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In this talk | discuss perspective taking, the ability to see the
world through someone else’s eyes. This can happen if people
actually experience something that another person or group
has experienced, or if they imagine themselves in the shoes of
another. In my talk, | refer to both types of perspective taking.
In particular, | discuss the following: 1) what it might be like to
be a student in our own classrooms; 2) what insights we can
glean from our own language learning experiences; 3) what it
might be like to be a reader of our own writing; and 4) what
it is like to do scholarly reading and writing in an L2. Reflect-
ing on our teaching, learning, and professional writing from
diverse perspectives can help us expand how we understand
our students and our work as second language educators.
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P see the world through someone else’s eyes.
This can happen if people are given an
opportunity to experience something that an-
other person or group has experienced, or if they
are asked to imagine such experiences. [ refer to
both types of perspective taking and explore how
looking at our teaching, learning, and professional
writing from various perspectives can help us un-
derstand our work as second language educators in
more insightful ways.

ERSPECTIVE taking refers to the ability to

Many studies of perspective taking come out of
the experimental psychology literature that studies
stereotyping, discrimination, conflict, and autism.

Perspective taking

In this work, research-
ers design experiments
that seek to reveal
how different types

of perspective taking
influence people’s at-
titudes toward minori-
ties, cultural groups, or
relationships in their
lives. In some organi-
zational literature, the
concept of perspective
taking has been used
to study how com-
munication within
organizations can be
improved (Boland &
Tenkasi, 1995). Educa-
tion scholars have
used the concept of
perspective taking in
controversy-resolution
tasks to argue that it
can contribute to learning (Johnson, Johnson, &
Smith, 1990). Moreover, activities such as collabo-
rative learning, role-play, and audience awareness
exercises in writing instruction can be considered a
type of perspective taking.

In second language education, we do not do a
lot of conscious perspective taking. We rarely look
closely at our own lives as language teachers, let
alone at students’ lives, or wonder what it is like to
be in the shoes of another. My interest in this talk
primarily involves asking how teachers and schol-
ars in second language education might expand
our understanding of our work by doing conscious
perspective taking. For instance, many of us don’t
stop to consider what it might be like to be a stu-
dent in our own classrooms. Nor have many of us
begun learning a new language for years, and when
we do, we rarely ask how our own learning experi-
ences might help us understand our students better.
Further, many L1 writers of English have never read
or written academic papers, or even done journal
writing, in an L2. These are things our students do
all the time.

Expecting busy teachers to do these kinds of
perspective taking might be a lot to ask. Our lives
are packed, and filled with routines with which we
have become familiar. However, we do not see what
is familiar or what we take for granted. Perspective
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taking, particularly by means of narrative, is one
way of de-familiarizing what we know, and hence
bringing it to conscious attention and providing us
with new insights and understandings (Boland &
Tenkasi, 1995). It is worth a small investment of
time. The kind of reflection that perspective tak-
ing requires can help us see our students in more
complex and understanding ways, see ourselves as
they might see us, and see ourselves through other
lenses as teachers, readers, writers, and language
learners. All of these benefits will contribute to the
depth and complexity of our knowledge of language
teaching, learning, and scholarship. Let me now
turn to some specific questions.

There are many ways to imagine
ourselves as students in our own classes

My colleague Miguel Sosa and I have found it dif-
ficult to do this kind of perspective taking with
ourselves and other teachers, because it requires
us to look closely at our own teaching practices
without getting defensive or assuming we know all
the answers (Casanave & Sosa, 2007).

First, class activities: How would you feel doing
the activities you have done with your own stu-
dents? Do you mainly lecture? Do skits and role-
plays? Textbook activities? In-class worksheets?
Computer and Internet work? Do you give a lot of
tests and quizzes or few or none? If you ask stu-
dents to work in pairs or small groups, how would
you respond to this kind of activity? Do you yourself
prefer talking or listening in an L2 class?

Second, assignments: Do you give assignments
that you yourself could realistically (and would
willingly) do in your L2? For instance, do you as-
sign daily activities or long-term projects in your
classes? Do you require a lot of web-based work?
How would you react to your own computer-based
approach to teaching? Do you ask students to give
presentations? Could you do this in your L2 and
do you think you would find it helpful? How much
homework, particularly writing, do you give that
must be completed outside class? How would you
react to your own homework assignments? What
kinds of feedback do you give on assignments, and
what kinds of feedback would you want on written
work in your L2?

Third, language(s) used in class: Consider what
language(s) you use with your students, and imag-
ine yourself being an L2 student in your own class.
What language(s) would you expect to be used?
How would you react to a class conducted 100% in
your L2? 100% in your L1, but for reading, writing,
and presentations? Do you have a strict language
policy in your classes, such as L2 only?

Fourth, student-teacher relationships and interac-
tion: If you were a student in your own class, how
would you expect your teacher to relate to you?
What kind of presence do you have in your classes?
Do you usually interact with students from the front
of the class or from other locations? Would you
want a teacher who is distanced, authoritative, and
armed with a detailed syllabus and materials, or
one who interacts more informally and personally
with students without so much concern for cover-
age? How would you feel being a student in classes
like these?

Language teachers benefit from being
life long language learners

This includes periodically studying languages in
which we are not already proficient as a way to ex-
perience what our students may be going through.
We learn something about language teachers as
language learners from the classic diary studies of
the past (e.g., Bailey, 1980; Schmidt & Frota, 1986;
Schumann, 1980) and more recently from Mc-
Caughey’s (2008) tale of his experiences as a learn-
er of Russian and my own longitudinal diary study
of my years of dabbling in Japanese (Casanave, n.d.).
These studies demonstrate that we react strongly
to local language learning situations—that our
motivation and efforts depend greatly on how well
a teacher and specific learning conditions suit our
personalities and needs.

Here are some questions that once applied to our-
selves can also be asked of our students: As a lan-
guage learner, what are my goals? Do I function best
in a formal classroom or in self-study? Why? What
motivates me to keep up even a minimal effort?
What aspects of an L2 do I find myself interested
in learning, and what strategies of learning suit my
personality and life style? What factors seem to dis-
courage me and make me want to give up? How do |
respond to L2 tasks that are too easy, and therefore
boring? How do I react to tasks that are too diffi-
cult? What parallels to my L2 learning experiences
can I make with my own students’ experiences?

A third kind of perspective taking applies to us
as professional second language educators and
concerns our experiences writing and publishing. I
mention only two aspects of this kind of perspective
taking. First, I ask whether we ever imagine what it
is like to be a reader of our own published writing.
Would our writing keep us, as readers, willingly
turning pages (see Richardson, in Richardson and
St. Pierre, 2005), or would it leave us uninspired?
This question also asks about the reasons why we
write for publication. If we are committed to seeing
our own writing from the perspective of a reader
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who we hope will willingly turn pages, this suggests
we have something we really wish to communi-
cate. If we are less concerned about our potential
readers, this indicates that our desire to publish
our writing stems from other concerns, such as
building a CV or having something to submit for job
applications. In such cases, we need only to please
the gatekeepers for our writing such as editors and
reviewers. In both cases, it behooves us as writers
to consider seriously the perspectives of readers.
However, in only the first case do we seek willing
page-turners from a broader audience.

Second, I ask L1 English speakers in particular to
consider what it is like to read and write in an L2
for the purposes of graduate work and of scholarly
publication. Throughout the world, L2 speakers of
English are increasingly pressured to do this, not
just to advance their careers but sometimes even
to graduate from a doctoral program. As a reader
of many graduate student theses and as an edito-
rial board member of several journals, I regularly
receive work by L2 speakers of English that needs
a lot of attention to language issues. If  work too
quickly, it is easy to let the language problems get
in the way of my assessment of an author’s scholar-
ship and to overlook what it is like for someone to
read and write scholarly works in an L2. At those
moments, | remind myself that | have never written
a scholarly publication in my strong L2 (Spanish),
and have trouble imagining myself doing this com-
petently. In other words, I am not sure if I could do
what my own graduate students or L2 colleagues
do on a regular basis. Wondering about this helps
me see the reading and writing of L2 scholars with
renewed admiration. (See Casanave, 2008 and
Flowerdew, 2008 for different perspectives on the
topic of discrimination against L2 scholarly writ-
ers).

Let me conclude by proclaiming the pleasures
and benefits of the two kinds of perspective taking
[ discussed here: Perspective taking that engages
us in the actual experiences of another, and per-
spective taking that we access by means of thought
experiments. How might our attitudes toward lan-
guage learning and teaching and toward scholarly
reading and writing change if we were to regu-
larly step outside ourselves and do these kinds of
perspective taking? Insights and growth await us if
we are language teachers who can envision becom-
ing students in our own classes; language teachers
who experience and monitor our own L2 learn-
ing; writers who can envision being readers of our
own writing; and L1 writers who make an effort to
become readers and writers in an L2.
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The dialectics of instructed second
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This presentation emerges from an on-going project on the
implications of dialectics in Vygotsky's theory of conscious-
ness for instructed second language development. Although
most L2 research informed by sociocultural theory asserts that
mediation through social interaction and cultural artifacts
forms the foundational concept of the theory, I will argue that
the real key to the theory is found in the notion of praxis—a
notion that Vlygotsky appropriated from Marx. The crucial fea-
ture of praxis in its contemporary version is the dialectic unity
of consciousness (knowledge/theory) and action that gives
rise to new forms of understanding and behaving. In mak-
ing the case for praxis and language education, | will explain
dialectics (i.e, the unity or fusion of opposites) with specific
examples and will then discuss evidence from several studies
that sustain the effectiveness of a praxis-based pedagogy for
promoting language development.
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Basic research
and pedagogical
practice

As important as the
Zone of Proximal
Development is for
educational practice,
[ will not deal with it
directly in this article. Instead, I will focus on the
second, and perhaps less well known but no less
crucial, feature of Vygotsky’s conceptualization of
developmental instruction (Davydov, 2004). This is
the argument that the unit of artificial development
in educational activity is scientifically organized
conceptual knowledge. Before turning to this topic,
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let me address another issue that differentiates
Vygotsky from mainstream SLA—the connection
between research and classroom practice.

[ would like to make the same argument with
regard to SLA that Vygotsky made for general
psychology: SLA theory/research and pedagogi-
cal practice can and must be brought together into
a dialectically unified theory. Indeed, from this
perspective pedagogical practice is the relevant
research that is not only informed by, but also
informs, the theory. In other words, if the theory is
not closely connected to pedagogical practice it is a
problematic theory.

Scientific and spontaneous concepts:
Schooling and praxis

Before children come to school, their language is
largely automatic behavior and is not very visible
to them. It is mostly what Vygotsky called spon-
taneous knowledge. When they enter school and
encounter literacy, the language becomes visible
and their awareness and control over it increases
as they develop the capacity to produce and read
written texts, the primary medium of educational
activity. In other words, they develop scientific
knowledge of language.

Vygotsky (1987, p. 218) argued that scientific
(explicit, conscious, articulated) and spontaneous
(folk, empirical, unconscious) knowledge each had
its strengths and its weaknesses.

While several second language researchers
acknowledge a role for explicit (i.e., conscious)
knowledge in L2 instruction (e.g., Ellis, 2006) to my
knowledge, only one (DeKeyser, 1998) has raised
concerns about the quality of this knowledge and
its impact on L2 instruction. But the quality of
knowledge is a crucial matter. Hammerly (1982, p.
421), for example, supports rule-of-thumb knowl-
edge, which he describes as “simple, non-technical,
close to popular/traditional notions,” and recom-
mends that grammar explanations be “short and to
the point” because if they are complex and exten-
sive “it is too much for the students to absorb” (p.
421). The problem with this approach is that rules-
of-thumb are not always complete, coherent, or
accurate. They generally describe what is typical in
a specific context rather than an abstract principle

that promotes a deep understanding of the concept.

The strength of spontaneous knowledge is that it
is saturated with personal experience and its use is
spontaneous, or automatic. Its weakness consists in
the fact that it is tied to concrete empirical situations
and is not sufficiently abstract to be flexible enough
to be easily extended to a wide array of circumstanc-

es. Its automatic quality, which is part of its strength,
is therefore at the same time a weakness.

Because spontaneous knowledge is not easily
accessible to conscious inspection, we have less
intentional control over it to make it serve our
needs. By the same token, the strength of scientific
knowledge resides in its visibility and rigor, which
imparts greater flexibility and control to the indi-
vidual. However, its weakness is that it does indeed
lack rich personal experience and it also requires a
fair amount of time to gain the necessary automatic
control (i.e., proceduralization) over it. Thus, for sci-
entific knowledge to be of value it must be connected
to practical activity—the domain where spontaneous
knowledge dominates. Otherwise, the result is what
Vygotsky, among others, describes as “verbalism,” or
knowledge “detached from reality” (Vygotsky, 1987,
p. 217). And as Ilyenkov (1974) notes, verbalism
is “that chronic disease of school education.” This
is what praxis overcomes: the connection between
conceptual knowledge and practical activity.

[ am arguing that scientific knowledge of the L2 is
an essential, but too often overlooked, component
of language instructional programs. Keeping in
mind the principle of praxis, this is not an argument
against communicative language teaching. On the
contrary—communicative activity must continue to
play a central role in language pedagogy, but it must
be guided and shaped by the appropriate concep-
tual knowledge.

Praxis in a language classroom

Designing a pedagogy that comprises Vygotsky’s
theory of praxis, Gal'perin (Gal’perin, 1967 and
1979; Talyzina, 1981) proposed a multiple phase
procedure which begins with presentation of the
concept and terminates with its automatization
(i.e., internalization) in practice. These phases are
bridged by two additional procedures: materializa-
tion and verbalization.

Materialization requires the conversion of the
verbal representation of the concept into an imag-
istic depiction (see Figure 1). The assumption is
that a concrete image is more coherent and more
easily comprehended, and thus serves as a more
flexible guide of activity, than does a verbal defini-
tion. Gal'perin uses the acronym SCOBA (Schema
for Orienting Basis of Action) to capture the process
of materialization.

In this section of the paper, [ will discuss a
sixteen-week university course in Spanish as a
foreign language designed and taught by Yafez
Prieto (2008). The course focused on the dialectical
relationship between everyday spoken language
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and highly artistic literary language. It attempted

to improve students’ proficiency by providing them
with scientific concepts and engaging in intense
experiences with spoken and written language (in-
cluding reading and writing). In other words, it gave
them opportunities to tie the L2 to both scientific
and spontaneous knowledge.

Let’s focus on one feature of the course which
exemplifies the theory of education that [ have been
discussing. To provide students with systematic un-
derstanding of the concept of verbal aspect, Yafiez
Prieto designed the SCOBA in Figure 1.

M_Jﬁ}x
I3

The SCOBA in Figure 1 illustrates quite clearly the
importance of speaker perspective on an event or
state when deciding which aspect to use. Thus, in
the case of preterit (perfect aspect), a speaker can
focus on the beginning or end of an event, regard-
less of the status of that event or state in real time.
By contrast, if a speaker wishes to focus on the
mid-point of an event or state, the choice of aspect
would be the imperfect.

Yafiez Prieto linked the concept to practice
through the reading, analysis, and discussion (oral
and written) of Spanish literary texts. The cata-

lyst through which the
students experienced
the full impact of aspect

—— in making meaning was

— Julio Cortazar’s short
story Continuidad de los
parques. In the story, the
author plays with aspect
in ways that obviously
contradict rule-of-thumb
pedagogy. For example,

Ayer! esa tarde corrf
Yesterday/that afternoon | ran

F1

—

instead of using preterit
to indicate that a charac-
ter in the story entered
aroom or arrived on the
scene, Cortazar casts
these actions in the

- F:1 . « .
imperfect: “Primero en-

IRERENN

traba la mujer, recelosa;
ahora llegaba el amante,
lastimada la cara por el

El afio pasado corrd todos los dias
Last year | ran every day

Corri en un equipo de atletismo por dos afios
| ran on a sports team for two years

IMPERFECTO (Jazmin corria —Jazmin ran)
P2 F1

chicotazo de una rama”
(Yafiez Prieto, 2008).
[First, the woman was
entering, suspicious; now
her lover was arriving,
suffering from a facial
injury caused by a swing-
ing branch.]

The instructor then
contrasted the story with
a scene from a Spanish-
language soap-opera
which used aspect shifts
P1 in a very different way.
This contrast raised the
learners’ awareness
of “free direct speech”

a1
L

1@:

F2

Ayer/ en ese momento/ esa tarde corria
Yesterdayfat that imefthat aftermoon he was running

Figure 1. SCOBA for aspect in Spanish (Yaiez Prieto, 2008)

as represented in the
soap-opera versus “free
indirect speech” as rep-
resented in the stream of
consciousness depicted
in Cortazar’s story. The
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goal was, in presenting the difference between

the story and the soap-opera, to create cognitive
dissonance for the students that could be used to
promote development. The students were then
provided with activities where they had to transi-
tion between free direct and free indirect speech
and explain the shifts in meanings that occurred in
each case.

Initial reactions from students bore this out. For
example, this student’s initial encounter with the
SCOBA created cognitive dissonance between her
rule-of-thumb knowledge and the coherent concept
of aspect depicted in the SCOBA. In a one-on-one
interview, one student remarked:

This week we learned about aspect and perspec-
tive. I feel that I am starting to understand that
there are many more uses for the preterit and
imperfect than those introduced in textbooks.
It is confusing however to grasp the idea that the
preterit can be used to describe something in the
past, when we have been taught the “rules” that
the imperfect is used for description in the past.
(Yanez Prieto, 2008) [Italics in original]

As Yafiez Prieto points out, the comment does
not yet reflect a reorientation toward a conceptual
approach to aspect; instead, it indicates an attempt
to expand the original rule of thumb to include
preterit as an option for description in the past.

With further discussion and analysis of Cortazar’s
story, the students gradually began to gain in confi-
dence in their use of aspect. One student produced
a narrative describing the night her parents an-
nounced to the family that that their mother had
become seriously ill. When verbalizing her reasons
for use of aspect, the student explained:

“Although a lot of my paper could have been writ-
ten in either imperfect or preterit, I tried to use
each tense strategically to convey different mean-
ings. For example, when | was talking about the
moments when we were in the dining room in
silence, I used imperfect to depict everything as if
the reader was there in the middle of the action,
seeing everything as it was happening” (Yafiez
Prieto 2008) [italics in original].

Later the student went to her mother’s room to
talk with her about the sad announcement re-
garding her illness. She shifted from imperfect to
preterit aspect. When verbalizing her explanation
for the shift to preterit, the student asserted, “I used
preterit for all the verbs. This time I wanted to show
each action as a complete act” (Yafiez Prieto, 2008)
[italics in original].

According to Yafiez Prieto, the student’s aspec-
tual choices violate the traditional rule-of-thumb
explanation. For instance, her use of imperfect to
describe completed actions on the powerfully emo-
tional evening related in her story runs squarely
counter to what the rule-of-thumb states: “pret-
erit recounts completed actions in the past.” The
student’s intent was to emphasize how that particu-
lar evening was radically different from all other
evenings for the family and “how the piece of news
[on her mother’s health] forever altered the family
routine” (Yafiez Prieto, 2008). The student went
on to say that her intent in using the imperfect was
to “talk about the middle of the moment and, like...
like, let the reader see-up close” (Yanez Prieto, 2008)
[italics in original].

Conclusion

The argument I've been making is that learning a
second language under properly organized in-
structional conditions is a different process from
learning it under other circumstances. The key
expression here is “properly organized.” According
to SCT theory, this means making the dialectical
link between scientific knowledge and practical
activity, as called for in praxis, the guiding principle
of instruction. We cannot merely leave learners

to their own devices as they struggle to figure out
the workings of a new language in the educational
setting and reduce instruction to setting tasks or
stimulating communicative interaction.

Educational praxis, not as the application of the
findings of basic research and theorizing, but as
a theory in its own right, has the imperative of
overcoming the limitations of everyday spontane-
ous development, where the object of learning is
usually not fully visible.

The importance of Vygotsky’s integration of
praxis into his theory of mind cannot be overem-
phasized. It is at the heart of the theory’s dialectical
orientation to mental development. As Roth (2008)
points out, the dialectical aspect of the theory has
not been taken up in Western scholarship. The
other concepts of the theory, including mediation,
the ZPD, regulation, internalization, private speech,
and the genetic method, lose something of their
significance if praxis and the dialectic nature of the
theory are not kept on center stage.

Note: This paper has been excerpted from a longer
version.
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/ - JALT2009: TIP #37 -

"Don’t forget to eat! But plan

your meals in advance!"

[t'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
fimes to avoid rush hours in the restaurants
or grab something for lunch on the way to
the site, and act interested at the publish-
ers’ stands on the offchance you'll get an
invite to a party at night. Hydrate regu-
larly—aill that talk will dry you out!

K <jalt.org/conference >

/
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Globalization and English language
teaching: Opportunities and
challenges in Japan

Aya Matsuda

Arizona State University
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The global spread of English and its extensive use as an in-
ternational language has made English a popular foreign
language option across the world. The national curriculum
in Japan, for instance, specifies that English be taught as the
required foreign language in middle schools because it is an
international language. English is also the de facto foreign lan-
guage offering in senior high schools and continues to play
important roles in college and beyond. However, the linguistic,
cultural, and functional diversity of English today complicates
ELT practice by challenging some of its most basic assump-
tions. In my talk, | first present the current sociolinguistic land-
scape of the English language and illustrate how “traditional”
ELT that focuses exclusively on US/UK English and culture is
not adequate in preparing effective users of English as an In-
ternational Language. Specific changes that can be incorpo-
rated into a traditional English curriculum are also suggested.
KEIHIKBRTEE>TEY, BBRELLTEREICERAEINTINSE
O, HRPT—RNGHEBORRKREAOTND, LEATEERDEE
IBEEBRTIE, REBEEBELZOTHFERICEIIZHENEERLLTH
ZIEFNEESIENEEDHENTIND, FLXRBEISEFRICEITLEH
R LONEEHETHY, RKFLULOHBE THERLMEZE HHTI\S,
LU, SEDOEEDEFBFN. MENB LCBEENZRIEN S, ELTD
REF TORHERNZFHRDO N DDPIESWNTND /OB (T/R>
TW3, RBETIE, FTREBOREDHKSEZNIKRERRL. TN
MOREDREFEXULICOAERE BT/ MEHEA ELTH, BRESL
TORBOFEEMRFEEDERICTEY THDILEHESNITT S, Fie.
Eggﬁ;%%‘é VF2SAICHEAPALGIEDTEZ BB HRERGIR

Keywords: English as an international language, World Eng-
lishes, globalization EEEELTOEE HMARE J/O—/NUkt

use as an international language have made

English a popular foreign language option
across the world. In Japan, it is a required subject
in middle schools, and continues to play an impor-
tant role in high school and university curriculums,
including college entrance exams. Demand con-
tinues for corporate English classes and English
conversation schools. In many settings, a primary
instructional goal is to prepare learners for the use

T HE global spread of English and its extensive

of English in interna-
tional contexts.

One characteristic of
today’s English is its
linguistic and func-
tional diversity. The
diversity existed for a
long time, even before
English established it-
self as an international
language. For instance,
in the US, different
varieties of English ex-
isted because settlers
came from different
parts of England—
which reminds us that
distinct varieties of
British English already
existed back then.

[t is, however,
relatively recently that
such linguistic variations have been recognized, es-
pecially in the context of English language teaching
(ELT). And this new awareness requires us to stop
and reflect whether the current presentation of the
English language, its speakers, and cultures in our
classrooms accurately reflects the reality of English
today:.

In recent years, scholars (e.g., Matsuda, 2006;
McKay, 2002) have suggested how ELT practices
need to be re-envisioned, especially in contexts
where students are learning English as an inter-
national language (EIL)—i.e., to communicate
with people from different national, language, and
cultural backgrounds. The ideal approach would
be to create a program, every aspect of which is
informed by current sociolinguistic understanding
of the language and where all teachers understand
the diverse nature of English varieties, functions,
and users. In reality, very few of us are in such a
luxurious position to create or completely revise a
language program. Many programs are required to
follow national and/or institutional requirements
and cannot be restructured easily. Those who
teach a multi-section course with colleagues may
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be required to follow a set curriculum. And even
in a flexible curriculum, integrating the complex
reality of English today may be a challenge if our
colleagues do not agree with the assumptions and
implications of such a perspective.

It would be unfortunate, however, to resort to our
old way of teaching English simply because changes
are difficult to implement. One thing we do as
teachers is personalize lessons within various con-
straints in order to better meet our students’ needs
and to draw on our individual strengths. The same
can be done to “internationalize” our classroom if
we bring the same passion and creativity that we
bring to other aspects of teaching.

In this paper, I will discuss how traditional ways
of ELT may be inadequate in preparing future users
of EIL, and present pedagogical ideas that can be
considered at the classroom and program level.

Multiple varieties of English

The recognition of multiple varieties of English
poses a challenge in English classrooms in Japan,
where one inner circle model—usually American or
British—is typically presented as the sole instruc-
tional model. Since we do not know which varie-
ties of English our students will encounter in the
future, selecting an instructional model is no longer
a simple task. Even when one variety is selected as
the dominant instructional model—as is the case
in many programs—we must ensure that students
understand that the variety they are learning is

one of many and may differ from what their future
interlocutors use.

There are two approaches to increasing student
awareness of English varieties. One is to expose
students to different varieties of English. Rather
than relying exclusively on CDs that accompany the
textbook, we can supplement with textual and audio
samples of other varieties of English. If students are
starting a chapter on Aboriginal culture in Australia,
why not bring in a short documentary of Aboriginal
culture which is narrated in Australian English?

The other approach is to increase their meta-
knowledge about English varieties. For example,
some textbooks include references to different vari-
eties of English (e.g., a chapter on Singlish in Crown
English Series Il (Shimozaki, et al, 2004)). Reading
and discussing the information presented in such
materials provides an opportunity to explicitly
teach students about Englishes.

Diverse profile of English speakers

The spread of English makes the profile of English
speakers more diverse and heterogeneous than

ever. Our students’ future interlocutors, especially
in international contexts, will come from a wide
variety of backgrounds and may not necessarily
include Americans, Britons, or whoever they think
of as “native” English speakers.

Because speakers and varieties go hand-in-hand,
strategies to bring in different varieties of English
also introduce students to diverse English users.
Likewise, we can increase exposure to English
varieties by having students meet English users
from various cultural and national backgrounds.
For instance, a program administrator may stra-
tegically diversify the background of teachers so
that all three circles—and multiple countries in
each circle—are well represented in the program.
Alternatively, if a program is located in an area
where international visitors or immigrants are eas-
ily found, they can be invited to the class to interact
with students. Students will not only be exposed to
different English varieties and users, but also wit-
ness the power of EIL by using English to interact
with guests from different language backgrounds.
Meeting local English users is also a way to reflect
on the linguistic and cultural diversity in students’
own community, which is often overlooked because
of an assumption that Japan is a monolingual and
monocultural nation.

Cultures in the EIL Classroom

The broadened recognition of English naturally
expands the notion of English-speaking culture. It

is now much broader than the cultures of the inner
circle, such as American and British cultures, that
typically dominated the cultural discussion in Eng-
lish classrooms in Japan. There are at least three
sources of cultural materials for EIL curriculum:
English speaking culture, Global culture, and Local
culture (Matsuda, 2007). English-speaking culture
refers to the culture of countries where English is
spoken. It is similar to the idea of target culture
(Cortazzi & Jin, 1999; McKay, 2002), except that

I expand its scope from inner circle countries to
any countries where English is used. Global culture
refers to beliefs, practices and issues that cut across
national boundaries, while Local culture refers to
the native culture(s) of English learners themselves.

Global culture and English speaking culture with
a focus on the inner circle are already represented
in many English classrooms. MEXT-approved
textbooks often include readings on such global is-
sues as peace, technology, and environment as well
as topics from inner circle countries. Educational
materials on other English speaking cultures (i.e.,
outer and expanding circles) are less available, but
the Internet makes it possible to search for mate-
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rial appropriate for classroom use. For example, an
English website for international visitors created by
the government of a country can be a good starting
point to learn about that country or region. While it
is impossible to introduce students to the full range
of cultures found within a single nation or region,
recognition of how diverse the cultures associated
with English are today seems to be vital.

What is equally important for EIL users is the
knowledge of students’ own culture and the ability
to explain it in such a way that outsiders can under-
stand it. The purpose of using English is not to learn
from English speakers, as we may have believed
in the past. Our goal now is to establish equal,
mutually-respectful relationships with others, and
the ability to perceive and analyze the familiar with
an outsider’s perspective is essential in establishing
and sustaining such relationships. Local culture is
not limited to traditional culture, such as “kimono”
and “kabuki” in the case of Japan, or knowledge of
the formal political system, history, and the consti-
tution. Any beliefs and practices in which students’
experience is situated—e.g., school, family, com-
munity—also constitutes local culture. For instance,
interacting with international visitors and trying
to answer their questions call for the knowledge
of, and the ability to explain, local culture. Creating
an English website of their own school or home-
town for international visitors is another possibil-
ity. These experiences allow students to critically
reflect upon what they take for granted and work
on skills to explain it while practicing their English
in authentic communicative situations.

Politics of English and responsibilities of
EIL users

In addition to the inclusive representation of Eng-
lish varieties, speakers, and cultures, EIL classes
must foster sensitivity and responsibility among
students. EIL users need to be aware of the politics
of English, including such issues as language and
power, relationships between English and various
indigenous languages, and linguistic divide. [ am
not necessarily arguing for offering a World Eng-
lishes course to 7% graders or asking high school
students to read and respond to Phillipson’s (1992)
Linguistic Imperialism. Rather, | am advocating for
equipping students with a critical lens that would
allow them to use English effectively to meet their
own needs while respecting the needs of others.

For instance, students must understand that the
variety they learn—or even English itself, for that
matter— may not be always considered as the most
appropriate choice for international communica-
tion. While we as teachers try to find and teach a

variety that is considered appropriate in as many
situations as possible, it would be impossible to
find a language, let alone a variety, that always
works. This is so because the appropriateness of
language choice lies in the assumptions and expec-
tations of members of the speech community and
not in the language itself. It would be arrogant to
think that the language or variety one knows is the
choice preferred by all, and EIL users need to ap-
proach the issue of language choice sensitively.

Advanced students can read, watch, discuss, and
write about issues that are directly related to the
politics of English (or language in general). For
example, topics related to dialects and language
policies in Japan, or the possibility of Japanese
becoming an international language, allow students
to critically examine the relationship between
language, culture, identity, and power, while gaining
further understanding of their local culture.

Collaboration with colleagues

One great resource for pedagogical innovations
discussed above is colleagues from other subject
areas. The English website project, for example,
can be integrated into two courses, one in web
design and the other in English. Students can learn
the technical aspect of the project in the former
course while working on the content in the latter.
If we want to introduce readings from a country or
historical period, we may coordinate with social
studies colleagues so that students who are in both
courses read about the same country or event in
two languages. Such collaboration allows teachers
to benefit from each other’s expertise and helps stu-
dents take learning beyond individual classrooms.

Conclusion

The linguistic, functional, and cultural diversity as-
sociated with the use of EIL complicates the way we
teach English, and requires us to critically examine
every aspect of our practice, and every pedagogi-
cal decision we make needs to be informed by our
understanding of how English is used by whom and
for what purpose.

However, as | mentioned earlier, it is not realistic
to expect any English program to be completely re-
designed overnight. We must start where we can to
help our students become effective and responsible
users of English who can use the language to em-
power themselves. The pedagogical ideas presented
in this article are not exhaustive or comprehensive,
but [ hope that they serve as the springboard for
further innovations and creativity in many English
classrooms in Japan.
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The goal of this talk is that the audience leaves with an un-
derstanding of the concept of “languaging” and why it is im-

portant for second/foreign language teachers (and learners)
to know about.

Languaging is a concept that has emerged from Vygotsky's
sociocultural theory of mind. For Vygotsky, language is not
just a means of social communication, but a tool of the mind:
language mediates our thinking and cognition. Languaging
is the use of language to mediate cognitively complex acts of
thinking. It is “the process of making meaning and shaping
knowledge and experience through language” (Swain, 2006).

In it, we can see learning in progress. Students who engage

in more languaging learn more than those who engage in less
languaging. This has been demonstrated over many knowl-

language learning

edge domains, including
biology, mathematics, and
language. In this talk, | will
illustrate the power of lan-
guaging with excerpts from
students who are learning a

second or foreign language.
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An Interview with Merrill Swain

Merrill Swain needs little introduction to anyone
who works in the field of applied linguistics. Long
based at the Ontario Institute for Studies in Educa-
tion of the University of Toronto in Canada, she has
again and again revolutionized the study of second
language acquisition through a wide-ranging series
of studies and publications, many of them in col-
laboration with colleagues and graduate students.
This preference for collaborative research is not
surprising, given her recent interests in the socio-
cultural grounding of language learning.

Her seminal work on such fundamental concepts
as communicative competence, the output hypoth-
esis, collaborative dialogue, and languaging, as well
as her intensive research into immersion and bilin-
gual programs in Canada, form a powerful base for
her more recent studies. These (e.g., Swain, 2006;
Swain, et al., 2009; Swain & Lapkin, 2002 & 2007;
Tocalli-Beller & Swain, 2007; Watanabe & Swain,
2007) have helped to expand our understanding of
the SLA research paradigm; because of her contri-
butions, a wider range of socioculturally-situated
ways of understanding the process of learning a
second language are available to us.

Swain’s current scholarship takes much of its in-
spiration from the ideas of the Russian psychologist
Lev Vygotsky (1894-1938), whose influence can
still be widely felt in contemporary education. In
October, 2008, Stephen Mackerras had the opportu-
nity to talk with Professor Swain for The Language
Teacher while she was in Japan giving a series of
lectures.

TLT: What led you to start working within the
sociocultural paradigm? Was it a sudden change of
research direction?

Merrill Swain: No, it was a gradual process. Sig-
nificant change happens gradually. It’s taken me a
decade to transition from talking about the ‘output
hypothesis’ to talking about ‘languaging. Why have
[ made this shift? Because I began to understand
the limits of the output metaphor. Output conveys
arole for language that doesn’t reflect what people
actually do.

For example, the notion of output suggests that
language carries meaning rather than creates mean-
ing. The output metaphor implies that language and
thought are the same. Instead, there is a recipro-
cal relationship between them. Analysing data at a
microgenetic level is hugely revealing, and I guess
[ started to shift my perspective as [ worked at that
level with language learning data that I had col-
lected. [ started looking for a theory that helped me
understand what was going on instead of sticking
with a theory that wasn’t helpful.

TLT: What's changed in language teaching? Why do
we need sociocultural theory (SCT) now?

MS: We need it now because we can’t get much
further right now within the cognitive paradigm.
Other theoretical paradigms offer new possibilities
and insights. In my view, new insights about ad-
ditional/second language learning will come from
understanding more deeply learners’ and teachers’
histories and experiences. To do so, we will need to
use mixed-method research designs, that is, we will
need to make use of both quantitative and qualita-
tive data.

TLT: At the heart of SCT are collaboration and coop-
eration. To some classroom language teachers, that

might look like “communicative language teaching.”
How is it different?

MS: In communicative language teaching the goal
is simply to get the students to communicate in the
target language, and there is little to no emphasis
on teaching language form. But in collaborative
learning, the emphasis is on the co-construction
by participants of language and knowledge about
language. This includes discovering how to use the
target language to make it express the meaning
you want to convey. The aims are broader because
learners don’t just practice using the target lan-
guage, they discover how to use it as a tool to make
meaning.

TLT: Let me ask you about your concept of languag-
ing. Is languaging useful as a pedagogical tool for
teaching listening and speaking?

MS: Yes. What many teachers (and learners) fail to
realize is that we come to understand something
(e.g., the content of a text or a grammatical concept)
by talking it through; by talking about it. It’s often
when a student has to explain what they’ve heard in
a listening exercise, for example, that they discover
what it is they do and do not understand. Working
together (collaborating), students can help each
other to construct a fuller understanding. “Main-
stream SLA” is still arguing that doing exercises
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leads to learning because learning is happening

in the head in some unknown way. [ don’t agree. |
think we (researchers, teachers and learners) can
see and hear learning happen in the collaborative
dialogue students engage in during class. Teachers
need to listen to their students’ languaging. From it,
they will learn a great deal about how the students
are understanding the target language, and impor-
tantly, why they are doing what they are doing with
language.

TLT: You've been travelling and teaching SCT to
people in many countries recently. What do people
find most difficult to understand?

MS: SCT is such an integrated theory: all the major
concepts (e.g., mediation, internalization, zone of
proximal development) are so interconnected, it’s
difficult to know where to “break into” the theory.
And, of course, if you've been educated within the
cognitive paradigm where everything happens “in
the head”, then shifting to an understanding that all
higher-order mental processes have their origin in
the social world, can be difficult. It involves re-cog-
nizing how you understand learning.

TLT: What aspects of SCT are most useful for some-
one teaching English in Japan?

MS: That’s a tough question for someone who
doesn’t teach English in Japan! Perhaps one way I
can answer your question is by telling you about a
study conducted by one of my PhD. students. The
study illustrates ways in which communicative
language teaching can be modified making use of
Vygotsky’s ideas about the importance of language
to mediate cognition.

The student, Suzanne Holunga, developed a set of
communicative language teaching materials focus-
ing on accuracy of verb use. In her study, she had
three different groups of learners who participated
in 15 hours of instructional time.

To the first group of students, she gave the activi-
ties as they were. To the second group, she gave
the same activities, but also taught them about four
metacognitive strategies: predicting, planning, mon-
itoring and evaluating. To the third group, she gave
the same activities, she taught them about the same
strategies, AND she taught them to verbalise what
they were doing as they used the strategies. So not
only did the third group of learners do the commu-
nicative activities, they also had to talk about what
they were doing.

TLT: So you might call that the languaging group?
MS: Yes. The third group would say things like

"well, what are we supposed to do?”, “we should use
the past tense.”, “we have to say what would happen
if...” “I think you just made a mistake. Let’s listen

and find out.”

TLT: Did the three groups differ much in their
learning?

MS: After 15 hours of instruction, one would expect
progress in all groups. But that’s not what happened.
The first group made no progress in the accuracy

of their verb use. The second group made some
progress, but the third group made greater progress,
which was maintained on a delayed post-test. When
[ describe these results to teachers, they are always
surprised. But Suzanne and [ weren’t because it

was so clear in the transcripts what was happen-
ing. Students in the third group were internalizing
(learning) the strategies by verbalizing them, and,

as a result, were much more successful at applying
the metacognitive strategies. Without Vygotsky’s
insights about the role of language to mediate higher
mental processes, we would never have even thought
of setting up the study in this way.

TLT: And what language does the languaging occur
in?

MS: In Suzanne’s study, the students languaged in
their second language. But for students who are less
advanced, they may find it easier to language in their
L1. Here in Japan, it seems to me not unrealistic for
students who are beginning to learn English, to lan-
guage in Japanese. | would argue that languaging in
Japanese actually supports the development of their
English. We found this to be the case with interme-
diate learners of French who languaged in English
(their first/dominant language) about how voice is
expressed in French (see Swain et al., 2009).

TLT: Some English teachers don’t know Japanese.
What you're suggesting might alienate them or
make them uncomfortable.

Is your membership due for
renewal?

Check the label on the envelope
this TLT came in for your renewal
date, then go to <jalt.org/main/
membership> and follow the easy
instructions to register. Help us to
help you! Renew early!
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MS: Yes, I see your point. But I think there are pos-
sible solutions. For example, students could tape
their own discussions and then summarize them in
English for the teacher. Or, the teacher could tape
some of what the students are saying and play it

to a Japanese-speaking colleague (which might
have the positive impact of creating partnerships
between English-only teachers and their Japanese
colleagues).

TLT: That sounds like a result that benefits every-
one! Thank you for your time. We look forward to
hearing your plenary talk at JALT2009.

Note: Original interview by Stephen M. Mackerras;
editing by Deryn Verity and Merrill Swain.
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Seven ways of looking at grammar:
One way of looking at grammar-as
“Grammar McNuggets”

Scott Thornbury
The New School
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What is grammar and how is it internalised in the mind? Is it
symbolic code or is it neural connection strengths? Is it the
sedimented trace of previous conversations or is it an innate
human capacity? However we answer these questions obvi-
ously has an impact on the way we go about teaching second
languages. In this talk I will review some of the key models
of grammar-often couched as metaphors—and look at their
implications in terms of classroom practice. In so doing, | will
suggest that models grounded in both sociolinguistics and
psycholinguistics offer a more valid basis for teaching than do
purely linguistic descriptions.

SCEENEAD. SCEFEDLD ICHITRHL DD, ESIIRHEEFTSIE
D ENEBEDEE VB REBEIZDD, IEEIFLURTDREEDHEL
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L IRETERTLLTOEY MRS, TNICKY, UEHZ, £IEF
BFENICHATIIVE HE2EEFFN. HDVLLESELHIRALD
SHALIZADBLIYVRIMEENTESE WD ZEERELEL,

Keywords: grammar method, metaphor, linguistics, emer-

gentism 3% A& Bk SBF ARIEE
F opinions as grammar. If asked whether
explicit teaching of grammar is necessary in
order to learn a second language, both proponents
and opponents of grammar teaching will often ap-
peal to common sense. It's obvious that you need it
or it's obvious that you don’t. When two conflicting
beliefs are equally obvious, you may be reasonably
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 argu-
ment about values, group membership and identity.
And, ultimately, because values and identity are
being contested, it is an argument about power.

Grammar, [ argue, is culturally constructed. It has
been constructed through a range of meanings and
practices that are culturally situated. Moreover, like
other cultural artefacts, English grammar is mass

EW topics are as likely to trigger such strong

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 commodi-
ties (see Hall, 1997).
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 the so-called
McDonaldization of the social sciences, inveighs
against what he calls cookie-cutter textbooks:

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 reproduced,
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 reproduction that find
an echo in post-modern theories of consumption,
which argue that we live in an age of copies and of
simulation. Ritzer (1998) provides an example:
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A perfect example of a simulated product is Mc-
Donald’s Chicken McNugget. The executives at
McDonald’s have determined that the authen-
tic chicken, with its skin, gristle, and bones, is
simply not the kind of product that McDonald’s
ought to be selling; hence the creation of the
Chicken McNugget which can be seen as inau-
thentic, 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 gram-
mar is of equally doubtful authenticity. The skin,
gristle, 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 reflect au-
thentic language use and that “some relatively com-
mon linguistic constructions are overlooked, while
some relatively rare constructions receive consider-
able attention” (Biber, et al. 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 condition-
als, first, second, and third-features of the language
that have little or no linguistic, let alone psychologi-
cal, reality.

Consumption

The notion of the grammar McNugget also captures
the way that grammar is reified and commodified
by its consumers. Not only is grammar 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
subjected 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 dis-
crete items in terms that were entirely consistent
with a transmission view of teaching (see Barnes,
1976). Moreover, there was a high incidence of

transitivity in the extracts, as in this edited extract
(transitive verbs emphasized):

[ gave them a little test...

[ 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...

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’ some-
thing - 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 transi-
tive verb do in teacher’s lesson accounts, especially
in the cluster and then we did. As Thornbury (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 (1
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 sat-
isfies 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, publish-
ers, and examination bodies are complicit in this
process-a process that, I argue, parallels the mar-
keting of fast food. Like the consumers of hamburg-
ers, teachers and learners are “blissed out” by this
constant diet of (junk) grammar. Everyone is kept
happy and no one complains. The McDonaldization
of grammar provides the perfect means for capital-
izing (literally) on the global spread of English. If it
didn’t 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 McNuggets,
is there an alternative? Is there a home-grown
product that would serve just as well? I believe
there is: It would take the form of a pedagogy that
values learner grammar and takes this to be the
starting point and focus of instruction. It would be

THE LANGUAGE TEACHER 33.7 - JULY 2009



20 THORNBURY

JALT2009 PLENARY SPEAKER

a pedagogy that, instead of covering grammar, is
aimed at uncovering the learner’s emerging inter-
language through the foregrounding 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 constructed via the interac-
tions between learners and teachers, and between
the learners themselves. It would be a pedagogy
that prioritises use rather than usage, perform-
ance 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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