

10/30/94 

3/8/95 

1/20/95 

1/25/95 

2/6/95 

3/8/95 

10/20/94 

1/25/95 

2/6/95 

2/6/95 

3/8/95 

Not corrected 

PJ' Corrected 
3/22y'95 
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Word Meaning Frequency Date First 
Written Appeared 

Progress of the 
Miscue afterwards 

6 

B 

book 

same 

tree 

tea 

(my) mother 

[sic] tomorrow 

2 

2 

10/30/94 

1/25/95 

1/25/95 

1/29/95 

2/6/95 

3/8/95 Not corrected but 
confirmed 

3/22/95 

Words Written Only Once 

Word Meaning 

m-t talk, speak 

(my) father 

(my) younger sister 

come 

letter 

inside 

[sic] last night 

dead person 

please (asking for a favor) 
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Words Written Only Once 

Word Meaning 

% [sic] know 

t 

drink 

± 

autumn 

earth, dirt 
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APPENDIX I 

READING MATERIAL: A WOMAN IN A WHEELCHAIR 

I I I 

19 9 5^ # 

r! 
Zt l i t  I 0 o 

a f i  1  9  8  4 ^ ( D 7 ^ i z .  T V  y ' i ' X ^ ' ^ - E S  L  
f j 3<  

' y -1 /y iCMt.LfCo 7 ^ 1 2  0 .  L f C o  

L}^Co 

XLfCo {S;5^fC'^yc:< Lfco 

(D-^fcXA'^v^tLtCo ^ t i l^ t^ i i : (DXXLrzo 
•̂5 «nijL- r55' 

js!: 
LfCo ;^c< li^b 

t=J t4)> -i 

LfCo 

% : 

-k(n>K 

% : 

'k(DX 

$l'^•f-. :JoL^ L± 5^^ 

•nm-' 
4 o ^ V ^ b ^ • f o  

( i f ^ fCV"^ ^ o -5A/ 

:ff <^•ei-o 

^ t CX"^' 

= -Vrrtxti gft«li| 

> l _ l l l  
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: 

-^(DK 

: 

a : 

-k(DX : 

% : 

: 

: 

^(DX : 

% : 

-k(DX : 

% : 

: 

a : 

lA : 

mi 

V ^ o  L J :  L i  o> 
r-.̂  

i f  9 V ^ f c L ^  L T o  C C f i i S ; 0 5 ^ ^ 7 5 ^ ^ .  
tV"vA/ 

A'^-efiJao 

;R-6 
^ 5 ' ^ L J : 3 ^ a o  

fc** 
fiv\ ^1^, ry y'-f 

«9 -ei-o 
aff; 

E S L-^r-To 

E s Lo-rfsr-^?-r;^\ 

&, English as a Second Language<DC b "Tr't'o 

:^/c^7^c-e-f= 

Lfco ) 

h. 9 ^ C V ^ L  J :  5 ^ ' ^ ' t ' o  5 5  

r ^ v ^ t L : ^ c o  m^^t . \^ tco  

v ^ ^ ^ ; t .  < i : "  d v ^ f c L ^ L T o  

^ J: 
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English Translation 

Japanese 111 
Pima Community College 
Spring 1995 

Woman in a Wheelchair 

This is an incident that happened nine years ago. 

I came to Tucson in July, 1984 in order to study ESL at the University of Arizona. 

On July 12,1 went to register classes at the university. I was walking near the library. 

The sky was blue. It was a very good weather. There were also many other students 

walking. There was one person riding in a wheelchair among the students. She was a 

pretty woman. Her wheelchair was not electric. It looked very hard to push the 

wheelchair because the road was a little uphill. She was perspiring. Many students were 

walking near her, but nobody offered her help. I needed a great amount of courage, but I 

finally decided to ask her. 

This is a conversation between that lady and me. 

Me; Excuse me. Are you all right? Shall I push the wheelchair? 

The lady: Oh, yes ...? Thank you, please. 

Me; Where are you going? 

The lady; I'm going to the library. 

Me; Is that so? I'm going to the same direction. Let's go to the library 

together. 
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The lady: Thank you. That will be a great help. 

Me: You are welcome. This is uphill, so it's hard, isn't it? 

The lady: Yes, my arms get tired. 

Me: Must be. Wheelchair is heavy. 

The lady; Are you a student? 

Me: Yes, I'm going to be an U of A student now. I have just come here 

from Japan. 

The lady: Oh, is that so? You are a new student. What are you going to study? 

Me: It's ESL. 

The lady: What's ESL? 

Me: Oh, that's English as a Second Language. 

The lady: Oh, are you going to be an English teacher? 

Me: Yes, I want to be. 

The lady: Your English is good. 

Me: Well, it's still a long way to go. (We came to the library.) 

The lady: Well, I'm OK here now. Thank you so much. It was a great help. 

Me: Oh, you are welcome. Good bye. 

The lady: Good bye. 
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