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Tennyson and the Concept of the Gentleman

Lu Dai

Tennyson was attracted to the idea of attempting a literary treatment
of the legends of King Arthur almost from the beginning of his career;
‘the vision of Arthur had come upon me,” Hallam Tennyson quotes his
father on this subject in the Memoir, ‘when, little more than a boy, I
first lighted upon Malory’ (Hallam 128). By the year 1833, Tennyson
had finished writing ‘The Lady of Shallot’ and was in the process of
working on his ‘Morte d’Arthur’. It was at this time that the poet came
to question the propriety of a nineteenth-century artist devoting his
energies to the reworking of medieval materials. As Elliot L. Gilbert
points out, Tennyson ‘came to feel that only some contemporary
significance in the Arthurian retellings, only “some modern touch here
and there” (as he puts it in “The Epic’), could redeem his poetry “from
the charge of nothingness™ (Gilbert 196). Gilbert adds, describing
Tennyson’s efforts to find a modern relevance for his work, that ‘The
lapse of fifty-five years between the writing of the “Morte d’ Arthur”
in 1833 and the publication of the complete Idylls of the King in 1888
suggests how difficult a time Tennyson had finding the contemporary
significance he was looking for in his medieval material’ (Gilbert
197). Nevertheless, nearly all readers agree with the poet that ‘there
is an allegorical or perhaps rather a parabolic drift in the poem’ that
permits the work to be read as ‘a discussion of problems which are
both contemporary and perennial’ (Hallam 126-127). ¢ “The Round
Table” is the world of today’ (316-317), the British Quarterly reviewer
observed. Tennyson feared that his Idylls would seem irrelevant and
unattractive to his nineteenth-century readers. This paper agrees with
Dino Franco Felluga in his claim in Tennyson’s Idylls, Pure Poetry,
and the Market that, ‘Tennyson attempts in the Idylls to address the
complexities of the social arena and the heterogeneous demands of a
burgeoning mass market by translating his fears into different registers,
those of gender and sexuality’, Felluga argues that this has the ‘double
effect of naturalizing (as desire) and abstracting (into determinable
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figures) the social and economic realities of nineteen-century England’.
Felluga adds that:

I should be clearer, however, for “woman” served both a “positive”
and “negative” role in both Victorian cultural discourse and
Tennyson’s Idylls. After all, “woman” in her disguise as “angel of
the house” could also be said to define all that was considered proper
in middle-class ideological values — self-sacrifice, devotion, hard
work, compassion. In this way, “woman” functioned as a focus for
Victorian culture’s utopic desires to heal what was perceived as an
ailing social body, while, in her dual role as angel-whore, she also
served as a privileged locus for ideological contradiction. In certain
obvious ways, Tennyson’s Idylls of the King both legitimates
and makes conspicuous criticism’s tendency to present “woman”
as the master signifier of, at one and the same time, purity and
putrescence.

(Felluga 791-792)

To summarize Felluga’s idea: to satisfy both the market demand and
his personal anxiety about the contemporary relevance of his project,
Tennyson turned to the topic of the ‘woman question’, since the trope
of the woman functioned as a focus for Victorian culture’s social and
ideological anxieties. Tennyson had to consider both the market and
the contemporary relevance of his poetry. Therefore, influenced by the
changing society, he was drawn to the topic of Gender and Sexuality,
emphasizing the importance of women in his versions of the Arthur
legends. In dealing with woman’s contradictory dual role as both
‘angel’ and ‘whore’ in Victorian culture, Tennyson was speaking to
very contemporary concerns. Alfred Austin described the nineteenth
century as a new age of ‘underground railways, ocean steamers,
splendid carriages and horses, rare and long-kept vintages, enormous
mirrors, miles of lace, new colours, exciting novels by eminent hands,
newspapers without end, gorgeous spectacles, naked dancing-girls, deft
cooks, and a mild religion’, adding that it was also the age of ‘feminine
infirmities’ (Austin 117-33, 120). It is this age to which the Idylls of the
King addresses itself.

I share Felluga’s opinion that Tennyson was drawn to the problem
of women’s role in society because of the important roles the idea of
‘woman’ played in Victorian culture. But I also want to extend and
clarify Felluga’s claims. This paper argues that Tennyson was trying to
highlight issues of gender and society in his poem not only by dealing
with ‘woman’s dual role’, but by engaging with something which both
complements and complicates the role of women in society: the ideal
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role played by men. In other words, the ‘modern touch’ that Tennyson
felt his poem needed is provided in its reflections on what makes
a gentleman — a topic of much debate in Tennyson’s contemporary
England. As this paper will show, Tennyson was far from alone in
attempting to define and explain the idea of what makes a gentleman
in terms that involve a chivalric, putatively medieval, behavioral ideal.
What I wish to suggest in this paper is that, the King Arthur of the
Idylls is imagined as much as an idealized Victorian gentleman, as he
is a medieval warrior-king. What the Idylls gives us is a glimpse not
so much of how Tennyson saw the knights of the medieval age as the
standards he wished to set for contemporary gentlemen to adhere to.
Examining some seemingly insignificant experiences of Tennyson’s
life and the standard of behavior which is reflected in the poetry can
greatly add to our understanding and enjoyment of the Idylls. Why are
Tennyson’s medieval knights transformed into Victorian gentlemen
in the Idylls 7 Vice versa, why did Tennyson pose the chivalric ideal
as a model for the contemporary gentleman? Firstly, I will argue that
in order to answer this question, we must examine the ways in which
Tennyson’s ideas on the subject were influenced both by famous
writers and their works on the concept of the gentleman, and by some
celebrated figures of the time who attempted, in various ways, to put
chivalric ideals into practice. These factors helped strongly to shape
the poet’s idea of what makes a gentleman. Tennyson’s idea of the
gentleman is very much a product of his time, and must be studied
as such. The elements of this idea that Tennyson inherits from his
literary predecessors are supplemented with features distinctive to the
nineteenth century. Furthermore, I will argue that Tennyson’s concept
of the gentleman shares many similarities with that of contemporary
novelists including Austen, Dickens, Thackeray and Trollope. The
knights who play such key roles in Tennyson’s Idylls share a set of
distinctly Victorian features with the nineteen-century gentlemen in
the novels of his contemporaries. In this paper, firstly I will argue that
Tennyson turned King Arthur and his knights into Victorian gentlemen,
and then analyze how Tennyson’s concept of the gentleman came into
being, and secondly I will deal with the concept’s specifically Victorian
features, that it, what makes a gentleman for Tennyson. The third part
of the article will compare Tennyson’s concept of the gentleman with
that of other Victorian writers in order to explore their similarities. In
conclusion, I will discuss Tennyson’s view of Victorian gentlemen as it
is expressed in his Idylls.
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I

In Tennyson’s age, the concept of the gentleman was a popular topic
of public discussion and debate. Several influential figures of the time,
including writers and artists, also helped to shape Tennyson’s approach
to the Arthurian topic. Among them are the poet and novelist Walter
Scott, the aristocratic chivalry enthusiast Kenelm Henry Digby, Lord
Eglinton (of the famous Eglinton Tournament) and the poet’s uncle,
Charles Tennyson. All four attempted in their lives to conform to the
standards of behaviour expected of an ideal Victorian gentlemen.
They encouraged and developed the qualities that made a gentleman
according to their interpretations of the concept. Philip Mason has
described in The English Gentleman what Victorian society required of
a gentleman:

But they [the Victorians] did, all of them, though in varying
degrees, deliberately try to encourage and develop the qualities
that made a gentleman ...There are two reasons for this growing
demand, not only the need for a definition, a new social marker,
but also the need for a much larger ruling class, a class to provide
army officers, colonial civil servants, judges, schoolmasters,
members of Parliament, magistrates, leaders of society. That is
why the emphasis was on manners, on responsibility, on character,
rather than on scholarship.

(Mason 162)

Living in such an age, Tennyson expressed his own ideal of the
gentleman by transforming the figure of King Arthur in his poetry. As
the historian Mark Girouard comments, ‘Tennyson was, as a result,
criticized both at the time and later for turning Malory’s king and
his knights into pattern Victorian gentlemen’ (Girouard 184). I agree
with many critics in the idea that Tennyson transformed knights into
Victorian gentlemen. Sir Malory, who lived in the fifteenth century,
is the author of Le Morte Darthur, the last definitive interpretation of
the Arthurian myth before the dawn of the English Renaissance. Such
Arthurian material was easily available during Tennyson’s youth.
The historian Mark Girouard records that one of the 1816 editions of
Malory was in the rectory library at Somersby where Tennyson grew
up and Tennyson almost certainly read it there as a boy in the 1820s. In
order to find out how Tennyson’s concept of the gentlemen was shaped,
the chivalry enthusiasm in the nineteen century must be investigated.
Besides Tennyson, many other nineteenth century writers displayed
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their interests in chivalry too. The famous Scottish poet and novelist
Walter Scott (1771-1832) is best known as a pioneer of historical
fiction. The vividness with which Scott re-created earlier periods in
his fiction actually influenced the writing of history in the nineteenth
century.! ‘Scott wrote of chivalry as a thing of the past. . . . It survived
only in so far as the best elements in it had been absorbed into the
code of the gentleman’(Girouard 33). Girouard notes that Scott’s
novels and poems, which are ‘full of examples of bravery, loyalty,
hospitality, consideration towards women and inferiors, truth to a given
word, respect for rank combined with a warm relationship between
different ranks, and refusal to take advantage of an enemy except in
fair fight’, whatever the period they cover, ‘celebrate virtues especially
associated with feudal, chivalric or old-fashioned societies’ (Girouard
36). Girouard adds that, Scott had created a type of character which
not only was to be imitated in innumerable later novels, but was to
become a model for young men in real life; the type was the result
of amalgamating a mediaeval knight-errant with a modern gentleman,
and adding something which was not necessarily part of either: Scott’s
heroes never say, do or think anything which could embarrass a
contemporary young lady.

In Girouard’s opinion, Scott’s influence does not lie solely in his
works themselves, but in the figure of their writer personally as a typical
example of an ideal gentleman: ‘throughout his life he [Scott] was
proud to be, and extremely conscious of being, a gentleman’ (Girouard
31). Scott influenced Tennyson greatly, both through his works and as a
public figure. In Tennyson: The Unquiet Heart, Robert Bernard Martin
describes how, as a child, Tennyson composed an epic of some six
thousand lines in emulation of Scott, ‘full of battles, dealing too with
sea and mountain scenery’, and said afterwards that he had never felt
himself more truly inspired, ‘as he rushed about the fields with a stick
for a sword, fancying himself a conqueror advancing upon an enemy’s
country’ (Martin 36). While composing this epic, he first came across
Malory, and almost immediately the conception of King Arthur that he
was to use in the Idylls of the King came to him.

Tennyson was also influenced by another celebrated contemporary
gentleman. In 1822, a young man called Kenelm Henry Digby published
a book entitled The Broad Stone of Honor, with the subtitle of ‘Rules
for the Gentleman of England’. He was filled with enthusiasm for the
chivalric past. Girouard writes that: Digby ‘was encouraging his readers
to be chivalrous. He brought chivalry up to date, as a code of behaviour



6 Tennyson and the Concept of the Gentleman

for all men, not just for soldiers; he enabled modern gentlemen who
had never been near a battlefield to think of themselves as knights’
(Girouard 60). Girouard further compares Scott’s and Digby’s ideas of
the concept of the gentleman, noting that: While ‘Scott saw the knight
ultimately developing into the gentleman, Digby used “knight” and
“gentleman” as virtually interchangeable terms’ (Girouard 60). Digby’s
ideas must surely have had their effect upon Tennyson’s idea regarding
the knight and the gentleman, for he and Tennyson had friendly contact
with each other, as recorded by Girouard: ‘After Digby graduated he
kept rooms in Cambridge until about 1829 and made it his main base
in England. Undergraduates of those later years whom he [Digby] may
have met included Frederick Maurice, John Sterling, Alfred Tennyson
and Arthur Hallam’ (Girouard 58).

Girouard describes that throughout the nineteenth century individuals
or groups who were proud to call themselves gentlemen set out with
‘chivalrous enthusiasm’, not to support the existing order, but to make
radical changes in it. He mentions the radical enthusiasms of Charles
Tennyson, the poet’s uncle, which sent him on three chivalrous quests
in the 1820s, to rescue Queen Caroline from her husband, the working
classes from man traps, and Birmingham from non-representation in
Parliament. Mark Girouard suggests that Tennyson’s uncle may have
had a connection with the 1821 deputation of around eighteen hundred
brass founders and coppersmiths, including eight men dressed in full
armour on horseback, who marched through London in order to show
their support to Queen Caroline. The crowds which turned out to watch
the Procession were so great that the Strand was impassable for seven
hours.

Charles Tennyson inherited his father’s house and very considerable
property in Lincolnshire in 1835. He immediately changed the name of
his house from Bayons Hall to Bayons Manor, and started to rebuild.
For the next ten years his building operations occupied much of his time
and energy. According to Girouard’s research on Charles Tennyson’s
rebuilding: ‘The first stage was to transform what had been a modest
Regency house to the most convincing re-creation yet put up in England
of the manor house of a late-mediaeval gentleman’ (Girouard 74). As a
radical gentleman, Charles Tennyson, in reviving the great hall, aimed
to create: ‘a great hall, in which all classes of society were, from time
to time, entertained together’ and which ‘symbolized the approach to
life which would keep gentlemen in existence, as the natural leaders of
a democratic society’ (Girouard 76). There is compelling evidence for
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Charles Tennyson’s influence in his poet nephew. Martin records that
they had many interests in common:

Alfred Tennyson’s narrative poetry often glances at the vulgar
efforts of the newly rich to create tradition, and he obviously had at
least some aspects of his uncle in mind, but when he came to build
his own dream castle in Sussex it turned out to be a distant and
diminished cousin of the archetypal Bayons. Indeed, in such poems
as The Idylls of the King he displays closer kinship to his uncle
than he knew, in his belief in the possibility of giving new life to
a heroic past by making it a shell to encase the nineteenth century.
In nothing did uncle and nephew seem more closely related than in
their family passion for the past, and the poignancy of their longing
was not made less by the brute fact that the particular segment of
history for which they were nostalgic had never existed.

(Martin 212)

Tennyson lived in an age in which people showed a keen interest in
medieval culture and the concept of the knight-gentleman became an
eccentric but widely-shared ideal for many men.

The Eglinton Tournament, which was held in August 1839, was
perhaps the most famous product of the interest in nineteen-century
chivalry in Great Britain. At the time it aroused almost world-wide
interest; even today the fact that there was such a tournament, and that it
fizzled out in a cloudburst, is a matter of common knowledge. Eglinton
Castle was relatively easy to get to from London. Tennyson was then
living in High Beech in the proximity of London. Girouard describes
the disastrous effect on the Tournament of a sudden heavy downpour of
rain: Just after three, as the procession was at last ready to start, and the
Queen of Beauty prepared to mount her snow white palfrey, there was
a clap of thunder. Rain began to fall in torrents and continued to fall for
the rest of the day. At once, the gold and the gaiety vanished, and the
whole glittering scene turned to mud. All who had them put up their
umbrellas. Down at the lists the multi-coloured crowds on the slopes and
stands changed in a few seconds to an enormous field of mushrooms,
another to the backsides of thousands of elephants. These events at
the Eglinton Tournament are closely mirrored in Tennyson’s ‘The Last
Tournament’, one of the Idylls of the King. The literary tournament in
that poem is similarly affected by heavy rain with the result that clothes
of white are hastily covered by umbrellas of all colours :

Then fell thick rain, plume droopt and mantle clung,
And pettish cries awoke, and the wan day
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Went glooming down in wet and weariness:

So dame and damsel cast the simple white,
And glowing in all colours...
(‘The Last Tournament’ 213-215, 232-233)

Obviously Eglinton Tournament inspired Tennyson’s literary
tournament. Whether he attended the tournament or merely read about
it, it is unavoidable that Tennyson was influenced by the main figure
behind the Tournament who is Lord Eglinton. Lord Eglinton was
the driving force behind the Tournament. Girouard discusses Lord
Eglinton’s motives in the tide of the mediaeval events: ‘He may have
started as a young man out for a bit of fun; he ended as a chivalrous
gentleman after the best Digby model, possibly better’ (Girouard 93).
Girouard argues that the event changed his life: ‘For Lord Eglinton,
too, the tournament marked a turning point. He ceased to spend most
of his time enjoying himself and became the epitome of the Victorian
gentleman, an indefatigable public servant, a faithful husband,
unfailingly considerate and courteous to everyone, genuinely loved
by all classes, good at everything except money’ (Girouard 108-110).
Lord Eglinton self-consciously set an example of gentlemanliness for his
contemporaries. When he died, Blackwood’s Magazine wrote, ‘Of him it
may emphatically be said that honour was his polar star.” As ‘the epitome
of the Victorian gentleman’, his behavioral code accords with the oath set
by Arthur for the knights of the Round Table in Tennyson’s Idylls.

Tennyson had searched for many years for the ‘new touch’ which
he felt his Idylls needed. His ‘Sir Lancelot and Queen Guinevere’,
‘Morte d’Arthur’ and ‘Sir Galahad’ first appeared in print in 1842.
In the same year S.C.Hall’s Book of British Ballads included two
Arthurian ballads, illustrated by John Franklin. Mediaeval history
was culturally respectable at that time, but mediaeval romance was
not. In an endeavour to make the ‘Morte d’ Arthur’ more palatable to
contemporary tastes, Tennyson inserted these poems into a broader
setting, the ‘epic’. John Sterling, who was a personal friend of
Tennyson, remarked, ‘the miraculous legend of “Excalibur” does not
come very near to us, and as reproduced by any modern writer must be
a mere ingenious exercise of fancy’. 2 Tennyson took this so much to
heart that he abandoned his plan to write the Arthurian epic for which
he had already drafted a structure.

Arthurian stories attracted Victorian painters too. Tennyson’s
influences must include contemporary representations of the discussion
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of the Round Table in Victorian painting. Perhaps the most celebrated
representations of the Round Table in Victorian painting were those
of William Dyce. Both Queen Victoria and Prince Albert showed an
interest in chivalry and in 1847 William Dyce was commissioned to
paint the Queen’s Robing Room, the inner sanctum of the magnificent
royal suite, which was to be dominated by scenes from the story of King
Arthur and the Knights of the Round Table. With Dyce’s commission, the
problem of how to treat the Arthurian story surfaced again. One opinion
was that the nineteenth-century artist should ‘consider the Companions
of the Round Table as personifications of certain moral qualities, and
select for representation such adventures of Arthur and his Knights
as best exemplified the courage, magnanimity, courtesy, temperance,
fidelity, devoutness and other qualities which make up the ancient
idea of chivalric greatness’ 3 as Dyce’s secretary Eastlake records. The
subjects finally decided on were mercy, hospitality, generosity, religion,
courtesy, fidelity and courage. ‘In spite of their mediaeval trimmings,
the Arthurian “moral qualities” which the pictures express are clearly
being presented for admiration and imitation by the monarch and
aristocracy of Britain’, according to Mark Girouard, ‘All are entirely
appropriate for a Victorian gentleman’ (Girouard 181). ‘In 1855, when
Tennyson finally took up the Arthurian story again, his approach was
much closer to Dyce’s than to that of his poems of the 1830s’ (Girouard
181), Girouard points out that Dyce’s depiction of Mercy and Courtesy
stresses the obligation on gentlemen to be courteous to women and to
come to their protection, which is also among the primary obligations
of the knights of the Round Table in Tennyson’s poems.

Thus the works of Scott, Digby and Dyce, his uncle’s attempt to
revive mediaeval architecture, and the model of a Victorian gentleman
proposed by Lord Eglinton all helped to shape Tennyson’s depiction of
his King Arthur. Though Tennyson had studied Malory’s Arthur, it was
his personal connection with such theorists of gentlemanly behaviour
as Digby, his reading of writers like Scott, and the presence of chivalry
enthusiasts in his own social milieu that played the larger part in
shaping his Arthur, an Arthur in the mould of a Victorian gentleman.

Traces of these various influences are reflected in the oath that
Tennyson invented for his knights of the Round Table. Arthur asks his
knights to lay their hands on his to swear:

To reverence the King, as if he were
Their conscience, and their conscience as their King,
To break the heathen and uphold the Christ,
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To ride abroad redressing human wrongs,

To speak no slander, no, nor listen to it,

To honour his own word as if his God’s,

To lead sweet lives in purest chastity,

To love one maiden only, cleave to her,

And worship her by years of noble deeds,

Until they won her; for indeed I knew

Of no more subtle master under heaven

Than is the maiden passion for a maid,

Not only to keep down the base in man,

But teach high thought, and amiable words

And courtliness, and the desire of fame,

And love of truth, and all that makes a man.
(‘Guinevere’ 465-480)

Using Arthur as mouthpiece, Tennyson here outlines his conception of
the key values to be upheld by a gentleman. The qualities that make
a knight in Arthur’s oath — chastity, faithfulness, monogamy, and
courtliness — are notably qualities that can and should be emulated by
contemporary gentlemen. It is not armour or feats or arms that make a
knight, for Tennyson.

Specifically, Tennyson stresses in Arthur’s oath that a gentleman
should have the basic virtues of purity and Christian responsibility
(particularly as concerns their relationship with women). In this way
he viewed the medieval king from the standpoint of a Victorian poet
who lived in an age of new ideas such as evolution, democracy, and
equality, and of new processes, including industrialization.

I

Like all poets, Tennyson’s view of Arthur and his knights was
influenced by his own historical era and its existing cultural milieu.
Tennyson’s gentlemanly King Arthur is quite distinctly Victorian.
Victorian gentlemen valued the virtues of purity and Christian-like
responsibility.

Tennyson took great pains to make Arthur his ideal gentleman.
His versions of Arthur legends differ widely from their usual source
in Malory. The most important of these changes is that Tennyson
highlights purity and faithfulness in love in his poetry while Malory did
not. Indeed, the behaviour we are asked to admire in Tennyson’s male
heroes can be seen as closer to that of the nineteenth century novelist
Jane Austen than to Tennyson’s medieval sources. Tennyson and
Austen were close in advocating ‘faithfulness of love’. Philip Mason’s
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discussing Austen’s concept of the gentleman asserts that while it is
difficult to formulate precisely the qualities what for Austen make a
gentleman, ‘it is possible to generalize about the men she [Austen]
dislikes’ (Mason 78). He divides these into three groups: the ‘pompous
and insensitive’ (Mr Collins and Mr Elton), the ‘elegant but haughty’
(General Tilney and Sir Walter Elliott) and the ‘fickle and shallow’ (
Willoughby and Henry Crawford) (Mason 78). In contrast, ‘The true
hero has not only the air and manner of a gentleman — style and
elegance — but must have solid qualities too. He must have warmth;
he must be faithful and enduring in love; he must have staying power’
(Mason 78). These are the standards by which Austen’s gentleman
is judged. Mason also observes that, ‘Nevertheless, the kind of man
Miss Austen and her heroines admired may stand in the line from
Chaucer and Castiglione, as a picture of the gentleman, not the only
picture but one of the best which the nineteenth century inherited from
the eighteenth and to which the Victorians added their own specific
contributions’ (Mason 80). What Mason claims of Austen could equally
be argued of Tennyson. Tennyson values Arthur for his constancy, while
disapproving of Lancelot and Tristram for their immorality in love. The
poet and the novelist share many ideas on the virtues that a gentleman
should have, particularly on faithfulness of love. Girouard records
that in his presentation of the Arthurian story Tennyson consciously
and deliberately bowdlerized Malory in many particulars. Malory’s
Guinevere was a true lover and therefore had a good end, while his
Arthur, far from being a loving but deceived husband, shows little
interest in Guinevere and is much more concerned about the quarrel
with Lancelot and his followers than the loss of his wife.

Despite such reservations, Tennyson’s Arthur was deliberately
designed to be an ideal king and husband. ‘I was ever virgin save for
thee’ (‘Guinevere’ 554), Arthur reminds Guinevere when reproaching
her for her adultery. Purity, and indeed virginity, were popular subjects
of discussion in the 1830s. It was at this time, for instance, that Richard
Hurrell Froude was urging ‘the severe idea of virginity’ on his friends
in the Oxford Movement.* It is easy to understand, therefore, why
Tennyson placed such emphasis on the loyalty between husband and
wife in his Idylls. The collapse of the Round Table is attributed to the
love affair between Guinevere and Lancelot and other guilty loves.
Lancelot, in contrast with the King, is by no means a gentleman,
according to Tennyson’s understanding of the term:
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The great and guilty love he bare the Queen,
In battle with the love he bare his lord,
Had marred his face, and marked it ere his time.

His mood was often like a fiend, and rose
And drove him into wastes and solitudes
For agony, who was yet a living soul.
Marred as he was, he seemed the goodliest man
That ever among ladies ate in hall...
(‘Lancelot and Elaine’ 244-246, 250-254)

These are not only timeless concerns, but directly reflect public desires
of the poet’s time. In Tennyson’s time, England was experiencing
dramatic social changes. Particularly among the poor and working
classes, women’s social position was low and their chastity was not
valued, as Francoise Basch describes:

In the age of Victoria, it is generally agreed that the wife’s
‘chastity’ was as meaningless among the common people as
‘the respect’ her husband was supposed to show her. W. Gilbert
related a conversation that left no room for doubt about the
husband’s intention to make his wife turn prostitute. “The general
degradation’ of men and women began in earliest childhood in the
slums, and was noted in the factories by Elizabeth Gaskell and
other observers. The employer-seducer did not spare even married
workers.

(Basch 84)

Mark Girouard places these concerns among Tennyson’s motives for
writing the Idylls: ‘The Idylls of the King were designed as a warning.
Their pessimism reflected Tennyson’s own belief that the age was
getting worse, and would continue to do so until the English were to
live up to the moral standards necessary for members of an imperial
nation. His worries were, by his own standards, justified, at any rate as
far as concerned sexual morals’( Girouard 184).

In strong contrast to the facts of widespread sexual promiscuity,
Victorian gentlemen in Tennyson’s eyes behaved or should behave quite
differently. They valued purity in love and advocated that marriage was
the proper expression of love. As Arthur says: ‘Behold, thy doom is
mine. Let chance what will, I love thee to the death!” (The Coming
of Arthur 466-467) Both husband and wife should be loyal to each
other. From King Arthur’s and Geraint’s marriage we can get some
sense of the ideals governing Tennyson’s own marriage and some of
his contemporaries.
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It is King Arthur’s responsibility as a gentleman to earn glory in
battle before he marries Guinevere. Though strong passion occurs to
him at the first sight of Guinevere he, who ‘had done no deed of arms’
must ‘fight battles’ to deserve her:

Felt the light of her eyes into his life

Smite on the sudden, yet rode on, and pitched
His tents beside the forest. Then he drave
The heathen; after, slew the beast, and felled
The forest, letting in the sun, and made
Broad pathways for the hunter and the knight
And so returned.

Arthur, passing thence to battle, felt
Travail, and throes and agonies of the life,
Desiring to be joined with Guinevere;
(“The Coming of Arthur’ 56-62, 74-76)

Later in the same poem, the brave knight Geraint happens to enter
beautiful lady Enid’s castle and is told that her father Yniol’s nephew
Limours has robbed their earldom. Enid’s family live a life of poverty.
Stricken by Enid’s beauty, Geraint longs to ‘stoop and kiss the tender
little thumb, That crost the trencher as she laid down’ (The Marriage
of Geraint 395-396) after “seeing her so sweet and serviceable” (The
Marriage of Geraint 393). Geraint later then asks for arms in order to
fight against Limours. In the end he wins the earldom back for Enid’s
family after a fierce battle:

They clashed together, and thrice they brake their spears.
Then each, dishorsed and drawing, lashed at each
So often and with such blows, that all the crowd
‘Wondered, and now and then from distant walls
There came a clapping as of phantom hands.
So twice they fought, and twice they breathed, and still
The dew of their great labour, and the blood
Of their strong bodies, flowing, drained their force.
But either’s force was matched till Yniol’s cry,
‘Remember that great insult done the Queen,’
Increased Geraint’s, who heaved his blade aloft,
And cracked the helmet through, and bit the bone,
And felled him...

(‘“The Marriage of Geraint’ 562-574)

After overcoming these obstacles, Geraint and Enid marry. As knights,
Arthur and Geraint both fight first to obtain glory and then marry the
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women whom they have fallen in love. ‘Years of noble deeds’ are
indispensable in the process of winning a wife. It is not difficult to
understand this opinion if we examine the poet’s own life and love
story.

In 1836 Tennyson’s brother Charles married Louisa Sellwood, and
Tennyson fell in love with Louisa’s sister Emily, whom he had first met
in 1830. The next year the poet’s engagement to Emily was recognized
by both families. But in 1840 their engagement was broken off, partly
for financial reasons. It was not until nine years later that they renewed
correspondence and in 1850 Tennyson and Emily finally married.
Girouard argues that Tennyson ‘had never been in the least sexually
promiscuous, and after marriage became increasingly disapproving of
sexual adventures; moreover his wife Emily, in spite of her deliberately
self-effacing image, was a powerful personality completely wedded to
conventional Victorian morality’ (Girouard 181-182). Tennyson and
Emily were not alone in these attitudes. “To the Victorians purity was a
permanently desirable virtue, but in the literature of mediaeval chivalry
it was more a means of refining individual love affairs’, Girouard
argues, before describing in detail the behavioral code of that era:

Many men of Tennyson’s time followed, or did their best to follow,
his ideal of love; Tennyson almost certainly did so himself. They
remained pure until marriage and faithful after it...They married
for love, and once they had found the woman they loved were
prepared, if there were obstacles, to wait faithfully and patiently
until they were removed. In their attitude to all women, but
above all to their wives, they aimed to be courteous, tender and
protective. They never, under any conceivable circumstances,
struck a woman, or let her hear, see or read anything which could
be considered impure.

(Girouard 198)

Marriage might be delayed until later in life than it had been for
previous generations of men, and a gentleman was required to be pure
until then. It is widely known that gentleman is a term with a long
history. But what is meant by a gentleman changes over time. In the
nineteenth century a new set or reasons for men to delay their marriage
appeared. Many gentlemen followed so. Mason comments that ‘the
Victorians inherited the idea of the gentleman’, they ‘added to it,
they developed it; they set up factories for gentlemen in their public
schools’ where ‘boys were taught to be gentlemen and girls to be ladies
at separate, and carefully segregated’ and the imperial class demanded
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that ‘men should not marry until they were at least thirty.” (Mason 13)

Famously, Queen Victoria’s husband Prince Albert was another
good example of the value that Victorian society placed on purity in
gentleman. His birthday presents to Queen Victoria on 24 May 1844
included a minature by Robert Thorburn, in which, Albert is painted in
armour. Elaine Jordan says that the painting symbolizes ‘his chivalry as
a modern gentleman’ and “Tennyson described him in the Dedication
to the 1862 edition of the Idylls, the year after his death’ (Jordan 157).
Prince Albert was a faithful husband to Queen Victoria after their
marriage and the marriage was famously affectionate and supportive.
After his death, Queen Victoria wore mourning clothes for many years.
Girouard mentions that in 1862 Queen Victoria was deeply touched
when Tennyson dedicated a new edition of his Idylls of the King to the
memory of her husband. The new dedication runs as follows:

These to His Memory — since he held them dear,
Perchance as finding there unconsciously

Some image if himself — I dedicate,

I dedicate, I consecrate with tears —

These Idylls.

And indeed He seems to me
Scarce other than my king’s ideal knight,
‘Who reverenced his conscience as his king;
Whose glory was, redressing human wrong;
‘Who spake no slander, no, nor listened to it;
Who loved one only and who clove to her —’
(‘Dedication’ 1-10)

In Tennyson’s poems, King Arthur is an ideal ruler, knight and
gentleman, and a faithful husband. The poet’s dedication of the Idylls
was intended to console the Queen after the death of her husband Prince
Albert by implying that King Arthur is the image of the ‘blameless’
Albert. Prince Albert visited Tennyson on one occasion in May 1855
and the poet was moved by Albert’s friendliness: The Prince shook his
hand in a friendly fashion and said that he was in the neighbourhood and
had wanted to call when he heard that Tennyson lived there. Nervously,
Tennyson rummaged among the boxes and found wine to offer to the
Prince, but he was so taken aback by Albert’s informal friendliness and
by his own tardy arrival that he totally forgot to ask him to sit down.
The Prince talked to him ‘very gaily’ and asked one of his gentlemen to
pick a bouquet of the cowslips that grew on the untended lawn. When
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he left, he kept repeating that it was a very pretty place and that he
intended to bring the Queen to see it very soon.’

Prince Albert’s suitability as a dedicatee for the Idylls is two-fold: he
was both a faithful and devoted husband, and a royal figure. Tennyson’s
connection with the royal family is reflected in the new relationship
between the King and his people, which is depicted in the Idylls. A
king was supposed to be merciful and considerate to his people. This is
evident in the poem when:

Balin was bold, and asked

To bear her own crown-royal upon shield,

Whereat she smiled and turned her to the King,

Who answered ‘Thou shalt put the crown to use.

The crown is but the shadow of the King,

And this a shadow’s shadow, let him have it,

So this will help him of his violence! ’

‘No shadow’ said Sir Balin ‘O my Queen,

But light to me! no shadow, O my King,

But golden earnest of a gentler life!”

(‘Balin and Balan’ 195-204)

The distance between rulers and common people is shortened if the
ruler appears informal and humble and kind to his people, or if he is a
gentleman. Arthur’s kindness to Balin is reminiscent of Prince Albert’s
friendliness to Tennyson. There was no doubt that Prince Albert left
a good impression on Tennyson: ‘it is probable that the two men
[Albert and Tennyson] would have become closer had the Prince not
died young. The Queen’s kindness to Tennyson after Albert’s death
was a reflection of his feelings, but she was not capable of Albert’s
informality’ (Martin 403-404), argues Martin.

From Tennyson’s dedication of the Idylls to the Royal family, we may
catch a glimpse of how the Victorian royal household were viewed by
their people. Prince Albert is a gentleman, an ideal husband, as is King
Arthur. Albert was widely admired and respected for his ‘informality’,
a point echoed in Arthur’s character in the Idylls. Tennyson had
suggested in Idylls that ‘equality’ was to be pursued. This is also a
feature of his time. Girouard explains that Scott and Digby were ‘in
support of everything that was expressed in the word “democracy”:
trades unions, votes for all, cheap newspapers and education without
religion. For what, after all, could be more chivalrous than for a
gentleman to disregard his own self-interest and the interests of his
class, and fight for the rights of working men?’ (Girouard 68) How
Tennyson considered the idea of democracy was not quite clear, but we
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have clear clues that democracy and equality are viewed positively in
his poetry. Mason explains that, since the English were ‘a subtly graded
society in process of becoming more democratic’, and ‘their leaders
therefore laid increasing emphasis on minor aspects of social behaviour
which accentuated the grading’; these leaders were also ‘the rulers of
an empire for which they needed an imperial class of officers who must
appear impassive, god-like and impartial’ (Mason 148).

Tennyson, who was a great poet in fully grasping the situation of
his time, recreated King Arthur delicately by infusing into the figure
of a feudal king a modern flavor to appeal to contemporary tastes.
Tennyson succeeded in doing so, though he had to consider how to
achieve a balance between an emphasis on the King’s superiority and
the common people’s equality in his poems.

As time elapsed, changes took place politically and culturally too.
Accordingly the concept of a gentleman varied in turn. This change
is described by Philip Mason who observes of Squire Western in
Fielding’s novel Tom Jones, a Foundling , first published in 1749
that, before the French Revolution and the proclamation of equality,
Squire Western and his kind had known very well that ‘because of their
birth they were quite different from the common people’ therefore ‘a
gentleman could be familiar with his servants and talk bawdy to them’;
but once the great kingdom across the Channel had become a republic
where ‘all men were said to be equal, it became more necessary to insist
on difference — and the difference must be expressed in some way not
easily acquired’(Mason 145).

Tennyson’s talent is reflected in fulfilling his task of balancing a
king’s high position and that of the rest of society. Arthur is a wise
ruler: he is able to make his knights sing and believe that he as king
could ‘lift us from the dust’ (‘The Coming of Arthur’ 490). On the one
hand, Arthur is a God-like holy figure; on the other hand, he is trying to
humble himself to make others feel that he and his people are all equally
obedient servants of God: ‘we that fight for our fair father Christ’ (“The
Coming of Arthur’ 509). Besides Arthur’s kindness and consideration
to the people who are bullied by King Uther or soldiers wounded by
the Red knight, there are several other incidents in the poem in which
Camelot is presented as a place where men are created equal.

In the poem Pelleas and Ettarre, Pelleas falls in love with Ettarre
and wins her a prize. But Ettarre shows Pelleas no favour. So Guinevere
asks her the reason:
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‘We marvel at thee much,
O damsel, wearing this unsunny face
To him who won thee glory!” And she said,
‘Had ye not held your Lancelot in your bower,
My Queen, he had not won.” Whereat the Queen,
As one whose foot is bitten by an ant,
Glanced down upon her, turned and went her way.
(‘Pelleas and Ettarre’ 172-178)

Ettarre discloses Guinevere’s shameful secret love to Lancelot.
Tennyson has her speak boldly, as if her listener is not a Queen. This
dialogue seems unlikely between a supreme Queen and Lady Ettarre.
But it is quite possible to imagine as taking place in a democratic
society where all are equal. In Victorian England, many people were
striving for equality and democracy. As a result, it was necessary to
redefine what was meant by a gentleman. Philip Mason reflects upon
these changes:

It was in the nineteenth century that the concept came to be so
all-embracing and so demanding and took on with much greater
strength its moral overtones. But it had a much older pedigree,
running back to Chaucer and before. The Victorians did not invent
it, but they found it useful and developed it ... The Victorians,
though they were hardly aware of it, needed an imperial class,
men who were accustomed to give orders and to see they were
obeyed, and to do this with the minimum use of force, and with a
consideration for the governed that would inspire a minimum of
resentment.

(Mason 12)

The nineteenth century saw an increasingly widespread emphasis on
the concept of ‘equality’. Another virtue of the gentleman was also
emphasized: responsibility. Whoever a gentleman is, he should shoulder
his responsibility. Prince Albert was a person who gave himself entirely
up to the duties of his position and relieved the Queen from the burdens
of royalty. He himself wrote, in a letter to the Duke of Wellington
declining the command of the army, that his principle of action was to
‘sink his own individual existence in that of his wife, — to aim at no
power by himself or for himself, —to shun all ostentation,—to assume
no separate responsibility before the public’.% James Parton in Victoria
Queen of England, records that in 1868 the Prince defined his role as
follows: ‘I speak quite openly with the ministers on all subjects, so as
to obtain information, and meet on all sides with much kindness...I
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endeavor quietly to be of as much use to Victoria in her position as I
)7
can.

“The Victorians added the requirement that the gentleman must
be responsible; he must fulfill his obligations and live up to his own
standards. He should accept and exercise leadership’ (Mason 12-13),
Mason argues. Tennyson himself was not an exception in this regard,
Martin says: ‘Like most artists with a conscience, Tennyson was
plagued all his life with the conflicting claims of his duty to society, to
the world at large, and his duty to his own sensibilities’ (Martin 67). In
1892 a book named The Ideal of a Gentleman by the Rev Dr Smythe-
Palmer, was published. ‘But as the book develops the identification of
the gentleman and the Christian grows closer’ (Mason 218), Mason
continues to argue that a gentleman need to fulfill his duty as a
Christian does: ‘in the nineteenth century, a nation nominally, but not
wholeheartedly, Christian had set up an alternative code of ethics, the
behaviour proper for a gentleman. England contained a subtly graded
society, of which the upper and middle ranks had made of this code
of behaviour almost a religion — a sub-Christian cult’ (Mason 105).
Mason notes that Matthew Arnold (1822-88), poet and critic, agreed
with this idea:

The gentleman... the kind of gentleman Arnold tried to make —
lives in the world and has a part to play in society; indeed, he has
usually to exercise some degree of rule over others, distinguishing
one line of action from another, perhaps prescribing a course of
medical treatment, promoting one man and passing another by.
(Mason 219-220)

To put Arnold’s version of a gentleman another way, Mason adds:

A soldier is not made a gentleman by fighting; an officer is made
a gentleman by his duty to put the safety and comfort of the men
under his command before his own. And surely it is not learning,
but some element of responsibility for disinterested decision,
that ennobles, or ought to ennoble, the men who follow “learned
professions”.

(Mason 218)

I agree with Mason in his ideas on Arnold’s emphasizing of
responsibility. Arnold’s conception of the gentleman is similar to
Tennyson’s, as is suggested by Arthur’s own words. When his knights
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go out to seek the Holy Grail, the King considers that he himself must
carry on his duty:

Not easily, seeing that the King must guard
That which he rules, and is but as the hind
To whom a space of land is given to plow.
Who may not wander from the allotted field
Before his work be done; but, being done,
Let visions of the night or of the day
Come, as they will;
(‘The Holy Grail’ 901-907)

In Arthur’s oath, Christ is to be upheld. I agree with Mason in the
point that gentlemen should fulfill their duties like Christians. ‘But
many Victorian Englishmen, indeed most, were much less clear what
Christianity meant and believed rather vaguely that its main message
lay in ethical standards, which no one could quite live up to. They were
often inclined to talk and write as though to be a gentleman and to be a
Christian were the same thing’” (Mason 218), Philip Mason suggests in
his book The English Gentleman. In short, Tennyson’s gentlemen are
required to be faithful husbands and perform their duties like Christians.
These virtues are distinctively Victorian.

I

Tennyson’s gentlemen share similarities with those of his
contemporary writers Thackeray, Dickens and Trollope. In considering
the influence of previous writers on Tennyson’s conception of the
gentleman, we should not exclude medieval writers. Tennyson’s knights
are similar in some ways to those of Chaucer: ‘Chaucer’s perfect
knight is courteous to inferiors and what makes him “gentil” is that he
is generous, magnanimous to the defeated, to the poor, to the unhappy’
(Mason 55), as summarized by Mason. These virtues can also be seen
in the Idylls. But if Tennyson inherits some elements of his gentleman
knight from earlier writers, he adds a specifically Victorian colour of
his own: in particular as regards purity, equality, and Christianity.

A brief consideration of other writers of Tennyson’s period may
therefore be helpful while considering the contemporary understanding
of what makes a gentleman. William Makepeace Thackeray (1811-63)
in his lectures The Four Georges sought to define his conception of a
gentleman by asking questions:
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What is it to be a gentleman? Is it to be honest, to be gentle, to be
generous, to be wise, and, possessing all these qualities, to exercise
them in the most graceful outward manner? Ought a gentleman to
be a loyal son, a true husband and honest father? Ought his life to
be decent — his bills paid— his tastes to be high and elegant —
his aims in life lofty and noble ?

These virtues are close to those required for a gentleman in Arthur’s
oath which includes ‘no slander’, ‘noble deeds’, ‘high thought’, and
‘purest chastity’ (see page 9—10 above).

As is argued by Philip Mason, Charles Dickens’s Sir Leicester is
his version of a gentleman. Sir Leicester Dedlock, a major character
in Bleak House, is a crusty baronet, very much older than his wife and
very ‘out of date’ in the England of the 1830s. He knows nothing of
the secret past of his wife, Lady Dedlock, but loves her dearly. Mason
argues that ‘Dickens had, against his own initial intention, portrayed
a gentleman’ (Mason 125). Mason adds that Sir Leicester’s ‘noble
earnestness, his fidelity, his gallant shielding of her [wife of Leicester],
his general conquest of his own wrong and his own pride for her sake,
are simply honourable, manly and true’ (Bleak House 794).

I also agree with Mason’s analysis of the gentleman figure in the
novels of Anthony Trollope (1815-82):

No one has expressed more clearly than Trollope the feeling of
Englishmen in the middle of Queen Victoria’s reign that to be a
gentleman in the truest sense was to be initiated into a kind of order,
almost a religion, to be possessed of a quality that was enigmatic
and indefinable yet immediately apparent to everyone else.

(Mason 133-134)

Anthony Trollope was one of the most celebrated novelists of the
Victorian era, and he had his own take on what makes a gentleman.
To put it in another way, in Mason’s words, ‘About men Trollope was
one degree more prosaic. His heroes are faithful; indeed, fidelity is one
of the first qualities of a gentleman’ (Mason 137). That also means,
according to Mason, ‘Indeed, if a man is not faithful, once he has
declared himself, he forfeits the right to be called a gentleman’ (Mason
137). Plantagenet Palliser is the main character in the Palliser series of
novels by Anthony Trollope. Glencora Palliser, the Duke’s wife, tells
her confidant Mrs Finn that: “To him a woman, particularly his own
woman, is a thing so fine and so precious that the winds of heaven
should hardly be allowed to blow upon her...” 8 Plantagenet Palliser
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considers women, particularly his wife, ‘fine and precious’. He protects
them. In this way, Trollope’s gentleman is close to that of Tennyson.
Tennyson’s gentleman King Arthur considers it one of his prime
responsibilities to love and protect his wife. Even to a wife who has
committed adultery, Arthur fulfills his last duties as a husband. Arthur
reproaches his unfaithful wife with the following words:

True men who love me still, for whom I live,
To guard thee in the wild hour coming on,
Lest but a hair of this low head be harmed.
Fear not: thou shalt be guarded till my death.
(‘Guinevere’ 442-446)

Arthur charges his knights to protect Guinevere though she is an
unfaithful wife. As a gentleman husband, King Arthur keeps in mind
his responsibility to his wife. In short, Tennyson’s King Arthur shares
much with the gentleman as imagined by nineteenth-century writers
like Austen, Thackeray, Dickens, and Trollope.

In addition, there are some other aspects of gentlemanly behaviour
like male fellowship which were typically a sign of the Victorian age
not emphasized deliberately by the poet, but are nevertheless strongly
evident in the poem. In Idylls of the King, we can sense the strong
fellowship among knights, that is, the friendship among gentlemen.
For example, King Arthur and Lancelot, Pelleas and Gawain, Balin and
Balan, consider each other as trustworthy friends.

And when the thralls had talk among themselves,
And one would praise the love that linkt the King
And Lancelot— how the King had saved his life
In battle twice, and Lancelot once the King’s —
For Lancelot was the first in Tournament,
But Arthur mightiest on the battle-field —
(‘Gareth and Lynette’ 481-486)

This male friendship strikes Mason so much that he says:

It was a strange feature of the Victorian achievement that it owed
so much to men who had postponed marriage for so long that
they had come to prefer the society of boys or young men to that
of women and who lived in a close, affectionate friendship that
remained Platonic with their pupils in school and university or
with the young men in their regiments.

(Mason 167)
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Simon Gunn writes in The Public Culture of The Victorian Middle
Class about such gentlemen’s clubs: ‘Of all urban institutions the
most exclusive and impervious to change was the gentlemen’s club.
Throughout the “long nineteenth century” male social clubs remained
select and private institutions at the heart of an expanding public
sphere’ (Gunn 84). Tennyson participated in club life and enjoyed
companionship with his friends there. The friendship between Tennyson
and Arthur Hallam can best illustrate this point, for they had established
the ‘most celebrated friendship of that century’ (Martin 69). Hallam’s
sudden death shocked Tennyson greatly: ¢ A.T. improves greatly: has
evidently a mind yearning for fellowship; for the Joys of friendship and
love. Hallam seems to have left his heart a widowed one’.” Therefore
it is inevitable that Tennyson’s Idylls contains these features of the
companionship of gentlemen.

Nevertheless, and perhaps unexpectedly, while Tennyson’s
gentlemen enjoy male company, it is their attitude and behaviour
towards women that defines them. When rewriting his Idylls of the
King, Tennyson drew heavily on contemporary discussions of the
gentleman. In his poems we catch glimpses of his life as it was shaped
by his culture and by his own reading. His contemporaries, including
writers such as Scott and Digby, public figures such as Lord Eglinton,
painter, such as Dyce, and the poet’s own uncle, Charles Tennyson, all
contributed to the ideas and questions he had concerning King Arthur
and Victorian gentleman. In portraying his gentleman Arthur, the poet
drew on Malory as a source, but added something new, peculiar to
Victorian age. His gentlemen therefore have elements in common with
those of Dickens, Thackeray, Austen, and Trollope, a dedication to such
virtues as faithfulness, responsibility, Christianity.

Throughout his poetry, Tennyson continuously asserts the standards
to which a gentleman should aspire, those emphasized in Arthur’s oath
for the Round Table. Tennyson’s innovation in relation to the Arthur
legends was to present the heroes of Camelot as gentlemen in knights’
clothes. According to Tennyson, being a gentleman depends to large
extent upon how one deals with women. A gentleman is required to love
one woman only, to remain pure until he marries her, to protect her,
even worship her. The knights who violate the oath are not gentlemen.
Since Lancelot and Tristram commit adultery, they are not gentlemen.
King Arthur is an ideal gentleman, as well as an ideal knight. In creating
the poetry of the Idylls, Tennyson really gives us two contrasting views,
the first being his personal understanding of King Arthur as a Victorian
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gentleman and the second our glimpse of Victorian society through the
eyes of Tennyson. Providing his version of the gentleman, Tennyson’s
motive of reviving the Arthurian stories is revealed: through teaching
his contemporaries to be gentlemen, Tennyson intended to advocate
that women, particularly wives, should be respected and loved. Ward
Hellstrom proclaims that the Idylls is ‘uncongenial to the modern
temper’, for “Tennyson’s attempt to preserve for woman her traditional
role’ has ‘cast him on the losing side in the most revolutionary battle
of the nineteenth century — the fight for women’s rights’ (Hellstrom
133). As this article has shown, however, Tennyson’s exploration of
traditional roles addresses ideals of both male and female behaviour.
To see Tennyson merely as the ‘preserver’ of traditional roles
underestimates the ways in which he uses the Arthurian legends not to
avoid contemporary debates, but to take part in them.

Notes

Concerning Scott’s historical novel, Pat Rogers says in The Oxford Illustrated
History of English Literature that “Scott is usually said to have created the
historical novel. The most obvious requirement of a historical novel is that
it should be set in the past ... Scott, on the other hand, was a historian, and
the periods in which he set his novels were of significance in themselves. The
vividness with which Scott re-created earlier periods in his fiction actually
influenced the writing of history in the nineteenth century”.

John Sterling, review of Tennyson’s Poems (1842), Quarterly Review, Sept.
1842, 385-416. Rpt. in Tennyson: The Heritage, ed. John D. Jump (London:
Routledge and Kegan Paul, 1967)

Eastlake was secretary of Dyce. This was recorded in Dyce to Eastlake Royal
Archives, F30/60 (copy).

Mark Girouard uses this movement to explain how important virginity was in
Victorian age. The movement was included in Newman on Froude Apologia pro
Vita Sua (new imp. 1913), 24

5 Robert Bernard Martin records in Tennyson The Unquiet Heart that Albert
Prince had visited Tennyson. His kindness impressed the poet. After the death of
the Prince, Tennyson dedicated his Idylls to the Queen to console her and show
his devotion to the Royal family.

Information found at: Http:womenhistory. about.com, accessed October 6th,
2006.

Information found at: Http:womenhistory. about.com, accessed October 6th,
2006.

The quotation is from Trollope’s novel The Prime Minister, Chapter 56.
Clergyman John Rashdall was Tennyson’s friend. He and the Tennysons paid
constant visits to each other. Concerning Tennyson’s condition, he recorded on
16 January 1834 all their talks when Tennyson spent three days with him. The
quotation was from Rashdall’s diary which is in the Bodleian Library.
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Paul’s Growth in Sons and Lovers

Yan Guo

Sons and Lovers is a record of the soul’s stubborn persistence from
childhood onward. Appropriately, it touches upon whatever cultural
and psychological forces exert their influence upon a character’s
development. In essence, the novelist implicates every receptive cavity
of his hero’s being in order to demonstrate the self’s amplitude and
capability. Though written a decade before his essays on the novel,
Sons and Lovers gives “full play” to Lawrence’s depiction of Paul
Morel’s physical and spiritual growth, and we are likely to leave the
book with a fairly sound conception of his protagonist’s selfhood. It
comprises a lot of diverse but related properties: philosophical and
artistic tendencies, sexual love, masculine aggressiveness, intense
spirituality. Each of these gives its force to Paul’s character, but
they remain mostly minor variations on a much larger theme: Paul’s
own insight into life’s mysteries and his subsequent attempts ay self-
definition. Standing at the head of Lawrence’s canon, Sons and Lovers
prefigures the novelist’s later concerns and themes in its portrayal of
Paul’s knowledge about himself as he attempts definition through his
relation with others. He is not completely successful, but his struggle
may clarify for us many of the conflicts among characters in the later
works. In this essay, I aim to analyze the progress of Paul’s growth
from childhood into maturity, and the factors which influence his
growth. In the first section the young life and the early years of Paul
will be examined. Whether Paul observes the natural world from
sickbed or simply appreciates the inherent rights and boundaries of
other people and objects, he never once fails to retain a strong hold on
his own identity and its vital sources of potential being. In the second
section, Paul’s confronting with others and the influence of Miriam
will be analyzed. As one of major participants in Paul’s struggle as a
young man to find his way to sexual maturity and fulfillment, Miriam
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entangles Paul in a web of possessiveness and provides the most
formidable challenge to his personal integrity. In the third section,
Paul’s sexual experience and Clara’s importance to him will be
considered. What Paul learns from his experiences with Clara is the
important lesson in his realization of sense of self.

I

The young life of Paul revolves largely around his family. In his
effort to render faithfully all the vivid details and subtle rhythms of
working-class Britain at the turn of the century, Lawrence carefully
places his hero against a pulsating background of parental squabbles
and domestic trivia, and Paul’s growth understandably takes its cue
from this daily round of familiar sights and sounds. As the products
of a coarse, sensual, exceedingly inarticulate miner and his noticeably
literate, spiritual wife, Paul inherits a curious mixture of character traits.
In any event, Lawrence treats Paul’s youth as an extremely important
period. During these years Paul arrives at certain conclusions about
himself and his world; each new season not only consolidates an earlier
period of experience but also signals an opportunity to look forward.
In this manner Paul’s early biography supplies an important foundation
for his later experiences in the second half of the novel, where we see
him busily assimilating all he has learned earlier into an even broader
and conclusive identity, a noticeably sexual identity.

However, Paul possesses an identity long before the awakening
of sexual desire. Held down by biological and spiritual hardship, his
chastened spirit proves its resiliency over and over again; it is good,
solid stuff, firmly grounded in his healthy self-awareness and his
capacity to feel for others. His mother’s unhappy marriage cuts “the
boy keenly” and he repeatedly laments his inability to make it up to
her as “a sense of impotence”(p.67).! However, Paul never completely
falls prey to prolonged hopelessness. He is well aware of certain
resources of vitality deep in his being. There seems a shadow in his
youth which brings repeated illness and relentless outrage against
his parents’ disharmony, but he retains an admirable receptiveness.
His strong independence prevents emotional sluggishness. When he
recovers from a sudden bout with bronchitis, he does not surrender
to the usual feeling of isolation and wretchedness, but he locates a
feasible source of spiritual happiness just outside his bedroom window:

In convalescence he would sit up in bed, see the fluffy horses feeding
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at the troughs in the field, scattering their hay on the trodden yellow
snow; watch the miners troop home —small, black figures trailing
slowly in gangs across the white field. Then the night came up in dark
blue vapour from the snow.

In convalescence everything was wonderful. The snowflakes,
suddenly arriving on the window-pane, clung there a moment like
swallows, then were gone, and a drop of water was crawling down
the glass. The snowflakes whirled round the corner of the house,
like pigeons dashing by. Away across the valley the little black train
crawled doubtfully over the great whiteness.

(Part One, Chapter IV; 68)

We can see that Paul displays a detached, entirely appreciative sense of
his world. He neither wishes to participate in its pastoral graces nor to
change it any way whatsoever. He accepts it purely on its own terms.
It is simply perfect and inviolable, but it has refreshingly penetrated his
vigor, drawing him out of his burdensome flesh and stuffy isolation.

Paul brings this sensitivity to external reality to his aesthetic
appreciation of both animate and inanimate phenomena. Even the most
trivial matters offer him an opportunity to praise and respect what he
considers an object’s indelible grace and attractive capability. He does
not know any banality and exhaustion. Although his acquisition of a
seasonal passage ticket beckons him to exchange the comforts of home
and family for the responsibilities of the workday in the city, he derives
great pleasure, spiritual sustenance, from something as trivial as the
strong appeal of its insistent color:

On the Monday morning the boy got up at six to start work. He had the
season-ticket, which had cost such bitterness, in his waistcoat pocket.
He loved it with its bars of yellow across.

(Part One, Chapter V; 100)

The appeal of this object exists in its intrinsic assertiveness for Paul;
it literally speaks to him, informs him of the possibility of escape. In
paying tribute to its uniqueness, he is able to extract a moment of
pleasure from a morose occasion.

However, Paul’s healthy relatedness extends well beyond the world
of material objects, for he brings to his vision of the world a necessary
understanding of his own position in relation to others as well.
Endowed with a firm sense of outline and acute powers of observation,
he recognizes and respects the curious lives of others, their personal
paths and worldly endeavors, but insists on his own place within the
social macrocosm: “But he was proud within himself, measuring
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people against himself, and placing them, inexorably. And he thought
that perhaps he might also make a painter, the real thing. But that he
left alone.” (p.89) Again we note not only Paul’s healthy recognition of
others but also his insistence on respecting them as reliable standards
of measurement. Others exist in their own right. But their success
or failure in no way casts a shadow on Paul’s awareness of his own
potential, his spiritual and aesthetic inclinations. Inexperienced and
sometimes rather shy, Paul shrinks from even the slightest threat, the
slightest increase in voice or gesture, in his early confrontations with
strangers, oppressive phantoms who orchestrate the unfathomable
rhythms of the social machine. Cringing before one of these phantoms,
his future employer, Paul passes off as his own a resume he has copied
from his brother’s fail-safe standard. The ensuing drama takes on
farcical proportions:

At that moment he was occupied in two ways: first, in feeling guilty
for telling a lie, since William had composed the letter; second, in
wondering why his letter seemed so strange and different, in the fat,
red hand of the man, from what it had been when it lay on the kitchen
table. It was like part of himself, gone astray. He resented the way the
man held it.

(Part One, Chapter V; 94)

Paul fully realizes the folly of his little deception, but he also resents
the older man’s insensibility to whatever vestiges of himself, whatever
pieces of Paul Morel, reside in the document. To Paul’s mind, the self
deserves respect in even its most extraneous forms; the letters on the
page, bearing the stamp, the sheer pressure of their director in every
straight line, loop, and curve, for they are offered as the linguistic
embodiment of earnest hopes and romantic aspirations. In short, they
represent the displaced inclinations of his heart.

Paul’s strong nature provides resiliency to pull him through the rites
of passage at Jordan’s Surgical Appliance Company after some initial
awkwardness and ambiguity. Beginning as a spiral clerk, he soon
masters the rthythms of the workshop, earns a healthy degree of respect
as an independent workman from his superior, and even becomes a
great favorite among the establishment’s female element. Connie, a
professional seamstress with “mane of red hair” and “face of apple-
blossom” (p.110), not only inspires feelings of tenderness in Paul
but also finds artistic immortality in one of the lad’s most romantic
sketches:
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And later on he had a sketch he prized very much: Connie sitting on
the stool before the wheel, her flowing mane red hair on her rusty black
frock, her red mouth shut and serious, running the scarlet thread off the
hank on to the wheel.

(Part One, Chapter V; 110)

We need not analyze his endeavor as an act of pure self-expression. It
is nothing of the kind. In taking advantage of his subject’s impressive
beauty and poise, Paul simply affirms the integrity and uniqueness of
another human soul.

So far, Paul’s youthful attempts at definition accord well with
Lawrence’s central concern throughout the Phoenix essays: the gradual
differentiation of the self from its immediate environment. Paul never
fails to retain a strong hold his own identity and its vital sources of
potential being. He is also sensitive to his own creative powers, his
painting and sketching, and openly shares his aesthetic visions with
others. His sketch of Connie clearly shows that Paul does not make
of his own finitude a house of imprisonment. Rather it indicates his
willingness to extend himself to others as a gesture of courageous
kindness and sympathy.

II
At this early stage of his life Paul is not yet fulfilled. It is quite fair
to say that he does not yet possess an identity in the full Lawrencean
sense of the word.

Daniel J. Schneider, adducing the essential components of Lawrence’s
characteristic plots, clearly forecasts Paul’s development during the
second half of the novel:

In Lawrence’s novels, generally speaking, a soul is threatened by forces
hostile to its development, or an injured soul, incapacitated by hostile
forces, struggles to heal itself and to awaken to new life. The conflict
in such novels arises initially from the protagonist’s attraction to others
who seem to promise liberation and fulfillment and then from the
protagonist’s fear of annihilation in a destructive love relationship. 2

Lawrence gives these thematic dynamics full by placing Paul within
a complicated matrix of sexual ignition. The principal members
he confronts in the matrix act as determinants of his very being—
Gertrude Morel, Miriam Leivers, and Clara Dawes all impinge upon
the young man’s soul, each woman leaving her distinctive signature.
Having lost her eldest son, Mrs. Morel roots all her aspirations and
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highest ideals in young Paul, whose youthful frailty and reciprocative
love ironically strengthen her fairly possessive maternal instincts. Yet
she is not the principal determinate of Paul’s character. In terms of
the novel’s bulk and thematic drive, Miriam’s ability to influence Paul
surpasses that of Mrs. Morel.? It is she who entangles Paul in a web
of possessiveness and provides the most formidable challenge to his
personal integrity. In short, Miriam presents the strongest block to
Paul’s difficult path to self-definition. In order to protect himself from
impending spiritual and physical destruction, he must first intuit the
nature of her subtle conspiracy, articulate his findings in appropriate
terms, and finally, arrive at an even clearer understanding of himself
and his relation to others. Critical opinion on Miriam has seldom
wavered over the past years. The verdict is unanimous. The language
of possessiveness dominates virtually every account of her nature.
Mark Spilka sees her as a forerunner of such later vampiric characters
as Hermione Roddice and Gudrun Brangwen.* Supplying one of the
most popular interpretations of the novel, Dorothy Van Ghent speaks
of Miriam’s “blasphemous possessorship”.” Other prominent scholars
register similar verdicts as well (Daleski and Sagar).® Daniel Albright
discusses Miriam as a soul-sucking creature’ and Daniel J. Schneider
sees her as “a serious threat to his vitality”.® In any event, what these
severe comments make clear is Miriam’s destructive influence and its
impending danger for Paul.

In spite of such critical harmony, most commentators tend to
underestimate the perverted nature of Miriam’s perspective on Paul,
who finds himself literally diffused and strange whenever he is in her
presence. Miriam’s attempt to spiritualize Paul is not by any means a
purely unconscious act of will, and it is rather part of a subtle plan to
fill up her own feeling of vacancy and ambivalence. Her behavior is
blasphemous in every sense of the word because she not only exceeds
her own boundaries but also trespasses over those of Paul Morel.

From the beginning Miriam cannot see Paul as a separate entity
in his own right. Having spent her life in an atmosphere of rural
simplicity and religious reverie, she treats Paul as something novel, a
messenger from another world whose “poor morsel of learning exalted
him almost sky-high in her esteem” (p.144). His striking amplitude
contrasts sharply with Miriam’s feeling of ineptitude and uncertainty:
“Even her soul, so strong for rhapsody, was not enough. She must have
something to reinforce her pride, because she felt different from other
people” (p.144). Desperately seeking some form of compensation for
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such feelings, she lovingly smothers Paul with the compact aggressiveness
and fixed will of a ruthless hawk going after its helpless prey:

Then he was so ill, and she felt would be weak. Then she would be
stronger than he. Then she could love him. If she could be mistress of
him in his weakness, take care of him, if he could depend on her, if she
could, as it were, have him in her arms, how she would love him!

(Part two, Chapter VII; 144)

Paul succumbs to her influence, unconsciously yields more and more
to Miriam’s consuming spirituality, teaching her foreign languages,
tutoring her in arithmetic, telling her secrets of his heart. Together
they roam the sunny meadows and flowered patches of the English
countryside, gathering their impressions of Nature’s bounty and holding
on to them for further appreciation. During these jaunts Paul’s aesthetic
inclinations find full confirmation in Miriam’s high spirituality. As
their friendship deepens, Miriam’s influence clearly takes on muse-like
proportions: “A sketch finished, he always wanted to tale it to Miriam.
Then he was stimulated into knowledge of the work he had produced
unconsciously” (p.158). But the scales of experience are always tipped
in favor of Miriam’s perspective. Their excursion to Hemlock stone,
a neighboring site of natural beauty and historical relevance, is a case
in point. Having invited several other friends on the trip, Paul rightly
officiates informally as their group leader and organizer, sharing their
excitement and reflecting their various activities. In doing so he briefly
absents himself from Miriam, who resents his sudden autonomy as a
thing apart from herself:

He had not seemed to belong to her among all these others; he was
different then—not her Paul, who understood the slightest quiver of
her innermost soul, but something else, speaking another language
than hers. How it hurt her, and deadened her very perceptions. Only
when he came right back to her, leaving his other, his lesser self, as she
thought, would she feel alive again.

(Part Two, Chapter VII; 165)

Miriam is not self-sustaining; only by living through Paul can she find
partial piece of mind. She causes a festering psychological ambiguity
in Paul:

With Miriam he was always on the high plane of abstraction, when his
natural fire of love was transmitted into the fine steam of thought. She
would have it so. If he were jolly and, as she put it, flippant, she waited
till he came back to her, till the change had taken place in him again,
and he was wrestling with his own soul, frowning, passionate in his
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desire for understanding.
(Part Two, Chapter VII; 173)

What needs emphasizing here is Paul’s growing awareness of his
companion’s immoral folly. We recall that Paul holds a firm grip on
his own self; he is aware of his own limits and potential. He doubts
neither aspect of his being. So he finds it difficult to accept what he
intuits as possessive tendencies in Miriam. Paul is unsure of their
deepening relation. He tries desperately to accept with his conflicting
feelings, looking for some feasible articulation of his inner torment.
It is characteristic of Paul to couch his intuitive displeasure in purely
aesthetic terms, architectural terms at this point in the novel:

He talked to her endlessly about his love of horizontals: how they, the
great levels of sky and land in Lincolnshire, meant to him the eternality
of the will, just as the bowed Norman arches of the church, repeating
themselves, meant the dogged leaping forward of the persistent
human soul, on and on, nobody knows where; in contradiction to the
perpendicular lines and to the Gothic arch, which, he said, leapt up at
heaven and touched the ecstasy and lost itself in the divine. Himself,
he said, was Norman, Miriam was Gothic. She bowed in consent even
to that.

(Part Two, Chapter VII; 177)

From the above we see clearly the aptness of Paul’s curious analogy: in
embracing the heavens, a life of pure spirituality, Miriam relinquishes
her ties to mortal existence, the joys, troubles, sensual pleasures. In
short, she gives up the essential components of a complete, fulfilling
life. Paul senses Miriam’s insistence in almost every area of his
life, leaving him unable to act on his own as a completely separate
individual: “It irritated him that she peered so into everything that was
his, searching him out” (p.201). She hangs his sketches on her wall,
keeps his photograph on the mantelpiece, and even enlists the aid of
a friend to keep tabs on Paul’s activities at Jordan’s factory. She can
neither accept nor consider his right to remain free of her influence.
But her conspiracy soon becomes deadly serious. Increasingly aware
of Paul’s budding desire, Miriam devises a little test to determine
just how promising and valiant Paul’s better nature, his spiritual
side, really is. She invites him to meet Clara Dawes, a slightly older,
disillusioned suffragette who is separated from her husband. Noticing
Paul’s attraction to the older woman, Miriam decided to stage a kind of
psychological battlefield for Paul’s contesting natures:

Yet he was keen to know about her. Well, he should put himself to the
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test. She believed that there were in him desires for higher things, and
desires for lower, and that the desire for the higher would conquer. At
any rate, he should try. She forgot that her ‘higher’ and ‘lower’ were
arbitrary.

(Part One, Chapter VIV; 228)

Her conduct is both cruel and selfish, for it actually ignores Paul’s
wholeness, his capacity for full emotional responsiveness. Inrecognizing
only his higher side, Miriam denies the very source from which he
derives his assertiveness and spontaneous warmth. Ironically, Paul’s
lesser nature, his need for sexual expression, erupts whenever he is in
the presence of Clara, whose attractive figure and mysterious aloofness
draw him much. It is literally impossible for him to act in any other
manner: his emotional needs have been kept under tight rein by Miriam,
who has actually “starved” his sensual life.® Paul seeks out Clara as the
capable embodiment of all his pent-up yearning and passion.

I

Lawrence’s comparative observations of Paul’s sexual relations with
Miriam and Clara give thematic force and unity to the novel. Paul’s
consummation of relationship with Miriam and Clara will be examined
in this section. First I would like to show the episodes which clearly
give us the contrastive impression of their relationship.

It is interesting to see how Lawrence’s suggestive imagery handles
the beginning moments of doubt in the relationship between Paul
and Miriam, as well as how it renders the warmth and color of those
moments of love which Paul and Clara willingly share:

The long breakers plunged and ran in a hiss of foam along the coast.
It was a warm evening. There was not a figure but themselves on the
far reaches of sand, no noise but the sound of the sea.... Everything
grew very intense. It was quite dark when they turned again.... The
country was black and still. From behind the sandhills came the
whisper of the sea. Paul and Miriam walked in silence. Suddenly he
started. The whole of his blood seemed to burst into flames, and he
could scarcely breathe. An enormous orange moon was staring at them

‘Ah!’ cried Miriam, when she saw it.
He remained perfectly still, staring at the immense and ruddy moon
.. His heart beat heavily, the muscles of his arms contracted.

‘What is it?” murmured Miriam, waiting for him.

He turned and looked at her. She stood beside him, for ever in
shadow. Her face, covered with the darkness. She was slightly afraid—
deeply moved and religious. That was her beat state. He was impotent
against it. His blood was concentrated like a flame in his blood. But
he could not get across to her. There were flashes in his blood. But
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somehow she ignored them. She was expecting some religious state in
him.... The crisis was past.

He did not know himself what was the matter. He was naturally so
young, and their intimacy was so abstract, he did not know he wanted
to crush her to on his breast to ease the ache there. He was afraid of
her....

As they walked along the dark fen-meadow he watched the moon
and did not speak. She plodded beside him. He hated her, for she
seemed in some way to make him despise himself....

He loved to think of his mother, and the other jolly people.

(Part One, Chapter VII; 178-179)

The “blackness™ and “stillness” of the landscape suggest the state
of a physical landscape, but they also refer to the manner in which
a character—cold to the point of seeming “religious” —reacts to it
and forces another to react in a similar fashion. Miriam belongs to
the “black and still” country and remains “for ever in shadow.” She
can respond to the “enormous orange moon” and to Paul’s state of
passion, only by either ignoring them or merely asking a tame “What
is it?” Lawrence’s mildly ironical insertions ( “She was slightly afraid
—deeply moved and religious. That was her best state.” / “She was
curious about him. The crisis was past.”) are not only pointers to his
own authorial sympathy for Paul’s state of utter helplessness; they are
also fairly conclusive comments on Miriam’s limitations.

It is significant that Lawrence should have chosen the same natural
background for the Paul-Clara episode. The difference, however, are
well marked, and perhaps nowhere more so than in the metaphoric
luxuriance of the prose. If in the Paul-Miriam episode, the theme
is imprisonment and suppression, here the themes are exposure and
abundance. Both nature and the two human figures seem to be filled
“strong with the sweeping relentlessness of life”:

The grey of the dawn, the far, desolate reaches of the fenland
smitten with winter, the sea-meadows rank with herbage, were stark
enough to rejoice his soul. As they...looked round at the endless
monotony of levels, the land a little darker than the sky, the sea
sounding small beyond the sandhills, his heart filled strong with the
sweeping relentlessness of life....

They shuddered with cold; then he raced her down the road to the
green turf bridge. She could run well. Her colour soon came, her
throat was bare, her eyes shone. He loved her for being so luxuriously
heavy, and yet so quick. Himself was light; she went with a beautiful
rush. They grew warm, and walked hand in hand.

A flush came into the sky, the wan moon, half-way down the west,
sank into significance. On the shadowy land things began to take life
... The long waste of foreshore lay moaning under the dawn and the
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sea; the ocean was a flat dark strip with a white edge. Over the gloomy
sea the sky was red. Quickly the fire spread among the clouds and
scattered them. Crimson burned to orange, orange to dull gold, and in a
golden glitter the sun came up...

The breakers ran down the shore in long, hoarse strokes. Tiny
seagulls, like specks of spray, wheeled above the line of surf. Their
crying seemed larger than they.... They had alone the space of all this
level shore, the sea, and the upcoming sun, the faint noise of the waters,
the sharp crying of the gulls.

(Part Two, Chapter XII; 353-354)

The entire landscape seems supernaturally alive, as though every
natural thing is full of anxious, nervous activity. And although the
ocean still remains “a flat dark strip” as in the earlier episode, value is
now being located elsewhere —at those places where bright colours,
like emotional moods, follow each other in a spontaneous fashion.
The “flush” that appears on the sky passes through several transitional
colours—red, crimson, orange, dull gold—before the sun comes up
in a “golden glitter.” With the variety of moods and the elation of the
spirit which Paul and Clara experience now, go the tiny but sharp-
crying seagulls, the “faint noise of the waters.” Everything seems to
be filled with a mysterious activity. Physical and emotional landscapes
overlap and influence each other and supplement each other’s quality
and intensity, even as the lovers wholeheartedly expose themselves to
the beauty and grandeur of the moment.

The consummation of relationship with Miriam occurs in two
urgently dramatized passages. Both experiences are outright failures,
although Paul does learn a great deal about destructive relations from
his intimacy. Lacking almost any signs of sexual response, repressing
the very vitality of her female desires, Miriam offers herself to Paul
as a literal human sacrifice. She rationalizes her loss by thinking of it
as pure ritual, a most disturbing necessity of human experience. Paul
feels great release during their first intimacy, but Miriam’s passivity
throws an almost tragic veil of sadness over the entire event: “Now he
realized that she had not been with him all the time, that her soul had
stood apart, in a sort of horror. He was physically at rest, but no more.
Very dreary at heart, very sad, and very tender, his fingers wandered
over her face pitifully” (p.284). Paul finds himself a stick figure, an
only participant in what is ideally the most vital and life-affirming
exchange between man and woman:

He had always, almost willfully, to put her out of count, and act from
the brute strength of his own feelings. And he could not do it often,
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and there remained afterwards always the sense of failure and of death.
If he were really with her, he had to put aside himself and his desire. If
he would have her, he had to put her aside.

(Part Two, Chapter X; 288)

Their sexuality brings about disunity rather than unity; there is no
healthy give-and-take, no real relatedness between them. It is clear that
Miriam never once relinquishes her hold on Paul, who hates her for
taking “all” and giving “nothing” (p.293), for having sucked his soul
from his body and offering nothing in return.

Paul’s consummation of relationship with Clara is strikingly different,
however. Clara embraces sexual intercourses as an opportunity to
affirm and celebrate the deep reservoir of desire between man and
woman. There is nothing sacrificial about it for her. It is a fact, a
natural aspect of any deeply satisfying, vitally charged sexual union
between two people. Since both lovers act as full-fledged participants
during intimacy,'® their mutual passion takes on suggestions of divine
accord, of universal resonance. In this manner, Paul and Clara become
representatives of the “macrocosm”.!! Their act implicates the unheard
rhythms and unseen graces of the universe:

It was all so much bigger than themselves that he was hushed. They
had met, and included in their meeting the thrust of the manifold grass-
stems, the cry of the peewit, the wheel of the stars.

(Part Two, Chapter XII; 351)

Clara and Paul disagree about themselves, finding the most trivial flaws
and quirks in each other’s characters. But they are both aware of the
deep importance, the gift which forms the heart of their most intimate
moment:

To know their own nothingness, to know the tremendous living flood
which carried them always, gave them rest within themselves. If
so great a magnificent power could overwhelm them, identify them
altogether with itself, so that they know they were only grains in the
tremendous heave that lifted every grass-blade its little height, and
every tree, and living thing, then why fret about themselves? They
could let themselves be carried by life, and they felt a sort of peace
each in the other. There was a verification which they had had together.
Nothing could nullify it, nothing could take it away; it was almost their
belief in life.

(Part Two, Chapter XII; 351)

In exchanging their most dynamic and passionate selves, they give freely
the gift of life to one another, experiencing at least temporary fulfillment
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through each other. Lawrence includes the word “grains” only pages
later in his narration of Paul’s interior reflection in the result of passion.
Surveying the Lincolnshire coast, he observes Clara’s tiny figure in the
water, ““ ‘lost like a grain of sand in the beach—just a concentrated
speck blown along, a tiny white foam-bubble, almost nothing among
the morning’” (p.355). He goes on to clarify his observations even
further in a moment of intense soliloquy:

“What is she, after all?” he said to himself. “Here’s the sea-coast
morning, big and permanent and beautiful; there is she, fretting, always
unsatisfied, and temporary as a bubble of foam. What does she mean
to me, after all? She represents something, like a bubble of foam
represents of sea. But what is she? It’s not her I care for.”

(Part Two, Chapter XII; 355)

Paul transforms Clara into “a part of the sea”,'?2 and he struggles
desperately to understand his position in relation to her. She is not
lost but distinctive in her watery immersion, a tiny speck, a grain, ever
diminishing in clarity of outline and size but still integral and complete,
compact against the blurring background, the immense horizon of sea
and sky. Paul realizes Clara’s importance to him as a doorway to the
infinite, heaven’s mysteries, and she does indeed place him in contact
with the sources, the vital springs of the natural world.!* The eternal, the
infinite, is not possible without the individual. This is what Paul learns
from his experiences with Clara. Their affair has been successful
largely because of their ability to retain their individual identities. Paul
commands a much clearer and finer sense of self, of differentiation
after his passionate exchange with Clara. In this manner they have
independently confirmed each other’s souls through tentative union.
We cannot consider Paul’s relationship with Clara as a complete
victory. In the novel’s concluding part their relationship dwindles and
Mrs. Morel’s death flings Paul into a morose period of spiritual drift
and darkness. However, we have already seen Paul’s growth from
childhood into maturity no matter what kind of knowledge he has
obtained along the way. Some readers have felt that the summoning
up of resolution to go on living that is Paul’s final stance is illogical,
that the novel has not prepared for this conclusion. Yet the whole
tenor of the novel is for life. The forces for life innate in Paul can be
seen to take over by default. In any event, the novel is only vaguely
affirmative. What Paul will do hereafter, what wholeness of being
he may achieve, is left up in the air. If we are not sure that his walk
“towards the city” is an indication of hopefulness and renewal, but at
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least, in my opinion, he walks with a finer sense of self, a clear sense of
his place in the world.
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1 Introduction

This section will introduce the rationale for, and the aims of, this
study with a brief overview of the sections of the article.

1.1 Rationale for the study

Since 1987, team teaching has been introduced into English
language teaching in Japanese secondary schools through the Japan
Exchange and Teaching (JET) Programme. This programme was
created by the Ministry of Education, Science, Sports and Culture
(Ministry of Education) in order to promote English language
education and is managed by the Council of Local Authorities for
International Relations (CLAIR). At that time, it was believed that,
through team teaching, teachers could develop their teaching abilities
professionally, and that students’ language competency might benefit
from the interaction between the native assistant language teacher
(ALT) and Japanese teacher of English (JTE).

However, team teaching does not always bring solutions. For
example, team teachers may not always work together as the literature
suggests. Students also may not benefit from the interaction between
the team teaching partners. These issues remain unresolved. Therefore,
this study investigates team teaching in the following aspects.

Firstly, team teaching provides a supportive environment for the
team teachers, but entails a more complicated relationship between
partners. This has an effect on the teachers’ teaching behaviour. This
study focuses on the differences in their perceptions of team teaching
and the nature of their co-operation in practice.

Secondly, compared with single teaching, team teaching creates
various types of classroom environment for students. This study
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examines how the team teaching situation promotes students’ learning.

Finally, this study focuses on the characteristics of native speaking
(NSTs) and non-native speaking teachers (NNSTs), and considers the
benefits of team teaching between NSTs and NNSTs. Collaborative
teaching by NSTs and NNSTs brings lots of benefits for the students in
the English as a foreign language (EFL) classrooms. This study focuses
on how the combination of Japanese teachers of English (JTEs) and
Assistant language teachers (ALTs) promote students learning with
making full use of their strengths.

1.2 Aims of the Study

The main aims of the study are:

1. To examine how JTEs and ALTs perceive team teaching and how
they actually co-operate in Japanese EFL classrooms.

2. To examine how JTEs and ALTs attempt to promote students’
learning and how their students participate in their team teaching.

3. To analyze what kind of interaction are constructed 1) between
team teachers, 2) between teachers and students, and 3) among
students.

4. To discuss the characteristics of NST and NNST, and consider the
benefits of team teaching between NST and NNST.

1.3 Organization

This article is divided into seven sections. Following this
introduction, section 2 introduces the background to this study, in
particular, concerning the JET Programme and team teaching in the
EFL classroom in Japan. Section 3 reviews the literature available
on theories on collaborative teaching. Section 4 describes the
methodology, data collection procedures, and also limitation to this
study. Section 5 outlines the findings from the interview conducted
with participants. Section 6 summarizes findings of the team teaching
class observation. Section 7 will combine the result of the interviews
and observations, attempted to illuminate the findings and finally,
explore some implications.

2 Background

This section will describe the purpose of the JET Programme, the
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disparity between the government policies and school practice and
Japanese upper secondary school students’ attitude toward learning
English.

2.1 The JET Programme and the Course of Study of 1989

The Japanese government started the Japan Exchange and
Teaching (JET) Programme in 1987, inviting 848 native speakers
of English from four countries, the United Kingdom, United States,
Australia and New Zealand. According to the JET Programme
General Information Handbook (CLAIR, 2006:13), the programme
expects the participants to contribute not only to promote international
exchange but also to help to improve foreign language education at the
community level in Japan. The JET participants are mainly employed
as assistant language teachers (ALTs), and, generally, ALTs teach
English with Japanese teachers of English (JTEs) in public secondary
schools. The numbers of the JET participants is growing, and 5,853
native speakers of English from forty-four countries participated in the
programme in 2005.

In Japanese EFL education, the most notable reform is the revised
Course of Study of 1989. According to the overall objectives of the
revised Course of Study for foreign language (English) at the Japanese
secondary schools levels,

To develop students’ basic ability to understand a foreign language
(English) and express themselves in it; to foster students’ positive
attitude towards communicating a foreign language (English), and
to deepen their interest in language and culture, thus establishing a
foundation for international understanding.

(Wada, 1994:14)

Before this revision of 1989, the grammar-translation method and
reading and writing-oriented courses were mainly conducted in
Japanese EFL classrooms. However, this reform started to focus
on students’ communicative abilities and socio-cultural awareness
(Browne and Evans, 1994:19). As Crooks (2001:32) points out, the
Ministry of Education, Science and Culture wanted Japanese teachers
of English to ‘shift from the grammar-translation approaches popular
in Japanese school to a more communicative-based methodology, with
the AET’s native-speaker abilities being utilized to achieve this aim’.
It is obvious that the government considers the JET Programme as a
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breakthrough in the revised Course of Study of 1989.
2.2 The disparity between government policies and school practice

In the last decade, the government introduced epoch-making
reforms: the JET programme and the revision of the Course of Study.
However, the adoption of CLT in Japanese EFL classrooms has not
been easy (Gorsuch, 2000:701, Hiramatsu, 2005:113). Some researches
on the JET Programme explain the reasons as follows: ‘there is a gap
between the ideals of CLT and the reality of the entrance exams, which
focus on grammar, reading, and translation’ (Hiramatsu, 2005:116,
McConnell, 2000:83). Crooks (2001:37) argues that the content of
university entrance exams could be addresses through CLT, but it
is still to be expected that upper secondary teachers would draw on
traditional grammar-translation method to ensure that students pass
the exams. Porcaro (2004:82-83) points out the JTEs’ unfamiliarity
with communicative teaching language teaching, because of lack of
formal teaching training; therefore, as Browne and Wada (1998:105)
explains, a wide gap exists between the communicative goals and
actual classroom practice. According to Browne and Evans (1994:18),
the typical team-taught lessons between the JTE and ALT in Japanese
secondary schools involve ALTs assisting in the teaching of course
book lessons, and such lessons generally consist of reading aloud,
leading whole class choral exercises, modelling pronunciation,
providing model sentences for target grammatical structures, and
correcting the use of those structures. As Ellis points out in an
interview (Kluge, 1997:7), one of the big problems is that learners are
simply not exposed to spoken English, and they only hear Japanese
in the classes. In these learning situations, even though team-taught
lessons between the JTE and ALT were implemented, students would
spend most of their time writing down and memorizing the teachers’
explanations of difficult grammar points in Japanese (Browne and
Evans, 1994:20). It is difficult for students to have any opportunities
for interaction with the ALTs as well.

Helping to internationalize Japanese students is one of the
important goals of the JET programme. However, there is a gap
between the ALT and their actual teaching situations. As Browne and
Evans (1994:23) explain:

An ALT cannot function successfully as an intercultural informant
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simply by saying something like: “I am going to tell you about
myself and my country and then you are going to tell me about
yourself and Japan”, and then expect to begin an extended
conversation with students.

In recent years, the government announced some policies for
foreign language education in order to resolve these above problems.
According to the current Course of Study of 2003 at the upper
secondary school level, the overall objectives are as follows:

To develop students’ practical communication abilities such as
understanding information and the speaker’s or writer’s intentions,
and expressing their own ideas, deepening the understanding of
language and culture, and fostering a positive attitude toward
communication through foreign languages.

(MEXT, 2003a:7)

This indicates how to develop students’ communication abilities more
concretely than the Course of Study of 1989.

The Ministry of Education also places greater emphasis on the
importance of internationalization as follows:

Great emphasis will be placed on the education that encourages
children to appreciate different cultures open-mindedly and develop
capabilities and abilities to live in harmony with people of different
cultures and customs. At the same time, children will be inspired to
be proud of and feel love of Japanese history, culture and tradition
as well as deepen their understanding of those.

(MEXT, 1998:20)

In order to fulfil the policy, the JTE and ALT are expected provide an
opportunity for developing intercultural awareness with the students.
In the Course of Study of 2003, the Ministry of Education suggests that
‘classes conducted in co-operation with native speakers, etc. should be
positively adopted to develop students’ communication abilities and to
deepen their international understanding’ (MEXT, 2003a:14).

Furthermore, in 2003, the Ministry of Education came out with a
new policy called as ‘an action plan to cultivate Japanese with English
abilities’. This emphasizes the importance of improving 1) English
classes 2) teaching abilities of English teachers, and 3) selection
system for school and university applicants in order to cultivate
students’ basic and practical communication abilities.

Firstly, regarding the improvement of English classes, the majority
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of an English class should be conducted in English, and activities
where students can communicate in English should be introduced.
This improvement also emphasizes that in English classes, instruction
mainly based on grammar and translation or teacher-centred classes, is
not recommended.

Secondly, regarding improving the teaching ability of English
teachers, Japanese teachers of English should acquire English skills
and the teaching ability to be able to conduct activities where English
is used as a means of communication. Team teaching with the ALT is
highly recommended for this improvement; this plan suggests that a
native speaker of English should attend English classes at secondary
schools more than once a week.

Finally, with regard to improvements in the evaluation system for
selecting school and university applicants, an appropriate evaluation
of communication abilities must be conducted for the purpose of
fostering communication abilities in English. For example, utilization
of listening tests should be encouraged for an entrance examination
to university. In 2006, the University Centre Examination, where all
national and public, and some private universities carry out a common
examination before each university conducts individual exams,
introduced a listening test. Furthermore, this new policy suggests that,
in upper secondary schools, oral interview exams in English should
be included in the entrance examination, in addition to the listening
tests already given by all prefectures; lower secondary schools focus
on speaking and listening, and so upper secondary schools should give
consideration to these abilities (MEXT, 2003b:5,7,9).

The Ministry of Education has reformed some policies for
teaching English in order to meet the demands of the times. These
reforms could encourage JTEs to change their teaching methods and
have a more positive attitude towards team-taught lessons with ALTs.
However, it remains an unsettled question whether the teachers could
carry out these government suggestions within their daily practice,
as there still seems to be a disparity between these policies and some
actual teaching situations in Japanese EFL classrooms.

2.3 Students
In Japanese upper secondary schools, some students lack

confidence in their English ability because of the traditional grammar-
translation teaching method and the lessons focused on drills for the
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selection examination. Students tend to think studying English is
very important only in order to pass the university or college entrance
examination, which includes English as a compulsory subject.
Japanese students have various feelings about English according to
their backgrounds and planning for the future. However, if they can
speak English with people from other cultures, they may be happy to
actually feel able to communicate in English.

Generally, Japanese upper secondary school students are interested
in different cultures. In the last decade, the words ‘internationalization’
and ‘globalization’ seemed to have spread throughout Japanese society,
and many students are aware of the importance of English for the
purpose of communication. However, Japanese students study English
in monolingual classrooms, and sometimes do not have opportunities
for using English both inside and outside the classroom. As a result,
they tend to be poor at coping with unexpected situations requiring
English. This places them at a great disadvantage, if they live abroad
or stay in multicultural environments.

According to a recent survey conducted by the Ministry of
Education (MEXT, 2005:2), the percentage of Japanese students
who advanced to junior college and university of 2005 is 47.3%.
Recently, university students have had opportunities for studying in
foreign countries through the exchange system, and this has become
very popular in Japan. Therefore, it is increasingly very important
for Japanese students to express and exchange their opinions with
people who have different backgrounds. Unfortunately, sometimes,
it is true that some Japanese university students tend to be shocked
and confused in foreign countries because of the language problem
or cultural differences. This problem could not only be caused by
individual personalities but also their language learning experiences.

Gray and Leather (1999:17, 41) comment on Japanese students’
tendencies with regard to listening and speaking. The Japanese
educational system values accuracy and certainty, and therefore,
when they listen to native speakers of English, the TV and radio,
Japanese students tend to want to understand every single word. When
this is impossible, students often become tense, and finally, end up
understanding less and less. In speaking, trying to be accurate can
often make Japanese students tense and then, lead them to produce
stilted language. Compared with these Japanese tendencies, Western
people are typically fond of talking spontaneously. If Japanese students
become so sensitive when speaking to Western people appropriately,
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they often lose the opportunities to express their opinion. This could
be one of the reasons why some Japanese students feel stressed in
multinational environments.

In Japanese upper secondary schools, English language is a
compulsory subject. Therefore, if students neither intend to take the
entrance examination for the university or college nor feel it necessary
to use English in later life, their motivation to study English is low.
Students might be aware of the importance of English for the purpose
of communication; but, they neither actually feel the necessity to use
English in their life, nor have opportunities to enjoy communication
through English.

This lack of motivation may have an impact on student behaviours.
One ALT, Donaldson (CLAIR, JET Voices:2) commented on some
students’ attitude toward learning English: ‘In some classes there are
rowdy students whom it’s very difficult to keep under control’. Some
students might talk with their neighbour, surreptitiously read comics or
play handheld electronic games (McConnell, 2000:183) in the class. If
there are some students who refused to study English as stated above,
their attitudes could cause serious discipline problems in the class.
As Williams and Burden (1997:73) point out, ‘once learners perceive
themselves as incompetent, it will be extremely difficult to change this
self-image, which can lead to under-achievement, apparent lack of
ability, and erratic behaviour in tackling tasks.’

In order to resolve these problems, it is necessary for teachers
to find why he or she can not build a positive self-image, and create
some teaching methods to rouse their interests. And, furthermore, it
is important to provide the opportunity to have a feeling of ‘I can
communicate in English’ with the students.

3 Literature review

3.1 Collaborative teaching
3.1.1 Definition of team teaching

This section discusses a definition of team teaching. First of
all, according to the Dictionary of Language Teaching and Applied
Linguistics (Richards and Shmidt, 2002:544), team teaching is ‘a term
used for a situation in which two teachers share a class and divide
instruction between them’. This definition implies various situations
of team teaching. Maroney (1995:1) explains about different types of
team teaching as follows:
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1) Parallel Instruction: The class is divided into two groups and
each teacher is responsible for teaching the same material to her
or his smaller group.

2) Differential Split Class Team Teaching: The class divided into
two groups according to a special need. Each group is provided
with instruction to meet that special need.

3) Monitoring Teacher: One teacher assumes the responsibility for
class wide instruction, the other teacher circulates the room and
monitors students and behavior.

In Parallel Instruction, students study the same material in the small
group, but they are mainly given the same instruction by the single
teacher. In Differential Split Class Team Teaching, every group is
separated individually, even though they stay in the same space.
In Monitoring Teacher, one teacher mainly teaches students in the
classroom, and then it is difficult for the other (Monitoring teacher) to
have a close relationship with students there.

However, this paper will discuss a closer relationship between team
teachers within the same classroom. Goetz (2000:2) explains about
Collaborative teaching as one model of team teaching. According to
him, collaborative teaching means:

team teachers work together in designing the course and teach the
material not by the usual monologue, but rather exchanging and
discussing ideas and theories in front of the learners. Not only do
the team teachers work together, but the course itself uses group
learning techniques for the learners, such as small-group work,
student-led discussion and joint test-taking.

This explanation implies a more concrete and closer partnership. This
interpretation of team teaching as collaborative teaching will be taken
as the basis for this paper.

Goetz (2000:2) also defines team teaching as a group of two or
more teachers working together to plan, conduct and evaluate the
learning activities for the same group of learners. Team teachers have
a relationship throughout the teaching process, from the planning to
the evaluation of the students. Furthermore, working together, and
sharing a class are important expressions in the definition of team
teaching. However, these are ambiguous, because it could imply the
situation that ‘the instructors work together but do not necessarily teach
the same groups of students nor necessarily teach at the same time’
(Goetz, 2002:2). In this paper, team teaching means that ‘two or more
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instructors are teaching the same students at the same time within the
classroom’(Goetz, 2002:2).

Equal rank is an important factor to define team teaching as well.
Cunningham (1960) describes four categories in team teaching in as
follows:

1) Team Leader Type: One member of the team is designated as a
team leader,...In some cases this is only a status differentiation,
but in others the team leader actually receives a higher salary
than other members of the group. The team leader serves as
chairman of the planning sessions and must exercise varying
degrees of leadership responsibility.

2) Associate Type: No one is designated as the official team leader.
Leadership might be best described as “situational.” Planning
and instruction are worked out cooperatively so as to recognize
special talents in deciding upon teaching responsibilities.

3) Master Teacher — Beginning Teacher Type: It is not unusual to
find beginning teachers, and sometimes teachers with experience
but who are new to a system, linked with one or more master
teachers in a team assignment.

4) Coordinated Team Type: A number of schools have formed
a variation of team organization in which members have not
been assigned joint responsibility for a large group of students.
Members of such teams meet regularly for joint planning in an
effort to integrate and coordinate teaching more effectively.

(Cunningham 1960: n.pag)

In the types of team leader, associate, and master teacher —
beginning teacher, Cunningham focuses on rank among team members.
In the fourth type, there is no description of the ranking, and therefore,
this thesis does not include consideration of the coordinated team
type. In team leader type, the fixed hierarchy exists in the team, and
the team leader has a higher rank than the others. In master teacher —
beginning teacher type, the role of the master teacher might be to help
the beginning teacher to get acclimatized to a new system. However,
in this type, the master teacher takes the initiative in the team, and the
beginning teacher could be powerless. In the types of team leader and
master teacher — beginning teacher, the team teachers do not share
the responsibility and power equally. Compared with those types, in
the associate type, there is an equal rank, and nobody has a higher
status. Team teachers share the responsibility and power equally.
As Brumby and Wada (1990: introduction) suggest, team teaching
is total cooperation between team teachers where they take equal



Akiko Nambu 51

responsibility.

Finally, in this thesis the term ‘team teaching’ also assumes the
following:

1) Team teachers (a group of two or more) work together to plan,
conduct, and evaluate the learning activities for the same group of
learners.

2) Team teachers teach at the same time within the same classroom.

3) Team teachers exchange and discuss ideas and theories in front of
the learners; this can promote students to group learning techniques.

4) Team teachers have an equal rank; they share the responsibility and
power equally, and make an equal contribution to the class.

3.1.2 Benefits of team teaching for teachers

As the Dictionary of Language teaching and Applied Linguistics
says, team teaching offers teachers ‘a number of benefits’ (Richards
and Shmidt, 2002:54). This section considers advantages of team
teaching for the teachers.

Firstly, team teaching brings teachers benefits in the field of
teaching methods. Shaw (1976:371) says, ‘Team-teaching not only
increases the range of abilities and information available in the team
but also ensures that each team member will be exposed to ideas,
knowledge, and opinions of other team members’. This enables
teachers to ‘develop and enhance their own teaching approaches
and methods’ (Goetz, 2000:8) or produce ‘more creative teaching’
(Richards and Shmidt, 2002:544).

It is important to consider in which stages team teachers mainly
develop their teaching methods in team teaching. According to Buckley
(2000:11-12), team teachers have the opportunity for improving in
three phases:

1) While planning, teachers can share ideas and polish materials
before the class presentation.

2) Teachers learn new perspectives and insights from watching
another teach.

3) Poor teachers can be observed, critiqued, and improved by the
other team members in a nonthreatening, supportive context.
The self-evaluation done by a team of teachers will be more
insightful and balanced than the self-evaluation of an individual
teacher.

From his explanation, in team teaching, it is possible for team teachers
to improve their approaches and methods before, during, and after the
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class. Team teaching can enhance teachers’ motivation and enable them
to receive stimulation from creating new approaches and methods.
As Weimer (1993:18) points out, teachers want to be energized by
new approaches. Buckley (2000:11) suggests that the stimulation and
challenge of team teaching prevent and remedy burnout. Boredom and
mental fatigue often result from teaching the same material in the same
way over and over.

Secondly, team teaching brings teachers ‘a supportive environment’
(Goetz, 2000:8). It is possible for team teachers to discuss not only
their teaching approaches and methods, but also their students’ attitudes
or behaviour in the classroom. Goetz (2000:9) points out that ‘by
working together, team teachers can discuss issues relating to students,
such as behavioural expectations, student motivation and teaching
policies, and end up with improved solution’. Austin and Baldwin
(1991:42) suggests that if team members discuss students’ progress
and learning during team meetings, they can become more responsive
and observant regarding the students’ reactions. Furthermore, if
team teachers can discuss and share the problems of their classes, or
students, it can bring them mental support as well as find an effective
solution. Warwick (1971:30) says ‘team teaching breaks from the
isolation of the classroom’. It is important that they gain confidence by
their support.

Thirdly, in team teaching teachers make the most of each other’
s strengths. As Buckley (2000:11-12) suggests, poor teachers can be
observed, critiqued, and improved by the other team members; thus,
the teachers’ weaknesses can be remedied through team teaching, and
moreover, teachers also complement one another’s expertise. It is very
important that team teachers not only makes the most of each other’s
strengths but also improve their weakness and complement each other.

3.1.3 Classroom environment
Based on the literature, it would appear that a team teaching
situation creates four types of classroom environment:

1) supportive classroom for students
2) intellectual classroom

3) collaborative classroom

4) constructivist classroom

This part will describe each of their characteristics, and discuss how
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each of the four types has an effect on learning.

1) Supportive classroom for students

According to The Dictionary of Language Teaching and Applied
Linguistics, team teaching ‘gives teachers the opportunity to work
with smaller group of learners’ (Richards and Shmidt, 2002:544).
If more than one instructor teach the same group of students, it is
clear that they can teach smaller group of learners compared with
the one-teacher-in-control method. This situation brings the benefits
to both students and teachers, because it provides a more supportive
environment for students. As Buckley (2006:11) points out, teachers
‘contact students on an individual basis’ in team teaching, they teach
and support students individually according to their learning and
progress. Armstrong (1977:66) regards this as a strength of team
teaching: ‘team teaching facilitates individualized instruction because
it is possible to provide learning environments involving close personal
contact between teacher and learner’. It is important that team teaching
gives an opportunity to build the close relationship between teachers
and students in a supportive environment, because a good rapport
encourages students’ motivation.

2) Intellectual classroom

A team teaching situation creates an intellectual classroom
environment for students. As Worrall et al, (1970:16) (see figure
1) and Anderson and Speck (1998:673) suggest, students gain
multiple perspectives if team teachers offer a variety of viewpoints
to the students. ‘Students are more likely to be exposed to different
philosophies, experiences, values and source of information’ (Garner
and Thillen, 1997:28) by team teaching. According to Buckley
(2003:13), team teachers model as critical thinking for students: they
debate, disagree with premises or conclusions, raise new questions, and
point out consequences, and these contrast viewpoints encourage more
active class and independent thinking for students. However, if team
teachers exchange the intellectual ideas between them in the class,
students are able to gain their intelligence.
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Figure 1 (Worrall et al, 1970:16)
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3) Collaborative classroom

Students can benefit not only from academic but also social
advantages in a collaborative classroom environment. In team teaching,
students can develop their discussion skills because ‘the presence of
more than one teacher makes it possible for the students to be split into
small groups for discussion’ (Buckley, 2000:14). Anderson (1991:10)
also says team teaching is important in ‘creating a climate in which
ideas can be developed and freely exchanged’. Team teaching enables
the students to discuss a common topic with the group members and
teachers; therefore, they participate in the class more actively than the
single teaching situation. Buckley also (2000: 14) emphasizes how
those skills are very effective for students:

Students develop poise in presenting ideas to groups of different
sizes. They develop discussion skills from exchanging ideas with
more people. These carry over into conversation skills outside the
classroom.

If the students use these discussion skills not only in the class but
outside the classroom, it is a considerable big benefit for students.

A team teaching situation promotes students’ group learning
techniques through small-group cooperative learning, as defined by
Davidson (1990:8):

1) a task for group discussion and resolution (if possible)

2) face-to-face interaction

3) an atmosphere of co-operation and mutual helpfulness within
each group

4) individual accountability.

DeVries and Zen (1996:108) explain that ‘cooperating means striving
to attain a common goal while coordinating one’s own feelings and
perspective with a consciousness of another’s feelings and perspective’.
As Cooper and Mueck (1990:69-70) point out it is a characteristic of
collaborative learning that students learn to help each other, through
collaboration, become more tolerant and respectful of individual
differences. In team teaching, students ‘get to know and appreciate one
another and the teachers more deeply than in large group’ (Buckley,
2000: 14).

Mutual respect is an important element in the collaborative
classroom as well. According to Anderson and Speck (1998:673),
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when team teachers demonstrate that disparate viewpoints are valuable,
teachers can become model learners and models of mutual respect.
Team teachers frequently raise dissimilar issues in discussion. By
displaying these alternative perspectives, students can see their own
views as valid and worthy of discussion. These modelling by teachers
help students learn how to co-operate effectively.

It is very interesting that students improve their social skills
by modelling themselves as the team teachers. However, the most
important thing is that students not only see the team teachers as
models, but also have an opportunity to join in and learn with the class
members and teachers through mutual respect and helpfulnes. Anderson
and Speck (1998:680) emphasize that ‘team teaching provides a
collaborative model that not only lets students see how teachers can
collaborate successfully, but also invites students to become part of the
classroom collaborative’.

(4) Constructivist Classroom

A team teaching situation can create a classroom which promotes
constructivist learning. According to Anderson and Speck (1998:680),
‘the constructivist classroom is based on a team effort in which the
teachers model collaborative learning by treating students as fellow
learners.” It is important that the teachers treat students as fellow
learners. As Candy (1991:252) emphasizes, ‘knowledge cannot be
taught but must be constructed by the learners’; the role of the teacher
is a facilitator in the constructivist classroom. The teacher does not
pour knowledge into passive students, but creates a student-centred
and problem-solving environment that fosters exploration. It enables
the relationship between teachers and students to be closer and more
equal, and students have more ‘responsibility for their own learning’
(Brooks and Brooks, 1999:109). It is obvious that students and teachers
are not equal. However, as DeVries and Zen (1996:108) suggest, ‘the
adult is able to respect the child as a person with a right to exercise
his or her will’; the constructivist classroom provides an equal or
friendly relationship between students and teachers. According to
Buckley (2000:14), in the team teaching context, knowledge is related
to life because both students and teacher; and therefore, schooling
is transformed into lifelong learning. It is a great strength of team
teaching.

In the team teaching situation, students can explore their own
ideas by themselves, because they can have opportunities to discuss
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or exchange their opinions with teachers and other students. In
the constructivist classroom, teachers also ‘consider the child’
s point of view and encourage the child to consider others’ point
of view’ (DeVries and Zan, 1996:108). The contrast of viewpoints
encourages independent thinking from students (Buckley, 2000:13).
These situations promote students’ autonomy successfully. Vygostky
emphasizes that social interaction and collaboration are very important
to the learning process. The concept of learner autonomy is derived
from Vygotsky (1978:86). According to him,

...the zone of proximal development. It is the distance between the
actual developmental level as determined by independent problem
solving and the level of potential development as determined
through problem solving under adult guidance or in collaboration
with more capable peers.

Furthermore, Little (1991:214) points to a relationship between
group work and autonomy as follows:

The chief argument in favour of group work as a means of
developing learner autonomy is Vygotskyan in origin: collaboration
between two or more learners on a constructive task can only be
achieved by externalising, and thus making explicit, processes
of analysis, planning and synthesis that remain largely internal,
and perhaps also largely implicit, when the task is performed by a
learner working alone.

In the team teaching situation, students are exposed to a variety of
ideas. While confronting the difficulties of thinking or trying to find a
solution by themselves, students become ‘problem solvers and finders’
(Brooks and Brooks, 1999:103). This process translates from passive
students to independent thinkers and autonomous learners in team
teaching.

DeVries and Zan (1996:108-109) explain that the difference
between autonomy and heteronomy is equal to the difference between
co-operation and coercion. According to them, adult coercion produces
a constriction of children’s minds, personalities, and feelings, on the
other hand, adult co-operation produces a liberation of children’s
possibilities for construction of their intelligence, their personalities,
and their morale and social feelings and convictions.

It is clear that the children are controlled by the adults in the
coercion situation, and the adult cooperation promotes the children’s
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autonomy successfully. Deci, et al (1981:641) conducted research into
the differences between children taught by adults who were oriented
toward control and those who were oriented toward autonomy. They
found that teachers who were more autonomy-oriented had children
who were intrinsically motivated. Teachers with a more controlling
orientation had children who were less intrinsically motivated. If team
teachers create a constructivist classroom, this will not only promote
students’ autonomy but also enhance their motivation.

3.2 Collaborative teaching between NSTs and NNSTs

Firstly, this part discusses the characteristics of NSTs and NNSTs
in teaching English as a foreign language, and how each of them
affects students’ learning. Secondly, it considers the benefits of
collaborative teaching between NSTs and NNSTSs, and how the NST
and the NNST can complement each other.

3.2.1 The advantages of NSTs

In the area of language, the main advantages of NSTs are to
provide ‘a perfect language model’(Medgyes, 1999:87) Students
receive exposure from NSTs’ ‘real’ (Medgyes, 1999:55) and ‘authentic’
(Samimy and Brutt-Gliffler, 1999:136) English. According to Samimy
and Brutt-Gliffler (1999:136), NSTs know ‘subtleties of language’.
Medgyes (1999:86) also describes the findings in his survey: NSTs
were able to ‘express the desired message economically and clearly’;
and therefore, the students could understand the NSTs, even though
they spoke ‘at almost normal speech rate’. NSTs become ‘a reliable
model of the target language for pronunciation and usage’ (Andrewes,
1999:39) in EFL classroom. Students can learn more practical English,
and have the skill of using English outside the classroom from NSTs.
‘Bookish English’ in the course book become more real-life English
for students.

With regard to teaching style and behaviour, first, according
to Medgyes (1999:56, 87), NSTs tend to focus more on ‘meaning,
fluency, oral skills, language in use, and colloquial registers. NSTs
are also well-trained debaters, because they are familiar with the
etiquette of agreeing, disagreeing, challenging and hesitating. They
regard communicative and ‘conversational English’ (Samimy and
Brutt-Griffler, 1999:136) as important. Second, NSTs’ attitude is more
casual, and they intersperse humour throughout the class (Medgyes,
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1999:55, 87). As NSTs use ‘different techniques and methods’
(Samimy and Brutt-Griffler, 1999:136), they are ‘more innovative’
and ‘flexible’ (Medgyes, 1999:55, Samimy and Brutt-Griffler,
1999:136). Furthermore, NSTs prefer free activity and group and
pair work (Medgyes, 1999:56) to controlled activities. This creates a
relaxed atmosphere, creative and student-centred environment in the
classroom. Thirdly, NSTs play the part of good facilitators. According
to Medgyes’ survey (1999:87), NSTs often crouched before the student
they wanted to listen or talk to, so that their eyes would be the same
level during pair and group activities. It is interesting that NSTs are
‘good listeners’ (Medgyes, 1999:87); and that this encourages students
to respect each others’ opinion.

In the field of culture, if the EFL classroom is a monolingual
culture environment, NSTs enable students to feel the more exciting
lesson, and increase their cultural awareness. Andrewes (1999:39)
points out that NSTs provide ‘a living link to the culture of the target
language’ in the classroom. In Medgyes’ survey (1999:87), NSTs
supply not only their cultural topics but also inquire about the students’
own culture in order to build a cross-cultural bridge. This awakens
students’ curiosity, and deepens the intercultural understanding as well.

3.2.2 The disadvantages of NSTs

One of the problems that NSTs meet is their lack of familiarity
with the learners’ culture, and this may cause cultural misunderstanding
between NSTs and students. For example, Japanese typical student
behaviours are characterized by

1) long pause before answering

2) long silence

3) not initiating

4) consulting with other members of the group before answering
(Gray and Leather, 1999:7)

These features can extremely frustrate teachers. However, Gray and
Leather (1999:7) also suggests why Japanese students have these
attitudes as follows, ‘whilst in the West we put a high cultural value on
standing out from the crowd and saying ‘I think...’, this is not so in
Japan, where it is more likely to be seen as immodest, even selfish’.

If the teachers perceive that these Japanese student attitudes are
caused by the students’ culture, they will indicate their understanding
of the students. However, if the NSTs are not so familiar with the
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students’ cultures, this will increase their frustration. If the students
see the NSTs as irritated, they will feel uncomfortable as well. And
therefore, in this situation, it might be difficult for the NSTs to have a
good relationship with the students.

Andrewes (1999:39) points out that, in monolingual classrooms,
NSTs will have the disadvantage of bridging the gap between the
two cultures, that of English and that of the students’ mother tongue.
According to Gray and Leather (1999:8), when they do not know
enough about the students’ culture, the NSTs often lack confidence
in dealing with their students, because the NSTs tend to be afraid
of offending students’ sensibilities in the classroom. This leads the
NSTs to lose an opportunity to give full play to their abilities in the
classrooms.

Finally, compared with NSTs, in the monolingual classroom,
NNSTs can ‘anticipate and prevent the students’ learning difficulties’
(Medgyes, 1992: 347), because they share the same English language
learning strategies with the students. And therefore, NSTs might tend to
be less able to grasp the essence of the students’ learning problems.

3.2.3 The weaknesses of NNSTs

In the field of using English, ‘lack of confidence’ (Lee, 2005:12)
is one of the disadvantages of NNSTs. In Medgyes’ survey (1999:36),
NNSTs have a less reliable knowledge of the English language than
NSTs, and are likely to have relatively scanty information about the
culture, or rather cultures, of English-speaking countries. According to
Tang (1997:578), when put next to native speaker, NNSTs often feel
that they will not attain the same level of NSTs’ proficiency, and that
students prefer a native speaker as a teacher to them. This describes
precisely NNSTs’ complicated feeling.

Lee (2000:1) experienced prejudices against NNSTs’ accent in
the classroom:*...one day an Iranian student in my low intermediate
writing class at a community college make me read aloud a sentence...
“Icy is a good teacher; however, she has a Chinese accent”. This not
only embarrasses NNSTs, but also makes them lose their confidence.
This inferiority complex produces NNSTs’ lack of confidence; and
therefore, they use English less confidently (Medgyes, 1999:36, 55).

In teaching style and behaviour, NNSTs tend to prefer ‘controlled
activities’ (Medgyes, 1999:56) to group and pair work, and ‘rely on
textbooks’ (Samimy and Brutt-Griffler,1999:136) rather than free
activities. This is connected with NNSTs’ lack of confidence. Medgyes
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(1999:57) explains why NNSTSs favour controlled activities:

As groupwork and pairwork often create unpredictable situation
full of linguistic traps, non-NESTs favour more secure forms
of classwork, such as lock-step activities. Similar reasons are
claimed to account for the non-NEST’s preference for standard
coursebooks, which by their very nature provide security.

In free activities such as group and pair work, teachers confront the
difficulties of having to cope with the varieties of students’ questions
and problems. If the teachers suffer from inferiority complex, they do
not take a risk, but choose the safe way.

According to Medgyes (1999:56, 88), NNSTs tend to focus on
form, accuracy, and grammar rule rather than meaning, fluency, and
language use; as a result they tend to correct errors more frequently
in the classroom. If NNSTs follow simply the coursebook in the
class, it does not allow students to have a diversity of different views;
therefore, their role becomes to check students’ work, whether correct
or not. This is one-way instruction, and it creates a teacher-centred
classroom. If NNSTs devote themselves to only controlled activities,
error corrections, and checking students’ activities, this emphasises
their role as discipliners in the classroom as well.

3.2.4 The strengths of NNSTs

As Medgyes (1999:12) points out that ‘native speakers have
acquired English in comparison with, non-native speakers who are
still acquiring’, NNSTs are unlikely to be perfect language models
as NSTs. However, Medgyes also emphasizes that NNSTs are ‘more
insightful’ than NSTs in the process of mastering language. If NNSTs
make the best use of their learning experience in the EFL classroom:s,
they are very important to the students as role model of learning
English as a second or foreign language.

First, during their learning process, NNSTs ‘can teach learning
strategies more effectively, and provide learners with more information
about the English language’ (Medgeys, 1992:346-347). According
to Medgyes (1999:57), NSTs might be less aware of the internal
mechanisms operating language use than NSTs, because they acquire
their languages unconsciously; and therefore, they might miss giving
their students relevant information about language learning. On the
other hand, NNSTs ‘have adopted language learning strategies during
their learning process ...in theory they all know about the employment
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of these strategies’ (Medgyes, 1992:346-347). As NNSTs are ‘more
finely attuned to the peculiarities of the language which the native
speaker may take for granted’ (Andrewes, 1999:39), they are more
sensitive about students’ learning than NSTs in the EFL classroom
context.

Second, NNSTs are more able to anticipate and prevent difficulties.
Medgyes (1999:59) suggests that NNSTs ‘predict what is likely to
go wrong before the student opens his mouth’. Andrewes (1999:39)
emphasizes that NNSTs ‘tend instinctively to focus on what students
find hard and skim over what students find easy’. It is interesting that
Medgyes (1999:59) calls this anticipatory skill ‘non-native speaker’
s intuition’. By their intuition, NNSTs can ‘help learners overcome
language difficulties and to avoid pitfalls’ (Medgyes, 1992:34).

Third, NNSTs ‘can be more empathetic to the needs and problems
of their learners’ (Medgyes, 1992:347). Lee (2000:1) describes
students’ feelings: ‘as L2 or foreign language learners themselves, they
have probably spent a great deal of time and effort trying to master the
language’. Medgyes (1992:347) points out the common circumstance
between NNSTs and students: NNSTs ‘never cease to be learners of
English, they counter difficulties similar those of their students’. This
enables NNSTs to deepen their empathy for students. As ‘empathy
is one of the most characteristic features of the successful teacher’
(Medgyes, 1999:60), it is important for NNSTs to have the relationship
with the students from understanding their inner world. Medgyes
(1999:60) also emphasizes that this humanistic education contributes
to the learners’ emotional growth and facilitates the process of self-
actualization in the foreign language class. The role of NNSTSs is very
significant in the field of students’ psychology.

3.2.5 The benefits of collaborative teaching between NSTs and
NNSTs

According to Medgyes (1999:74), ‘in an ideal school, there should
be a good balance of NESTs and non-NESTs, who complement each
other in their strengths and weakness’. Andrewes also mentions this
idea of the two groups complementing each other. This is an important
factor in collaborative teaching between NSTs and NNSTSs, and this
section will consider the benefits of collaborative teaching between
NSTs and NNSTs, and how the NST and the NNST can complement
each other.

Team teaching between NSTs and NNSTs supplies two types of
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models: that of a good language speaker and that of a good learner.
In collaborative teaching between NSTs and NNSTs, the NST
as a perfect language model, ‘provides speech models and leads
communicative activities’ (Andrewes, 1999:39). On the other hand, it
is very interesting that, as Medgyes suggests, only NNSTs ‘can serve
as imitable models of successful learner of English’ (see section 3.2.4).
Team teaching between NSTs and NNSTSs supplies learners with ‘the
best of both worlds, ...the natural authenticity of the native and the
acquired expertise of the non-native’ (Andrewes, 1999:39). This is a
great advantage of collaborative teaching between NSTs and NNSTs.

Because of their inferiority complex, NNSTs often hesitate to
speak English in front of students. As Tang (1997:578) points out,
some NNSTs might be reluctant to teach with NSTs because NNSTs
fear that their poor command of English may be revealed. However,
if NNSTs speak to NSTs in front of the class, it brings great benefits
for students and NNSTs themselves. Students can learn how to
communicate in English while seeing the conversation between the
NST and the NNST, and they also perceive that English is actually
used for a ‘communicative purpose’ (Evers, 2005:51) and as an
‘international, cross-cultural communication tool’ (Roberts, 2004:11)
by their NNSTs. This motivates students to speak only second language
(L2) in class (Evers, 2005:51). In this situation, the NNST provides
‘a model for learner to aspire to — living proof that it can be done’
(Andrewes, 1999:39). Evers (2005:51) emphasizes that the NNST
speaking English with the NST gains students’ respect for NNSTs, and,
therefore, NNSTs lessens the NNSTSs’ inferiority complex, and restores
their confidence.

Evers (2005:51) suggests that NNSTs should speak English with
NSTs in order to practise their English outside the classroom as well.
According to her, ‘N-NSTs who do try to speak L2 with the NST are
the ones who realise the special opportunity they have to practise what
they teach’. As Medgyes (1999:102) points out, speaking is the only
skill which cannot normally be developed without partners, and it is
very important for NNSTs to capture the opportunity to develop their
English from speaking with NSTs. As ‘the best people to teach English
are those who are proficient in the language and who have some
kind of experience of using it cross-culturally and/or internationally’
(Roberts, 2004:11), the collaborative teaching between NSTs and
NNSTSs environment creates the best team to teach English.

NNSTs have the role of a bridge between NSTs and students. In
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the EFL classroom, sometimes students are not confident of speaking
English because they are afraid of making mistakes. NNSTs can feel
empathy for them, and encourage them to develop their English.
NSTs are sometimes confused in EFL classroom, because they are not
familiar with students’ cultural background and language difficulties,
unlike the NNSTs. This could hinder the students from learning
efficiently, and cause ‘lack of rapport’ (Andrewes, 1999:39) between
NSTs and students. In this situation, NNSTs are very helpful for NSTs
and students. From the students’ standpoint, NNSTs can give NSTs
good suggestions for understanding their students.

In providing cultural information, team teaching between NSTs
and NNSTs creates an appropriate atmosphere for the discussion of
intercultural topics. If a single NST supplies cultural information to
the students, they tend to listen to the NST passively. According to the
students’ ability, even though the NST asks students about their own
culture, the students might not enter into discussion. However, if the
NNST asks some questions to the NST from the point of the students’
culture, this enables the students to question the NST as well as respond
to his/her questions. The NNST’s questions stimulate the NST to supply
more interesting information in the class. Furthermore, all of them,
students, NSTs, and NNSTSs, understand not only different cultures but
also rethink their own cultures by exchanging cultural information.

3.3 The rationale for team teaching in Japanese EFL classrooms

This part considers the literature on the rationale for team teaching
in Japanese EFL classrooms. Firstly, I shall consider the aims of the
JET programme with regard to teaching methodology. Secondly,
how to conduct team teaching between the JTE and ALT, what types
of roles they should have, and how it brings advantages to Japanese
students. Thirdly, it discusses the issue of how to divide responsibilities
between the JTE and ALT.

3.3.1 JET Programme and methodology

The definitions of team teaching between JTEs and ALTs are as
follows:

Team teaching is a concerted endeavour made jointly by the
Japanese teacher of English (JTE) and assistant English teacher
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(AET) in an English language classroom in which students, the JTE
and the AET are engaged in communicative activities. (Brumby
and Wada, 1990, Introduction)

In this definition, the phrase ‘communicative activities’ is the most
important. Brumby and Wada (1990:Introduction) suggest that ‘all or
almost all activities in team-taught lessons should be communicative
activities’. According to them, JTEs and AETs (ALTs) should
provide the students with the opportunity to try out their English in a
communicative situation. It is necessary for the students to develop
their communication ability to interact with a native speaker of English
as well. Team teaching encourages communication and interaction
between the AET (ALT) and the students, the JTE and the students,
and among the students themselves; and therefore, students can
learn to communicate by communicating in English. For the above
reasons, team teaching is ‘the best possible way in Japan of bringing
the L2 (second language) community’ (Brumby and Wada, 1990:
Introduction) in to monolingual culture classrooms.

It is significant that the JET programme aims to change
JTEs’ teaching style from the grammar-translation method to the
communicative English language teaching as well. Hiramatsu
(2005:115) explains the traditional English language teaching in Japan:

Traditionally, JTEs have had a tendency to speak Japanese in
English classes because the grammar-translation method does not
require extensive oral/aural practice, and thus, high levels oral
proficiency were not an important criterion for the JTEs in the past.

McConnell points out that JTEs persist with the grammar translation
method ‘either because they prefer it or because they believe it essential
to prepare their students for the entrance exams’ (2000:255). According
to Porcaro (2004:82-83), the vast majority of JTEs receive almost no
formal teacher training and inadequate in-service training, and employ
yvakudoku (grammar-translation method) as the only known instructional
methodology. Wada (1994:14) explains that lessons performed by JTEs
alone still tend to concentrate on drills of grammatical patterns, and
therefore, the basic ideas around which team teaching is organized —
communicative competence, communicative activity and interaction —
are still very new ideas to JTEs.

Hiramatsu suggests that team teaching in the JET programme has ‘a
good chance of changing this traditional practice’ (2005:115). Gorsuch
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(2002:6) points out that

the overt purpose of the JET program is to have the ALTs and
JTEs interact in English, raise JTEs’ awareness of English as a
communicative medium, and promote communicative English
language teaching in the classroom.

Team teaching in the JET programme creates opportunities not only
for Japanese students to develop their communication ability but also
for JTEs to change the teaching method from the grammar-translation
approach to communicative teaching approach. However, considering
of the background of JTEs, it is not easy for JTEs to replace
immediately the grammar-translation method with communicative
language teaching.

On the other hand, the ALTS’ situation is somewhat different.
Regarding the eligibility for ALTS, it is necessary for applicants to hold
a Bachelor’s degree in any subjects by July of the year of departure;
and be under forty years of age. TEFL qualification is helpful, but not
required’ (CLAIR, the JET Programme Outline) as well. As a result,
most ALTs are new graduates with little or no experience of English
language teaching (Porcaro, 2004:83). Therefore, it is easy to imagine
a situation where new and untrained ALTs are paired with JTEs who
are familiar with only grammar-translation teaching, and this makes it
difficult to achieve the aims stated above of designing JTE’s awareness
of communicative language teaching.

3.3.2 Team teaching between JTEs and ALTs

This section summarises suggestions put forward by a number of
writers on how to carry out team-taught lessons between the JTE and
ALT, the types of roles the JTE and ALT should have in team teaching,
and the advantages it brings to Japanese students.

ALTs’ main role is to provide ‘good examples of natural language
use’ and ‘a model for the teaching for pronunciation’ (Brumby and
Wada, 1990:12) with students. However, Brumby and Wada (1990:
Introduction) emphasize that students need to learn any variety of
English from not only native speakers but also non-native speakers,
because if the students can see conversation between the JTE and
ALT, this increases the students’ motivation to learn English for
communicative purpose.

In Japanese elementary and secondary schools, it is necessary
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for teachers to conduct the lessons with the authorized course books.
According to Brumby and Wada (1990:3-4), from the NSTs’ point of
view, ALTs can supply natural ways of introducing the topic in the
course book, and JTEs have a good idea of topics which will interest
the students. If the JTE and ALT co-operate to adopt the course book
to the students’ learning situations, the lesson will be more interesting.
JTEs are also more familiar with the aims of the lesson in the course
book than ALTs. By JTEs’ suggestions, team teaching shows the goals
of the lessons to the students clearly; and as a result, this enables
students to increase their sense of accomplishment.

Team teaching creates several types of interaction in the classroom.
Interaction between the ALT and students enables them to ‘realize
that English is ‘living’ language through firsthand communication
with native speakers’ (Brumby and Wada, 1990: Introduction).
However, generally, Japanese secondary schools have about forty
students; and therefore, students do not have always an opportunity
to communicate in English with the ALT in the lesson. The role of
JTEs is to ‘communicate and interact actively with their students just
like AETs (ALTs)’ (Brumby and Wada, 1990: Introduction). Brumby
and Wada (1990:13) claim that ‘their (JTEs’) active participation in
communicative activities is far more important than their analysis and
explanation of English language’.

The ALT definitely enhances cultural awareness of students. If the
class provides an opportunity to discuss cultures between the ALT’
home country and Japan, students understand that ‘the way of thinking,
values and so on are different from their own’ (Brumby and Wada,
1990: Introduction).

The classes are not always conducted as scheduled in spite of the
detailed plan, because the teachers need to cope with the students’
situation flexibly during the class. The monitoring role is important
for JTEs and ALTs in team teaching. The JTE and ALT should discuss
and judge ‘whether the students are ready to move on to the next stage
of the lesson’ (Brumby and Wada, 1990:14). When students are doing
activity, teachers can notice some language difficulties and questions
from the students. As Brumby and Wada (1990:14) emphasize, the
monitoring role should not intrude on activities but be there if the
students need help. This is an important role for JTEs, because it is
easy for them to notice and understand directly how the students feel
and what they say in Japanese. On the other hand, it is difficult for the
ALTs to identify problems.
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During the class, teachers should not only monitor but also
evaluate students. Brumby and Wada (1990:14) emphasize that teachers
should reward students’ efforts with praise and encouragement. As
Gray and Leather (1999:9) point out ‘long period before answering’
is typical of Japanese students’ behaviour in the classroom. Japanese
learners of English language tend to be ashamed of speaking imperfect
English. However, Ellis (1985:122) claims that good learners prepared
to experiment by taking risks and capable of adapting to different
learning condition. As Williams and Burden (1997:73) claim,

it is crucial that teachers establish in their classrooms a climate
where confidence is built up, where mistakes can be made without
fear, where learners can use the language without embarrassment,
where all contributions are valued, where activities lead to feelings
of success, not failure.

In Japanese EFL context, it is important that teachers create these
atmospheres for the students in the team teaching classroom.

After the class, the JTE and ALT have an opportunity to evaluate
students’ written works together. The JTE understands the students’
background very well and therefore, they can interpret what the
students actually want to say or write.

3.3.3 Responsibilities between the JTE and ALT

According to the literature, the JTE and ALT can divide
their responsibilities in team teaching. Brumby and Wada (1990:
Introduction) state, ‘team teaching is total cooperation between JTE
and AET where they take equal responsibility in planning and teaching
their lesson’. However, this will depend on the communication
between JTEs and ALTs. If JTEs are unable to communicate well in
English, and the ALTs do not understand Japanese at all, it will be
very difficult for them to prepare for the lesson together beforehand.
Brumby and Wada (1990:14) claim that the JTE and ALT should have
an opportunity for ‘judging whether things are successful or not and
the reasons’ after the class. However, this is also depends on how much
the JTE and ALT contribute to planning and conducting the lesson
together, because it is difficult to get meaningful feedback from people
who have not contributed to creating and organizing the lesson.

Brumby and Wada (1990:3) emphasize that ‘the two teachers (the
JTE and ALT) share responsibility for the lesson and each contributes
according to his/her strengths’ in the ideal team teaching situation.
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Generally, the ALT pairs with several JTEs in a school and, therefore,
Hiramatsu claims that ALTs ‘have the potential to influence several
JTEs in their daily routine of team teaching’. However, this means
that ALTs cope with different personalities of JTEs. ALTs often claim
that some JTEs ‘are likely to reduce the ALT to the status of a human
tape recorder’ (McConnell, 2000:190), meaning that ‘the Japanese
teacher may feel that the only thing the foreign partner can do is to
act as a pronunciation model for the students’ (Sturman, 1992:148).
However, one ALT, Donaldson, offers a very different example of her
experience: ‘My role is to teach real, useful English...I am always
team-teaching, i.e. teaching together with a JTL (Japanese teachers of
English language)’ (CLAIR, JET Voices:1-2). In situations where there
are many problem students, it is difficult to decide how the JTE and
ALT should be responsible for discipline in the classroom. As Sturman
(1992:152) claims, when the two teachers have completely different
approaches to discipline, it causes many problems in the classroom.

4 Methods and Procedure

This section will first present the research aims. It will then
describe the study design, which includes details about participants,
rationale for the research methods used and instruments adopted.
Following this, it will describe the data collection procedure, data
analysis, and finally will discuss some limitation of the study.

4.1 Research aims

The aims of the research in this article are as follows:

5. To examine how JTEs and ALTs perceive team teaching and how
they actually co-operate in Japanese EFL classrooms.

6. To examine how JTEs and ALTs attempt to promote students’
learning and how their students participate in their team teaching.

7. To analyze what kind of interaction are constructed 1) between
team teachers, 2) between teachers and students, and 3) among
students.

8. To discuss the characteristics of NST and NNST, and consider the
benefits of team teaching between NST and NNST.

4.2 Design of the study
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4.2.1 Subjects and backgrounds

This research involved interviews with 7 JTEs and 3 ALTs, and
observation of 6 team-taught lessons in 2 different public upper
secondary schools (schools A and B) in the northern part of Japan. All
the participants have been given names are pseudonyms. Their names
are following:

School A:
JTEs: Tanaka, Kitajima, Fujita, Suzuki and Miyamoto
ALTs: Owen,Richard

School B:
JTEs: Ono,Takahashi
ALT: Bruce

The types of team-taught lessons for observation are the following:

School A:
Team 1: English expression (Tanaka, Owen, Richard)
(English course / first-year students)
Team 2: Oral communication I (Kitajima, Owen)
(General course / first-year students)
Team 3: Oral communication I (Fujita, Richard)
(General course / first —year students)
Team 4: Cross Cultural understanding (Miyamoto, Suzuki, Owen)
(English course / third-year students)

School B:
Team 5: Oral communication I (Ono, Takahashi, Bruce)
(Fisheries course / first-year students)
Team 6: Oral communication I (Takahashi, Ono, Bruce)
(Technology course / first-year students)
In teams 5 and 6, Ono and Takahashi were the principal teachers in
each team.

1) Backgrounds of schools
School A is located in a major city in a northern prefecture of
Japan. This school offers a general course and an English course.
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The English course supplies students with a wider variety of English
learning activities than the general course. Overall about ninety percent
of the students hope to go on to higher education after they graduate.
Generally, there is one ALT working in each upper secondary school;
however, in school A, there are two ALTs, because of the English course.

School B is a type of vocational upper secondary school, and
offers two courses: fishery industry and information technology. This
school is situated in a rural area. After graduation, most students work
in the field of fishery and technology, with only a few students going
on universities and junior colleges.

2) JTE Participants

In school A, 7 out of 14 JTEs carried out team-taught lessons with
ALTs, and for this 5 out of the 7 JTEs were interviwed. Aoki was the
most experienced teacher, and had taught English in Japan for more
than 30 years. Tanaka was an experienced teacher, working as an
English teacher in Japan for about 20 years. Miyamoto and Suzuki
were younger teachers with 10-years, and 15-years respectively.
Kitajima, a substitute teacher, was new with only one year teaching
experience.

In School B, 3 JTEs conducted team-teaching with the ALT,
Bruce; interviews were carried out with 2 of these teachers. Ono was
a very experienced teacher having taught English for about 30 years.
Takahashi, like Kitajima, was a very new substitute teacher.

3) ALT participants

In School A, Owen was a second-year ALT, and Richard was a first-
year ALT on the JET Programme; both were relatively experienced
teachers. Owen had 2 years experience of teaching English as a foreign
language (conversation) to adults in Chile; he had also taught Spanish
in an upper secondary school and university in Jamaica, and had tutored
a university undergraduate course in Political Science. Richard had
no experience of teaching languages as a foreign or second language.
However, he had worked as a substitute teacher in middle and high
schools in the USA, teaching a number of subjects such as Maths,
Physical Education, Environment Science and Spanish. He tutored
Philosophy, Maths and Astronomy for university undergraduates as well.

In School B, Bruce was a first-year ALT. He had no experience of
teaching before working as an ALT and had only been working a few
months as an ALT at the time of this study.
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4.2.2 Methodology

This research has employed a qualitative approach through both
face-to-face interviews and non-participant observations. As Glesne
and Peshkin (1992:6) points out, ‘qualitative researchers deal with
multiple socially constructed realities or “qualities” that are complex
and indivisible into discrete variables’. According to Holliday (2002:6),
qualitative research enables the researchers to look deep into the
quality of social life, compared with quantitative studies, which focus
on counting occurrences across a large population. Therefore, the
qualitative approach attempts to represent what is in fact a much more
complex reality — paintings that present our own impressions, rather
than photographs of what is ‘reality’. This research aims not to report
a social fact, but to ‘explore, catch glimpses, illuminate, and try to
interpret bits of reality’ (Holliday, 2002:5).

Compared with a questionnaire survey, an interview collects data from
a relatively small number people. However, Bell (1987:70) points out, ‘a
skillful interviewer can follow up ideas, probe responses and investigate
motives and feelings, which the questionnaire can never do’. This is a
considerable advantage in qualitative research. In this study, the interviews
are semi-structured. Firstly, this gives the interviewee a degree of power
and control over the course of the interview. Secondly, this gives the
interviewer a great deal of flexibility. Finally, this form of interview gives
one privileged access to other people’s lives (Nunan, 1992:150).

Furthermore, as Moser and Kalton (1971:245) point out, a
combination of methods of collecting data is often appropriate to
make use of their different strengths. Together with in interviews,
observational methods are valuable (Moser and Kalton, 1971:239,
Bell, 1987:88). Nisbet and Watt (1988:13) suggest, ‘interviews reveal
how people perceive what happens, not what actually happens’. A
combination of interview and observation therefore increases data
validity in this research.

This research adopts non-participant observation, as this enables
the researcher to take notes to describe the classroom observed events
as well as to use useful equipment, such as a video camera (Cohen and
Manion, 1986:123-24).

4.3 Interview and observation design and development

4.3.1 Interview design
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In this research, the interviews were semi-structured and included
open-ended questions relating to four categories of enquiry:

A. definition of team teaching

B. promoting learning

C. interaction

D. team teaching between the NST and NNST

According to these categories, the researcher arranged an interview
schedule. In the interview schedule, each question has further probes,
in case participants were unable to comment. Interviews with the ALTs
were conducted in English, and interviews with the JTEs were carried
out in Japanese. Each interview lasted about 50 to 60 minutes, and was
tape-recorded with the permission of the participants. A sample copy
of the interview schedule in English and Japanese can be found in
Appendix 1.

4.3.2 Observation design

This research involved non-participant observation. Based on the
above categories, the researcher prepared a schedule of field notes (see
Appendix 2). Each lesson lasted 50 minutes, and with the participants’
permission, all the classes were video-recorded.

4.3.3 Pilot study and development of interview and observation

Before collecting data, I conducted a pilot interview and classroom
observation at a Japanese public upper secondary school in the same
prefecture as this study. The school is located in an average size
town of the same prefecture, and the ratio of students who go on to
the university or college is about fifty percent. Therefore, this school
represents an average between schools A and B.

One JTE and ALT were interviewed, and one classroom
observation was conducted. The interviews with the JTE and ALT were
conducted separately after the classroom observation.

As a result of this pilot study, a few minor modifications were
made to the interview schedule and the field notes schedule. The final
versions of the interview schedule and the field note are reproduced in
Appendices 1 and 2.

4.4 Data collection procedure
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With permission of the school headmasters, I visited schools A and
B before collecting data, and met supervisors of each school’s English
department in order to explain the purpose of this survey, and then
negotiated time for the research. At that point, I asked all participants for
permission to tape-record the interview and video-recorded the classroom
observation. I also handed each participant the letter of consent (see
Appendix 3), where the purpose of the research, confidentiality and
the researcher’s contact address were written. At the request of school
B, the researcher gave information about the categories of enquiry of
the interview schedule (see Appendix 4). School A did not request this

information. ) ) ) )
I carried out the classroom observation for 50 minutes while taking

notes and after that, conducted the interviews. After each observation
of the team teaching class, I conducted the interview with each team
teacher individually. All the interviews and observations were recorded.

After collecting the data, I transcribed the interviews, and visited
the school again in order to ask the participants to check the transcripts.

4.5 Data analysis

After transcribing the participants’ comments, I went through the
process of reading, marking, and labeling the transcription (Seidman,
2006:126), and then attempted to find out several common themes
relating to each category (see 4.3.1) and catalogued the comments
according to each theme. I then searched for several situations from
the classified comments, and then discussed these different situations
within each category.

Observation data were recorded by video camera and then,
analyzed in two ways: firstly, according to the categories of enquiry
similar to those used in the interview analysis (see 4.3.1). The
observation data were also be reviewed for any other aspects of interest
related to team teaching not created by the above categories of enquiry.

The observation data from the team-taught lessons were very
useful for this research. When compared with the teachers’ comments
on team teaching in the interview several contradictions emerged.
These issues will be discussed in section 7.

4.6 Limitation of the study

Despite careful precautions, this study has a number of limitations.
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1. The results of this study are limited by the relatively small size,
although the number of interviews and observations were
considered sufficient and manageable for the purpose of this paper.

2. Although the questions to JTEs were carefully translated into
Japanese and subjected to pilot study, there might be slight
differences of nuance between the English and Japanese versions.

3. Comments from JTEs were also carefully translated from Japanese
into English in order to closely follow the original. However, there
might be slight differences of nuance between the English and
original comments.

Nevertheless, in spite of the limitations outlined above, this study
provides sufficient information to address the research aim and this will
be presented in the following sections.

5 Analysis of interviews with participants

This chapter will outline the findings from the interview conducted
with participants. The purpose of the interview was to discover more
about the participants’ views of their team-teaching and the factors
which influenced their students’ learning by team-teaching in Japanese
EFL classrooms. The interviews were conducted in the middle of the
second semester in upper secondary schools in Japan in November,
2004. The interviews were semi-structured and included questions
relating to four categories of enquiry:

A. definitions of team teaching

B. promoting learning

C. interaction

D. team teaching between NSTs and NNSTs

Before starting the analysis, the interview was conducted with 6
different teams in 2 schools. The combination of JTEs and ALTs are as
follows:

School A:

Team 1: Tanaka (JTE), Owen (ALT), Richard (ALT)
Team 2: Kitajima (JTE), Owen (ALT)

Team 3: Aoki (JTE), Richard (ALT)

Team 4: Miyamoto (JTE), Suzuki (JTE), Owen (ALT)
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School B:

Team 5: Ono (JTE / main teacher), Takahashi (JTE / sub-teacher),
Bruce (ALT)

Team 6: Takahashi (JTE / main teacher), Ono (JTE / sub-teacher),
Bruce (ALT)

This will remind the readers of each team situation.
5.1 Category of enquiry A: Definitions of team teaching

Two questions asked in this category were:
Q1: What do you understand by ‘team teaching’?
Q2: How do you and your partner co-operate in team teaching?

5.1.1 Definition

The aim of these questions was to focus on how participants
perceive team teaching, and how the teachers actually conduct the
team teaching classes. The big difference between team teaching and
single teaching is that team teaching is collaborative teaching with
team partners. 9 out of 10 participants mention that the team teaching
situation is different from the single teaching situation because there
are a number of teachers (more than 1). They recognize that team
teaching is collaborative teaching, and they can gain benefit from their
partners.

Aoki regards team teaching as the unusual situation: “Team
teaching cannot be a simple class because of two teachers teaching
together.” Owen sees team teaching as co-operative teaching: “Team-
teaching means more than one person working together to achieve an
objective which, in this case, is this delivery of materials to students in
English.” Kitajima points out the benefit of her partner: “Two teachers
teach together, we increase the range of looking at students and the
class itself. My partner (Owen ) gives me suggestions about some parts
which I did not notice during the class, it is very helpful.” For her,
having the partner is very helpful for both her students and herself in
her team teaching situation.

5.1.2 Co-operation

It is interesting to see how team teachers actually co-operate
together. Goetz (2002:2) divided the co-operation into 3 stages in team
teaching situations: ‘working together to plan, conduct, and evaluate
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the learning activities for the same group of learners.” This section
will analyse how team members cooperate 1) in planning the lesson, 2)
during the class, and 3) after teaching. Furthermore, equality or equal
ranking is important for partnership in team teaching. Brumby and
Wada (1990: introduction) write ‘team teaching is total cooperation
between JTE and AET where they take equal responsibility in planning
and teaching their lesson.’ It is meaningful to see how team teachers
cope with this ‘total co-operation’ in their team teaching in EFL
classroom in Japan.

Co-operation before the class

8 out of 10 participants feel that it is necessary to plan the lesson
with their team partners before the class. According to the participants’
comments, the view of planning the lessons mainly falls into two types:
1) ALTs mainly plan the lessons, 2) JTEs mainly plan the lessons. In
other words, one group or one person does most of the planning. It is
not a joint effort.

1) ALTs mainly plan the lessons
When ALTs mainly plan the lessons, JTEs tend to depend on ALTs.
Richard says about team 1:

“Usually Owen and I plan the lessons, ...And then after Owen and
I plan this lesson, we will go to Mr. Tanaka before a class, show
him what we’ve planed, and then he gives us feedback immediately,
‘This is a good idea.”, ‘I like this.””

On the other hand, Tanaka, who works with Owen and Richard says
this about his
situation:

“ALTs mostly plan the lessons, and show me the lesson plan before

the class. We normally don’t change it before the first class...I give
the comments about the class to them after we finish the first class,
‘We should change it a little.” ”

Tanaka also recognizes that he is apt to depend on ALTs, and he knows
that he should change it. He also says about his position: “I think I am
an assistant for Owen and Richard in my team teaching.”, and for him,
it seems that the assistant does not have to make a lot of contribution. It
could make him very passive in his team teaching situation.

In team 2, Kitajima, who works with Owen, is not so positive:
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“Gradually, I recognized Owen has more rich experience of teaching
than I...., so he thinks of the lesson plans at first, and then asks me,
‘What do you think of it?’, and then we make a perfect plan.” Kitajima
clearly respects Owen’s greater experience; this may be that she is a
part time teacher, and she thinks that she lacks experience.

2) JTEs mainly plan the lesson

In four teams (teams 3, 4, 5, and 6), JTEs mainly plan the lessons.
There is a difference according to the teams. Three teams (teams 3, 5,
6) have two common characteristics: (a) JTEs regard ALTs as assistants
rather than co-teachers, (b) JTEs tend to plan the lessons based on the
course books. Aoki, who works with Richard, distinguishes between
ALT and JTE as follows: “JTEs should make a lesson plan, because
they (JTEs) understand what students need to learn... JTEs are
professional, and ALTs are assistants.”

When Aoki makes his lesson plan, he normally refers to a teachers’
guidebook which accompanies the course book. He says:

“The teachers’ guidebook usually belongs to the course book.
Important sentences, vocabularies, and lots of activities are written
in the guidebook, I cannot do it if I do not refer to them. For me,
the course book and the teachers’ guidebook are indispensable to
my team-teaching.”

Richard says about his partner, Aoki:

“He (Aoki) prefers to work mostly from the book and he prefers
to have more control of the class,...we will do mostly work from
a book, and he will plan the lesson,...He is a type of teacher who
likes to stay closer to the book.”

In team 6, Takahashi makes a lesson plan based on the course
book, and regards the ALT as an assistant: “Normally, I mainly plan the
lesson based on a textbook, ...ALT (Bruce) helps me as an assistant.”
Ono is convinced there is a ranking among team teachers: “Team
teaching might impress you as an equal relationship, but there is a
ranking among team teachers, main teacher, sub-teacher, and ALT.”
For Takahashi and Ono, it seems that the assistant does not have to
have many responsibilities. Ono recognizes the lack of time for the
discussion with ALT (Bruce). He says:

“If I take a lot of time for, I can produce better classes. It takes a
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lot of time for preparation..., because I have to teach with another
teacher. I frequently go to the class without having preparations...
However, I try to talk to him about the procedure...”

Bruce says that the classes are normally planned based on the course
book: “We use the textbook as the basis for the class, so there isn’
t really much planning needed, so I'm told in advance what lessons
going to be, and I read it, looking at it, I can see what I need to do
..” It seems that Ono and Takahashi simply follow the pattern of the
course book, and they do not have to discuss lesson plans with Bruce
before the class.
Team 6 (Miyamoto, Suzuki, and Owen), on the other hand, has
a totally different situation from teams 3,4, and 5. In team 6, a JTE
mainly plans the lesson; however, ALT and JTEs have an opportunity
for discussion before the class. Miyamoto says: “I mainly plan the
lesson first, and we have a meeting to exchange our opinions for it.
We also talk about our roles during the class before the class” Owen
says that co-operation already starts before the class: “Usually, where
one takes lead in putting things together, and then discussing with
other person to see where you are, what you like, what is best, what is
not best.” Suzuki emphasizes the importance of discussion: “Whoever
(JTE or ALT) makes a lesson plan, we normally exchange our opinion
for the lesson.”

Co-operation during the class

All participants mentioned how they co-operate together during the
class. Owen and Richard, Suzuki, and Miyamoto exchange information
on the class room situation or
their students during the class. Suzuki communicates to his partners
with his eyes. He says: “While teaching, we sometimes need to
reorganize the original plan. We make a sign with our eyes, ‘We should
cut this part’ and so on.”

During the class, Owen and Richard sometimes change the original
lesson plan depending on the classroom situation. Owen says:

“I could be checking to see what’s next, or maybe thinking to see if this
activity is not doing what we had intended to for to do, how do we change
it, I might be making a quick consultation with the JTE to see, you know,
what their sense of how the class is going....”

Richard says:
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“Sometimes things can’t go exactly where you’d like them, exactly
where you plan them, so you must be always alert, and ready to
do something new, if something doesn’t work out the way you
planned.”

They share common responsibility with their partners during the class.
Miyamoto has a closer partnership with his partners during the class.
He says: “When I forgot to explain something, my partners point
it out, it is very fresh to me, and it makes my eyes open widely.” It
is very interesting this partnership can improve the class itself, and
furthermore, it can reflect each other more.

On the other hand, Kitajima, Tanaka, and Aoki have less
partnership than Miyamoto. Kitajima says: “I give advice to Owen
to conduct the class smoothly, but Owen mostly conducts our classes.”
Tanaka says about his work in team teaching: “I don’t know it is co-
operation..., we divided the work to answer the questions. We have
about 40 students in the classroom. It’s good for them to be taught by
many teachers.” He has the same work as Owen and Richard; however,
during the task itself, students tend to ask individual teachers for help.
Aoki says about his consultation with the ALT: “When students do
the activities, we have time to talk about what we should do next, for
example, we can say, ‘Please set the CD player properly.” and so on.”
For him, the important thing seems to be to conduct his class smoothly.

Ono, Takahiashi, and Bruce have their different roles in their
team teaching situation. Their tasks are clearly divided into three.
According to Takahashi: “The main teacher conducts the class, and the
sub-teacher is mainly walking around and supports students when they
don’t understand the handouts. The ALT’s role is pronunciation.” Ono
also has the same idea as Takahashi:

“...according to the classroom situation, I ask ALT (Bruce) to
pronounce the words repeatedly,...I ask the sub-teacher to walk
around and teach the students when they can’t read and write the
words.”

It is clear that Bruce’s situation is totally different from Owen and
Richard’s. Bruce’s role is very simple during the class: to focus on
pronunciation. Bruce says about his roles in his team teaching: “I just do
what they tell me to do,...I just do what I am told.” He is very passive
during the class. Ono, Takahashi, and Bruce have different roles, and it
seems that they do not form a partnership among the team teachers.
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Co-operation after the class
1) Feedback
Owen, Richard, Tanaka and Suzuki mentioned feedback about
the class. Suzuki says that he has a time for feedback with his partners
after the class:“After the class, we talk about the lesson in the staff
house. We have the three same classes...we have some points to be
improved after the first class, so the second class becomes better...”
For Owen, feedback comes not only after the class, but also in
planning the lesson. He says:

“Sometimes...when we plan future classes, just in conversation,
it (feedback) comes up. Like somebody might say, ‘I remember
when we did and so and so, the students thought or students
reacted in a certain way, so maybe we shouldn’t do that then.”

Furthermore, Owen mentioned that he gave the students a
questionnaire about the class. He says:

“We actually gave the students a questionnaire that they had to fill
out their impression of the class...and looked at what the students
thought, looked at the students’ levels and spoke about what we
think for the next semester we should do differently,...”

In his team teaching situation, he is very positive about sharing lots of
responsibilities with his team teachers.

2) Evaluation

Four participants mentioned evaluation. Suzuki speaks about
evaluating students in general, not just through exams: “We
evaluate how students achieve their goals, or how they can improve
to communicate in English; the ALT and I evaluate it together.”
Miyamoto says that all the team members evaluate in the same way:
“For example, when students do the presentations, they are evaluated
by our team members individually, and then we total the scores, and
decide them.” Suzuki and Miyamoto co-operate with their partners for
evaluation.

On the other hand, Takahashi evaluates only with another JTE, not
the ALT. She says: “We (Takahashi and Ono) co-operate together in
grading and evaluate.” In Ono’s case, the ALT, Bruce, marks only in
the listening part of the examination (written examination), although
before conducting it, they check whether it is appropriate or not.
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Bruce says that ALTS’ situation is different depending on the schools:

“the grade for their work, I'm not involved with that. Although

other ALTs, who are team teachers, I know, are involved, so each
situation is slightly different, but in my situation, I’'m not involved
in evaluation.”

Basically, Bruce does not have to co-operate with JTEs (Ono and
Takahashi), and he works individually in his situation, seeing himself
as an assistant.

Equality
Three participants mentioned equal ranking in team teaching; however,
they also say that they do not always have equal responsibilities among
team teachers in real situation. Bruce recognises equal ranking among
team teachers: “...instead of one person teaching, it’s group teaching,
...s0 it’s you have co-teachers rather than teacher and assistant.”
However, Bruce’s actual situation is different from his perception of
equality; Ono believes that there should be a ranking among team
teachers and clearly regards Bruce as an assistant. He also mentions
ranking: “There is a ranking among teachers: main teacher, sub-
teacher, and ALT.” For him, Bruce’s position (ALT) is the lowest.
Miyamoto says that he generally does almost the same work as the
ALTs. However, it seems that his situation can be changed depending
on his partners. He says:

“I don’t know how to accept ALTs. My previous ALT should

have taught in the class, but she didn’t. She sent emails while
students were doing activities. She often said, ‘Oh, I'm sleepy’ or
‘Oh, I feel bad.” Sometimes there are not only such ALTs but also
JTEs. They are not professional.”

It is interesting that Owen also emphasizes personality as a significant
factor in team teaching, as it demonstrates flexibility and respect for
differences in personality among team members rather than focus
exclusively on fixed equal ranking. He points out the difference
between team teaching theory and the reality:

“...your idea of team teaching is that you must be working
together, and everybody’s doing everything together and saying
everything together and talking equally in the class and it’s not
that, it’s not that. It’s identifying roles and personalities, and how
each of those will fit into whatever situation you have and how
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you’ve going to use it. I think that is the biggest... not problem,
but challenge, how do you best read your team teaching situation,
and then, having read it, how do you best apply it to the benefit of
your students without putting pressure on any member of the team.
That’s, I think, the biggest challenge.”

For Owen, it is more important to consider the personalities of team
teachers than to follow the theory of team teaching.

Summary

All participants seems to understand that team teaching means to
work together or cooperate for teaching; however, according to the
team partners and the school situation, they do not always conduct
the team teaching according to their definitions. Equality cannot be
expressed numerically because total co-operation between JTEs and
ALTs also depends on team partners. In some teams, they compensate
for each other, and according to the personality or teaching experience,
they decide how much they should work. They respect their each
other’s personalities. On the other hand, depending on the teams,
team partners rank their positions, and according to the ranking, their
working is clearly divided.

5.2 Category of enquiry B: Promoting learning

Four questions asked in this category were:
Q1: How does team teaching help students learn?
Q2: What do you feel is your students’ attitude in your team teaching
classes?
Q3: What kind of classroom activities do you use in your team
teaching classes? Why?
Q4: When your students do the activities, what are you doing?
What are your roles in team teaching?

The purpose of this part of the interview was to focus on how
participants attempt to promote students’ learning and how their
students participate in their team teaching classes. This section also
notes teachers’ roles and students’ attitudes to team teaching.

5.2.1 Helping students learn
This section discusses how team teaching helps students’ learning,
and the participants’ views on the benefits of team teaching for students.



84 Teachers’ Perceptions and the Practice of Team teaching
in Japanese Upper Secondary Schools

Changing classroom situation

5 out of 10 participants say team teaching can change the classroom
situation. Owen says that ALTs enable the classroom to become
more active: “The native speaker speaks English naturally, and so
it brings an element of excitement and interest.” Suzuki says: “In
conventional classroom, students were apt to be passive, but in team-
teaching classes, students play the leading part in the class.” According
to Miyamoto: “In team-teaching, it is a great advantage that we can
have time to teach students individually.” Bruce says that it is very
important for his students to talk to the native speakers, according to
him:

“...the children don’t have much opportunity, I mean particularly

in this part of Japan, to speak or communicate with native
speakers, ...so I think, you need to speak English to learn English
....not just in the lesson, but the outside, at the train station..., they
do come and speak to me, their English is improving.”

Models of language and learning

Some of the respondents commented on how team-teaching helps
students’ in aspects related to language. 8 out of 10 teachers say it is
good for students to be able to learn pronunciation from native speaker
in team teaching. Suzuki and Aoki do not mention pronunciation,
although Suzuki recognizes there is a different way of pronunciation
between NSTs and NNSTs. Richard says about the importance of
native speakers’ pronunciation:

“I think to have a native speaker in the classroom, really, we can
hear the language as spoken by an English speaker. When I took
French in the high school, and my teacher was American with an
American accent. So when I went to France, French people couldn’
t understand me. I was very disappointed. If I had a native speaker
in my classroom, it would have helped me very much”

It is very interesting that 5 out of 7 JTEs say students can learn “real
English” from ALTs. For example, Owen refers to the characteristic
of native speakers’ English: “The native speaker speaks English
naturally.” Kitajima says: “The benefit for students is to hear the real
English directly from ALTs in team teaching.” Aoki comments that
ALTs know colloquial expressions and can use these to help students:
“ALTs can modify students’ writing by suggesting more natural
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expressions, rather than the too formal English expressions”

A further aspect, related more to language learning than the
language itself, concerns the idea of models of good language
learning. In Owen’s opinion, the interaction between JTEs and ALTs is
beneficial for students as it shows the JTEs to be good learners:

“If they (students) can see a Japanese teacher who speaks English,
talking English with a native speaker in class, I think it serves as
a motivating factor...so they’re getting that feeling that, ‘Wow,
actually we can’, so maybe they will be motivated to study a little
bit harder because they can get there too.”

Culture and internationalization

4 out of 10 participants feel students can learn different cultures in
team teaching. It can promote their awareness of internationalization.
According to Bruce: “The culture I come from is so different from the
culture in Japan as well. I think it’s good not just for the language, but
just for internationalizing. I think that’s helpful.” Suzuki comments
on the importance of students communicating with people who have
different backgrounds: “team teaching is very useful, because during
the class, students can learn the process to try to communicate with
other people through English.”

5.2.2 Students’ attitude

This section reports findings relating to how the students
participate in the team teaching classes and their attitude towards
participation.

Motivation

All participants comment that students’ motivation is high, or
their attitude is generally positive in the team teaching classes. Tanaka
compares this with the lecture-style classroom with a single teacher:
“Students enjoy the team teaching class more than the class, where a
teacher mainly explains about the lesson and students usually listen to
it.” Kitajima says team teaching can challenge the students: “Students
are very positive, even though making mistakes...in team teaching
classes, they have a feeling of challenge, ‘I will try it, I will try it more
than in single teaching.”

It is very significant that students are not afraid of making
mistakes in the team teaching classroom. Owen says students can relax
in team teaching: “the attitude is generally positive ...they like the idea
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that we can relax, listen to some music or try to chat...try to talk in
English or do the activities which are not simply reading a textbook.”

According to Suzuki, on the other hand, there are some students
who do not respond quite so positively: “Some students become very
positive because the ALT stay in the classroom, however some students
try to keep distance from ALTs because they are unaccustomed to the
team teaching classes.”

5.2.3 Classroom activities
Teachers were also asked about the types of classroom activities
they use in their team teaching classes and the reasons behind them.

Game

4 out of 10 participants say they use games in team teaching
classes. Suzuki says: “We try to create an atmosphere so that students
can speak English through the game.” Owen, Bruce and Richard use
games as a warm-up. They use fun activities, and students enjoy the
games with the classmates and teachers. Owen gives the reasons why
he uses the games in the classroom:

“One motivation, because if it’s different from what they do all the
time, then they will probably be more interested... If they enjoy
it, then they’re probably learning without realizing that they’re
actually studying because they’re enjoying it. Two, if it’s fun
activity but causes them to repeat material that they’ve covered,
it helps them. I think without studying it independently, to learn
something and remember it without having to consciously commit
to 1t.

Richard also comments on his reasons for using ‘fun’ activities;
especially as a warm-up.

“I think when you are studying a foreign language, being shy,
introverted, and worrying about making mistakes, can really
impede progress, in that language, so we try to make it fun, and
not worry about mistakes,...”

It is interesting to note that these comments were made by ALTs, rather
than JTE’s and it may be that the distinction between types of activities
used by the two groups of teachers is typical of team-teaching.

Pair work / Group work
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4 out of 10 participants use pair work or group work in team
teaching classroom. Owen and Kitajima, working together explain
what they do and why:

“We do a lot of pair work, make them work in pairs to complete
exercise ...When we teach a dialogue...we make them work in
pairs to practice the dialogue...Sometimes we give them group
work to do, like they might have to formulate questions in groups,
or provide answer to a situation in groups, or give advice to a
particular problem in groups.”

Kitajima explains why:

“We don’t want to teach English only based on a textbook. If
we use only the textbook in the class, the main activity is simply
reading, and then students are bored. So we mainly use the activity
that students speak in pairs or in small groups”

Role play

Aoki uses role play that creates the real situation in the classroom.
He explains his reasons: “We teach grammar...and vocabulary, but we
have to make students do some activities by using the words, grammar,
and expressions they already learned.”

Projects
Miyamoto asks students to do research and presentation:

“I would like students to use English as much as possible. We
study grammar in the classroom, and I would like to make students
use them....We use many different activities, for example, at a
moment, students try to get information about the country where
they want to go, and they’re going to have presentation next
week.”

Reading aloud and listening

The case of Ono, Takahashi, and Bruce (School B) is very
different from the groups in School A (Owen, Richard, Tanaka,
Kitajima, Miyamoto, Aoki and Miyamoto). Takahashi and Ono, who
work with Bruce, mainly do reading aloud and listening activities in
their team teaching classes. Takahashi explains how they exploit ALT
for this: “When we read English aloud, we ask the ALT (Bruce) to read
it, and students listen and repeat to read it. Or in the class, we have a
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listening test, we ask Bruce to read whole sentences.” In Takahashi’
s activity, students seem to read aloud repeatedly and listen in order
to become familiar with the sounds of English. In Ono’s activities, his
main aim is for the class to read aloud to encourage understanding or
memorizing words, phrases, and sentences. In School A, they seem to
use more communicative or productive activities; on the other hand,
Ono and Takahashi seem to use simple exercises such as repetition or
simply listening.

It will be interesting to see how these activities are used in team-
teaching and the observation may provide data regarding the co-
operation of JTEs and ALTs, and how they put them into practice.

5.2.4 Teachers’ roles

A further question in this category of enquiry relates to what
participants are doing when their students do the activities and their
roles in team teaching. A number of different roles were mentioned by
those interviewed.

Facilitator

All participants say teachers play the role of facilitator in team
teaching class. 7 out of 10 teachers say they are walking around the
students when they are working or doing their activities. Ono indicates
team-teaching creates an opportunity for seeing how students can
understand the class: “I teach my students while walking around, it
means I understand what they don’t comprehend...I teach them while
answering their questions.”

It is interesting Owen, Bruce, and Miyamoto say “encourage
students”, “help students”, and “give students advice”. Owen encourages
students to participate while walking around them: “...you have to
make them understand you or encourage them to participate...”. Bruce
helps students: “If they are working on the tasks, I walk around them
and check that they’re working, and then if they’re stuck, I can help
them.” Miyamoto gives them advice: “While walking around students,
I normally check their work and say, ‘You’d better do it.’

Team teaching class enables teachers to be fellow learners. Kitajima
joins students’ activities: “According to the groups, the members are
not so positive to the group activity, ...so I join the activity and show
them, “You can do like this.”” While walking around students, teachers
can have a close relationship with students. Furthermore, it is very
interesting that Suzuki promotes students to be able to do their activities
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by themselves while showing a good example:

“In team teaching class, sometimes ALTs ask students, ‘You have
any questions?’ When students do not have any questions, I ask the
ALTs instead of them. And then, students try to start to ask ALTs
with my question as a start.”

Kitajima also promotes students’ cooperative abilities within the group.
While her students do the group activity, she says to the students, “Who
is a leader in this group?”. She tries to encourage students to do the
activity without teachers’ help.

Bridge between ALTs and students

4 out of 7 JTEs commented on the role of acting as a bridge
between ALTs and students. Kitajima says that she does not want to
just translate what ALTs say into Japanese automatically:

“I would like to be mediate between ALTs and students...my role
is to observe whether students understand what Owen says or not.
If they don’t understand it, I inform him of it, or I explain it.”

Suzuki emphasizes the difficulty of deciding how much the JTE
should explain what the ALT says according to the students or classes’
situation:

“My role...it is the most difficult thing...I am between students
and ALTs. If I translate all things said by ALTs into Japanese,
students do not listen to the ALTs...If I do not translate it at all,
some students completely do not understand the class. I sometimes
explain what ALTs said as a translator to the students, and
sometimes I dare not to explain it at all.”

Assistant

Tanaka sees his role is an assistant for ALTs. It seems that Tanaka’
s role is similar to the bridge between ALTs and students, however
he seems to think that the assistant does not have to make a lot of
contribution (see section 5.1.2). Bruce says his role is as assistant
language teacher: “I assist in the English education of the student.
I can’t..., I don’t discipline. That is not my job, so I just help in
language lesson.”

Language and culture ‘ expert’
As mentioned in 5.2.1 pronunciation and culture are considered a
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large part of the ALT’s work and, indeed, Richard sees his role in this
respect to be considerable. Richard says pronunciation is the role of
ALTs: “I think pronunciation is very important thing, I think that might
be No.1.” Richard says ALTSs’ role is to make students feel interest in
different cultures:

“Just including or telling personal information about the country, so
just about the life style, I think, some of part of internationalization
which is not just the language but understanding different culture
as well.”

Owen emphasizes that the roles in team-teaching depends on
the team-teaching relationship:

“For example, most of my classes I work with are Oral
Communication and Computer-Aided Instruction. If it’s a reading
class, for example, last year, I did a reading class. Then, the
Japanese teacher of English might need you more for repetition
and pronunciation than it is for encouraging natural conversation,
so that case, that would be my role.”

Summary

Generally, according to the teachers, ALTs and JTEs students’
attitude towards participation are positive, and their motivation is
higher in team teaching classes. Team teaching enables students to
feel challenged, and creates an atmosphere where students do not
worry about making mistakes.

The classroom activities seem to be different according to the
school. In school A, teachers use more communicative activities such
as pair/group work and projects than in school B. They attempt to
provide students with the opportunity to use English in the class. In
school B, JTEs ask the ALT (Bruce) to read the course book aloud, and
the students simply repeat after him. They become familiar with the
sound of the ALT’s English.

In the participants’ opinion, one of the benefits for students is to
talk to the native speakers (ALTs) in the team-teaching classes. They
think one of the ALTs’ roles is to provide real English. ALTs also
provide different cultures, and it can promote students’ awareness
of internationalization. It is interesting that ALTs seem to prefer to
do more fun activities compared to JTEs. They create a relaxing
atmosphere for students to enjoy studying English. One of JTEs’
roles is to act as a bridge between ALTs and students. It seems to be
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difficult for ALTs to see how much Japanese students understand the
class, however it is easier for JTEs to do that. JTEs can inform ALTs
of students’ situation, and sometimes JTEs provide more explanation
for students. Furthermore, the interaction between JTEs and ALTS is
beneficial for students. In team teaching, if students see that JTEs talk
to ALTs in English, they can be motivated to study.

All participants say teachers play the role of facilitators in team-
teaching. Teachers are walking around their students while they do
the activities. One of the benefits is that teachers have time to teach
students individually. While walking around, teachers are not only
checking how much students understand, but also encourage and give
some advice. Teachers can become fellow learners in a team-teaching
class. Kitajima and Suzuki join the activity with students, while
showing how they should do it. The classroom activities are different
according to the teams. However, it is very interesting that Kitajima
promotes students’ co-operative abilities through the group activities.
She encourages students to co-operate and find the solution without
the teachers’ help.

5.3 Category of enquiry C: Interaction

The four questions asked were the following:

Q1: How do you co-operate with your partner within the team teaching
classroom?

Q2: What kind of relations do you have with your students in your
team teaching classrooms?

Q3: How do your students relate to each other students in your team
teaching classes?

Q4: With regard to your students spoken interaction is it different in
team-teaching from single teaching? In what way?

The aim of this section was to analyze how participants relate in the
classroom, and what kind of interaction they have with their students.
This section also focuses on how students build their relationships with
each other in team teaching classes. Furthermore, it discusses how
different students’ spoken interaction is in team teaching from single
teaching.

5.3.1 Interaction between JTEs and ALTs
Teachers were asked about the relationships they have with their
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team-teaching colleagues. Their comments can be grouped into two
categories: 1) supporting each other, and 2) divided responsibility

Supporting each other
4 out of 10 participants comment that they compensate for each
other during the class. Miyamoto explains:

“My partners (Owen and Suzuki) can see the things that I cannot
find in the class, and when I forgot to explain something, my
partners point it out...We always exchange our opinions to
reorganize the lesson plan if the class starts to take the wrong
course.”

Suzuki says he guides students alternatively in team teaching classes:

“When I ask some questions to the students and they do not answer
them,

ALTs can create alternative questions for the students...and
sometimes ALTs ask students, ‘You have any questions?” When
students do not have any questions, I ask the ALT instead of them.
And then, students try to start to ask ALTs with my question as a
start.”

Ono says: “I would like to bring out the ALT’s good points,
and conduct the team teaching class.” Kitajima comments
on that ALTs are a conductor and JTEs are interpreters of
classroom context. Kitajima says:

“When I feel that students do not understand what Owen said, I
always explain about them....I give advice to conduct the class
smoothly and make students understand the class easily, but Owen
mostly conducts our class.”

Divided responsibility
4 out of 10 participants say they have a good relationship between
the main teacher and helper. Takahashi explains her situation:

“The main teacher (JTE) conduct the class, he or she makes
the lesson plan. The other JTE who supports the main teacher is
mainly walking around, and helps students...and I ask the ALT to
pronounce and read English.”

Bruce, who is the partner of Takahashi and Ono also comments on how
he sees his role as assistant: “They are the teachers, so I generally do
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what they ask me to do, so I wouldn’t, there’s 100 percent co-operation
...” Bruce seems to think his work as an assistant is to follows JTEs’
instruction in the classroom. Takahashi seems to think Bruce’s main
job is pronunciation and reading English aloud.

Owen emphasizes that the interaction among team teachers
depends on personality. He is teaching in both an English course
and also a general course in School A. He compares team 1 (Tanaka,
Owen, and Richard) and the last year team of his same class in the
English course:

“As you saw the class today, the main personalities at the head of
the class were two ALTs. The JTE does not take that much a lead
in class...In my last year with the English course in was a little
different. He (JTE) was the one that directed the class, started the
class. He spoke a lot of others in English...The ALTs were more
working with students. Of course we planned the classes together
before we went.

Owen adds to explain team 2 (Kitajima and Owen) in the general
course:

“In the general course, for example, last year, a JTE I worked with
was a lot more present. It was his class. He started the class, and
then handed over to me. And he would clarify and explain every
activity at the beginning and at the end of that activity, and perhaps
summarize the classes at the end of it...The JTE this year I work
with (Kitajima), is a different personality. It is more Owen’s class

5.3.2 Interaction between teachers (JTEs and ALTs) and students

It was also clear in the interaction that many of the teachers noted
a difference in relationship between teachers and students in the team-
teaching.

6 out of 10 participants say they attempt to have a closer
relationship with students, with greater opportunities to talk to
students. Richard says his relationship with students is very friendly
partly because of his extra duties involving looking after the
classroom: “Owen and I are also in charge of taking attendance for
cleaning of this area, and they like coming to practice their English.”
He and Owen make efforts to get students interested in the class;
by mentioning in class, activities places familiar to the students, for
example football or local pizza restaurant. Owen says: “If I know they
(students) play football, I might say something about football...I think
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that helps. It shows, at least, it can’t be for every students, but for most
that, ‘Oh, maybe, he’s interested in me.” ” According to Owen and
Richard, the closer relationship encourages students to take an interest
in the class.

5.3.3 Interaction among students

Question 3 of the interview asked teachers to comment on how they
perceived the students’ relationship and interaction with each other. 9
out of 10 participants say students’ relationships are generally positive in
the class, although according to Bruce, there is little difference. “they are
just students, I suppose, not any different, not any other class, some of
them will work, some of them won’t, some of them will be good, some
of them won’t. They relate each other like kids do.”

Mutual helpfulness

One positive aspect noted was the help that students give each
other in the class, noted by 4 of the teachers. This can relate to helping
each other with language difficulties, as Richard explains.

“When I ask question,...I’ve been in Japan for three months now,
this is I am still new, but I know...students are always consulting
with their friends, ‘What should I say?”, you know, ‘What should
I say?’...and so their friends give them a little hint, so it’s like
they are a team as well....they are very close and they are very
friendly.”

However, as Ono emphasizes there is also greater sense of group
cohesion and stronger relationships:“...there is the other goal of
building human relations, so it is very useful for students to do pair
work and group work among students in the team teaching classes.”
Owen has attempted to make students relate to each other by
reorganising the classroom. He says boys stay on one side, and girls
traditionally gather on the other side, and it is difficult to get the boys
to talk to the girls, and he often changes the students’ seats. He also
encourages students to walk around the classroom to relate each other:

“at the beginning...there’s some discomfort in, for example,
having stand up and talk to the whole the class, but I think almost
a year...they’re a lot more relaxed. I think they relate well...And
they know each other’s names and what each other like. ..so they
understand each other a lot more than I understand them”
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5.3.4 Spoken interaction among students

Teachers were asked how the students’ spoken interaction is
different between team teaching and single teaching. 4 out of 10
participants noticed a difference. Owen and Bruce have no experience
of teaching single classes either previously or elsewhere, and they
did not answer this question. Suzuki claimed to be unable to compare
the two as the single teaching “has totally different content from the
team teaching.” Richard, Ono, and Takahashi refer to the interaction
between teachers and students as being positive in team teaching
classes, but they do not comment on the interaction among students.

The 4 participants (Kitajima, Tanaka, Aoki, and Miyamoto) who
responded to this question noted the students made more attempt to
speak English to each other in the team teaching classes. Kitajima
compares the team teaching class with her English grammar class:

“Owen overwhelmingly conducts the team teaching class, so when
they enter the class, they make efforts to use English from the
greeting the beginning to the end. In the grammar class, students
don’t do like this.”

Miyamoto emphasizes:

“I do not make use of interaction among students in writing and
reading classes, so students may have opportunities for speaking
English to each other only in team teaching classes.”

Summary

According to participants’ comments, the interaction between
JTEs and ALTs can be considered under 2 aspects: colleague and
support, and main teacher and assistant teacher. In the colleague and
support relationship, teachers compensate for each other. However, in
the main teacher and assistant teacher relationship, the main teacher
conducts the class, and makes the lesson plan. The assistant teacher
has less responsibility than the main teacher.

6 teachers attempt to have closer relationships with students. They
walk around and have an opportunity to talk to students while they
work. Owen and Richard make efforts to get students interested in the
class by mentioning topics which are familiar to the students, because
they think the closer relationship promotes students to take an interest
in the class. It is very interesting that Owen says the interaction among
team teachers depends on personality.
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According to the teachers, generally, the students’ relationships are
positive in the team-teaching classes. Students help each other when
they have problems and build human relations through the pair work
and group work. Owen has attempted to make students relate to each
other by reorganising the classroom.

4 teachers commented that students’ interaction in the team-
teaching class is more positive than the single-teaching class. Kitajima
says the students make efforts to use English from the beginning to
the end of the team-teaching class. Miyamoto also emphasizes that
students have opportunities to speak English to each other only in
team-teaching classes.

5.4 Category of enquiry D: Team teaching between NSTs and
NNSTs

The two questions asked in this category were:
Q1 What do you think are the characteristics of NSTs and NNSTs in
teaching English as a foreign language?
Q2 What do you think are benefits of team teaching in both NSTs and
NNSTs?

This part will discuss the characteristics of NSTs and NNSTs in
teaching English as a foreign language, and the benefits of combining
NSTs and NNSTs in team-teaching.

5.4.1 Characteristics of NSTs and NNSTs

The aim of this question was to ask if the participants perceive
any differences between NSTs and NNSTSs in teaching English as a
foreign language. It focuses on their characteristics in participants’
team teaching classrooms. 9 out of 10 participants comment on the
differences. Richard and Miyamoto comment on the difficulty of
explanation. According to Miyamoto:

“Some ALTs are very good at guiding the students. They make
students speak English while showing the good examples, but
some ALTs do not care about the students. It is not necessary for
ALTs to have teaching experiences. Sometimes the ALTs, who
just graduated from the university and do not have experience of
teaching, and I did not get along well with each other. On the other
hand, even though there is no experience of teaching, I feel he or
she is the best ALT.”
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Of those who did comment on differences between ALTs and JTEs, a
number of aspects were mentioned. Looking first at NSTs, these could
be grouped under three main areas: language, culture, and teaching
style.

1) Characteristics of NSTs
Language

4 out of 10 participants refer to the pronunciation of NSTs,
showing how English is actually spoken. Ono and Takahashi
emphasize that the NSTs speak “real English”.

2 out of 10 participants refer to the fact that the NSTs know
the subtleties of English. Kitajima says: “If we study very hard, we
can know that, but the NST can recognize whether the expression is
strange or not in their intuitive.” Tanaka says: “Sometimes I feel I
cannot explain without thinking, but the ALT is very flexible, and can
do it smoothly.”

Culture

3 out of 10 participants say the NST supplies cultural information.
Ono says: “Many JTEs have been to foreign countries, and we can
speak about the impression of foreign countries through the eyes of
Japanese...but ALTs grew up in the different culture from our culture
..., and they talk about their own culture to the students...”

Teaching style

Only Aoki comments that the NST focuses more on oral skills. Aoki
says: “The ALT thinks they don’t need translation and grammar. They
think it is good for students to listen to and speak English repeatedly.”

2) Characteristics of NNSTs
The characteristics of NNSTs relate to three areas: teaching style,
anticipating language difficulties, and discipline.

Teaching style

3 out of 10 participants think the NNST translates English and
teaches grammar. Takahashi says: “I am apt to translate English into
Japanese...and it seems to be difficult for ALTSs to explain grammar, so
it is easier for the NNST to teach grammar.”
Anticipating language difficulties
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3 out of 10 participants say the NNST anticipates the difficult part
for students in the class, and it is easier for the NNST to understand the
classroom context. Tanaka says: “Japanese teachers of English easily
understand what students do not understand beforehand, and then we
give advice to the ALT, ‘Could you explain that again?’, and so on.”

Discipline

One teacher (Bruce) commented on the role of the NNST’s role
as disciplinarian. This may be because of more serious behavioural
problems in this school.

5.4.2 Benefits of team teaching in both NST and NNST

The participants were asked to comment on what they saw as the
benefits of team-teaching for both students and teachers. Looking at
the benefits for students first, the responses can be categorized under
2 main areas: 1) real English and 2) interaction between NSTs and
NNSTs.

1) The benefits for students
Real English

As 8 out of 10 participants mentioned in section 5.2.1, learning
pronunciation from the native speaker is the great benefit for students
in team-teaching. Takahashi says that it is good for students to listen to
the real English from the NST in team teaching.

Interaction between NST and NNST

3 out of 10 participants comment that the interaction between NST
and NNST benefits the students in team teaching. Richard says: “They
(students) get to see oral communication actually happening between
two people — the teachers.” Takahashi explains:*“When I talk to the
ALT during the class, students can see how to communicate with the
native speaker. It can give the students the impression that English
conversation is not so difficult.” Ono says the interaction between
NST and NNST motivates students to speak to English: “While they
(students) look at our conversation, they feel like speaking English...
they can open their mind, and start talking English.”

2) The benefits for teachers
The benefits for teachers can be categorized into two:
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compensating for each other and developing teaching and language.

Compensate for each other

5 out of 10 participants mention that the benefit of team teaching
in both NSTs and NNSTSs is to compensate for each other. Richard
talks about the benefits of having the NST: “The JTE is not a native
speaker, and sometimes his/her English isn’t quite perfect. Here the
ALT is valuable.” Kitajima also says: “To me, the ALT can support
me when I can’t explain by myself. It is very helpful to me.” Owen
explains about the benefits of having the NNST. According to his
opinion:

“...just being able to see what students understand, what they
don’t. You really sometimes don’t have any clue, simply because
Japanese students are different from the students in your country,
and if you’ve never been a teacher before. A Japanese teacher
of English can help you understand that. They can help you to
interpret thing. They can suggest ways of transmitting things more
effectively”

Developing teaching and language

Tanaka comments that he can develop the teaching approach and
method in team teaching with the native speaker teacher. Owen also
emphasizes that the JTEs make the ALTs see their own cultural aspects
in a new light:

“They (JTEs) also pick up on little cultural nuances and maybe,
ask you to explain students, where you take it for granted. They
will say, ‘Oh, maybe Owen, could you explain it?’, ‘Do you in
your country?’, ‘Do you do this or that?”, and you say ‘Oh, well,’,
and you explain.”

2 JTEs mention that it is good to have an opportunity to talk to a native
speaker while 3 JTEs say it is possible to gain knowledge from the
ALTs. Miyamoto says: “I can always discover something new from the
ALTs, I also can know their culture,” and Aoki says: “While writing
the teaching plan, I can learn the expressions which the native speakers
use, they are different form the course books.”

Summary
According to the participants, the teaching style between the NSTs
and NNSTs is different. The NSTs prefer oral skills such as speaking
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and listening; on the other hand, the NNSTs tend to translate English
and teach grammar. The characteristics of the NSTs are to be able to
provide real English, the subtleties of English and cultural information
for students. The characteristics of NNSTs are to anticipate students’
language difficulties. According to students’ behavioral problems,
NNSTs have to discipline the students in the class. One of the benefits
for the students is to learn real English from the NSTs. The other is to
show the interaction between the NST and the NNST. The benefits for
both NNSTs and NST are to compensate for each other. The NNST can
develop the teaching and his/her language by working with the NST.

6 Analysis of observations

This section will summarize the findings of the team teaching class
observation. 6 different teams were observed before the interview.
These teams are already mentioned in section 5 as follows:

School A:

Team 1: Tanaka (JTE), Owen (ALT), Richard (ALT)
Team 2: Kitajima (JTE), Owen (ALT)

Team 3: Aoki (JTE), Richard (ALT)

Team 4: Miyamoto (JTE), Suzuki (JTE), Owen (ALT)

School B:

Team 5: Ono (JTE/main teacher), Takahashi (JTE/sub-teacher),
Bruce (ALT)

Team 6: Takahashi (JTE/main teacher), Ono (JTE/sub-teacher),
Bruce (ALT)

All the teams participants were interviewed, and the results are
analyzed in chapter 5. For observation purposes, only 3 lessons were
chosen for analysis. The criteria for selection of the 3 teams are
explained below.

Team 1 is very interesting for analysis. Normally, one JTE and one
ALT conduct the team-teaching class in Japanese secondary schools,
so it is very significant to see how two ALTs and one JTE cooperate
to teach students. Teams 2 and 3 are very similar, so one team, team
3, will be chosen for analysis in this chapter. In team 4, the students
mainly concentrated on preparing for their own projects, making it



Akiko Nambu 101

difficult to compare with the other teams; thus team 4 is not the subject
of observation analysis in this chapter. Teams 5 and 6 involved the
same team members, with the 2 JTEs just changing their roles from the
main to the sub-teacher, thus team 5 is chosen for analysis. Therefore,
this chapter analyzes observations of the following 3 teams:

School A:
Team 1: Tanaka (JTE), Owen (ALT), Richard (ALT)
Team 3: Aoki (JTE), Richard (ALT)

School B:
Team 5: Ono (JTE/main teacher), Takahashi (JTE/sub-teacher),
Bruce (ALT)

The information regarding the class taught by each team is as follows:

Team 1

All the students are girls and belong to the English course in School
A. There are about 40 students in the classroom. At the front of the
classroom, there is a blackboard. Students are sitting in 6 rows, each of
about 5 or 6 students. The 3 teachers (2 ALTs and 1JTE) mainly stand
in front of the students with the blackboard behind them. The students
are looking towards the teachers. While the students are doing the
activities, the teachers are walking around them.

Team 3

The students belong to the general course in School A. The number
of students in the classroom is about 40. The ratio of boys and girls is
about equal. In the case of team 1, students are sitting in 6 lines made
up of 6 or 7 students. The position of the blackboard is in front of
the class. The teachers mainly stand in front of the students with the
blackboard behind them except when students are doing the activities.
Students are sitting while looking towards the teachers.

Team 5

All the students are boys in School B. There are about 40 students
in the classroom. The order of their seats and the position of the
blackboard are almost the same as with teams 1 and 3. The JTE (main
teacher) and the ALT stands at the back of the blackboard, and another
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JTE (sub teacher) stand at the back of the classroom, and while
students are doing activities, they are walking around.
This will be useful for readers to follow the analysis.

The observations are analyzed in two ways: firstly, according to the
categories of enquiry similar to those used in the interview analysis.
The categories of observation are the following:

A: co-operation in the class

B: learning (teachers’ roles and students’ attitude)
C: interaction

D: characteristics of NST and NNST

The observations will also be reviewed for any other aspects of interest
related to team-teaching not covered by the above categories of
enquiry.

6.1 Category of observation A: co-operation in the class

In this section, data relating to how team members co-operate
during the class will be presented and discussed.

In team 5 (Ono, Takahashi, and Bruce), Ono (JTE) mainly
conducted the class, Bruce (ALT) stood by Ono for most of the
class, and Takahashi (JTE) stood at the back of the class. Bruce and
Takahashi were mainly monitoring students while Ono was conducting
the class. When their students were doing the activities, Ono and
Takahashi were walking around them and checked them individually.
Bruce did not move around the class. He stood by Ono, and kept
paying attention to Ono during the class. Ono sometimes asked Bruce
to read the course book aloud for pronunciation, and Bruce followed
his instructions.

In team 3 (Aoki and Richard), there was less in the way of fixed
positions, compared with team 5. Richard (ALT) was moving more
than Bruce (ALT in team 5) was. He followed not only Aoki’s
(JTE) instructions, but found his roles voluntarily. When Aoki was
conducting the class, Richard started to move from the front to the
back of the classroom while looking around the students. If some
students did not pay attention to Aoki, or did not understand the
activity, he called students’ attention to the class, or helped them to
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be able to understand it. Richard was flexible according to the class
situation. However, Aoki tended to concentrate on his roles. He often
checked his watch and was thinking of the lesson. It seems that he was
concerned with the lesson procedure. Aoki and Richard exchanged
their roles during the class. When Aoki explained the listening activity,
Richard prepared the CD player. Alternatively while Richard explained
the answers to students, Aoki was writing the correct answers on
the blackboard. So in this class when the JTE mainly conducted the
activity, the ALT assisted, and when the ALT mainly explained the
exercise, the JTE worked as a helper. These relationships were seen in
the class repeatedly.

In team 1 (Tanaka, Owen, and Richard), 2 ALTs, Owen and
Richard changed their positions so frequently in the class. Owen
in particular never kept the same place. He was very positive and
energetic to the class. Compared with Owen and Richard, Tanaka
tended to stand by the blackboard and watch the class, or walked
around the class and helped students while they did activities. At
Owen’s request, Tanaka led the class just once at the beginning of
the class. Owen and Richard supported each other in the class. When
Richard mainly led the class, and the students were not so positive
to the activity, Owen encouraged them to participate. This support
between Owen and Richard was conducted naturally and seen quite
often in the classroom. However, Tanaka did not join Owen and
Richard during the class. He was normally standing by Owen or
Richard, and monitoring the class.

Furthermore, it is possible to estimate the degree of co-operation
before the class by observing the co-operation in the class. Team 3
(Aoki and Richard) talked often to each other in the class. Each time
they started new activities, Aoki started to talk to Richard about them.
Richard attempted to understand what Aoki said, but frequently had
to ask again. He sometimes looked confused. It seems that Aoki and
Richard did not have enough time to consult about the lesson plan
before the class.

However, team 1(Tanaka, Owen, and Richard) did not have
consultation during the class at all. The lesson was organized well,
and conducted very smoothly. It seems the lesson plan was worked out
beforehand, and therefore it is not necessary to consult about it during
the class.

There was no consultation in team 5. However, the situation
was different from team 1. Team 5 simply followed the course book
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patterns, and their tasks were clearly divided between the three. Bruce’
s role was simply to read the course book aloud for pronunciation four
times in the class, but it seems that he was not instructed beforehand
about this. And on one occasion seemed to misunderstand a signal
from Ono and prepared to read at the wrong time.

Summary

Two main aspects became apparent from the observations: firstly,
the sharing of work and secondly, position and movement around the
class. With regard to sharing work, it seems that the ALTs have an
approach to working together that they do not have with the JTEs, nor
do the JTEs have the same relationship with each other when working
together (Team 5). Regarding movement and position, the JTEs tend to
adopt a more fixed position and less movement than the ALTs.

6.2 Category of observations B: Learning (Teachers’ roles and
students’ attitude)

This section will present and discuss 1) what roles teachers were
actually fulfilling, and 2) their students’ attitude and motivation for
learning.

6.2.1 Teachers’ roles

From the observations, three main teachers’ roles were found:
firstly it will describe how the teachers provided the students with real
English to learn as the role of language model and expert, secondly
how the teachers helped the students to learn as the role of facilitator,
and finally how the teachers encouraged the students to learn as the
role of motivator.

1) Language model and expert

In team 1, the class was conducted only in English, the teachers
and students were not allowed to speak Japanese. The 2 ALTs (Owen
and Rcihad) explained the lesson in English and through their natural
conversation between them. All the students could listen to the
two types of natural English as spoken by the 2 ALTs, and the real
conversation between two English speakers (Owen and Richard).
Tanaka (JTE) did not join the conversation between Owen and
Richard, but he explained about the activity to all the students in
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English just once.

In team 3, Richard (ALT) explained the lesson in English, and
therefore, students could listen to how the English speaker was
speaking in the classroom. Aoki (JTE) explained one of the activities
in English, and regularly used some simple instructions such as ‘Listen
carefully.”, ‘Open your text book.’, and ‘Repeat after Richard.’ in
English. Aoki and Richard frequently consulted together, but in a low
voice, and therefore, the students could not listen to the conversation
in English between them. The class was based on the dialogue between
2 people on the course book. However, initially Richard alone played
the 2 different roles of the dialogue for the practice of reading aloud.
After this practice, Richard and Aoki played the different roles of
the same dialogue and showed the model; however, it was not a real
conversation, but reading the course book dialogue. While reading the
dialogue aloud, Richard attempted to look at Aoki, but Aoki looked
at only the course book, he did not look at Richard at all, even though
Aoki encouraged the students to communicate with eye contact.

In team 5, Ono (JTE) mainly conducted the class in Japanese.
He sometimes gave instructions in English such as ‘Repeat after
Bruce.’, ‘Open your text book.’, and ‘Listen carefully.” Sometimes
Ono asked Bruce to read the course book aloud, however, there was
no conversation among the three teachers (Ono, Takahashi, and Bruce)
in the class. The main purpose of the class was to read aloud the
course book in order to make students understand or memorize words,
phrases, and sentences. Bruce’s main role was to read the course
book for pronunciation, and he pronounced the words and phrases
automatically by Ono’s indication. As the same as Richard in team 3,
he alone played the 2 roles in the dialogue.

2) Teacher as facilitator

With regard to the role of facilitator, it was clear in team 1 that
they helped the students in a friendly way, and students had lots
of opportunities to talk to the 2 ALTs and the JTE. Richard often
facilitated understanding with gesture. At the beginning of the activity,
Owen took into consideration whether the students understood or
not, and he joined the groups like a friend, sometimes on his knees,
with his eyes at the same height as the students. When he found the
students’ idea interesting, Owen laughed aloud, and commented on it
to the class. He enjoyed the activity with the students very much.

Compared with team 1, Richard and Aoki did not have
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opportunities to talk to students individually in team 3; however in
the activity, they joined it with the students, and moved to each group.
Richard and Aoki appeared to enjoy the activity with the students.

In team 5, the team-teachers neither talked to the students nor
helped them. When Bruce read the course book, Takahashi was simply
walking around them, and Ono checked whether the students read or
not.

3) Teacher as motivator

When the students presented the activity to the class, Owen and
Richard encouraged students to do it voluntarily. If some students
raised their hands, Richard and Owen immediately said to them, ‘Thank
you for volunteering.’, and ‘Such a kind volunteer!” With regard to the
students’ presentations, Owen and Richard responded with positive
comments and with some explanation for all the students. Then they
prompted the students to clap, and then the clapping started naturally
and loudly. Tanaka did not offer any comments, but he also clapped.

In team 3, Richard and Aoki were walking around students for
checking which pairs were good for the presentation. After the students
finished the practice of the dialogue in pairs, Richard and Aoki chose
the pair for presentation. They prompted students to clap after the
presentation. However, when Aoki wrote the dialogue for the next
activity on the blackboard, he left the students’ presentation to Richard.
While Richard encouraged and praised students, Aoki did not look at
the students at all.

In team 5, Ono attempted to encourage the students to participate
in the class; however it failed. From the beginning of the class, he said
to the students, ‘You have an examination soon, so you have to study
hard, as I told you before.’ , and during the class, he repeated to say,
‘Be quiet, and don’t make me say the same thing again and again.’
Sometimes it seems that he scolded the students who did not join the
class.

6.2.2 Students’ attitude

In team 1, the students were very positive and enjoyed the activity
in the class. They enjoyed taking on challenges given by the ALTs. In
the relaxing atmosphere, it seems that they were not afraid of making
mistakes. The students voluntarily spoke to the whole class, and even
though they gave the wrong answers, they just laughed and were not
concerned. While they were doing the activities, they started to talk to
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Owen, Richard, and Tanaka positively in English. Their motivation for
studying was very high.

In team 3, students concentrated on Richard and Aoki’s
explanations and instructions. Compared with team 1, the students
sometimes spoke more Japanese in the group work, however; they
appeared to enjoy the activity. Their motivation was high during most
of the class. They did not hesitate to present in front of the students.
Like team 1, the students respected each other’s presentation and
clapped.

In team 5, students’ attitude was very different from teams 1
and 3. Some students were very noisy, constantly chatting with the
friends, and some students used their mobile phones. It seemed to be
difficult for the team-teachers to draw attention to the lesson from the
beginning to the end of the class. Students’ motivation was lower than
the students’ in teams 1 and 3. Some students came to the class without
their books and had to go to get them. During Ono’ explanations, some
students did not stop talking with their friends. When Bruce read from
the course book aloud three times in the class, at first, all students
repeated with a loud voice; however, gradually, they got tired until
finally, only Ono repeated after Bruce.

Summary

Regarding the teachers’ role of language model and expert, the
ALTs provided the students with a model how they speak English
naturally and how they talk to each other in English. The JTEs and
the ALTs did not talk to each other in English at all. It seemed that
the teachers’ roles of facilitator and motivator influenced the students’
attitude. The JTE did not accomplish the role of the bridge between
the ALT and students. It seemed that only the ALTs attempted to check
how the students could understand the class and activity.

6.3 Category of observations C: Interaction

Firstly, this section will describe and analyze how the students
actually built their relationship with each other, and secondly, with
regard to spoken interaction, how the students were provided with the
opportunity to speak English, and how they talked to each other in
English. Finally, it will present and discuss how the teachers related to
the students.
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6.3.1 Interaction among students

According to the observation, two main aspects were found as
interaction among students; mutual-helpfulness and mutual-respect.
In teams 1 and 3, the students enjoyed co-operating with the group
members. They helped each other to solve the problem through the
activities. When the class-members did their presentations, they
listened to them carefully. After the presentations, they shared praise
with class members. There seems to be an atmosphere of respect for
each other among the students.

On the other hand, in team 5, the students neither talked to nor
helped each other to solve and discuss. Some students continued to
have a chat with each other in Japanese, but it was a private talk. When
the class members answered the questions, some students did not listen
to them at all and they did not stop talking with their friends. There
was not an atmosphere of respect and praise for each other.

With regard to spoken interaction, in team 3, students used
Japanese to consult each other, and they did not use English to discuss
the problem and help each other in the group. In pairs, they practiced
for reading the dialogue aloud, but it was not a real conversation.
They read the dialogue for memorization. In the group activity, Aoki
and Richard encouraged the group members to talk to each other in
English, and then it seems that at first they talked to each other in
English; however, they tended to start to talk Japanese soon.

In team 1, as was mentioned in category B, the class was
conducted only in English, and therefore it was necessary for the
students to speak English. However, they appeared to enjoy using
English for helping each other and solving the problem together.
Compared with team 3, it seems that they were not so positive in their
discussion; however, this may be because they had to speak in English,
rather than not in Japanese. They enjoyed supporting and respected
each other.

In team 5, the teachers did not create an opportunity to speak
English among the students, and therefore, the students did not talk
to each other in English at all. They did not have an opportunity do
discuss in Japanese like team 3.

6.3.2 Interaction between students and teachers (JTEs and ALTs)
In teams 1 and 3, the students were able to have a closer

relationship with the teachers. It seems that the students saw the

teachers as friends, because Owen (ALT) chose more familiar topics
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to the students, which enabled them to rouse their interest, and he
attempted to create a relaxing atmosphere when saying some jokes.
The teachers in teams 1 and 3 took time to listen to the students
individually, and therefore the students appeared to expect the teachers
to support them. The students frequently asked the teachers questions
without hesitation. It seems that a positive relationship was established
between students and teachers.

In team 1, the teachers not only helped the students, but
encouraged the students to help each other. They created a competitive
game between the students and the teachers. Before starting the game,
Owen said to the students while pointing at the teachers, ‘We are a
team.’, and pointing to the students, ‘You are a team.” Furthermore,
when a student was asked a question and hesitated to answer, Owen
encouraged the students to help each other.

On the other hand, in team 5, the students were often called and
asked the questions individually by Ono (JTE). The students had to
think by themselves and say the answer to the whole class. Ono just
checked whether the answers were correct or not. When the students
were thinking about Ono’s questions, they were not given support
and encouragement by Takahashi (JTE) and Bruce (ALT). Team 5 did
not give the students an opportunity for consulting each other. Some
students were often called on and scolded by Ono, because they did
not intend to stop chatting aloud. At Ono’s request, Bruce reminded all
students why they need to speak in English; however, Ono and Bruce
did not create an opportunity for students to exchange their opinion,
and therefore, the students tended to listen only to the teachers.

Summary

Regarding the interaction among the students, the difference
whether the students helped and respected each other or not,
seems to be connected with whether the teachers fulfilled their roles
as facilitator and motivator. The interaction between the students
and the teachers seems to be connected with what kind of activities
the teachers adopted. With regard to spoken interaction among the
students, it seems that the teachers created opportunities for the
students to read the dialogue aloud in pairs; however, it seems to
be difficult to create the opportunity for the students to talk to each
other in English. If the class room was conducted only in English, the
students appeared to speak English in order to express and exchange
opinions among the students.
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6.4 Category of observations D: Characteristics of NST and NNST

In this section, data relating to whether there are any differences
between ALTs as NSTs and JTEs as NNSTSs in teaching English as a
foreign language are presented. It will describe how the JTEs and the
ALTs have the characteristics of their teaching behaviours from the
three aspects of 1) using English, 2) teaching English language, and 3)
teaching culture.

6.4.1 Attitude to using English

In teams 1 and 3, the ALTs (Owen and Richard) spoke their own
English naturally in the class (see section 6.2.1). However, in team
5, Bruce (ALT) read the course book for pronunciation at Ono’s
indication (see section 6.2.1), and did not have an opportunity to speak
his English to the class in the same way as Owen and Richard.

Most JTEs did not attempt to speak English with the ALTs in front
of the students (see section 6.2.1). In team 3, Aoki (JTE) explained the
activity in English to the students. In team 5, Ono (JTE) mainly used
Japanese for the class except for some simple instructions such as ‘Open
your text book’ and ‘Repeat after Bruce’. In team 1, speaking Japanese
was not permitted in the class, and Tanaka spoke English with some
students when they were doing their activities. However, he seemed to
feel it difficult to answer some questions from the students in English,
and then, asked Richard to help. While Richard explained the question,
Tanaka stood by the students, and did not say anything. Compared with
the ALTs, the JTEs seemed to use their English less confidently, and
tended to leave it to the ALTs to speak English in front of the students.

6.4.2 Attitude to teaching English language

In team 1, the 2ALTs (Owen and Richard) listened to the
students carefully, and gave flexible suggestions according to their
responses. Owen and Richard focused on the meaning of the students’
presentations and solutions after the activities, and gave appreciate and
fair comments to them. They never corrected the students’ grammatical
errors at all in front of the students. They created the opportunity to
use English in real life situations, and regarded English usage and oral
skills as important as well.

In team 1, Richard gave lots of suggestions to the students;
however, in team 3, he did not provide comments on the students’
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presentations. Team 3 had a variety of activities such as a listening
task, choral reading, pair work, and role play. However, the students
did not have to produce creative solutions. They tended to imitate the
JTE’s model answers, and therefore, Richard tended to repeat to the
students, ‘Very good’. Compared with team 3, team 1 had a simple
activity. However, team 1 provided the students with the opportunity
of finding creative solutions by themselves. This seemed to enable
Richard to give the variety of suggestions to the students in team 1.

Regarding the JTE’s attitudes to teaching English, the JTEs tended
to provide the students with tasks requiring one correct answer. After
the task, Aoki immediately wrote the correct answers on the black
board, and then, the students checked their answers individually. He
did not explain the exercise at all, even though one student said aloud
in Japanese, ‘Oh, I could not find the correct answers at all’. Aoki
seemed to ignore or not to notice what she said, and started the next
activity. In team 5, Ono focused on accuracy of the words, phrases,
and sentences in the course book. He gave some words and phrases in
Japanese to the students, and then asked them to translate them from
Japanese to English. He seemed to be suggesting that the students
whether should memorize some English expressions in the course
book rather than teaching them to use English in real life situations.
He was a discipliner as well. There were some problem students in the
class (see section 6.2.2) in team 5. He seemed to be checking whether
the students were concentrating on studying rather than finding out the
students’ difficulties in language learning.

In team 1, Tanaka tended to help the students only if they needed
it. Takahashi’s attitude was very similar to Tanaka’s.

6.4.3 Attitude to teaching culture

Each team did not provide the students with the opportunity to
discuss intercultural topics. Only in team 1, from the ALTs’ (Richard
and Owen) countries of view, Richard explained why it is necessary
to express a reason when apologizing. In each team, the JTEs neither
supplied cultural information nor built a cross-cultural bridge.

Summary

Regarding attitude to using English, it is apparent that the ALTs
speak their own English more confidently in the classrooms; the JTEs
do not have confidence to speak English with the ALTs in front of the
students. When teaching English language, the ALTs generally focus
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on meaning, oral skills and English usage. Compared with the ALTs,
the JTEs tend to consider accuracy as important, and be a discipliner
as well. The JTEs tended to help the students only if they need it, and
except it, the JTEs were simply watching the students. Generally, JTEs
did not show the empathy to the students. With regard to teaching
culture, the JTEs did not supply cultural information at all. It is
apparent that teaching attitudes of ALTs are affected by team partners.

7 Discussion and implications

This section will combine the results of the interviews and
observations with reference to the literature, attempt to illuminate
the findings and finally, explore some implications. This section will
discuss the findings and relate these to the four research aims (see
section 4.1).

7.1 Perceptions of team teaching and co-operation in practice.

As noted in section 3.1.1, Goetz (2002:2) defines team teaching
as ‘a group of two or more teachers working together to plan, conduct
and evaluate the learning activities’. Furthermore, Brumby and Wada
(1991: Introduction) suggest, team teaching is ‘total cooperation’
between team teachers where they take ‘equal responsibility’ (see
section 3.1.1). This part will discuss the perceptions of team teaching
and co-operation in practice.

7.1.1 Co-operation

The findings reveal a lack of equal co-operation among team
members (see section 5.1.2). Possible reasons are lack of time and
energy, as suggested by Buckley. Secondly, among team teachers, there
seems to be are teacher who is familiar with the teaching methods or
has experience, with the other teachers depending on him/her (see
section 5.1.2). Thirdly, the findings confirm Cunningham’s (1960)
Team leader Type, with ranking among the team teachers.

With regard to co-operation during the class, according to
the observation this rarely occurs (see section 6.1). All the teams
characterize Maroney’s Monitoring Teacher Type (see section 3.1.1),
with the team teachers not shareing the responsibilities equally in the
classrooms. Possible reasons for these results may be related to lack of
co-operation before the class.
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According to the interviews, after the class, some teachers have
time for feedback (see section 5.1.2), considered important by Brumby
and Wada (1990:14). However, with lack of co-operative planning
beforehand and conducting the class, it is difficult to get meaningful
feedback from people who have not contributed to creating and
organizing the lesson.

7.1.2 Equality

Just as defined by Cunningham (1960), in his Team Leader Type,
(see section 3.1.1), this study finds there is a fixed ranking among the
team teachers, with a fixed idea of “assistant” in some team teaching
situations. The observation also finds that some teachers have this
fixed image ‘I am an assistant’. If the fixed ranking is created among
the team teachers, or if the teacher regards him / herself as an assistant,
this seems to affect their contributions in the teams.

7.1.3 Supportive environment for teachers

According to Goetz (2000:8) and Buckley (2000:11-12), team
teaching brings teachers a supportive environment (see section 3.1.2).
However, as was discussed, this study finds the team teachers do
not always make an equal contribution before, during and after the
class. Therefore, it is difficult for these supportive environments to
be produced among the teachers. Moreover, in some team teaching
situations, there is the fixed ranking in the team, and as a result this
creates isolation among the team teachers. There is one exception to
these findings. This study finds total co-operation only between 2 ALTs
(Owen and Richard). The 2 ALTs attempted to support each other and
shared the responsibilities equally before, during and after the class
(see sections 5.1.2 and 6.1).

7.2 Classroom environment and students’ attitude

Team teaching provides an opportunity to build the close
relationship between teachers and students in a supportive
environment, and as a result, this good rapport encourages students’
motivation (see section 3.1.3). According to the interviews, all
participants comment that students’ motivation is high, or their attitude
is generally positive in the team teaching classes. However, the
observations find the students’ attitude was very different according to
the teams. Possible reasons are that the students’ motivation depends
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on the teachers’ roles in the classroom (see section 6.2.2), and whether
the class was teacher-centered or based largely on the course book.

The literature also points out that, in order to create a constructivist
classroom, it is necessary for the teachers not only to fulfill the role
of facilitator but also to create a students-centered environment (see
section 3.1.3). According to the observations, only the 2 ALTSs in team
1 fulfilled this role and created the student-centered classroom based
on the problem-solving task (see sections 6.2.1 and 6.3.1).

The second possible reason relates to mutual respect. This study
finds 2 ALTs frequently praised the students’ presentation with positive
comments, and as a result, the students seemed to respect each other in
the classroom (see sections 6.2.1 and 6.4.2).

The final possible reason relates to allowing the students enough
time to solve the problem by themselves: by allowing more time for
finding the solution, the students in team 1 attempted to create more
creative solutions by themselves (see section 6.4.2). As the literature
says that teachers who are ‘autonomy-oriented’ may encourage
students to be intrinsically motivated (see section 3.1.3).

7.3 Teachers’ roles

As was discussed in 7.2.1, the students’ motivation is connected
with the teachers’ roles. This study finds two types of motivators,
based on ‘instrumental orientation’ (Garners, 1985:52) or good
rapport. This study finds the students are motivated successfully not by
the instrumental motivation but the good rapport between the students
and the teachers, even though in the context which the students need to
learn English for the entrance exams.

According to the literature, the teacher as facilitator treats students
as fellow learners (see section 3.1.3). In the interviews, all participants
say the teachers’ role is facilitator in team teaching class. However, the
observations find only 2 ALTs fulfilled the role of facilitator positively
with the other teachers acting as monitors rather than facilitators.

Possible reasons relate to whether the teachers have the
opportunity of considering the students’ point of view or not. Allowing
waiting time after posing questions and tasks and spending more time
in encouraging the students individually, was more successful than if
the teachers were concerned with the lesson procedure (see section
6.1), and allowed little time to think about the task (see section 6.4.2).
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7.4 Interaction

According to the literature (see section 3.1.3), team teaching
provides students with a collaborative classroom environment, where
the students can develop their discussion skills (Anderson, 1999:10,
Buckley, 2000:14). In the observation, mutual-helpfulness and mutual-
respect among students could be found in 2 teams; Possible reasons
seemed to be connected with whether the teachers fulfilled their roles
as facilitator and motivator.

With regard to students’ spoken interaction, it seemed to be
difficult to create the opportunity for the students to talk to each other
in English. The possible reason relates the monolingual classroom.
In the monolingual classroom, it is difficult for the teachers to make
feel the students the necessity of speaking English among the students.
Even though the teachers created the classroom where the students
were not allowed to speak Japanese, they seemed to be more motivated
to speak to the ALT in English than with each other (see section 6.3:
summary).

The literature also claims, if the team teachers exchange their
different ideas with mutual respect in front of students, the students
can see their own views as valid and worthy of discussion (see
section 3.1.3). This mutual respect among team teachers helps
students improve their social skills by modeling themselves on the
team teachers (see section 3.1.3). However, this study could not find
these interactions relating to ‘discussion’ among team teachers in the
classroom.

One of the possible reasons could result from the fact that the
lessons focused on English usage in daily life such as ordering in
the restaurant, apologizing and so on, and it is difficult to create an
opportunity for discussion in the classroom. If the lesson focused on
discussion, this study might have revealed opportunities for modeling
critical thinking between the 2 ALTs.

Another possible reason may be related to how the team teachers
conduct the classes. As mentioned in section 6.1, the classes were
conducted by one teacher or one group of the teachers (2 ALTs), and as
a result, it is difficult for opportunities for teachers to exchange ideas
to be created in the classroom.

As the literature also emphasizes, team teaching provides a
collaborative model that not only lets students see how teachers can
collaborate successfully, but also invite students to become part of
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the classroom collaboration (see section 3.1.3). Mutual helpfulness
among the team teachers is able to contribute to students’ personality
development as a member of society.

This study also finds two types of interaction between the teachers
and students. The first is closer relationship (see section 6.3.2), and
the second is one-way relationship (see section 6.3.2). Possible
reasons depend on what kind of activities the teachers adopted in the
classrooms. The observation found that, if the teachers provide the
students with more creative activities, where the students could have
lots of possibilities for interacting and answering, the students could
exchange and respect their opinions with the class members as well as
teachers (see section 6.3.2). However, if the teacher created an activity
where there was only one answer for each question, the students would
be checked only on whether they memorized the contents of the course
book or not. And as a result, students seemed neither to have the
opportunity of sharing their ideas nor respecting the teacher and the
class members (see section 6.3.2).

7.5 Collaborative teaching between NSTs and NNSTs

Medgyes (1999:87) says that NSTs can provide ‘a perfect
language model’ (see section 3.2.1). According to the observation,
the 2ALTs provided speech models and led communicative activities
successfully. However, the observation also finds most JTEs did not
attempt to speak English with the ALTSs in front of the students (see
section 6.2.1). One of possible reasons relates to NNSTs’ ‘lack of
confidence’ (Lee, 2005:12, see section 3.2.3) of speaking English with
NSTs. Or the JTEs believe it extremely beneficial for the students only
to listen to English from NSTs rather than English spoken between
NSTs and NNSTs.

According to the literature, NSTs tend to focus more on meaning,
fluency, oral skills, language in use and colloquial registers, whereas,
NNSTs tend to focus on ‘form, accuracy, and grammar rule rather than
meaning, fluency and language usage (see section 3.2.3). The findings
confirm that the 2 ALTs focused on meaning, oral skills and English
usage (see section 6.4.2) because they attempted to prevent from the
students from worrying about making mistakes (see section 5.2.1). On
the other hand, the JTEs tend to consider accuracy important. Possible
reasons are that CLT is still very new ideas of JTEs’(see section
3.3.1), and that team teaching based on CLT might make him feel
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uncomfortable or cause more work.
7.6 Attitude to teaching culture

Roberts (2004:11) claims ‘the best people to teach English are
those who are proficient in the language and who have some kind of
experience of using it cross-culturally and /or internationally’ (see
section 3.2.5). This study finds only in team 1, did the ALTs’ refer
to cultural aspects. In each team, the JTE neither supplied cultural
information nor built a cross-cultural bridge (see section 6.4.3).

7.7 Implications

7.7.1 Co-operation

Before the class, it is necessary for the teachers to take time for
preparation. The meeting should be regularly arranged by the English
department. In planning, team teachers not only talk about the lesson
procedure, but also decide their roles more concretely. For example,
team teachers should establish the interactions between the JTE and
ALT, where they carry out the short conversation several times. It is
better to decide beforehand what will be spoken about between the
team teachers.

During the class, both the JTE and ALT should encourage students
to solve the problems of activities by themselves; however, they
should be sensitive to students’ learning as well. In particular, it is
important that, from the point of the view of NNSTs, JTEs understand
students’ learning difficulties and show empathy, because this could
make a contribution to students’ personal development. In students’
presentation, both JTEs and ALTs should praise them with positive
suggestions. It is important to give some comments as to why they are
good, and what parts are excellent, because this enhances students’
motivation successfully.

After the class, the JTE and ALT should make time to talk about
the class, where the JTE and ALT exchange views of students learning
and their teaching. This will contribute to more effective planning of
the next lesson.

7.7.2 Professional development
In-service professional development brings great benefits to JTEs. It
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is necessary to revise the content of seminars and workshops for team
teaching in practice. Generally, JTEs and ALTs attend the seminars
or workshops separately. In these seminars, JTEs and ALTs do not
have an opportunity of having discussions about the common issues.
However, if ALTs are invited more to JTEs’ seminars and workshops,
this can bring forth more positive cross-cultural awareness and build
professional relationship among them (Hiramatsu, 2005:132).

Moreover, studying abroad programme is very useful for JTEs. The
Ministry of Education, Culture, Sports, Science and Technology has
been sponsoring two-month, six-month and twelfth month year study
abroad programs for JTEs. Before 2003, JTEs had choices for six-
month or one-year programme, and participants in these programmes
were very limited. It is very important to enlarge opportunities for
studying in the English speaking countries in order to improve their
teaching skills and communicative ability in English. These systems
should be more flexible and supportive. For example, if, in the summer
holidays, JTEs would like to participate in the intensive TESOL course
in the English speaking countries at personal expense, the school
allows them to study without using paid vacation. The Ministry of
education should encourage and support the opportunities for JTEs’
professional development.

7.7.3 Learning environment

Generally, in Japanese secondary schools, 40 students study in the
classroom. However, this environment does not enable students to
study English language in a communicative way. Class size should be
changed from large to small for English language education. In a small
class environment, students can benefit from close relationship with
teachers. In particular, they have an opportunity for communication
with ALTs in English. This helps promote students’ English abilities
more effectively.

7.7.4 Collaborative teaching between JTEs and ALTs

In order to create a good balance of NNSTs and NSTs, who
compensate each other in their strengths and weaknesses, both JTEs
and ALTs should be more sensitive to the characteristics of NNSTs and
NSTs. In particular, JTEs should find the role as bridge between ALTs
and students. For example, in the class, students might not be able
to give understandable answers to ALTs; however, if JTEs are more
sensitive for students’ learning, they can understand the process for
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the production, and explain to ALTs about their intention. From these
JTEs’ explanations, ALTs can give more effective suggestions to the
students. Moreover, if, from the point of NSTs and NNSTs, JTEs and
ALTs exchange their opinions in the class, the mono-lingual classroom
could be changed dramatically. Furthermore, if students can learn
discussion skills with mutual respect through interaction between JTEs
and ALTs, between students and teachers, and among students, this
could encourage students to cope with multi-cultural environment in
the future.
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Appendix 1

INTERVIEW SCHEDULE (for ALTs)

Categories of Enquiry:
A. definition of team teaching

B. promoting learning
C. interaction
D. team teaching between NSTs and NNSTs

ry of Enquiry A: Definitions of Team hin

Q.1: What do you understand by ‘team teaching’?

Probe: Can you explain what you mean by team teaching?

Probe: Can you give an example of something you have used team
teaching recently?

Q.2: How do you and your partner co-operate in team teaching?
Probe: Can you explain how you work together with your partner?
How about planning, teaching, monitoring, and evaluating?

Category of Enquiry B: Promoting learning

Q.1: How does team teaching help students’ learn?
Probe: Can you tell me the benefits/advantages of team teaching?

Q2: What do you feel is your students’ attitude in your team teaching
classes?

Probe: Can you explain how your students participate in your team
teaching classes? Is it different form your single teaching classroom?

Q3: What kind of classroom activities do you use in your team
teaching classes?

Why?

Probe: Can you tell me the teaching methods do you apply in your
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team teaching classes?

Q4: When your students do the activities, what are you doing? What
are the roles of teachers in team teaching?

Probe: What do you normally pay attention when your students play
the activities?

Probe: You said you...when your students play the activities. What are
your other main roles of team teaching?

ry of Enquiry C: Interaction

Q1: How do you co-operate with your partner within the team teaching
classroom?

Probe: Can you explain how you and your partner teach together in
front of students?

Q2: What kind relations do you have with your students in your team
teaching classrooms?
Probe: How do you promote students to participate in the class?

Q3: How do your students relate each other students in your team
teaching classes?
Probe: Are you able to recognize the difference among students?

Q4: With regard to your students spoken interaction is it different in
team-teaching from single teaching? In what way?

Probe: Are you able to recognize the relationship between your
students spoken interaction and team teaching?

Probe: You have no experience of teaching single classes either
previously or elsewhere?

Category of Enquiry D: Team teaching between NSTs and NNSTs

Q1: What do you think are the characteristics of NSTs and NNSTs in
teaching English as a foreign language?

Probe: Do you see any differences between NSTs and NNSTs in
teaching Englsih as a

foreign language?

Q2: What do you think are benefits of team teaching?
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Probe: Does the collaboration/combination of NSTs and NNSTs benefit
your students and you?

INTERVIEW SCHEDULE (for JTEs in Japanese)

A. Definition of team teaching

QL T4 =4 - TA—F V7L EDEIRIDIEEBEZTTH,

Probe: GHEICE 5T, T4 =45 - T4 —=F 7, EDXHRdDEL,
EHZTHLo LeWnET D

Probe: AT 57254 — b T 4 —F ¥ ZORERNZHZ T NI EAD

Q2T A=A TA—F U7 ETIE, ALT O%ALiZ, EDOXHITHA
LdHoTWETHh

Probe: 74 — 24 + T4 —=F V7 TiE, EOXHICALT ORELLEFHOR
HESHLTWET D, BIZIEX BEDOT T &22TRY, FHEP
WCHAROBSRE L), £EOFiZLEET 5 IOV T, &
ITL &I D

B. Promoting learning (Teachers’ roles)

QLT A =& T4 —F Y TIIELOFEFIT. LD L) ITHEIL> TVET D

Probe: £EICE 5T T4 =L - TA—=F 73 EDL) LRRAERD D &
B FE3h,

Q2T 4 =& - T4 —F VT OBREETIE, EEOBEEIIHT 2 SMEK
RBL LIZOVTIE, EDX BTSSR, FNUE. 1 AT
TWhEEDFELITECTTH

Probe: 74 — & - 74 —F Y 71§ 5 EHEO R IE E D T D BB
TEh TREDWHBHITT 2 v, Bl E2HIFCn2TE
T D%

Q3T A =4 « TA—F Y IFORETIE. EOL) REHZWMY) AhTn
T30 Tl FhiE. EHLTTT

Probe: 74 — & - T4 —F Y FOFHET, LX) fgEr L huvhTw
A BZTT S,

Q4: ZDOWEE 2 EEITTo TV AHEE, BAEEZ LX) E2ENT
WE T D

Probe: Gl3 &, JBHE. R EDWEFHE T 4 —L4 - T4 —F Y T TEioT
S5oL%5X) TTH, EENZFOFRBZIT-oTW5DH E XIT, AEL,
Wolh, FDLHI T LI, RER-TH-s LewE 3y

Q5. T4 —L « TA—F VI TOREOHRELIZ. EDOLHIRDIDOICRD
FITTLL I D

Probe: JGlE &, AR EETEH 2B R T EEIIE DX %
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CERTOTVDBEN)I T ETLED, ZoMtilc, 74 —24 - 74—
F ¥ I TOHED FE L BEENIAT T D

C Interaction

QLT A =& - T4 —F Vv IFOFFEEEBEIAT> TV BEIZIE, /S— 1T
—o%A (ALT) i, DX H I LE-sTWE 9

Probe: #2¥H, EHORITIE, EDXHIZ, = M F—D%4 (ALT)
EREEToTVE T

Q2T 4 =L TA—F UV ITOR¥ETIE., LOXILHREAEMLEDX
L TVET A

Probe: ZEEDIFEANDBINEZRT 72D ED LI BT LEZLTWETH,

Q374 =4 - TA4—Frr7OE¥ETIE, AERALOMT, Lok5 %M
REHENTVE ERWFE T

Probe: 7 4 — AT 4 —F ¥ 7 ORFETIE, AR LOBRIZO VT, fif2:,
Ao ZEnEHY TI D

Q4: 2=4E® spoken interaction I22W T, BflWwL 3, 1 ATIREEZLT
STWVEEZLIRT, 74 =274 —F V7 OEETIX, AEFAL
B BEHWIIEEZ ) L3555 MrECEHEEELET, €
i, EDLHITENFE Th,

Probe: 74 — &+ 74 —F ¥ 7 L HEHED spoken interaction (ZiX. A
12h3d B & B FE T h

D _Team teaching between NST and NNST

QL AATATAE—=F—DhEL ) VA4 T4 TAE = —DIAD,
MEREE L CHEZHZ LIS, e, 0 k) Lffirdb b L
B E 50

Probe: #MEFE L LT, EFEEZEHZABIC, 24 T4 TAE—=A -4 L
IV FAATATAE = —DREDHZTTIZ, hECITDH L LR
WEF D

Q2T A —ALT 4 —=F Y 7ORBPIZONT, EDLHIIBEZTT O,

Probe: 4 74 TAE = —DFHELE ) V14 T4 TAE = =D
EBF 4 —b T4 —=F v o R, U AR eEDLL
L3 EDHY F 0o
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Appendix 2

Field notes for Observations

Time Stage of lesson General Notes (A) (B) (C) (D)

(A) Co-operation / or Definition of team teaching
(B) Learning (Teachers’ roles and students’ attitude)
(C) Interaction

(D) Team teaching between NSTs and NNSTs

Appendix 3
Letter of the consent (for ALTs)

OBSERVATION AND INTERVIEWS FOR INVESTIGATING ON
TEAM-TEACHING IN EFL CLASSROOM IN JAPAN

To Whom It May Concern:

My name is Akiko Nambu. I am a student of MED Teaching English
to Speakers of Other Language Programme, University of Exeter, UK.
I am conducting the research on team-teaching in EFL classroom in
Japan. This is part of my dissertation. Your comments on the team-
teaching will be extremely helpful for my research. I would be very
grateful if you could give me an opportunity for observation of your
class and interview. I will not use this research for other purpose other
than the dissertation. I promise to preserve the confidentiality of this



Akiko Nambu 127

research as well. You can contact me by email at:A.Nambu@ex.ac.uk.
Thank you very much for your co-operation.

Yours sincerely,
Akiko Nambu

Letter of the consent (for JTEs)
OBSERVATION AND INTERVIEWS FOR INVESTIGATING ON
TEAM-TEACHING IN EFL CLASSROOM IN JAPAN

ik, BfEL 27 £ % — K% ® School of Education and Lifelong Learning
OBHFRICEE L TV LHHTET LR L ET, B/AE. HAROEFE FHE
FELLTO) HBEICBWT, A TATOREL ) VA4 T4 TOHRAIC
D74 =L T A=F T, EDXHIATbi, TEDL) RRE
BHBPEVITAEE D L IBLWLEERLTBY 3., Zofkn7:
DI, TA—L - TA—F Y TICHLTOAL V¥ ¥ 2 — L REOBLEOR
KrRWEZTNE, KE, AHwEB-oTBY 5, ZofER. o
XORBHL., /2 BRErTHOZLEFT, FRICHT S TEMSZ
EwF L7256, ANambu@exacuk ¥ T, BRABICBHWEDET SV,
. HoE ) TEFET,

B wF
Appendix 4
Letter about Categories of Enquiry (for ALTs)
Dear Bruce,

Thank you very much for giving me an opportunity for an interview. I
will have the interview with you about five categories as follows.

Categories of Enquiry:
A. definition of team teaching

B. promoting learning
C. interaction
D. team teaching between NSTs and NNSTs

(NST: Native Speaking Teacher, NNST: Non-native Speaking Teacher)

You can contact me by e-mail at: A.Nambu@ex.ac.uk. Thank you very
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much again for your co-operation.

Yours sincerely,
Akiko Nambu

Letter about Categories of Enquiry (for JTEs)

%
FHIZ D7z, B Z W72 E )2 ) T80E L, T7o.
VI —=FOHT, THHnRZTEZE, DL EHEBL EFET,
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