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1．INTRODUCTION

　　　　　　It　h。、1。ng　b・en・ec・gnized・th・t止・MBA　ca・e　m・th。d・ep・e・ent・ag・eat　ch・Ileng・f。・

many。v・・seas　students　studyi・g　i・山・US．A・Th・MBA　ca・・m・th。d・ep・e・・nt・ap・d・g。gy出at

place・9reat・d・m鋤d・・n　ind・p・ndent皿。des。f　thi・king　that肛・m。・e　th・maste・。f㎞。wl・dg・

than　its　servant　and，　thus，　more　learner－centered　than　many　overseas　students　have　ever

experienced・r　expect・d（C屈・ten・en，1982）・J・pan・・e　st・dent・・i・p肛ti・ular・・by・vi・tu・・f　th・i・

number　and　their　educational　culture　have　been　identified　as　one　group　that　finds　this　thinking－

knowledge　relationship　difficult’to　adapt　to（e．g．　Takagi，1981）．　In　response　to　this　challenge，

Nonh　American　MBA　educators　have　been　urged　to　find　ways　to　soften　the　a（ljustrnent　process　for

certain・9r・up・。f・ve・s・a・・tUdents，　b・t，・1arg・1y　beca・・e・f　th・very　1arge　class　si・es。f　th・typi・al

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　をMBA　course　and　its　ffrequently　hectic　schedule，　nothing　that　would　represent　a　systernatlc　program

of　a（噸ustment　has　been　suggested　so　far（e・9・Christensen・1982）・

　　　　　　The　recent　growth　in　academic　ESP　preparation　plograms　fbr　prospective　MBA　students

who　aエe　relativelyエ10n－proficient（e．g．　TOEFL　range　500－600）non－native　speakers　of　English

（Saltz，　Smith，　Vik，　Wester丘eld，，1993）in　North　America　and　elsewhere　has　raised　the　issue　of　who

sh。uld　deal　with　th・p・・cess。f　h・lpi・9・th・・e・tude・ts　t。・dj・st　t。　th・三nt・11ectual・requi「・ment・・f

the　MBA　case　method－the　content　program　educators，　the　academic　ESP　educators，　or　both．　In

the　idea玉world，　of　course，　both　sets　of　educators　would　collaborate　for　this　purpose　and　some　kind

ofjoint　involvement　of　this　sorピhas　been　achieved　in　pre－sessional　academic　ESP　programs　run　at

the　University　of　Oエegon　and　at　a　program　run　by　the　University　of　Boston　in　Kobe・　Japan（Sallz，

ノ



　　　Smith，　Vik，　Westerfield，1993）．　In　most　cases，　however，　such　an　ideal　arrangement　is　not

　　　possible．　The　question　then　arises：at　what　stage　of　the　MBA　student’s　education　should　this

　　　a｛加stment　process　be　initiated－during　the　pre－ses　sional　acadernic　ESP　program　or　at　some　later

　　　stage　during　the　content　prograrr｝itself？

　　　　　　　　　In　order　to　answer　this　question，　this　paper　will　first　attempt　to　critique　the　notions　of

　　　”critical　thinking”that　appear　to　hold　sway　in　the　ESLIEFL　professional　community　and　wil1　argue

　　　that　the　MBA　case　method　represents　a　good　instance　of　the　sort　of　knowledge－thinking

　　　relationship　that　should　be　classified　as　one　form　of　I唱critical　thinking蹉㌧Such　a　classification　will

　　　not　only　help　to　convey　some　impression　of　the　very　high　leve工of　cognitive　challengc　that　the

　　　MBA　case　method　presents，　but　will，　more　importantly，10cate　this　challenge　in　a　knowledge

　　　domain　and　an　educational　domain　both　of　which　are　sti11　in　a　relatively　early　state　of　development

　　　and　flux　where　there　are　far　more　questions　than　answers．　The　Japanese　learners　who　are　fbatured

　　　in　this　study　and　their　difficulties　in　coming　to　temls　with　the　case　method’s　requirement　fbr

　　　龍critical　thinking”will　then　be　described．　Some　ompirical　evidence　in　favor　of　initiating　the

　　　a（巧ustment　process　during　the　pre－sessional　academic　ESP　program　will　be　complemented　by

層　エefbrences　to　a　theoretical　framework　that　does　not　regard　adult　Ianguage　learning　as　a　singular

　　　learning　Process，　but　rather　regards　adult　language　leaτning　and　problem－solving　cognitive

　　　activi口es　as　parts　of　a　single　l喧arning　continuum．．　The　paper　will　indic飢e　that　principles　of　’

　　　syllabus　design　rclevant　to　such　an　arnbitious　ESP　program　will　be　fbund　outside　the　conventional

　　　boundaries　of　EAP　and　ESP，　and　wi11　conclude　with　a　100k　at　the　key　elements　ef　such　a　syllabus．

2．CRITICAL　THINKING

　　　　　　℃ritical　thinking馨’is　one　of　the　most　widely　misunderstood　and　misused．　terms　in　English

Ianguage　teaching．　Benesch且ghtly　criticizes　those　in　the　ESL　profession　who　use”critical

thinking”simply　as　a　convenient，　but　vague　and　redundant，　synonym　for　t’one　or　more　of　a

number　of　hierarchically　ordered　cognitive　skills°’，　which　app　ear　to　range丘om　high－order　activities

such　as　reacting　to　content　in　a　tじxt　to　mid－order　activities　such　as　reading　context－reduced　texts，

and　points　out　that　the　！ack　of　distinction　made　between　the　terms　”critical’「and”cognitive’I　Ieads　to

their　being　llsed　interchangeably（Benesch，1993）．　The　logical　altemative　to　abandoning　use　of由e

term，”critical　thinking”，　altogether　is　to　infuse　it　with　some　content　f士orn　the　Tealm　of　experience　to

distinguish　it　from　the　formal　types　of　cegnition　with　which　the　term，「「cognitive”，　is　associated．

Citing　a　number　of　impressive　references，　Benesch　proceeds　to　do　just　that，　but，　unfbrtunatcly，　the

type　of　infusion　Benesch　and　the　cited　authors　have　in　mind　leaves　the　reader　wonde貢ng　whether

”critical　thinking’閣has　become　a　redundant　synonym　of　another　sorしFor　the　reader　is　presented　a

stark　choice　between，　on　the　one　hand，　regarding　”critical　thinking”as　a　redundant　term　fbr　higher
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・・der　c。9・itiv・p…esses　・nd，・。・th・。th・・hand，・・a”se・・ch・f・・th・…i・1・hi・t・姻…d

P・liti・al・。。ts。f・。・Ψenti・n・1　k・・w1・dge　and・n。dent・ti・n　t・廿ansf・㎜1eaming・・d・。・iety’1

（B，ne、ch，・1993・545－6）、　Thi・’舳・f・・m・廿。n自’turn・。・t　t。　b・th・f・i・ly　m・d・・t。・e。f　f・cusi・g”

＿。n…i・王inequiti・・and　p・。b正ing］th・di・p・・iti・s　b・tween　d・m。・・ati・p・in・ip1・・and

undern　ocratic　realities”（Benesch，1993：546）．　Such　a　narrow　de且nition　of聖「cridcal　thinking”in

，e1、ti。n　t。・xp・ri・nce　apP・紅・t・・m・unt　t・an・pP・・pri・ti。・。f・”・ritical・thi・kinガby　dem。・・ati・

socialist　po五tical　philosophy　an（1，　if　this　view　is　indeed　correct，　leaves’ロcritical　thinkingII　with　the

same「
唐盾窒煤@of　identity　crisis　that　it　was　originally　diagnosed　as　suffering　from．

　　　　　　TO　P・esent　th・ch。ice。fd・fi・iti。ns・f・r唱’・ritical・thinki・g「甘i・止・・e・tark　t・㎜s　as・ither　a　set

。fdec。、te畑、1i、ed・。9・itive・P…ti。・…as　th・i・t。t・1・PP・site，・・。・i・1－P・litica1・t・dy・gend・・

i。。ks　su・pi・i・u・ly　lik・th・…t。f　false　di・h。t。my　th・t”・ritica1・thi・ki・g”is　s・・ely　d・・ig・ed　t・

P・ev・nち。r，・if・unp・ev・nted，・t。・riti・i・e．　lf　llcritical　thinkingl曜i・t・h・ve　an　ind・p・nd・nt　meaning・f

its。wn，　such　a　meani・g　ca・。nly　exiSt　i・the　c。ncept・・l　cent・r，・whe・e　qeith・・p・・e　ab・tracti。n　n。r

historical　contingency　dominate．　Such　a　conception　of　c1fitical　thinking　is　entirely　consistent　with

th・・rigin・。f”critical　thi・kin’9”　in　th・　”・ritique”。f　1・t・eighteenth－and・ineteenth－・・nt・・y

phi1・・。phy　whi・h　w・・c・n・・rned，・m。ng。th・・thi・g・，　with　the　ev田uati。n。f　ideas　in　t・㎜・・f

their　in重emal　consistency　and　their　consistency　with　experience，　a　category　that　encompasses　all

・mpidcal　phen。m・na．　KanちHeg・1・nd・Marx，・th・・up・eme　exempl・・s。f”c「itica1・phil。・・phyl㌧

were　a11　adamantly　opposed　to　any　conception　of　”reasoning”　that，　on　the　one　hand，　reduced　it　to　a

・・t・f・b・tr・c且…cut・ff・fr。m・・y・rnpi・ical／hi・t・ri・al・。・te・t。噸ち・・th・。th・・h・nd・・educed

it　t。　th・pu・suit・f・・。・i。－P。1itical　cau・e　with・ut・m・th・d・lt　i・thi・tr・diti。・。f”・「iliqu・”・

fu貢he㎜ore，　that　in恥rms　the　contemporary　academic　genre　of　the曜Icritical　review”and　helps

ensure　that　it　comprises　more　than　just　logical　nit－picking．

　　　　　　The　pTeeccupation　of　tWentieth－century　philosophy　in　North　America　and　England　with

fbrms　of　IGgic且nd．10gical　operations　tended，　fbr　much　of　the　century，　to　fbcus　the　attention　of

philosophers　and”pロτ巳thinkers”on　fblmal　cognitive　operations，　o且such　things　as　syllogisms・

abstract　puzzles　and　the　w点聴ngs　of　Edward　de　Bono，　and　thus　obscured　the　o由er，　empirical，

dimens三〇n　of　critical　thlnking．　Educalors　and　psychologists，　however，　have　always　remain¢d　in

touch　with　the　two－dimensiona玉n食拍re　of　critical　thinking．　Dewey（1916）noted　that　different

s｛ユbject　disciplines，　such　as重he　sc三ences，　geography　and　history，「置liberate”the　mind　in　di　fferen　t

w・y・．B・une・（1971）argued　th・t曲ki亘9・kil1・can。・玉y　b・dev・1・P・d　whep　c・9・itiΨe

development　and　1he　use　of　knowledge　are　integrate（1．　As　de　Sanchez，（1987：413－414）points　out，

Piaget（1968）and　Gagne’（1977）disagreed　abeut　much，　but　both　agrced　that　thinking　involves

Operations　on　content．Furtherrnore，　these　educators　and　psychologists　are　treated　as　spiritual

fbrefathers　by　nユembers　of　an　emerging”critical　thinkinガsubdiscipline．　All　of　the　contributors　to

出ピITheoretical　Perspectives　on　the　Teaching　of　Th量nking”component　of　the　Second／nternational
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Conference　on　Thinking　（Perkins，　Lochhead，　Bishop，1987），　for　exaτnple，　cite　these　and

associated　references　when　they　refer　to　1’critical　thinking11．　Though　few　critica1［hinking

specialists　now　appear　to　agree　wholehe肛tedly　with　Ennis’s　uniform　conception　of　knowledge，　all

can　f三nd　a　common　point　of　reference　in　his　famous　baseline　definitien　of　critical　thinking　as

”reasonable　reflective　thinkinεthat　is　concerned　with　what　to　do　or　believe’噛（Ennis，1962）．

Indeed，　since　Ennis　wrote　these　words，　the　thinking－content　relationship　has　become　so　we11－

established　Within　the　fields　of　thinkin　g　in　general　and　of　critical　thinki　ng　in　partic　ular　that　the　main

debate　today　concerns　the　question　of　whether　or　not　critica工thinking　skills　can　be　transferred　from

one　subject　discipline　or　field　of　knowledge　to　another：all　agree　that　the　teaching　of　critical

thinking　skills　must　start　within　a　specific　subject　discipline　because　of　the　specific　knowledge

structures　of　different　disciplines（e．g。　Adler，　Perkins＆Salomon，　Swartz，1987）．

　　　　　　曾tCritical　thinkingl’，　then，　should　not　be　regarded　as　either　confined　to　fbrrnal　cognitive

operations　or　to　a　particular　field　of　enquiry．　It　is　practical　enough　to　be　concerned　with　1伽what　to

do　or　believe”　and　broad　enough　to　include　any　field　of　enquiry　that　has　more　than　purely　formal

content．　Furtherrnore，　the　con鼻ensus　that　exists　among曜「critical　thinking　specialistsll　on　the

subject－specificity　of　critical　thinking　skills　indicates　that　the　process　of　deciding”what　to　do　or

believe”must　confbm1，　at　least　initially，　to　the　knowledge　structure　of　the　subject　discipline．　This

view　of　critical　thinking　is　the　one　that　wil1　inform　this　paperes　treatment　of　critical　thinkihg　in　the

context　of　the　MBA　case　method．

　　　　　　Critique　of　differing　notions　of　critical　thinking　has　thus　far　identified　a　genera工purpose

and　a　legitimate　domain　for　critica1　thinking，　but　it　does　little　to　de丘ne　the　immediate　aims　and　the

processes　of　critical　thinking（which　aエe　related　to　these　aims）．　On　these　questions，　unfortunately，

there　appears　to　be　a　lot　of　disagreement　because　there　are　differences　of　view　about　the

epistemological　character　of　critical　thinking．　At　one　extreme　stands　a　traditional　view　of　critical

thinking　as　the　pursuit　of　knowledge　in　the　form　of”truth”alone．　This　view　regards　the

boundaries　between　different　fields　of　knowledge　as　relatively　insignificant　since　t’judgments　of

evidential　confi㎜ation　or　support　are　global　judgments”（Adler，1987：255）．　Such　a　view　is

associated　with　Ennis，　who　also　helped　define　the　traditional　view　of　critical　thinking　as　a

painstaking　Philosophical　enterPrise（Ennis，1985，　cited　in　Paul，1987：378－379）・　”Open－

mindednessll，　fbr　example，　is　described　as　a　tripartite　activity　that　comprises（1）considering　other

points　of　view　than　onels　own，（2）reasoning　from　premises　with　which　one　disagrees，　though

　　　　　　　　　　　　　　　　　　　　　　　　　　ユ
without　letting　the　disagreement　interfere　with　one’s　reasoning，（3）withhelding　judgment　when　the

evidence　and　reasons　aエe　insuf行cient、”

　　　　　　At　the　other　extrerne　stands　Adler（1987）who　has　pointed　out　that　this　traditional　view　ef

critical　thillking，　which　is　based　on　a　universal，　intern．ally　consistent，　notion　of　truth　and　on　a

purely　disinterested　search　fbr　it，　regardless　of　practical　outcomes，　may　not　fit　the　real　world　of
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practica1　decision－making　very　Well・For　example，　being　too　open　to．　other　points　of　view　may　lead

to　infbrmation　overload　and　in　tiction．　For　example，由e　demand　fbr　irnpartiality　and　for　total

consistency　of　principle　and　action　can　lead　in　practice　to　the　kind　of　false　either／or　dichotomy　by

which　sornething　is　done　totally　or　not’@at　all．　The　rich　man　is　given　the　choice　between　giving　alI

his　money　away　or　none　at　all．　For　example，　the　total　rejection　of　self－interest　and　bias　in　criticaI

　thinking，　is　just　unrealistic　moraUy　since　it　is　morally　idealistic，　and　unrealistic　in　practical　terms

since　self－interest　and　bias，　bnder　certain　conditions，　may　play　a　positive　role　in　fihering

information　input．　In　this　practically　grounded　view　of　critical　thinking，　knowledge　is　regarded　as

the　product　of　various　dialectical　processes．　One　process　is　prope11ed　by　the　need　to　avoid

information　ovcrload　by　seeking”bold　theories　and　explanations　to　help　us　understand血e　naturaI

and　s㏄ial　world”and　by　the　subsequent　need　to　subject　these　theories　and　explanations・to

criticism．　Within　the　domain　of　a　particular　area　of　enquiry　the　acceptance　of　valuative

assumptions　peculiar　to　the　domain，　in　contrast　to　a　notion　of　universal　truth，　will　lead　to　the

existence　of　multiple，　and　pos　Sibly　conflicting，　aims　which　will　have　to　be　optimized”without

benefit　of　a　decision　procedure　or　firm　principles　to　a（ljudicate　disputes”（Adler，1987：255）．　At

the　attitudinal　leve1，　attitudes　such　as　dogmatism，　boldness，　tolerance　of　ambiguity　etc．，　are

norrnally　regaエded　asまn　themselves”negativel「in　terms　of　a　disinterested　search　for　truth，　yet　when

set　in　a　relationship　of　tension　with由eir　opposite　attitudes－openn¢ss，　humbleness，　insistence　on

clarity　and　precision－the　resulting　dialectic　can　help　the　critica工thinker　bridge　the　chasm　between

right　thiIikdng　and　right　action，　between　being　skeptical　all　the　time　and　knowing　when　skepticism

is　most　appropriate　and　valuable．　　　　　　　　　　　　　　　。

　　　　　　This　latter　view　of　critical　thinking　is　the　one　that　will　be　invoked　to　identify　the　kind　of

thinldng血at　is　required　by　the　MBA　case　method．　As　wiU　be　seen，　this　kind　of　thinking　is　action－

oriented，　dial¢ctically面ven，　tolerant　of　ambiguity　and　does　not　expect　a　final　llright”answer．

Another　shared　similar　ity　that　wil1　become　apparent　is　its　insistence　on　constant　practice　with　case

studies　since　”practical　wisdom　、is　required　to　give　guidance”when　there　are　no　clear　a（ljudicating

principles　and　attitudes　and　beliefs　can　be　shif1ed　by　acdon　as　much　as　by　thought　itself（Adler，

1987：257）．

The　Learners　and　the　MBA　Program　at　the　International　University　of　Japan

　　　　　　Thc　leamers　who　are　fe　atured　in　this　study　are　a11　Japanese　adults　who　are　viτtually　alI

males　in　the　25－35　age　group．　By　the　standards　of　their　own　educational　culture，　these　learners

represent　an　educated　elite：all　aエe　alrcady　in　possession　of　undergraduate　degrees，　many　of　them

obtained　at　prestigious　universities　such　Tokyo，　Kyoto，　Keio　and　Waseda；virtually　al1　of　them　are
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employees　of　m瑠or　Japaieseしorporations　and　many　of　thern　are　being　groomed　fbr　importanl

エnanagerial　positions　in　important　overseas　assignments．　The　majority　of　these　learners　have

scores肋ln　the　quantitative　section　of　the　GMAT　which　place　them　in　the　top　decile　of　MBA

candidates　worldwide，　despite　the　handicap　of　having　to　take　the　test　in　English，　a　language　in

which　their　proficiency　levels　range　only丘om　intermediate　to　high　intermediate（e．g．　TOEFL　500－

600＞．

　　　．　The　MBA　pTogram　is　offered　at　the　lnternation…tl　University　of　Japan，　a　two　year　Engl｛sh－

medium　graduate　i且stitution　which　is　the　only　one　of　its　kind　in　the　whole　ofJapan．　The　Graduate

School　oHnternationa王Management（GSIM）was　set　up　in　1988　as　a　loint　venture　with　the　Tuck

School　of　Business　AdmiHistration　at　Dartmouth　College　in　the　U，S．A．，　with　the　result　that，　in　the

frrst　years　of　its　eXistence，　GS工M「s　curriculum　was　heavily　tilted　towards　the　use．　of　the　MBA　case

methOd　pioneered　and　championed　by　the　Harvard　Business　Schoo1．　Although　in　recent　years　the

emphas三s　placed　on　the　case　method　in　the　GSIM　curriculum　has　IQssened，　it　still　remains　an

important　part　of　many　GSIM　courses．　Furthermore，　some　coarses．　which　do　not　employ　the　ful1－

blown　case　methOd　nonetheless　incorporate　some　of　its　experimerltal　aspects，　such　as　the　testing　of

引gener註l　concepts　and　norms　against　various　types　of　data．

　　　　　　　The　GSIM　curricnlum　is，　without　exception，　fully　English－medium．　The　Japanese　leamers

represent　about　40－50％of　the　enrollment　in　any　one　year：the　other　students　are　almost　all　non－

native　or　native　English　speaker3　from　various　parts　of　Asia，’Europe　and　North　Arnerica．

The　MBA　Case　Method

　　　　　　The　case　method　used　in　MBA　programs　around　the　world　was　developed　at　the　Harvard

Business　School　in　the　1920s　as　a　means　of　bridging　the　gap　between　knowledge　and　action，

theory　and　practice（Gragg，1940；Christensen，1987）．　It　is　based　upon”the　belief　that

皿anagernent　is　a　skill　rather　than，　a　collection　of　techniquesl’and　that　the　Tlbest　way　to　leam　a　skiH　is

to　practice　in　a　Simulation－type　processll（Shapiro，1984a：2）．　What　this　means　in　practice　is　that

s加dents　have　to　discuss　rea1－life　business　situations，　often　featuring三nternationally　famous

companies，　and　reach　a　decig，　ion，　regarding　a　practical　course　of　action．　that　should　be　taken　by　the

centra1　character（s）in　the　case．　Shapiro　describes　this　process　in　the　fb110wing　way：

1暫vhile　there　is　no　bne’ 奄р?≠P　way　to　approach　a　case’，　some　generalities　can　be

drawn．　The　student　gai：ls　the　mest　by　immersing　hirn－or　herself　in　the　case　and

ac盛vely　playing　the　role　of　the　protagonist．　The　protagonist　is　usually　one　manager

but　is　some直mes　a　group．　By　actively　studying　the　case，　the　student　begins　to　leam
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how　to　analyze　a　Management　situation　and　develop　a　plan　of　action，　and　then　to

defend　and　back　up　that・lplan　ef　action．　By　participating　in　an　involved　manner　in

the　’case　discussion，　the　student　learns　to　commit　him－or　herse工f　to　a　posi且on　easily

and　to　express　that　position　articularely．　The　cere　of　management　decision　m．aking

consists　of　these　processes：analysis，　choice，　and　persuasion・tt @　　　　　．

Hammond（1980：2）makes　much　the　same　point，　but　places　emphasis　on　the　to－and－fro　of　the　case

discussion　debate：

　　　　　　　　　　”Cases，　and　the　related　case　discussions　in　class，　provide　the　fbcal　poi且t　around

　　　　　　　　　　which　the　participantsl　expertise，　experierlce，　observa亡ions，　and　rules　of　thumb　are

　　　　　　　　　　brought　to　bear．　What　each　class　mernber　brings　to　identifying　the　central　problems

　　　　　　　　　　in　a　case，　analyzing　them　and　proposing　solutions　is　as　important　as　the　content　of

　　　　　　　　　　the　case　itself．　The　lessons　of　experience　are　tested　as　the　participant　I〕resents　and

　　　　　　　　　　defends　his　or　her　analy耳三s　against　that　of　P　ar　ticipants　having　different　experiences

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　t　　　　　　　　　　and　attitudes　gained　by　working　in　other　jobs．　It　is　here　where　common　problems，

　　　　　　　　　　interdependencies，　differences　of　attitudes　and　organizational　necds，　and　the　impact

　　　　　　　　　　of　decisions　in　one　sector　of　an　organizatioD　upon　other　sectors　emerge　and　fbrce

，　　　　　　participants　to　fhce　and　deal　with　them．’「

Shapiro・in　another　text（Shapiro，1984b：2），　bring鼻these　strands　together　by　making　the　general

point　that　the　fnnction　of　cases　is　not　to　transmit　knowledge　or　tpchniques，　but　to　help鱒i血the

development　of　skms，　approaches，　and　a　philosophy　of　management11．

　　　　　　The　precise　nature　of　’th韓　relationship　between　knowledge－and　techniques，　on　the　one　hand，

and　the　simulation　practice　prdvided　by　the　case　method，　on　the　other　hand，　is　a　subject　that　is

curious　fbr　its　neglect　by　mos帥riters　about　the　MBA　case　rnethod．　Christensen（1987），　however，

comes　clos6st　to　providing　an　e￥plicit　explanation　of　this　relatienship．　In　his　view，　the　knowledge

and　techniques　yield　geDeral　propositions　and　abstract　concepts　which　aτe　necessaly，　but　not

sufficient，　to　deal　with　the　complexity　of　inanagerial　decision－making（Christensen，1987：34）．　He

quotes　Cantor　approvingly　on　the　limits　to　the　utility　of　such　propositions　and　concepts：

”Logic　and　mathematics　do　not　begin　to　exhaust　the　nature　of　reality．　Yet　most　of

us　have　grown　up　in　the　rradition　that　the　’so工ution　to　human　proble預s　is　fbund　in

state卑ents，　Iogical　propositions．　Our　fbmal　educa面n　is画madly　intellec血aL　We

leam　answers，　general　propositions，　abstract　concepts．　We　accumulate　facts　but

continue　behaving　prettyτnuch　the　same　as　the　generations　of　biblical　times．
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Knowledge　does　not　3eem　to　make　much　dif琵rence．匿「（Cantor，1958：85，　cl匡ed　in

Christensen，1987：34）

　　　　　　　As　Christensen　see3　it，　the　general　propositions　and　concepts　and　the　case　studies　exis巨n　a

state　of　dynamic　tension，　the　fbrmer　enabling　assimi］ation　of　a　rnass　of　complex　problems　and

data，　the　Iat監er　constantly　subjeこting　the　former　to　the　pressure　of　empirica1　reality　and　the　need　to

act－．　The　five　”basic　dirnensions”　of　the　case　method　that　he　identifies　al1　bear　witness　to　the　need

for　selec　ti　vi　ty　，・for　tolerance　of　ambigrtity，　imprecision　and三nconsistency，　fbr　acceptance　of　the玉ack

of　precisc　and　final　a旦swers，　that　characterizes　real　managerial　decision－mak｛ng　and　the　well－

apPlied　MBA　case　meth。d：

。　　managers　mu呂t　havビasense　for　the　criticaいhe　jug賢lar1’

　。　　specific　actiofis　should　be　tied　a”larger　conception　of　what　is　to　be　accomplished”

　。　　　intent　and　action　are　not　Ihe　same－t‘action　requires　skill　in　carving　out　doable　tasks　an（玉

　　　　　　sequencing出ese　initiatives　fbr　maximum　effectiveness，　as　we夏l　as　a　sensc　fbr　when

　　　　　　object｛ves　a．nd　p工ans　need　to　be　reapPra三sed”

｝。@　concepts　that　can　be　nicely　defined　as“technica董，　financial　or　conceptual　issues”become

　　　　　　”曾people　problems，　as　they　move　toward　the　action　stage”

。　　”the　complexity　of　the　general　manager’s　problelms　rules　out　’solution　s’in　the　conventional

　　　　　　sense　of　that　word”－instead，　theエnanager　rnust　sett玉e　f〈）r　accommodations，　t’know三滑g　that

　　　　　　［the　problem】wiU　never　disappear　and，　even　if　rnanaged　successfully，　will　recur”

　　　　　　（Ch丘stensen，1987：34）

　　　　　　In　terms　of　the　dialectical　processes　that　Adler　identifies　with　critical　thinking，　the　MBA

case　method　generates　inteユlectuaI　movement　lhrough　such　tensions　as　those　between　analysis　and

judg珊ent，　between　stτategy　and　action，　between　willingness　Io　listen　and　willingness　to　assert，

and，　above　a11，　between　cencepts　and　techn三ques，　on由e　one　hand，　and　empir三ca玉reality，　on　the

other　hand．　This　latter　fbrm　of　dia正ectical　reasonlng　involves　the　application　of　techniques　and

・。ncepts　and・P・actic・l　k・・w1・dge　and　expe・ience，　wh・th・・acq・i・ed　di・e・tly　th・・ugh　pers。・・1

・xperienc…i・d｛・ectly　th・。・gh　t・xt・，　i・whi・h　the　tw…a・・ni・g　m。d…。・e　d・d・c直ve　a・d　th・

other　heuristic，　or　inductive，　interact　dynamically　to　modi£y　each　other　and　cre駐te　new　ways　of

looking　at　problems．　As　will　be　seen，　Japanese　learners　appe翫r　to　exper量ence　particular　difficulty

in　Understanding　and　applying由is　deductive－inductive　form　of　dialectical　reasoning．
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Figure＃L

MBA　Case　Method
Analytical　Dynamic

1）iscilssion　of　rea星層tife　bus三ness　situations，　usロally　互e臼ding　to　ded§萱ons

regard量n喜apractica韮c。urseの£ac重i・n

Analysis　under韮ying　discuss茎en§塾・uld　draw・n：（1）c・ncepts＆techniq・es；②

pra。雪lcal抽翻edge＆experlefice

Deduct三ve　a寵圭n面ct…ve窺曲s　of　reasoning　should　interact　dyna孤量OaHy　to

mod量fy　｛｝aeh　⑰重her

Sources：　Chri51｛…ns¢n（1｛｝87），　Hammon｛圭く1980）、　Shapiro（！984　a）

The　Pre・Sessienal　Intensive　Eng妻lsh　Progr琴m：Phase　1
　　　　　　　　　　　　「

　　　　　　At　the　same　dme由e　MBA　program　at　IUJ　was　launched　in　1988　the　university’s　pre－

sessional　Intensive　English　Program（IEP）was　expanded　to　accommodate　the　new　group　of

prospective　Japanese　MBA　stud6nts．　Out　of　purely　pragmatic　considera直ons，　the　responsibility　for

prepa］fing　these　learners　for　the　linguistic　and　academic　challenges　they　would　face　was　dcvolved

entirely　to　the　MP　syllabus　designers　and　teachers．　From　the　very　beginning，　then，　the　teachers

had　t。　c・伽n亡th・qu・・ti・n。f　wh・t　ki・d。f・elati。nship．w。・1d　i・．　P・a6ti・・exi・t　b・tween・th・

conceptual王y　separate　notions　or”　”linguistic　develeprnent”and　of　llcritical　thinking”．　Th｛s　was　an

urgent　question　since　both　the　MBA　case　method　pedagogy　and　the　concept　of　the　MBA　pr．ogram

as　a　fbrcing　house　for　exchanges　of　Views　and　ideas　among　an　international　student　and　teacher

body　made　it　impera亡ive　1hat　the　Japanese　learners　be　given　the　training　and　the　confidence　to　speak

out　and　debaζe　in　a　laエge　and　lively　forum　like　a　case　discussion　class．　More　specifically　this　raised

｛he　question　of　whether　or　not　case　debating　skills　could　be　developed　independently　of　a”critical

thinking”agenda　that　would，　prima　facie，　be　best　left　to　the　experts，　the　MBA　content　teachers　who
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would　encounter　the　Japanese　learners　immediately　aftor　the　IEPT　In　a　narrowly　empirical　sense，

th三s　questi。n・was・so。n　put　to　the　test・

Figure　＃2

Pedagogical　Appreaches　Contrasted

expository

knowledgelfacts

』　　　　　　　　　　　　　舳authority鱒　＝．trllth

　　　　　　　criticaI

（deductive　and　　indu己t韮Ψ已）

experient；al

thinking　proceSS

　　good　questions

and　cogent　argument

group－centered

　　　　　　The　need・’t・P・ep・・e　th・」・pane・e　l・肛ne・s　f。・・MBA　ca・・d・b・t・s　rep・e・ent・d　b。th　a日

、halI・・ge　and・瓢end・u・。PP。・tunity．　The’ Eh・11eng・1・y　i・th・mism・t・h　b・tween　the　case

di、cu，si・n　p・。cess　and　th・・dbcati。nal　and・。・i・1　P…esse・th・J・p・ne・e　1・arners　had　been

accustomed　to　all　their　lives．　The　MBA　case　discussion　is　lively，　sornetimes　aggressive　and　very

mu、h，tud，nレcentered．　Th・J・p・ne・・1・arne・・，　h。weve・，・t匡・・t・d・that・th・y　h・d　been　i・・ulcat・d　i・

quite　diffe・ent・d・c・ti。・・l　v・1ues．　Th・i・・。・i・l　and・d・cati・・al・・1t・・・…th・y　them・・lves

d。、crib，d　it，　idealize・th・wi・d。m。f　th・teach・・and　the　vi・t・e。f　th・st・denゼs・il・n・e・the

・，up・ri・rity・f・ccum・1・t・d　k・。wl・dg・。vc・i・di・idual・i・t・11・・t・th・v・lu・。f　humility　and　the

ugliness。f　asse・ti。・．　Figure・＃2・give・an・ve・vi・w　i・t・b・1曲lm。f　th・・t「iki・g・。・t「・・ts　that

exist　b，tw・en　th・p・d・g・gy　with　whi・h　th・J・p・ne・e　leam…w・・e　f・mili・・and　the　n・w　p・d・g°gy

to　which　they　had　to　be　exposed．

　　　　　　Th・・PP。rt・nity　lay　i・the　c・mm・ni・・tive・i・ten・ity。f　the　ca・e　di・c・ssi・n　p・。cess　it・elf・

A、Char1，、（エ984），　Pi・t・・w・ki（1982）a・d　S・wy・r（1989）h・ve　all　p・i・t・d。・t・・th・MBA　case

m。th。d　h、，　p・t・nti・lly　b・und1・・s　p。・・ibiliti・・f・・apPlic・ti。・・withi・4Mea・i・g－f。・u・ed。・task，

focused　communicative　languag’e　course　design．

　　　　　　Th。・act・al・P・rf・・mance・f　th・」・pan・・e　l・arne・・in・th・・ca・e・di・c・・si。・p・ac　ti・e・1・・ses　was

neither　as　bad　as　was　f¢ared　nor　as　good　as　was　hoped．　They　were　all　sophisticated　enough　to

realize　th、t、。m・・adjustment・t・anew・ducati・・al・ult・・e　wa・req・ired・・d　p・agm・tic　en。・gh　t°
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，eali。e　theΨ、1ue。f・srr。ct。，ed　di・c。・・i。n　acti・ities　as　a　mean・。f　i…easi・g　thei・。・al　nuency　i・

E・gli・h．　C・ri。・・ly，　h・weve・，　th・willi・gness。f　th・J・p・・e・e　l・肛・・rs　t。　parti・ipate　in　the　case

di、c、s、i。ns　f・・th・p即・・e。f　imp・。・i・g　th・i・1・・guag・伽ency　w…1…cc。mpani・d　by

、。mplai・t・fr・m　a　1。t。fth・m・b。・t　th…edibility・f　th¢ca・e　m・th。d　as　a　p・d・g。gical　t。曲「

1eami・g・b。・t　b・・iness　admini・症・ti・n．　Typi・・玉・。mpl・i・t・incl・d・d由・f。11。wing：

1　　　business　administration　should　be　taught　as　a　”scientific”discipline　in　which　the　application

　　　　　of］relevant　concep　ts　and　techniques　wil1　automatically　yield　the”correct”　answers

2　　　the　amount　of　data　in　the　c盆ses　was　far　too　small　to　fo皿abasis　fbr　reliable　judgments（the

　　　　　　assump廿。・血・t出e　c。mp1・xity・freality　i・a・functi。・。f・hee・q・an面…fd・t・）

3　　　　the　cases　f6cus　on　failures，　rather　than　success¢s，　and，　therefbre，　provide　no　models　fbr

　　　　　　correct　business　conduct

4　i。t。m、tibnally　f・m…a・d・uccessf・1・。mpani・・are・i…p・b1・・fm・king・imp1。　mi・takes

”1　want　to　know　how　to　get　the　right　answcrs　to　specific　probiems「㌧one　leamer　seemed　to　sum　up，

1・P、an　get　th・面・m　th・p・・fe・s。・s　and　the　t・xtb。。k・，・・t丘・m　l玉・te・i・g　t。　th・・th…t・dent・・1I

Th、t　th。、e，。，t，6f・・mplai・t・are・n・t　uniq・・t。　luJ，。・i・de曲」・脚e・・1・肛ne…is　cl・面。m

s。m・p・bli・h・dH・rv肛d　Bu・ine・S　Sch・。l　m・t・・i・1…uch・as・the・”K。　Ta・al・a”　ca・e（T・k・gi・1981）

whi、h　d，tails　the　s肛・ggl…f・J・pane・e・t・dent・t・Harva・d　Bu・量・・ss　S・h・。1　and　Ch匝sten・・nls

（1982）m。・egene・al　c・mm・・t・in”F・・eig・St・d・nt…PP。・t・niti…nd・h・11・ng・・f・・th・

discussion　leader廿t．　　　　　　　　　　　．　　　　　　　　　　　　　　　　　　　　　一

　　　　　　’lliese　negative　attitudes庄oward　the　value　of　case　discussion　as　a　content　learning　tool　had　a

cle肛and　visible　effect　on　the　Japanese　learners1　perfbrmance　both　in　the　MBA　program　itself　and

in　the　l］EP．　In　the　MBA　case　discussions　the　Japanese　students　usually　remained　silent，　despite　the

ability・f　many。f　th・m　t。　foll・w　wh・t　w・・b・i・g・aid・When　a　f・w。f　th・m　did・peak・ut・

howcver，　the　MBA　teachers　often　complained　that　they　didn暫t　seem”to　get　the　idea　of　case

discussion”，　that，　in　other　words，　they　appeared　to　have　no　sense　of　the　analytical　dynamic　that

should　infbrm　a　good　case　discussion．　In　the　practice　case　discussions　beld　during　the　IEP・the

discussions　seldo］rn　rose　above　the　Ievel　of　description．　The　resulting　absence　of　disagreements

and　controversy　meant　that　the　learners　had　neiIher　the　need　nor　the　motivation　to　d¢velop　a　full

discussion　and　argumentation　rep巳rtoire　in　English．　Linguistic　exponents　were　fed　in　by　teachers，

but　were　not　used　by　the　learners．　Truly　behavioral　performance　targets，　such　as　criticism　of

others’　opinions　and　defense　of　one’s　own　opinions　when　criticized，　were　simply　unTealizable．
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The　Intellectual　Challenge　of　the　Case　Method

　　　　　　If　it　is　accepIed　that　the　MBA　case　method　represents　a　reasonable　pedagogy　which　has　a

reasonabユe　aim　and　that　the　Japanese　learners　have，　by　virtue　of　choosing　r〔JJ，　freely　chosen　to

encounter　new　and　unusual　educational　values，　it　follows　that　the　Japanese　learners　had　to　be

shown　how　they　might　adapt　to　the　intellectual　demands　of　the　MBA　case　rnethod．　In　the　context

of’the　IEP　this　meant　developing　a　course　des壬gn　f士amework　in　which　the　development　of　cognitive

strategies　could・be　integrated　with　the　development　of　the　other　language　skills　required　by　the　case

　method．

　　　　　　　The且rst　stage　in　Ihe　search　for　relevant　course　design　principles　was　to　identify　as　clearly

・・p・・sibl・whi・h・・9・itive・t・at・gi・・w・・e　e・・enti・l　f。r”unl。・ki・gl幽the　ca・。　m・th・d　and　with

　what　sort　of　linguistic　inputs　and　outputs　these　essential　sロrategies　were　most　clo8ely　associated．

　Given　that　these　adult　learners　were　sophisticated　and　appeared　willing　to　express　fairly　energetic，

。cca・i。nally　assertiv・，　attit・des　t。　m・nシ・・pects。f　th・learni・g　P…ess・the蜘・・b・血er　t。

　internalization　of　the　case　method　procedure　apPeaτed　to　be　less　one　of　introversion　or　of　lack　of

bconfid6nce　and　more　one　of　tin　inability　to　set　aside　certain　assumptions　about　the　nature　of　the

　Iearning　process　itsel£The　c1itical　clue　was　provided　by　the　seveτe　difficulties　the　learners　were

。bvi・usly　en・。unt・d・g　i・ゆg　t。・ead・・d　m・k・・e・・e・f・th・・case・t・・ts　whi・h・・nt・ined・lhhe

i。fbIm、廿。n・b・ut由・P・・ticular・b・・i・ess　situati。・・th・t　f。㎜・d　th・画ect。f　th・ca・e　di・cu・si・n・・

　These　case　texts　do　not　exist　in　isolation．　Often　linked　with　them，　directly　or　indirectly，　are

textb。。k、h、pt…and　acad・mi・」・um・1飢i・1・・whi・h・ar・・。㎜・】ly出・面b・t・d・im・1t・n・。u・1y　wi由

the　case　texts　by由e　c・ntent・・urse　teacheL　Withi・th・t・㎜・。f・e琵・ence　pf　the　ca・e　m・th。d　the

，el、ti。。・hip　b・twee・these　tw・set・・f　t・xt・i・regard・d　as　a　c。mpl・ment卸・e・The　textb。°k

、h、pters　andj。・m・1皿i・1・・p・・vid・・t・dents　with　gene・alized・。ncept・and　tech・ique・・whil・the

ca、e　t・xt・r・p・e・ent　the　st・ff。f　b・・i・ess　reality　i・whi・h　a　p・・ticul・・ar・ay。f・i・cumst・nces　and　a

・・t。f　p・。bl・ms　req・i・i・g・ded・i。・（・）御・e・ent・d・Th・f。m・・set。f　t・・ts　h・1p　t°°「gan’ze°「

Il
≠唐唐奄高奄P、te・th，　messy　c・・f・・｛。・。f・eality；the　ca・e　t・xt・・emi・d　th・MBA・t・dent　th・t　th・

・。ncepts　and　tech・iq・e・，　whil・・ecessary，・d。・。t　i・th・m・elve・・ep・e・ent…b・titut・触uman

　　judgment　in　the　everyday　operations　of　business　administration・Thus　the　two　sets　of　texts

emb。dy　the　essenti・エdi・lectical・te・si・・b・tween　k・・wl・dge・n　the。ne　hand・・d」・dgment　and

・脚・nce。・止e。血・・hand　th・t・xi・t・i・the・Har・a・d－styl・MBA　1・㎜i・gP・。cels・Wi血゜ut　s°me

und，，、tandi・g　and　accep｛ance。f　this・nd・・1yi・g　l。gi・，　it　i・ve・y・difficult　t。　m・k・・any・eal・e・se・f

the　case　texts．

　　　　　　It　was　Without　the　benefit　of　this　understanding　and　acceptance　that　the　Japanese　learners　ln

the工EP　had且rst　encountered　Harvard　Business　School　case　texts，　The　difficulties　rhey　faced　rnay

b。b，st　expl・ined　in　t・㎜s・f・ch・m・・th…y．　Th・y　h・d・littl・p・・bl・m・eadi・g　th・d・ductively
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　organized　textboo1くchapters　and　journal　articles　as　these　could　be　decoded　quite　straightfbrwardly

by　applying　the　scieIltific　knowledge　schemata　thサy　had　developed　through　their　own　Ll

educaIions．　But　the　case　texts．left　thern　at　a　Ioss　as　to　what　kind　of　schern　ata　to　apply．　Some

learners　appeared　to　try　to　applY　the　same．　schemata　they　had　applied　to　the　deductively　organized

texts　to　the　case　texts　and　complained　that　they　could　f玉nd　neither　a　unifying　theme　nor　any

prospect　of　a　credible　solution　to　the　case　problem．　The　very　flat　rhetorical　structure　of　the　case

texts　also　caused　them　to　complain　that　the　case　text　writers　wrαe　in　a　very　unclear　way　that　was

clearly　at　Odds　with　the　way　they　thern　selves　were　being　taught　to　write。　Other　leamers　understood

由at　the　cases　represented　some　sort　of　heuristic　exercise，　but　treated　them　as　selfLcontained　puzzles

and　did　not　utilize　any　of　the　convβnient　intellectual　en　try　points　into　the　cases廿1at　the　related

textb60k：chapters　and　journal　arロcles　provided．　These　learners　apPeared　to　Iose　their　way　in　the

sea　of　details　that　comprises　the　typical　case　text，　their　copies　of　the　text　transfomled　into　a　solid

gleam　of　highlighter　pen　m　arks．　A　third　set　of　learners　were　those　who，　afIer　much　struggle，

eventually　figu祀d　out　the　complementarity　of　the　two　sets　of　text　and　realized　that　the　case　texts

could　not　be　read　ih　the　same　way　as　a　textbook　or　a　puzzle．　These　outcomes　created　a　feeling　that

there　was　little　prospect　of　generating　meaningful　case　discussion　above　a　purely　descriptive互evel

unless　all　the　Ieamers　could　be　made　aware　fairly　quickly　that　they　would　have　to　apply　a　new

approach　to　the　reading　of　and　intellectual　processing　of　certain　texts．　But　it　remained　an　open

question　exactly　how　systematic　and　narrowly　taエgeted　this　awareness　raising　would　have　to　be．

　　　　　　　　　　　　　　　　　　　　　　　　　」

In　Search・f　a　Th…eti・・I　F・・m・w・rk　f・r　lnt・g・ating・De・el・pm・nt・f　C・gnitive

　　　　　　　　　　　　　　　　　　　　　　Strategies　with　L2　Development

　　　　　　The　dif罰culties　the　Japanese　learners　had　su脆士ed　with　the　case　texts　were　at　first

surprising．　After　all，　the　interplay　of　the　deductive　and　the　inductive　in　human　thought　is　the　ve】〔y

　　　　　　　　　　　　　　　　　　　　　　　　　　1
stuff　of　in」f（）rmaI　learning　from　a　very　early　age（e．g．　Plaget，1955）．　Furthermore，　there　was　no

reason　at　a11　to　suspect　that　these　particular　Iearners　lacked　any　cognitive　capac互芝y：quite　the

・eve・se・1・fact・Aq・i・k　inve・tig・ti。・・f・th・lit・・at…。n　thi・ki・g　a・d　th・leami・g・f　thi・k玉・g，

h。weve…dd・d　t。出・・e　c。mm。・・en・e・bservati。・・areali・・ti・n　th・t亡hi曲g　is　a　highly　c・mp1・x

and　variegated　activity　which，　fbr　reasons　that　are　yet　no監ful1y　understood　or　agreed　upon，　often

tums　out　to　be　surprisingly　context－bound．　As　Nickeτson，　Perk拍s註nd　Smith（1985：335）have

noted：　　　　　　　　　　　　　　　　　　　　　　　　　　　　　一

”TranSfer　poses　a　special　chaUenge　to　efforts　to　enhance　thinking．　Belmont　and

Butterfield（1977）reviewed　a　number　of　studies　designed　to　teach　bognitive　skills，
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丘nding　litt工e　evidence　of　transfer．　Even　though　a　skill　learned　in　one　context　may　in

principle　apply　to　another，　quite　commol11y　a　person　who　has　mastered　the　skill　in

the　first　context　does　not　think　to　apply　it　in　the　second．　Moreover，　many　skills

acquired　in　one　context　do　not　carry　over　straightforwardly　to　others，　butエequire

significant　adjustment，　another　banier　in　the　way　of　smooth　transfer．”

　Ifit　is　tme．that　thinking　ski11s　learned　in　a　forrnal工earning　context　do　not　autornatica11y　transfer　to

other　contexts，　then　afortiori　it．must　be　true　that匡hinking　skills　learned　in　infbrmal　contexts　do　no【

automatically　transfer匡o　formal　learning　conIexts．　Furthermore，　there　is　a　consensus　that　the

transfer　of　criticaJ　thinking　skills　is　especially　difficult　because　of　the　intimate　relationship　of

fb㎜al　c面ca1由inking　skills　wi．th　the　formal　subject　disciplines　in　which　they　are　applied．　Swartz

（1987：270－271），fbr　example，　while　rejecting　the　strong　claim　that　different　subjecにdisciplines

possess　their　own　lo8ics，　agrees　that　there　is　a　point　to　the’ ≠窒№浮高?氏ythat　the　different　fields　of

study　have　their　own　cpistcmologies，　which　means　that　llperhaps　the　standards　of　knowledge　and

fational　belief　and　the　ways　ln　which　knowledge　is　gathered　and　used　vary　from　field　to　field．曾1

、Swartz，　therefbre，　recommends　rhat　critica1　thinking　skills　should　be　taught　in　specific　dornains　and

then　transferred．　Even　Perkins　and　Salomon（e．g．1987），　who　are　optimistic　that　a　general

　metacognitive　model　of　thinking　can　be　operationalized　fbr’1earning　Purposes，　still　see　the　learning　　　・　、

of　thinkirlg　as　a　”transfer”　probli．m．　Because　of　such　considerations，　Nickerson　et．　al．（1985：335）

argue　bluntly　that　the　tcachin耳　of　thinking　skills　generally　will　most　1ikely　achieve　results　when　it　is

aimed　T「as　directly　as　possible　to’the　target　performances　it　hopes　to　improve．11

　　　　　　　The　immediate　question　was　answered：the　raising　of　the　learnersl　awareness　with　respect

to　the　diffe】rent　schemata　of　the　case－related　texts　and　to　ihe　dialectical　connection　between　thern

would　have　to　be　both　systematic　and　targeted．　But　this　answer　entailed　the　next　question：exactly

What　kind　of　system　should　be　used？While　no　precise　answers　were　expecled　or　needed，　it　was，

at　a　minimum，　going　to　be　necessaエy　to　develop　some　sense　of　what　constitutes　cognitive　d三fficuヱty

to　the　extent　that　it　wou】d　be　possible　to　begin　and　end　the　presentation　of　texts　and　activities　in　a

pedagogically　sound　sequence　and，　at　th局same　time，　to　ensure　that　this　sequence　would　be

consis監ent　with　the　language　proficiencies　and　the　language　learning　needs　of　the　learners．

　　　　　　　A　preliminary　search　of　ihe　critical　thinking　and　general　thinking　litera亡ure　has　not　identified

any　recornmended　procedures　specific　to　the　MB　A　case　methOd．　Most　of　the　applied　research　has

been　conducted　at　the　middle　and　high　school　levels　in　the　U．S．A．　and　relates　to　the　teaching　of

”10wer　order”thinking　skills　sロch　as　observation　and　classification．　The　relative　youth　of　the

entire　field　is　underlined　by　Swartz’s（1987：275）comment　that　1Pr（）ject　lmpacピ’（Winocur，1982）

represented　the　only　generalized　checklist　of　cri　tical　thinking　ski11s　in　some　sort　of　hierarchical
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order　in　exis’狽?獅モ?@at　that　time．　This　checklist，　it　should　be　rnentioned，　placed”inductiΨe”and

lldeductive腫reasoning　processes　at辻le　very　top　of　the　critical　thinking　Pyramid・　　　　　　　　　　　　　．

Cogn置t三ve　Strategy　Development　in　the　EAP　and　Academic　ESP　L，iterature

　　　　　　　　　　　　　　　　　　　　　　　　　　；

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　ゆ

　　　　　　　In　these　circumstances，　and　since　the　issue　of　theエelationship　between　L2　developinent　and

cognitive　development　could　not　be　ignored，　the　search　fbr　a　relevant　model　of　cognitive　strategy

developmcnt　shifted　to　the　fields　of　EAP　and　academic　ESP．　The　literature　of　these　two　fields，

however，　is　overwhelmingly　dbminated　by　the　assumption　that　L2　adult　learners　have　already

undergone　an　LI　education　process　that　has　eqUipped　them　intellectually　to　deal　with　the　academic

tasks　they　will　have　to　perform　in　the　L2（e．g．　Hutchinson　and　Waters，1987；Swales，1990；

Widdowson，1983）．　ln　addition，　it　is　only　recently　that　the　previousIy　dominant　paradigm　that

academic　reading　skills　are　not　subject－specific（e．g．　Hutchinson　and　Waters，1987113）has　begun

to　be　reassessed　in　the　light　of　growing　awareness　that．EAP　and　academic　ESP工earners　can　benefit

by　extending　the　application　o’f　insigh亡s　obtained　from　schema　theory［o　include　not　only　Ihc

developrnent　of　fbrmal　schemata，　which　refer　to　fbrmal　features　of　te琴t　organization　and

pエesentation　and　which　cut　across　subject　discipline　boundaries，　but　also　the　development　of

content　schemata，　which　refer　ultimately　to　the　epistemological　constraints　that　bound　the　sl〕ecific

subject　disciplin侍（Blue，1993）．

　　　　　　While　there　appears　to　be　．the　beginning　of　a　movement　to　incorpor．ate　wi由in　EAP　and

academic　ESP　a　broader　view　of　schema　theory　that　may　embrace　the　knowledge　structures　of

subject　disciplines　as　well　as　subject－independent　text　structure，　no　systematic　theoretical

framewoエks　or，　indeed，　anything　of　general　utility　have　yet　emerged　from　it．　The　most　relevant

existing　general　framework　is　the　very　general”language　use　and　acquisition　framework”　proposed

by　Widdowson（1983）（see　figure＃3）．　This　appears　to　be　appropriate　for　three　reasons．　First，

it　was　specifically　developed　with　ESP　in　mind，　though　the　scope　of　its　principles　reach　far　beyond

ESP．　Second，　it　clearly　distin耳uiShes　between　cognitive　processes　and　schemata　and，　through

reference　to　schema　theory，　proposes　a　mechanism　that　explains　how　schemata　are　developed．

Th辻d，　it　regards　general　educatlon　and　language　education　pedagogies　as　entirely　compatible．　This

coMpatibility　derives　from　Widdowson’s　view　that　differences　among　form　s　of　education　are　far

less　significant　that　the　differerices　between　education，　a　creaIive　problem　solving　process，　and

training，　a　more　limited　prqcess　which　aims　fbr　no　more　than　an　input－output　equivalence．　As

Widdowson　puts　it，　all　forrns　of　education　seek　”to　provide　for　creati吻ノwhereby　what　is　leamed

is　a　set　of　schemata　and　proc¢dures　fbr　adapting　thern　to　cepe　wi．th　problems　which　do　not　have　a

ready－made　formulaic　solution”（Widdowson，1983：ユ4）．　The　relevance　of　such　a　framework　to
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the　particular　learning　problembs　of　the　Japanese　learners　presented　earlier　in　this　paper　should

エequire　no　elaboration．

Figure＃3
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Source：Widdowsen（1963）

　　　　　Within　Widdowson’s　framework　all　learning　is　defined　as　a　continual　process　in　which

schemata　are　selected，　applied　in　variou∬ituations，　and　a（ljusted　as　new　evidence　conflicts　with

them（Widdowson，1983：32－79）．　The　commonality　of　language　learning　and　general　leaming　is

expressed　in　this　way：

”［lnterpretive］procedures，由en，　are　used　to　match　up　and　a｛巧ust　schemata　in　the

discourse　process：they　4re　the　interactive　negotiating　activities　which　ime茨pret　the

directions　provided　and　enable　us　Io　alter　our　expectations　in　the　light　of　new

evidence　as　the　discourse　proceeds．　And　it　is匡his　procedural　ability　which　realizes

・ch・m・ti・k・・wl・dge　a・1・・mm・・i・ative　b・h・・i。・th・t　l舳・t。・・capacity・This

concept，　therefbre，　covers　a　range　of　different　activities　which　have　been　variously

referred　to　as　inference，　practical　reasoning，　compudng　cross　refbrence，　negotiation

of　meaning，　problem　solving，　and　so　oバ（Widdowson，1983：40－41）
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In　the　same　vein，　Widdowson　also　draws　a　parallel　between　his　conception　of　learning　and

Piageピs　account　of　learning　as　involving　the　complementary　processes　of　assilnilation　and

accommoda直on（Widdowson，1983：67）．

　　　　　　Though　this　framework’is　useful　in　several　ways，　i巨s　particularly　useful　fbr　the　light　it

casts　on　the　role　of　schemata　as　universal　mechanisms　that　media亡e　between　interpretive　processes

and　raw　data　and，　by　virtue　oftheir　mutability，　help由e　two　domains　to　a｛ijust　to　each　other．　Wi由

respect　to　the　panicular　learhing　difficalties　the　Japanese　learners　face　in　dealing　with　rhe　MBA

case　method，　it　indicaIes　that　a　very　plausible　s亡rategy　would　be　to　expose　the　Japanese　leamers　to

the　MBA　case　texts　in　such　a　way　that　they　adjust　their　existing　inventory　of　schemata　to　the

peculiar　rhetoHcal　rationale　that　underlies　them．　S　trong　though由e　fねmework　is　in　setting　out

strategic　directions，　however，　it　is　nodceably　silent　about　the　sorts　of　tactical　operations　that　can　be

conducted　to　actuaUy　generate　movement　in　the　desired　directions．　In　the　case　of　ESP　learners，

this　silence　appears　to　be　the　result　of　a　very　confident　assumption　that　the　learners　are　already

headed　in　the　right　direction．　This　assumption　is　based　on　the　apparent　belief　that　it　is　a　fbregone

conclusion　that　ESP　learners　have　already　undergone　an　LI　grounding　in　the　discipline　they　have

chosen　to　study　throu　gh　the　L2．　Thus，　there　is　no　need　to　wolTy　that　the　Iearllers　are　in　need　of

major　cognitive　assistance　as　they　are　already　empowered　with　all　the　relevant　schemata　and　other

cognitive　equipment　they　will　need　to　complete　their　ESP　studies．　Indeed，　the　need　fbr

a（ljustments　in　meIhodology　lies　entirely　on　the　other　side　of　the　fence　with　the　learnersl　ESP

teachers，　who　Should　adapI　their工anguage　teaching　methodologies　to　the　schemata　and　the

曾， モ盾№獅奄狽宴ｵe　style”that　the　learn¢rs　have　developed　through　th　eir　previous　studies　of　the　subject

discipline（Widdo曽son，1983：102－104）．　Th6re　appears　to　be　no　room　in　Widdowsonls

imagination（or　that　of　most　other　writers　on　EAP　and　ESP）fbr　ESP　Iearners　who　have　yet　to

acquire　the　schemata　and　cogni廿ve，　styleτelovant　to　their　chosen　field　of　study，

　　　　　　Widdowson　leaves　us冒with　a　good　schema　strategy，　but　no　tactical　directions　for

opefatienalizing　this　strategy．　The　obvious　next　stcp　is　to　locate　literature　on　the　teachin8　0f

schema．　The　author’s　preliminai　y　literature　searches　have　fai工ed　to　identify　any　such　literature　that

may　be　relevant　to　the　concerns’ 盾?@this　paper．　The　search　will　continue，　but　fbr　now　a　detour　will

be　made　in　the　hope　of　reaching　the　same　destination　by　a　different　route，　or，　failing　that，　in　the

expectation　that　the　journey　will　take　us　inte　territory　that　is　nearby　and　not　unlike　the　destination

itself．　As　far　as　possible，　this　detour　will　stay　within　familiar　boundaries　of　language　learning

theory　and　practice．

　　　　　　The　nature　of　schemata　themselves，　of　course，　can　offer　clues　to　t耳eir　teaching．

Widdowson’s　comparison　of　their　operations　to　Piaget’s　view　of　learning　has　already　been　cited，

bllt　it　is　appropriate　here　to　cite　it　in　a　little　more　delail：
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℃ne　might　note　the　relevance　here　of　Piaget「s　account　of　Iearning　as

involving　the　complementary　processes　ofα∬imiiation　and　a‘commoゴation

＿＿．．Assimil甜ion　can　be　understood　as　the　acceptance　of　infbrnlation

into　established　schemadc　catogories，　and　accommodation　as　the　adjusロnent

of　these　categories　to．　account　for　new　experience．置「（Widdowson，1983：

67）

On　the　face　of　it，　the　a（ijustment　required　of　the　Japanese　learners　in　dea工ing　with　the　MBA　case

method　is　one　of　a（ijusting　their　existing　schematic　categories　to　account　fbr　the　decidedly　new

experience　of　the　MBA　case　texts．　Yet，　at　the　same　time，　we　should　not　rernain　blind　te　any

opportunities　that　present　themselves　from　the　other，　assimilative，　side　of　the　process　equation．

The　outstanding　issue　is　clearly　a　methodological　one：how　is　this　process　of　adjustment　to　be

facilitated？The　sort　of　working　hypothesis　that　should　be　adopted　is　less　clear．　But　working　in

accord　with　a　sense　of　probabilities，　and　being　careful　to　keep　an　open　mind，　the　working

hypothesis　to　be　adopted　will　be由at　the　necessary　process　of　adjustment　is　mainly

accommodative，　but　can　possibly　be　assisted　by　rnore　assimilative　procedures．

AMethodological　Paradigm　from　Children書s　ESL　　　　　　　　　　・

　　　　　　The　search　for　a　methodological　paradigm　of　cognitive　development　and　a（ijustment　leads

us　straight　out　of　the　EAP　and　ESP　fields，　past　mainstreartl　EFL，　and　into　the　rich　pastures　of

childreゴs　ESL．　In　the　last　decade，　the　theory　and　practice　of　children’s　ESL　in　North　America　has

experienced　phenomenal　development：what　was　once　a　Cinderella　of由e　language　teaching　field

ha∬Iaked　a　claim　to　great　seriousness　and　innovation．　Mohan（e．g．1982）and　Cantoni－Harvey

（6．g，1987），　two　of由e　major、pioneers　of　childrenls　ESL　theory　and　practice，　have　built　upon出e

vast　tradition　of　progressive　education　in　North　America（e．g．　Dewey，．1916；Bruner，1960）to

develop　the　eonception　that　L2　educatien　for　ESL　children　should　be　as　rnuch　a　cognitive　process

as　a　linguis亡ic　process．　Furthermore，　cognitive　growth　and　Ianguage　growth肛e　seen　as　mutually

related；the　cognitive　growth　creates　the　need｛br　new　forms　of　expression；the　new　forms　of

expression　allow　new　modes　of　thought　to　be　expressed、　From　the　work　of　the　progressive

educadonal　theorists　Mohan　and　Cantoni－Harvey　developed　the　twin　principles　that　thinking　skills

should　eventually　comprehend　the　underlying　structure　of　knowledge　of　each　discipline　and　that

these　thinking　ski11s　should　initially　be　developed　experientially　through　practica1　problem　solving

activit量es，　to　be　fbllowed　later　by　a　movement　towards　more　abstract　expository　modes　of
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development．　In　cssence，　theンboth　propose　a　principled　and　coordinated　apPlication　of　the

farniliar　teachers，　injunction　that；　content　and　activities　should　be　sequenced　so　that　they　move　fヒom

the　familiar　to　the　unfamiliar，　from　the　concrete　to　the　abstract，　from　the　simple　to　the　complex．

Mohan’s　own　formulation　of　this　principle　is　presented　in　figure＃4，　together　with　Shapiro1s

proposed　sequence　for　rcading，　discussing　and　generalizing　f士om　case　texts．

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　’

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　Flgure＃4

Mo舞aガs　ESL　se解ence

1．　　　　practicaI　to　重heoretiとal　｛薮SCOttrs｛⊇

2．　practi。盆ho漁e。re霊茸cal　c。nte皿t

3。　experieRtial　te　expesit。ry　learnlng

Source：　Mohan　（1986、　pp　1真7－8）

　　　　　　　　　　　　　　　　　　　MBA　Case　Method　Sequence

1．　　　　individ凹al　ana1y5is　臼nd　preparation

2．　　optiona置in『ormal　small・group　discussion

3．　【morにformal】classroom　discussie皿

4．　　　　end　of　class　genetalization　about　the　learning　［relate　the　¢ase　to　other

　　　　　　asslgned　　readings，　especial］y　general　and　theoretical　ones】

Source：　Shapiro　（1984a，　P　2）

　　　　　　Within　children’s　ESL　the　relation　between　the　theory　and　the　practice　of　this　sequencing

model　appears　sound　and　uncomplicated．　Before　applying　it　to　serve　the　needs　of　the　adult

Japanese　learners　of　this　study，　some　pause　for　refiection　on　the　degree　of　similarity　and　difference

between　them　and　young　ESL　learners　is　necessary．　In　one　dimension　they　are　similar：both　sets

of　learners　are　faced　with　a　combined　cognitive－linguistic　challenge．　In　another　dimension，

however，　they　aエe　diff6rent：the　Japanese　learners　are　fully　mature　adults　whose　cognitive

reperto辻es　are　fully　developed　with　the　exception　ef　a　panicular　form　of　critical　thinking；young

ESL　learners　are　only　at　the　beginning　of　their　cognitive　dβveloprnent．　The　existence　of　this

difference　has　two　major　implications．　First，　it　is　highly　1il（ely　that　the　adult　leaners輌II　be駐ble　to

develop　the　target　thinking　procedures　relatively　quickly　since　they　will　be　able　to　loOate　and，

th　ere　fore，　objectify　these　procedures　within　well－developed　cognitive　frameworks．　Second，　it

ineans　that　we　have　to　modify　the　assumption　that　what　is　near　and　fami工iar　to　the工eamer　is　always
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tangible，　personal　and　experiential，　fbr　the　sorts　of　deduc匡ive，　theoretical，　expository　pedagogy　1hat

the　Japanese　Iearners　experienced　fbr　many　years　at　school　and　undergraduate　university　are　also，

in　a　sense，”neartt　and”famihar1’，　perhaps　as　near　and　familiar　in　sorne　ways　as　their　knowledge　of

their圏own　business　areas．　Any　use　of　Mohan「s　sequencing　mode1，　therefore，　must　allow　for　its

”accommOdation”　：o　the　new　”experience”　that　these　Japanese　Iearners　represent．

’　　　　　The　Pre・Sessional　Intensive　Eng］ish　Program：．Phase　2

　　　　　　The　syllabus　unit　put　together　to　introduce　the　Japanese　learners　t6　the　MBA　case　method

and　allow　them　practice　in　the　relevant　reading，　analysis　and　discussion　activities　conforms　to　the

underlying　structure　of　knowledge　of　the　case　method，　or，　at　least，　conforrns　to　it　to　the　extent　of

the　syllabus　unit　designer’s　understanding　of　this　knowledge　structure．　This　has　entailed　creating　a

relatively　simple　tWo－tier　str　lcture　for　the　syllabus　u　nit　　　　　　　　　，

Figure＃5

　　　　　　　　Develeping　iiCritical”Skills

The　Sequence　o『Activities　ln　one　Case　Cycle

1．　Read　ttco皿eepts＆techniquesIl　texts－identify　rhetorical　patterns／skim
　　　　　　readt　summarize　main　points／discuss

2．　　Use　sロmmaries　al　guide　to　reading　of　the　case　te：　t／notes　on　co皿・

　　　　　　Ψergellce　　＆　　d量vergence　　of　　texts

3．　Small　group　discussio皿（a）of　relationship　be重・Ψeen　the　texts

4．　　　　Sma置1　group　discussion　（b）　・　臼ssume　general　texts　are　perfect　－　criticize

　　　　　　the　companyls　per『ormance

5．　　Small　group　discussion（c）－assume　tl祀company’s　performance　is
　　　　　　perfec重　騨　criticize　tlle　general　text5

6．　　Smali　group　discussion（d）・problem　idεnti『lcation＆dedsio皿options

7．　　　Open－class，　『orrrtal　case．discロssion

　　　　　　The　lower　of　the　two　tiers　relates　io　the　sequence　of　activities　that　cQmprise　each”case”　and

that　in　a　fロndamental　serise　represent　the　case　method．　The＄e　activities　are　already　in　a　rough

experientia！－to－general　order（see　Shapiro’s　proposed　case　activities　sequenc6　in　figure＃4）．　The

”accommodation”of　this　sequence　to　the　needs　of　the　Japanese　learners　revolves　around　these

learners’feelings　of　com　fort　and　familiarity　with　deductively　presented　general　concepts・The
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result　is　that　the　internal　case　sequence　starts　w三th　generalization　procedures　and　returns　to　them

again　in　the　middle。　In　this　way，　the　activities　begin　with　the　sorts　of　cognitive　procedures　that　aエe

血miliar　to　the　Japanese　leamers．　The　move　away　from　th量s　farniliar　teπitory　into　the　newer

territory　of　the　dialectical　deductive－inductive　relat三〇nship　between　ideas　is　care距Ily　orchestrated

by伽即・・勲8　th・n・㎜・l　fl。w。f・a・e　acti・圭ti・…d・by・an・脚8伽and・bjeett：15，ing　th・m

（see　figure＃5）．　The　decornpression　natu正a！韮y　a三ds　language　lea買1ing〆skills　development　as　much

　　　　　　　　　　　　　　　　　　　　　　　　　ユas　it　does　general　cognitive　der／elopmem．　A　geod　example　of　the　objectification　is　presented　by

steps＃4＆＃5　in∬gure＃5．　The　aim。f・th｛・。rch・strati。・i・t。　gua・a・tee　a・伽as　p・・sible　th・t

the　stretching　and　ino工ding　of　the　learncrli’　existing　schem　ata　occurs　through　the　actual　exl昭rience

th…quence。f　acti・iti・・give・瞬舵・・，　with・・plicit　i・・trvcti。・p・rf・・mi・g　a　c・mpl・men町and

・ei・f・・ci・9・r・le．　St・p・Pa＆＃5…u鰍・・al　i・th・・e・・e　th・t　th・y　w。・1d　neve・be　en・。・nt・r・d　in

バreal　case”，　bu惚∬entiai　in由at　they　reveal　the　interaction　of　inductive　and　deductive　modes　of

reasoning　without　which　thc　case　would　not　be　a「圃case”．

　　　　　　The　higher　of　the　two　tiers　embodies　the　notion　that　repetitive　practice　is　a　sine　qua　non　fbr

th・devel・pment・fth・・kill　and．j・d帥・nt　th・t　g・・d・m・n・g…must　p。sse…The　relevance・f止is

noIion　to　language　leaming　should　need　no　comment　o亡her　than　the　one　that　it　is　especially　relevant

to　the　development　bf　the　specl41ized　reading　skills　and　debate　skills　required　by　the　case　method．

This　higher　tier　comprises　a　sequenced　set　of　five　case　modules，　each　of　which　takes　the　learners

through　the　same　set　of　activlties・case　reading，　analysis，　discussion．　The　earlier　modules

decompress　and　objeCtify　thesJe　activities；the，lasV　two　modules　take　the　learners　closer　to　a

simulation　of　the　rapid　compression　that　characterizes由e　case　method　in　acmal　operation．　The

sequenc圭ng　of　these　five　case　，rnodules　confbrms雫 モ撃盾唐?撃凵@to由e　IInormal”interpretation　of　what

constitutes　the　near，　the　familiar　and　the　tangible，　and　what　constitutes　the　more　distant，　the　less

farniliar　and　the　less　tangible．　The．three　main　criteria　for　selectio．n　here　relate　to　Ihe　su切ect　Inatter

of　the　case　text，め由e　co瑚plex量ty　of　the　inpuしfrom　th¢deductively　organized　texIbook　chapters

and　journal賦icles，　and　most　i醗portant　of　all，　to　the　cτitical　thinking　chaUenge　each　case

represe且ts．　Ideally，　of　course，　the　first　two　er　three　case　texts　would　refer　to　Japanese　companies

operating　in　a　purely　Japanese　environment，　bu監，　unfortunately，　the　virtual　non－existence　of

published　cases　th＆漁this　des面ption　means　that亡he　choice　of　these　texts　is　deterrnined　by　the

sorts　of　companies　that　are　second　most　familiar　to　the　Japanese　learners－very　famous　American

corporations　that　engage　in　the　production　of　relatively　low－tech，　easy－to－understand　and

univeτsally　familiar　goods．　Figure＃6　gives　a　partial　outline　view　of　this　sequence　of　case

modules．

　　　　　　Thus，　the　first　two　case　modules　incorporate　case　texls　related　to　Nil【e　Corporation，　which

is　well－known　in　Japan　as　a　supplier　of　fashionable　sports　shoes，　and　to　McDonald’s　and　Burger

King，　which　aro　two　of　the　biggest　and　best　known　fast　food　restaurant　chains　in　the　world．　Nike
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is　placed且rst　in　the　sequence　sirnply　because　the　inpuにfrom　the　journal　article，膠「Creating註nd

Managing　Joint　Ventures　in　China，噛噛is　relatively　simple，　consisting　of　a正ist　of　prescゆ廿ve　do雪s

and　don’t’s　fbr　foreign　companies　wanting　to　enter　China　and　very　obviously　related　to　the

contents　of　the　case　text．　Th¢critica工thinking　challenge　is　also　simple　to　forinulate．　Nike　breaks

severar「rules「曾and　obviously・suffers　because　of　this．　Interestingly，　however，　Nike　does　not

always　appear　to　benefit　from　the　observance　of　the　rules．　The　learners　have　to　figure　out　why　this

is，　SO．

Figure＃6

The　Sequence　of　Case　Modules

1　　　Crea’∫π9　ロnd　Managing　Joint　　　　　I　　　押f翫8　iπ　C’t「πロ
　　　　v8π’麗re∫　　’擢　　｛：1置’躍α

Set　o『prescriptive　rules　　　　　　　　Rules　broken？Mistakes　made？
　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　Decisi。n：stay　or　leave？

2　　　0perat’ons　Management　　　　　　　　　2　　　M‘Do’；ロ’ゴ∫　and　BItrg［er　King

Classify五ng　　operations　　　　　　　　　　　　　　　Classify　　thei「　oPe「ati⑪ns

Classlfying。perati。ns　strate呂ies　　αassiry　their叩eraIi。ns　strategtes？
　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　Account　for　　divergence5

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　Which　operation5　strate昌y　is　mo5t

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　coherent？

5　　　Competit’ve　　Strate8y　　　　　　　　　　5　　　Skil　Co叩orat’on

　　　　Operatiθns　　ルfanage’nent

　　　　Mark8ting
　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　Problem　identif五cation　・　problems

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　disparate　or　】inlこed？

　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　　Deci5ion　　重rade，offs

　　　　　　Likewise，　the　relation　between　the”McDonalds”and闇’Burger　King曜’case　texts，　on　the　one

hand，　and　the　chapter　from　the　textbook，1’Operations　Management11，0n　the　o監her　hand，　is　basically

that　．of　examples　to　general　ruleS，　but　the　learners　h’ave　to　figure　out　the　paradox　that　McDonalds　is

amass　producer　and　yet　is　not　highly　automated，　whereas　Burger　King　offers　more　custolner

choice　and　yet　is　more　highly　automated　than　McDenalds．　Tbis　paradox　does　not　appear　at　first

sight　to　sit　easily　wi由the　concepts　presented　in　the　textbook　chapter・

　　　　　　By　the　time　the　fifth　and　final　case　module　is　reached，　the　learners　are　expected　to　deal　with

amore　sophisticated　critical　thinking　challenge　in　which　they　must　conduct　several　difficult

procedures：first，　make　judgments　about　the　compatability　or　incompatibility　within　the　case

situation　of　concepts　from　widely　differing　fields　of　business　rnanagernent，　such　as　competitive

strategy，　operations　managemerit　and　marketing；second，　re－interpret　and　sometimes　modify　these
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　concepts　in　the　lighにof　the　case　da亡a；third，　rank　these　concepts　in　terms　of　operational　priority；

　f（）urth，　decide　Which　concepts　can　be　coordinated　and　which　cannot；fi　fth，　suヒject　existing　insights

　to　the　case　data　once　again；sixth，　identify　several　plausible　decision　stra‡egies；seventh，　evaluate

　these　competing　strategies　according　to　criteτia　which　are　not　entirely　given（and　cannot　be　entirely

　given）；eighth，　subject　these　strategies　to　the”realitY　test，10f　the　case　data　again　and　again．

　　　　　　　This　elabo：ate　attention　to　the　i1nperatives　of　the　dialectic　of　the　case　method，　it　has　been

argued，　is　a　necessary　part　of　the　pre－sessional　IEP　that　the　Japanese　learners　attend：without　it，　a

majority　of山e　Japanese　learners　will　not　be　able　make　sense　of　either　the　case　texts　they　will　have

to　read　or　of　the　case　discussions　that　are　informed　by　these　Iexts．　EqualIy，　however，　it　shou工d　be

apparent　that監he自equence　of　case　modules　presented　above　cannot　represent　a　totally　sufficiβnt

EAP　syllabus　design：there　is　no　room　in　it　for　intensive　writing　skills　and　vocabulary　components；

listening　and　presentation　skills　development　activities　can　find　no　easy　and　convenient　home　there．

Furthermore，　there　is　no　reason　to　believe　that　some　ingenious　integration　of　all　these　elements

would　in　itself　be　desirab工e：it　might，　for　example，　have　the　effect　of　diffusing　the　tight　focus　on

critical　method　that　the　unit　of　case　modules　achieves．　In　practice，　therefore，　these　skills　areas　are

dealt　with　separately　from　the　case　modules　unit．　In　the　end，　the　underlying　structure　of　the　MBA

case　method　dete㎜ines　the　s即cture　of由e　EAP　sy11abus：reading　and　discussion　activities　are

closely　interwoven；work　on　other　skill　areas　is　pe㎡brmed　separately　and　according　to　different

devclopmental　principles．　The　loss　of　design　elegance　and　the　slight　awkwardness　this

arrangement　entails　is　more　than　compensated　by　the　generative　power　of　the　interlocking　reading

and　discussion　activities．　Repetitive　practice　is　often　subject　to　diminishing　rcturns：mastery

slowly　increases，　but　interest　rnay　also　decline．　The　unit　of　case　modules　has　repetition　built　into　it

every　step　of　the　way，　but　the　multiple　levels　of　meaning　that　are　generated　by　the　case　methOd　help

insure　against　any　decline　in　inter鼻st．　Lower　order　reading　and　discussion　skills　work　can　be

repeated　again　and　again　on　the　same　raw　input．　The　function　of　a　key　paエagraph　in　the　case　text，

fbr　example，　the　functions　of　key　discourse　rnarkers　in　the　discussions，　both　small　group　and

open－class，　for　example，　can　be　endlessly　reiterated　because　each　return　to　them　occurs　in　a

con　tinua韮1y　shifting　context　of　meaning　and　understanding．　If　desired，　and　provided由e　case

selection　has　been　done　carefully，　the　same　open－class　caE　e　discussion　can　be　repeated　two，　three，

fbロr　tirnes　without　fear　of　exhausting　the　learners’　interest、　Indeed，　after　several　hours　of　repetitive

case　discussion　practice，　the　most　frequent　complaint　of　the工earners　is』that　they　didn’t　have　enough

time　to　discuss　the　case　as　fully　as　they　wanled．　Thus，　in　the　same　way　it　can　help　to　resolve　some

of　the　tension　between　the　ideal且nd　the　real　in　business　administra亡ion，　dialecrical　me出od　can　also

help　to　resolve　the　tension　between　the　creative　and　the　mechanical　in　lariguage　learning．
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Concius1on

　　　　　　Although　the　initial　practical　results　of　the　syllabus　design　application　have　been

encouraging，　more　research　into　the　pedagogy　of　cognitive　development　and　its　relation　to　L2

1eaming　in　fbrmal　contexts　needs　to　be　undertaken．　In　particular，　should　such　approaches　exist，

pedagogical　approaches　to　the　development　of　schemata　need　to　be　investigated．　There　is　less

scope　for　direct　empirical　testing　of　the　pedagogical　reatments　actually　provided　in　the　pre－

sessiona1工EP　since　the　smaU　population　size－only　twenty－five　subject　learners　annually＿is

unlikely　to　generate　corlvincing　statistical　evidence　of　gains　in　thinking　power　that　can　be

associated　with　particular　instructional　procedures．　Nonetheless，　some　empirical　confidence　in　the

cffectiveness　of　instructional　procedures　can　be　drawn　from　summaries　of　research　studies

conducted　in　LI　contexts・These　indicate　tha亡ins亡ruction　is　rnost　effecti＞e　in　the　following　sorts　of

conditions：the　population　is”of　low　initial　ability「「；the　target　thinking　skills　aエe　naエrowly　defined

and　caエefUIIy　objectified；1’sufficient”（i．e．　more　than　just　two　or　three　hours）time　is　allocated　to　the

practice　tasks；｛he　instructional　methodology　is　clear　and　systematically　appl｛ed（Nickerson　et．　al．，

1985：326－340）．

　　　　　　Added　to　this　confidence　should　be　a　sense　of　urgency　about　the　need　to　develop　a　coherent

instructional　paradigm　fbr　the　joint　deve］opment　of　cognitive　and　L2　abilities　within　EAP　and

academic　ESP　contexts　rlow　that由e　whole　East　and　South－Eas亡Asian　region，　and　not　just　Japan

aione，　is　being　integrated　into　a　g工obal　economy　tha亡communicates　through　English．　Hong　Kong

駐nd　Singapore　are，　perhaps，　already　prepared　for　this　chaUenge．　Other　nations　in　the　region　which

are　not　prepared　are　suddenly　pushing　ahead　with　tho　irnpユementation　of　English－medium　programs

at　university　leve1．　In　Thailand　in　early　l995，　for　example，　several　Engli’sh－mediurn　MBA

programs　based　on　Arnerican　models　and，　in　several　cases，　involving　visiting　faculty　from

American　MBA　schools　had　just　been　establig，　hed　or　were　in　the　process　of　being　established

（persona1　communications　at　the　Thai　TESOL　conference　held　January，1995）．　The　similarities　in

culture　and　pedago．gy　among　the　nations　of　the　region　make’it　highly　likely　that　those　tertiary　level

educational　institutions　which　airn　to　conduct　their　programs　in　Eng】ish　and　to　achieve　a　globally

recognized　standard　of　excellence　will　have　to　come　to　grips　with　the　need　to　encourage　and

develop　new　ways　of　thinking，　as　Well　as　new　fo　rms　of　knowledge，　in　certain　su　bject　discipline

areas．　The　important　role　that　English　language　teachers　will　have　in　helping　to　prepare由e

learners　for　these　challenges　niake　it　highly　likely　that　EAP　and　academic　ESP　programs　in　the

region　will　have　a　lot　to　consider　in　the　years　ahead，
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