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— PAC7 at JALT2008 —
Student voices from the Asian 

Youth Forum (AYF)

A YF is one big family of Asian young people who share a com-
mon value, vision and hope. AYF gives us the opportunity to 

realize our potential to change the world. AYF 6 this year will be 
interesting and fruitful because we have committed ourselves to 
bringing more youth to this special family! Tieza Santos (Philippines)

AYF was my first experience of encountering so many different 
cultures at the same time. AYF promotes mutual understand-

ing by challenging stereotypes. At AYF, I learned how to be a leader, 
the importance of cultural identity and education, and how power-
ful youth can be. English is a great tool to communicate between 
different voices! Linh Pan Deu (Vietnam)

AYF is truly about cultural learning, with sessions where any-
one can share their culture! At AYF 2007 in Thailand, we 

witnessed Russian fortune-telling, Indian dancing and Mongolian 
puzzles. I really felt that I connected with youth from other Asian 
countries. In AYF 6, I plan to show some of our Indonesian cus-
toms. Kartika Putri (Indonesia)

A YF gives us an opportunity to meet people from different 
cultures and develop a better understanding of issues faced 

by Asia’s youth. The AYF in Tokyo this year will be a great chance 
for me to share my views and ideas on language learning and 
other AYF discussion topics. Mir Sachal (Pakistan)

Before the Asian Youth Forum, I was a person who rarely cared 
about what went on around the world, because I thought that I 

was the world itself. AYF changed all that. I now know that I am not 
the world, but I am part of something bigger. Kim, Shil Il (South Korea)

Join the AYF from Oct 31 to Nov 3 in Tokyo

See our website for more information 
<conferences.jalt.org/2008>
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In this month’s issue . . .
JALT2008 Pre-Conference Issue

T his autumn JALT will return to the National Olympics 
Memorial Youth Center to host both the 7th joint confer-
ence of the Pan Asian Consortium (PAC) and the 6th 

Asian Youth Forum at JALT2008 under the very apt conference 
theme–Shared Identities: Our Interweaving Threads. Bringing these 
three organizations together in Tokyo means that the national 
conference will be an especially varied and exciting experience 
for everyone who attends. In this month’s issue of The Language 
Teacher, we try to prepare you with some of the highlights.

Plenary speakers Yuko Goto Butler and Andrew Kirkpatrick 
preview their addresses with short articles, and an abstract for 
David Graddol’s plenary address is also included. Because 
this year is also a PAC conference, the featured speakers are 
quite international. We have articles from: Akara Akaranithi 
(ThaiTESOL), Jennifer Bassett, Richard Day, Alvino Fantini, 
Alastair Graham-Marr, Curtis Kelly and Chuck Sandy, Chris 
Kennedy, Jake Kimball (KoTESOL), Yoko Matsuka, Michael 
McCarthy, Scott Thornbury, Maria Verbitskaya (FEELTA), and 
Dorothy Zemach. Many more PAC partners will be featured at 
the conference, so please refer to the Conference Preview mailed 
with this issue or visit <conferences.jalt.org/2008/> for more 
information.

Of course, each issue of TLT would not be complete without 
our regular columns. There are My Share activities from Kris-
ten Sullivan and Andy Hockersmith; a Book Review from Jim 
Ronald; along with JALT Focus, the Job Information Center, and 
other reports to help keep you supplied with new ideas and cur-
rent information about JALT and teaching.

Although it may seem early, the TLT staff looks forward to see-
ing you in Yoyogi this autumn for a very special conference.

Ted O’Neill
TLT Co-Editor

秋の 2008 年 JALT 国際大会は，今年も，国立オリンピック記念青少
年総合センターで開かれます。PAC 第 7 回合同大会と第 6 回アジ
ア・ユース・フォーラムも同時開催されます。この大会のテーマは，

その名にふさわしい「分かち合うアイデンティティ：共に織りなす力」です。東
京で, 3 つの組織が共に力を織りなすことになり，大会に参加する皆さんは，
いつもと違った素晴らしい経験をされることでしょう。今月号の TLT は，その
中のいくつかをご紹介します。
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2 INFOrMatION

基調講演者の Yuko Goto Butler と Andrew Kirkpatrick 
は，講演内容を一足先にご案内します。David Graddol の講
演概要もご覧になれます。今年は，PAC の大会でもあるた
め，特別講演者もきわめて国際的です。Akara Akaranithi 
(ThaiTESOL), Jennifer Bassett, Richard Day, Alvino Fantini, 
Alastair Graham-Marr, Curtis Kelly and Chuck Sandy, Chris 
Kennedy, Jake Kimball (KoTESOL), Yoko Matsuka, Michael 
McCarthy, Scott Thornbury, Maria Verbitskaya (FEELTA), 
Dorothy Zemachという面々です。さらに多くの PAC の協力
者たちが大会に参加する予定です。是非，今月号と一緒に
お届けする Conference Preview をご覧になるか，ウェブサ
イト上の <conferences.jalt.org/2008/> をチェックしてみてく
ださい。

勿論，どの月の TLT も定例のコラムなしでは始まりませ
ん。My Shareでは，Kristen Sullivan と Andy Hockersmith 
のアクティビティ，Jim Ronaldの書評，JALT FocusやJob 
Information Centerからのお知らせもあります。JALT やティ
ーチングについての最新情報も掲載しています。

少しばかり気が早いかもしれませんが，TLT 編集部は，
代々木で開かれる 2008年の特別な大会で皆さんにお会い
することを楽しみにしています。

Ted O’Neill
TLT Co-Editor
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The self-directed learning approach and 
Thai students as active learners–Akara 
Akaranithi
thai society has its own identity, history, and culture. Obedi-
ence is important for  thai children and has typically resulted 
in passive learning. In contrast, learner centered approaches 
have become more important recently. as part of this shift, 
self-directed learning has been implemented in first-year eng-
lish at Chulalongkorn university. Shared computers, themed 
materials, assigned tasks, and groupwork build to a final pres-
entation. this paper describes two groups of students from 
this program who seem to be more active and find english 
more interesting. Self-directed learners in the thai context 
mean students work more actively.
タイの社会は，独自のアイデンティティ・歴史・文化を持っている。子どもた
ちには，従順が求められ，受動的な学習が普通である。これとは，対照的
に，学習者中心のアプローチが最近では重要なものとなっている。この変
化の一部として，自主学習がChulalongkorn Universityの1年生の英語の
授業で取り入れられている。コンピュータを共有し，テーマ別教材が与えら
れ，指定されたタスクを，グループワークで行い，最終的には1つのプレゼ
ンテーションを作成する。本論では，このプログラムの中から，より積極的
で，より英語に興味を持っている2つのグループを選び出し説明する。タイ
での自律した学生とは，学生がより積極的に活動することを意味する。

Stories: Feeding language learners for 
life–Jennifer Bassett
For months the student sat at his teacher’s feet, absorbing 
the master’s teaching. always the lessons were given through 
stories. One day the student asked, “Why do you teach 
through stories, Master? Wouldn’t it be quicker to teach me 
directly?” the teacher replied, “Bring me some water.” the 
student was surprised, but he hurried to the well, filled a pot 
with water, and returned. He gave the pot to his teacher, 
who then said, “Why have you brought me a pot when I 
asked only for water?” Stories are the pots in which the water 
of knowledge is carried to the learner. If we have no pots to 
carry the water, how can we drink it, how can we share it?
生徒が先生の足元に座って，教えてもらうようになって，数か月になる。い
つも，その教えは，物語を通してである。ある日，生徒は教師に尋ねた。 
「先生，なぜ，物語を通して教えるのですか？直接に教えてくださったほう
が早いのではないですか？」教師は，こう答えた。「水を持ってきなさい。」
生徒は驚いたが，井戸に急ぎ，つぼに水を満たし，戻ってきた。生徒はつぼ
を教師に渡したところ，教師はこう言った。「私は水を望んだのに，お前は
なぜつぼを持ってきたのだね？」物語は，つぼであり，その中に知識の水を
入れて学習者に運ばれる。水を運ぶつぼがなければ，私たちはどうやって
水が飲めるのだろうか？どうやって，水を分け合うことができるだろうか？

Myth and reality in foreign language educa-
tion for young learners–Yuko Goto Butler
Many countries and regions have introduced foreign language 
education at the elementary school level, most notably english, 
as english has increasingly become an international language. 
However, policy decisions regarding foreign language at ele-
mentary schools (FLeS) are often made based on assumptions 
that are not necessarily grounded in theory or supported by 
empirical evidence. teachers and students in these countries 
often face significant challenges as a result of both the policies 
themselves as well as the rapid pace of change in such english 
eaching policies. this talk examines the assumptions underly-
ing recent policy decisions regarding the introduction of eng-
lish at the elementary school level as well as the challenges 
that teachers face in implementing these new policies.  

多くの国や地域で，外国語教育（FLES）が小学校に導入されてきている。
特に国際語としての英語の導入率は顕著である。ところがFLESに関する
諸決定は，しばしば，必ずしも言語教育理論や実証研究の裏付けのない前
提に基づいて行われている。その結果，教師や生徒は，目まぐるしく変化
する言語教育政策や政策決定そのものにうまく対応できなくなっている。
本論では，東南アジアからの事例などを引用しながら，小学校での外国語
教育政策の根底にある前提と，FLESの実践にあたり教師たちが抱えてい
る課題を検証する。

Teaching foreign language reading 
fluency–Richard R. Day
this practical, hands-on workshop focuses on how foreign 
language instructors can incorporate reading fluency into their 
reading classes. the workshop begins with a brief discussion 
of the importance of fluency in effective and efficient reading. 
Next participants are introduced to and then use a variety of 
reading fluency strategies–in contrast to reading comprehen-
sion strategies. they also engage in activities that may be used 
to teach the reading fluency strategies and activities designed 
to increase their students’ reading rates.
この実践的なワークショップでは，外国語を教える教師が，どのようにし
てリーディングのクラスの中で流暢さを養っていくかについて扱う。ワーク
ショップでは，効果があり，効率もよいリーディングには，流暢さが大切で
あることについて紹介する。次に，さまざまな種類のリーディングにおける
流暢さの方略を紹介するが，参加者は，読解の方略と対比させながら，実
際に流暢さの方略を使ってみる。参加者は，リーディングの流暢さの方略
を教えるアクティビティやリーディング速度を伸ばすためのアクティビティ
も体験する。

Developing intercultural competence: 
Reexamining the goal and role of language 
education–Alvino E. Fantini
this featured presentation explores the nature of intercultural 
competence (ICC) and considers its relevance to second and 
foreign language teaching. ICC encompasses a complex of 
abilities that includes language proficiency, appropriate be-
haviors, and interactive strategies–all needed together to 
transcend one’s native language-culture to communicate and 
interact effectively and appropriately with people of other 
backgrounds. this presentation investigates the multiple di-
mensions of ICC–definitions, traits, components, develop-
mental levels, and the role of language proficiency towards 
intercultural success. Finally, it addresses the role of language 
teachers in developing ICC in their students as an important 
aspect of the foreign language experience.
ここでは，異文化対応能力の特性を探り，第2言語や外国語を教えること
との関連性について考える。異文化対応能力は，言語習熟度・適切な行
動・相互作用方略などを含む能力の複合体である。これらは，すべて，母
語の文化を超え，他文化を持つ人々と適切に効果的に交流していくため
に，必要なものである。本講演では，異文化対応能力を多面的に捉え，そ
の定義・特徴・構成要素・発達段階・異文化での成功のための言語能力の
役割などについて言及する。最後に，外国語経験の重要な側面として，学
生の中に異文化対応能力を育てていく語学教師の役割について述べる。

English and globalisation: Today and 
tomorrow–David Graddol
three kinds of global change are now reshaping the demand 
for the english language: demographic, economic, and tech-
nological. each has played a role in the increasing ubiquity of 
english in the world. But this is not just a story of the rise and 
rise of the english language. Like that of globalisation itself, the 
latest story of english is a complex one involving paradox and 
uncertainty. drawing on recent research carried out for the 
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British Council, I will examine developments affecting english 
in asia, and suggest that the growing popularity of teaching 
english to young learners is much more than another fash-
ion in english language teaching. It fits with wider trends in 
globalisation which are transforming national and individual 
identities and the distribution of wealth. and, one of the para-
doxes seems to be that as english gets closer to being the 
global language, the need for english teachers grows less.
人口統計学・経済・テクノロジーの3分野における世界的変化が英語の需
要を変えてきている。それぞれが，世界中に英語の存在が増えてくる中で
の役割を果たしている。しかし，これは，英語の拡大の話ではない。国際
化と同様に，英語についての最新の話題は，矛盾した不確実性を含む複
雑なものである。ブリティッシュ・カウンシルのために行われた最近の研
究に基づき，アジアの英語に影響を与えている事態の進展状況について
検証する。また，子どもに英語を教えることの人気が英語教育の中でも最
近の傾向になってきていることにも触れる。これは，国家や個人のアイデ
ンティティを変容していく国際化の中での一般的な傾向に合っている。矛
盾の中には，英語が国際英語に近づいていくにつれ，英語教師の必要性
は減ってくるというものがある。

Relating culture to the teaching of commu-
nication strategies –Alastair Graham-Marr 
teachers often encounter students who, with a limited un-
derstanding of an L2 grammar, are able to communicate ef-
fectively, while others with a developed understanding have 
difficulty communicating a message. an important factor con-
tributing to communicative success is the use of strategies 
to overcome linguistic deficits and enhance a speaker’s mes-
sage. although there is some disagreement about the value 
of explicitly teaching students to use such strategies, research 
done with asian students suggests that strategies should be a 
part of communicative language curricula. this paper reviews 
some of the research to date and makes the case that culture 
is a factor in the propensity to use strategies amongst learners 
with an emerging L2 proficiency.
教師は，限られたL2の文法理解でありながら効果的に意思疎通ができる
学生に出会うときもあれば，文法を充分に理解していながらも意思疎通
ができない学生に出会うときもある。コミュニケーションを成功に導く要
因は，言語的な不足を補って，話し手のメッセージを伝えるための方略を
使用することにある。そのような方略を明示的に教える価値については否
定する声もあるが，アジアの学生を対象とした研究では，方略はコミュニ
カティブな言語カリキュラムの一部であると示唆している。本稿では，最
近の研究を振り返り，発達段階の第2言語学習者の中では，文化がコミュ
ニケーション方略を使う傾向の一つの要因であると述べる。

Brain-based learning and the active 
approach–Curtis Kelly and Chuck Sandy
almost daily, brain studies, technological advances, and re-
search in psychology are giving us a better picture of how 
learning occurs. In concordance with this burst of research, 
a growing movement called “brain-compatible teaching” 
(Jensen, 1998, p. 5) offers insights into why we need to de-
velop teaching practices and materials that focus less on lan-
guage and more on how people learn languages. In this paper, 
the authors discuss the roles of deep processing and emotion 
in learning, and the implications for the language classroom. 
連日のように，脳の研究・テクノロジーの進歩・心理学における研究から，
学習がどのように行われるかに関して，新しい説明が提供されている。こ
うした研究が次 と々発表され，「脳の働きに合った教え方；Jensen, 1998, 
p. 5」と呼ばれるムーブメントが誕生し，言語そのものではなく，言語の学
習方法に焦点を置いて教育実践・教材の開発をする理由を洞察している。
本稿の著者らは，学習における深い処理と情意について考察し，語学の教
室に対して示唆をしている。

Raising language awareness by 
investigating the linguistic landscape–
Chris Kennedy
the spread of english as a global language now means that 
in most urban and many rural areas of the world, english is 
present in the linguistic landscape. It occurs in co-existence 
with local languages in various lexical and grammatical forms, 
for example, in advertisements, on signs, drink cartons, and 
food packets, even though such artefacts are designed for 
a generally non-english-speaking market. the workshop 
will provide examples of the use of this type of english and 
explore reasons why it is present. participants will then be 
invited to examine examples of artefacts collected from the 
linguistic landscape to see how and when english is used, how 
it interacts with the local language, and what this says about 
local consumer identities. We will then explore together how 
such investigations might be used in our classrooms to raise 
the language awareness of our learners.
英語が国際的な言語として広がってきたということは，世界中の中，最も
都会的な場所でも，田舎でも，「言語的風景」の中に英語が存在している
ことを意味する。国際語としての英語は，さまざまな語彙や文法の形を取
って，その地域の言語と共存する。たとえば，広告の中や，看板・飲み物の
容器・食べ物の包みの中にも英語は見られるが，これらの文明の産物は，
もともと非英語圏の市場向けに企画されたものである。このワークショッ
プでは，この種の英語の使用の例を挙げ，存在の理由を探求する。参加者
は，「言語的風景」から集められた文明の産物の例を検証し，英語がいつ
どのように使われているのか，どのようにその地域の言語と相互作用をし
ているのか，このことがその地域の消費者のアイデンティティについて何
を言っているのかについて考える。また，学習者の言語的意識を上げるた
めに，そのような調査結果をどのように教室内で使うことができるかにつ
いて探求する。

Evaluating programs and projects in 
ELT–Jake Kimball
Many factors influence program evaluations: teachers, learners, 
institutional climates, governments, parents, mass media, un-
ions, budgets, cultures, political or personal agendas, and time 
constraints. Headline-grabbing eLt projects are now typical in 
South korea–including vigorous promotion of english immersion 
and piloting english classes in early elementary school. are these 
projects effective? In this hands-on workshop, we will consider 
the dynamics of program evaluation and the interrelationships 
between stakeholders. then participants will develop evaluations 
for use within their personal contexts while considering how to 
design evaluations that provide data for the purpose of external 
accountability as well as formative development.
多くの要因がプログラム評価に影響を与える。その中には，教師・学習者・
学校環境・政府・親・マスメディア・労働組合・予算・文化・政治的および
個人的協議事項・時間的拘束がある。新聞の見出し記事になるような英
語のプロジェクトが現在韓国で行われている。英語のイマ―ジョンを熱心
に促進したり，小学校低学年において試験的に英語の授業を行うことな
どがある。はたして，これらのプロジェクトは効果があるものだろうか？

この実践的なワークショップでは，プログラム評価の力学とこのプロジ
ェクトを進める人々の間にある関係について考える。そのうえで，参加者
は，自分たちの環境で使える評価方法を開発するが，形成的な開発と同様
に，外部への説明責任のための資料を提供する評価をいかに立案するか
についても考える。

Variation in World Englishes: 
Implications for the ELT classroom–Andy 
Kirkpatrick
In this talk, I shall consider the implications for eLt of two key 
developments in the roles of english worldwide. First, there 
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are now many different varieties of english. asia is well rep-
resented, with established Bruneian, Malaysian, Filipino and 
Singaporean varieties of english. Second, the majority of eng-
lish speakers in today’s world are multilingual speakers who 
have learned english as a second language. these multilingual 
speakers use english as a common language–as a lingua fran-
ca.  Selected linguistic differences between several varieties of 
english, including both traditional and more recent varieties, 
will be compared and considered. then the linguistic features 
and communicative strategies of speakers using english as a 
lingua franca will be described, drawing mainly on examples 
from speakers from South and Southeast asia. Finally the pos-
sible implications of these issues and findings for the teaching 
of english in the region will be considered.
本講演では，世界の英語の役割における2つの重要な展開が，ELTにどの
ような意味を持つかを考察する。まず第1に，現在の英語には多くの種類が
ある。アジアはそのよい例であり，ブルネイ・マレーシア・フィリピン・シンガ
ポールには，それぞれに定着した英語の種類がある。第2に，今日では世界
の英語使用者の大多数は，英語を第2言語として学んできた多言語話者で
ある。彼らは英語を共通言語，つまり「リンガフランカ」として用いている。
ここでは，数種類の英語間の言語的相違点を，伝統的なものと最近のもの
の両方を取り上げて比較検討する。その上で，主に南アジアと東南アジアの
用例から，リンガフランカとしての英語使用者の言語的特徴とコミュニケ
ーション方略について述べる。最後に，これらの論点と調査結果が，この地
域で英語を教える際にどのような意義を持ち得るかを考察する。

What really is fun for children studying 
EFL?–Yoko Matsuka
How do we compete for the attention and interest of in-
tensely fun-hungry asian kids with the huge choice of en-
tertainments available to them? If we force them to study 
english, as happens in too many instances, we work against 
our own goal. From my own experience, I believe that there 
are ways to teach english that really are fun for even spoiled-
for-choice modern asian children. I would like to share ten 
specific points with you.
膨大な数の選択肢から，どのように選べば，面白さに貪欲なアジアの子ど
もたちの注意を引き，興味を持たせることができるだろうか。巷によくあ
るように英語の勉強を強制したら，その結果は我われ教師の目標からひど
く外れたものとなる。著者は自分自身の経験から，沢山の教材に溢れた現
代のアジアの子どもたちでさえ充分に楽しめる英語教授法があると考え
ているが，ここでは，10の大事な点を確認していく。

Profiling spoken fluency–Michael McCarthy
Fluency is a term which often features in descriptions of levels 
of spoken proficiency and in assessment targets. However, it 
is an under-researched notion. Work is underway in the Eng-
lish Profile project (as part of the Common european Frame-
work) to sharpen the notion and to offer concrete evidence 
of what it means to be fluent. Of the many criteria for fluency, 
some seem to be central. these include the ability to use a 
repertoire of chunks, the ability to smoothly link one speaker 
turn to the next, and the ability to use a range of small, high-
frequency interactive words.
「流暢さ」という語は多くの場合，話し言葉の習熟度を表し，評価の際に
も用いられる。しかしこの語の概念を明らかにする研究は，まだ十分では
ない。「ヨーロッパ共通参照枠（CEF）」の一環としてのEnglish Profileプ
ロジェクトでは，この概念を明確にし，流暢さとは何かという根拠を示す
ための研究が進行中である。流暢さを判断するための多くの規準には，い
くつか主要なものがある。その中には，チャンク（ひとかたまりの言葉）の
レパートリーを活用したり，会話の順番を次の話し手になめらかにつない
でいく能力，そして一連の短く使用頻度の高い，会話促進作用を持つ語を
使う能力などがある。

Communities of practice: How teachers 
construe their teaching–Scott Thornbury
In the way that teachers talk about their teaching, they co-
construct discourse communities with shared values and prac-
tices. these values are instantiated in the way the community 
uses certain key words, such as grammar. at the same time, 
the way that (many) teachers talk about grammar both feeds, 
and is fed by, a dominant discourse that construes education 
as transmission, and language education as the transmission 
of discrete items of grammar, irrespective of how grammar is 
encoded in actual language use, or represented in the mind.
自分の教え方について話すような方法で，教師は，共有の価値観を持ち，
実践を積み上げて，談話コミュニティを共同で作り上げていく。これらの
価値観は，そのコミュニティが文法のような特定の鍵となる語を使うよう
に，具体例を挙げて示されていく。同時に，多くの教師が文法について述
べる方法は，もっとも有力な談話を育てていき，また，反対にそのような
談話から育てられることにもなる。最も有力な談話では，教育を伝達とし
て解釈し，実際の言語使用では文法がどのように符号化されているかと
か，頭の中でどのように表象されているかに関わりなく，別々の文法項目
を伝えていくことが語学教育であるとみなすのである。

International standards and national 
examinations: The Russian experience–
Maria Verbitskaya, 
the presentation reviews the 6-year russian State examina-
tion (rSe) experiment and analyses its advantages and disad-
vantages against the general background of traditional russian 
examinations and international testing experience. rSe results 
and related research suggest that productive skills require 
constructed response tests, and that paper-and-pencil tests 
based on separate sentences do not adequately measure 
communicative competence. the presentation also describes 
the positive washback rSe has already had on FLt in russia 
and shows the challenges it poses for methodologists, test 
writers, administrators and secondary school teachers. 
本講演は，6年間にわたるロシア国家試験の試行を振り返り，従来行わ
れてきたロシアの試験と国際的なテストに照らし合わせて，その長所
と短所を分析する。RSEの結果を研究したところ，生産的なスキルは
constructed response test (自由筆記などを求められるテスト) によって
測定され，別々のセンテンスに基づいた筆記テストにおいては適正にコミ
ュニケーション能力が測定されない。ここでは，ロシアでの外国語教育に
現れてきているプラスの波及効果についても述べる。また，教授法の研究
者・テスト作成者・学校経営者・中等教育の教師に対してRSEが抱える課
題についても示す。

Using process writing to nurture 
successful writers–Dorothy E. Zemach
While process writing has become a standard feature of eLt 
writing textbooks, students still fail to grasp its value, seeing 
it as an artificial exercise that unduly prolongs the assignment 
rather than the most efficient way to create a successful writ-
ten text. this article presents a rationale for using process 
writing and offers specific strategies for handling each of the 
five stages: brainstorming, organizing, drafting, editing, and 
rewriting.
プロセスライティングは，ELTのライティングのテキストでは標準的なもの
になってきているが，学生は未だにその価値が分からず，課題を長引かせ
る不自然なわざとらしい練習であるとみなす。ライティングを成功させるた
めの効果的な方法とは考えないようである。本稿では，プロセスライティ
ングを使う理論的根拠を提示し，ブレーンストーミング・組み立て・草稿・
編集・校正という5つの段階をこなしていく際の特別な方略を示す。
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F oreign language at elementary schools 
(FLES) has gained a substantial amount 
of attention in recent years worldwide, 

most notably as English FLES has become more 
common. While many countries and regions 
have introduced FLES, policy decisions regard-
ing FLES have often been made based on 
assumptions that are not necessarily 
grounded in theory or supported by 
empirical evidence. East Asia is no 
exception to this phenomenon. Is it 
better to learn a foreign language as 
early as possible? Should oral-based 
communicative activities be the 
focus of instruction in FLES? Should 
English be taught through the me-
dium of English only? Isn’t assessment 
bad for young learners? Does early foreign 
language instruction have a negative influence 
on young learners’ first language development? 
Teachers and students in these countries often 
face significant challenges as a result of such 
policy decisions. This paper focuses on some of 
the major issues or “assumptions” underlying 
recent policy decisions regarding the introduction 
of English at the elementary school level in East 
Asia. Such issues include: the age of starting FLES 
instruction; instructional methods in FLES; and 
assessment and evaluation. 

The age at which to start FLES 
The concept that “the younger the better for lan-
guage learning” appears to be widespread among 

the general public in many parts of the world. A 
variety of foreign language learning programs and 
materials have been developed for children. Bilin-
gual and English-only kindergartens and head-
start programs are very popular among parents in 
numerous countries. Language education policies 
often appear to be influenced by this notion as 
well. Indeed, an increasing number of countries 
have introduced FLES at younger and younger 
grade levels. But is it really true that “the younger 
the better” holds for foreign language learning? 

The notion of the younger the better is often asso-
ciated with the Critical Period Hypothesis (CPH). 
If CPH is applied to language learning, one can 
predict that there would be a certain period in 
development during which language learning 

takes place naturally. After this period, how-
ever, one can no longer acquire languages 

effortlessly and will not be able to at-
tain native-like proficiency in a given 
target language. This, in turn, is often 
interpreted to mean that foreign 
language instruction should begin in 
early childhood. 

However, it is problematic to ap-
ply the CPH to FLES for a number of 

reasons. First, despite the substantial 
amount of literature on CHP in second 

language acquisition, the results to date are still 
largely inconclusive. Even in the phonological or 
phonetic domain in which children have general-
ly been reported to have an advantage over adult 
learners, there is some evidence indicating that 
age is not an inevitable factor for the successful 
attainment of native-like pronunciation (Nikolov, 
2000). We still do not have sufficient evidence to 
demonstrate that there are irreversible neurobio-
logical changes which lead to different levels in 
the attainment of language between children and 
adults (Leather, 2003). 

Second, existing studies on CPH have been 
almost exclusively conducted in the context of 
naturalistic second language acquisition. Simply 
applying the results of these studies to a foreign 
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language instructional context can be highly mis-
leading due to a number of potential but critically 
important differences between these two types 
of context. Such factors include the types and 
the amount of input in the target language, the 
goals and motivations for learning the language, 
the opportunities to use the target language, and 
other sociocultural factors. After all, the CPH, in 
principle, is an argument of potential neurobio-
logical capabilities for acquiring languages; but 
foreign language instructional contexts often do 
not provide learners with opportunities to exer-
cise such capabilities. 

Unfortunately, we still have only limited infor-
mation regarding the relationship between the age 
at which FLES is introduced and students’ learn-
ing. A few case studies have been reported (mainly 
from Europe and North America), but the results 
have been mixed. While some studies indicated 
no significant advantage among early starters in 
various linguistic domains including pronuncia-
tion (Lecumberri & Gallardo, 2003; Munoz, 2003), 
others showed the opposite result. For example, in 
a study conducted in Croatia, early starters (those 
who started learning English before the age of 10) 
outperformed late starters in listening, speaking, 
reading, and writing in both their L1 and Eng-
lish when they were tested in the 8th grade. Early 
starters showed stronger inter-relations among 
different subskills within and between their L1 and 
English (Djigunović, 2008). Only motivational and 
other affective factors appear to consistently show 
superiority among early starters across studies. 

Apparently, FLES programs vary substantially 
in terms of the intensity and quality of instruction. 
One would expect that early starters tend to have 
more allocated instructional hours, but older chil-
dren can also have a large number of instructional 
hours if they have received intensive instruction. 
While it has been suggested that the allocated 
hours of instruction and the intensity of instruction 
may be among the most influential factors for suc-
cessful foreign language learning (Met & Rhodes, 
1990), the relationship between these factors and 
the age of onset of instruction is far from clear. A 
wide range in performance among early starters, 
depending upon the programs involved and the 
individuals themselves, indicates that factors other 
than the age of onset are also influential. Such 
factors include the types of instruction, the quality 
of the teachers, class sizes, the outcome measures 
used in the studies, learner motivation, aptitude, 
socioeconomic status (SES), and so forth. 

In the East Asian context, very little reliable data 
is available with respect to the age of onset of FLES 

instruction and students’ learning. Various socio-
cultural factors such as the amount of exposure 
to English outside of school (e.g., through private 
English lessons) make it difficult to examine the 
effect of age on learning in FLES in many parts 
of East Asia. We also have very little information 
about the relationship between the age of onset 
of FLES instruction and learning among children 
who have non-European L1 backgrounds. In 
order to inform policy and enhance instructional 
decisions, what we need is information about the 
conditions for optimizing learning for different 
student age groups. Since one can assume that 
introducing FLES earlier in the educational process 
tends to increase educational expenditures from a 
policy point of view, analyses of cost-effectiveness 
should also be conducted.

Instructional methods in FLES
Partially as a response to repeated criticism of the 
traditional English teaching approaches (e.g., gram-
mar and translation exercises) in East Asia, commu-
nicative language teaching (CLT) has been widely 
promoted in recent policy initiatives. Along with 
this promotion of CLT, teachers have been asked to 
consider various other types of related instructional 
approaches and strategies, including adopting 
activity-based instruction, teacher-centered instruc-
tion, teaching English through the medium of 
English only (TETE), and so forth. Teaching content 
subjects such as math at the elementary school level 
has also been frequently discussed at the policy 
level, as can be seen in the recent debate in South 
Korea on this matter (Korean Teachers and Educa-
tion Workers Union, 2008). 

However, a number of studies have reported 
various difficulties and problems with imple-
menting CLT in Asian contexts (for reviews of 
these studies, see Butler, 2005; Littlewood, 2007). 
The problems addressed in those studies seem to 
be two-fold in nature: one aspect has to do with 
the conceptualization of CLT and the other con-
cerns the adoption of CLT in local contexts. 

With regards to the first point, CLT has been 
interpreted in various, rather confusing ways in 
Asia. Some teachers interpret CLT as almost syn-
onymous with the avoidance of grammar instruc-
tion or the use of students’ L1 (namely, teaching 
English through English only). These interpre-
tations also can be found in some FLES policy 
documents. However, grammar instruction has 
been revitalized and new approaches to grammar 
instruction have gained attention in the literature 
recently. It is important to note, however, that 
how best to introduce grammar instruction to 
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young learners is largely an unexplored area. A 
growing literature has also shed light on the effec-
tive use of students’ L1 as an instructional tool. 
Such uses include classroom management and 
affective support. While there is some research 
indicating that the amount of teachers’ L1 use 
influences young learners’ attitudes towards their 
English classes (Inbar, 2008), the relationship be-
tween the amount of teachers’ L1 use and young 
learners’ foreign language learning is not yet 
clear. It appears that what matters more is how 
to use L1 and the target language rather than the 
amount of use of L1 and the target language per 
se. In other words, one cannot assume that TETE 
works best regardless of context. 

With regards to the second aspect noted above, 
difficulties have also arisen from the direct 
implementation of CLT (and other related meth-
ods and approaches) when local factors have 
not been given sufficient consideration. As has 
been described in the case of Korea, methods that 
have proven to be effective in one context are not 
necessary transferable to another context (Mitch-
ell & Lee, 2003). In adopting methods and strate-
gies locally (whether CLT or any other method 
or strategy), reinterpretation and adaptation are 
usually indispensible. For example, the nature of 
a “student-centered approach” would certainly 
be different with a class of 45 children rather than 
10 children. “Authentic material” adopted from 
English-speaking countries may not be “authen-
tic” for young learners of English as a lingua 
franca. Perhaps we should pay closer attention to 
the process of adaptation of various methods and 
embrace locally adapted approaches, instead of 
forcing teachers to implement certain imported 
methods or approaches uniformly and treating 
the adapted approaches as “misapplications” or 
“lost in translation” variants of the originals. 

In addition to considering local factors, we 
need to pay closer attention to age factors when it 
comes to FLES. There is still relatively little infor-
mation regarding which methods and approaches 
are effective for young learners. The existing liter-
ature on task-based instruction, for example, has 
not yet paid sufficient attention to the emotional 
and affective component of tasks, such as playful-
ness, excitement, and unexpectancy. Such compo-
nents are often addressed by teachers as a key to 
keeping young learners focused on tasks and to 
help motivate them. In identifying effective meth-
ods, it is also important to pay close attention to 
developmental differences among grade levels: 1st 
graders and 6th graders, for instance, are at totally 
different developmental stages both cognitively 
and affectively. 

Assessment and evaluation
Assessment is often an object of controversy in 
FLES. In some countries, including Japan, there 
seems to be some hesitation among teachers to-
wards introducing assessment of young learners 
of foreign languages. Some people are concerned 
that assessment may de-motivate students, and 
others worry that assessment creates unnecessary 
competition among young learners (Butler, 2005). 

However, assessment is an indispensible com-
ponent in teaching. Through assessment, teachers 
can gain information about their students’ needs, 
mastery of learning, weaknesses, and improve-
ment, and such information in turn should be 
utilized in order to improve teaching as well as to 
facilitate the students’ learning. It is not assess-
ment per se that is harmful. Rather, it is the inap-
propriate administration of assessment and the 
misuse of information gained through assessment 
that may potentially have negative consequences 
for young learners’ motivation and learning. As-
sessment itself is indispensible for evaluating the 
effectiveness of FLES policies.

While systematic evaluations of FLES are still 
very limited, the evaluation reports that have 
been made available to date generally have 
shown positive results for FLES. This includes a 
large scale evaluation study in South Korea where 
10th grade students who received FLES instruction 
outperformed 10th graders who did not received 
FLES instruction in a general proficiency test 
[called the GTEC], most notably in the domain of 
listening (Kwon, 2005). In addition, as far as I am 
aware of, there have been no published evalua-
tion reports which show negative effects of FLES 
instruction on young learners’ L1.

However, we are still far from getting an ac-
curate picture of the effectiveness of early foreign 
language education. One may be concerned with 
the validity and reliability of the outcome meas-
ures used in such studies. Unfortunately, however, 
we still do not yet have a clear understanding of 
what constitutes foreign language proficiency 
among young learners who are still developing 
their L1 (Johnstone, 2000). Indeed, it is not always 
clear that the measurements being used in the 
studies sufficiently capture the various kinds of 
competencies that are more likely to be developed 
through FLES instruction. The positive effects of 
FLES on learners’ affective factors have often been 
reported. Yet these factors are not easy to opera-
tionalize (especially for young learners) (Nikolov, 
2000). More importantly, we have only limited 
understanding of how such affective factors relate 
to or influence young learners’ foreign language 
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learning. Substantial individual differences in per-
formance have also often been reported in various 
FLES programs. We need more information about 
the relationship between the types and quality of 
instruction and children’s performance. Individual 
factors also need to be carefully examined.

When we examine the effects of FLES, it is per-
haps important to put FLES instruction into per-
spective in the larger socio-educational context. 
Multiple evaluation dimensions should be taken 
into consideration. Such dimensions include: the 
impact on various aspects of English education 
(e.g., instructional methods/strategies, curricula 
and material development, professional develop-
ment, as well as the impact on students’ perform-
ance) at the secondary school level and beyond; 
as well as the effect of FLES on other academic 
subjects, such as language arts; and socio-eco-
nomic and regional gaps in student performance 
and their impact on social stratification.

Conclusion
FLES recently has gained substantial attention 
worldwide, and many countries have introduced 
FLES as part of their formal educational system. 
However, policy decisions have often been based 
on a series of assumptions that are not necessar-
ily grounded in theory nor empirically proven. In 
this paper, I briefly examined some of the major 
assumptions regarding three primary topics relat-
ed to FLES: the age of onset of FLES instruction; 
instructional methods and FLES; and assessment 
and evaluation. Research on FLES is still in its in-
fancy. More collaboration among some of the key 
agents in early childhood education (including 
educators, researchers, and policy makers) and 
across regions is necessary in order to develop 
effective FLES programs for our children. 

Yuko Goto Butler is a 
member of the faculty at 
the Graduate School of 
Education at the University 
of Pennsylvania in Phila-
delphia, Pennsylvania. Her 
research interests include 
assessment and the role of 
awareness in learning and 
teaching, especially among 
young learners. Her most 
recent project examines vari-
ous issues that have arisen in conjunction with the 
introduction of English language instruction at the 
elementary school level in select Asian countries.
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Abstract
Three kinds of global change are now reshap-
ing the demand for the English language: 
demographic, economic, and technological. 
Each has played a role in the increasing ubiq-

uity of English in the world. 
But this is not just a story 

of the rise and rise of 
the English language. 
Like that of globalisa-
tion itself, the latest 
story of English is a 
complex one involv-
ing paradox and 

uncertainty. Draw-
ing on recent research 

carried out for the British 
Council, I will examine devel-

opments affecting English in Asia, and suggest 
that the growing popularity of teaching English 
to young learners is much more than another 
fashion in English language teaching. It fits 
with wider trends in globalisation which are 
transforming national and individual identi-
ties and the distribution of wealth. And, one of 
the paradoxes seems to be that as English gets 
closer to being the global language, the need 
for English teachers grows less.

David Graddol is Manag-
ing Director of The English 
Company (UK) Ltd, is 
Managing Editor for lin-
guistics for Equinox books 
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lated to global English and educational trends. His 
publications include The Future of English? (1997) 
and English Next (2006). David previously worked 
for 25 years in the Faculty of Education and Lan-
guage Studies at the UK Open University and has 
worked as a consultant on various ELT projects 
in China, India, and Latin America since the early 
1990s.
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I n this paper I shall briefly describe two key 
developments in the roles of English world-
wide and then consider the implications of 

these developments for English language 
teaching. The first development con-
cerns the many varieties of English 
that are now spoken worldwide. 
These varieties are distinguished by 
variation in linguistic features and in 
their linguistic realizations of cultur-
al norms and values. It is important 
to note that this variation occurs not 
only between varieties of English but also 
among varieties. For example, not only are 
there differences between British and American 
Englishes, but there are also difference among 
British Englishes. English is thus characterized 
by variation. The second development is that the 
majority of English speakers in today’s world are 
multilinguals for whom English is a second or 
learned language. These speakers use English as 
a common language, as a lingua franca, and they 
now outnumber first language speakers. 

Variation in Englishes
Variation is natural and normal in all languages. 
One cause of variation is the changes that have 
taken place over time. Indeed many of these 
changes are still taking place. For example, 
there has been a move towards the simplifica-

tion of the inflectional system of English. This is 
reflected in the gradual regularisation of simple 
past-tense endings from irregular and so-called 
strong forms to regular and weak forms. The 
strong irregular forms mark past tense by an 
internal vowel change (run to ran, for example). 
The weak regular forms mark past simple by 
the addition of the -ed suffix (work to worked, for 
example). Indeed, the simple past tense form of 
the verb work provides a good example of this 
change from irregular to regular. Wrought was the 
irregular past-tense form, but it has been replaced 
by the regular form worked. Wrought still remains, 
most commonly in the collocation wrought iron 
(worked iron). Changes of this type can take 

place within a generation or two. If you use the 
irregular forms besought as the past tense 

of beseech and slew as the past tense 
of slay you are probably older than 
fifty years old. If you use the regular 
forms, beseeched and slayed, you are 
probably under fifty.

Lieberman, Michel, Jackson, Tang, 
and Nowak (2007) have found evi-

dence of this tendency towards regu-
larization by all new verbs coming into 

the language taking regular past tense 
forms. Lieberman et. al. have also come up 

with a mathematical equation that can predict the 
next irregular verb to turn regular. In their view 
the most likely candidate will be the replacement 
of the irregular past tense wed by the regular wed-
ded (2007, p. 715).

Diachronic change of this type is only one 
source of variation. Ihalainen (1994) has shown 
that differences in the marking of the simple 
present tense occur in regional dialects of Brit-
ish English. Speakers in East Anglia (the area 
of England east of Cambridge) don’t use any 
inflections at all in the simple present tense, so 
they say he make them, farmers make them, they make 
them. Speakers in certain parts of South of Eng-
land add the –s inflection for both singular and 
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plural subjects to give he makes them, farmers makes 
them, they makes them. And in certain parts of the 
North of England the fiendish Northern Subject 
Rule means that the following sentence is gram-
matical, Chefs peels the potatoes and then they boil 
and cooks them. The rule states that plural present 
tense verbs take ‘-s’, unless they are immediately 
preceded by a personal pronoun subject (Ihalain-
en, 1994, p. 221). English teachers can be thank-
ful that this rule is not part of so-called standard 
English, but perhaps disappointed that the East 
Anglian rule is not.

The Englishes of the United States are also char-
acterised by variation. Bailey (1997, p. 259-260) 
has noted distinctive features of the speech of 
Texans which include the use of the present 
simple - s inflection to mark plural subjects such 
as in folks sits there. Another interesting feature of 
this variety is the use of multiple modals, so that 
people might say we might can make it.

While there is significant syntactic variation, the 
most recognizable difference between varieties of 
English is in the accent or phonology. For exam-
ple, the standard British /Q/ monophthongs 
in words like had and bad become lengthened 
to triphthongs to give /hQeEd / and bQeEd / 
(Thomas, 2003, p. 157). This lengthening of vow-
els sounds is commonly referred to as the Texan 
drawl, and it is a feature of many speakers of the 
Southern United States. A distinctive phonologi-
cal feature of many Asian varieties of English 
is the lack of reduced vowels, probably caused 
by influence from the speakers’ first languages, 
many of which – Malay and Chinese for exam-
ple – show a tendency towards syllable-timing 
(Deterding and Kirkpatrick 2006). I shall return to 
this when discussing the implications of all this 
variation for English language teaching.

Vocabulary is another obvious site of variation. 
Local varieties of English routinely adopt lexical 
items from local languages, as these are often the 
only terms that exist which express particular ide-
as or denote particular items. Thus the Australian 
Aboriginal words kangaroo (from the language 
Guugu Yimidhir) and koala (from the language 
Dharuk) (Dixon, 1993) have become adopted 
by Australian English. Japan has given English 
words like kimono, sushi, sumo,and karaoke. The 
same words often have different meanings in dif-
ferent varieties. Bush in Australian English refers 
to the outback, or the countryside in general as op-
posed to cities. And one meaning of boot in British 
English refers to the enclosed storage space at the 
back of a car. In America, this is a trunk. Speakers 
are also very creative. In some African varieties 

of English, on assuming power tribal chiefs are 
enstooled or enskinned (Ahulu, 1994), following the 
models provided by enthroned and enshrined.

Variation also exists at the level of cultural 
norms and pragmatics. Some varieties of Eng-
lish may prefer to make a request by stating the 
request first and then giving the reasons for it. 
Others may prefer to give the reasons first and 
then, if needed, state the request (Kirkpatrick, 
2002). This can lead to “pragmatic dissonance” 
(Li, 2002, p. 559) where speakers of one cultural 
background might find it very difficult to adopt 
the speech styles of another culture even though 
they know this is acceptable in that culture, be-
cause it violates their own cultural rules. A simple 
example of this is the way university students ad-
dress their lecturers. In Australia it is normal for 
undergraduate students to address their lecturers 
by their first names. However, many Japanese 
students studying in Australia find this very diffi-
cult to do, even though they know it is acceptable 
in the local cultural context, and far prefer to use 
an honorific or term such as sensei. Thus sensei is 
likely to become a distinctive feature of Japanese 
English.

There is only room here to give the briefest ac-
count of the wide variation which characterises 
Englishes (Kirkpatrick, 2007a). Readers need also 
consider the extraordinary richness of the litera-
tures written in different varieties of English and 
how English can be used in local popular cul-
tures. I now turn to the second development: the 
rise of the multilingual speaker.

The Rise of the multlilingual 
The current role of English as the most commonly 
used language for international communication is 
well-documented (Graddol, 2006). This has seen 
an extraordinary rise in the numbers of people 
who use English as a lingua franca. For exam-
ple, Russians will do business with Brazilians 
through English. Chinese and Indians are likely 
to use English as their common language. The ten 
countries of the Association of Southeast Asian 
Nations (ASEAN) use English as the only work-
ing language, and this is to be enshrined in the 
ASEAN Charter when it is signed in December 
this year. Thus, for example, Thais communicate 
with Indonesians, Filipinos and Vietnamese using 
English. I suspect the most common language 
Japanese business people use in international 
trade is English. This dramatically increased use 
of English as the international language of cross-
cultural communication means multilingual users 
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of English for whom English is a learned lan-
guage now far outnumber native speakers. 

These two developments – the increase in the 
varieties of English and the variation within and 
between them, coupled with the increase in the 
numbers of multlilingual second language users 
of English–raises interesting implications for 
English language teaching and it is to these that I 
now turn.

Implications for English language 
teaching
The presence of so much variation means that 
English language teachers need to have studied 
variation in Englishes and to have an in-depth 
understanding of how different varieties of Eng-
lish have developed. They need to understand 
the motivations of language change and variation 
and to be aware of how variation is manifested 
in different varieties of English. To take just one 
example from those considered above, most tradi-
tional native speaker models of English such as 
British and American are stress timed. It has, in 
the past, been considered self-evident that learn-
ers of English need to acquire this stress-timing. A 
great deal of classroom and curriculum time has 
therefore been spent in helping learners acquire 
this. Teaching techniques such as clapping the 
rhythm of an utterance for speakers to follow 
are common. However, many newer varieties of 
English are not stress-timed, but have a tendency 
towards syllable timing, probably due to first 
language influence. Many African (Schmied, 
1991) and many Asian varieties can be classified 
as syllable-timed varieties. Research shows that 
speakers of syllable-timed varieties of English are 
internationally intelligible (Smith, 1992, Kirk-
patrick, 2007b; Deterding and Kirkpatrick, 2006). 
To take a slightly mischievous example, compare 
the international intelligibility of George Bush 
and Gordon Brown with Nelson Mandela and the 
previous and current Malaysian Prime Ministers, 
Dr. Mahathir and Abdul Badawi. The question 
then needs to be asked, Why try and make Asian 
and African speakers of English adopt syllable-timing? 
Might it not make more sense to encourage them 
to retain their syllable-timing, given that it does 
not affect their international intelligibility, and 
may even enhance it. 

A second implication concerns the focus on the 
accurate use of verbal inflections in the speech of 
learners. My own and colleagues’ research into 
the mutual intelligibility of ASEAN speakers 
of English (Kirkpatrick, 2007b, Deterding and 

Kirkpatrick, 2006), shows that they rarely have 
difficulties understanding each other, and any 
difficulties they do have stem from pronuncia-
tion problems rather than the use of non-standard 
syntactic forms. This would suggest a classroom 
focus on communication and intelligibility would 
be more useful than a focus on accuracy in the 
use of inflections – in particular present and 
simple past markers – when students are speak-
ing. This shift of focus is difficult, however, while 
assessment remains concerned with grammatical 
accuracy at sentence level. Writing is different. 
Here the focus on accuracy needs to remain, as 
there is far less variation in written English – 
aside from certain types of creative writing – than 
there is in spoken English. All users of English, 
including first language speakers, need to be 
taught how to write and this includes the specific 
conventions of different genres and disciplines. 

A third implication concerns the ELT curricu-
lum and stems from the increasing use of English 
as an international language. To return to the 
ASEAN example above, it would make sense to 
ensure that the English curriculum in ASEAN 
countries taught students about the cultures 
of ASEAN. If, for example, Thai students are 
learning English in order to communicate with 
Indonesians and Vietnamese, then those students 
need to know about Indonesian and Vietnamese 
cultures. In other words, the English language 
curriculum must include the cultures of the 
peoples with whom the students are most likely 
to communicate in English. They also need to 
know how to talk about their own cultural values 
through English. Thus, in the ASEAN example 
above, the Thai ELT curriculum should include 
in-depth information about the cultures of Indo-
nesia and Vietnam and a major goal of the cur-
riculum should be for Thai students to be able to 
talk knowledgeably about Thai culture in English. 

A fourth implication concerns the teacher. What 
skills and attributes should an English teacher pos-
sess in today’s world? Here I list five, based on the 
arguments presented above.

1.  EL teachers should be multilingual and 
multicultural;

2.  EL teachers need to learn about the edu-
cational, social and cultural contexts in 
which they are working;

3.  EL teachers need to understand how 
different varieties of English have devel-
oped, and the ways in which they differ 
phonologically, lexically, grammatically, 
rhetorically and culturally;
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4.  EL teachers need to understand the role(s) 
of English in the community and how 
these interrelate with other local languag-
es;

5.  EL teachers need to be able to develop 
culturally relevant materials and to evalu-
ate ELT materials critically to ensure that 
these do not, either explicitly or implicitly, 
promote a particular variety of English or 
culture at the expense of others;

Conclusion
The development of new varieties of English and 
the role of English as the international language 
has important implications for the English lan-
guage teaching classroom. These include cur-
riculum content, where the focus could move 
towards ensuring that learners are internationally 
intelligible, cross-culturally informed and able to 
talk about their own cultural values in English. 
These developments also have implications for 
the attributes of English language teachers, who 
need to be multilingual, familiar with the role of 
English as an international language, and knowl-
edgeable about varieties of English and the varia-
tion between and among them.

Andy Kirkpatrick heads 
the English Department at 
the Hong Kong Institute of 
Education where he also 
directs the Research Centre 
into Language Education 
in Multilingual Societies 
RCLEMS). Immediately 
prior to that, he taught 
at Curtin University in 
Perth, Australia, where 
he worked for 11 years. In 
addition to Australia and 
Hong Kong, he has taught in the fields of Ap-
plied Linguistics and Language Teacher Educa-
tion in Burma, China, Singapore and the UK. 
He is author of World Englishes: implications for 
international communication and ELT (CUP 2007). 
He is currently working on a book on English in 
ASEAN for Hong Kong University Press and is 
editor of Routledge’s Handbook of World Englishes 
planned for publication in 2010. He has also 
published widely on aspects of Chinese discourse 
and rhetoric.

References
Ahulu, S. (1994). How Ghanaian is Ghanaian English? 

English Today 10(2), 25-29.
Bailey, G. (1997). When did Southern American English 

begin? In Schneider (Ed.), Englishes Around the World, 
Vol. 1 (pp. 255-276). Amsterdam: John Benjamins.

Deterding, D. and Kirkpatrick, A. (2006). Intelligibil-
ity and an emerging ASEAN English lingua franca. 
World Englishes, 25(3), 391-409

Dixon, R. (1993). Australian Aboriginal languages. In 
G. Schulz (Ed.), The Languages of Australia, (pp. 71-82) 
Canberra: Australian Academy of the Humanities.

Graddol, D. (2006). English next. London: The British 
Council.

Honna, N., & Takeshita, Y. (2000). English language 
teaching for international understanding in Japan. 
English Australia Journal 18(1), 60-78.

Ihalainen, O. (1994). The dialects of England since 1776. 
In Burchfield (Ed.), Cambridge History of the English 
Language, Vol 5 English in Britian and Overseas. Origins 
and Development (pp. 197-274). Cambridge: Cam-
bridge University Press.

Kirkpatrick, A. (2007a) World Englishes: Implications for 
international communication and English language teach-
ing. Cambridge: Cambridge University Press. 

Kirkpatrick, A. (2007b). The communicative strategies 
of ASEAN speakers of English as a lingua franca. In 
Prescott, D., Kirkpatrick, A., Martin, I. and Hashim, 
A. (Eds.). English in Southeast Asia: literacies, literatures 
and varieties (pp. 121-139). Newcastle: Cambridge 
Scholars Publishing.

Kirkpatrick, A. (2002). ASEAN and Asian cultures and 
models: implications for the ELT curriculum and 
teacher selection. In Kirkpatrick, A. (Ed.) Englishes in 
Asia: Community, identity, power and education. Mel-
bourne: Language Australia: 213-224.

Li, D. C.S. (2002). Pragmatic dissonance: the ecstasy 
and agony of speaking like a native speaker of Eng-
lish. In Li, D.C.S. (Ed.), Discourses in search of members. 
In honor of Ron Scollon (pp. 559-595). Lanham, Mary-
land: University Press of America.

Lieberman, E., Michel, J. B., Jackson, J., Tang, T., & 
Nowak, M. A. (2007). Quantifying the evolutionary 
dynamics of language. Nature 449, 713-716.

Schmied, J. (1991). English in Africa. London: Longman.
Smith, L. E. (1992). Spread of English and issues of 

intelligibility. In B. Kachru (Ed.). The other tongue: 
English across cultures (pp.75-90).Urbana: University 
of Illinois Press.

Thomas, E. R. (2003). Secrets revealed by Southern 
vowel shifting. American speech 78(2), 150-170.



THE LANGUAGE TEACHER 32.07 • JULy 2008

JALT2008 • Featured Speaker 15

The self-directed learning 
approach and Thai students  

as active learners

 Akara Akaranithi
Chulalongkorn University, 
Thailand 

Sponsored by Thailand TESOL

Key words: self-directed learning, active learner, passive 
learner 

T hai identity, history, and culture embod-
ies many important values. Among these, 
the keyword for Thai children is obedi-

ence. Following elders’ advice and orders is a 
strong cultural value. Passive learning has 
existed in the classroom for many years. 
Teachers seemed to be satisfied with 
their role as manager, and students 
have been content with their activi-
ties in the classroom.

However, a shift of teaching meth-
ods to a learner-centered approach–as 
highlighted in the Thai National Cur-
riculum Reform of 1999–was proposed 
in response to rapid economic and social 
changes. Teachers in the Information Age are 
faced with changes (Kumari, 1998) which require 
them to play the roles of tutor, mentor, and helper 
helping order for learners develop information 
skills efficiently (Srisa-an, 1998). A different ap-
proach should then be introduced to students in 
the classroom reflecting these changes: self-direct-
ed learning. This paper presents some of the ways 
the self-directed learning approach has been used 
in the classroom and its effects on students.

Approaches to self-directed learning
In self-directed learning, roles of teachers and 
students will change. Bolhuis (1996) stressed that 
teachers who want to encourage self-directed 

learning must free themselves from a preoccupa-
tion with tracking and correcting errors, a prac-
tice that is “ego-threatening” (Guthrie et al, 1996). 
These practices seem normal in the Thai context 
because they allow the older, more experienced 
teacher to take care of the younger pupils. Propo-
nents of self-directed learning believe that it can 
increase students’ ability to study on their own 
and become more active in learning.

One significant definition of self-directed 
(learn-)ing  from Knowles (1975, p.18) says it 
“describes a process in which individuals take 
the initiative, with or without the help of others, 
in diagnosing their learning needs, formulating 
learning goals, identifying human and material 

resources for learning, choosing and imple-
menting appropriate learning strategies, 

and evaluating learning outcomes.” In 
the Thai context where students are 
passive, while teachers control the 
classroom, choosing the self-directed 
learning approach means a change 
in the roles of teachers and students.

In addition, concepts of active 
learning are useful to understand this 

approach. According to Prince:

“Active learning is really defined as any in-
structional method that engages students in 
the learning process. In short, active learning 
requires students to do meaningful learning 
activities and think about what they are doing. 
While this definition could include traditional 
activities such as homework, in practice active 
learning refers to activities that are introduced 
in the classroom. The core elements of active 
learning are student activity and engagement 
in the learning process. Active learning is often 
contrasted to the traditional lecture where stu-
dents passively receive information from the 
instructor.” (2004)
Active learning seems to support the self-direct-

ed learning approach.
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One application of self-directed learning 
in Thailand 
One example of the self-directed learning ap-
proach is the Experiential English course for 
first–year students at Chulalongkorn University. 
Five thousand students study English in newly 
equipped rooms with computers. Previously stu-
dents studied English in rooms with whiteboards. 
The policy of the university is to improve stu-
dents’ education through independent learning; 
thus, each computer is shared by three students 
in an English classroom.

Classes are taught using theme-based materials 
and students are given tasks to complete on their 
own. At the end of the course students are evalu-
ated through a final group project in the form 
of presentation. Students can choose their own 
partners and are active learners since they have 
their own way of learning in doing the tasks and 
completing the groupwork.

Understanding active learning in 
Chulalongkorn University students
Students from the faculties of Architecture and 
Engineering were asked to answer the open-
ended questions asking about the skills they want 
to improve in the English course and the way 
they try to improve their English. From each of 
these two groups, 35 students responded to the 
questionnaire. Responses from each group are 
described below.

A large majority of engineering students (80%) 
placed a priority on writing skills. Those students 
believed that writing skills could help them when 
they have to write an academic report. Specifi-
cally, vocabulary seemed to be a major obstacle. 
Respondents tried to improve their writing skills 
by reading more texts. Here are some of their 
responses :

“ I had problem about vocabulary between my 
task. I couldn’t understand all of them, but I 
could guess the meaning of them by the next 
word that I could understand.”

“ I have a problem with vocabularies so I have 
searched them on the dictionary and inter-
net.”

 “I set a problem with using conjunction and 
some of vocabularies.”
Architecture students responded differently. 

Most of them considered speaking and listening 
skills more important than reading and writing, 

since most of their tasks involve presentation. 
Those students tried to solve their problems with 
such skills as follows. Some of their responses are:

“ I want to improve my listening skill with 
soundtrack movies and watching TV, such as 
BBC or CNN channel.”

“ I had a grammar problem such as I did not 
know what tenses I should use. My solution is 
practicing my grammar by reading books or 
watching movies.”

“ I try to watch soundtrack movie and closed 
subtitle listening what they say try to under-
stand.”
Both groups seem to be satisfied with this 

approach and the way they learn English. Most 
importantly, students appear to be more active 
learners and find English more interesting in the 
classroom. Still, Thai students find their teach-
ers important and consult them when they have 
problems. Self-directed learning in the Thai con-
text means students work more actively.

Becoming an active learner in the Thai 
context
Self-directed learning has attained a more impor-
tant role in recent years due to the use of com-
puter technology and subsequent development 
of a more independent style of student learning. 
This has resulted in less emphasis on teachers 
and teaching and a greater emphasis on learners 
and learning. For the learners, they need to know 
what they need and we should identify the types 
of materials that suit them.  The way the teachers 
teach can encourage students to be more active. 
For example, students have to form their own 
groups, select the topic for the presentation, and 
divide the tasks within their groups. It means that 
students are to take the responsibility on their 
own and take the initiative. Here is an example of 
a student in the study group who came up with 
learning style that was initiated by herself.

“ In this year, I write many articles and essays. 
It makes me write fluently. When I did my 
group project, I could write the passage that I 
spoke in the classroom.”
This seems to encourage students by giving 

them a chance to practice. However, students 
should do tasks of their own choice to help them 
to be more motivated. 
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Conclusion
Becoming active learners in the Thai context 
combines the initiative of students, interesting 
topics assigned by teachers, and the responsibility 
and self-control of students. Active, self-directed 
learning for Thai students means that students 
have chances to be more involved in their learn-
ing processes. Once the teachers assign a task, 
students have to find their own way to accom-
plish it. However, they are still guided by teach-
ers acting as facilitators. This approach requires 
individual and group responsibility and commit-
ment on the part of students. 
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Give language learners a coursebook to study, and 
you feed them for school.

Give language learners stories to read, and you feed 
them for life.

In the lines above many readers will recognise 
the original Chinese proverb, which has here been 
subverted to accommodate a different agenda. 
Stories have always been used in this way, weav-
ing new messages into the threads of old, familiar 
narratives. The new messages may be benign or 
malign, conveying earnest pedagogical advice 
or dangerous political propaganda, but the great 
teachers in history always knew that the best 
way to get a message across to an audience was 
by putting it in a story. “The shortest distance”, 
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wrote Anthony De Mello, “between a human be-
ing and truth is a story” (De Mello, 1999, p. 46).

Humans are narrative animals. We use story-
telling to make sense of the world around us, and 
we organise our experience into narrative form. 
In Yann Martel’s prize-winning novel, Life of Pi, 
the eponymous hero, the lone survivor of a cargo 
ship that sank, is later interviewed by the ship-
ping accident investigators. Pi tells the amazing, 
incredible story of his survival at sea for 227 days 
in a lifeboat, with an adult male Bengal tiger. At 
the end there is a long silence. Then Pi says:

“So, you didn’t like my story?”
Mr Okamoto: “No, we liked it very much. 
Didn’t we, Atsuro? We will remember it for a 
long, long time. [...] But for the purposes of our 
investigation, we would like to know what re-
ally happened.”
“What really happened?”
“Yes.”
“So you want another story?”
“Uhh ... no. We would like to know what really 
happened.”
“Doesn’t the telling of something always be-
come a story?”
“Uhh ... perhaps in English. In Japanese a 
story would have an element of invention in 
it. We don’t want any invention. We want the 
‘straight facts’, as you say in English.”
“Isn’t telling about something – using words, 
English or Japanese – already something of an 
invention? Isn’t just looking upon this world 
already something of an invention?”
“Uhh ...”
“The world isn’t just the way it is. It is how 
we understand it, no? And in understand-
ing something, we bring something to it, no? 
Doesn’t that make life a story?”
(Martel, 2002, pp. 301–2)

The need for narrative input in language 
learning
As Pi Patel baffles the accident investigators with 
his questions about the nature of narrative, we 
the readers of his tale are left with a vista of the 
limitless possibilities of storytelling, and how a 
gifted narrator can make plausible the most fan-
tastic of stories. It is such a wonderful story that 
we want it to be true; we need it to be true.

Life is a story, and narrative imagining is intrin-
sic to our use of language. To become proficient 
users of a language, learners need to be able to 
handle narrative, both receptively and produc-
tively. In the language classroom they get a great 
deal of input at word, sentence, and paragraph 
level, but how much practice do they have in the 
global understanding of longer texts? Stories–
reading them, listening to them, talking about 
them–should not be seen as trivial or lightweight 
activities, but as vital components of a well-bal-
anced language course. 

The route to narrative skills is through 
extensive reading
Extensive reading means reading large quantities 
of easy, self-selected, printed materials for general 
meaning and enjoyment, with the goal of improv-
ing reading fluency and overall proficiency in the 
language. Fiction offers by far the best kind of 
text to develop fluency (Hill, 2008). The combina-
tion of narrative and dialogue is much less dense 
than expository prose, and provided the stories 
are well-written, with universal contexts, fiction 
is much easier to read and process, making fewer 
demands on L2-based working memory.

As a storyteller, I like to use storytelling motifs, 
and so here are three golden keys to unlock the 
magic cave of extensive reading.

Comfort
Students must read at a level that is comfortable 
for them, without the need for a dictionary, so 
that they can concentrate solely on constructing 
meaning from the text.

Choice
Students should be allowed to choose what they 
read. Choice is empowering. Students are more 
likely to be motivated to read something if they 
have chosen it themselves.

Enthusiasm
Enthusiasm is infectious. A teacher should be 
a role model for learners, by being enthusiastic 
about reading, demonstrating its importance by 
reading herself, and reading the same graded 
materials as her students, to share the experience 
with them.
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Setting learners’ feet on the extensive 
reading path
Teachers often say that their students will not 
read. They do not read for pleasure in their L1, 
and are not motivated to read for pleasure in the 
L2. However, students usually have an appetite 
for stories, and watch television, films, and DVDs 
in their free time. A way to get round a reluctance 
to read is to begin with storytelling, to focus first 
on the stories themselves, and not on reading as a 
task. There are a number of ways of bringing sto-
ries into the classroom and getting students to en-
gage with them. Later, reading can be introduced, 
not as a task or a duty, but as a way of accessing 
a story, as a means to an end, a worthwhile and 
enjoyable end.

Stories as food for language
It is a good idea to make sure that students (and 
colleagues, parents, and administrators) under-
stand the difference between intensive and exten-
sive reading, and understand also that easy read-
ing is not lazy reading. Reading texts at or just 
below the current level of reading competence is 
essential for developing automaticity in low-level 
processing, and thus gradually increasing reading 
fluency. This kind of input is thought to feed into 
the non-conscious memory system of the brain 
(Irvine, 2006, as cited in Hill, 2008), consolidating 
and reinforcing language knowledge previously 
acquired.

I like to think of extensive reading as a kind of 
central heating–sending out a gentle, sustaining 
warmth to keep existing language supple and 
active, and to provide optimum conditions for its 
steady growth and expansion.

Stories as food for sharing
Reading, though a solitary activity, is a shared 
experience. Richard Day’s definition of reading in 
an FL learning context is “a number of interactive 
processes involving the reader and the text. Read-
ers use their knowledge of the world, the topic, 
the language, to interact with the text to create, 
construct, or build meaning” (Day, 2007, p. 19). 
Every reader will construct their own meaning 
from a text, and the differences between individual 
reader responses can provide a rich resource in the 
classroom. Responding to stories can range from 
writing short reviews or recommendations for 
fellow students, to acting out dialogues from the 
story, and to structured discussions in the support-
ive framework of Reading Circles (Furr, 2007).

Stories as food for mind
In Life of Pi, the investigators tell Pi that they want 
no more stories with tigers in them. Pi says:

“I know what you want. You want a story that 
won’t surprise you. That will confirm what 
you already know. That won’t make you see 
higher or further or differently. You want a flat 
story. An immobile story. You want dry, yeast-
less factuality” (Martel, 2002, p. 302).
Students should have access to a wide range of 

well-written, well-crafted stories in accessible lan-
guage – stories that will surprise them, that will 
bring them sights and sounds and experiences 
they do not know, that will make them see higher 
and further and differently. Extensive reading can 
take them to worlds they might never see, and 
give them insights into cultures across the world. 
It can allow them to confront the difficult and the 
frightening and the treacherous and the unjust, 
but within the controlled environment of an alter-
native reality. They can experience empathy with 
the characters, feel their joys, their griefs, even 
their bewilderment. J. K. Rowling, famous creator 
of the famous boy wizard, reported her favourite 
comment about Harry Potter, at the time of the 
first book. A schoolboy was asked why he liked 
Harry so much, and he said, “He doesn’t seem to 
know what’s going on a lot of the time, and nor 
do I” (Fry, 2005, p. 12).

Jennifer Bassett has 
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She has written over twen-
ty original and retold sto-
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The Phantom of the Opera 
and William Shakespeare. 
Two of her adaptations, 
Rabbit-Proof Fence and Love 
Among the Haystacks, have won Language Learner 
Literature Awards, and three other titles have 
been finalists for the Awards. She has just created 
a new sub-series called Bookworms World Stories, 
which are collections of short stories written in 
English from around the world.
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T his practical, hands-on workshop focuses 
on how foreign language instructors can 
incorporate reading fluency into their 

reading classes. The workshop begins with a brief 
discussion of the importance of fluency in effec-
tive and efficient reading. Next participants are 
introduced to and then use a variety of reading 
fluency strategies–in contrast to reading compre-
hension strategies. They also engage in activities 
that may be used to teach the reading fluency 
strategies and activities designed to increase their 
students’ reading rates.
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– PAC7 at JALT2008: TIP #37 –

"Don’t forget to eat! But plan 
your meals in advance!"

It’s easy to get caught up in the excite-
ment and energy of the day, and com-
pletely forget about what your body needs. 
However, if you don’t eat and drink, by the 
end of the day you’ll feel like a 
zombie! Carry snacks with 
you to munch between 
sessions, eat at non-
peak times to avoid 
rush hours in the restau-
rants or grab something 
for lunch on the way to 
the site, and act interest-
ed at the publishers’ stands 
on the offchance you’ll get an invite to a 
party at night. Hydrate regularly—all that 
talk will dry you out!

<jalt.org/conference>
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I n today’s world, the effects of new 
technologies and globalization are 
increasingly obvious. As a result, 

more people around the globe experi-
ence direct and indirect contact than 
ever before, creating new opportuni-
ties and new challenges. This raises 
new issues for language educators 
who are especially well positioned to 
prepare students for both. But, have we 
assumed our proper role? One article sug-
gests that we may need “a new professional 
identity” (Sercu, 2006). But first, we may need to 
reexamine both our goal and our role as language 
educators. 

Our expanded goal may be stated this way: to 
prepare students for positive intercultural par-
ticipation through effective communication. This 
acknowledges that students need not only lan-
guage ability but also appropriate behaviors and 
interactive styles for dealing with members of the 
target language-culture. Since acceptance by oth-
ers is more often strained by offending behaviors 
than incorrect grammar, we need to rethink how 
we plan communicative language courses.

Curiously, our colleagues in the intercultural 
field, while exploring behaviors and interactive 

strategies, generally ignore the specific language 
of encounters. And we, culture notes aside, gener-
ally overlook the behavioral and interactive aspects. 
After all, we call ourselves language educators. 
Yet, language proficiency plus behaviors and 
interactive styles that are consistent with target 
language-culture norms, are precisely what are 
needed. This is often called intercultural compe-
tence.

Exactly what is intercultural competence? 
Given that many terms are in use, a survey of 

the literature revealed intercultural (com-
municative) competence (ICC) as the 

most comprehensive and widely used 
term (Fantini 2006). Stated succinctly, 
ICC is a complex set of abilities 
needed to effectively and appropriately 
interact with others who are linguis-
tically and culturally different from 

oneself. Whereas effective reflects a 
view of one’s own performance in the 

target language-culture (LC2) (i.e., an etic 
or outsider view), appropriate reflects how na-

tives perceive our performance (i.e., an emic or in-
sider view). Our task is to help students recognize 
their etic stance while they attempt to uncover the 
emic viewpoint. While we don’t expect students 
to become native-like, we do expect some de-
gree of communicative ability in the style of LC2 
interlocutors. Expansion of abilities compares to 
expanding stylistic shifts in their native language-
culture (LC1), given varying contexts.

The literature survey, supported by data 
obtained from research, helped to posit an ICC 
construct with multiple and interrelated com-
ponents: a cluster of characteristics, three areas, 
four dimensions, target language proficiency, and 
some level of development (Fantini, 2006). Not all 
of these components are equally promoted in the 
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classroom alone; direct experience with the LC2 
greatly furthers their development. However, lan-
guage classes initiate processes that often lead to 
intercultural experiences and also provide venues 
where international students can process experi-
ences occurring outside the classroom. 

Exploring ICC components
ICC characteristics most cited in the literature 
and substantiated by research were: flexibility, 
humor, patience, openness, interest, curiosity, em-
pathy, tolerance for ambiguity, and suspending 
judgments. Three areas were also identified: the 
ability to establish and maintain relationships, the 
ability to communicate with minimal loss or dis-
tortion, and the ability to cooperate to accomplish 
tasks of mutual interest or need. This suggests 
that language (the second area) must be taught in 
the context of the other two. In other words, each 
area is embedded in the others and one area alone 
is inadequate for ICC competence.

The four dimensions identified were: knowl-
edge, (positive) attitudes or affect, skills, and 
awareness. These dimensions allude to the target 
culture as well as one’s own and may be config-
ured in a paradigm as shown in Figure 1 (Fantini, 
1999, p. 184).

Figure 1: The KASA paradigm

This paradigm reminds us that more than 
knowledge of another LC is needed. Knowledge 
about North Americans or Japanese, for exam-
ple, is insufficient for competence. How we feel 
towards them is also important, evoking the at-
titudinal and affective dimension. Speaking Japa-
nese correctly, for example, while desirable, also 
requires greeting and bowing appropriately–the 
skills dimension. And, at the center of this para-
digm, is awareness, enhanced through reflection 
and introspection prompted by comparing and 

contrasting the LC1 with LC2. Awareness differs 
from knowledge by focusing on the self vis-à-vis 
everything else in the world–other things, other 
people, other thoughts–elucidating important 
aspects of one’s value and identity. Whereas one 
can forget knowledge, awareness is irreversible. 

Language proficiency, of course, remains central 
to ICC, albeit not equal to it. Ability in the L2 en-
hances other ICC aspects: Grappling with another 
language causes us to confront how we perceive, 
conceptualize, and express; and it promotes new 
communication strategies on someone else’s terms. 
This challenge further aids in transcending and 
transforming our habitual view of the world. 
Lack of an L2, therefore, even minimally, con-
strains us to think about the world and act within 
it only in our native system and deprives us of 
a valuable aspect of the intercultural experience 
(suggesting why language teachers must also be 
students of another tongue).

Finally, ICC develops over time through a 
longitudinal and developmental process, often 
with periods of stagnation or even regression. 
Much depends on our motivation towards the 
LC2, whether of an instrumental or integrative 
type. Benchmarks, devised in various ways, help 
to monitor and measure this process: numbers, 
descriptors (e.g., educational traveler, sojourner, 
professional, specialist) (Fantini, 2006, Appendix 
G, pp. 95-116), or levels (e.g., basic, intermediate, 
advanced, native-like) (ACTFL, 1985). 

These findings support the need to teach lan-
guage in addition to the behaviors and interac-
tive styles reflective of small “c” culture–in other 
words, intercultural competence. This approach, 
however, requires re-examining our course de-
signs for cultural and intercultural content, and in 
the end, all four dimensions become the province 
of the foreign language educator. Incorporating 
them in course design, however, has pedagogical 
implications, especially as we proceed to subse-
quent stages of syllabus development and the 
selection of teaching activities that will provide 
students with real or simulated experiences in the 
LC2.

Looking ahead
Intercultural competence involves a range of 
abilities. To develop these abilities, our courses 
must go beyond language, incorporating behav-
iors and interactive strategies as well. Developing 
ICC is clearly a challenge–for both educators and 
learners–but its attainment enables exciting possi-
bilities. For one, it offers a chance to transcend the 
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Relating culture to the teaching 
of communication strategies

limitations of one’s own worldview. “If you want 
to know about water,” it has been said, “don’t 
ask a goldfish.” Intercultural contact is a provoca-
tive educational experience precisely because it 
permits us to learn about others and ourselves as 
well. Today, everyone needs IC competencies and 
language educators can play a major role in this 
effort. This, however, requires a paradigm shift–
and an expansion of our professional vision.
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I t is often observed that, all other factors 
being equal, some students are more com-
municative than others irrespective of their 

underlying proficiency. This gap between what 

one is able to communicate and what one has the 
linguistic resources to communicate is filled by 
the use of communication strategies (CS). Some 
students are more able to employ a wide reper-
toire of strategies and communicate effectively 
despite having a limited vocabulary and under-
standing of grammar. They are able to overcome 
limitations in their linguistic knowledge through 
the use of CS. 

Research into communication strategies is 
hardly new, however there still remain divergent 
opinions on CS, how they are used, and whether 
they should be taught in the classroom. Although 
strategies themselves have been well studied few 
studies have compared the use of L2 communica-
tion across cultures. While there have been a few 
studies which have researched CS specifically for 



THE LANGUAGE TEACHER 32.07 • JULy 2008

24 GraHaM-Marr JaLt2008 Featured Speaker

cultural differences, (Yule and Tarone, 1990; Rus-
sell, 1997) more studies are needed to compare 
L2 strategy use amongst speakers from differ-
ent cultural backgrounds and elucidate how L1 
speech conventions act to promote or inhibit L2 
strategy use. 

The term communication strategy was first 
introduced by Selinker (1972) to describe how 
learners overcome linguistic deficits to commu-
nicate a message beyond their current linguistic 
ability. In the late 70’s and early 80’s a great deal 
of research was done to define taxonomies of CS 
that catalogued what strategies were used and 
how they were used. This interest in CS coincided 
with the rise of communicative competence as a 
goal of language teaching, a goal that motivated 
teachers to include in their L2 curricula other 
aspects of communicative proficiency beyond 
the more traditional domains of grammar and 
vocabulary. 

Communicative competence defined 
Communicative competence is commonly 
defined as consisting of four basic components: 
grammatical competence, sociolinguistic com-
petence, discourse competence and strategic 
competence (Canale, 1983). Furthermore, the term 
competence suggests that learners need not only a 
knowledge of language, but also need to have the 
skills to use this knowledge, suggesting an under-
standing of a target language that is at once both 
broad and deep. 

Grammatical competence 
This describes a proficiency with the linguis-
tic code of a language, the words of the target 
language and how these words are sequenced to 
produce meaning. 

Sociolinguistic competence 
The appropriate use of language is governed by 
this skill. Language is a social construct and thus 
carries with it social conventions. 

Discourse competence 
This domain engages an ability to use English in 
extended texts and in varying genres, for exam-
ple: oral narratives, scientific reports, business 
letters, computer manuals, text messaging and so 
on. Each discourse type comes with its own set 
of rules and conventions. To function properly 
within these discourse fields requires an under-

standing of how these strings of language are 
joined together. 

Strategic competence 
Speakers use strategies to enhance communi-
cation in messages or to compensate for some 
linguistic deficiency. Second language speakers 
are often tasked with something for which they 
do not have sufficient linguistic resources. They 
need to compensate for their linguistic deficits 
by employing some sort of strategy. Strategies 
describe a variety of linguistic devices such as: 
hesitation devices, backchanneling, shadowing, 
circumlocution, paraphrasing, appealing for as-
sistance, miming and other paralinguistic devices. 
These effectiveness-enhancing or breakdown-
compensating strategies are known collectively as 
communication strategies.

Distinctions and correlations
Communicative competence is thus distinct 
from basic linguistic proficiency. However that 
grammatical competence is distinct from com-
municative competence does not imply the two 
are independent. The ability to use strategies 
depends to some extent on one’s proficiency with 
the formal linguistic code. However a divergence 
of opinion exists regarding the teachability of CS 
and whether they merit classroom attention. 

There is a strong correlation between CS use 
and grammatical competence. Greater under-
standing of the lexicogrammatical system allows 
for more complex communication and allows 
users to more effectively use some of the more 
complex strategies such as circumlocution or 
paraphrasing. However there are other factors 
that affect when, how and how often strategies 
are used to overcome linguistic difficulties. Per-
sonality or cognitive style affect CS use, as does 
age, communicative context, educational experi-
ence, one’s experience with foreign languages or 
one’s experience with travel and communicating 
outside one’s L1 environment. Another factor 
acting upon the use of CS, and in need of further 
elucidation, is the degree to which L1 cultural 
communicative norms encourage or discourage 
CS in L2. 

L2 strategies and L1 culture 
Although a great deal of research has been 
undertaken over the past 30 years, there is still 
no consensus on the teachability of CS with both 
sides of the teachability question having empiri-
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cal research results in support of their relative 
positions. Given the strong correlation between 
CS use and grammatical competence some re-
searchers maintain that we ought to focus teach-
ing efforts on the underlying core proficiencies 
of the language. Focus on developing students’ 
grammatical competence and CS will develop as 
a by-product of this focus on language (Bialystok, 
1990; Kellerman, 1991). Other research has found 
that that CS can and should be taught, that timely 
pedagogical intervention can result in increased 
use of CS and increased communicative skills. 
(Maleki, 2007; Nakatani, 2005; Robbins, 1996; 
Chen, 1990,). 

In addition, more research needs to be done on 
the differences between L1 cultures with respect 
to L2 communication strategies. Cultural norms 
of communication and behaviour act upon one’s 
L2 communication styles. Furthermore commu-
nication conventions vary from culture to culture 
and vary in their degree of similarity to Eng-
lish, with some conventions being quite similar 
to English and other conventions being more 
distant. If one’s L1 has speech conventions which 
are relatively close to English, these students may 
naturally transfer this L1 knowledge over to L2 
performance in English. On the other hand, if 
these conventions are different, guidance might 
help students more efficiently understand and 
begin to use the speech conventions of the L2. 

Dividing CS research to date by the L1 of the 
subjects in the research, it is interesting to note 
that most of the empirical findings in support of 
CS teaching have come from research where the 
L1 is an Asian language, (Maleki, 2007; Nakatani, 
2005; Robbins, 1996; Chen, 1990,) whereas em-
pirical findings which have supported the non-
teaching position have come largely from studies 
where subjects have a European language as their 
L1 (Bialystok, 1990; Kellerman 1991). 

Conclusion
Cultural differences between speech communities 
can be profound and suggest caution in inter-
preting research results across different speech 
communities. To automatically accept research 
results on L2 speech conventions from one speech 
community as being applicable to another is an 
implicit rejection of the role of culture in lan-
guage. Educators must be careful when applying 
research results taken from American Spanish 
learners in Spain to Japanese students learning 
English in Japan. Language is a cultural institu-
tion, a social construct. That being the case, re-

sults from language research outside a particular 
speech community should neither be automati-
cally disqualified nor should they be automati-
cally accepted. 

Research in Asian settings suggests that it is not 
only possible, but desirable to teach students to 
develop their effectiveness-enhancing or breakdown-
compensating strategies. By actively teaching 
strategies we can help them to become more 
conscious about using strategies to communicate 
their messages more effectively. 
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O ne year ago, we wrote a paper for 
our workshop titled Rethinking 
activities to incorporate theories 

of learning (Kelly & Sandy, 2007). In 
preparing to give a similar work-
shop this year, and updating the 
article, we were surprised at how 
much has changed since then. New 
studies have appeared almost daily, 
and with each report new insights into 
learning and the brain. Still, the funda-
mental question remains the same: How can 

we best incorporate these new discoveries about 
learning into our language classes to make them 
more effective and learners more active?

The failure of language teaching
This question leads to another: Considering how 
much effort we put into language teaching, why 
do we get such sparse returns in terms of learn-
ing? The main reason is that our basic pedagogy–
which has not changed much since it was devel-
oped by monks 900 years ago to train scribes–is 
highly inefficient (Knowles, 1990). It is inefficient 
because it is not brain compatible.

All of us who teach language know this, and 
we do what we can to remedy it. We bring 

in word games, well-planned syllabi, 
and state-of-the-art theories of linguis-
tics, but none of these seem to work 
very well. The same construction 
we taught last week gets mangled 
this week. The vocabulary intro-
duced yesterday is forgotten today. 

Something is wrong, and when we 
wind up complaining that our students 

do not study hard enough, we end up 
sounding like the 19th century researcher who 
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said that leeches have not been effective in curing 
diseases because surgeons were not using enough 
of them (Kolata, 2007).

No, there is something else amiss, and at some 
level, we have always known so. Now, due to 
advances in brain studies, we are starting to 
understand why. A burst of new technological de-
velopment is letting us see inside the brain, and 
almost daily, we are getting a clearer picture of 
how learning occurs. Many of the recent discover-
ies suggest the reasons why language classes so 
often fail.

Deep processing
One reason has to do with the way our brain 
works. It is a multiprocessor, and so acts more 
like a committee than a king or queen. The 50 or 
so processing centers are usually engaged in sep-
arate tasks. If, however, we can get them to work 
together, learning occurs at a deeper level (Jensen, 
2001, pp. 4-6). In other words, the amount of 
language we retain is related to how much of our 
brain we use to process it. Deep processing leads 
to deep learning: thousands of neurons reaching 
out and linking up. These new channels of con-
nections form when we experience multi-sensory 
input, when we have to figure something out 
rather than being told, and when we use what we 
learn. These kinds of broad channels do not form 
when we sit passively in class listening to some-
one go through a list of language rules that we 
have little interest in. 

Furthermore, new neural growth does not hap-
pen from stimulation alone; it requires attentive-
ness as well (Begley, 2007). So rather than putting 
our learners in a passive role, as usually happens, 
the aim of teaching should be to make them as 
active as possible.

Personal relevance and emotion
The second reason language teaching so often 
fails is related to why we have developed such 
exquisite brains in the first place. The brain 
evolved as a tool for survival, and is therefore 
choosy when it comes to the information it 
decides to keep. It usually passes over things it 
has little immediate need for. Often, especially in 
EFL contexts, we approach language learning as 
a kind of educational banking. We prepare learners 
for needs we expect them to have someday with 
little consideration of how hard and shallow that 
kind of learning will be. Expecting our students 
to learn a language and wait for a chance to use 
it is just as frivolous as expecting someone to buy 

a train ticket and wait for a reason to go to that 
destination. 

Natural language interactions that help us 
adapt, bond and grow, are readily learned. 
However, the majority of textbook activities and 
dialogs serve no such purpose, and are just as 
readily forgotten. Having students work through 
a dialog about Linda’s new job is a hard way to 
garner retention. Unless the topic is meaningful, 
relevant, or needed, it is likely to be forgotten. 
Now, we even know why.

Brain studies have shown that our emotional 
system acts as a kind of triage center. The amy-
gdala measures the relevance of new input and 
marks it for retention or dismissal. The fictional 
Linda mentioned above has little personal rel-
evance to our learners, so the information about 
her new job, as well as the language associated 
with it, is likely to be passed over. By compari-
son, a real discussion about a partner’s new job is 
likely to be retained.

But what role does the partner play? A contro-
versy has developed recently on whether language 
comes from nature or nurture. Whereas Pinker and 
others have long held that language is a funda-
mental and generally hard-wired part of the brain, 
or “instinct” (Pinker, 1994, p. 1)  Greenspan and 
Shanker disagree (Campbell, 2007). They believe 
language development is really just an offshoot 
of emotional signaling. How they came to this 
conclusion is a whole story in itself and it has to do 
with a misguided attack on a primatologist.

In an interview, Shaker recounted the episode 
like this: Sue Savage-Rumbaugh wrote an article 
in which she claimed to have taught language 
to bonobos, a species even more closely related 
than chimpanzees to human beings. Shanker and 
Greenspan wrote a criticism of her claim. Al-
though Savage-Rumbaugh had the right to post a 
rebuttal, she instead invited Shanker to visit her 
lab and write the rebuttal himself. What he found 
there astounded him. Whereas he expected to see 
Savage-Rumbaugh teaching the apes language 
the way chimpanzees are usually taught, he 
instead saw her engaging in emotional signaling: 
exploring the compound with the apes and shar-
ing knowledge. He then realized that one reason 
teaching language to chimpanzees gets such poor 
results might be for reasons other than just a lack 
of ability, as Pinker claims, but rather, because 
they are taught. Greenspan and Shanker then 
developed a whole theory on the evolution of lan-
guage and attribute emotional signaling in infants 
as the cause of their rapid language, intelligence, 
and social development (Campbell, 2007).
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The point in this story is that the language 
learning came about through emotional signal-
ing–bonding and sharing–rather than using the 
methods we typically employ in the classroom. 
The notion that emotional payoff and connect-
ing with others are critical factors of acquisition 
–because language exists as a means to socialize–
shakes the very roots of what we have tradition-
ally believed. Comprehensible input is just part of 
the story. That the input, and output, has personal 
relevance and an emotional value might be just 
as important a factor. As a result, we need to 
closely evaluate the language we deliver in the 
classroom. In addition to measuring its degree 
of difficulty, we should also measure its personal 
relevance to our learners. In addition to making 
sure learners utter specific grammar forms and 
vocabulary, we should make sure they personal-
ize as well–and in creative, meaningful ways.

In conclusion
These concepts all point in the same direction–the 
need for us to develop brain compatible teach-
ing practices that focus less on the structure of 
language and more on how language is learned. 
We must also recognize that language cannot be 
separated from the emotional, developmental, 
and human needs of our students. The language 
we teach must be meaningful. It must be relevant. 
And it must be taught in ways that make process-
ing deeper, learning more active, and learners 
more emotionally engaged. Otherwise we might 
just as well go back to the ways of those early 
monks with scribes and surgeons with leeches.

Curtis Kelly is an expert in adult 
learning and ELT pedagogies. 
He has coauthored 17 books, 
including Writing from Within 
(Cambridge), and the forthcom-
ing Active Skills for Communica-
tion (Cengage).

Chuck Sandy is a well-known 
ELT author, essayist, and poet 
who has coauthored Passages, 
Connect (Cambridge), and the 
much anticipated Active Skills for 
Communication (Cengage).

Note: This paper is based upon Rethinking activi-
ties to incorporate theories of learning, previously 
published in The Language Teacher, volume 31 
issue 7, 2007.

References
Begley, S. (2007). Train your mind, change your brain: How 

a new science reveals our extraordinary potential to trans-
form ourselves. New York: Ballantine Books.

Campbell, G. (Host). (2007, March 8). Bonobos with 
Stuart Shanker, PhD  [Podcast]. The Brain Sci-
ence Podcast. Birmingham, AL. Retrieved Febru-
ary 8, 2008, from <brainsciencpodcast.wordpress.
com/2007/03/08/podcast-7-bonobos-with-stuart-
shanker-phd>

Jensen, E. (1998). Introduction to brain-compatible learn-
ing. San Diego, CA: The Brain Store.

Jensen, E. (2001). Unleashing the awesome power of 
your brain. Retrieved from The Brain Store on No-
vember 18, 2005, <www.thebrainstore.com>

Kelly, C. and Sandy, C. (2007). Rethinking activities to 
incorporate theories of learning. The Language Teacher, 
31(7), 29-31.

Knowles, M. (1990). The adult learner: A neglected species 
(4th ed.). Houston, TX: Gulf Publishing.

Kolata, G. (2007). Rethinking thin: The new science of 
weight loss. NY: Farrar, Straus and Giroux. 

Pinker, S. (1994). The language instinct. London: Pen-
guin.

– PAC7 at JALT2008: TIP #48 –

"If this is your first time to 
attend a JALT conference, 

find someone who has been 
before who can be your 

conference buddy!"
Knowing what to expect 

before you get there helps 
a lot for making the most 
of your conference 
experience! How to 
register, where to go 
first, where to eat, how 
to ration your time, who 
are the best party animals 
to link up with... a little pre-
knowledge helps a lot!

<jalt.org/conference>
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Raising language awareness  
by investigating the  
linguistic landscape

Evaluating programs and 
projects in ELT

Chris Kennedy
University of Birmingham, UK

Sponsored by David English House

T he spread of English as a global language 
now means that in most urban and 
many rural areas of the world, English 

is present in the linguistic landscape. It occurs 
in co-existence with local languages in various 
lexical and grammatical forms, for example, in 
advertisements, on signs, drink cartons, and food 
packets, even though such artefacts are designed 
for a generally non-English-speaking market. 
The workshop will provide examples of the use 
of this type of English and explore reasons why 
it is present. Participants will then be invited to 
examine examples of artefacts collected from the 
linguistic landscape to see how and when English 
is used, how it interacts with the local language, 
and what this says about local consumer identi-
ties. We will then explore together how such 

investigations might be used in our classrooms to 
raise the language awareness of our learners.

Chris Kennedy has 
worked as teacher, trainer, 
adviser, and academic 
in Africa, the Middle 
East, South-East Asia, 
and South America. His 
research and publications 
focus on Language Policy, 
Curriculum Innovation, 
and English as a Global 
Language, with inter-
ests also in Primary ELT, 
Professional Communica-
tion and Applied Corpus Linguistics. He is a Past 
President of IATEFL. He is Director of the Centre 
for English Language Studies at the University 
of Birmingham, UK, which runs Masters and 
PhD programmes, including a distance Masters 
in TEFL/Applied Linguistics which is offered 
world-wide and which has substantial numbers 
of participants in Japan and Korea.

Jake Kimball
KoTESOL

Sponsored by KoTESOL

M any factors influence program evalu-
ations: teachers, learners, institutional 
climates, governments, parents, mass 

media, unions, budgets, cultures, political or per-
sonal agendas, and time constraints. Headline-
grabbing ELT projects are now typical in South 
Korea–including, vigorous promotion of English 
immersion and piloting English classes in early 
elementary school. Are these projects effective? 
In this hands-on workshop, we will consider the 
dynamics of program evaluation and the inter-
relationships between stakeholders. Then par-
ticipants will develop evaluations for use within 
their personal contexts while considering how to 
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What really is fun for children 
studying EFL?

design evaluations that provide data for the pur-
pose of external accountability as well as forma-
tive development.

Jake Kimball has been teaching in Korea for over 
a decade, logging over 20,000 classroom hours 
while dividing his time between the classroom 
and the staffroom. He is very active in Korea 
TESOL, editing publications and facilitating 
the Young Learners & Teens Special Interest 
Group. He also serves as a Research Committee 

member and Web Content 
Manager for the Elementary 
Education Interest Section 
of TESOL. His professional 
interests include program 
evaluation, curriculum is-
sues, and early literacy. He 
is co-author of TOPS, a new 
6-level course book series 
aimed at primary school stu-
dents, published by Pearson 
Longman.

Yoko Matsuka
Matsuka Phonics Institute (MPI), 
Japan

Sponsored by McGraw-Hill ESL/EFL

Keywords: fun-hungry, real communication, literacy, goal-
oriented, fun teachers

W hat really is fun for kids studying EFL? 
This is the theme I have been pursu-
ing for almost 30 years, but there 

is no easy answer. I have been severely 
trained by fun-hungry, easily dis-
tracted Japanese kids. I have found a 
lot of competition: TVs, DVDs, video 
and computer games, PCs, the Inter-
net, blogs, card games, cell phones, 
cartoons, singers, comedians, sports-
men, and so on. The list grows.

Although I haven’t found any ulti-
mate answers, I have come to believe in 
some of the following means to grab their 
hearts. I hope that my findings are the same as - or 
at least similar to - the ones that many teachers 
around the world teaching English to kids aged 
three to twelve have found. 

Kids do not like to be taught; they love to learn 
on their own. From this point of view, whether 
something they have to do is fun or not is a very 
important issue. They learn best when they do 
something because they think it’s fun. What is fun 
for kids has many aspects, and changes as they 
grow older. 

Here are a few things that kids have taught me 
about what makes learning fun.

Make identifying objects fun
For kids aged three to five or so, building 
vocabulary by identifying objects is an important 

step in learning language, even in their 
mother tongue. This can be fun unless 

they are asked only to repeat after the 
teacher or CD. They like it when they 
can participate and take action. 

It is also important when doing 
this, to add sentence patterns. Why? 
Because there are many things in 

Japanese that can be communicated 
using just individual words. Due to 

this linguistic background, many Japa-
nese students grow up speaking very choppy, 

word-based English, which makes them sound 
like they are low-level English speakers. 
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Using their bodies
Kids do not like to sit around too long. They love 
to move and do something, especially if they are 
younger students. This is where Total Physical 
Response (TPR) is most useful. But don't expect 
that the kids will start talking right after you 
introduce TPR exercises. Understanding the mes- Understanding the mes-Understanding the mes-
sages, and showing their understanding using 
their bodies, comes before talking. 

Rhythmical songs and chants
For most kids aged between three and nine, sing-most kids aged between three and nine, sing-kids aged between three and nine, sing-
ing, dancing, chanting while moving their bodies, 
and adding hand motions is fun. At these ages, 
children do not mind repeating the same songs 
or chants many times as long as they have good 
rhythm. This can lead to marked improvements 
in children’s listening and imitating skills.

The younger the kids are, the faster they are 
at catching the prosody (rhythm, tempo, stress, 
pitch, voice quality) and extracting the meaning. 
This does not mean that they will be particularly 
accurate at this stage in pronunciation of very 
specific English sounds, (for example /f/ for from 
in the Cookie Jar chant), but that will come later. 

Using English for real communication
It’s not fun for kids to repeat and memorize 
endless artificial dialogs, unrelated word after 
unrelated word, and unrelated grammar points. 
It’s fun for kids when they can use the language 
for actual classroom communication. Although, 
of course, the real communication in class has its 
own limitation, it is far better for kids when they 
can get up and do something using the language 
that they have just learned. 

Making unknown sounds
When kids are asked to repeat some mysterious 
sounds, which they are not familiar with in their 
mother tongue, most of them will be curious 
enough to imitate them. It is quite useful to teach 
phonics when they are still eager to learn new 
sounds. They will do it well, especially when they 
are praised for making good sounds. 

Reading on their own
For kids of ages five to nine, when they start 
connecting sounds and letters and start reading 
on their own, there is an explosion of joy from 
being able to do this. They have listened to songs, 

chants and stories without being able to read. 
Now they can read on their own, with help from 
their own memory. This is a truly great moment 
in life, if I may exaggerate just a little. 

Acting out 
Acting out includes: acting out dialogs, making 
skits, or performing mini-dramas. Many kids 
love to act things out. Maybe acting is as basic to 
human nature as singing and dancing. However, 
acting in English requires the kids to use cultur-
ally different non-verbal expressions–for exam-
ple, a big smile, big actions, a big voice, and eye 
contact. (I believe these are the four most basic 
behavior goals for students studying EFL.)

In a culture where complimenting other people 
on their clothes and belongings is not so common, 
any acting out of small dialogs will need some 
practice to achieve a good performance. 

Having goals
When the kids are eleven or twelve, the big-
gest and most persistent problem with students 
studying EFL is not having enough motiva-EFL is not having enough motiva-
tion. The simple fun doesn’t work any more. I 
have recently set up 384 “I can…” goals for kids 
studying EFL to address this problem. 

This is an attempt to give kids good motivation 
to keep studying English. Because they can see 
their progress by going up to higher and higher 
numbered goals, they can feel they have achieved 
something. Many annoying English grammar 
rules are only annoying for them until they get 
the feeling that they have learned something and 
made progress. 

I set these goals not only to give motivation to 
kids but also to show clearly the process of EFL 
acquisition from the zero stage to the basic com-
municative stage.

Writing English 
For many Asian kids writing possesses a strong 
sense of accomplishment. This, I think, is partly 
due to the fact that many countries in Asia 
have complicated writing systems and have 
historically put a lot of emphasis on writing. 
Once students are older and can write emails, 
short essays, journals, and post cards, and when 
they can type some sentences using computers, it 
gives them a real feeling of achievement.
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Profiling spoken fluency

Feeling like an independent user of 
English
Older kids feel independent and happy when 
they can use their English skills to do something. 
This can be activities such as fi lling in their pass-filling in their pass-ing in their pass- in their pass-
port details, writing a party invitation, showing 
someone around their school, ordering at a 
restaurant, going shopping for clothes, sending 
a postcard from abroad, reading stories, and so 
on. Although these activities are quite common in 
English classes all around Asia, if the children are 
only able to use set phrases that they are forced 
to memorize, it really does not give them any 
motivation.

 
Conclusion
It is important for teachers of EFL for kids to 
constantly try to think how to keep the children 
motivated and help them to become proficient 
users of English. I am happy to be able to share 
some of the points that I have come up with 
along the way. Of course, these points will not 
mean much without the fundamental factors. 
These are: a good curriculum, good teachers, 
and good teaching materials. Of these three, the 
kids appreciate the good teachers the most. The 
children find it fun when their teachers are funny, 

humorous, making jokes, teasing them a little bit, 
playing with them, and laughing with them. They 
like teachers who can share the joy of living, not 
just the joy of learning a new language. So, in the 
end, it is my belief that it's really fun teachers that 
make everything really fun for kids

Yoko Matsuka en-en-
countered phonics in 
1976 while studying 
for her Masters degree 
from California State 
University. Seeing how 
useful it was for her own 
children she decided to 
bring this back to Japan 
and founded Matsuka 
Phonics Institute in 1979. 
She has written numerous 
books, which include 
titles published in Korea and Taiwan. 

Along with her responsibilities as company 
president of Matsuka Phonics Institute, she is 
also an adviser to NPO J-SHINE (Japan Shogakko 
Instructors of English), a research fellow at Tama-, a research fellow at Tama-
gawa University, and she has assisted or given 
advice to more than 1,000 Japanese elementary 
schools.
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Penn State University, USA 
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I n a previous issue of this journal, I suggested 
that the notion of fluency in speaking was 
best understood in the context of confluence, 

the jointly-produced conversational flow by which 
we recognise good, smooth, and efficient per-
formance in multi-party talk (McCarthy, 2005). 
I also suggested that there might be language 
elements which assisted fluency, most notably 
the ready-made chunks which are ubiquitous in 
everyday speech, and which have been the sub-
ject of much study in recent years (for a summary 
and discussion, see O’Keeffe, McCarthy & Carter, 
2007). In this paper I want to revisit the notion of 
conversational fluency and argue that it needs to 
be more finely tuned and made more concrete by 
specifying in greater detail what the aspects of 
language performance are that contribute to flow 
and confluence. It is certainly the case that flu-
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ency is a complex phenomenon and not one that 
is easily reduced to a small number of factors, but 
some larger factors among the many do seem to 
act as important criteria in people’s judgements 
of fluent speakers.

Why is fluency important?
Before looking in detail at what some of the lin-
guistic factors might be that contribute to fluency, 
let us first consider why it is important to revisit 
the notion at this time. Significantly, it is a term 
(among many others) used in the descriptors of 
language performance which define proficiency 
levels in major assessment schemes. One such 
scheme is the English Profile project, which is an 
attempt to specify for English the language abili-
ties which constitute each level of the Common 
European Framework (Council of Europe, 2003). 
To achieve this aim, a multi-disciplinary research 
team is currently attempting to produce detailed 
descriptions for each level of the CEF in terms of 
the precise features that learners can be expected 
to have adequate control of at each level (Eng-
lish Profile). At each of the ascending CEF levels 
(A1, A2, B1, B2, C1, C2), descriptions at present 
include general performance or can-do statements 
such as the ability to open a conversation, to hold 
a discussion, to describe experiences, etc. At the 
higher, B and C levels, fluent performance ap-
pears as one of the defining characteristics of the 
learner at this level. The task of English Profile is 
to put flesh on the bones of these general can-do 
statements, to try to state precisely what they in-
volve. Similarly, in the USA, the ACTFL proficien-
cy guidelines for speaking freely use the words 
fluency and fluent to describe performance at the 
higher levels (Language Testing International, 
2004). It is thus no otiose pursuit to investigate 
exactly what fluent performance actually entails.

Equally important is the public perception of 
fluency and the value or social capital attached to 
it. Studies in different parts of the world where 
immigration is topical show that fluency can be 
a determinant of assimilation experiences and 
socio-economic success – put crudely, the more 
fluent an immigrant is perceived as being, the 
better the economic and social rewards; such 
studies include Dustmann (1994), Dávila and 
Mora (2000), and Shields and Wheatley Price 
(2002). In parallel, the extent to which internation-
al students experience stress in adapting to alien 
cultures seems to be at least partly determined by 
their level of fluency (Yeh & Inose, 2003).

Fluency and language skills
A project such as English Profile can be expected 
to reveal in detail the linguistic correlates of 
performance at different levels of proficiency, 
and these will no doubt be many and varied. 
However, even at this stage it is possible, based 
on available research, to put forward a small 
number of features as central determinants in 
what constitutes fluent talk. I would propose the 
following: (1) the ability to retrieve, quickly and 
automatically, items from a repertoire of ready-
made chunks, especially the core, most frequent 
ones in everyday talk, (2) the ability to link, with-
out too much hesitation, one speaker turn to the 
next, and (3) the ability to use a repertoire of what 
Hasselgreen calls small words (2004). 

In another article in an earlier issue of this 
journal (McCarthy, 2004), I listed the most com-
mon two- and four-word chunks from a corpus 
of spoken English collected in North America, a 
part of the Cambridge International Corpus. The 
chunks included items such as you know, I mean, 
what do you think, and or something like that. So 
frequent are these in the conversational speech of 
native speakers (you know occurred 45,000 times 
in just under five million words of talk) that, if 
they are removed from the conversational flow, 
the resulting speech sounds unnatural. Above 
all, the chunks are interactive; they continually 
involve and engage the other speaker(s), contrib-
uting, I would argue, to the sense of confluence. 
Their absence or extremely low frequency from 
comparable corpora of written data (e.g. newspa-
pers and fiction) underscores their central role in 
interaction.

 Chunks are chunks; they need to be uttered 
automatically and quickly, in one breath-unit. 
If I say We talked about this, that, and the other, I 
cannot split up or this, that, and the other prosodi-
cally or say it purposefully slowly (this, erm, that, 
… [pause] … and the other) without destroying its 
meaning and pragmatic function as a vague cat-
egory marker. It must flow. Teaching and practic-
ing such everyday chunks in the classroom and in 
materials is no longer looked upon as eccentric; it 
seems to be generally recognized now that they 
have true value as part of the communicative 
repertoire.

Linking is another feature which creates flow. 
In written texts, linking of sentences and para-
graphs is obviously very important, but in speech 
we have the additional need to link turns, across 
different speakers. Although lip-service is often 
paid to the idea of linking in conversation, rela-
tively little research has been done, and even less 
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common is an emphasis on the phenomenon in 
speaking skills materials. To understand linking, 
we need to see the turn-opening as a crucial locus 
of linkage with what the previous speaker has 
said. Little recognition has been given to the (on 
the face of it banal) observation that all turns in a 
conversation save the first are responses, and that 
response should be the primary site of investiga-
tion of turn construction. Innovative research by 
Tao (2003) shows the regular presence and ab-
sence of particular items at turn-openings. Thus 
items that link to the previous turn are the norm 
(e.g. uh-uh, yeah, well, right) while items which do 
not are rare. Without such linking, flow between 
turns is disrupted. The linking items also have 
the virtue of granting thinking time or pause-time 
just after them, so they may be placed immediate-
ly the previous speaker finishes, without silence 
or over-hesitation between turns.

The use of small words such as really, oh and 
I mean (which overlap with chunks) are shown 
in Hasselgreen’s (2004) work to correlate with 
fluency and good performance. Items such as 
well, actually, cos, just, so, like, and many others 
are of extremely high frequency in any native-
speaker conversational corpus, and notably of 
much lower frequency in written corpora. They 
are small in size but big in meaning and interac-
tive force. They are not a mystery in terms of their 
place in a language syllabus; they can be treated 
as vocabulary items, but ones with interactive 
meaning rather than content meaning, which is 
conventionally a defining feature of vocabulary.

Undoubtedly, other correlates of flow and 
confluence will emerge as research progresses, 
especially in the profiling of English in connec-
tion with the CEF, but the three mentioned in this 
article would seem to be key, and ones which 
language teachers can do something about in 
very practical ways. The most attractive aspect of 
setting fluency as a goal is that it is not the same 
as becoming a native speaker; it does not necessarily 
involve a near-native lexicon or native-like accu-
racy, accent, and intonation. It is simply a ques-
tion of achieving flow in interaction, which can 
be done using relatively limited resources and 
through exploiting the lexico-grammatical core of 
high-frequency items in the language.
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F ew topics are as likely to trigger such strong 
opinions as does grammar. If asked whether 
explicit teaching of grammar is necessary 

in order to learn a second language, both propo-
nents and opponents of grammar teaching will 
often appeal to common sense. It is obvious 
that you need it, or it’s obvious that you 
do not. When two conflicting beliefs are 
equally obvious, you may be reason-
ably sure that there is an ideological 
component to the argument. The 
argument is less about grammar 
than about what grammar stands for. 
It is an argument about values, group 
membership, and identity. And, ulti-
mately, because values and identity are 
being contested, it is an argument about 
power.

Grammar, I argue, is culturally constructed. It 
has been constructed through a range of mean-
ings and practices that are culturally situated. 
Moreover, like other cultural artefacts, (English) 
grammar is mass-produced and serves a global 
market. In order to understand why such strong 
attitudes attach to grammar, it helps to apply the 
same kind of analysis that has been applied to the 
marketing of other globalised commodities (see 
Hall, 1997, p. 1).  How, for example, is grammar 
represented, produced, consumed, and regulated, 
and what does grammar mean to those who have 
an investment in these processes? In what follows 
I shall examine grammar from the perspective of 
its production and consumption.

 Production
Grammar is not so much produced as repro-
duced. Ritzer (1998), writing about what the 
so-called McDonaldization of the social sciences, 
inveighs against what he calls cookie-cutter text-
books:

When a particular textbook ... is a big hit, com-
petitors seek to discover the factors that made 
it such a success and then set about publishing 
clones. …. Repeated over and over, many texts 
come to look like every other one. (p. 44)

This is particularly the case with the grammar 
syllabus: there is a canonical order for teaching 
grammar that defies attempts by innovators to 
change it. The same canon is endlessly repro-

duced, with minimal variation, and course-
book writers need look no further than 

a previous best-selling course for an 
acceptable model for their syllabus.

It is these processes of reproduc-
tion that find an echo in postmodern 
theories of consumption, which 
argue that we live in an age of cop-

ies and of simulation. Ritzer (1998) 
provides an example:
A perfect example of a simulated 

product is McDonald’s Chicken McNugget. 
The executives at McDonald’s have determined 
that the authentic chicken, with its skin, gristle 
and bones, is simply not the kind of product that 
McDonald’s ought to be selling; hence the crea-
tion of the Chicken McNugget which can be seen 
as inauthentic, as a simulacrum. There is no ‘real’ 
or even ‘original’ Chicken McNugget; they are, 
and can only be, simulacra. (p. 10)

Much of what is taught as pedagogic grammar 
is of equally doubtful authenticity. The skin, gris-
tle, and bones of language have been removed 
such that, as Kerr (1996) argues, “grammar exists 
independently of other aspects of language such 
as vocabulary and phonology” (p. 95). Moreover, 
the findings of corpus linguistics in particular 
suggest that pedagogic grammars only loosely 
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reflect authentic language use and that “some 
relatively common linguistic constructions are 
overlooked, while some relatively rare construc-
tions receive considerable attention” (Biber, Con-
rad, & Reppen, 1994, p. 171). 

An enthusiasm for compartmentalization, 
inherited from grammars of classical languages, 
has given rise to the elaborate architecture of the 
so-called tense system, including such grammar 
McNuggets as the future-in-the-past, and the past 
perfect continuous, not to mention the condi-
tionals, first, second and third – features of the 
language that have little or no linguistic, let alone 
psychological, reality. 

Consumption 
The notion of the grammar McNugget also cap-
tures the way that grammar is reified and com-
modified by its consumers. Not only is gram-
mar produced and merchandised as if it were a 
commodity, but it is consumed in similar fashion. 
Thus teachers are often heard to say I presented the 
present perfect today or We did the futures last week–
much as package tourists can boast that they did 
Italy.

In an informal study of how teachers construe 
their classroom practice, twenty-two teachers of 
general EFL in two different institutions in Spain 
were asked to recount the last lesson they had 
taught. Their accounts were transcribed and sub-
jected to linguistic analysis. What emerged was 
the fact that not only had the majority of teachers 
(77%) based their lessons around a discrete area 
of language (and a grammatical one at that), but 
that they typically described the delivery of these 
discrete items in terms that were entirely con-
sistent with a transmission view of teaching (see 
Barnes, 1976, pp. 139-145). Moreover, there was a 
high incidence of transitivity in the extracts, as in 
this edited extract (transitive verbs emphasised):

I • gave them a little test...
I • gave them the word in Spanish, 
they • wrote it in English, 
then I • put those up on the board 
and • elicited them up on to the board...

[Author’s data]
In functional terms (Halliday, 1985), classroom 

processes are construed as material processes. 
“Material processes are processes of ‘doing’. 
They express the notion that some entity ‘does’ 
something – which may be ‘done’ to some other 
entity” (p. 103).

Note, furthermore, that in the extract quoted 
above, the causal agent is for the most part the 
teacher (I…). The pattern finds a lexical echo in 
the high frequency of the uses of the archetypal 
transitive verb do in teacher’s lesson accounts, 
especially in the cluster and then we did. As Thorn-
bury (2001) concludes: “When teachers talk about 
this kind of teaching, they use transitive verbs 
(I taught the grammar) of which the teacher is 
the agent (I...). The object of the verb is typically 
grammar-as-thing (I taught the present perfect) 
or the students (I taught them) or both (I taught 
them the present perfect)” (p. 76).

Conclusion
Grammar exists—not simply as one of the ways 
in which language is patterned, but because it 
satisfies the need, on the part of many involved 
in language teaching, for a transmittable, testable, 
and, ultimately, marketable subject. An industry 
has evolved not only to service this need but to 
inflate it and perpetuate it. Academic institutions, 
publishers, and examination bodies are complicit 
in this process—a process that, I argue, parallels 
the marketing of fast food. Like the consumers of 
hamburgers, teachers and learners are blissed out 
by this constant diet of junk grammar. Everyone 
is kept happy and no one complains. The Mc-
Donaldization of grammar provides the perfect 
means for literally capitalizing on the global 
spread of English. If it did not exist, then we 
would have had to invent it.

If grammar has in fact become McDonaldized, 
and if the teaching of grammar has become noth-
ing more than the delivery of grammar McNug-
gets, is there an alternative? Is there a homegrown 
product that would serve just as well? I believe 
there is: it would take the form of a pedagogy 
that values the learner’s grammar and takes this 
to be the starting point and focus of instruction. 
It would be a pedagogy that, instead of cover-
ing grammar, aimed at uncovering the learner’s 
emerging interlanguage through the foreground-
ing of the learner’s meanings and intentions. It 
would be a pedagogy in which knowledge is not 
so much imposed in the form of a pre-existing 
system of facts to be learned, but is jointly con-
structed via the interactions between learners and 
teachers, and between the learners themselves. It 
would be a pedagogy that prioritises use rather 
than usage, performance rather than competence, 
practice rather than presentation–a pedagogy that, 
in short, restores the C to CLT: not commodified 
language teaching, but communicative language 
teaching.
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What’s new in Russian foreign language 
teaching?
Foreign language teaching (FLT) has a long and 
well-established tradition in Russia. For more 
than a century, a foreign language has been a 
must subject at schools, colleges and universities. 
For decades German, French, and English were 
competing in numbers of Russian students study-
ing the particular language; it is no surprise that 
English has become the absolute winner. 

The last twenty years have brought many 
changes to Russian education at all levels and 
in all subjects. With the advent of the informa-
tion society, the teacher has ceased to be Mr. or 
Ms. Know-It-All; the teacher-centered model has 
given way to the learner-centered model, and the 
teaching process has concentrated on developing 
language skills rather than learning rules. FLT 
textbooks used in secondary schools have also 
changed: now they aim at teaching reading and 
listening strategies, contain role-plays, and are all 
accompanied by CDs with listening comprehen-
sion tasks.

In a traditional Russian exam, do we test 
what we now teach?
The changes in teaching foreign languages (FL), 
however did not immediately affect the assess-
ment system. For generations of Russians, tradi-
tional examination in a FL has typically included 
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the following tasks: 
Read and translate a text • 
Read and retell the text • 
Translate sentences from Russian into English• 
Speak on a topic such as: My family, environ-• 
mental protection, or technological progress

To enter a university humanities department, 
an applicant has to take an entrance examination 
of the same format but based on texts that are 
more difficult. Every university has specific re-
quirements and applicants, as a rule, prepare for 
the admission exam with a private tutor from this 
very university. The given examination format 
is obviously a relic of the grammar-translation 
method and, with the method no longer in use, 
becomes meaningless. It corresponds neither to 
what we teach in class nor to what is required for 
further study and successful career.

Is there an alternative to this traditional 
examination?
The obvious contradiction between what is being 
taught and what is required for the examination 
led, 6 years ago, to introducing standardized test-
ing (Bachman, 1990, p.74; Stoynoff and Chapelle, 
2005) in the form of the Russian State Examina-
tion (also referred to in English as the Unified 
State Examination) experiment. The Russian 
State Examination (RSE) has two purposes: final 
secondary school assessment in FL and selection 
for university enrollment, which makes it a high 
stakes test. 

2008 is the last year of the experiment, and 
in 2009 the RSE becomes a must for all school-
leavers. To get their general education certificate, 
students will have to pass two mandatory ex-
aminations (in Russian and in mathematics) and 

three other examinations of their choice (out of 8 
subjects). Universities will enroll students on the 
basis of their RSE results.

For various reasons standardized testing has 
never been popular in Russia, and RSE in this 
form has many opponents. Their main argument 
is that paper-and-pencil tests do not really show 
the level of communicative competence and that 
RSE will lead to teaching for the test. 

What is tested in the Russian State Exam 
in FL?
The RSE consists of five sections: Listening 
Comprehension, Reading Comprehension, Usage 
(Grammar and Vocabulary), Writing, and Speak-
ing. See Table 1 below for details of items, scor-
ing, and formats.

The first three sections include tasks of three 
levels which correspond to the Common Europe-
an Framework of Reference for Languages (Coun-
cil of Europe, 2001) in the following way:

RSE Basic level  – A2+• 
RSE Intermediate – B1• 
RSE Higher level  – B2• 

RSE basic level requirements are indicated as 
A2+ because they are somewhat between A2 and 
B1 as described in the Common European Frame-
work of Reference for Languages. 

The Writing and Speaking sections contain 
tasks of Intermediate and Higher levels only.

Recommended allocation of time for different 
sections:

Listening comprehension  – 30 min.• 
Reading comprehension  – 30 min.• 

Table 1. Composition of the Russian State Exam in Foreign Languages

N Section Number of 
items

Weighting 
in the total 

score

Maximum 
raw score

Item format

1 Listening Comprehension 15 20% 20
Multiple choice 
and short  
answer 

2 Reading Comprehension 9 20% 20

3 Usage (Grammar and vocabulary) 20 20% 20

4 Writing 2 20% 20 Constructed 
response 5 Speaking 2 20% 20

Total 48 100% 100
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Language usage  – 40 min.• 
Writing    – 60 min.• 

Time for an interview (Speaking) is up to 10 
minutes per candidate.

What are the results of the RSE 
experiment?
The experiment and related research suggest 
some important conclusions:

Linguistic competence (the ability to use gram-• 
mar patterns and vocabulary items effectively 
in a given context) is more effectively mea-
sured on the material of connected texts than 
separate sentences. 
Communicative competence, the real ability to • 
use a FL effectively, can hardly be measured by 
paper-and-pencil tests only. Performance tests 
(the composing of whole written texts and oral 
interviews) should be included into the test 
battery.
 Performance tests require specially trained • 
interlocutors and raters who after taking an 
in-service training course, become agents of 
change in FLT, thus enhancing the synergetic 
effect. Recruiting teachers without special 
qualifications for marking the writing test or 
rating the speaking test can be fatal for the 
whole National Examination system. 

Does what we test affect what we teach?
We do already feel the RSE washback effect on the 
process of teaching: 

Listening comprehension, which was previ-• 
ously neglected, is given due attention in the 
classroom as a skill in its own right.
 Writing has become part and parcel of ELT • 
programmes.
The understanding of speaking tasks has • 
changed: there is a shift from mere reproduc-
tion (learned-by-heart model presentations or 
dialogues) to speech production with a special 
emphasis on communication goals.
 In classroom practice, traditional, very impres-• 
sionistic, and highly subjective assessment is 
giving way to criterion-based, more objective 
assessment.
Teachers’ attitudes toward mistakes and error-• 
correction methods are changing, reflecting 
the view that the aim of communication is not 
to make no mistakes but to get the message 
across.

Is RSE a panacea or a problem for 
Russian FLT? 
The RSE experiment is still a subject of much 
debate in Russia. However, after years of ex-
periment, both advocates and opponents see the 
strengths and limitations of RSE more realisti-
cally. Few people now think of RSE in terms of 
a choice between panacea or a problem. The FLT 
professional community views RSE as a chal-
lenge–something that needs a lot of skill, energy, 
and determination to deal with or achieve. As 
something one has never done before and will 
enjoy doing, the RSE:

promotes a competence-based approach and • 
up-to-date FLT techniques 
contributes to developing testing methodology • 
in Russia 
gives an impetus to designing quality testing • 
materials 
necessitates training qualified examiners who • 
become agents of change in FLT

In conclusion
To sum up, for Russian FLT the eternal question 
To be or not to be? turns into To test or nor to test? 
This, with some help from William Shakespeare, 
is my answer: 

To test or not to test: that is the question:
Whether ‘tis nobler in the mind to suffer
 The slings and arrows of outrageous parents,
 Or to take arms against traditional assessment,
And by testing end it? Norm-referenced tests;
 
No more topics; no more translation;
and by RSE to say we end
The heartache and the thousand natural shocks
That admission examination brings 
to an examinee, ‘tis a consummation 
Devoutly to be wish’d … 
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W riting ought to be the easiest of the 
four skills for students. Unlike listen-
ing and reading, the students control all 

the words. Unlike speaking, the students can go 
back, check their work, revise it, and resubmit it. 
It should then follow that writing would be one of 
the most popular courses to teach. Yet I never hear 
teachers say, I can’t wait till I get tenure, so I can teach 
some of those composition classes of 35 students. And I 
know what students say at registration when they 
see that they get to take a writing class.

The writing process
Those who struggle with writing or the teaching 
of it, I feel, are either not using process writing 
or not using it correctly. While different writing 
books may have a different number of total steps 
and a differently designed flow chart, it’s gener-
ally agreed that the process must involve at least 
these steps:

1.  Brainstorming: thinking about the topic; 
gathering ideas

2.  Organizing: editing ideas to sort out the 
most useful ones; ordering the ideas in a 
logical way

3.  Drafting: writing the first draft
4.  Editing: checking one’s work; changing, 

adding, or deleting ideas or language
5.  Rewriting: final polishing and formatting; 

submitting the work

My son was introduced to process writing in 6th 
grade, when he started middle school. I helped 
out in his class several times while they were 
working on major writing assignments, and it 
warmed my heart to see them brainstorming, 
organizing, and drafting away. The peer editing 
was perhaps less successful, but then this was 
middle school, and I’m sure the teacher didn’t 
mean to leave the rubber band box unsupervised. 
The final drafts were decent. So I was surprised, 
then, when my son received his first at-home ma-
jor writing assignment, to see him sit down at the 
computer, create a fresh document, type his name 
and the date, and then…. just stare blankly at the 
screen for a bit. Then change the font. Then check 
his email. Then save the document. Then get up 
for some dessert. Then write two lines. Then save 
the document. Then delete the two lines, and add 
a title. Then change the font size. Then ask if he 
could take a break. A break from what? He had 
nothing—yet had spent a good 20 minutes writ-
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ing. I gently suggested he start at the beginning, 
brainstorming some ideas. Then, came the heavy 
pre-teen sigh, Mom, I don’t have time for that.

That’s a common perception with EFL students 
as well. Surely it would take less time to do only 
Step 3 instead of all five steps? We know from ex-
perience, though, that it doesn’t. If the time spent 
staring at the screen and searching for distrac-
tions were spent brainstorming and organizing, 
the writing would not only go more quickly but 
the writer would finish with a better product.

Therefore, the first step in teaching writing in 
my classes is always a sell of the writing process.

I point out that this process is not limited to 
writing, by using the example of my husband, a 
painter. When he’s working on a painting, he be-
gins by making sketches all over the backs of en-
velopes (brainstorming). At a certain point, he’ll 
gather up the envelopes and sort through them, 
tossing some out and marking up others (organ-
izing). He’ll take those down to his studio and 
begin his painting (drafting). When it’s done, he’ll 
hang it in another room to study it, or sometimes 
ask me to look at it (editing). Finally, he’ll make 
some changes and frame it (rewriting). 

I then ask the students to think of a creative 
process from their own lives and break it down 
into the five steps. I’ve had students describe how 
to plan a holiday meal, compose a song, decorate 
a dorm room, shoot a video, and even select a 
boyfriend. A paragraph describing their process 
becomes our first week’s writing assignment.

Once students understand the whole cycle, we 
work intensively on each step.

Brainstorming
Most textbooks have students freewrite, make 
lists, make word maps, or discuss. Japanese stu-
dents, known for being visual learners, often take 
to word maps, but it’s worth trying all of these 
ways with every student. Additionally, be open 
to methods that do not appear in textbooks. One 
writer I know brainstorms with post-it notes: She 
puts the ideas all over the edges of her computer 
screen and arranges them by sticking them up 
in roughly the order she intends to write about 
them. Once an idea is written into the document, 
she throws the note away.

It’s important, though, to teach brainstorming 
as a discrete skill. If students know that they are 
brainstorming ideas for a narrow purpose, it will 
narrow the ideas they think of in the first place. In 

a sense, they’ll edit themselves before they even 
have the ideas out and on paper. I open at least 
one class a week with a 10-minute brainstorming 
exercise from which we do not write a paper. In 
groups, students gather as many ideas as they can 
for such challenges as How many uses can you think 
of for an old newspaper? With no pressure to list 
correct or even useful ideas, students feel free to 
come up with a great many ideas (among which, 
of course, are invariably quite a few that would 
be useful). By the end of the term, they have no 
trouble listing 20 or more ideas to address a topic 
such as Why, when you are driving along the road, 
do you sometimes see one shoe? How did it get there, 
and where is the second shoe? Time spent teaching 
idea-gathering is never wasted, and as an added 
bonus, it’s an enjoyable activity that adds a bit of 
life to a writing class.

Organizing
Refer students back to their original assignment; 
the nature of what they’re trying to write should 
determine which ideas they use and in which 
order. Explicitly teach organizational patterns and 
talk about the rather linear structure of English 
writing. For Japanese, the task of the writer is 
shared more evenly with the reader; that is, the 
reader is expected to work at understanding the 

– PAC7 at JALT2008: TIP #17 –

"Give the speaker a break— 
wait, and pounce later!"

While you’re at a presentation, you may 
well have a lot of questions for 
the presenter. However, 
during the presenta-
tion may not be the 
best time to ask. The 
presenter is nervous 
or busy, and probably 
has their own time-
frame already mapped 
out, so Q&A time will be 
limited. Instead, wait till they leave and 
approach them. You’ll find them relaxed, 
relieved, and more than willing to share 
their thoughts further!

<jalt.org/conference>
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text. For English writers, at least in academic 
writing, the burden rests more squarely with 
the writer. If the reader doesn’t understand, we 
assume first that the writer hasn’t been clear. 
Therefore, English academic writing can seem 
uncomfortably blunt to a Japanese reader who is 
expecting a more subtle approach. In addition, 
the academic essay that begins essentially with its 
conclusion and then proceeds to justify it is not a 
familiar pattern.

Drafting
Writers of my generation and earlier may still be 
more comfortable drafting with paper, but when 
possible, I encourage my students to begin their 
first draft on a word processor. This saves them 
from essentially drafting their paper twice (once 
in pencil and again when they type it), and they 
can immediately benefit from the cut and paste 
functions.

The one time I don’t mind students beginning 
in longhand is if they can start their writing in 
class. Sometimes the advantage of being able to 
make sure they have a good start overrides the 
extra work they’ll have to do at home. 
Editing
I’m a firm believer in peer editing, and not just 
because it relieves some of the teacher’s burden. 
The greatest beneficiaries, though, are not the 
writers but the readers. Here is their chance to 
see how at least one other person of roughly 
their ability handled the same assignment. I give 
students detailed peer editing sheets (which I col-
lect and grade) that ask the readers to locate and 
comment on the features we’ve studied in class—
the thesis statement, topic sentences, supporting 
sentences by type, and so on. If the reviewer is 
unable to locate, say, the thesis statement, she 
may ask the writer for help; this is the writer’s 
signal that the thesis statement is not sufficiently 
clear–or perhaps isn’t there at all. Readers are 
forbidden to comment on grammar or spelling, 
and each form elicits compliments for the writer 
with questions such as Which were your favorite 
sentences? and What is something you learned from 
this essay?

Rewriting
If the other steps were done thoroughly, then this 
should be one of the easiest, rather than the one that 
induces panic before a deadline. With the major or-
ganizational and content issues decided, the writer 
can clean up language and focus on formatting. 

As a final comment, I offer this entry from a 
Japanese student’s journal:

At the beginning of the class, I think I know 
what is writing, but I find it is wrong. . . . From 
brainstorm to final draft, there is many proc-
ess you need to pay attention. I learned how 
to produce a essay, what step I need to do, 
how can I get the idea. After this term, I have 
changed my mind. Writing is not a trick, I need 
to do it seriously.

Dorothy E. Zemach is an ESL materials writer, 
editor, and teacher trainer 
from Oregon. She taught for 
over 18 years in the US, Japan, 
and Morocco. She is a frequent 
plenary presenter and featured 
speaker at TESOL, a columnist 
for TESOL’s Essential Teacher 
magazine, and the author 
and co-author of over 15 ESL 
textbooks, including Sentence 
Writing, Paragraph Writing, and 
College Writing (Macmillan); 
Writing for the Real World 1 (Oxford University 
Press), and Writers at Work: The Essay (Cambridge 
University Press). Current interests include the 
teaching of writing, EAP, business English, test-
ing, and humor in ESL materials and the profes-
sion.

– PAC7 at JALT2008: TIP #91 –

"Plenaries—more than just, 
well, plenaries!"

Plenaries can be a 
mixed bag. Some, like 
Paul Nation’s last year, 
are mind blowing. Oth-
ers can be yawners. 
However, they provide 
a wonderful opportunity 
for a number of things—a 
relaxing sit down in comfortable seating, 
a chance to read the handbook and 
plan ahead, an opportunity for people 
watching and catching up with friends, 
and if worst comes to worst, a moment to 
snooze. Just don’t snore too loudly!
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…with Jerry Talandis  
<my-share@jalt-publications.org>

We welcome submissions for the 
My Share column. Submissions 
should be up to 1000 words describ-
ing a successful technique or lesson 
plan you have used which can be 
replicated by readers, and should 
conform to the My Share format 
(see any edition of The Language 
Teacher). please send submissions to  
<my-share@jalt-publications.org>.

MY SHARE ONLINE
a linked index of My Share articles can be found at:

<jalt-publications.org/tlt/myshare/>
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T his month Kristen Sullivan gives us a 
novel way of turning board work into 
handouts. After that, Andy Hockersmith 

shares how he created discussion of rights in the 
classroom and saw a new side of his students.

digital cameras 
and blackboard 
memos: Living 
handouts from the 
classroom in action
Kristen Sullivan
Shimonoseki City University
<kris@shimonoseki-cu.ac.jp>

Quick Guide
Keywords: Board work, digital cameras, correc-
tion and feedback, exploiting classroom interac-
tion, student contributions
Learner English level: All
Learner maturity level: All
Preparation time: 15-30 minutes
Materials: Digital camera

Despite the increasing adoption of technologi-
cal advancements in educational settings, the 
blackboard remains a constant feature of the 
foreign language classroom. We use blackboards 
for a variety of teaching and feedback purposes, 
in addition to encouraging our students to use 
them. However, exploitation of unplanned and 
student-generated board work seems to rarely oc-
cur. Wouldn’t it be good if we could capture our 
board work and perhaps even transform it into 
a useful teaching and learning resource? Digital 
cameras allow us to easily do so, creating photos 
that can then be written up as blackboard memos 
(handouts) and distributed to students as addi-
tional learning materials. 

Procedure
Step 1: Photograph the blackboard at the end 
of your class. If blackboard space is restricted, it 
might be necessary to photograph the board more 
than once during the lesson, in which case it is 
convenient to keep your digital camera handy. 
Step 2: Review the photographs in your camera 
and decide which shot or shots you would like to 
use as the basis for a blackboard memo. 
Step 3: Being selective and avoiding unnecessary 
information or confusing explanations, type up a 
handout based on the chosen photos. Supplement 
the handout with relevant info from reference 
books or dictionaries, as appropriate. Remember: 
it is probably not necessary to create a handout 
for every class, but it is very important to write 
up your blackboard memos as soon as possible. 
If you put them off, your workload will soon pile 
up and they will lose their significance to the 
students.
Step 4: Don’t forget to work on the presenta-
tion and format of your blackboard memo. For 
example, it is helpful to include page numbers, 
the date, and lesson topic to allow for easy refer-
ence later. For student produced texts, using 
auto shapes such as text boxes, thought balloons, 
speech bubbles, and arrows is useful for editing 
and commenting on student work while preserv-
ing their original creations as far as possible.
Step 5: Distribute the blackboard memo to your 
students, ideally at the beginning of the next les-
son, to remind students of what was covered in 
the previous class. You can also make them avail-
able online if you have your own webpage. 
Step 6: Encourage students to store their black-
board memos in a folder or notebook. Make sure 
to keep a copy for yourself. After establishing 
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the blackboard memo as a secondary classroom 
resource, you can legitimately draw from them, if 
warranted, for testing purposes. 

Conclusion
Blackboard memos are a simple way of record-
ing and exploiting classroom work and student 
contributions. They are also useful for informing 
absent students of what happened in the previous 
class. Often students are concerned with copy-
ing down everything you write on the board, 
sometimes without even understanding what it is 
that they are writing. As a result, they may miss 
important verbal explanations and are often left 
with notes they do not understand, especially 
when written in a hurry. While students should 
be instructed in methods of effective note taking, 
blackboard memos are an effective way of deal-
ing with this problem and highlighting relevant 
board work. The process of creating these memos 
may also generate greater awareness of the neces-
sity of keeping your board work legible, struc-
tured, and to the point.

Making the laws
Andy Hockersmith
Toyo University
<andy@toyonet.toyo.ac.jp>

Quick Guide
Key words: Critical thinking, discussion, agree-
ing, disagreeing
Learner English level: Intermediate and above
Learner maturity level: University
Preparation time: 15-20 minutes
Activity time: 45-60 minutes
Materials: Handout

This activity is a fantastic way for students to 
think about what rights people should have and 
what rights (if any) should be restricted and 
why. While roleplaying as lawmakers of a new 
country, students are given the task of deciding 
what rights their citizens will have. By consider-
ing these rights and discussing them first in small 
groups and then as a class, students can think 
about which rights are essential and which rights 
can be compromised. This activity gives students 

excellent opportunities for discussing, giving and 
supporting opinions, agreeing, and disagreeing. 
It can be used as a stand-alone lesson or as an in-
troduction to a text on topics such as civil rights, 
human rights violations, or disenfranchisement of 
certain populations or ethnicities.

Preparation
Prepare a handout, such as the one below, with 
a list of rights-related questions about the new 
country for students to consider:

Your country’s name 
_______________________________

Will men and women be equal in your • 
country?
What will the voting age of your country • 
be?
How many years will students be required • 
to go to school?
Will people be allowed to practice any • 
religion they want to practice?
Are there any animals whose meat it won’t • 
be OK to eat?
Will there be freedom of speech in your • 
country?
Will racist groups also have freedom of • 
speech? In other words, will racist groups 
be allowed to publish negative messages 
about ethnic groups they hate?
Will people be allowed to criticize the • 
president or the prime minister?
Will the media be allowed to report about • 
the private lives of famous people?
Will your country have a military? If yes, • 
will military service be compulsory?
Will health care be universal?• 

Procedure
Step 1: Put students in groups of three or four.
Step 2: Tell students that a new country has been 
formed, and that they are a panel of judges in 
charge of deciding the civil rights laws for the 
new country.
Step 3: Pass out the handout and tell students 
they will have 20 minutes to answer the questions 
individually. Depending on their level, you may 
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…with Robert Taferner  
<reviews@jalt-publications.org>

If you are interested in writing a 
book review, please consult the list 
of materials available for review in 
the recently received column, or 
consider suggesting an alternative 
book that would be helpful to our 
membership.

BOOK REvIEwS ONLINE
a linked index of Book reviews can be found at:

<jalt-publications.org/tlt/reviews/>

need to pre-teach some vocabulary terms such 
as racist, ethnic groups, criticize, compulsory, and 
universal.
Step 4: Students then share their answers with 
other members of their group for 20 to 25 min-
utes. If they have different answers to any of the 
questions, they must discuss them and explain 
why they answered the way they did. The discus-
sions must continue until all students in each 
group form a consensus. Some of the questions 
will be resolved quickly, while others will take 
more time. 
Step 5: Discuss the questions as a class, elicit-
ing answers for the questions from each group. 
Encourage students to provide reasons for any 
disagreements. Although some students may be 
hesitant to speak out, others will hopefully be 
more forthcoming given the previous small group 
discussions. 
Step 6: (Optional, depending on time) Ask 
students which questions were the most con-
troversial and why. This can give you an idea of 
which issues were most contentious among your 
students.

Conclusion
I have used this activity in three classes, and I 
was very pleased with the results each time. I 
found the questions generated a lot of interest 
and spoken English throughout the lesson. It was 
also very interesting to hear the students’ reasons 
for deciding on the rights and laws that they did. 
I saw a different side of them, and I was very 
impressed with what I saw. 

Apology
The My Share editor would like to apologize 
to Stephen Pihlaja, whose article was pub-
lished correctly in the April issue of TLT, but 
republished in error in May. In addition, the 
author’s affiliation should have read Keiwa 
Gakuen College and the blog address pub-
lished for Stephen Pihlaja in the May version 
is no longer current. The Language Teacher is 
responsible for these errors.

T his month’s column features Jim Ronald’s 
review of Collins COBUILD Advanced 
Dictionary of American English, a valu-

able contribution to English vocabulary building 
resources.

Collins COBUILd 
Advanced 
dictionary of 
American English 
(with Cd-ROM)
[Edited by John Sinclair. Glasgow: Harper 
Collins Publishers, 2007. pp. lxxxvii + 1592. 
¥3885. ISBN: 978-1-14240-0363-1.]
Reviewed by Jim Ronald, 
Hiroshima Shudo University

The Collins COBUILD Advanced Dictionary of 
American English (CCADAE) despite its title, is 
not just a dictionary of American English, and 
neither is it simply a dictionary. Both American 
and British words, phrases, meanings, spelling 
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and pronunciation are treated in great detail. 
Words only used in American English are marked 
[AM], and words only used in British English 
are included in the dictionary and labeled [BR]. 
While only American pronunciation is provided, 
American and British spelling variations are list-
ed, with the user directed to the main US-spelled 
entry. As in most learner dictionaries, other varie-
ties of English are paid only cursory attention.

As for how COBUILD this dictionary is, the 
Word Partnership boxes in the dictionary are a 
good place to start finding lists of important col-
locations for around 800 high frequency words. 
Although COBUILD long possessed unrivalled 
corpus resources for providing this information, 
previous COBUILD dictionaries only provided 
this information in an oblique and limited way, 
through the definitions and example sentences. It 
was the job of the dictionary user to identify and 
make use of these clues. CCADEA’s Word Partner-
ship boxes represent a belated recognition that the 
responsibility lies with the dictionary-maker to 
make this important information available and 
accessible to the user. 

Two widely appreciated trademark features of 
COBUILD dictionaries, sentence-style definitions 
and examples drawn directly from the corpus, 
are still in evidence in this dictionary, although 
example sentences are typically simpler, and 
more American, than those in previous COBUILD 
dictionaries.

Other useful resources include the Word Links 
boxes, which show how word roots such as path- 
or affixes such as pre- or -ible are used in various 
English words. The Thesaurus boxes are also likely 
to be useful to users, as are the Word Web boxes, 
which consist of short illustrated articles about 
a particular word or topic. The Picture Diction-
ary boxes, too, are both attractive and useful. The 
back of the dictionary also contains a wealth of 
language-related resources: a well-illustrated 
grammar guide; a guide to writing which covers 
punctuation, referencing, and résumé or letter 
writing; and a speaker’s handbook containing 
guidance from greetings to telephone calls, from 
job interviews to presentations and discussions. 
Finally, there are three word lists: a list of defining 
vocabulary; words for TOEIC and TOEFL; and 
the Academic Word List.

The learner dictionary is a language learning 
tool that stands or falls by its value in the eyes, 
or hands, of the language learner. To include 
the learner’s perspective, a group of 50 English-
major Japanese university students were asked 
to compare and evaluate entries for words from 

CCADEA and from two other monolingual 
American English dictionaries: the Macmil-
lan English Dictionary (Rundell, 2002) and the 
Longman Dictionary of American English (Sum-
mers, 2000). There was wide variation from word 
to word, but clarity of layout and simplicity of 
definitions were the two most mentioned points 
overall. Macmillan dictionary entries were most 
popular, with visibility—clear font and new lines 
for each sense—the most commonly given reason. 
CCADEA entries may have seemed cramped in 
contrast. For CCADEA, the number and quality 
of example sentences were most highly rated, fol-
lowed by its clear brief definitions and the word 
information boxes listed above. 

Finally, we need 
to ask who wants 
to buy big paper 
dictionaries nowa-
days. Or, rather, 
what does a diction-
ary like CCADEA 
offer that students 
will not find in their 
electronic dictionar-
ies? Two simple, but 
important, an-
swers are color and 
pictures. Further 
important features 
of this dictionary 
are the various 
resources that make 
CCADEA as much a language encyclopedia as 
a dictionary. These may be especially attractive 
for teachers who do not use a course book, but 
would be happy to make use of these resources in 
their classes. More fundamentally, whereas hand-
held electronic dictionaries, CD-ROMs, mobile 
phones, and free dictionaries via the Internet are 
basically used as look-up-and-forget reference tools, 
paper dictionaries such as CCADEA, with the aid 
of the teacher and the dictionary-use guidance 
materials included, still have an important role to 
play as English vocabulary building resources.

References
Rundell, M. (Ed.). (2002). Macmillan English dictionary. 

Oxford: Macmillan Education.
Summers, D. (Ed.). (2000). Longman advanced American 

dictionary. Harlow: Pearson Education.
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* = new listing; ! = final notice. Final notice items 
will be removed 31 Jul. Please make queries by 
email to the appropriate JALT Publications contact.

Books for Students
(reviewed in TLT)
Contact: Greg Rouault
<pub-review@jalt-publications.org>
* A World of Difference. Redford, S. Nagoya: Perceptia 

Press, 2008.
Beyond Boundaries: Insights into Culture and Communi-

cation. Ikeguchi, C., & Yashiro, K. Tokyo: Kirihara 
Shoten (Pearson Longman), 2008. [Incl. CD, answer 
key with Japanese abstracts].

Reading for Speed and Fluency. Nation, P., & Malarcher, 
C. Santa Fe Springs, CA: Compass Publishing, 2007. 
[Incl. downloadable MP3 files].

! Sounds Good: On Track to Listening Success 1, 2, 3. 
Beatty, K., & Tinkler, P. Hong Kong: Pearson Long-

man Asia ELT, 2008. [Incl. CDs, teacher’s manual, 
downloadable website listening materials].

* Very Easy TOEIC (2nd ed.). Taylor, A., & Byrne, G. 
Santa Fe Springs, CA: Compass Publishing, 2007. 
[Incl. CDs, practice test, answer key].

World Around. Cleary, M. Crawley, UK: Helbling 
Languages, 2008. [Incl. CD, teacher’s book w/CD, 
downloadable website resources].

! Writing to Communicate 2: Paragraphs and Essays (3rd 
ed.). Boardman, C. A., & Frydenberg, J. White Plains, 
NY: Pearson Education, 2008. [Incl. answer key].

Books for Teachers
(reviewed in JALT Journal)
Contact: Yuriko Kite
<jj-reviews@jalt-publications.org>
* English Language Learning Materials: A Critical Review. 

Tomlinson, B. (Ed.). London: Continuum, 2008.
The Handbook of Educational Linguistics. Spolsky, B., & 

Hult, F. M. (Eds.). Malden, MA: Blackwell, 2008.
* Idioms: Description, Comprehension, Acquisition, and 

Pedagogy. Liu, D. New York: Routledge, 2008.
Language and Education in Japan: Unequal Access to 

Bilingualism. Kanno, Y. Houndmills, UK: Palgrave 
MacMillan, 2008.

Talk in Two Languages. Gafaranga, J. Houndmills, UK: 
Palgrave MacMillan, 2007.
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…with Marcos Benevides  
<jalt-focus@jalt-publications.org>

JaLt Focus contributors are 
requested by the column editor to 
submit articles of up to 750 words 
written in paragraph format and 
not in abbreviated or outline form. 
announcements for JaLt Notices 
should not exceed 150 words. all 
submissions should be made by the 
15th of the month, one and a half 
months prior to publication.

JALT FOCUS ONLINE
a listing of notices and news can be found at:

<jalt-publications.org/tlt/focus/>

JALT Calendar
Listings of major upcoming events in the organisation. 
For more information, visit JaLt’s website <jalt.org>, or 
see the SIG and chapter event columns later in this issue.

5 Oct 2008: JaLt 3rd annual Joint tokyo Conference at  }
toyo Gakuen university, Hongo Campus, tokyo.
1-3 Nov 2008: paC7 at JaLt2008 at the National  }
Olympics Memorial Youth Center, tokyo.  
See <conferences.jalt.org/2008> for more information.

JALT Focus
Is your chapter or SIG lacking some of that 
oomph that you originally fell in love with? Do 
you find yourself spending your nights alone 
instead of partaking in the professional develop-
ment bliss you once so regularly enjoyed? Well, 
stop sharing your lesson plans with your house-
plants—help is just a JALT Focus column away!

It’s a sad fact that even healthy JALT groups 
have a tendency to phase through cycles of 
activity and inactivity. To shed some light on this 
phenomenon and suggest some solutions, this 
month we feature a report from none other than 
Colin Skeates, Chapter M.D. (and president of 
Yokohama JALT). 

New members in the YoJALT house
On 18 May, Yokohama 
JALT (YoJALT) held its 
first meeting in over 6 
months. The prepara-
tion that went into 
restarting this chapter 
is an interesting story, 
providing ideas on how 
other chapters can deal 
with similar problems.

When a chapter 
closes its doors, there is 
a tendency to blame the 
preceding executive. This is often unwarranted. 
In fact, Yokohama has been very fortunate to have 
had dedicated individuals such as Ron Thornton 
and Renata Suzuki as veteran board members. 
They worked hard for many years and did an 
incredible job with the resources they had. Unfor-
tunately, they did not have a reliable mechanism 
to foster two-way communication between the 
board and chapter membership, except at meet-
ings. This in effect assured that new ideas could 
not easily be shared. As soon as the board ran out 
of ideas and energy, the chapter was in trouble, 
since there were no new board members willing 
to step forward. With the realization that that 
there was no relief in sight, the old guard decided 
to just pack it up. In hindsight, this was the best 
thing that could have happened to YoJALT. It 
allowed members to reflect on why their chapter 
was important, and thus to step forward and 
revive it.

The incoming board of YoJALT is fortunate 
enough to have in its ranks an individual who 
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…with Damian Rivers 
<memprofile@jalt-publications.org>

Member’s profile is a column 
where members are invited to 
introduce themselves to TLT’s 
readership in 750 words or less. 
research interests, professional 
affiliations, current projects, and 
personal professional develop-
ment are all appropriate content. 
please address inquiries to the 
editor.
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launched a chapter website, <YoJALT.org>, 
creating a vehicle for greater two-way commu-
nication. Besides providing contact information, 
the website includes other resources that foster 
community building. For example, it includes a 
jobs section, a monthly newsletter with upcoming 
chapter events and other information, and a links 
page with an array of ELT links. For a site that 
has only been in existence for a few months, it has 
done extremely well. Congratulations go to Malc 
Prentice for his hard work.  

With a presence on the net, YoJALT is now able 
to provide its members with information around 
the clock. This is important as it enables new peo-
ple to get in contact regarding how they can get 
involved in the organization. As president, part of 
my job is to ensure that their experience is a posi-
tive one. I believe that positive experiences lead 
to greater involvement from the individual. Such 
involvement is contagious and creates a desire 
among others to get involved.

Another area of rejuvenation for us has been 
planning the YoJALT SIG BASH ’08, which is to 

be held on 28 Sep. The sole purpose of this event 
is to encourage members to join a SIG. We see this 
event as a win-win-win situation. The partici-
pating SIGs will gain greater exposure and new 
members. YoJALT members will get to see what 
exactly a SIG is and explore further areas of pro-
fessional development that are of interest. Finally, 
from the perspective of the teaching community 
at large, this type of event adds motivation and 
enthusiasm for professional development. The 
whole event promises to be very practical and 
fun. Look for our June newsletter online, which 
includes more information on the nine participat-
ing SIGs and other sponsors.  

Julien Edge, in the article “Crossing Borders” 
(1996, The Language Teacher Vol. 20) wrote, “to 
be a teacher is to remain in the state of becom-
ing, and…our goal is to remain on that path. In 
fact, the path is our goal.” If you are interested in 
getting involved, please take the time to find out 
what is out there, and remember that there are 
others who are doing the same. We are all on the 
same path.   

In this month’s Member’s Profile, RJ Frampton 
talks about his career development path.

MEMBER'S PROFILE

RJ Frampton
I first came to Japan 20 years ago when I 

was in the U.S. Marines. I spent a few years in 
Yamaguchi Prefecture and a couple more in 
Okinawa, returning to the States between each 
tour of duty. After Okinawa, I was stationed at 

Yongsan Army Gar-
rison in Seoul, the 
Republic of Korea.

It was during 
this time, between 
1993 and 1996, that 
I began performing 
publishing related 
work. I worked in 
an office that devel-
oped and published 
English versions of 
intelligence reports composed by ROK analysts. 
However, I didn’t consider myself a publisher 
or editor then. At the time I was thinking only in 
terms of my official job descriptions—Marine, In-
telligence Analyst, Imagery Interpretation Spe-
cialist—rather than what I was actually doing—
researching, writing, editing, proofreading, and 
publishing materials.

I left the Marines in 1996 and returned to Amer-
ica but within a year I was back in Japan. From 
1998 until 2001, I worked as an English teacher 
at AEON. Then in August of 2001, my big break 
came when I was hired by AEON’s publishing 
subsidiary. This is where I am now, not far from 
where I was in the mid-1990s, developing and 
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…with Joyce Cunningham & 
Mariko Miyao 
<grassroots@jalt-publications.org>

the co-editors 
warmly invite 
750-word reports 
on events, groups, 
or resources within 
JaLt in english, 
Japanese, or a 
combination of 
both.
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publishing course books and ancillary materials 
for our schools.

What I like most about this job is that each 
project is an exciting yearlong journey. Discuss-
ing the vision of a textbook is like mapping a 
trip. And deciding on the scope is like packing. 
We have to plan the most efficient route and take 
only what we need because time, money, and 
space are all limited. 

Planning a project involves, among other 
things, determining the product’s level, setting 
goals, considering the components, writing the 
syllabus, and making schedules. We usually 
choose to develop all the standard components: 
textbook, workbook, CDs, and teacher’s guide. 
And we almost always decide to provide addi-
tional materials—such as flashcards and post-
ers—for students to use at home and teachers to 
use in the classroom.

From planning, we move into the writing and 
development phase. There’s usually quite a time 
crunch on us during writing because we abso-
lutely must send the drafts to the designers as 
early as possible so that they can develop and 
produce the proofs. We usually plan for three 
rounds of proofreading before we allow the 
designer to transmit the finalized data to the print 
shop. Generally, after the second proof, we record 
the CDs and while checking the third proof, we 

develop the teacher’s guides. We usually take 
care of component materials, which are easier to 
develop, while we're checking the third proof and 
afterwards.

The print shop uses the designer’s data to print 
the product. They send us the color proof which 
is our very last chance to find errors before the 
product is printed, bound, and distributed. But 
once the product is in the distribution center, 
there’s no time to relax because by then we’ve 
already begun work on the next year’s projects.

For me, our most challenging, yet fascinating, 
project was developing a children’s textbook 
whose pages actually speak, sing, and make fun 
noises. The product comes with a digital au-
dio device. The device has a stylus that, when 
touched to any part of any page in the textbook, 
produces the specific sound assigned to that part 
of the page. We assigned, tested, corrected, and 
retested thousands upon thousands of sounds. 
We ended up with a really neat product, but the 
effort that went into its creation was indescrib-
able!

Well, that says pretty much everything about 
where I am and what brought me here. I don’t 
know where I’m going next, but I really enjoy 
the work I do and I plan to stay in publishing for 
many years to come.

T his month, Sachiko Takahashi, Japanese 
language editor, would like TLT readers 
to know how the Japanese staff contrib-know how the Japanese staff contrib-how the Japanese staff contrib-the Japanese staff contrib-contrib-ontrib-

ute to TLT. She hopes that more people will get 
involved in editing work. In the second report, 

“Determined to be Dynamic” being the slogan 
of their new working year, Hiroshima JALT took 
their Children’s Conference to the fair city of 
Fukuyama where friendships were made and 
renewed and exchanges firmly made.

What are the roles 
of the Japanese TLT 
staff? Read on and 
find out!
If you are a frequent reader of The Language 
Teacher, you may not be surprised to find Japa-
nese articles in the Feature or Readers’ Forum sec-
tion. Careful readers would also have noticed a 
Japanese abstract on the first page of each English 
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article. The reviewing and editing work of the 
Japanese manuscripts is taken care of by TLT’s 
Japanese staff. We cooperate closely with mem-We cooperate closely with mem-cooperate closely with mem-e closely with mem- with mem-mem-
bers of the English staff in editing and proofing 
all kinds of manuscripts.

How is the Japanese editing work being 
conducted? After a submission is received, for 
example, for the Feature or Readers’ Forum, it is 
sent to the reviewers. If the decision is made to 
publish it, our editing work starts. However, 
the Japanese editors and proofreaders have 
challenges which differ from the English staff 
when editing Japanese text. Although the APA 
(American Psychological Association) style is the 
editing bible for English writing, there is noth- for English writing, there is noth-there is noth-
ing quite equivalent in Japanese writing. All the 
manuscripts to TLT, regardless of the language, 
should basically follow APA style. In some cases, 
though, this style cannot be applied to Japanese 
manuscripts. For example, italics in Japanese text 
simply do not look right in my eyes. Emphasized 
words often seem better in a different font or a 
different size.

Although the portion of Japanese text makes up 
but a small percentage of the TLT, we still have 
to worry about small things such as spacing or 
missing letters. It is often difficult to get rid of 
errors because of the complexity of the mixed 
languages. In spite of this, all Japanese staff try to 
get such manuscripts closer to perfection.

I am always amazed how we can do this 
complicated work successfully through only 
emailing, and without meeting in person, but 
we do somehow, thanks to the well-coordinated 
system we are using, which has evolved during 
TLT’s long history. We warmly invite our read-We warmly invite our read-
ers who are interested in contributing to join our 
editing and proofing team. Omachishiteimasu!

Sachiko Takahashi
TLT Japanese Language Editor

(Notre Dame Seishin University)
<tlt-editorj@jalt-publications.org>

TLTにおける日本人スタッフの役割
TLTのよき読者は，時おり，特集記事やReaders’ Forum 

(RF )の記事の中に，日本語で書かれた原稿を見つけるこ
とがあるでしょう。日本語表記に注意している場合には，
英語原稿の最初の頁に日本語要約が用意されていること
にも，気づかれたことでしょう。日本語原稿の査読や編集
には，日本人スタッフが関わっています。日本人スタッフ
は，英語母語話者のスタッフとウェブ上で全ての編集・校
正作業を行います。

この場をお借りして，簡単に，日本語原稿の編集作業
について，ご紹介しましょう。特集記事やRFへの投稿原稿

は，まず査読者に送られます。掲載が決まると，編集作業
が始まります。TLTは英語中心の編集作業を行うので，日
本語編集者や校正者は苦労することがあります。APAスタ
イルは、編集上のバイブルとも言えますが，日本語原稿用
には，このAPAスタイルに相当するものがありません。TLT
へのすべての投稿は，基本的には，APAスタイルに従って
いただきたいのですが，日本語原稿には，このスタイルがう
まくかみ合わないときがあります。たとえば，日本語原稿内
のイタリック体は，私の眼にはあまりきれいに見えません。
強調のためでしたら，フォントを変えたり，大きさを変更し
たほうがよいと思います。

日本語表記の部分というのは，全体から考えると，非常
にわずかなものなのですが，スペースや消えてしまった文
字についても気をつけています。言語が二つになり，間違
いが出てくることは仕方がないことなのですが，私たちは，
これをできるだけ少なくするように努力しています。

このように複雑な作業が，実際に会うこともなく，すべて
メールで行われているのは，いつも驚かせられますが，こ
れも，今までのTLTが培ってきた長い歴史があるからのこ
とです。皆さんの中でどなたかが，私たちと一緒にTLTの
編集や校正の仕事に携わってくださることを願っています。

高橋幸子
TLT日本語編集者

(ノートルダム清心女子大学)
<tlt-editorj@jalt-publications.org>

Hiroshima: 
Fukuyama Children’s 
Conference
Hiroshima JALT held their second Children’s 
Conference at the beginning of March, boldly 
moving the venue this year to Fukuyama from 
the safe confines of Hiroshima city, for the first 
time. Headline speakers included the experienced 
Mayuka Habbick and Naoko McLellan. Patricia 
Oe had been scheduled to speak, too, but 
unfortunately had to cancel at the very last 
minute.

A variety of exciting topics and presentations 
were spread out over the entire day; titles ranged 
from Yoga and Young Learners to Children 
and Storytelling through to Music and Young 
Learners. Those who chose to relax in between 
sessions could peruse the book stalls leisurely 
and chat with invited publishers or sample some 
homemade baking from the JALT café.

Large audiences attended each talk, interacting 
to help stimulate and create skits and roleplays 
in small groups in addition to sharing anecdotal 
experiences. Many of those who did come stayed 
for several presentations and this made for an 
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extremely comfortable and enjoyable atmosphere 
as well as providing opportunities for richer 
exchange and networking.

The main speakers, Mayuka Habbick and 
Naoko McLellan, gave seasoned and bright 
performances which ensured that their audiences 
left each session feeling inspired by the many 
ideas put forward on children’s mindsets. On the 
subject of children’s books both speakers clearly 
expressed the opinion that each tome has a world 
of its own. It is up to the teacher to throw himself 
or herself into that world, digest it, and use their 
knowledge to capture attention and nurture 
young imaginations.

Some of the day’s other highlights included 
Carla Wilson’s calm and useful presentation 
which was awash with tips on how teachers can 
relax—before or after any lesson. As regards 
the class itself, several practical exercises were 
forwarded by the speaker.

Ewen Ferguson’s talk concentrated on the 
spellbinding and eternal allure of a good story 
for young minds. The excitement of a solid read 
is something that feels as good when shared as it 
does when consumed.

Laurie Thain, with her professional musical 
background, demonstrated what can be done 
by any educator with both simple rhythms and 
coherent lyrics in a children’s class.

Travis Ruetenik’s presentation combined lots 
of good, common sense and practical ways to 
relate to young people and impressed first time 
educators as well as refreshing several of the 
older hands who attended.

At the end of the day it was felt by the organ-organ-
izers that this type of annual conference should 
continue as it meets a need not just to provide 
information and offer ideas to a growing sector of 
the education market but also for an area of the 
country that is crying out for more resources.

Next year’s conference venue is still undecided 
but suggestions for the Chugoku area are being 
considered. Anyone wishing to volunteer to 
present or help out should contact Hiroshima 
JALT at the address below.

The Chugoku region in Japan is a huge 
area and could only benefit from such organ-organ-
ized annual events which are not competing 
against, but rather supporting, the general JALT 
umbrella. Headline speakers can be difficult to 
invite at times and the more who can be found 
to present—for we are always on the lookout for 
more!—the better. Such speakers and conferences 
can enormously help the entire JALT movement 
as well as the English education sector in this part 
of Japan.

Each and every presenter, it was also felt, 
should be congratulated for having taken the 
time to support and attend the Young Learners’ 
Conference in Fukuyama—as much as each and 
every member of the public who came. Sincere 
and heartfelt thanks to every single person who 
attended. Hope you enjoyed the experience, 
made new contacts, and firmed up older contacts. 
Did you also access ideas, activities, and avenues 
of research for your own use and that of your 
students? We hope so—cheers!

Ewen Ferguson
Secretary, Hiroshima JALT
<ewentomo@gmail.com>

Is your JALT membership 
lapsing soon?

Then be sure to renew early!
Renewing your membership early 
helps us to help you! Your JALT 

publications will continue to arrive 
on time, and you’ll be able to 

access membership services at 
JALT events and online.

It’s easy! Just follow the links to 
“Membership” at <jalt.org>, or 

use the form at the back of every 
issue of TLT!

– PAC7 at JALT2008: TIP #61 –

"Join a SIG—and party on!"
It’s a well known fact that 

SIGs hold the best par-
ties (except for TLT, of 
course!), so join a SIG at 
the conference and find 
out their evening plans! 
Of course, there are lots of 
other reasons to join SIGs, but 
having a little fun is also important!

<jalt.org/conference>
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…with James Hobbs 
<sig-news@jalt-publications.org>

JaLt currently has 16 Special 
Interest Groups (SIGs) available 
for members to join. this column 
publishes announcements of 
SIG events, mini-conferences, 
publications, or calls for papers and 
presenters. SIGs wishing to print 
news or announcements should 
contact the editor by the 15th 
of the month, 6 weeks prior to 
publication.

SIGs at a glance
key: [ � = keywords ] [ & = publications ] [  = 
other activities ] [  = email list] [ ^  = online forum]
Note: For contacts & urLs, please see the Contacts page.

Bilingualism

[ � bilingualism, biculturality, international families, child-
raising, identity ] [ & Bilingual Japan—4x year ] [  
monographs, forums  ] [  ] 

Our group has two broad aims: to support fami-
lies who regularly communicate in more than one 
language and to further research on bilingualism 
in Japanese contexts. See our website <www.bsig.
org> for more information.

当研究会は複数言語で生活する家族および日本におけ
るバイリンガリズム研究の支援を目的としています。どうぞ
ホームページの<www.bsig.org>をご覧下さい。

Computer Assisted Language Learning

[ � technology, computer-assisted, wireless, online learn-
ing, self-access ] [ & JALT CALL Journal Newsletter—3x 
year ] [  annual SIG conference, regional events and 
workshops  ] [  ] [ ^ ]

College and University Educators

[ � tertiary education, interdisciplinary collaboration, profes-
sional development, classroom research, innovative teaching 
] [ & On CUE —2x year, YouCue e-newsletter ] [  An-
nual SIG conference, regional events and workshops ] 

CUE’s refereed publication, OnCUE Journal (ISSN: 
1882-0220), is published twice a year. In addition, 
members receive the email newsletter YouCUE 
three times a year. Check the CUE SIG website 
<jaltcue-sig.org/> for news and updates about 
CUE SIG events.

Gender Awareness in Language 
Education

[ � gender awareness; gender roles; interaction/discourse 
analysis; critical thought; gender related/biased teaching 
aims ] [ & newsletter/online journal ] [  Gender con-
ference, workshops ] [  ] [ ^ ]

GALE works towards building a supportive com-
munity of educators and researchers interested in 
raising awareness and researching how gender 
plays an integral role in education and profes-
sional interaction. We also network and collabo-
rate with other JALT groups and the community 
at large to promote pedagogical and professional 
practices, language teaching materials, and 
research inclusive of gender and gender-related 
topics. Visit our website <www.gale-sig.org/> or 
contact us for more details.

Global Issues in Language Education

[ � global issues, global education, content-based language 
teaching, international understanding, world citizenship ] 
[ & Global Issues in Language Education Newsletter—4x 
year ] [  Sponsor of peace as a Global Language (pGL) 
conference ] [  ] [ ^ ]

Are you interested in promoting global aware-
ness and international understanding through 
your teaching? Then join the Global Issues in 
Language Education SIG. We produce an exciting 
quarterly newsletter packed with news, articles, 
and book reviews; organize presentations for lo-
cal, national, and international conferences; and 
network with groups such as UNESCO, Amnesty 
International, and Educators for Social Responsi-
bility. Join us in teaching for a better world! Our 
website is <www.gilesig.org>. For further infor-
mation, contact Kip Cates <kcates@rstu.jp>.

Japanese as a Second Language

[ � Japanese as a second language ] [ & 日本語教育ニュ
ースレター Japanese as a Second Language Newsletter—4x 
year ] [  annual general meeting at the JaLt conference 
] [  ] 

Junior and Senior High School

[ � curriculum, native speaker, Jet programme, Jte, aLt, inter-
nationalization ] [ & The School House—3-4x year ] [ ó teacher 
development workshops & seminars, networking, open mics ] 
 [  ] 

The JSH SIG is operating at a time of considerable 
change in secondary EFL education. Therefore, 
we are concerned with language learning theory, 
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teaching materials, and methods. We are also in-
tensely interested in curriculum innovation. The 
large-scale employment of native speaker instruc-
tors is a recent innovation yet to be thoroughly 
studied or evaluated. JALT members involved 
with junior or senior high school EFL are cordial-
ly invited to join us for dialogue and professional 
development opportunities.

Learner Development

[ � autonomy, learning, reflections, collaboration, develop-
ment ] [ & Learning Learning, 2x year; LD-Wired, quarterly 
electronic newsletter ] [  Forum at the JaLt national con-
ference, annual mini-conference/retreat, printed anthology 
of Japan-based action research projects ] [  ] 

If you are interested in helping students to take 
control of their own learning, why not link up 
with other teachers who are exploring learner 
development? For more information, see our 
homepage <ld-sig.org/>.

Lifelong Language Learning

[ � lifelong learning, older adult learners, fulfill-
ment ] [ & Told You So!—3x year (online) ] [  pan-
SIG, teaching contest, national & mini-conferences ] 
 [  ] [ ^ ]

The increasing number of people of retirement 
age, plus the internationalization of Japanese so-
ciety, has greatly increased the number of people 
eager to study English as part of their lifelong 
learning. The LLL SIG provides resources and in-
formation for teachers who teach English to older 
learners. We run a website, online forum, listserv, 
and SIG publication (see <jalt.org/lifelong/>). 
For more information or to join the mailing list, 
contact Yoko Wakui <ywakui@bu.iij4u.or.jp> or 
Eric M. Skier <skier@ps.toyaku.ac.jp>.

成人英語教育研究部会は来る高齢化社会に向けて高
齢者を含む成人の英語教育をより充実することを目指し、
昨年結成した新しい分科会です。現在、日本では退職や子
育て後もこれまでの経験や趣味を生かし積極的に社会に
参加したいと望んでいる方が大幅に増えております。中で
も外国語学習を始めたい、または継続を考えている多くの
学習者に対してわれわれ語学教師が貢献出来る課題は多
く、これからの研究や活動が期待されています。LLLでは日
本全国の教師が情報交換、勉強会、研究成果の出版を行
い共にこの新しい分野を開拓していこうと日々熱心に活動
中です。現在オンライン<http://jalt.org/lifelong/>上でもフォ
ーラムやメールリスト、ニュースレター配信を活発に行って
おります。高齢者の語学教育に携わっていらっしゃる方はも
ちろん、将来の英語教育動向に関心のある方まで、興味の
ある方はどなたでも大歓迎です。日本人教師も数多く参加
していますのでどうぞお気軽にご入会ください。お問い合
わせは涌井陽子<ywakui@bu.iij4u.or.jp> 。または Eric M. 
Skier <skier@ps.toyaku.ac.jp>までご連絡ください。

Materials Writers

[ � materials development, textbook writing, publishers 
and publishing, self-publication, technology ] [ & Between 
the Keys—3x year ] [  JaLt national conference events ] 
 [  ] [ ^ ]

After a rewarding, energizing, and immensely 
practical Pan-SIG, we’re looking forward to 
building on this momentum at the JALT National 
Conference. Dorothy Zemach will be our fea-
tured speaker, in conjunction with Macmillan, 
and there’ll be a panel session comprising Dor-
othy, Marc Helgesen, Steve Gershon, Junko Ya-
manaka, and Brian Cullen discussing the advent 
of the Successful Textbook Writer. What an event to 
look forward to!

Other Language Educators

[ � FLL beyond mother tongue, L3, multilingualism, sec-
ond foreign language ] [ & OLE Newsletter—4-5x year ]  
[  Network with other FL groups, presence at con-
ventions, provide information to companies, support job 
searches and research ] 

Pragmatics

[ � appropriate communication, co-construction of mean-
ing, interaction, pragmatic strategies, social context ] [ & 
Pragmatic Matters (語用論事情) —3x year ] [  pan-SIG 
and JaLt conferences, temple university applied Linguis-
tics Colloquium, seminars on pragmatics-related topics, 
other publications  ] [  ] 

Pragmatics SIG members participated actively 
in the 7th Annual Pan-SIG conference 10-11 May. 
The SIG’s featured speaker was Sayoko Yamas-
hita addressing the testing of interlanguage 
pragmatic ability. Donna Fujimoto, represent-
ing Pragmatics on the all-SIG panel discussion 
about classroom management and mixed levels, 
claimed that the common assessment of group 
discussions is misguided—it should NOT focus 
on the individual but on the discussion itself. This 
sparked many reactions. Next year the conference 
moves to Chiba.

Professionalism, Administration, and 
Leadership in Education

The PALE SIG welcomes new members, officers, 
volunteers, and submissions of articles for our jour-
nal or newsletter. To read current and past issues of 
our journal, visit <www.debito.org/PALE>. Also, 
anyone may join our listserv <groups.yahoo.com/
group/PALE_Group/>. For information on events, 
visit <www.jalt.org/groups/PALE>.
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56 CoLUmN • CHAPTER EvENTS

…with Aleda Krause 
<chap-events@jalt-publications.org>

each of JaLt’s 36 active chapters 
sponsors from 5 to 12 events every 
year. all JaLt members may attend 
events at any chapter at member 
rates—usually free. Chapters, don’t 
forget to add your event to the JaLt 
calendar or send the details to the 
editor by email or t/f: 048-787-3342.

CHAPTER EvENTS ONLINE
You can access all of JaLt’s 
events online at: 
<www.jalt.org/calendar>.
If you have a Qrcode-capable 
mobile phone, use the image 
on the left.

Teacher Education

[ � action research, peer support, reflection and teacher de-
velopment ] [ & Explorations in Teacher Education—4x year ] 
[  library, annual retreat or mini-conference, pan-SIG spon-
sorship, sponsorship of speaker at the JaLt national conference ] 
 [  ] [ ^ ]

Teacher Education SIG, together with the Sendai 
Chapter is pleased to present the Elementary 
English Symposium on Sun 13 Jul 2008 at Tohoku 
Bunka Gakuen Daigaku. It will feature a keynote 
address from Kensaku Yoshida, workshops from 
other renowned academics and teachers, and 
a panel discussion featuring many of the pre-
senters, and will address issues in the future of 
children’s education. For further details refer to 
the Sendai chapter website <jaltsendai.terapad.
com/>.

Teaching Children

[ � children, elementary school, kindergarten, early 
childhood, play ] [ & Teachers Learning with Chil-
dren, bilingual—4x year ] [  JaLt Junior at nation-
al conference, regional bilingual 1-day conferences ] 
 [  ] [ ^ ]

The Teaching Children SIG is for all teachers of 
children. We publish a bilingual newsletter four 

times a year, with columns by leading teachers 
in our field. There is a mailing list for teachers 
of children who want to share teaching ideas or 
questions <groups.yahoo.com/group/tcsig/>. 
We are always looking for new people to keep the 
SIG dynamic. With our bilingual newsletter, we 
particularly hope to appeal to Japanese teachers. 
We hope you can join us for one of our upcoming 
events. For more information, visit <www.tcsig.
jalt.org>.

児童教育部会は、子どもに英語（外国語）を教える先生
方を対象にした部会です。当部会は、年４回会報を発行
しています。会報は英語と日本語で提供しており、この分
野で活躍している教師が担当するコラムもあります。また、
指導上のアイデアや質問を交換する場として、メーリング
リスト<groups.yahoo.com/group/tcsig/>を運営しています。
活発な部会を維持していくために常に新会員を募集して
います。特に日本人の先生方の参加を歓迎します。部会で
開催するイベントに是非ご参加ください。詳細については
<www.tcsig.jalt.org>をご覧下さい。

Testing & Evaluation

[ � research, information, database on testing ]  
[ & Shiken—3x year ] [  pan-SIG, JaLt National ] 
 [  ] [ ^ ]

L ook at the listings carefully. You’re sure to 
find something interesting in July. If your 
local chapter isn’t listed, or for further 

details, go to the online calendar. There may be 
newly added events and updates.

Fukuoka—Developing culturally sensitive com-
municative materials for Japanese junior and 
senior high school English language learners by 
Sandra Lee McKay (San Francisco State Univer-
sity). Fukuoka JALT is co-sponsoring the first 3 
hours of this Temple University Japan Distin-
guished Lecturer Series. McKay will begin by 
establishing criteria for developing materials that 
promote cross-cultural awareness and meaning-
ful language learning. MEXT textbooks will be 
examined to determine to what extent they meet 
these standards. Later, the presenter will illustrate 
ways of reframing existing materials and supple-
menting them with Internet websites and ex-
changes. Sat 12 Jul 14:00-17:00; Fukuoka Jo Gakuin 
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Tenjin Satellite Campus 9F, Tenjin 2-8-38, Chuo-ku, 
Fukuoka-shi, map <www.fukujo.ac.jp/tenjin/access.
html>; free for all.

Gifu—Phonetics and phonology: A crash course 
in human language pronunciation by Jon Catan-
zariti, Ogaki Board of Education. We spend so 
long giving our students examples of native Eng-
lish. Why do they revert to katakana-like pronun-
ciation? Intonation and pronunciation problems 
are barriers that stand between students and their 
goal of native-like pronunciation. Catanzariti will 
introduce the International Phonetic Association, 
the rules of phonation, and the raw sounds of the 
English language, and discuss how we can utilise 
them. Sat 12 July 19:00-20:45; Heartful Square 
(southeast section of Gifu JR Station), Gifu City; one-
day members ¥1000.

Gunma—Validity and validation of language 
tests by Rie Koizumi (Tokiwa University). Validity 
and validation are highly important to the devel-
opment and use of language tests. Koizumi will 
first describe the concept of validity and the proce-
dures of validation using examples from projects 
she has been involved in. She will also organize a 
workshop to demonstrate techniques to develop 
tests with high content validity (e.g., writing test 
specifications). Sun 20 Jul 14:00-16:30; Maebashi Ky-
oai Gakuen College, 1154-4 Koyahara-machi, Maebashi, 
t: 027-266-7575; one-day members ¥1000.

Hamamatsu—Students’ voices on learning a 
foreign language. Students, both of Japanese 
descent and of other nationalities, will share their 
experiences learning foreign languages. Teach-
ers will learn from students’ actual experiences, 
challenging assumptions about the best ways to 
teach foreign languages. Sun 13 July 13:00-16:30; 
Hamamatsu, ZAZA City Bldg. Palette 5F, Meeting 
Room A; one-day members ¥1000.

Hiroshima—Making our teaching more effective 
by Shirley Leane (Notre Dame Seishin Univer-
sity, Okayama). Several important issues will be 
discussed: a) establishing a sense of community 
in the classroom; b) effective ways to support 
low-level language learners in the classroom—
without resorting to L1 use; c) classroom man-
agement; d) reluctant learners; and e) sleeping 
students—are they actually being polite to the 
teacher? Sun 13 July 15:00-17:00; Hiroshima Peace 
Park, International Conference Center 3F; one-day 
members ¥500.

Hokkaido—When should we use Japanese? And 
when should we use English? by Michael Critch-
ley, Josai International University. This presenta-
tion will focus on issues of Japanese support in 
the English class. In the first part, Critchley will 
discuss the pros and cons of L1 support within 
the framework of recent research on student 
learning and motivation, as well as from the 
teacher’s perspective of classroom management. 
The second session will focus on minimizing 
in-class Japanese talk by formulating the right 
balance of L1 support in ELT materials. Sun 13 Jul 
14:00-16:00; Hokkai Gakuen University, Toyohira-ku, 
Sapporo; one-day members ¥500.

Kagoshima—Learning world by Mikiko Na-
kamoto. Details will be out soon. Sun 27 July 
13:00-17:00; Seminar Room 117, Ground Floor Kou-
sha Biru, Shinyashiki (opposite the Shinyashiki Tram 
stop); one-day members ¥1000.

Matsuyama—Creative activities for teaching 
about countries and cultures by Kip Cates, Facul-
ty of Regional Sciences, Tottori University. Cates 
will introduce EFL classroom activities designed 
to promote knowledge, awareness, and curios-
ity about the countries and cultures of the world. 
Participants will discuss global education ap-
proaches to teaching for intercultural understand-
ing, then experience activities involving roleplay, 
photos, and video designed to stimulate interest 
in the wider world, promote cross-cultural em-
pathy, build critical thinking skills, and overcome 
stereotypes. Sun 13 July 14:15-16:20; Shinonome 
High School Kinenkan 4F; one-day members ¥1000.

Nagasaki—The 2007 MEXT program: Outsourc-
ing in-service training, by Melodie Cook, Uni-
versity of Nagasaki, Siebold; and The 2007 MEXT 
program: Participant insights, by Yumiko Kose, 
Nagasaki Prefectural Uku High School. Cook 
will present initial findings from her research on 
Japanese junior and senior high school teach-
ers of English who are sent to Canada by MEXT 
to receive language and pedagogical training. 
Kose will speak about her experiences in Canada 
focusing on her studies at two universities. She 
will share her experiences in language training 
and in pedagogical training. Sat 26 Jul 14:00-16:00; 
Dejima Koryu Kaikan 4F; one-day members ¥1000.

Nagoya—Encouraging extensive reading with 
librarything.com by Dale Brown. Getting stu-
dents into extensive reading can be difficult. The 
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presenter will demonstrate how he uses <library-
thing.com> to encourage his students’ extensive 
reading. Extensive listening FUNdamentals by 
Mathew White. This presentation will provide 
insights on implementing extensive listening: 
orienting students, locating materials, follow-up 
activities, record keeping, and issues of account-
ability. Sun 13 Jul 13:30-16:00; Nagoya International 
Center 3F, Lecture Room 2, one-day members ¥1000.

Okayama—Beyond motivation: Group dynam-
ics, investment, and resistance in Japanese EFL 
students by Keiko Sakui (Kobe Shoin Women’s 
University) and Neil Cowie (Okayama Uni-
versity). Research on student motivation often 
assumes that students are either motivated or not 
motivated. The presenters critically examine their 
students’ classroom behaviour from alternative 
perspectives to motivation including group dy-
namics, investment, and resistance. Key patterns 
of student behaviour, the influence of social and 
cultural factors in explaining them, and implica-
tions for teaching and teacher development are 
outlined. Sat 19 Jul 15:00-17:00; Sankaku A Bldg. 2F 
(near Omotecho in Okayama City); one-day members 
¥500.

Omiya—My share. The chapter welcomes short 
presentations—25 minutes or less. Please contact 
the program chair <dechahongthong@gmail.
com> if you are interested in presenting. Sun 13 
Jul 14:00-17:00; Sakuragi Kominkan 5F (near Omiya 
Station, west exit, map <jalt.org/chapters/omiya/map.
htm#sakuragi>); one-day members ¥1000, free if 
presenting.

Osaka—CUE 2008 Conference with featured 
speakers Alex Gilmore (Kyoto University) and 
Kazuyoshi Sato (Nagoya University of Foreign 
Studies). Universities in Japan are facing several 
challenging issues such as the declining number 
of students and students’ decreasing academic 
abilities, changing student and societal needs, 
and the increasing importance of information 
technology. What choices will language educators 
have to make in the era of transition? Join us. Sat 
5 Jul 9:00-18:00, Sun 6 Jul 10:00-13:00; Kinki Univer-
sity, Higashi Osaka, Japan; one-day members TBA .

Sendai—Elementary English symposium. With 
reforms in Japanese Elementary education just 
around the corner, this symposium, featuring a 
keynote address from Kensaku Yoshida, work-
shops from other renowned academics and teach-

ers, and a panel discussion featuring many of the 
presenters, will gather key speakers in children’s 
education to present a variety of challenging and 
provoking speeches and workshops, followed by 
a debate of key points that have emerged during 
the day. For further details please visit the JALT 
Sendai webpage <jaltsendai.terapad.com>. Sun 
13 Jul 9:00-17:00; Tohoku Bunka Gakuen University; 
one-day members ¥2000 (free for full-time students).

Shinshu—TBA by Hideki Sakai. Sun 27 Jul 
14:00-16:45; one-day members ¥1000.

Toyohashi—Learning styles in the EFL class-
room by Jack Ryan. Ryan will outline the history 
of research into learning styles and explain the 
most commonly recognized learning styles. The 
practical application of current research to the 
English language classroom in Japan will also be 
discussed. Participants will participate in discuss-
ing ways we may adapt our own preferred teach-
ing techniques and classroom activities to better 
accommodate English language learners with ten-
dencies toward particular learning styles. Sun 13 
Jul 11:00-13:00; Aichi University, Bldg. 5 Room 543; 
one-day members ¥500.

Yamagata—How to do Action Research for 
teachers by Nicholas Gromik. Action Research is 
a reliable teacher approach to conducting in-class 
research and observations. In the first part of this 
workshop, Gromik will explain the basic process 
of conducting Action Research. In the second part 
participants will design and develop an Action 
Research plan concerning education issues rel-
evant for Yamagata JALT. By the end, participants 
will have experienced the full circle of Action 
Research and be able to begin conducting their 
own data collection process. Sat 5 Jul 13:30-15:30; 
Kajo-kominkan Sogoakushu Center, Yamagata-shi, t: 
023-645-6163; one-day members ¥800.

Never 
had an article 

published before? 
Lacking confidence, or just 

unsure of what to do?

TLT’s Peer Support Group can help. 

<jalt-publications.org/psg/>

Learn to write with the help of our 
experienced collaborative 

writing team.
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…with Heather Sparrow 
<chap-reports@jalt-publications.org>

the Chapter reports column is a 
forum for sharing with the TLT read-
ership synopses of presentations 
held at JaLt chapters around Japan. 
For more information on these 
speakers, please contact the chapter 
officers in the JaLt Contacts section 
of this issue. For guidelines on con-
tributions, see the Submissions page 
at the back of each issue.

Gifu: April—Educational issues facing ethnic 
Brazilian children in the Tokai region by Claudio 
Da Silva and Craig Alan Volker. As 2008 com-
memorates the 100th anniversary of Japanese im-
migration to Brazil, this presentation was an im-
portant and timely issue. Volker provided a brief 
explanation to the history, current circumstances, 
and the difficulties facing school-age children of 
Brazilian descent. Without the required social or 
language skills and living in a community suspi-
cious of them, many lack support to achieve the 
basic language tools of life for living in Japan. 
At the age of 16, most are unprepared to enter 
Japanese high school, leaving them few options—
like becoming unskilled laborers or returning to 
Brazil.

Da Silva, a Brazilian native and teacher, pre-
sented us with an insider’s view of the history 
and attitudes that have shaped the Brazilian 
community today in Japan. He introduced the 
Escola Comunitaria Paulo Freire (ESCOPAF) school 
that supports the Japanese-Brazilian community 
through a specialized education program.

Reported by Jon Catanzariti

Ibaraki: February—How did we get here? Under-
standing the current situation of Japanese higher 
education by examining its history by Joe Tomei. 
Tomei explored the historical impact of Japanese 
education system on work situations. Though 
Japanese bureaucracy seems to present an incom-
prehensible barrier to non-Japanese people work-
ing in Japan, some ideas surprisingly have been 
derived from the West, introduced from various 
countries during the Meiji Era into different fields 
which may explain the inconsistency within the 
system and the notorious discrepancy between 
honne and tatemae. Tomei’s talk opened the eyes 
of Japanese members to problems they were not 
aware of and for non-Japanese members, his 

analysis may have solved the often asked ques-
tion, “Why are Japanese so…?” 

The Ibaraki Chapter greatly appreciated the co-
sponsorship of the PALE SIG, which gave us such 
a wonderful learning opportunity.

Reported by Michiko Komatsuzaki

Kitakyushu: April—A three-dimensional under-
standing of communicative language ability by 
Yusuke Yanase. Yanase posits three dimensions 
of communicative language teaching, namely 
physical, linguistic, and “mind reading ability.” 
He recalled being baffled in high school when 
his teacher brought a tape recorder into the 
classroom because he had understood English 
language learning to be synonymous with trans-
lation. Yanase is dismayed by the quantitative 
values applied to English communicative compe-
tence via TOEFL and TOEIC scores and empha-
sizes educational goals as opposed to the business 
goals prevalent in commercial ELT companies. 
Invoking theories of communicative competence, 
he led participants through considerations of 
language usage appropriate to situations and 
the various ways communication is negotiated 
through anticipation of intended meaning. He 
pointed out that while talking he was watching 
our reactions which in turn affected his perform-
ance and implied our participation in the pres-
entation as tends to happen in all verbal interac-
tions. Via diagrams, he explained how linguistic 
knowledge combines with world knowledge to 
provide strategic competence, the real driving 
force behind meaningful conversation.

Reported by Dave Pite

Okayama: February—Tips for making your teach-
ing more effective by Shirley Leane. Leane shared 
practical insights from her teacher training experi-
ences in Australia. Attendees discussed the impor-
tance of color, eye contact, gestures and move-
ment, clear handwriting, discipline, and a sense 
of community within a classroom. The presenta-
tion’s workshop format allowed for the sharing of 
theories and personal experiences related to these 
topics. The speaker provided an opportunity for 
teachers to reflect on practices that are often over-
looked or taken for granted, as they focus more 
on other aspects of teaching. One cultural differ-
ence noted was making eye contact with a student 
when disciplining, which is not recommended in 
Australia but good practice in Japan.

Reported by Richard Lemmer
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…with James McCrostie 
<job-info@jalt-publications.org>

to list a position in The Language 
Teacher, please submit online at 
<jalt-publications.org/tlt/jobs/> 
or email James McCrostie, Job 
Information Center editor, <job-
info@jalt-publications.org>. 
Online submission is preferred. 
please place your ad in the body 
of the email. the notice should 
be received before the 15th of 
the month, 2 months before 
publication, and should contain the 

following information: location, name of institution, title of 
position, whether full- or part-time, qualifications, duties, sal-
ary and benefits, application materials, deadline, and contact 
information. Be sure to refer to TLT’s policy on discrimina-
tion. any job advertisement that discriminates on the basis of 
gender, race, age, or nationality must be modified or will not 
be included in the JIC column. all advertisements may be 
edited for length or content.

Job Information Center Online

recent job listings and links to other job-related websites can 
be viewed at <jalt-publications.org/tlt/jobs/>

Shinshu: February—The possibilities of learning 
on the move: Investigating an intelligent mobile 
phone-based vocabulary tutor by Glenn Stock-
well. Mobile learning has been identified for 
some years now as the future direction that Com-
puter Assisted Language Learning (CALL), as a 
field, is expected to move as technologies become 
more accessible to a wider range of learners. Our 
knowledge of how learners perceive the mobile 
technologies in terms of their willingness to use 
them for language learning, however, is still rela-
tively unknown. The study investigated learners 

of English at a Japanese university who were 
assigned vocabulary learning activities on either a 
mobile phone or desktop computer to determine 
their intentions to use mobile phones for lan-
guage learning or other options, to compare this 
with their actual usage patterns, and to determine 
when and why learners used mobile phones. The 
results were discussed in terms of the readiness 
of learners to undertake mobile-based language 
learning activities and considerations that must 
be kept in mind when using the mobile platform.

Reported by David Ockert

Talking philosophy
“I’ll show you mine, if you show me yours,” I 
nervously suggested to my officemate. We’d been 
constantly eyeing each other throughout the final 
year of our contract and he quickly agreed. Of 
course we weren’t the first teachers desperate to 
relieve the pressures of job hunting. Writing a 
statement of teaching philosophy often leads to 
panic and the borrowing of ideas from fellow job 
hunters.

The most amorphous part of an application 
package, a good statement of teaching philoso-
phy typically begins with a broad description of 
your ideas about teaching and language learning 
and then provides concrete examples of how you 
carry them out in the classroom. Approach the 
writing of the statement not as just another hoop 
to jump through to apply for a job, but as prepa-
ration for answering job interview questions.

When writing your teaching philosophy take 
care not to simply list the courses you’ve taught 
or to regurgitate your résumé. Instead, discuss 
the theories that your teaching is based on. That 
means keeping up to date on the literature but 
doesn’t mean overloading your statement with 
unnecessary jargon. 

What do the people in charge of hiring look for 
in a teaching philosophy essay? Hiring committee 
members have told me that a common problem is 
essays written in an overly abstract and general 
way. Similarly, Japanese graduate students are 
enjoined by their supervisors to write statements 
in a concise and academically organized man-
ner. The hiring committee wants to make sure 
job applicants aren’t following theories that are 
either hopelessly out of date (or in some cases too 
cutting edge) and that they can properly organ-
ize and express their ideas while keeping within 
stated word limits.

After beginning with a general discussion of 
the theories informing your teaching philosophy, 
the next step is to give concrete examples. Never 
include sweeping statements such as I teach classes 
in a student-centred way or I encourage learner auto-
mony unless you can back them up with examples 
of what your students did in the classroom. That 
means restraining yourself from telling hiring 
committees what you think they want to hear by 



THE LANGUAGE TEACHER 32.07  •  JULy 2008

CoLUmN  •  JOB INFOrMatION CeNter 61

dropping the latest buzzwords into your essay, 
unless of course you can support them with ex-
amples from your classroom. 

Like résumés, statements of teaching phi-
losophy should be written specifically for each 
application. If the job entails teaching writing, 
discuss examples from your writing classes. Try 
to find out as much as possible about the school, 
students, and teachers before writing your state-
ment.

Before mailing it off, have someone proofread 
your essay and remember that people in charge 
of hiring English teachers still consider applica-
tion materials containing typos or grammatical 
mistakes to be bad form. Finally, someone is 
going to have to make copies of your essay for all 
the search committee members. If your statement 
is longer than one page, use a paper clip to fasten 
the pages.

Further Reading
Writing tips to help you get started on a teaching portfolio. 

Retrieved May 15, 2008 from <depts.washington.
edu/cidrweb/resources/writingtips.html>.

What’s a statement of teaching philosophy and what should 
it include? Retrieved May 15, 2008 from <chronicle.
com/forums/index.php/topic,34734.0.html>.

Job Openings
The Job Information Center lists only brief sum-
maries of open positions in TLT. Full details of 
each position are available on the JALT website. 
Please visit <www.jalt-publications.org/tlt/
jobs/> to view the full listings.

Location: Kanagawa-ken, Sagamihara-shi
School: Aoyama Gakuin University
Position: Full-time tenured instructor
Start date: 1 April 2009
Deadline: 5 July 2008

Location: Kanagawa-ken, Fujisawa-shi
School: Keio SFC Jr. & Sr. High School
Position: Full-time teacher
Start date: 1 April 2009
Deadline: 12 July 2008

Location: Miyagi-ken, Sendai-shi
School: Miyagi University
Position: Full-time associate professor or profes-
sor
Start date: 1 October 2008 or 1 April 2009
Deadline: 15 July 2008

Location: Fukuoka-ken, Kurume-shi
School: Kurume University Institute of Foreign 
Language Education
Position: Part-time instructor
Start date: 1 April 2009
Deadline: 26 September 2008

Location: Kanagawa-ken, Sagamihara-shi
School: Aoyama Gakuin University
Position: Part-time instructors
Start date: 1 April 2009
Deadline: 30 September 2008

TLT / Job Information Centre 
Policy on discrimination

The editors oppose discriminatory language, 
policies, and employment practices, in ac-
cordance with Japanese and international law. 
Exclusions or requirements concerning gender, 
age, race, religion, or country of origin should 
be avoided in announcements in the JIC Posi-
tions column, unless there are legal require-
ments or other compelling reasons for such 
discrimination, and these reasons are clearly 
explained in the job announcement. The edi-
tors reserve the right to edit ads for clarity, 
and to return ads for rewriting if they do not 
comply with this policy.

TLTでは、日本の法律、国際法および良識に従って、
言語、政策および雇用慣習の差別に反対します。JICコ
ラムでは性別、年齢、人種、宗教、出身国（「英国」、「ア
メリカ」ではなく母語能力としての国）に関する、排除や
要求はしません。そうした差別がなされる場合には、明
確に説明されるべきです。編集者は、明瞭に求人広告
を編集し、かつこの方針に応じない場合には求人広告
を棄却する権利を持ちます。

Look out for the Job Information Centre at the conference! 
More information in upcoming issues of TLT.
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National Officers
President — } Steve Brown; <prez@jalt.org>
Vice President— } Cynthia Keith; <vp@jalt.org>
Director of Treasury— } Kevin Ryan;  
<treasury@jalt.org>
Director of Membership— } Ann Mayeda; 
<membership@jalt.org>
Director of Programs— } Philip McCasland; 
<programs@jalt.org>
Director of Public Relations— } Sayoko 
Yamashita; <publicity@jalt.org>
Director of Records— } Donna Tatsuki; 
<records@jalt.org>
Auditor— } Tadashi Ishida; <auditor@jalt.org> 

Appointed Officers
Business Manager— } Andrew Zitzmann;  
<business@jalt.org>
Central Office Supervisor— } Junko Fujio;  
<jco@jalt.org>
Chapter Representative Liaison— } Steve 
Quasha; <chaprep@jalt.org>
SIG Representative Liaison— } Megumi Kawate-
Mierzejewska; <sigrep@jalt.org>
JALT2008 Conference Chairs— } Caroline 
Latham; <kamadutoo@yahoo.com>; Alan 
Mackenzie
JALT2008 Programme Chair— } Aleda Krause;  
<conf-program@jalt.org>
JET Liaison— } Marcos Benevides; <jet-liaison@
jalt.org> 

Publications Officers
Publications Board Chair— } Kim Bradford-
Watts; <pubchair@jalt.org>
JALT Journal }  Editor—Steve Cornwell;  
<jj-editor@jalt-publications.org>
TLT }  Staff—See the back of this issue
Conference Proceedings Editor— } Kim 
Bradford-Watts;  
<proc_editor@jalt-publications.org> 

Chapter Contacts
Akita— } Takeshi Suzuki; t: 018-422-1562;  
<takeshis@mail.edinet.ne.jp>; 
<www.edinet.ne.jp/~takeshis/jalt.htm>
Chiba— } Fiona MacGregor; t: 047-555-8827; 
<fjmacgregor@yahoo.ca>;  
<jalt.org/groups/Chiba>
East Shikoku— } Lawrie Hunter;  
<lawrie_hunter@kochi-tech.ac.jp>;  
<jalt.org/groups/East_Shikoku> 
Fukui— } Takako Watanabe; t/f: 0776-34-8334;  
<wtakako@vesta.ocn.ne.jp>;  
<jalt.org/groups/Fukui>
Fukuoka— } Jack Brajcich;  <brajcich@fukujo.ac.jp>; 
<jalt.org/groups/Fukuoka>
Gifu— } John Gunning;  
<kinkajapanmtb@yahoo.com>;   
<jalt.org/groups/Gifu>
Gunma— } Michele Steele; <psisnowar@ybb.
ne.jp>;  <www.harahara.net/JALT/>
Hamamatsu— } Greg O’Dowd; <gvg75@hotmail.
com>; Gregg McNabb; <mcnabb@ns.sist.ac.jp>;  
<hamamatsujalt.org>
Himeji— } <www.geocities.com/yamataro670/
Himeji-JALT.htm>
Hiroshima— } Caroline Lloyd; t: 082-228-2269; 
<cajan3@yahoo.co.uk>; <hiroshimajalt.org/>
Hokkaido— } Ken Hartmann; t/f: 011-584-7588; 
<office@jalthokkaido.net>;  
<www.jalthokkaido.net>
Ibaraki— } Dan Waldhoff;  
<dwaldhoff@gmail.com>;  
<www.kasei.ac.jp/JALT/>
Iwate— } Mary Burkitt; t/f: 019-663-3132; 
<iwatejalt@hotmail.com>;  
<jalt.org/groups/Iwate>
Kagoshima— } Takako Matoba; t: 099-216-8800; 
f: 099-216-8801; <prez@jalt-kagoshima.org>; 
<www.jalt-kagoshima.org>
Kitakyushu— } Margaret Orleans;  
<tommysibo@yahoo.com>;   
<www.jalt.org/chapters/kq/>
Kobe— } David Heywood;  
heywood@smile.ocn.ne.jp;  
kobejalt.bravehost.com/
Kyoto— } Heidi Evans; <publicity@kyotojalt.
org>; <www.kyotojalt.org>
Matsuyama— } Kiyoshi Shioiri;  
<kshioiri@shinonome.ac.jp>;  
 <MatsuyamaJALT.50megs.com/>

For changes and additions, please contact the editor  
<contacts@jalt-publications.org>. More extensive listings 
can be found in the annual JALT Information & Directory.

62 CoLUmN • JALT CONTACTS
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Miyazaki— } Paul Hullah; 0985-58-7449 (w); 
<hullah@cc.miyazaki-u.ac.jp>;   
<allagash.miyazaki-mu.ac.jp/MiyaJALT/>
Nagasaki— } Melodie Cook;  
<m.cook@sun.ac.jp>;  
<jalt.org/groups/Nagasaki>
Nagoya— } Katsumi Ito; t: 070-5642-3339;  
f: 0569-34-2489; <itokatsumi@h5.dion.ne.jp>; 
<jaltnagoya.homestead.com>
Nara— } Steven Nishida;  
<steven.nishida@gmail.com>; t/f 0742-51-1702;   
<groups.yahoo.com/group/Nara_JALT/> 
Okayama— } Shirley Leane; <okayamashirley 
@gmail.com>; <jalt.org/groups/Okayama>
Okinawa— } Caroline Latham;  
t: 090-1945-5224 <kamadutoo@yahoo.com>; 
<www.okinawateacher.com>
Omiya— } Ruth Kambartel;  
<rkambart@mail.saitama-u.ac.jp>; 
<jalt.org/chapters/omiya/>
Osaka— } Robert Sanderson; <sanderson808@
gol.com>; <www.osakajalt.org>
Sendai— } John Wiltshier; <johnw@myu.ac.jp>;  
<jaltsendai.terapad.com>
Shinshu— } Fred Carruth; t: 0263-36-3356; 
<fredcarruth@hotmail.com>; Mary Aruga;  
t: 0266-27-3894; <mmaruga@aol.com>;  
<jalt.org/groups/Shinshu>
Shizuoka— } Masahiko Goshi;  
<goshimms@ybb.ne.jp>;  
<jalt.org/groups/Shizuoka>
Tokyo— } Stan Pederson; <spjalt@yahoo.com>; 
<www.jalt.org/groups/tokyo>
Toyohashi— } Simon Sanada; t: 0532-46-6299; 
<sanada@vega.aichi-u.ac.jp>; 
<www.kokusai.aichi-edu.ac.jp/jalttoyohashi/
entry.html>
West Tokyo— } Alan Stoke; <ams-tut@gol.com>;  
<www.geocities.com/jaltwesttokyo>
Yamagata— } Fumio Sugawara; t/f: 0238-85-2468; 
<chricofu@sgic.jp>;  
<jalt.org/groups/Yamagata>
Yokohama— } Dan Ferreira;  
<yojaltpublicity@yojalt.org>; <yojalt.org/> 

SIG Contacts
Bilingualism— } Bernadette Luyckx;  
t: 046-872-3416; <luyckx@cool.email.ne.jp>; 
<www.bsig.org>
College and University Educators— } Matthew 
Apple; 0774-65-7070 (w);  
<matthewtapple@mac.com>; <jaltcue-sig.org/>
Computer-Assisted Language Learning— }
Paul Daniels (Coordinator); <sig-coordinator@
jaltcall.org>; Journal editorial team <sig-
newsletter@jaltcall.org>; <jaltcall.org>
Extensive Reading (forming)— } Daniel Stewart; 
<stewart_reading@mac.com>
Gender Awareness in Language Education— }
Salem Hicks; <salemhicks2@yahoo.com>;  
<www.tokyoprogressive.org.uk/gale/>
Global Issues in Language Education— }  
Kip Cates; t/f: 0857-31-5148 (w);  
<kcates@rstu.jp>; <www.gilesig.org>
Japanese as a Second Language— } Hiroko Sato;  
t: 0475-23-8501; <hirokosato36@ybb.ne.jp>; 
<jalt.org/groups/JSL>
Junior and Senior High School— } William 
Matheny; t: 052-624-3493; <willheny@nifty.
ne.jp>; <www.juniorseniorhighsig.org>
Learner Development— } Hugh Nicoll;  
<hnicoll@gmail.com>; <ld-sig.org/>
Lifelong Language Learning— } Eric Skier;  
<skier@ps.toyaku.ac.jp>;  
<www.eigosenmon.com/lllsig/>
Materials Writers— } Jim Smiley;  
t. 022-233-3268; <mw@jalt.org>;  
<uk.geocities.com/materialwritersig/>
Other Language Educators— } Rudolf Reinelt;  
t/f: 089-927-6293(h); t/f: 089-927-9359(w);  
<reinelt@iec.ehime-u.ac.jp>
PALE— } Robert Aspinall;  
<aspinall@biwako.shiga-u.ac.jp>;  
<www.debito.org/PALE/>
Pragmatics— } Megumi Kawate-Mierzejewska; 
<mierze@tuj.ac.jp>;  
<groups.yahoo.com/group/jaltpragsig>
Study Abroad (forming)— } Todd Thorpe; 
<toddthorpe@hotmail.com>
Teacher Education— } Paul Beaufait;  
<pab@pu-kumamoto.ac.jp>
Teaching Children— } Naoko McLellan; 
<nk.mclellan@gmail.com>; 
<tcsig.jalt.org>
Testing and Evaluation— } Jeff Hubbell;  
<01jhubbell@jcom.home.ne.jp>;  
<www.jalt.org/test>
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…with Alan Stoke 
<conferences@jalt-publications.org>

New listings are welcome. please 
email information (including a 
website address) to the column 
editor as early as possible, prefer-
ably by the 15th of the month, at 
least 3 months before a conference 
in Japan, or 4 months before an 
overseas conference. thus, 15 July 
is the deadline for an October con-
ference in Japan or a November 

conference overseas. Feedback or suggestions on the 
usefulness of this column are also most welcome.

Upcoming Conferences
5-6 Jul 08—CUE2008: Language Education in 
Transition, at Kinki U., Osaka. Sponsored by 
JALT College and University Educators SIG and 
Osaka chapter. Contact: <jaltcue-sig.org/>

21-25 Jul 08—35th International Systemic Func-
tional Congress: Voices Around the World, at 
Macquarie U., Sydney. Contact: <minerva.ling.
mq.edu.au/isfc/call.html>

21-26 Jul 08—18th International Congress of 
Linguists, at Korea U., Seoul. Contact: <cil18.
org>

31 Jul-3 Aug 08—PROMS 2008: Pacific Rim 
Objective Measurement Symposium, at Ochano-
mizu U. To promote the use of Rasch measure-
ment models to analyze data from assessments, 
including educational measurement. On one day 
the symposium will focus on language learn-
ing and assessment, including development of 
questionnaires. Participants will have an opportu-
nity to consult with a researcher on how to apply 
the Rasch model. There will also be workshops 
to demonstrate Rasch-based software. Contact: 
<www.proms-tokyo.org>

5-6 Aug 08—WorldCALL2008: Third Interna-: Third Interna- Third Interna-
tional Conference, in Fukuoka. Contact: <www.j-
let.org/~wcf/modules/tinyd0/>

13-15 Aug 08—Second International Conference 
on Professional Development for Foreign Lan-
guage Teachers: Challenges for the New Millen-
nium, in Medellín, Colombia. Contact: <idiomas.
udea.edu.co/portal/>

20-23 Aug 08—36th JACET Summer Seminar: 
Perspectives on Language Teacher Development, 
at Kusatsu Seminar House, Gunma (limited to 
40 participants). Simon Borg (U. of Leeds) will 
present on: Introducing Language Teacher Cogni-
tion; Teacher Cognition and Grammar Teaching; 
Teacher Cognition and Teacher Education; Teach-
ers’ Conceptions of Research. Contact: <www.
jacet.org/>

23-24 Aug 08—20th Annual Kusatsu Summer 
Seminar, at Kusatsu Seminar House, Gunma 
(limited to 40 participants, on a first-registered, 
first-served basis). Featured speaker Kim Brad-). Featured speaker Kim Brad-. Featured speaker Kim Brad-Featured speaker Kim Brad-eatured speaker Kim Brad-
ford-Watts will present on Speaking in English as 
an L2. Contact: See details and registration form 
at <www.harahara.net/JALT/kusatsu.htm>

24-29 Aug 08—15th World Congress of Applied 
Linguistics: Multilingualism: Challenges and 
Opportunities, in Essen. Contact: <www.aila2008.
org>

30 Aug-2 Sep 08—Antwerp CALL2008: 13th 
International CALL Research Conference: 
Practice-Based and Practice-Oriented CALL Re-and Practice-Oriented CALL Re- Practice-Oriented CALL Re-
search, at U. of Antwerp. Contact: <www.ua.ac.
be/main.aspx?c=.CALL2008>

11-13 Sep 08—JACET 47th Annual Convention: 
What is Global English Communicative Com-
petence? A Reconsideration of English Educa-? A Reconsideration of English Educa- A Reconsideration of English Educa-
tion in Japan, at Waseda U. Contact: <jacet.
org/2008convention/index.html>

11-13 Sep 08—British Association for Applied 
Linguistics 2008: Taking the Measure of Ap-
plied Linguistics, at Swansea U., Wales. Contact: 
<www.baal.org.uk/confs.htm>

18-20 Sep 08—2008 English Australia Confer-
ence: Engaging with the Many Dimensions 
of ELICOS: Learning, Teaching, Supporting, 
Marketing, Leading, in Canberra. (ELICOS means 
English Language Intensive Courses for Overseas 
Students.) Contact: <www.eaconference.com.au>

26-27 Sep 08—Technology for Second Language 
Learning Sixth Annual Conference: Developing 
and Evaluating Language Learning Materials, 
at Iowa State U. Contact: <apling.public.iastate.
edu/TSLL/>

17-19 Oct 08—31st Annual Second Language 
Research Forum: Exploring SLA: Perspectives, 
Positions, and Practices, at U. of Hawaii, Manoa. 
Contact: <nflrc.hawaii.edu/slrf08/>
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23-26 Oct 08—NCYU 2008 Second International 
Conference on Applied Linguistics: Global and 
Domestic Perspectives, at National Chiayi U., 
Taiwan. Contact: <web.ncyu.edu.tw/~chaochih/
ncyu2008ical.htm>

25-26 Oct 08—KOTESOL 2008 International 
Conference: Responding to a Changing World, in 
Seoul. Contact: <www.kotesol.org/>

26 Oct 08—Linguapax Asia 2008: Language and 
Propaganda: The Uses of Linguistic Influence, at 
U. of Tokyo, Komaba. Contact: <www.linguapax-
asia.org/>

31 Oct-3 Nov 08—PAC7 at JALT2008: Seventh 
Conference of the Pan-Asian Consor-onference of the Pan-Asian Consor-
tium of Language Teaching Societies, held 
concurrently with the 34th JALT Interna-JALT Interna-
tional Conference on Language Teaching and 
Learning: Shared Identities: Our Interweaving 
Threads, and the Sixth Asian Youth Forum, 
at National Olympics Memorial Youth Center, 
Tokyo. Contact: <jalt.org/conference/>. PAC 
is a series of conferences, publications, and 
research networks, founded in 1994, and 
motivated by a belief that teachers of English 
around Asia have much to share and learn 
from each other. Currently, seven associations 
of EFL/ESL teachers are members, represent-FL/ESL teachers are members, represent-teachers are members, represent-
ing Korea, the Philippines, the Russian Far 
East, Singapore, Taiwan, Thailand, and Japan. 
Previous PAC conferences have been held 
in Bangkok (1997), Seoul (1999), Kitakyushu 
(2001), Taipei (2002), Vladivostok (2004), and 
Bangkok (2007). Contact: <www.pac-teach.
org/> <www.asianyouthforum.org/>

29-30 Nov 08—Second Annual Japan Writers 
Conference, at Nanzan U., Nagoya. Contact: 
<japanwritersconference.org/>

4-7 Dec 08—CLaSIC 2008: Third CLS Interna--7 Dec 08—CLaSIC 2008: Third CLS Interna-7 Dec 08—CLaSIC 2008: Third CLS Interna-: Third CLS Interna-Third CLS Interna-
tional Conference: Media in Foreign Language 
Teaching and Learning, at National U. of Singa-
pore. Contact: <www.fas.nus.edu.sg/cls/cla-www.fas.nus.edu.sg/cls/cla-
sic2008/>

15-17 Dec 08—CALPIU Conference 2008, the 
first open conference arranged by the CALPIU 
network for the study of Cultural and Linguistic 
Practices in International Universities, at Roskilde 
U., Denmark. Contact: <imw.ruc.dk//calpiu/
calpiu/conference>

25-28 Mar 09—TESOL 2009, in Denver. Contact: 
<www.tesol.org/s_tesol/index.asp>

Calls for Papers or Posters
Deadline: 10 Jul 08 (for 27–28 Sep 08)—2008 
Peace as a Global Language Conference, at 
Seisen U., Tokyo. Contact: <www.pgljapan.org>

Deadline: 19 Jul 08 (for 8-10 Dec 08)—Inaugural 
Conference of the Asia-Pacific Rim LSP and Pro-
fessional Communication Association: Partner-
ships in Action: Research, Practice and Training, 
at City U. of Hong Kong and Hong Kong Poly-City U. of Hong Kong and Hong Kong Poly-. of Hong Kong and Hong Kong Poly- of Hong Kong and Hong Kong Poly-
technic U. (LSP means Languages for Specific 
Purposes.) Contact: <www.engl.polyu.edu.hk/
lsp/APacLSP08>

Deadline: 15 Aug 08 (for 21-24 Mar 09)—AAAL 
2009 Annual Conference, in Denver. Contact: 
<www.aaal.org/conferences/aaalConferences.
php>

Deadline: 1 Sep 08 (for 11-13 Jun 09)—Interna-: 1 Sep 08 (for 11-13 Jun 09)—Interna- 1 Sep 08 (for 11-13 Jun 09)—Interna-(for 11-13 Jun 09)—Interna-for 11-13 Jun 09)—Interna-)—Interna-—Interna-
tional Society for Language Studies Confer-
ence: Critical Language Studies: Focusing on 
Power, in Orlando. Contact: <www.viethcon- <www.viethcon-
sulting.com/members/proposals/propselect.
php?orgcode=ISLS&prid=48559>

Deadline: 22 Sep 08 (for 31 Mar-4 Apr 09)—43rd 
Annual International IATEFL Conference and 
Exhibition, in Cardiff. Contact: <www.iatefl.org/
content/conferences/index.php>

Deadline: 31 Oct 08 (for 13-16 Sep 09)—Third Bi-(for 13-16 Sep 09)—Third Bi-for 13-16 Sep 09)—Third Bi-)—Third Bi-—Third Bi-Third Bi-rd Bi-
ennial International Conference on Task-Based 
Language Teaching: Tasks: Context, Purpose 
and Use, in Lancaster, UK. Contact: <www.lancs.
ac.uk/fass/events/tblt2009/index.htm>

Deadline: 17 Nov 08 (for 16–19 Apr 09)—CAT-17 Nov 08 (for 16–19 Apr 09)—CAT-(for 16–19 Apr 09)—CAT-for 16–19 Apr 09)—CAT-)—CAT-—CAT-
ESOL 40th Annual State Conference: Whole 
Learner, Whole Teacher, with H. Douglas Brown 
as a featured speaker, in Pasadena. Contact: 
<www.catesol2009.org/>

Deadline: 8 Dec 08 (for 18-20 Jun 09)—LPLL 
2009: Language Policy and Language Learn-
ing: New Paradigms and New Challenges, 
hosted in Limerick by the Irish Association for 
Applied Linguistics. Contact: <www.ul.ie/~lcs/
lpll2009/>
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The editors welcome submissions of materials concerned with all aspects of language education, particularly with 
relevance to Japan. If accepted, the editors reserve the right to edit all copy for length, style, and clarity, without 
prior notification to authors. Materials in English should be sent in Rich Text Format by either email (preferred) or 
post. Postal submissions must include a clearly labeled floppy disk or CD-ROM and one printed copy. Manuscripts 
should follow the American Psychological Association (APA) style as it appears in The Language Teacher. Please 
submit materials to the contact editor indicated for each column. Deadlines are indicated below.

日本国内での語学教育に関わる投稿をお待ちしています。できるだけ電子メールにリッチ・テキスト・フォーマットの添付ファイルでお送
り下さい。郵送の場合には、フロッピーディスクかCD-ROMにラベルを張り、プリントアウトしたものと一緒にお送り下さい。書式はアメリカ
心理学協会(APA)スタイルに基づき、スタッフリストページにある各コラムの編集者まで締め切りに留意して、提出してください。提出され
たものにつきましては編集者に一任していただくことになります。

departments
My Share. Submissions should be original teaching 
techniques or a lesson plan you have used. Readers 
should be able to replicate your technique or lesson 
plan. Submissions should:

• be up to 700 words
• have the article title, the author name, affiliation, 

email address, and word count at the top of the 
first page

• include a Quick Guide to the lesson plan or 
teaching technique 

• follow My Share formatting
• have tables, figures, appendices, etc. attached as 

separate files
• include copyright warnings, if appropriate.

 Send as an email attachment to the My Share editor. 
マイシェア：学習活動に関する実践的なアイデアについて、テクニ
ックや教案を読者が再利用できるように紹介するものです。1,000
字以内で最初のページにタイトル、著者名、所属、電子メールアド
レスと文字数をお書き下さい。表、図、付録なども含めることがで
きますが、著作権にはお気をつけ下さい。My Share 担当編集者に
電子メールの添付ファイルでお送り下さい。

Book Reviews. We invite reviews of books and other 
educational materials. Contact the Publishers’ Review 
Copies Liaison <pub-review@jalt-publications.org> for 
material listed in the Recently Received column, and 
the Book Reviews editor if you wish to review unlisted 
material, including websites or other online resources. 
Review articles treating several related titles are particu-
larly welcome. Submissions should:

• show a thorough understanding of the material 
reviewed in under 750 words

• reflect actual classroom usage in the case of 
classroom materials

• be thoroughly checked and proofread before 
submission.

Send as an email attachment to the Book Reviews editor. 
書評：本や教材の書評です。書評編集者<pub-rev iew@ja lt-
publications.org>に問い合わせ、最近出版されたリストからお選びい
ただくか、もしwebサイトなどのリストにない場合には書評編集者と
連絡をとってください。複数の関連するタイトルを扱うものを特に歓
迎します。書評は、本の内容紹介、教室活動や教材としての使用法に
触れ、書評編集者まで電子メールの添付ファイルでお送り下さい。

JALT Focus. Submissions should be directly related to re-
cent or upcoming developments within JALT, preferably 
on an organization-wide scale. Submissions should:

• be no more than 750 words
• be relevant to the JALT membership as whole
• encourage readers to participate more actively 

in JALT on both a micro and macro level.
 Deadline: 15th of the month, 11/2 months prior to pub-
lication. Send as an email attachment to the JALT Focus 
editor.
JALTフォーカス：JALT内の進展を会員の皆様にお伝えするもの
です。どのJALT会員にもふさわしい内容で、JALTに、より活動的
に参加するように働きかけるものです。1,600字程度で、毎月15日
までにお送り下さい。掲載は１月半後になります。JALTフォーカス
編集者まで電子メールの添付ファイルでお送り下さい。

JALT Notices. Submissions should be of general rele-
vance to language learners and teachers in Japan. JALT 
Notices can be accessed at <www.jalt-publications.
org/tlt/focus/>. Calls for papers or research projects 
will be accepted; however, announcements of confer-
ences, colloquia, or seminars should be submitted to 
the Conference Calendar. Submissions:

• should be no more than 150 words
• should be submitted as far in advance as is pos-

sible
• will be removed from the website when the an-

nouncement becomes outdated.

Submissions can be sent through the JALT Notices on-
line submissions form.
掲示板：日本での論文募集や研究計画は、オンライン<www.jalt-
publications.org/tlt/focus/>で見ることができます。できるだけ前もっ
て掲載いたしますが、終了次第、消去いたします。掲示板オンライン
・サブミッション形式に従い、400字以内で投稿して下さい。なお、
会議、セミナーは Conference Calendar で扱います。

SIG News. JALT’s Special Interest Groups may use this 
column to report on news or events happening within 
their group. This might include mini-conferences, pre-
sentations, publications, calls for papers or presenters, 
or general SIG information. Deadline: 15th of month, 6 
weeks prior to publication. Send as an email attach-
ment to the SIG News editor.
SIGニュース：SIGはニュースやイベントの報告にこのカラムを使用
できます。会議、プレゼンテーション、出版物、論文募集、連絡代
表者などの情報を記入下さい。締め切りは出版の2か月前の15日ま
でに、SIG委員長に電子メールの添付ファイルで送ってください。

Chapter Events. Chapters are invited to submit up-
coming events. Submissions should follow the precise 
format used in every issue of TLT (topic, speaker, date, 
time, place, fee, and other information in order, fol-
lowed by a 60-word description of the event).
Meetings scheduled for early in the month should be 
published in the previous month’s issue. Maps of new 
locations can be printed upon consultation with the 
column editor. Deadline: 15th of the month, 2 months 
prior to publication.  Send as an email attachment to the 
Chapter Events editor. 
支部イベント：近づいている支部のイベントの案内情報です。トピ
ック、発表者、日時、時間、場所、料金をこの順序で掲載いたしま
す。締め切りは、毎月15日で、2ヵ月前までに、支部イベント編集者
に電子メールの添付ファイルでお送り下さい。

Chapter Reports. This column is a forum for sharing syn-
opses of presentations given at JALT chapters around Ja-
pan. Submissions must therefore reflect the nature of the 
column and be written clearly and concisely.  Chapters are 
limited to one report per month. Submissions  should:

• be interesting and not contain extraneous infor-
mation

• be in well-written, concise, informative prose
• be made by email only – faxed and/or postal 

submissions are not acceptable
• be approximately 200 words in order to explore 

the content in sufficient detail
• be structured as follows: Chapter name; Event 

date; Event title; Name of presenter(s); Synopsis; 
Reporter’s name.

Send as an email attachment to the Chapter Reports editor.
支部会報告：JALT地域支部会の研究会報告です。有益な情報をご
提供下さい。600文字程度で簡潔にお書き下さい。支部名、日時、イ
ベント名、発表者名、要旨、報告者名を、この順序でお書き下さい。
支部会報告編集者まで電子メールの添付ファイルでお送り下さい。
ファックスや郵便は受理いたしませんので、ご注意下さい。

Job Information Center. TLT encourages all prospective 
employers to use this free service to locate the most quali-
fied language teachers in Japan. The notice should:

• contain the following information:  
City and prefecture, Name of institution, Title of 
position, Whether full- or part-time, Qualifica-
tions, Duties, Salary & benefits, Application 
materials, Deadline, Contact information

• not be positions wanted. (It is JALT policy that 
they will not be printed.)

Deadline: 15th of month, 2 months prior to publication.  
Send as an email attachment to the JIC editor.
求人欄：語学教育の求人募集を無料でサービス提供します。県と
都市名、機関名、職名、専任か非常勤かの区別、資格、仕事内容、
給料、締め切りや連絡先を発行２ヶ月前の15日までにお知らせ下
さい。特別の書式はありません。JIC担当編集者に電子メールの添
付ファイルでお送り下さい。
Conference Calendar. Announcements of conferences 
and their calls for papers as well as for colloquia, 
symposiums, and seminars may be posted in this col-
umn. The announcement should be up to 150 words. 
Deadline: 15th of month, at least 3 months prior to the 
conference date for conferences in Japan and 4 months 
prior for overseas conferences. Send within an email 
message to the Conference Calendar editor.
催し：コロキウム、シンポジウム、セミナー、会議のお知らせと、論
文募集の案内です。Conference Calendar編集者に400語程度で電
子メールの添付ファイルでお送り下さい。締め切りは毎月15日で、
日本、および海外の会議で３ヶ月前までの情報を掲載します。

Feature Articles
English Features. Submissions should be well-written, 
well-documented, and researched articles. Analysis 
and data can be quantitative or qualitative (or both). 
Manuscripts are typically screened and evaluated 
anonymously by members of The Language Teacher Edi-
torial Advisory Board. They are evaluated for degree 
of scholarly research, relevance, originality of conclu-
sions, etc. Submissions should:

• be up to 3,000 words (not including appendices)
• have pages numbered, paragraphs separated by 

double carriage returns (not tabbed), and sub-
headings (boldfaced or italic) used throughout 
for the convenience of readers

• have the article’s title, the author’s name, affili-
ation, contact details, and word count at the top 
of the first page

• be accompanied by an English abstract of up to 
150 words (translated into Japanese, if possible, 
and submitted as a separate file)

• be accompanied by a 100-word biographical 
background

• include a list of up to 8 keywords for indexing
• have tables, figures, appendices, etc. attached as 

separate files.
 Send as an email attachment to the co-editors. 
日本語論文：実証性のある研究論文を求めます。質的か、計量的か
（あるいは両方)で追究された分析やデータを求めます。原稿は、匿
名のTLTの査読委員により、研究水準、関連性、結論などの独創性
で評価されます。8,000語(資料は除く）以内で、ページ番号を入れ、
段落ごとに２行あけ、副見出し(太文字かイタリック体)を付けて下さ
い。最初のページの一番上に題名、著者名、所属、連絡先および語
彙数をお書き下さい。英文、和文で400語の要旨、300語の著者略歴
もご提出下さい。表、図、付録も可能です。共同編集者まで電子メー
ルの添付ファイルでお送り下さい。

Readers’ Forum articles are thoughtful essays on top-
ics related to language teaching and learning in Japan. 
Submissions should:

• be of relevance to language teachers in Japan
• contain up to 2,500 words
• include English and Japanese abstracts, as per 

Features above
• include a list of up to 8 keywords for indexing
• include a short bio and a Japanese title.

 Send as an email attachment to the co-editors.
読者フォーラム：日本での言語教育、及び言語学習に関する思慮
的なエッセイを募集しています。日本での語学教師に関連してい
て、6,000字以内で、英文・和文の要旨、短い略歴および日本語のタ
イトルを添えて下さい。共同編集者まで電子メールの添付ファイル
でお送り下さい。

Interviews. If you are interested in interviewing a well-
known professional in the field of language teaching 
in and around Japan, please consult the editors first. 
Lengths range from 1,500-2,500 words.  Send as an 
email attachment to the co-editors.
インタビュー：日本国内外で言語教育の分野での「有名な」専門家
にインタビューしたい場合は、編集者に最初に意見をお尋ね下さ
い。3,600語から6,000語の長さです。共同編集者まで電子メールの
添付ファイルでお送り下さい。

Conference Reports. If you have attended a conference 
on a topic of interest to language teachers in Asia, write 
a 1,500-word report summarizing the main events.  
Send as an email attachment to the co-editors.
学会報告：語学教師に関心のあるトピックの大会に出席された場
合は、4000語程度に要約して、報告書を書いてください。共同編集
者まで電子メールの添付ファイルでお送り下さい。
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68 JALT • MEMBERSHIP INFORMATION
The Japan Association for Language 
Teaching (JALT)

a professional organization formed in 1976  • 
-1976年に設立された学術学会
working to improve language learning and • 
teaching, particularly in a Japanese context 
-語学の学習と教育の向上を図ることを目的とし
ています
over 3,000 members in Japan and overseas • 
-国内外で約 3,000名の会員がいます

Annual international conference 年次国際大会
1,500 to 2,000 participants • 
-毎年1,500名から2,000名が参加します
hundreds of workshops and presentations • 
-多数のワークショップや発表があります
publishers’ exhibition • 
-出版社による教材展があります
Job Information Centre • 
-就職情報センターが設けられます

JALT publications include:
The Language Teacher• —our monthly publica-
tion  - を毎月発行します
JALT Journal• —biannual research journal 
 - を年2回発行します
Annual Conference Proceedings • 
 - 年次国際大会の研究発表記録集を発行します
 SIG and chapter newsletters, anthologies, • 
and conference proceedings  
- 分野別研究部会や支部も会報、アンソロジー、
研究会発表記録集を発行します

Meetings and conferences sponsored by lo-
cal chapters and special interest groups (SIGs) 
are held throughout Japan. Presentation and 
research areas include:

Bi• lingualism
CALL• 
College and university education• 
Cooperative learning• 
Gender awareness in language education• 
Global issues in language education• 
Japanese as a second language• 
Learner autonomy• 
Pragmatics, pronunciation, second language • 
acquisition 
Teaching children• 
Lifelong language learning• 
Testing and evaluation• 
Materials develop• ment

支部及び分野別研究部会による例会や研究会は日本
各地で開催され、以下の分野での発表や研究報告が
行われます。バイリンガリズム、CALL、大学外国語
教育、共同学習、ジェンダーと語学学習、グローバ
ル問題、日本語教育、自主的学習、語用論・発音・
第二言語習得、児童語学教育、生涯語学教育研究部
会、試験と評価、教材開発。

JALT cooperates with domestic and interna-
tional partners, including [JALTは以下の国内外の
学会と提携しています]:

IATEFL—International Association of Teach-• 
ers of English as a Foreign Language
JACET—the Japan Association of College • 
English Teachers
PAC—the Pan Asian Conference consortium• 
TESOL—Teachers of English to Speakers of • 
Other Languages

Membership Categories 会員と会費
All members receive annual subscriptions to 
The Language Teacher and JALT Journal, and 
member discounts for meetings and confer-
ences. 会員はThe Language TeacherやJALT Journal等
の出版物を購読出来、又例会や大会にも割引価格で
参加出来ます。

Regular • 一般会員: ¥10,000
Student rate (undergraduate/graduate in • 
Japan) 学生会員（日本にある大学、大学院の学
生）: ¥6,000
Joint—for two persons sharing a mailing • 
address, one set of publications ジョイント
会員（同じ住所で登録する個人2名を対象とし、
JALT出版物は2名に１部）: ¥17,000
Group (5 or more) ¥6,500/person—one set of • 
publications for each five members 団体会員

（５名以上を対象とし、JALT出版物は5名につき
１部）：1名6,500円

For more information please consult our web-
site <jalt.org>, ask an officer at any JALT event, 
or contact JALT Central Office. 

JALT Central Office
Urban Edge Building, 5th Floor, 1-37-9 Taito, 
Taito- ku, Tokyo 110-0016 JAPAN
JALT事務局：〒110-0016東京都台東区台東1-37-9 
アーバンエッジビル５F 
t: 03-3837-1630; f: 03-3837-1631; <jco@jalt.org>  



What can we do?
10 small things we can do  
to play our part in JALT

We don't all have the time or resources to put a lot into JALT, but here 
are 10 small things that we can do to help the organisation. Each, on 
its own, will have little effect, but if we all help out, who knows?? 

Bring a non-member friend! At the next chapter or SIG event  ;
you attend, bring a new face along. Pay their entrance fee, 
make them feel welcome, and introduce them around.
Join a SIG! It costs just ¥1,500, gives you access to a whole  ;
new world of knowledge, and helps the SIG grow. 
Lend (don't give!) a non-member colleague a copy of your  ; TLT 
or JALT Journal to read. Show them what's available online 
at the JALT Publications website <jalt-publications.org>.
Make copies of the membership information page at the back  ;
of any TLT, staple surplus postal bank transfer forms from 
TLT to the pages and drop them in staff mailboxes.
Come to the JALT2008 in Tokyo next November. Go back to  ;
your chapter or SIG and organise a post-conference sharing 
session to encourage people to come in 2009!
Write something small—a review, a conference report, an  ;
interview, or a column article—and submit it to any JALT or 
SIG publication. Everyone starts somewhere!
Get  ; J - A - L - T tattoed across your knuckles . . .
Download conference advertising material from the  ;
conference website, print out copies on good quality paper, 
and put them on notice boards around your school.
Organise a group JALT membership with your colleagues or  ;
friends. It costs less, and helps introduce new people to JALT.
Volunteer to do something small. Bake scones for a chapter  ;
meeting. Introduce a speaker at a SIG event. Spend a few 
hours helping at JALT2008.

For more information on JALT, visit
<www.jalt.org>




