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In this month’s issue . . .

i everyone, and welcome to the November/December
H issue of The Language Teacher. 1 hope that you are all
enjoying the cooler weather. It’s that time of year when
1 make mention of events such as Halloween, BBQs under the
autumn leaves, luxuriating in outdoor hot springs, and feasting
upon traditional Japanese autumn delicacies. However, please
bear in mind, not that you need reminding, that this Novem-
ber is the month of the 44th JALT International Conference.
This year we'll be in Shizuoka and the conference will run from
November 23-26 inclusive. If you haven't already done so,
book your space. The theme this year is Diversity and Inclusion.
1, and all the other staff who work tirelessly behind the scenes
of TLT, hope to see you there.

Autumn, it is said in Japan, is also the season to read, so
with that in mind I'll introduce some of the contents of this
issue.

We have two Feature Articles this month: Takayuki Na-
kanishi investigates whether or not setting restrictions on
extensive reading is the best practice. He presents his find-
ings, accompanied by student feedback on a one-year project.
Sarah L. Schipper writes about how Power Posing can help
students increase confidence to participate in classroom
discussions. In Readers’ Forum Andrew R. Tidmarsh and
Danielle L. Kurihara look at ways to help first-year university
students develop pragmatic fluency.

In addition to the above, we have our usual assortment of
highly interesting and thought provoking articles. Be sure to
find a quiet spot to indulge in a peaceful autumn read!

Alas, all good things come to an end and I am deeply
saddened to say that this issue will be my last as coeditor. 1
have enjoyed my time immensely over the years | have been
involved with TLT. 1 will move on to the role of advisor for
one year. This of course means that we say a fond farewell to
Phil Head, past coeditor and now retiring advisor. Phil has
been a great help to all involved with the journal production
over the years. He will be sorely missed and | hope that I can
step up to the plate (an Americanism | learned during my
time here. Surprisingly the phrase has nothing to do with
cooking or, indeed, eating!!). Speaking of stepping up to the

Continued over

TLT Editors: Gerry McLellan, Eric Shepherd Martin
TLT Japanese-Language Editor: Toshiko Sugino
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plate, Eric will remain as coeditor and will be joined
by Antonija Cavcic. Antonija is thrilled to assume
the position and will be responsible for the Reader's
Forum section from January next year. We all wish
her the best of luck and 1 hope that she enjoys the
role as much as 1 did.

Well, 1 think that’s about it for this issue. All that
remains is for me to wish you all the best of luck in
your future endeavours and hope to see you at the
conference!

Oh, one more thing! Since | was raised in Dum-
fries, Scotland and frequent a pub there called the
Globe Inn—a pub favoured by Robert Burns—and
since Halloween has just passed, 1 thought I'd sign
off with some words from the Bard:

And there’s a hand, my trusty fere!

And gie’s a hand o’ thine!

And we'll tak a right gude willie waught
For auld lang syne.

If you can understand the above, get in touch at
the conference and let’s do it!

Gerry McLellan—TLT Editor

BEERLATNDZEEHNE T, NOT 44— kL
EOFTON—RFa—, BRELZTHDIODAE,
HADRMHIEK OB ZI2EETEDREIT/ADE
L7z, BT TICZCHELCEITRWET A, 1AL, JALT
DEAMEHEREREAREDOATHHDET . SEITFM O
2B T11A23~ 26 HICHESINET . ZMOH LAH

T LTO11/12A 5D, BERIZIHL L2 4&

|

diversity
nclusion

#jalt2018

44th Annual International Conference on
Language Teaching and Learning
& Educational Materials Exhibition
Shizuoka Convention & Arts Center (Granship)
Shizuoka City, Shizuoka, Japan

Friday, November 23 to Monday, November 26, 2018
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HDDEDICEDIIINTEN DN DONTENTNET,
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FeaizidFEeHBELTB0ET, TOFHNRIGHTTHO
At BILALITZEIN,

BWZ R THERDOOMBOET, JEFIFRETT
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And there’s a hand, my trusty fere!

And gie’s a hand o’ thine!

And we'll tak a right gude willie waught

For auld lang syne.

COFDOERD D N0/ N L, TEDOFRTHEE
ng;.}'m FHORITHENMN TSI EE —FEICETLE

Gerry McLellan—TLT Editor
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FEATURE ARTICLE

Setting Restrictions on Extensive
Reading: A Preliminary Short-Term
Investigation

Takayuki Nakanishi
Dokkyo University

Although empirical studies support extensive reading (ER) as
a method of reading instruction, instructors often let students
choose what they want to read. Thus, instructors do not exer-
cise any control over the difficulty level of students’ reading
materials. The present study attempts to address this issue by
setting restrictions on students’ choice of reading materials.
Forty-two third-year Japanese university students participated
in this one-semester study. The first group (free-reading group)
was permitted to read books of any length, whereas the sec-
ond group (restricted-reading group) had to choose books of
at least 1,000 words in length. The findings revealed that both
groups read a similar number of books over the same peri-
od of time. However, the restricted-reading group read more
words than the free-reading group. Comments from the stu-
dents revealed their positive attitudes toward and enjoyment
of ER. Pedagogical implications are also considered in terms
of the implementation of ER.

LIS — T A T DEFEDIDE L TE L DEITZEER D SFEE
TV BH BAWICHEIX. PEICAEBRIGEREE L%, D
V. ZLORFTADHEZEICH T2V FO—/LIEFENTVELDH
BRTH B, Keald. FEE2DDT V=T D RDZEIRITL ANV
REL. EOLSTEVDRONBDEER L, RBDORFIFEENT
&L, BRICAREEIRTESVIV—TE, 1,0006BU EOERLMERT
DTEGWT I T 2B OB Z R, ERHIC. £EB550
TIW—TEEFRICHEBEFALD. EBEICHIRD B o feth, BED
BDRIEDTIV—TEVEERALTEDN DD oz, BREHEDOI AT
Dol EE5DFELZHUICEKERF OCIRUBA TV EHTRE
Thiz, e ZHOERMEV SR COHEBNERDLERLI,

tional contexts, a lack of English language input

represents one of the major obstacles in devel-
oping and maintaining English proficiency (Shiki,
2011; Takase, 2010). To overcome this difficulty,
many instructors utilize extensive reading (ER) both
in and outside the classroom to develop students’
proficiency. ER is defined as “reading in quantity and
in order to gain a general understanding of what is
read. It is intended to develop good reading habits,
to build up knowledge of vocabulary and structure,
and to encourage a liking for reading” (Richards &
Schmidt, 2002, pp. 193-194). Many empirical studies
in second language acquisition also support the use

I n English as a Foreign Language (EFL) educa-

of ER as a pedagogical method to increase reading
speed and reading comprehension (e.g., Beglar, Hunt,
& Kite, 2012; McLean & Rouault, 2017; Nakanishi &
Ueda, 2011). Furthermore, there have been numerous
researchers who have written about the benefits and
management of ER (Day & Bamford, 1998; Nakanishi
& Ueda, 2011; Nuttall, 2005).

The availability and choice of books to read are
important components of ER and also have been
addressed in studies. When conducting ER, Day
and Bamford (2002) wrote that when a variety of
reading materials are available on a wide range
of topics at different levels of linguistic difficulty,
students should choose what they want to read,
and read unassisted. In the same line of thought,
Asraf and Ahmad (2003) wrote that students should
be given an opportunity to choose books that they
prefer. They also stated that “it is thus important
that teachers be sensitive to their students’ affec-
tive state and conduct their English classes in a
relaxed and supportive atmosphere, especially when
it comes to extensive reading, which is aimed at
having students read extensively for pleasure” (p.
98). Many researchers seem to accept as a rule that
students must choose their own books with ER, but
this belief is based on very little empirical evidence.

In the previous literature on ER, Day and Bam-
ford (1998) recommended that reading materials
be well within the linguistic competence level of
the students. In terms of the levels of books, this
could be a way to handle ER. Nakanishi and Ueda
(2011) described the way that instructors dealt with
in-class ER for students. They brought short books
first so that it was not demanding for students to
begin reading. Gradually, longer texts were intro-
duced, which is a typical example of how ER is
conducted. In many cases, however, instructors let
students choose whatever they wanted to read, with
no control over reading levels. It remains unclear
whether letting students choose the difficulty levels
of their own books would lead to more student
reading. Thus, the present study attempts to fill this
gap by setting restrictions on students’ choice of
reading materials and their difficulty levels.

ny
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Research Questions

The purpose of the present study was to investi-
gate the participants’ perceptions of restrictions on
their choice of reading material. The following two
research questions were thus posed:

RQ1 Are there any differences in ER outcomes
between a group without any restrictions
on reading material and a group with
restrictions?

RQ2 What are the perceptions of ER among

students without restrictions on reading

material and those with restrictions?

Method
Participants

Forty-two third-year Japanese university students
majoring in economics participated in this one-se-
mester study. The classes began at the beginning

of April, ended at the end of July, and met 15 times
throughout one semester. Two intact classes that
had been sorted according to TOEIC scores partici-
pated. The first group (free-reading group) consisted
of 25 students with TOEIC scores ranging from 520
to 555. The second group (restricted-reading group)
consisted of 17 students with TOEIC scores ranging
from 560 to 825. Table 1 shows the means and stan-
dard deviations for the TOEIC scores of each group.
There were three students who had high scores in
the restricted-reading group: Two had scores of
705 and 750 respectively, and one had a score of
825, resulting in a large SD. All participants attend-
ed only one English class per week, which was a
content-based academic reading and writing class
focused on developing critical reading and thinking
skills. The same instructor taught both of the two
classes the same way. The only difference was ER
input, which is described in detail below.

Instruments

M-Reader

Tagane, Naganuma, and Dougherty (2018) iden-
tified several types of academic dishonesty in ER

through student interviews. One of the types
they discussed involved students reading only the

The Language Teacher ® Feature Article

beginning and end of a book or skimming a book
by trying to get an overall idea of the story when
writing a book report. M-Reader (www.mreader.
org) was chosen because it could be a beneficial way
to prevent this kind of dishonesty. M-Reader is a
free online tool that allows teachers to manage ER
classes. It features quiz functions that test students’
understanding of the books they read. They need

to receive a certain percentage of correct answers
to receive a pass status, which enables their book to
be counted as read. Therefore, students have to read
the entire book to achieve a high score in M-Reader.

Questionnaire

A short questionnaire was created to investigate the
students’ perceptions of and reactions to ER. There
were five items on the questionnaire:

1. Did you enjoy extensive reading?
(BmEEELOELIZM)

2. Do you think your reading speed and under-
standing of English books increased as a result
of extensive reading?

(HEFEDOARZFOBRO ALY — RPEfFEE LM L
LRECETD)

3. Do you want to continue to read in English?
(TRBIGEORZFATLNEZT VKT D)

4. How did you feel about the freedom to choose
books?
(FOBRDIFENBNZEITDWTESIK U EL=
)

5. How did you feel about extensive reading in
general?

(eI T 2R AZMMETZEN)

The above five items were asked only to the
free-reading group. When given to the restrict-
ed-reading group, item 4 was changed to “How
did you feel about the restriction of choosing only
books with more than 1,000 words?” (78 F2D 1,000
FELL EOBEIZDNTIL, EDKUE LD, The ques-
tionnaire was administered in Japanese at the end
of the spring semester during the final 15 minutes
of regular class time and collected at the end of the
class.

Table 1. Descriptive Statistics of the TOEIC Scores for the Two Groups

Groups N M (min, max) SD SE Skewness Kurtosis
Free-reading 25 540.20 (520, 555) 10.94 2.19 -0.55 -0.61
Restricted-reading 17 620.88 (560, 825) 74.12 17.98 1.79 2.73
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Procedure

Both the free-reading group (n = 25) and the
restricted-reading group (n = 17) engaged in in-
class ER for 10 minutes at the beginning of class
every week. Students were allowed to bring books
from the school library or to borrow from the
books brought by the instructor. Each book had

a sticker describing how many words the book
contained, which helped the students when they
were choosing a book. The only distinction among
the two groups was that the free-reading group
was supposed to start with easier books, where-

as the restricted-reading group had to choose
books with more than 1,000 words. Nation (2015)
suggests that learners engaged in ER should know
at least 98% of the words in the text. The present
study was exploratory and aimed to investigate the
nature of ER. Therefore, this suggestion was not
strictly followed.

The students were given the goal of reading
30,000 words and 20 or more books by the end
of the semester. The goal for the word count and
number of books was set because in the past, some
students read only two books that resulted in over
30,000 words. Thus, it was necessary to establish
both the word count and the number of books.
Students were also encouraged to read outside of
class to reach the target. To ensure that the stu-
dents were reading as they reported, M-Reader was
required to monitor their reading and used to keep
reading logs.

Student progress was checked by the instructor
at the end of every month to facilitate and moni-
tor students’ reading progress and frequency. The
instructor reported who had reached the target and
announced the top three students to the class to en-
courage further reading at the end of every month.

Preliminary Analyses

An independent-samples t-test was conducted to
evaluate the differences in the English proficiency
levels of the students in the two groups. To check
the assumptions, Levene’s test indicated that the
equality-of-variance assumption was violated. The ¢
value did not assume equal variance, t(16.48) = 4.46,
p < .01, meaning that the two groups were statis-
tically different before the study began in terms of
their TOEIC scores. For this study it was unavoid-
able that the two groups differed in proficiency.

Results
Extensive Reading Progress

Tables 2 and 3 show the students’ reading prog-

ress in each group and summarizes the number of
books and words read at the end of each month.
For example, in Table 2, Student 1 read 20 books
and 39,088 words by the end of May. As is evident
from both tables, the highest achievers started out
by reading a large number of books and words, but
the students at the bottom of the table needed to be
encouraged.

)

L

Table 2. Free-Reading Group Progress

" May June July 3L>
=R o (,, ” v =
I B B B B E
- = e = A = >
1 20 39,088 3 11,002 0 0 n
2 35 40,077 3 4,345 0 0

3 11 22154 5 11,022 1 789 —
4 11 24424 7 5775 4 3,530 C
5 15 19891 4 13654 0 0 E
6 12 11,988 7 14,495 2 6,650 m
7 20 15402 17 17,261 0 0 g
8 9 16,090 14 15,893 2 06306 %2
9 17 18,027 5 13,370 0 0

10 22 12,228 14 10,266 8 8,506 —
11 13 12,764 10 10538 5 7,292

12 11 24868 6 3914 6 1,767

13 22 15257 10 12,596 4 2337

14 17218 2 785 1 5,054

15 12,708 2 16,396 2 968

16 13,109 0 0 1 9,614

17 16 10,003 9 8180 1 2200

18 1 324 0 0 3 13,546
19 2 6428 1 6,390 0 0

20 6 3,506 0 0 4 5,345

21 7 4630 4 298 1 806

22 0 0 1 74 2 6,050

23 3 2,112 0 0 0

24 3 757 0 2 365

25 0 0 0 0 O
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Table 3. Restricted-Reading Group Progress

The Language Teacher ® Feature Article

82,330 words, respectively. Table 4 shows, however,
that both groups read a similar number of books (M

" May June July =24.11n the free-reading group, and M = 25.5 in the
s " " " " v restricted-reading group) by the end of the semes-
%:j & 'g & Fg <4 Tg ter. The only difference was the number of words
& R = 2 = 2 = read, resulting from the restriction that students
in the restricted-reading group had to read longer
1 13 101520 5 30,849 2 7589  pooks.
2 32 63,131 6 14,087 2 5,112
3 14 48219 6 7222 6 24330 Questionnaire Results. '
Table 5 shows the questionnaire results for the first
4 11 32412 8 19,342 5 17,274 three questions. The results indicated that most
students in each group enjoyed ER and noticed
5 20 38869 2 8273 2 10,009 some improvement in their reading speed and un-
6 14 36532 3 8118 6 10732 derstanding of English books. Consequently, most
of them expressed that they wanted to continue to
7 15 30,878 5 11588 1 1422 read in English. Because ER was a required course
objective, they had to do it whether they liked it or
8 35 33101 O 0 6 10,640 not. However, the results indicated the students’
9 13 24940 3 2013 8 14,613 positive attitudes toward ER.
105 9574 13 22,061 4 9962 Table 5. Results of the First Three Questionnaire Items
24 4151 0 0 0 0 Free-reading Restricted-reading
12 11 23047 5 7406 6 10,722 Yes(%) No(%) Yes(%) No (%)
13 17 19311 9 16497 3 5,147 Q1 20 (80) 5(20) 15 (88) 2(12)
14 12 19653 4 4034 10 13455
Q2 20 (80) 5(20) 14(82) 3(18)
15 12 20111 5 9887 4 6477
16 16 17465 5 10914 6 7,152 Q3 2288 30y 13O 404
17 18 28,771 2 2,690 0 0

To better compare the data, the same number of
students (the top 17) were taken from each group,
as shown in Table 4. Looking at only Tables 2 and
3, it appears that students in the restricted-reading
group read much more than the other group, given
that the top two students read 139,958 words and

Table 4. Group Comparison of Top 17 Students

The last two questionnaire items were open-end-
ed questions, which asked the free-reading group
about their opinions on the freedom to choose
books and the restricted-reading group about their
opinions on the restriction to books with more than
1,000 words. Finally, the last question asked both
groups about their general opinions of ER. Reveal-
ing and informative comments including positive

Groups May June July Total
Books Words Books Words Books Words Books Words
Free (M) 14.82 19135.06  6.94 10386.06  2.18 2902.53 24.00  32423.65
(SD) 748 8841.50 4.80 4839.06 240 3282.04 1040 6739.84
Restricted (M)  16.59 34650.29  4.76 1034594  4.18 9096.24  25.53 54092.47
(SD) 7.61 2152942 3.23 8245.82 2.81 6257.10 6.16 26830.74
Note:n=17.
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and negative responses were selected for inclusion
and translated into English for this manuscript.

For the free-reading group, the majority of
students (88%) answered that they liked having the
freedom to choose their own books. Some com-
ments included: “It was good to have the freedom
to choose books, and it was nice to know my level.”
“By starting from a very easy level of books, I felt it
was a bit difficult to move to the next level.” “Since
there was no restriction, 1 chose some books that
were also movies so that I was familiar with the sto-
ries.” “With the freedom to choose what 1 wanted, 1
tended to only read easier books.”

Regarding the restricted-reading group, the re-
sults were mixed. A few students expressed feeling
limited by the rule, but at the same time, others
expressed a sense of enjoyment when reading more
demanding books. Some comments included the
following: “Because of the rule of choosing books
with more than a 1,000-word count, 1 really felt lim-
ited in my choice of books.” “It was tough to choose
books under that condition.” “The rule seemed to
work for me.” “If I read an easy book, there may not
be much of a story, so 1 like to read books with a
certain amount of words.” “The rule did not bother
me.” “1 thought it was difficult at first, but I began to
realize that reading books with less than a 2,000-
word count was not that hard for me.”

With respect to ER in general, as shown in Table
5, many students seemed to enjoy ER and felt some
improvement in their reading speed and under-
standing of English books in both groups. Specifi-
cally, the students wrote the following comments:
“A little bit of pressure to read helps.” “I think my
reading speed and understanding of English books
improved, but it was hard to meet the target.” “1
liked the fact that 1 could choose books I like.” “It
gave me a good opportunity to read English books
for the first time.” There were some comments
about the use of M-Reader as well: “1 felt a sense of
disappointment when reading a book that was not
listed in M-Reader.”

Discussion and Conclusion

The present study investigated whether there were
any differences between a free-reading group and a
restricted-reading group in a university EFL class,
as well as students’ perceptions of ER in general
and restricted-ER specifically. Regarding the two
research questions, the results indicated that both
groups read a similar number of books over the
same period. However, due to the restriction of
choosing books with more than 1,000 words, the
restricted-reading group read more words than the

free-reading group. Comments from the students

revealed their positive attitudes toward and enjoy-
ment of ER. The findings of the present study can

be summarized in the following two points:

1. Based on the results of the questionnaire, most
students were not bothered by having a restric-
tion on the choice of books. A few students
expressed the feeling of limitation due to the
fact they had difficulty of finding books because
of the rule. However, most students liked the
idea of having to choose more difficult books.

2. The restricted-reading group generally ap-
peared to not have trouble starting the term
by reading more difficult (in this case, longer)
books. Thus, it was not necessary to make them
begin with shorter books. This could help them
to read more in the long run.

It is intriguing to note that all the students in
the restricted-reading group reached the target
0f 30,000 words and 20 books. However, in the
free-reading group, only 15 students read more than
30,000 words and only 13 students out of 25 read
more than 20 books. This is interesting in light
of the fact that they were able to start with easier
(shorter) books. Requiring students to read longer
books might encourage them to read more and thus
reach their reading goal more easily. Although the
focus of this study was not to discuss proficiency, it
should also be noted again that the restricted-read-
ing group had higher TOEIC scores at the outset of
the study, which might be a possible confounding
variable. Furthermore, using similar proficiency
groups might produce contrasting outcomes. Thus,
proficiency level should be controlled in future
research. Notwithstanding, if the evidence is sup-
ported, this increased amount of text should lead to
more gains. Yamashita (2015) reinforces this idea in
the following claim:

ER is reading for pleasure. Only when people en-
joy reading, do they continue to read for its own
reward. Research shows that pleasure not only
motivates readers but also has positive effects on
their cognitive functioning and conceivably fa-
cilitates comprehension and learning. All these
things contribute, in turn, to large quantities of
reading. (p. 173)

Consistent with the assertion made by Yamashita
in the above quote, the results of the present study
seem to indicate that if students enjoy reading, this
could lead to a larger quantity of reading. As we
can see in a comment from a student, “If 1 read an
easy book, there may not be much of a story.” In
my experience with ER instruction throughout the
years, for university students with a certain level of
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English proficiency books need to be intellectually
stimulating. Longer texts might better provide this
stimulation, which could lead to more reading.
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FEATURE ARTICLE

Power Posing for Increased Participation

Sara L. Schipper

Kyoto University

Power posing—assuming an expansive posture, such as hands
on the hips and legs spread apart—has been shown to increase
feelings of power, confidence, and willingness to take risks. Is
it possible that two minutes of power posing in the universi-
ty classroom could give students the confidence necessary to
volunteer answers in a whole-class discussion? The results of
this study support the researcher’s prediction that assuming
a powerful posture for two minutes in the classroom leads to
increased voluntary participation in whole-class discussions.
These results could have meaningful implications for teachers
struggling with low participation rates in their classrooms.
AFERBICH T BEAEATEHEWNINT—R=XId, AIC/38E
ERLCEE TOADBEEPHE D ZEHEIRNB D ETEHETN TN
%o RIELTKETOERENY X TAAH Y AaVNCBWT BEDR
RISREEENBEA DD AR Tl REFEY 29D/ T —R—=ADE
RICEOTC FEDERNFKEENMEINT 2T EDHERE NI, DR
BRIFFZEDBERENHEENVEVEAEGZBOE LTV SEEHEICE
SCEEHEGFYIFLGEDNELNGLY,

“receiving no feedback from a listener is often

more disturbing than getting a negative response”
(p. 225). Undoubtedly, teachers all across Japan have
experienced this situation of “receiving no feedback”
in their classrooms and understand how frustrating
it can be. This study examines whether introducing
expansive posture into the university language class-
room can improve students’ voluntary participation
in whole-class discussions.

I n her book Presence, Amy Cuddy (2016) wrote that

The Power Posing Controversy

Cuddy is a social psychologist who gained fame
from her TED Talk, “Your Body Language May
Shape Who You Are” (2012). In that talk, Cuddy
presented the results of research that she and her
cohorts had conducted in 2010 with 42 partici-
pants, revealing that maintaining high power body
language (i.e., “power posing”) for only two min-
utes could lead to increased confidence, stronger
feelings of power, and more willingness to take
risks (Carney, Cuddy, & Yap, 2010). Another major
finding from that study was that testosterone (the
dominance hormone) levels rose in participants
that had assumed high-power poses (e.g., sitting
with legs apart and arms behind the head), and fell
in those that had assumed low-power poses (e.g.,

sitting with legs crossed and arms wrapped around
the torso). Contrastively, they found that cortisol
(the stress hormone) levels fell in those that had
assumed high-power poses, and rose in those that
had assumed low-power poses.

In 2016, however, one of the study’s original
researchers, Dana Carney, issued a statement saying
that after seeing the failure of subsequent studies to
replicate the original results with regard to hor-
mone levels (see Ranehill et al., 2015), and in light of
research suggesting that the analysis of data in the
original study had been deeply flawed (see Simmons
& Simonsohn, 2017), she no longer believed that
power posing had any positive effects. Cuddy (as
cited in Singal & Dahl, 2016) responded that she had
become “agnostic” about the effects of expansive
posture on hormonal changes in the years following
her talk, but has suggested that the more important
finding of the original study was perhaps the effects
that power posing had on the participants’ mindsets,
such as making people feel “confident, and assertive,
and less stressed and anxious, and happier and more
optimistic” (Cuddy, 2016, p. 207). A rebuttal to the
Simmons and Simonsohn (2017) article, insisting that
the results of the original power posing study were
valid, was also published by Cuddy and two other
researchers (see Cuddy, Schultz, & Fosse, 2018).

The Positive Effects of Body Language

Other studies have also claimed that expansive
body language influences people’s mindsets. Park,
Streamer, Huang, and Galinsky (2013) found that
when both East Asian and Western undergraduate
students assumed two different expansive postures
for three minutes, they felt more powerful and in
control than those who had assumed low-power
poses for the same length of time. Huang, Galinsky,
Gruenfeld, and Guillory (2011) found that partic-
ipants used more words associated with power

on a fill-in-the-blank exercise after taking on an
expansive posture, as compared with those who had
adopted a constrictive posture.

In the classroom, there have been studies suggest-
ing that students’ posture and other physical behav-
ior have direct consequences on their performance
and/or attitudes. In a 2009 study, Brifiol, Petty,
and Wagner found that undergraduate students
evaluated themselves more positively after sitting

)

L

SIXVdd LIVl

SNDO4 1vr L

-

THE LANGUAGE TEACHER 42.6 e November/ December 2018 9



with good posture as opposed to when they sat
slouched over a desk. Noda and Tanaka-Matsumi
(2008) found that improving the seated posture of
second-grade Japanese elementary school students
led to increased writing productivity. Moreover, a
study done in the United States indicated that, in
addition to physical improvements, mental and so-
cial well-being improved when yoga was introduced
for 5-to-15 minutes a day in K-12 classrooms (Chen
& Pauwels, 2014). What we do with our bodies does
indeed seem to have an effect on our minds.

It is possible that Japanese students, who are often
unaccustomed to speaking out in the classroom, and
perhaps especially for those at highly competitive
universities, could benefit from lowering their stress,
boosting their confidence, and gearing themselves
up to take more risks. If students’ participation levels
increase after assuming high-power poses in the
classroom for two minutes, power posing could be
implemented relatively easily in any classroom as a
tool for creating a positive learning environment.

Methods

Participants

The 122 university students who took part in this
study were all enrolled in one of this researcher’s sev-
en English Writing/Listening A courses—a required
course for first-year students—at a high ranking
public university in Japan. Students represented
seven different departments: Electrical Engineering,
Pharmacy, Law, Global Engineering, Agriculture, Fac-
ulty of Letters, and Engineering Science. No leveling
beyond department classification was conducted, so
levels varied greatly. Class sizes ranged from 16 to 21
students. In all of the classes, males outnumbered
females (of the 122 participants, only 22 were female).

The classes met once a week for 15 weeks. Al-
though the content for all of the departments was
similar, three different textbooks were used across
the seven departments, causing the classes to vary
slightly in difficulty on any given class day. It should
also be noted that the study took place in the
students’ first semester of university, so they were
unacquainted with most or all of their classmates
before the semester began. However, each group
had multiple classes together throughout the week,
so they had opportunities to get to know each other
outside of the Writing/Listening course.

Procedure

In the ninth or tenth class of the semester, students
were told that they would be doing a warm-up exer-
cise. Then, pictures of people displaying high-power
body language were projected on a screen. The poses

The Language Teacher ® Feature Article

consisted of the five that Cuddy (2012) introduced

in her TED Talk: (a) a Wonder Woman (standing

with hands on hips, legs shoulder-width apart); (b) a
seated pose with legs spread apart and one arm over
an adjacent chair; (c) a reclining seated pose with one
leg propped up on the other and arms behind the
head; (d) a standing pose with hands firmly placed on
the desk in front; and (e) a reclining pose with arms
behind the head and feet on the desk. It should be
noted that this last feet-on-the-desk pose was not
used, as it would be considered very rude by Japanese
social norms. In fact, a study by Park et al. (2013)
found that participants from East Asian countries
who engaged in such a pose for three minutes actual-
ly felt less powerful.

In the first class to undergo this study, students
were instructed to take one of the poses (besides the
feet-on-the-desk pose, which we acknowledged as
a group would be very uncomfortable for most stu-
dents). It was discovered, however, that when stu-
dents were allowed to choose their own poses, they
hesitated and looked around to see which poses
their classmates were striking. Therefore, in other
departments’ classes throughout the week, students
were assigned poses by the instructor. In the next
two classes, for example, the back row was instruct-
ed to do the Wonder Woman, and the third row was
instructed to sit with their legs apart and with one
arm on the back of the adjacent chair (females were
not assigned to this pose, as it might have violated
the social norm of women not spreading their legs
while seated). In the last four classes, it was found
that having everyone assume the same pose was
the easiest way to get all the students to participate
quickly and with the least amount of visible discom-
fort. Because the Wonder Woman pose seemed to
be the easiest to understand and the most suitable
for both males and females, it was chosen as the de-
fault pose. Regardless of the length of time needed
initially to decide on a pose, students in the classes
assumed the poses for two minutes.

While students held their poses, the instructor
introduced the original experiment conducted by
Carney et al. (2010), focusing mainly on their find-
ings about high power poses causing hormone lev-
els to change and increasing the success of job can-
didates. The students were told that this warm-up
was simply to lower their stress before participating
in class and were not explicitly told that the poses
were expected to increase their participation rates.
After posing for two minutes, class was conducted
as usual: small groups of three or four participants
were made randomly, a group leader was chosen
by the instructor, and students compared their an-
swers on a previously assigned task. Following this,
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the instructor led a whole-class activity in which
students had the opportunity to raise their hands
to volunteer answers to the questions that they had
just discussed in groups.

From the first class of the semester, when a
student raised a hand to volunteer an answer in a
whole-class discussion, a plus was written next to
the student’s name on the class roster. This system
was in place before, during, and after the power
posing session, and was the principal method of
determining whether or not power posing had
any effect on active participation in whole-class
activities. For the purposes of this study, because it
was desirable to have as many students participate
as possible, if a student raised a hand and gave an
answer multiple times during one class period, his
or her participation was only counted once.

Results

Participation in whole-class activities, as measured

by hand-raising, was higher than average in all seven
classes following power posing (see Figure 1). In the
most extreme case—Electrical Engineering—the num-
ber of students who raised their hands to volunteer
answers in the class rose by 63% from their average,
and by 59% from their highest registered participation
score (27%). The Letters class also experienced a 62%
increase from their average, and a 58% increase from
their highest score of 30%. All classes performed at the
best level they had ever performed at before, and some
showed a dramatic increase. Moreover, in all classes
but Pharmacy, the participation rates remained higher
in the class following the power pose class, and in the
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case of Law and Global Engineering, they increased
quite dramatically. This might suggest a lasting posi-
tive effect of power posing.

Discussion

It is impossible to say that power posing was the
only factor accounting for the increased participa-
tion rates. With each lesson containing different
content during the semester, and three different
textbooks being used across the seven departments,
students’ participation was surely affected by
content in every class. In addition, the number of
times students were given the opportunity to raise
their hands to give an answer in each class varied
greatly as well. Dividing the classes into two groups
and having one group assume high-power poses
and the other assume lower-power poses (such as
crossing their arms and legs) and comparing the
two might have led to a more convincing argument
that high-power posing was indeed the main factor
in the students’ increased participation.

SIXVdd LIVl

The fact that this experiment was public (poses
were assumed as a large group) rather than private,
such as the previous studies on power posing were,
might have affected the results in two ways. First,
during the power posing activity, some students
hesitated to hold the poses for the full two minutes,
perhaps feeling self-conscious in front of their peers
and the instructor. The instructor reminded students
to hold the poses when this happened (and assured
them that everyone looked equally silly), but this
behavior might have had a negative effect on the out- |~/
come of the experiment. Second, some students may

<

SNOO4 1vr

88% .
8% SM

63%
55%
40%

40% 40%

)
229 26%

20%

0%
Electrical
Engineering

Pharmacy

Engineering

Global

Engineering

Faculty of
Science

Letters

Agriculture

Figure 1. Participation by class before, during, and after the power posing treatment (Column 1 = Average
participation rate before power posing; Column 2 = Participation in the power posing class; Column 3 =
Participation in the following class after power posing).
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have been affected by their classmates raising their
hands rather than by the power posing itself. In other
words, even if only a few students raised their hands
as a result of their increased confidence and willing-
ness to take a risk due to power posing, many more
students might have raised their hands simply by
following the lead of their hand-raising classmates.

Pharmacy was the only class in which the partic-
ipation rates dropped off to below average in the
class following power posing. One clear reason for
this is that the students in this department had few
opportunities to participate in that particular class.
In fact, however, participation in the Pharmacy
class remained low until the end of the semester.
The emergence of two strong students who partici-
pated multiple times in every class discussion might
have intimidated the others, or the students might
have been tired from the extra reports and tests that
come at the end of a semester.

Implications and Conclusion

Creating an environment in which students have the
confidence and the willingness to participate actively
in class is the goal of most instructors, and language
instructors in particular. Most of us have used a vari-
ety of techniques to achieve this goal. It appears that
having students assume high-power poses might not
only have immediate effects, but also long-term ef-
fects on active participation. Though not every class
showed a dramatic increase in participation rates, all
classes performed at least at their best after partici-
pating in the power posing activity. Students seemed
to bond over sharing the experience of power posing
together in the classroom. If not used to enliven
group discussions, then perhaps power posing can be
used by instructors as a technique to help students
prepare for other potentially anxiety-inducing activ-
ities, such as presentations or exams. As the activity
appears to have no negative effects (besides perhaps
a few students feeling awkward while posing), it is at
least worth pursuing as a possible tool for instructors
with students who are reluctant to participate.
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Students often arrive at university producing stilted and pas-
sive conversations based on patterns learned from junior high
school onwards. While grammatically correct, these patterns
are often completely divorced from the reality of serious com-
munication. Speaking classes for first-year students therefore
present a golden opportunity for students to start asking
themselves critically, “Does it make sense for me to say this?”
Functioning with a degree of pragmatic competence is an
essential step for learners in becoming skilled English users,
equally comfortable communicating overseas or with non-Jap-
anese at home. This article proposes (a) a conversation model
as a safety net for novice speakers, (b) conversation strategies
to correct five common pragmatic errors such as introducing
topics at the wrong time, failure to announce topic change,
ineffective listening leading to inappropriate questions, the
policeman interview, the spotlight performance, and failure
to end conversations appropriately, and (c) functions of con-
versation that generate student content and stay away from
junior high school level topics. We also provide examples of
real exchanges that took place in the classroom to show how
pragmatic competence develops.

KRELEF AERURFB L CE/NNR—VICEDWVEE L RE)
HNERFEETDTENZL TNESCENITIFIELVD BAGRFES
WEEVEEWD 1FEDAE—F I DT A FEHBHDFREEICHL
TN TERDEDOTWBDD 7] EZEZBDS5E LIRS DIEF DS
THB, —EDEAMNENZTICDITHLIFFEEICEOC HiEE
BEITBIcD. DFVBHCIRERG RBEZH L. LTCEETARALL
NADAEBBEED TEDLINTEBTDITKERBIRIZBIZTH o
KR Cld RDIRZRET B, (1) WOEDHDIREHREE. (2) £
CRSNZ50DFABEEN. AR NEY I ZBATER2AZI0IH
B Chorfel) Y I EBRZZT LRI BERYIADS
FaiEBERE L) EEeNEERZ LY, RiEE—AICEDk
D, e RFEDRDY BT CHED o) EWVS L 5BHTT—Z LA
FRODEFEDANSTI— (3) RERLANVDFEEL SHAIL. KEE
S5LLRAEDS 5. BMICIE LR, e HENTORBEDPUEY
DAL FBRERVBEIINEDLSITHRT TWOHOERIFELTL,

or students in their first year of university, com-
F pulsory speaking classes represent an excellent

opportunity to improve proficiency, but only by
avoiding some common pitfalls. The most serious of

these may arise when teachers do not fully consider
the real-world demands that speaking tasks should
simulate and let students revert to interactional pat-
terns learned at junior high school. Our experience
with teaching first-years has shown us that when this
happens, there is a critical failure to apply pragmatic
awareness, resulting in the following unfortunate but
real interaction that is still accepted by some tertiary
level teachers:

A. Thave a dog and hamster, guinea pig, bird.
1 like guinea pig.

Very cute.

What name those animals?

g

Dog is Cherry, guinea pig is Choco, hamster is
Coco, bird is Bun.

=

It’s name nice name.

>

Speaking of foods, what foods do you like?
B. 1like baked cheesecake. How about you?

In our view, this kind of exchange is not just
pragmatically incorrect—it would not function
outside the L2 classroom. It falls short of our
university’s competency standards by some distance
(Matsumoto, 2013), particularly in relation to being
“able to think logically with good judgement” and
“communicate with people of different backgrounds
and cultures.” It is difficult to imagine this exchange
being taken seriously by other non-native speakers,
by us, and by the students themselves.

When EFL teachers do not set forth pragmatic
behaviour routines to compensate for the learn-
ers’ lack of automatic processing and output, their
learners are left feeling cheated and unmotivated.
First-year university students form the impression
that, again, they are asked to interact like junior
high school students playing a game or performing
a comedy. However, it is vital that students develop
pragmatic competence to be able to function prop-
erly in varied environments. We interpret their usu-
al comment “I can’t speak English” as a cry for more
pragmatic fluency in L2 to feel secure in communi-
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cation by acquiring “safety islands” (House, 1996) of
routines. Students are keen to learn acceptable L2
language behaviour.

In this article, we discuss the specific kinds of
pragmatic errors committed by first-year students
at our university. We look at how to avoid such
mistakes using a conversation model and explicit
instruction of speaking strategies as stepping stones
to help students to reach their conversation goals.
We then detail how focusing on the functions of
conversations, as well as using students’ own input,
helps to improve pragmatic awareness.

To assess students’ improvement, we used the
concept of pragmatic fluency, which “combines
both pragmatic appropriateness of utterances and
smooth continuity in ongoing talk” (House, 1996,
p- 228). In each section we provide transcripts of
our students’ conversations side-by-side to show
examples of pragmatic errors and the evidence
of improvement, according to this definition of
pragmatic fluency.

A Conversation Model

Opening

Small Talk DM

Small Talk

Changing Topic DM

"Big Talk"

Summarising

Closing

Figure 1. The conversation model given to students.

Our first step in correcting pragmatic mistakes
was to give students a conversation model to follow

The Language Teacher ® Readers’ Forum

(see Figure 1). We expected them to cover each
stage as they practised speaking with classmates. 1f
students missed a stage, their partners pointed it
out, reinforcing the model. The model serves as a
safety net for students lacking in confidence, as well
as those whose interactions break down and need
to get back on track.

Conversation Strategies to Correct Six
Common Pragmatic Errors

Figure 2. A small talk homework task assignment.

Common Pragmatic Error 1: Introducing Topics
at the Wrong Time

Solution: Small Talk and Big Talk

The first serious pragmatic error we found was the
abrupt and jarring switch to topic questions (e.g.,
“Where did you go on your school trip?”; “What’s
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Table 1. Conversations With and Without Small Talk

Conversation 1: Small

Conversation 2: Small

Talk Not Learned Talk Learned
A. Hello A: Hi
B. Hello. B: Hello.
A. What's your hobby? | A: How are you?
B. My hobby is reading | B: Ah, I'm sleepy.
books. A: Sleepy?
A. Me too. B: And you?
A

B. That’s great.

A. What kind of books
do you like?

B. 1 like historical
books.

A. For example?

B. Eien no zero or Kiyo-
sukaigi.

A. Kiyosukaigi?

B. Kiyosukaigi is written
by Koki Mitani. Do
you know?

A.1heard.

B. What is your hobby?

A. My hobby is listening
to music.

B. Who is your favour-
ite singer?

: Ah, me too me too.
Very sleepy. It’s very
hot today. I don't like
summer. How about
you?

B: Ah, um. If it is very
hot, 1 don't like
summer. If it’s warm,
I'm glad.

A: Oh1see I see.

B: So anyway, hmmm,
ah! Hey! I finished,
finally, 1 finished
Schoology.

A: When?

B: I finished Schoolo-
gy just in time, last
Wednesday.

A: When when when?

B: Last Wednesday.
May 54th.

A: May 54th? 24th?

B: No no no no. I'm just
kidding. 1t was May
24th.

A: How’s your score?
Good or bad?

B: 1 think it was good
because I'll get aver-
age score is 85%.

A: Oh, wonderful. But,
I'm score is 90%.

B: Oh, I think it’s good.
Ok ok, so anyway,
let me ask you
something. What's
the best age to get
married?

the best thing about your hometown?”) directly
after salutations, without any small talk:

A. How are you?
B. I'm fine, and you?
A. I'm sleepy. What animal do you like?

To correct this, we introduced the concept of
small talk and big talk. Big talk denoted the stage in
conversation for more serious discussion, such as
“What'’s the best age to get married?” (see Conversa-
tion 2 in Table 1). We supplied suitable low-risk, ac-
cessible topics such as visiting a new cafe or watch-
ing a film, as well as news stories or the weather. We
provided a framework for generating appropriate
ideas and micro topics (see Figure 2) and asked
students to prepare them as homework before every
class. Table 1 shows conversations where students
had not yet learned this skill and where students
had practised the conversation extensively.

Common Pragmatic Error 2: Failure to
Announce Topic Changes

Compensatory Strateqy: Discourse Markers

When students have many things to discuss we
found that they cannot introduce their ideas prop-
erly in conversations. The result is that they change
topics without warning, as can be seen in Conversa-
tion 2 in Table 1. This error is particularly serious if
topics are unrelated, as the interlocutor might think
that the conversation was without purpose.
Although the course textbook at our university in-
troduces basic conversation strategies, including be-
ginning and ending conversations, using rejoinders,
and turn-taking, introducing topics is not covered.
Here, teaching specific discourse markers is an ideal
remedy because this helps create “EFL listeners who
are more selective, active, and effective” (Tai, 2016).
This means that students who know a variety of
discourse markers are better equipped to navigate
not just the changes between related topics, but also
to signal what type of change is being made, such as
prefacing a request for advice or a question.

Table 2. Examples of Discourse Markers Taught

Small Talk hey, so

Changing Topic | so anyway, well, let me ask you

something

so the bottom line is, so it
sounds like

Summarising
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Therefore, we explicitly taught usage-based forms,
which are discourse markers targeting three key
junctures: announcing small talk, signalling the
transition to big talk, and announcing a summary
(see Table 2) The conversations in Table 3 below
demonstrate the difference when discourse markers

The Language Teacher ® Readers’ Forum

had been taught.

Table 3. Conversations With and Without Discourse

Markers
Conversation 3: Conversation 4:
Discourse Markers Not Discourse Markers
Taught Taught

B. Where are you from?

A.Tm from Shimane.
And you?

B. I'm from Ehime.

A. What'’s your favour-
ite hobby?

B. 1like playing bas-
ketball. 1 join the
basketball club. Do
you join any circle?

A.1join soccer circle.

B. Will you watch
World Cup?

A. Ah yes.
B. 1like Nagatomo.
A. Nagatomo. Gold.

B. Hey, last Sunday
1 went to Ozu for
circle’s picnic.

A. Oh, that’s great!
B. Sky and river was
very sky blue and
beautiful.

A. Oh, 1 want to go
there.

B. It was happy.

A. Okay. So anyway,
I want to lose my
weight, but I can’t
stop eating. What
should 1 do?

B. Ah, 1 think you
should exercise.

B. What kind of food do | A. No, I don’t like exer-
you like? cise.

B. Hmm, it’s difficult
problem. You should
eat low-calorie food.
It is goopita. goopita
is 22? and satisfy, you
should eat goopita.

A. That’s a good point.

The following three common pragmatic errors—
inappropriate questions caused by ineffective listen-
ing, the spotlight performance, and the policeman
interview—all help to create stilted, passive conver-
sations. We will look at these errors in turn, before
dealing with the solution, which also solves a fur-
ther problem: failing to end conversations properly.

Common Pragmatic Error 3: Inappropriate
Questions Caused by Ineffective Listening

We found that first-year students were often poor at
asking pragmatically appropriate questions because
of poor listening skills. This lead to questions being
asked when the answer had already been supplied.
Of course, some of these errors can arise because
information has been missed or not clarified.
However, many awkward situations occur because
students do not pay attention to answers that they
have heard:

A. What is a famous thing in Toyama?

B. My favourite thing is crab, for example timaki
and hotaruika. How about you?

A. 1 want to go to Maizuru. That is port town. 1

want to see Togoheihatirou’s house. What food
is famous in Toyama?

B. Ithink crab. It’s so big.

Common Pragmatic Error 4: The Policeman
Interview

Another kind of problematic conversation is what
we term the policeman interview, where one
student questions and the other answers. Unless
they plan to join the police, we like to suggest that
practising interrogation skills is probably best done
outside the English classroom. If answers are short
and lacking in detail, then it is incumbent on the
interlocutor to find a better topic, or better still, to
allow their partner to change it:

A. Do you have free time in the day?

Yes.

How long do you do club?

Half a day.

Half a day!? Very very long. What part do you
play?

I play the tuba.

Did you play it in the high school?

B. Yes.

> > W

> w

Common Pragmatic Error 5: The Spotlight
Performance

What we call the spotlight performance is the most
egregious error we have come across because it is
entirely inappropriate in any conversation. Students
might be used to this style, having given prepared
speeches at school and listened to others without
interrupting. However, these speeches are com-
pletely one-sided, so listeners do not use rejoinders
and follow-up questions:
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A. Where did you travel in high school?

B. 1went to Aomori and Hokkaido. I stayed at
farmer’s house and | harvested apple and peach.
How about you?

A. 1went to Hokkaido four days. 1 skiing in Furano
all days. That’s fun. Next day 1 went to Otaru.
I ate many kinds of sweets and foods. It’s very
good.

When students give spotlight performances, they
are only minimally invested in their interactions,
becoming “disengaged achievers” (Price, 2014). They
are completely unfocused on the pragmatic needs
of interaction, which includes leaving space for a
partner to ask questions. Non-Japanese might well
cut off pre-prepared speeches like this with ques-
tions of their own, perhaps beginning with, “Are
you a robot?”

Common Pragmatic Error 6: Failing to end
Conversations Appropriately

Almost without exception, we found that students
did not know how to signal that they wanted to
finish the conversation nor how to end it appro-
priately. Students would pretend they had another
activity to go to in the middle of a class (e.g., “Sorry,
I have to go swimming now.”; “Sorry, 1 have to go
home.”), or they would suggest they go somewhere
together even though they hardly knew each other
(e.g., “Let’s go to a vegetable restaurant together.”;
“Let’s go to a soccer view this time together!”). Un-
fortunately, while these excuses might be acceptable
in a role play, we were not teaching a drama course.

Solution: Summarising as a Conversation Strategy

We found that teaching summarising is a very
efficient way of solving the pragmatic infelicities

of inappropriate questions, passive interactions,
and ending conversations with unrealistic clichés.
Giving a good summary of a conversation demands
that students pay close attention to the details they
hear, which eliminates questions where the answer
has already been supplied. Gathering sufficient
information for a summary encourages students to
clarify details and ask for further information. The
onus is on the listener to disrupt pragmatically in-
appropriate patterns like the spotlight performance
or the policeman interview so that they are no
longer viable. Additionally, students are motivated
to give an accurate summary because their inter-
locutor will give them instant feedback regarding
whether they are correct or are required to provide
more clarification.

Summaries are also an excellent antidote to the
unrealistic excuses students provided to end con-
versations. Especially, when used with expressions
such as the bottom line is or in a nutshell, summaries
signal to interlocutors that it is time to end the con-
versation. For us, summarising is the most import-
ant additional communication strategy we teach be-
cause it helps students to improve in multiple areas
and increase their confidence, as well as promote
conversation management and resolve interactional
impasses (Huddlestone & Fairhurst, 2013; Kehe &
Kehe, 1994). To illustrate the improvement that is
possible, in Conversation 5 in Table 4 ends abruptly, 4

)

but Conversation 6 includes a summary:
[
Table 4. Conversations With and Without Summaries E
Conversation 5 Conversation 6 -
A. Where did you B: So, so0, in other 5
travel? words, we should do |
B. In high school, 1 exercise. OK?
went to Tokyoand | A: Mmm
Kanagawa. I went to | B: OK. 1 think the... the
Tokyo D{sneyland, important point is, o
Thukggal and so on. refresh. So, seeing >
I ate .httle green men very beautiful sight o
manju. It was very is very important n
delicious. 1 have to point. g
go- See you. A: 1 think not moving is S
B. OK! See you. the most bad things.
Nice talking with
you. 4
B: Me too. Thank you.
A: Bye.

Content that Contributes to Pragmatically
Unsound Conversations

Junior High School Topics as Problematic
Content

Whether chosen by teacher or student, using the
same topics in first-year university speaking classes
as those from junior high school (e.g., hometown,
high school trips, family) was problematic because it
encouraged spotlight performances. Unfortunately,
using junior high school topics at university simply
produces more junior high school English.

Lack of Depth in Topics

Another problem was low detail answers. This
meant that speakers in conversations kept changing
topics. Low detail answers are understandable when
students’ lexicons are narrow, but are also caused
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when a partner has little or no interest in the topic.
This can then lead to a policeman interview with
students unwittingly and impolitely shutting down
discussions:

A: 1watched Doraemon many times.

B: Do you like Doraemon?

A: 1like Doraemon.

Solution 1: Focusing on Conversation Functions
As we see it, one of the key drivers behind prag-
matic errors is that students fail to engage in true
communication. For content, they select topics hap-
hazardly, without paying attention to the interests
of their interlocutor. When students treat conver-
sations in this way, they commit a grave error. That
is why we shape our instructional approach around
the functions of conversations so students think
about why they are talking to their partner beyond
merely practising for a speaking test.

To deal with problematic content, we retired top-
ics commonly used at junior high schools. Instead,
we used the following functions so that students
build a new conversation schema based on appro-
priate and relevant exchanges of information:

o Asking for recommendations and giving them.
e Asking for opinions and sharing them.

e Asking for advice and sharing it.

Conversations based on these functions are
less prone to becoming policeman interviews or
spotlight performances because answers need to be
justified. In a nutshell, function-centred activities
promote the exchange and negotiation of meaning-
ful messages (Meddings & Thornbury, 2015), as in
the conversation below:

A: So anyway, I'm planning the trip plan during the
summer vacation. 1 want to go to Tokyo.

Tokyo.

So what is the best way to go to Tokyo?
Ah... ok. 1 think you should use airplane.
Oh... airplane.

Airplane.

Airplane. It is because the airport is near.
Yeah yeah.

And it don’t take so long time to go to Tokyo.
Ah, but isn’t it so expensive?

No no no!

No?

If you use cheap plan...

ZEFE2EFE2EFE2E TV
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B: Cheaper plan?
A: You can go to Tokyo three, four thousand yen.
B: Oh, excellent!

Solution 2: Foregrounding Student-Generated
Content

We believe that for learners, “communication
should, first and foremost, be ‘about themselves™
(Meddings & Thornbury, 2009, p. 10). Therefore, to
make our function-based conversations more com-
pelling to students than junior high school topics,
we gave them the responsibility of completing task
handouts by selecting content based on the details
of their lives. For example, in an asking-for-advice
task, students added issues such as “how to eat
healthily at university,” “how to use time effective-
ly,” or “how to deal with noisy neighbours.”

When students determine learning content, it
ensures individual relevance. When the content has
to be used in the context of a conversation function,
students also have to ensure peer relevance. There-
fore, students who select content themselves are
motivated to add sufficient detail and are less likely
to choose inappropriate content because func-
tion-based conversations make students account-
able to their partners. In this respect, it would be
illogical to ignore learners who are “in a unique po-
sition to look for relevant resource materials [and]
know what their own needs and interests are” (Hall,
2001). We recognise that relying on student-gen-
erated content might make some instructors
uncomfortable. However, when teachers give clear
guidelines, transferring responsibility for content
conveys further benefits, like increased confidence
and autonomy (Brown, lyobe, & Riley, 2013).

Conclusion

If university students are to interact appropriate-
ly in English, no matter what the location, it is
essential that they develop fuller pragmatic compe-
tency. In this article we have argued that common
pragmatic errors made by first-year students can
be easily corrected. Teachers can offer students

a conversation model, then introduce using dis-
course markers and summarising as conversation
strategies. Errors can also be reduced by focusing
on functions of conversations and giving students
responsibility for topics.

In developing global communication skills, we
encourage teachers to reflect on their students’
conversations and assess if these are pragmatically
sound. It is often the case that students themselves
are aware of the inappropriateness of the things
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that they say. We suggest, therefore, that adopting
the strategies outlined here might be more welcome
than teachers might imagine.
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2,000 words or less.

An Interview with
Fiona Creaser

Welcome to our final interview for 2018! Our featured
discussion is with Fiona Creaser, an Associate Professor
at the University of Kitakyushu. She received her doctor-
ate in East Asian Studies from the University of Durham,
which investigated the problem of sexual harassment

Torrin Shimono & James Nobis

TLT Interviews brings you direct insights from leaders in the field of language learning, teach-
ing, and education—and you are invited to be an interviewer! If you have a pertinent issue you
would like to explore and have access to an expert or specialist, please make a submission of

Email: interviews@jalt-publications.org

in Japan. She has published on various forms of harass-
ment, including workplace bullying and mobbing. She
teaches gender studies, and her research interests
include sexual harassment, workplace bullying, and
women’s self-development and empowerment pro-
grammes. Ms. Creaser was interviewed by Robert
O’Mochain, an Associate Professor in the College of
International Relations at Ritsumeikan University. He
received his doctoral degree from Temple University
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Japan. His doctoral
research explored
the implications of
homophobia in the
lives of teachers and
students in Japan.
More recently, he has
explored the implica-
tions of sexual harass-

The Language Teacher ® JALT Praxis: TLT Interviews

ment in educational

contexts and the pos-

sibilities of exploring sexual harassment themes within
a Critical Pedagogy approach. So, without further ado,
to the interview!

Robert O’Mochain: Can you tell us what you have
published on sexual harassment issues?

Fiona Creaser: I've published a few articles over the
past few years (see References). It’s still clear to me
that sexual harassment and workplace bullying are
still not fully understood by most people. I've lost
count of the times people have said to me that they
feel they can’t compliment a woman on how nice
she looks because of sexual harassment policies, or
how someone is being bullied, but no one knows
how to handle the situation properly. Sexual harass-
ment and workplace bullying are horrible experi-
ences for anyone to go through, and working in this
field really throws up the dark side of organizations.
Over the years, I've received phone calls and emails
from people with whom 1 have once worked telling
me they are being harassed and not knowing what
to do about it. In each of these conversations, the
person usually begins by saying, “Now 1 know what
you mean when you talk about harassment, Fiona.”

Why do you think it is important to raise this topic?

Well, it is not going away. No matter how tight
workplace/organizational policies seem to be,
people are still subjected to sexual harassment
and workplace bullying. The problem will not go
away until workplaces/organizations start actively
creating safe places for people to work in. At the
moment, there are a lot of people who are still left
feeling angry, helpless, and isolated because of ha-
rassment they have experienced.

Do you find that all forms of harassment are taken
seriously? Is there an equally strong commitment to
pursue a case of sexual harassment as there is for, say, a
case of power harassment?

This is a difficult question to answer. The law in
Japan is very clear about sexual harassment. There-
fore, it may be easier for an organization to pursue
a problem of sexual harassment over power ha-

rassment. However, with sexual harassment, it’s

very difficult to persuade a victim to come forward
because the cases are so complicated. The victim may
feel guilty, especially if alcohol were involved. There’s
a tendency to blame the victim of sexual harassment,
especially if the victim is a woman. As with rape and
other forms of sexual abuse, it is very often the case
that the woman is put on trial, and her reputation is
brought into question rather than the perpetrator’s.
The problem with power harassment is that it can be
disguised as a managerial difficulty—the manager is
just doing her/his job, and if the person subordinate
to the manager doesn'’t like it, then the problem is
with the subordinate and not with the manager. 1
also think that in Japan, the problem with power ha-
rassment is exacerbated because of the senpai/kohai
nature of workplace relationships. There are merits
to the senpai/kohai structure, such as team building
skills and very good mentoring if you have a good
senpai, but the negative side is that it can become

an excuse for workplace harassment. Generally, my
experience is that many people won't ever engage
with any harassment issues unless it actually happens
to them. At the time when 1 was trying to rally sup-
port for anti-harassment policies, though, they were
nowhere to be seen!

That reminds me of a comment from Tamarah Cohen
(Kansai-based gender scholar). She said she has attend-
ed various language conference presentations on the
topic of sexual harassment. However, the presenters
and audience members are invariably women. Why
aren’t men taking the issue seriously enough? Can the
situation be improved?

Sexual harassment seems to be perceived, unfor-
tunately, as a woman’s problem and not something
that men need to necessarily know about. Let’s face
it, if you're not doing the harassment and aren’t
being harassed, why bother finding out about it? 1
don’t know how the situation can be improved. 1
think organizations need to take the initiative and
show men that sexual harassment really happens,
and by looking the other way, you are supporting it.

Men feeling unable to compliment a woman in
the workplace is certainly nowhere near the trauma
women go through when they experience sexual
harassment.

Some commentators distinguish between proactive
rather than reactive sexual harassment policies among
university administrators and governors. How would
you distinguish or characterize the two approaches?

Proactive campaigns work better as people can have
the confidence to make a complaint about harass-
ment. However, reactive campaigns generally don’t
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work. If cases of harassment happen in a university
which has no procedures, the top-level manage-
ment people react badly once complaints start to
surface as they don’t know how to deal with the
complaints and are worried about bad publicity.

How do you actually implement proactive policies?

Proactive approaches do a number of things: They
actively create safe places, and they make proce-
dures that allow faculty and students to complain to
empathetic staff members of a counselling service
on campus. If such a service is absent, people will
be too intimidated about having to speak to the
managing director of the department. You need
good quality seminars for faculties and students.
Go through guidelines, have role-plays with faculty,
and inform students about potentially dangerous
situations: “Zemi” drinking parties for example—if
you are laughing and smiling during the event, you
don’t have to continue if someone harasses you sex-
ually. That person has crossed a line, and you have
the right to call them out immediately.

In her article “The Making of Sekuhara: Sexu-
al Harassment in Japanese Culture” Kazue Muto
(2008, pp. 56-57) says:

“In any company, both employers and employ-
ees try hard to maintain good relations among
coworkers. It is not uncommon for sexual ha-
rassment incidents to occur in efforts to devel-
op wa, but group harmony and wa often pre-
vent sexual harassment victims from resolving
the problem. In typical working conditions,
male conduct from which women suffer, such
as unwelcome sexual jokes, is often perceived
as creating harmony in the office.”

In situations where alcohol runs freely, as is the
case with most social gatherings in Japan, women
are often subject to unwanted sexual jokes, gestures,
and unwanted touching. The behavior is excused
precisely because of the social setting. It also has to
be made clear that the career of the male teacher in
an educational setting is not a sacrosanct value. The
educational institute has to drive home the fact that
women’s lives are ruined by the trauma of sexual
harassment, and men’s lives and career trajectories
should not be given higher priority than those of
women.

What are your own reflections on the recent “epidemic”
of revelations about sexual harassment by prominent
political leaders, Hollywood celebrities, TV personali-
ties, and the like?

It doesn’t surprise me in the least. You talk to most
women, and they will have a story to tell you about
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unwelcome sexual advances in the workplace. What
is happening in Hollywood is happening in all orga-
nizations, and it is just the tip of the iceberg. I think
it is brilliant that powerful women are now speak-
ing out against this behaviour. For me, it just proves
that we need more women in powerful positions in
our daily working lives to come out and champion
other women who are perhaps not in positions
where they can speak out against harassment in the
workplace. Women need to help women, and men
need to recognize that sexual harassment is not just
a one-off incident by “the office perv.” Research data
shows that most offenders are multiple offenders.

One commentator for The Japan Times says we need a
massive “Me Too” hashtag campaign in Japan, just as
there has been in other parts of the world. Would you
like to see that happening? Or should victims of sexual
harassment in Japan find a different way to seek justice
against perpetrators?

Again, this is a very difficult question to answer,
and yes, 1 think the “Me Too” campaign was very
powerful. I'm also a “Me Too” woman, but I think
it’s very difficult for women to come forward and
talk about past experiences of sexual harassment

or abuse. It can mean dragging up very painful
memories for some women, and they may feel that
they can’t go public with their experiences for fear
of being judged by their families, neighbours, and
work colleagues. I think there’s a greater aware-
ness now amongst women in Japan regarding sex
segregation and harassment. It seems to be a very
popular topic with my 12-year-old daughter and her
friends. They’re even raising gender-related issues
with their teachers. For example, if teachers tell the
boys to carry tables because they are stronger than
the girls, the girls will speak up and say, “No, we can
also carry tables as well as the boys.” This is a good
thing, and let’s face it, my daughter and her friends
are the future of Japan. 1 think Japanese women and
men are becoming tired with the status quo, and
things will change for the better for women. But it
is tough here, 1 know. If you're a contract worker
with precarious work conditions, why would you
put your job in danger? If a single woman goes
public with allegations, her prospects for marriage
may be severely damaged, and that’s a reality for
women here. There is also a strong social pressure
not to appear rebellious before authority in any way,
especially for women.

Yes, because the underlying problem is a society being
sexist, that men are given more status than women,
and offenders know they can get away with it.

Yes, totally.
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For this year’s annual conference, JALT provided guide-
lines on harassment issues. What is your assessment of
their “Code of Conduct Complaint Procedures?”

Unfortunately, I didn’t have the opportunity to
attend the JALT national conference this year, so

I'm unable to make any comments about how the
guidelines on harassment issues were promoted. 1 do,
however, think it’s very positive that JALT are coming
to grips with the problem of sexual harassment and
are trying to promote awareness of the issue at their
conferences. As for the guidelines themselves, 1 think
they are a step in the right direction. One of the best
things about the guidelines is how inclusive they are.
Speaking from the point of view of a woman born
with one hand, 1 often experience unwelcome touch-
ing. Strangers feel it is their right to suddenly grab
my right arm and start to prod and poke it. When 1
ask them to stop, they're the ones who look offended,
almost like they are saying, “How dare a one-handed
woman tell me, a two-handed person, what 1 can

or can’t do to you.” Also, because 1 have one hand,
people feel they can freely make comments about

my body such as, “Nice body. It’s such a shame about
your arm, it must be so difficult for you.”  have to

say | have received no negative comments about my
physical appearance at any JALT event, and for me to
see people with disabilities included in their Code of
Conduct is a breath of fresh air because people like
me are frequently forgotten about and rendered in-
visible. I would like to see a link to the JALT Code of
Conduct as soon as you open up the JALT homepage.

What is your response to language educators who say,
“I'm just a language teacher. These issues have nothing
to do with me or my teaching?”

As educators, we have responsibilities to our stu-
dents who could be victims of harassment. We have
responsibilities to our work colleagues who could
also be victims. Harassment could be happening in
the organizations we belong to, such as JALT, so we
need to be aware that harassment happens. No one
is immune to harassment, and it could happen to
you when you least expect it.

I know you are currently looking at women’s develop-
ment programmes. Please let us know more about the
scope and objectives of the research.

In 2015, I attended the FWSA Biennial Conference
in Leeds and gave a presentation entitled “Mobbing
in the Japanese Workplace: Causes, Consequences,
and Possible Solutions.” After talking to feminist
scholars in the UK and listening to one of the con-
ferences keynote speakers, Igea Troiani, a feminist
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architect, talk about the construction of physical-
ly safe buildings, streets, and parks for women, |
began to realise that in most organisations, there
are no safe places for victims of harassment to go
to, either virtually or physically. I began to think of
how women could create spaces of safety through
self-development and take ownership of their im-
mediate physical and virtual personal/work space.

To this end, for the last two and half years, 1
have been working with a group of like-minded
women to introduce a UK-based Women’s Work
and Personal Development programme to Japan.
We have linguistically and culturally translated the
Springboard Women’s Development Workbook into
Japanese, and we have licensed trainers to run the
programme in Japan using Japanese, English, or
delivering bilingual programmes where necessary.
It is my hope that by delivering this already inter-
nationally successful programme, women will be
able to acquire the tools necessary to improve their
immediate environment and create safe networking
spaces where they can share experiences of difficul-
ties they face in their life. (Springboard is delivered
in 45 countries worldwide and has been translated
into 15 different languages).

Thank you for your time and for deepening our under-
standing of some very timely and challenging topics.
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[JALT PRAXIS]

Welcome to another edition of My Share—the column
that delights in showcasing unique ideas sent in from
fellow teachers and educators around Japan and be-
yond! As we settle into the Autumn semester, it is al-
ways nice to hear about a few new ideas that you can
try out in the classroom. In this issue, we bring you
three interactive activities we are sure will liven up any
communicative language class.

First, Joshua Lee Solomon introduces a creative
classroom activity called Mystery Person Videos which
incorporates an element of detective work. In addition,
students have a chance to try out their acting skills and
reveal a bit of their personality by role-playing an un-
named famous person. After that, Alan Fiedler brings
us a versatile idea called Station Rotation. | am certain
that this dynamic and interactive communication ac-
tivity could be creatively adapted to a wide variety of
themes, and could be particularly suited to mid to larg-
er classes. Last but not least, Toshiko Oda introduces
us to an ingenious approach to student presentations
called Bibliobattle. In this presentation contest, the stu-
dents compete with their classmates to share the most
interesting telling of a book they have read and engage
in a Q&A session with their peers. We hope that you
enjoy reading about and trying out these innovative
classroom ideas!

—Nicole Gallagher

Mystery Person Videos

Joshua Lee Solomon
Hirosaki University
<jsolomon@hirosaki-u.ac.jp>

Quick Guide

» Keywords: speaking, presentation, creativity,
video

» Learner English level: intermediate to advanced
» Learner maturity: teenager to adult
» Preparation time: 30 minutes
» Activity time: depends on number of students
» Materials: projector, speakers, internet connection

MY SHARE

Steven Asquith & Nicole Gallagher

We welcome submissions for the My Share column. Submissions should be up to 600 words
describing a successful technique or lesson plan you have used that can be replicated by read-
ers, and should conform to the My Share format (see the guidelines on our website below).

Email: my-share@jalt-publications.org ® Web: http://jalt-publications.org/tlt/departments/myshare

The following assignment was developed as a way
of alleviating some of our students’ fears of public
speaking, while simultaneously encouraging them
to be creative and show off their personality in class.

Preparation

Prepare an example two-minute video or live speech
in which you take the role of a famous person or
fictional character whom most of your students
know. In it, mention things like why “you” are
famous, “your” signature costume or catch-phrase,
what “your” profession is, “your” home country
and time-period, and so on. Do not say the person’s
name. Try to really get into character, mimicking
characteristic gestures or using a simple prop or
costume piece. You may try contrasting a strong
and a weak example for the class.

Procedure

Step 1: Show your video(s) or give your speech(es) to
the class. When you are done, ask students to guess
who “you” are.

Step 2: Explain to students that their homework
will be to develop a similar two-minute video. The
“person” can be real or fictional, as long as most of
the students in class can guess who it is. Depending
on their level, students should not read directly
from a script. They may use notes or memorize
their speech. Explicitly instruct students that they
may cut or splice 2-3 times during the video, but not
after each sentence.

Step 3: Encourage creativity. Instruct students to
study a video (when possible) of their character and
attempt to mimic them in their video. Advanced
students may be encouraged to attempt to copy
rhythm, intonation, accent, and so on. Do not imply
that students should buy or make complicated
props, but do require some sort of visual aid. Stu-
dents might use a white board, sports equipment,
or improvised costume to hint at who their person
is. If they can use video editing software, they may
even use sound effects or music.
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Step 4: Collect assignments ahead of time using your
preferred method. A private YouTube channel or
Dropbox “file request” may be good vehicles for this.
Remember to instruct learners to label their video
files in a systematic manner before submitting.

Step 5: View the videos in class and have students
guess the answers. Use this as an opportunity to
introduce and practice level-appropriate vocabu-
lary (e.g., by categorizing the people as historical,
fictional, or contemporary). Have students give
feedback on the effectiveness of the videos and per-
formances, as time allows: Which videos did they
like the best and why? What did they learn through
their observations?

Conclusion

The mystery person videos are always popular with
my students: the creativity and mystery keep them
engaged while viewing their peers’ videos, and many
enjoy performing for the class. Both the perfor-
mance and observation aids learners in focusing

on improving natural speaking patterns, body
language, and fluency. Additionally, pre-recording
their performances takes away much of the pres-
sure of speaking live, and allowing cuts in the video
removes the necessity for memorizing a lengthy
script. 1 employ this assignment as a midterm
project for advanced students; however, with minor
adjustments, it can be adapted for use with a wide
variety of ages, levels, and contexts.

Station Rotation
Alan Fiedler

Kindai University
<fiedleralan2@gmail.com>

Quick Guide
» Keywords: 4-skill, topic-based, learner centered,
scalable
» Learner English level: Low intermediate and
above

» Learner maturity: Junior high school and above
» Preparation time: 15 minutes
» Activity time: 40 minutes +

» Materials: Topic-based graded readers, dice,
worksheets (see Appendices)

Station Rotation is a 4-skill, quick moving, top-
ic-based teaching activity. It begins with an intro-
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duction/brainstorming task and then transitions
into the three stations: reading, writing and games
(speaking/listening). The lesson is adaptable and
scalable to account for maturity level, English abil-
ity, and class time. 1 generally run Station Rotation
in 40 minutes (Four 10-minute intervals. Each actu-
al segment is eight minutes, followed by a 2-minute
transition to the next station). Station Rotation en-
ables the teacher to be a facilitator in a student-cen-
tered, interactive, multi-task learning environment.
Working in small groups on varying tasks while
assisting and interacting with classmates, students
are engaged and eager to participate.

Preparation

Step 1: Introduction/Brainstorming segment: Pre-
pare flashcards or images of what sports are played
on or in: water, ice, snow, sand, grass, wood, road,

and so on. See Appendix A.

Step 2: Reading station: Gather sports-themed grad-
ed readers. Individual or pair reading is possible.

Step 3: Writing station: Print out worksheets (A4,
double-sided). See Appendix B.

Step 4: Game station (Speaking/Listening): Sports
question strips. See Appendix C. Provide one dice
per student at this station.

Step 5: Split class into three groups—Group A at the
reading station, Group B at the writing station, and
Group C at the games station (speaking/listening).
Each station is comprised of a large table or desk
cluster.

Procedure

Introduction/Brainstorm: Engage and familiarize
students with lesson lexicon; approximately 10
minutes.

Step 1: Show images (snow, water, grass, etc.). Elicit
responses. Write responses as headings on white-
board.

Step 2: Mime sports and elicit responses.

Step 3: Point to headings on whiteboard. Ask
students, for example, what sport is played on
grass. Write the student answer under the heading
‘grass’. Encourage each group to think of three more
sports per heading. Give one minute and then elicit
responses. Write responses on whiteboard. For
completed example, see Appendix A.

Begin Station Rotation

Step 1: Students stay seated at their station. Dissem-
inate graded readers to reading station, worksheets
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to writing station, and question strips and dice to
game station. Explain that each group will rotate
after eight minutes.

Step 2:
Reading station: Encourage pair reading. It enables

stronger students to help weaker students and
reduces the number of books needed.

Writing station: Place worksheets, pencils, and eras-
ers on the table. Explain instructions and encourage
students to help each other. Check back periodi-
cally. Collect worksheets at the end of the segment.
See Appendix B: Writing Station.

Game station: Students roll dice simultaneously.
Winner picks up a strip (turned face down) and
reads the sports related question to the classmate
on his/her left. The student who amasses the most
strips wins. The teacher should explain and model

the game procedure. See Appendix C: Game Station.

After eight minutes, time is up. Student groups
rotate to the next station. Continue until each
group completes the three-station rotation.

Conclusion
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Station Rotation, as evidenced by the sports-
themed lesson plan, is easily adaptable and thus can
be an oft-used teaching activity. In fact, it works
best when conducted frequently, as students better
understand the concept and procedure. Station
Rotation is an effective, enjoyable method that en-
hances learner input and output. Finally, as content
and lexicon can be easily adjusted, Station Rotation
works well with junior high students and above.

Appendices

The appendices are available from the online
version of this article at <jalt-publications.org/tlt/
departments/myshare>.

— JALT2018 Presentation —

How to Get Published in
JALT Publications

Sun, Nov 25, 1:05 PM - 2:05 PM; Room 1202

This presentation provides clear and practical information
on how to increase your chances for getting published in
one of the JALT Publications journals: The Language Teach-
er, JALT Journal, or the Postconference Publication. Editors
from each journal will cover their journal’s remit, submission
guidelines, describe the various peer-reviewed and non-
peer reviewed publication opportunities available, and an-
swer any questions. First-time authors and those wishing to
publish in Japanese are especially welcome.

Bibliobattle in English, an
Alternative Style of English
Presentation

Toshiko Oda

Tokyo Keizai University
<toda@tku.ac.jp>

Quick Guide
» Keywords: Reading, presentation, accuracy
» Learner English level: Intermediate
» Learner maturity: High school and above

» Preparation time: 1-2 weeks to read a book, 1-2
days to prepare for a presentation

» Activity time: Three minutes for each presenta-
tion plus Q&A

» Materials: Graded Readers

Bibliobattle in English is an excellent alternative
approach to reading and developing presentations.
A popular activity in Japanese schools, Bibliobattle
provides students with the opportunity to read a
book of their choice and talk about it for five min-
utes (see Taniguchi, 2013, for details). In essence, it
is a variation of “show and tell,” which has addition-
al benefits when it is practiced in English-language
classes. Students naturally refer to the sentences
they read in the book when composing their drafts.
This practice reinforces what they have previously
encountered. As a result, their draft speeches in
English for Bibliobattle are much better and contain
fewer errors than the speech drafts that they would
normally write. Students are less inclined to use
translation apps because the English they want is
already in the books they have read. They do not
copy from their friends because they read different
books. Teachers can reduce the usual presentation
time to three minutes for intermediate students.

Preparation

Step 1: Explain the concepts behind Bibliobattle.
(There are many videos online.)

Step 2: Allow the students to read any English-lan-
guage book that they choose. Graded readers are
some of the best options. Allow the students one to
two weeks to read the book.

Step 3: Provide the students with sufficient time to
prepare their three-minute speech on the book of
their choice. Note that they cannot read from their
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drafts when delivering their presentations. It may
take one or two days for them to develop a draft.

Procedure

Step 1: Each student delivers a three-minute pre-
sentation about the book of his or her choice. If
students are not confident that they can give their
presentation, allow them to have some presenta-
tion cards with some key words or expressions as a
presentation aid.

Step 2: The presenter interacts with fellow students
through a Q&A session.

Step 3: After all of the presentations are complet-
ed, the students vote to select the most interesting
book. (They need not vote for the best presentation.
Sometimes we discover an unexpected winner,
which makes the battle more enjoyable for the
students. The teacher can grade the presentations
separately.)

Step 4: The book that receives the largest number
of votes is declared the Champion Book of the Day.

Step 5: (Optional) Students read one of the books
presented as a follow up.

[RESOURCES]
Edo Forsythe

Editor’s Note: We are bringing you two articles in this
issue about educational technology that will be dis-
cussed in sessions at the JALT Conference this month.
Both authors will be doing presentations at the con-
ference and the CALL SIG will have a forum discussing
how we can use technology to bring diversity into our
classrooms. Be sure to join us for that engaging discus-
sion! The JALT Conference is sure to give you plenty of
ideas to keep your language lessons Wired!

MReader for Extensive
Reading
Lorraine Kipling

Kanda University of International Studies

The Language Teacher ® JALT Praxis: My Share

Conclusion

Bibliobattle in English is a very good option for
encouraging students to read and develop presen-
tations. For most of my students, it is the first time
that they read a complete book in English, which
gives them a sense of satisfaction and confidence.
Many of my students find it relatively easy to com-
pose a draft for their speech because they can refer
directly to the English sentences in the books they
read. Although correcting their English was not
part of the process, 1 found that their presentations
were mostly clear and accurate. Very few of them
used translation apps. Most importantly, Bibliobattle
gives us a great opportunity to get to know the pre-
senter’s personality and foster an interest in reading
for fun.
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tonomous activity, which is ideal for setting

students up with healthy independent reading
habits that will serve them long after their language
course is over. The ER approach encourages learners
to read a large quantity of books at an accessible lev-
el—often simplified Graded Reader texts—in order
to develop reading speed and fluency, vocabulary
acquisition (Krashen, 1989), linguistic awareness and
competence, and a range of affective benefits (Na-
tion, 1997). The self-directed nature of ER however,
means that teachers will face considerations of how
to motivate students to participate with autonomy,
and how to effectively monitor and measure their
progress. Documenting students’ reading practice us-
ing reading logs, book reviews, reports, etc., can be a
time-consuming process to monitor and assess. Even
then, the teacher may still be left doubting whether

E xtensive Reading (ER) is a flexible and au-
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the student has actively and honestly participated in
the spirit of ER.

MReader was developed in 2013 as a “user-friend-
ly, browser-based” version of Moodle Reader
(MReader, n.d., n.p.), offering a database of over
6,000 online quizzes for Graded Reader texts from a
range of publishers. Its subscription-based counter-
part, Xreading, offers a variety of additional facili-
ties, including an extensive range of online Graded
Reader texts (Milliner & Cote, 2014). MReader, on
the other hand, is a free system that focuses on tests
and reading logs without providing the reading
texts themselves. This article evaluates MReader as
an online platform for monitoring students’ engage-
ment and progress in Extensive Reading.

Setting Up MReader

First teachers interested in using MReader must

set up an institutional MReader Admin account

by emailing Tom Robb at <admin@mreader.org>

to request permission and receive an access code.
There is usually one site registration per institution
(or faculty), although more than one site account is
possible, depending on the size of the institution.
This means that someone must take responsibility
for administration at an institutional level: creat-
ing teacher accounts, setting up class groups, and
registering students. This takes a little time initially,
but requires minimal attention throughout the
semester.

An individual MReader account is created for
each student providing access to their individual
homepage, which displays their Reading Report.
Each teacher has an account that may be affiliated
with multiple class lists. All enrollment processes,
as well as institution-wide settings, are managed by
the institution’s MReader Administrator (hereafter
referred to as Admin), while some text level and
test settings are administered by the teacher on a
student-by-student and class-by-class basis. The
institutional Admin may also adjust the adminis-
trative rights of teachers on certain settings, such as
changing students’ word-count goals and allocating
extra credit.

How Does MReader Work?

Students log into their homepage to view their
Reading Report (Figure 1) or to access a new quiz.
The homepage displays cover images of books
students have successfully passed quizzes on, a table
detailing all quizzes taken, and a tally of the total
words the student has read. They can open a pop-
up box for more details on the quizzes they have
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taken across all courses. There is also a reading goal
progress bar, information about their current level
setting, and recent test status. When a student has
finished reading a book, they enter the book title or
keywords from the title into the search bar to access
a page of book cover icons that match their search.
They select the icon that matches the level and
edition they have read in order to access the test for
that reader.

Figure 1. Example of MReader student homepage.

MReader tests typically comprise 10 questions
that come in a variety of forms, including True/
False, multiple choice, “Who said...?,” and drag-and-
drop chronological sorting tasks. These questions
are randomly selected from a bank of 20 possible
questions per book, which helps to mitigate the risk
of students sharing answers to cheat the system.
The quizzes are purposefully “easy [and] relatively
superficial in nature” (MReader, n.d., n.p.). MReader
recommends the institutional Admin set a relatively
low passing grade of 60%, so that the tests gauge
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general understanding and fluency rather than
intensive reading comprehension. To prevent stu-
dents from looking up answers to questions in the
book, MReader tests are timed, which means that
students must have already read the book before
attempting the quiz.

After a student takes a test, the result is logged. To
prevent cheating or end-of-semester cramming, the
system has a default 24-hour delay setting (which
can be modified) before the student can take anoth-
er test. This setting can be overridden at the discre-
tion of the teacher, who can also allow a student to
retake a quiz they have failed. There is an option for
students to receive a word-count penalty if they fail
a test three times in a row, and a facility for teachers
to check on other tell-tale signs of cheating, such as
two students taking the same quiz at the same time
or having multiple quizzes in common. Teachers
also have the ability to adjust reading levels and
reading goals, grant students extra time to take a
test, and give extra credit in exceptional situations,
such as when a quiz is not available, or when a stu-
dent has failed a test despite having read the book.

Affordances

In terms of monitoring and assessing ER practice,
the data from MReader provides a clear and mostly
self-maintaining record of student participation
and performance, that can be used in graded assess-
ments. Having an accessible record of a class’ (Fig-
ure 2) and individual student’s reading activity also
makes it easy for teachers to identify students who
need more encouragement and support, as well as
those who are thriving. On this page, teachers are
also able to set and change reading goals and levels,
give extra credit, access individual students’ pages,
manage passwords, etc. In addition, the MReader
site is accessible online, which means that students
can take tests anywhere and in their own time,
reducing the demands on class time in adminis-
tering and monitoring ER activity. Book review
activities may also be incorporated into class as part
of students’ wider literacy practice but are no longer
necessary as proof of students’ reading activity.

MReader seems to also enhance students’ expe-
rience of ER. It provides students with quantifiable
data regarding their own reading progress, which
offers acknowledgement and validation of keen
students and gives a platform for less outspoken
students to shine. These students may have already
been motivated to read extensively, but registering
this activity on a visible and accountable platform
provides an additional reward. There can also be an
element of competition and self-imposed challenge

The Language Teacher  JALT Praxis: TLT Wired

in which students are motivated to read beyond
their classmates or be the first to exceed the word
count target. The author is currently undertaking a
comparative research project, to quantify how moti-
vation and performance are affected by the MRead-
er platform. From anecdotal observations and in-
formal classroom conversations so far, students also
seem to be more motivated to discuss their reading
habits and make recommendations to their peers.
In some classes, a community of reading started to
develop, with books being passed between students,
and between teacher and student.

Figure 2. Example of teacher’s overview of class
progress from MReader.

Limitations

The MReader platform requires some scaffolding
when being introduced to students initially, and
teachers need to be able to deal with some issues
that students will encounter. For example, a student
may be confused about why they cannot access a
quiz. Sometimes there is no quiz in the MReader
system, or the search term does not work to locate
the appropriate quiz. This was very rare, and could
be addressed by the teacher by interviewing the stu-
dent about the book and awarding extra credit if the
teacher is satisfied that they had read it. Sometimes
the search feature works, but if the book is framed
in red, this means that the student cannot take the
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quiz. This could be because the level of the book

is different from the student’s level setting, they
have taken a quiz within the past 24 hours, or they
have already taken this quiz before. It might also be
because a student has opened a quiz accidentally, or
finished taking a quiz, and exited the page without
taking the post-quiz survey. This survey must be
opened or completed in order for new quizzes to be
made accessible again.

When students read a book at a level above their
settings, they must request the teacher to change
their account setting. This could delay the test and
result in failure. They may also fail a quiz for a book
they have read because the level is too high. Teach-
ers can permit a retake or grant extra credit at their
discretion. To avoid this, however, either the level
could be enforced more strongly, or students could
be encouraged to check the level before reading the
book and request a change of level setting in ad-
vance. Students should also be advised that they are
more likely to fail a test if they wait too long after
reading the book.

On very rare occasions, a quiz exists, but some
questions are blank. MReader will fix such issues
immediately when notified. In the meantime, teach-
ers can advise students to take a screenshot of the
empty field, then choose a random answer. If this
causes them to fail the test, they may speak to the
teacher, providing the screenshot as evidence, and
request a retake. Finally, in the case where a student
has been enrolled in a class in a previous year, they
must remember to select the correct class name/
number on their homepage before searching for and
taking a new quiz. If they fail to do this, the quiz
data will be registered to their account, but allocat-
ed to the Reading Report of their former class.

Conclusion

MReader offers an accessible platform for teachers
to monitor reading progress, holding students ac-
countable for their reading practice without need-
ing to collect and collate paper reading records. It is
also a motivating and meaningful way to develop a
culture of talking about reading, raising awareness
of the benefits of selecting books at an appropriate
level, and encouraging students to develop a healthy
habit of regular reading for fluency. The limitations
detailed above show that MReader requires careful
scaffolding and monitoring to ensure that students
face as few obstacles as possible in using the system.
Small issues do arise from time to time, but none

of these are insurmountable, and there are a variety
of ways for teachers to deal with them, given a little
patience and discretion. For teachers who are will-
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ing to invest a little time and attention to introduc-
ing their classes to MReader, their students could
become more motivated and engaged with their ER
practice in general.

Further Reading
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ZipGrade: Scan Response
Forms with your Phone
Stephen M. Paton

Fukuoka University

device’s camera to scan and grade multi-

ple-choice answer sheets. For teachers who
give paper-based multiple-choice tests, or research-
ers who want to collect multiple-choice responses
on paper, the time-saving benefits of marking and
collecting data by simply pointing a camera at an
answer sheet are enormous. I can attest that as a
university teacher who was last year faced with five

Z ipGrade is a mobile application that uses your
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TOEIC preparation classes in one semester, discov-
ering ZipGrade made a world of difference to my
mid-term and end-of-semester marking workload. In
fact, 1 kept records, and found that marking each of
the over 400 TOEIC Bridge answer sheets I collected
took, on average, just 2.3 seconds to score. I have be-
come somewhat evangelical about ZipGrade, and it
is my pleasure to share this excellent solution to the
tedium of multiple choice marking and data entry
with TLT Wired readers.

Setting Up

ZipGrade is available on both iOS and Android and
is used in conjunction with a desktop-optimized
website (www.ZipGrade.com). You will need both to
try it out. The ZipGrade website has downloadable
answer sheets that feature the precise layout and
alignment guides that the camera will search for
when scanning. Three templates are available for
tests with up to 20, 50, or 100 questions. Each ques-
tion item has five answer options available, labeled
A to E. The first step for teachers interested in using
this tool is to download and print an answer sheet
from the ZipGrade website. Next, download the
ZipGrade mobile application, and create a ZipGrade
account with an email address and password. (It

is free to use ZipGrade to mark up to 100 answer
sheets per month. To use it more frequently than
that, there is an annual fee of US$6.99.)

After creating an account, you will be prompt-
ed to create a new quiz by tapping the “New”
button. Give the quiz a name, such as “Week 8
Review Test,” and select the appropriate answer
sheet format (20, 50, or 100 questions) so that the
app knows which alignment guides and layout to
search for when scanning. Next, input the answers
to the test by tapping the “Edit” key. A screen will
come up with a row of selectable ABCDE options
for each question. As you enter the correct option
for each question, it will change colour. Alterna-
tively, there is an option to enter the answer key by
scanning an answer sheet that shows the correct
answers, but I have preferred to use the first meth-
od so as to save a step. Once the quiz’s answer key
has been entered, you are ready to scan students’
completed answer sheets.

There are spaces on the answer sheet for students
to write their names, and (optionally) the date and
the class designation. On the two longer test format
answer sheets, students are asked for their ZipGrade
ID, a numerical identifier with a bubble option for
each numeral. Rather than assign any new identi-
fication number to students, 1 have utilised this by
simply asking them to enter their university student
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number without the department-identifying letters,
for example, student EP16534 enters 16534. Stu-
dents then carry out the test, using pen, pencil, or
marker to darken the answer option of their choice
for each question.

Scanning

Collect the answer sheets, and the fun can begin!
Tap the “Scan Papers” button on the app. This will
open your device’s camera, with four alignment
guide squares appearing near the four corners of the
screen. Simply align these with the four markers at
the corners of an answer sheet. When they come
into alignment, the device will suddenly vibrate or
make a sound to indicate that the sheet has been
scanned and marked, and the responses recorded.
The image of the student’s name, 1D number, score,
and percentage will appear on the screen (Figure

1). It is incredibly fast. Scan the next paper, and the
next, and before you know it, your marking is done.
You will immediately regret ever having marked a
multiple-choice quiz any other way!

Figure 1. Screenshot of an answer sheet having just
been scanned with name, score, and student 1D
visible.
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Analysis

From within the mobile app, immediately after
scanning all the answer sheets, it is possible to see

a list of student names and their corresponding
scores (Figure 2). This makes it possible to give feed-
back immediately, potentially within seconds of the
student handing in their test. A photograph of each
scanned paper, with a green circle around a correct
answer and a red circle around an incorrect answer,
is accessible with a tap on the student’s name. It’s
also possible to see a rudimentary item analysis that
shows what percentage of students answered each
question correctly, and which answers were the
most popular (Figure 3). A PDF or CSV spreadsheet
file of all the collected data can be created and ex-
ported directly to email or cloud storage drives.
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A more detailed look at the results is possible
on the ZipGrade.com website. When an internet
connection is present—which is not necessary to
create quizzes or scan answer sheets—data is synced
from the mobile device to the website automatical-
ly. When you log in to the website and click on the
quiz you just administered, you will find additional
reports already compiled detailing the number of
papers marked; maximum, minimum, and aver-
age scores; a score distribution chart; and links to
downloadable PDF or CSV files (Figure 4).

Figure 2. Summary view of names and scores from
within the app.

Figure 3. A rudimentary item analysis showing the
percentage of students that selected each answer to
each question.

Figure 4. A detailed analysis of the quiz response
data.

Research Purposes

In addition to finding and scoring correct and
incorrect test answers, ZipGrade can also be used to
gather survey data for analysis. The five answer op-
tions might be used as a Likert scale, with respon-
dents perhaps being asked to select how strongly
they agree or disagree with a statement.

The ZipGrade website advises that in this case,
the software does still need an answer key, but only
so that it knows to gather data on that question
item. The app will not scan or record answers on
items that do not have an answer key assigned.
This allows for a 70-item test to be administered on
the 100-question answer sheet. It is possible when
entering the answer key to assign one point for a
“correct” item, and one point also for any “incor-
rect” answer, thus rendering all responses equally
valid. Item analysis will then show which respon-
dents and what percentage of respondents selected
each answer option.
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Additional Functions

ZipGrade has far more complicated functions and
uses than only scanning answer sheets and compil-
ing spreadsheets of results, but doing only that has
been enough to make me a passionate user and fan!
1 have not needed to venture further than marking
one test at a time and exporting the data to my
class Numbers spreadsheet. The website provides
information on more complicated applications and
customisations that users may find useful:

e classes can be established, with results of multi-
ple tests being attributed to students by name,
and record-keeping carried out across a longer
timeframe.

e custom answer sheets can be created.
e tests can have multiple answer keys.
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Conclusion

ZipGrade is a fantastic, time-saving tool for teachers
and researchers who need to collect and process
multiple-choice data. Completed tests for a whole
class can be marked within seconds with scores
being saved and synced automatically. Students

can be told their scores even before they leave the
classroom. Using ZipGrade is simple for anyone
who is familiar with mobile devices. For me it has
meant that the daunting task of concentrating
through a great deal of tedious marking and data
entry has been simply eliminated. Feeling my phone
buzz each time it scans an answer sheet is a joy, and
I can’t recommend ZipGrade strongly enough.

JALT PRAXIS] BOOK REVIEWS

This month’s column features Winifred Lewis’s review of
Smart Writing: Active Approach to Paragraph Writing
and Chumei Huang’s evaluation of Keynote 1.

Smart Writing: Active
Approach to Paragraph
Writing

[Miyako Nakaya, Manabu Yoshihara, & Ruth
Fallon. Tokyo: Seibido, 2016. pp. x + 91.
¥2,000. [Includes Teacher's Manual and au-
dio CD.] ISBN: 978-4-7919-6032-3.]
Reviewed by Winifred Lewis Shiraishi,

Nihon University College of International
Relations

Writing is an academic skills textbook for

beginner-level EFL students. This is a bilingual
Japanese-English text that is designed to aid students
in developing basic English paragraph writing skills.

S mart Writing: Active Approach to Paragraph

Robert Taferner & Stephen Case

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.

Email: reviews@jalt-publications.org
Web: http://jalt-publications.org/tlt/departments/book-reviews

Smart Writing explains the
key parts of a paragraph for
the purpose of communicat-
ing with unity, coherence,
and cohesion. The textbook
helps students write a variety
of academic paragraphs,
with opportunities for both
classwork and homework
activities. It includes units
on how to write Narra-

tive, Process, Description,
Compare-and-contrast,
Cause-and-effect, Prob-
lem-and-solution, and Opinion paragraphs. There
are also additional sections on Data Analysis and
Email Writing.

Each chapter begins with pre-writing that covers
key concepts. For example, Chapter 3: Process has a
set of instructions for how to use a train ticket ma-
chine which students must put in the correct order.
Students then read sample paragraphs to use as
models for a writing section that comes later in the
unit. There is also audio of the example paragraphs.
Each unit has two of these model paragraphs, with
the second generally being more advanced than the
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first. Both paragraphs have vocabulary fill-in-the
blank exercises.

The paragraph samples are followed by a section
with grammar and vocabulary practice activities.
This section reviews target grammar, which has
been seen in the pre-writing, usually through multi-
ple choice activities with Japanese instructions. This
section also includes focused translation, in which
students are to put sentences together using gram-
mar learned in the lesson. Finally, there is a writing
section with an outline and a selection of topics for
students to write about. There are several sections
on useful tips for better writing, on topics such as
gender-neutral nouns and vocabulary building.

As a sample chapter, 1 used Chapter 10: Prob-
lems and Solutions for one class of first year
mixed-level students. The first challenge was
to encourage students to write as most of them
had little experience writing in English. Several
students reported that they had done various
online writing projects including Facebook-based
and university website activities, yet the results
of social media on improving students’ writing
is mixed (Dizon, 2017). In previous lessons, we
had done free writing journal topics (e.g., What
kind of vacation do you wish you could take?)
which focused on grammar points but did not
provide paragraph structure models. As a result,
some students struggled with putting ideas into
cohesive paragraphs; wrote lists; or wrote very
little. Further, most free writing topics focused
on student’s subjective personal experiences and
used different linguistic features (such as the use
of “1”) than objective academic topics (Natsukari,
2012). The hope in incorporating a text like Smart
Writing was to guide students in writing on more
academic topics.

The students responded well to the paragraph
model provided through CD reading-listening
exercises. After listening and reading two or three
times, most students were able to find the topic sen-
tence and supporting information. We then wrote
a paragraph together. They were then assigned a
paragraph to write for their independent journal
homework. All this took one 90-minute class, in-
cluding the pre-writing discussion and editing and
corrections. On the whole, students enjoyed Smart
Writing, were grateful for Japanese explanations,
and felt these reading exercises were easy to follow
and helped their learning.

One drawback is that the text does not pro-
vide an editing or correction rubric. 1 would have
preferred more grammar practice for fundamental
linguistic features (e.g., punctuation, capitalization,
tense agreement, etc.) rather than the translation
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approach. In addition, the data analysis and email
writing sections offer fairly brief explanations of
rather extensive topics. They do, however, provide a
few useful tips for summarizing survey information
or formatting an email.

It must be emphasized that this text focuses
on paragraph writing, not full academic reports
or essays. As such the input and practice is on
micro-level writing skills such as basic sentence
structure, increased vocabulary, and thematic
cohesion. This is a good foundation for making
the transition from writing in informal settings
(Internet, free-writing, journals) to the more
formal genres that will be needed in developing
higher-level academic writing skills.

Particularly for first year students, or lower level
EFL students, writing paragraphs rather than
essays is a far more reasonable expectation than
jumping directly to longer writing projects. The
textbook complements student journal writing
as it covers Narrative and Descriptive, as well as
the more academic Opinion and Cause-and-effect
genres. There are many other textbooks which
integrate writing sections with speaking, listening,
or reading activities. Smart Writing, in focusing on
the craft of paragraph writing, gives the students
an opportunity to develop skills necessary for
producing cohesive written work. On the whole, 1
felt this was a well-designed textbook for beginner
level EFL students.

References

Dizon, G. (2017). Facebook vs. paper-and-pencil writing:
Comparing Japanese EFL students’ opinions of the
writing mediums. The Language Teacher, 41(6), 3-8.
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Keynote 1

[David Bohlke. Boston, MA: National Geo-
graphic Learning, 2017. ¥2,780 [Includes:
MyELT, DVD and CD package, teacher’s
book, and CD-ROM ExamView] ISBN: 978-
1-337-10410-4.]

Reviewed by Chumei Huang, Kyorin
University.

uses TED Talks for teaching learners of
English at CEFR levels Al to A2. It is a glob-
al textbook, which is not designed for a specific

Keynote 1is an integrated-skills textbook that
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learning situation or culture (Bell & Gower, 1998).
My university chose this book because the content
matches our program objectives. This includes con-
tent centered on passions, technology, environment,
challenges, art, and social changes. The materials can
be adapted to an academic year of 30 weeks with two
90-minute sessions per week. There are 12 units and
three model presentations, with each unit consisting
of the following subsections: Warm Up, Lesson A, B,
C,D,and E
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Warm Up contains a
preview of the TED Talk
followed by discussion
questions about the topic.
Lesson A focuses on listen-
ing. A pre-listening activity
introduces target vocabu-
lary, and the listening ma-
terials include interviews or
narratives of people from
different occupations, such

as amusician and a TV

host. The post-listening ac-

tivity requires students to discuss a question related
to the text with partners. It ends with a speaking
activity in a dialogue format that models the target
vocabulary and grammar points. In Lesson B stu-
dents incorporate target grammar points in writing
and speaking activities. Lesson C contains a read-
ing passage, comprehension activities, vocabulary
practice, and a discussion question. In Lesson D,
students focus on vocabulary through the TED Talk
summary, watch video excerpts, and discuss related
questions. The presentation skill section introduces
one skill in each unit, such as introducing yourself
and getting the audience’s attention, followed by an
activity for practicing the skill. Lesson E concludes
the unit with a communicative task, such as a role-
play, or a writing task.

The above lessons provide a task-based teaching
approach aiming to engage learners in real-world
language use through meaningful tasks, with assess-
ment based on both completion and outcome (Wil-
lis & Willis, 2007). To facilitate understanding of
authentic language, students are first exposed to vo-
cabulary, natural expressions, and target grammar
through listening, speaking, and writing activities.
Then key vocabulary items from the TED Talk are
highlighted in a reading activity to prepare students
for understanding the excerpts. This approach is ef-
fective, as it provides material that engages students
in meaningful communication, discussing their
opinions using target language and skills.

The materials in Keynote 1 are flexible and easy
to use. The vocabulary is recycled throughout the
units, and the transcripts of the video excerpts are
included in the textbook. The TED Talk topics are
engaging. The videos with English subtitles can
be accessed online on MyELT and the Classroom
Presentation Tool, or using a DVD player.

One downside of Keynote 1 is that, as the book
progresses, the TED Talks involve more complex
topics that are hard for university students to
relate to, such as how to “revive” a neighborhood.
In addition, Lessons A and B tend to be easier for
higher level students, while Lessons C and D tend
to be more difficult for lower level students as the
texts involve more difficult words, complex sen-
tence structures, and unfamiliar concepts. Another
downside is that presentation planning and writing
(e.g. organization) is not addressed.

My approach to using the book is to apply the
task-based teaching principles by revising the
speaking activities to include reporting and lan-
guage focus activities. The readings are simplified
for lower level students. Watching the TED Talks
is assigned as homework before group discussions,
which aim to relate the content to their experience.
Additionally, presentation writing materials are
supplemented, with the students giving presenta-
tions every other week.

Many of my students found the class useful for
improving their listening, speaking and presen-
tation skills. They reported that they enjoyed the
speaking activities and felt more confident giving
presentations at the end of the course. Some stu-
dents stated that TED Talks are difficult to under-
stand, but many said they enjoy learning new ideas
from them.

Overall, Keynote 1 has appealing content and it
makes TED Talks accessible to lower proficiency
learners. The language is authentic and gives stu-
dents experience with real life English. However, it
might take additional effort for instructors to make
the content relevant to all students. As the readings
and the talks are challenging, 1 recommend it for A2
level learners.
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Recently Received

Julie Kimura & Ryan Barnes

pub-review@jalt-publications.org

A list of texts and resource ma-
terials for language teachers
available for book reviews in TLT
and JALT Journal. Publishers are
invited to submit complete sets
of materials to Julie Kimura at
the Publishers’ Review Copies
Liaison address listed on the Staff page on the inside cover
of TLT.

Recently Received Online

An up-to-date index of books available for review can be
found at: <http://jalt-publications.org/tlt/departments/
recently-received>.

* = new listing; ! = final notice — Final notice items will be
removed December 31. Please make queries by email to
the appropriate JALT Publications contact.

Books for Students (reviews published in TLT)
Contact: Julie Kimura — pub-review@jalt-publications.org

Breakthrough plus. (Second edition)—Craven, M. London,
England: Macmillan Education, 2016. [New edition of a
communication-focused course that builds young adult and
adult learners’ confidence to use English in everyday situ-
ations.]

!I' Encounters on campus—Critchley, M. P. Tokyo, Japan:
Nan'un-do, 2018. [14-unit speaking and listening course-
book for low-intermediate level students. Teacher's edition
available on request.]

Flow: Building English fluency—Jackson, J. Leicester, En-
gland: Eurasian Editions, 2017. [14-unit speaking textbook
that shows students how to build on short answers and
develop extended conversations. Additional materials and
activities available online.]

Four thousand essential English words. (Second edition)—Na-
tion, P. Seoul, South Korea: Tryalogue Education, 2018. [6-
book series designed to focus on high-frequency words to
enhance vocabulary of learners from beginner to advanced
levels. Free app and MP3s audio recordings available.]

Running into yourself: A teacher’s journey of growth and dis-
covery—OQOchi, K., & Jackson, J. Leicester, England: Eurasian
Editions, 2017. [A reading textbook that follows a British
woman in Japan and her attempts at teaching English. Incl.
audio download.]

! Simply English: An introduction to today’s key concepts—
Knudsen, J. Tokyo, Japan: Nan'un-do, 2017. [15 lessons
written in simplified English dealing with subjects such as
social history, anthropology, and education. CD available on
request.]

Books for Teachers (reviews published in JALT
Journal)
Contact: Greg Rouault — jj-reviews@jalt-publications.org

Creativity and innovations in ELT materials development:
Looking beyond the current design—Bao, D. (Ed.). Bristol,
England: Multilingual Matters, 2018.

Intercultural interventions in study abroad—Jackson, J., &
Oguro, S. (Eds.). Oxford, England: Routledge, 2018.

JALT PRAXIS] TEACHING ASSISTANCE

David McMurray

Email: teach-assist@jalt-publications.org

In this issue’s Teaching Assistance, Xiao Qi explains how
she has circumvented what she believes is a common
flaw of English education in China by putting Content
Based Instruction (CBI) methodology into practice in her
classroom. The author also exposes the overemphasis
on memorization techniques to learn grammar and vo-
cabulary. She attended the School of English Studies at
Dalian University of Foreign Languages (DUFL), which
was founded in 1970, obtaining her bachelor’s degree
in 2012 and master’s degree in 2014. To experience life

Graduate students and teaching assistants are invited to submit compositions in the form of a speech, appeal,
memoir, essay, conference review, or interview on the policy and practice of language education. Master’s and
doctoral thesis supervisors are also welcome to contribute or encourage their students to join this vibrant de-
bate. Grounded in the author’s reading, practicum, or empirical research, contributions are expected to share an
impassioned presentation of opinions in 1,000 words or less. Teaching Assistance is not a peer-reviewed column.

overseas, she visited America for 3 months and took on
a part-time job selling clothes. She admitted, “This was
the first time | felt a close tie to English, and recalling
this experience is why | decided to continue my English
studies.” She later became a faculty member at DUFL
where she was able to implement CBI into her class.
She taught English until July 2018, when she gave up
her job to pursue a doctoral degree in English literature
at a private university in Japan.
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Figure 1. Xiao Qi shares ideas with a Ph.D. English
Education class.

My View of English
Education in China
Xiao Qi

Dalian University of Foreign Languages

tion in China is that teachers overemphasize

the value of memorization techniques to
learn grammar and increase vocabulary. When the
United States and China established diplomatic ties
after the Cultural Revolution ended in 1979 the Min-
istry of Education directed schools to begin teaching
English. In their rush to promote English language
education, Chinese educators quickly adopted Gram-
mar-Translation and Audio-Lingual methods. Even
though these methods had been debunked prior to
1980, they fit well with the demands of classroom
teaching in China. In China, most schoolchildren ex-
perience their first English lesson in the second year
of primary school. Despite the early start, the focus
is on passing university entrance exams and final ex-
ams. Teachers in China encourage students to mem-
orize grammar rules and vocabulary, and creative
skills such as writing and speaking are not considered
as important as reading skills. According to a national
survey (Qing & Kelly, 2009), only half of the teachers
in China consider that vocabulary should be learned
through conversation or communication. Howev-
er, since “change can come only through teachers,”
Qing and Kelly (2009, p. 405) claim that teachers
need to “provide more help to students as they learn
vocabulary.” Unfortunately, only a small percentage
of teachers support activities such as role playing and
vocabulary games in their classrooms and students
are rarely asked to put newly learned English words
into use. Students who memorize vocabulary with-
out being exposed to its contextual use might be able
to translate, but are unlikely to be able to write freely
on a variety of topics.

a major drawback to developing English educa-

The Language Teacher e JALT Praxis: Teaching Assistance

This problem may be because Mandarin is the
official and dominant language in China, where-
as English is perceived to be of little use in the
country. A typical lament of language majors who
graduate from college goes along the lines of, “What
use is a degree from this college when 1 can only get
ajob as alaborer?” This problem is further rein-
forced through the College English Test (CET). CET
is the primary English language test in China. As of
2011, employers have uniformly set scores in both
the CET 4 and CET 6 test levels as requirements for
employment. Qiang and Wolff (2011), however, “de-
bunk the claim that CET 4 and CET 6 reflect an ap-
preciable English writing proficiency in China.” (p.
1). Although doing well in CET 4 and CET 6 Nation-
al English Tests implies that a student has achieved
English proficiency in reading and writing, and is
ready for employment, Qiang and Wolff (2011) point
out many deficiencies in the national tests.

Dalian University of Foreign Languages (DUFL)
is trying to promote the learning of foreign lan-
guages by modernizing its teaching methods. DUFL
offers 20,000 students bachelor’s degree programs
in Japanese, English, Russian, French, Korean,
German, Spanish, Arabic, Italian, Chinese, Chinese
literature, and teaching Chinese, as well as subjects
in the fields of arts, management, and information.
In 2010, the School of English received permis-
sion from China’s Ministry of Education to recruit
translation and interpretation majors to an English
Language and Literature program. Simultaneously,
the CBI method was launched to increase the ability
of instructors to attract and support English majors.
Traditional ideas for teaching foreign languages
that focus on 4 skills (speaking, listening, writing,
and reading) were replaced by the implementation
of the multi-skilled approach of CBI. In addition, a
series of courses on special topics are now instruct-
ed through the medium of English. The curriculum
includes the history, geography, and culture of En-
glish speaking countries, such as the United States,
United Kingdom, Australia, and Canada. Courses
on American movies and media have also been
developed. The curriculum combines the teaching
of content with the teaching of linguistic skills. This
wide variety of materials and subjects is intended
to cultivate critical thinking skills in English major
students. Faculty members have had to increase
their knowledge of these liberal arts subjects as well
as updating their own teaching ideas and teaching
methodologies. Students are asked to demonstrate
their understanding of the content by actively
discussing in groups and making presentations. The
faculty has published more than 100 course books
and translated works. These textbooks provide a
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wide range of real English materials for use in the
classroom, compared with textbooks made by other
publishers in China. Realia—objects such as arti-
facts that teachers have picked up on their travels
overseas—and activities such as games, are used to
relate classroom teaching to the real lives of Ameri-
can, British, Australian and Canadian people. These
materials and activities have enhanced the quality
of linguistic input in the classroom.

The Language Teacher e JALT Praxis: Teaching Assistance

Figure 2. English language students at DUFL prepare
to study abroad.

I taught a required course, Introduction to British
History, to first-year English majors. Taught in the
fall semester, the syllabus for this course was writ-
ten and approved by several faculty members. The
primary objective of Introduction to British History is
to develop intercultural communication skills and
sensitivity through the study of British history. The
course is also intended to help students understand
the basic theories, strategies, and practical skills of
English pronunciation so that they can pronounce
words, sentences, and texts clearly, accurately, and
fluently. Realizing that teaching British pronunci-
ation is difficult for Chinese teachers, our faculty
took care to prepare a course syllabus that language
teachers could follow. I was asked to ensure that
students learn how to express their own ideas with
clear and appropriate English pronunciation and in-
tonation. In correspondence with the British course
content, | was asked to emphasize British English
pronunciation and spelling. Moreover, a textbook
with British English pronunciation exercises was
used. With these support materials, my colleagues
and 1 agreed that we could help improve the stu-
dents’ pronunciation of individual words, sentenc-
es, and longer discourse.

I decided to cover British history from the early
settlers to the era of Queen Victoria. Teachable con-

tent was developed on topics such as the Glorious
Revolution, the Reformation, the War of the Roses,
English Renaissance, and the Industrial Revolution.

The course also aims at improving English con-
versational skills and intercultural communicative
competence. Without giving much direction I asked
students to begin by preparing their own presen-
tations about an invention from the Industrial
Revolution. | had them try on their own, thinking
I could give them guidance during the class. I was
impressed by what they came up with quickly on
their own. Students gave a great range of interest-
ing presentations, using historical illustrations and
fascinating videos as visual aids. For example, a
student majoring in Chinese Studies gave a pre-
sentation on Railways during the Industrial Revolu-
tion, and the content of his presentation held the
audience’s attention well. He began by introducing
the first railway system in Britain and the inventor
of the locomotive, George Stephenson. Then, he
brought the class to the present-day underground
system in London. The development of the London
railway was explained using the examples of Baker
Street and King’s Cross stations, which are familiar
to the students from the stories of Sherlock Holmes
and Harry Potter. This aided everyone’s understand-
ing of the map of the London Tube. With just five
minutes to explain all of this, his summary left a
deep impression on me, so he got the highest grade.
The CBI course Introduction to British History is one
of the most popular offered at my university.

Although the current situation of English lan-
guage education in China leaves little room for
optimism, the developments taking place at my
university, at least, have ushered in a new era for
me and my students. After one semester of teaching
the course Introduction to British History in English
using CBI methods, 1 noticed that the students
seemed motivated to prepare presentations, share
information with each other, and widen their range
of interest in British history. The combination of
practicing language skills through real English con-
tent—Content-Based Instruction—has become my
preferred way to enhance the comprehensive ability
of students to speak, write, read, listen, and think.
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JALT PRAXIS] WRITERS WORKSHOP

Paul Beaufait

Tips from JALT SIG
publication teams

Amanda Yoshida

Kanda University of International Studies

tives from several JALT Special Interest Groups’

publications teams responded to a question-
naire regarding: a) advice they could offer to poten-
tial authors, and b) issues they face as editors or team
members. The results showed that they need support
from various quarters, including more from contrib-
utors, yet that these SIG representatives are passion-
ate about serving the TESOL community by helping
teacher-researchers publish their work.

F or this Writers’ Workshop article, representa-

Introduction

At times, | have sensed hesitation from people
when 1 suggest they submit their papers to SIGs for
publication. This hesitation may be for a variety of
reasons, including fear of possible rejection, the no-
tion that SIGs are not serious enough, or even that
they are not sure which SIG would best suit their
research themes. As the Publications Chair of the
Teacher Development SIG, I run into this problem
alot, but 1 also have run into issues on the flip side
of the coin. The authors who do submit, while their
input is much appreciated, may benefit from gener-
al tips from publication team members.

I also wanted to find out what types of issues
other team members were facing, and whatever
tips they had to offer. My hope is that teacher-re-
searchers will be encouraged to contribute to JALT
SIG publications to build their résumés, to show
support for S1Gs, and to consider helping out in
some capacity in the future.

Methods

In March 2018, 1 sent the link to an online survey
to Publications Chairs of all the JALT SIGs (https://
jalt.org/main/sigs), and asked them to distribute

The Writers’ Workshop is a collaborative endeavour of the JALT Writers’ Peer Support Group (PSG). Articles in
the column provide advice and support for novice writers, experienced writers, or nearly anyone who is look-
ing to write for academic purposes. If you would like to submit a paper for consideration, please contact us.

Email: peergroup@jalt-publications.org ® Web: http://jalt-publications.org/psg

it amongst their publications teams. The survey
consisted of six open-ended questions, and was
available for two months. Out of 27 SIGs (now 28),
six team members from various SIGs responded. In
this report, I have removed identifying information
and differentiated respondents’ answers with the
following pseudonyms: SI1G 1, S1G 2, SIG 3, SIG 4,
SIG S5, and SIG 6 where necessary. In the following
section, | summarize the responses and advice from
survey participants.

Findings
In this section, 1 list survey questions and summa-
rize responses.

QL. Please explain some reasons you chose to
volunteer for the publications area of your SIG?

Some team members volunteer mainly to network,
to develop professional skills, and to give back to
the community. Others have been involved in their
SIGs for a long time, and are working to improve
their SIGs’ publications by offering their skills

and experience. S1G 2 explained that as a found-
ing member of the SIG, they had started out as a
newsletter editor and, gradually, their role grew as
the SIG grew to include a journal in its publications
umbrella. For many SIG team members, writing and
publishing are somewhat of a passion, but for oth-
ers, it grows out of a need to connect with others,
give back to the JALT community, and grow as a
professional teacher and researcher.

Q2. What are some challenges you have
experienced in regards to being part of the
publications team for your SIG?

Rather than a summary here, 1 have chosen to list
the challenges that emerged from the data:

o Taking over the job from a predecessor,

o Collaborating with others on the publications
team,

 Finding time to do volunteer work on top of
other family, work, or research commitments,

» Encouraging teachers to submit contributions,
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o Receiving enough submissions,
 Finding quality submissions for publication,
o Using APA for structure and referencing,

o Selling journals or SIG-published books over-
seas, and

e Burning out.

Inherent in this kind of volunteer work, there
are very busy periods when the editors and staff
are processing work for publication, managing
workflow amongst authors, reviewers, and editors,
and more! Not only do publications team members
have to edit, design and publish their journals and
newsletters, but they also have to hunt for potential
submissions, and this can lead to unforeseen stress.
Most SIGs suffer from lack of submissions, and this
may be either because potential authors do not
see the value in their own work, or because they
do not see the value in publishing with a S1G. This
latter issue comes up again in Question 4. Potential
contributors may assume that editors are rejecting
submissions frequently, but this apparently is not
the case.

Q3. What are common issues you see with
contributions that are sent to you?

The common emergent issues are listed below:
 Inattention to APA style and structure,
o Incomplete satisfaction of paper requirements,
 Topics not relevant to the SIG,
o Lack of variety in terms of content, and
o Papers that are too academic.

For newsletters, editors often prefer accessi-
ble papers that are narrative or conversational in
nature. Meanwhile, both newsletter and journal
editors would like to receive a wider variety of
content papers, such as qualitative studies, book
reviews, or personal reflections. In addition, most
SIG publishers are very willing to help writers bring
their papers up to standard, especially if they need
help with APA citations. Yet one respondent noted
the following:

We try not to reject submissions outright, but
it can be very tough to review badly written ar-
ticles. APA research papers follow a very rigid
structure. It's meant to make it easy for readers
to find the information, not to make the paper
interesting to read. Contributors need to under-
stand this and follow it. (SIG 4)

Since most SIGs are desperate for submissions,
they are very willing to assist authors in almost any
way, but sending in a decent draft is a good start. It

The Language Teacher ® JALT Praxis: The Writers’ Workshop

is helpful to contact editors and request past issues
so that you can get an idea of the styles and formats
editors are looking for.

Q4. What are the benefits for potential writers
who send contributions to a SIG for publication?

All respondents agreed that publishing with a SIG
once or more is a good way to build your résumé,
and to experience the process from start to finish
with a friendly team of volunteers. SIG 1 likened it
to “smaller, friendly conferences that welcome new
researchers or recent graduates of MA programs.
After gaining confidence, you might be able to sub-
mit proposals for big-name conferences. It works
like this in publishing too, and the S1Gs are a perfect
way to nurture your research/writing skills.”

SIG 2 mentioned that SIG members are built-in
readership, so writers are assured of having their
material read. SIG 4 explained that university kiyou
(working papers) are “generally not reviewed with
any rigor,” but that S1G publications, which are
peer-reviewed, are an “excellent introduction to the
process of publishing research articles.” Aiming for
big-name journals, where you have less chance of
getting your research out there, may be intimidat-
ing to those writers with less experience. Yet as SIG
6 noted, “You don’t have to be making epoch-mak-
ing contributions to human knowledge to be
published” in SIG Journals or newsletters. It is clear
that exhibiting your participation in the TESOL
community by getting your ideas out there is an
important benefit of publishing with SIGs.

QS. Please give some advice for potential
contributors.

The respondents offered a variety of advice, and 1
have categorized their tips into three areas: before
submitting, when writing, and on revising.

Before submitting:
o Read calls for papers carefully and thoroughly.

o Read other contributions to familiarize yourself
with the style and topics that have already been
covered.

» Email the publications chair or editor to pitch
your idea to them, if you are unsure.

When writing:

o Make sure you understand your purpose for
writing the article.

o Set the paper aside after finishing, then proof-
read it later.

o Check the APA structure and citations carefully.
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On revising:
» Have someone read and critique your paper,
and then revise it.

o Make use of the Writers’ Peer Support group,
which is very under-utilized.

If you are still hesitating, SIG 6 offered direct
advice that might help in some cases to get over
writer’s block, fear of rejection, or whatever may be
holding you back, “Bang out a draft, send it in, act
on the advice from editors. Don't sit there thinking
that it likely won’t be accepted.”

As you can see, certain bits of this advice con-
tradict others, so it really will depend on the type
of writing you are doing for which types of publi-
cation. Newsletter editors might be more willing
to work with drafts than some journal editors.

In general though, SIG editors are approachable
because they are just like you—teachers, lecturers,
professors, eikaiwa (English conversation) school
owners, and similar TESOL professionals. 1t never
hurts to email them with your idea and go from
there. 1f your idea or draft does not fit with their
SIG mission, most editors will send you off in the
right direction, that is, to another SIG where your
idea would be more suitable. Keep in mind that you
can publish with a SIG even if you are not currently
a member of it.

Q0. Finally, is there anything else you wish to

tell the readers of TLT about your process, your
publications, etc.?

In a nutshell, take the publishing process seriously,
including the feedback you receive from the editors
and reviewers. SIG 1 reminded us to “try not to
take [reviewers’] feedback personally as their job is

[JALT FOCUS]
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to keep the readers’ perspectives in mind” for ease
of reading and comprehension. Last but not least,
learn more about the publication process by volun-
teering for a S1G publications team! It is a great way
to improve your own writing and help others at the
same time.

Conclusion

SIG publications chairs and their team mem-

bers seem to face similar issues across the board.
Although not every SIG responded to my question-
naire, in speaking to them at JALT conferences or
online, it is clear that their passion for their S1Gs as
well as their passion for writing and publishing mo-
tivate them to continue volunteering. Encouraging
JALT members to contribute to and volunteer for
their SIGs will bring us one step closer to producing
stronger journals and more interesting newsletters,
and I hope this column has helped achieve that. If
even a few TLT readers contact their SIG publica-
tions chairs or editors and offer to contribute pieces
of writing, or volunteer their time to help with the
publishing process, everyone wins. We need help in
producing quality journals and newsletters, and we
want to help you get published!

Amanda Yoshida currently
teaches at Kanda University of
International Studies in Chiba.
She volunteers for the JALT
Post-conference Proceedings, the
Writers’ Peer Support Group, and
the Teacher Development SIG.
Her research interests include
reflective practices, assessment,

and collaborative teaching.

SIG FOCUS

Joél Laurier & Robert Morel

JALT currently has 26 Special Interest Groups (SIGs) available for members to join. This column
publishes an in-depth view of one SIG each issue, providing readers with a more complete picture
of the different SIGs within JALT. For information about SIG events, publications, and calls for
papers, please visit http://jalt.org main/groups.

Email: sig-focus@jalt-publications.org ® Web: http://jalt-publications.org/tlt/departments/sig-news

ave you ever had the feeling that something

Intercu |tU ra | Communication H is missing in your language teaching classes?

in Language Education
(ICLE) SIG

Perhaps something that goes beyond gram-
mar, vocabulary, and pronunciation? Or maybe
something that transcends and permeates what is
written in your regular English textbook? There is
a chance that this “something” that you seek may be
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related to culture, and that you may be facing the co-
nundrum of wanting to teach your students not only
how to improve their mastery of a foreign language,
but also how to successfully communicate across
cultures while using said foreign language.

In order to address these types of concerns, the
Intercultural Communication in Language Educa-
tion (ICLE) SIG was founded at the June 2018 JALT
EBM. We are a group of similar-minded instructors
whose aim is to explore the various ways we could
help develop our students’ intercultural minds, raise
their cultural self-awareness, and educate them for
intercultural understanding.

Our Mission

The ICLE SIG’s raison d’étre is contextualized by an
increasingly interconnected world. This encourages
a change in the mindsets of educators and students
alike in order to embrace the transformations a
multicultural society brings with it. The Ministry
of Education, Culture, Sports, Science, and Tech-
nology (MEXT) has been promoting and supporting
programs at the elementary, secondary, and tertiary
level for increasing intercultural awareness. For
example, the Top Global University Project takes on
the mission of developing “human resources with

a global mindset, who are tolerant and accepting of
different cultures [...].” (https://tgu.mext.go.jp/en/
about/jisshi.html) This forms the background for
the need to establish our group.

The ICLE SIG’s mission revolves around con-
stituting a platform where language teachers can
come together, discuss, present on and publish is-
sues related to the intercultural communication de-
mands that our globalized world and MEXT impose
in our practice. Specifically, our focus is to address
(1) the various approaches for teaching intercultural
communication in a language classroom, allowing
educators to become better informed about inter-
cultural education theory, as well as (2) the develop-
ment of resources appropriate to a foreign language
teaching environment, taking into consideration
the practical challenges of bringing culture into the
language classroom. In other words, the ICLE SIG’s
mission is to bridge the gap between the theory
and the praxis of intercultural communication in
language learning.

Get Involved!

We are JALT’s youngest SIG, growing by the month,
and looking forward to continue to recruit re-
sourceful and enthusiastic individuals from the
JALT Community to become our members and of-

The Language Teacher e JALT Focus: SIG Focus

ficers. Meet us at the JALT 2018 International Con-
ference, where we will have our first SIG Forum and
our first SIG AGM. In addition, see below for the
call for papers of our first co-sponsored conference,
Intercultural Skills in the 21* Century Classroom, at
The University in Tsukuba, December 8%, 2018.

Our Publications

The first issue of our newsletter, The ICLE Box
(pronounced icicle box /aisiklz boks/) should be out
soon. Watch for it. The newsletter’s content will be
presented in an innovative format on which theory
(ice cubes) and praxis (popsicles) can be combined
in a myriad of ways. The ice cubes are the building
blocks for a theory or model describing a specific
intercultural phenomenon and the popsicles are
ready-at-hand classroom activi-

ties that epitomize that very phe-

nomenon. Stay tuned for more

information on how to receive

these resources, so you can grab

them in the heat of perspiring

over what to do in your next

intercultural class. More impor-

tantly, your own ice cubes and

popsicles will be very welcome

inside the ICLE Box, we've got

plenty of refrigerating space to

share!

University of Tsukuba CE-
GLOC FD committee in col-
laboration with the JALT In-
tercultural Communication in
Language Education SIG will
hold The 2nd CEGLOC Conference
on Intercultural Skills in the 21st
Century Classroom - Tsukuba, 8
December 2018

— JALT2018 Presentation —

Volunteering with
JALT Publications

Sat, Nov 24, 11:00 AM - 12:30 PM; Tenji Gallery (6F)

This poster presentation will provide detailed information
on various opportunities for volunteering with one of the
JALT Publications journals: The Language Teacher, JALT
Journal, and the Postconference Publication. Volunteer po-
sitions involve copyediting, proofreading, column editing,
or reviewing. Staff members from each journal will be on
hand to describe each job in detail and answer any ques-
tions. Volunteering with JALT Publications is a great way to
improve your CV and gain valuable publication experience.
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[JALT FOCUS]

Malcolm Swanson

months prior to publication.

Introducing our newest JALT Associate
Members:

Tanuki Games
http://www.tanukigames.org

Tanuki Games makes modern card

and board games designed with

the classroom in mind. Planned

from the bottom up to be engag-

ing, communicative and fun, our

games are excellent classroom

activities that will motivate students to become more
confident language users. Tanuki Games uses modern
board game design principles combined with classic
classroom activities and pedagogic best practices to
create games that provide high-quality learning expe-
riences.

Our company launched earlier this year with three
games. Golden Week is a set-building card game in
which teams compete to plan the best possible hol-
iday. Yabai is a fast-paced communication game in
which students exchange information and resources to
beat the clock. So Says Japan is a game of questions
and statistics in which students guess the answers to
survey questions and score points by choosing the cor-
rect answer.

Want to hear more, play our games or just talk games
and education? Please come down to our table anytime
during the conference. We have some exciting new
games and editions! Visit http://www.tanukigames.org
for more information and free stuff.

Finally, if you bought our games at PanSIG earlier
this year, please come down and say hi. We'd love to
hear from you!

Tanuki GamesIFZEEFEDFEE DDA T T > ENTE
LW =T, F—Lzdl, L2212 =7r—r3v%=M5
R EEDREEBICH T 2RENALTBLSICHRFTENTL
£, Tanuki  GamesCIFHEMZHEEFNRS T HEFH
NANT S0 T4 R b ORI — LD S
ERUWTWEY, sfllldhttp:/tanukigames.orgx B R ELY,

NOTICES

This column serves to provide our membership with important information and notices regarding the organ-
isation. It also offers our national directors a means to communicate with all JALT members. Contributors are
requested to submit notices and announcements for JALT Notices by the 15th of the month, one and a half

Email: jalt-focus@jalt-publications.org ® Web: http://jalt-publications.org/tlt/departments/jalt-focus

Pocket Passport
http://www.pocketpassport.com

The sexiest, most sophisticated, intuitive,
fun and effective all-in-one software plat-
form in the ESL/EFL industry. Give your
students cultural IQ and a passion for learning English.
Pocket Passport is a blended set of tools and resources.

Save heaps of time planning lessons, marking assign-
ments, inputting results, creating reports, evaluating
and scheduling (just to name a few). University, ele-
mentary, junior and senior high school teachers: men-
tion this introduction and enjoy it all for FREE for a year
(Good through the end of December 2018).

Our materials include a comprehensive library of
over 3000 beautifully illustrated digital and printable
flashcards, perfect for vocabulary building and story-
boarding. Our storyboard sets are powerful tools to
teach life lessons, diversity and inclusion, customs and
taboos and a lot more.

In addition to material that we develop in-house, we
are always looking to partner with independent pub-
lishers, distributors and content creators.

HIET=DEFEEICHYERMBEEDEWNE S OO, T LTHE
BEZRELIEHZITHITETAD, Ry b NAR— Mk
RIZFFDY—IVHT LY RENTWVET,

BHOTOTIAICE. HE5PZDBEFDIFILTEREL3
000U EDELWAZANTCEINETZYY2H—FDZA
To2)—EEENTHY, BRIICRF+ TS —HEBPI 2T
1F75<0 A= —Z AT TV T BBRICE TSR MR
EBRBTETLED,

Fle. BHEOAEZELIEAM—U—KR—Ftv & ETERHRD
BWY—ILTY, B TAN—U—&{ERHT LIc LT
BERDEWCR DE. EEDFDHEABESZRIFANDD
HICEEBDCEDAYETEFZV BIELZ T— BEDIEL &
2NETRERE ZOMEZLDT EEZERT EHTRETT,

BHDYVATLEEZIE. ZEFEZIL Y, ax Lz
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INFR PAER, SR E. KFEDBADHFEE !
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Wefainid — BN T 550707 S L= HELIH T
& d, (12BXRETCOHERE CY, )

ESCTNEDY—/UFEM AR ETHRBICHAFRELIZED
THY. BRAEBICHLOBERRE. RFExEE. 27V 70
I—2—TxEEFaifd — B >TRIBATEIET,
Contact us: info@pocketpassport.com

42 THE LANGUAGE TEACHER Online e http://jalt-publications.org/tlt



JALT PRAXIS] OLD GRAMMARIANS

in the last year. And 1 think we can all agree

that one per year is really more than we need.
It’s like trash collection day: you can’t believe how
often it comes around, nor how much of a mess
you've made since the last one. It used to be that
birthdays couldn’t come quickly enough. Festivities,
invitations, cake varieties (i.e., which science fiction
theme the cake had to represent), all were planned
weeks or months in advance. In fact, my mother
once went so far as to bury a plastic treasure chest
full of toys in the back yard a whole year before my
brother’s sixth birthday, so that its discovery during
his pirate-themed party would seem all the more
authentic. (My brother claims

I ike most of you, I've had a birthday sometime

Scott Gardner old-grammarians@jalt-publications.org

The Pirate Captain Hook-All and
His Solar-Powered Ship of Theseus

Drugs stores on our way to the one having its grand
opening. It turns out to be a fruitful trip, though,
because I can finally get a present for myself that 1
really need: a magnetic hook for storing computer
and phone connectors, that says “This Magnet Does
Hook All” on it.

It’s bad enough that, on my birthday, 1 hardly
recognize my own face in the mirror; it’s gotten
to the point now where 1 don’t recognize anyone
giving me birthday greetings either. In fact, it’s quite
possible that, though their names ring a bell, none
of these people are the same ones | used to know.
According to popular science, humans replace all
their cells every 7-10 years. And the Ship of Theseus
Paradox proposes that if all

the toys were actually forgotten
ones that were never found at
my pirate-themed party a year
earlier, but Mom denies this.)

Nowadays, though, birth-
days in our house consist
mainly of efforts to avoid
getting out of bed and facing
the prospect of yet another
Sisyphean rotation around the
sun. In lieu of cake we squirt
whip cream in our coffee. For
presents, we choose practical

parts of a composed object
have been replaced, we must
question whether it is truly the
selfsame object. Are you the
same person you were 10 years
ago when you, say, shoplifted
that solar-powered flashlight
from the “clearance” basket

by the door on your way out
of the local home center?...for
example.

Some of you may object
to my “7-10 years” assertion

over playful. Present-opening

dialogues go something like this: “Ooh, are these
some leather equestrian breeches like the ones I ac-
cidentally left visible in an Amazon window on my
computer the other day?” “No, it’s a 12-pack of black
cotton socks.” “What’s in this envelope? Tickets to
Summer Sonic?” “That’s your new health insurance
card. The government says Happy Birthday.”

If our efforts to give meaningful gifts have largely
failed, we might try to make up for it by taking a
birthday trip somewhere special:

“l know, let’s go visit that new Zug’s Drugs store
that just opened down the street!”

“Sounds great! They sell everything!”

We then get into the car, crank up the AC, and
proceed to drive past two other ubiquitous Zug’s

above, and for good reason,
since apparently biologists now claim that total cell
replacement is a myth, and many cells in the brain
are actually never replaced. (They also stipulate that
all scientific theories on human development are
completely replaced every 7-10 years.) The presence
of permanently-fixed brain cells of course makes
much more sense when you consider how many of
your friends from high school are still reveling in
the same 1980s Lionel Richie and Frankie Goes to
Hollywood songs they were swooning over as kids.

Now that I think about it, probably the most
useful birthday present for me would be a few
billion new brain cells. I wonder if Zug’s Drugs will
exchange these socks.
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JALT MEMBERSHIP INFORMATION

The Japan Association for Language
Teaching (JALT)

e A professional organization formed in 1976
- 1976FFICRIIENEA T F R

e Working to improve language learning and teach-
ing, particularly in a Japanese context
FEFDFBEHBEOR LZMEEEBNELTVET

e Almost 3,000 members in Japan and overseas
-EANTH 3,0008DRENNET

http://jalt.org

Annual International Conference

e 1,500 to 2,000 participants
- 1,500 052,000 0B MLET

e Hundreds of workshops and presentations
-EBRDT— Y IVTORRDNDVET

® Publishers’ exhibition - HAR#IC K BHMEN DV ET

e Job Information Centre

-REER T2 —DRITONE T

http://jalt.org/conference

JALT Publications

e The Language Teacher—our bimonthly publication
-BARGLEY

e JALT Journal—biannual research journal
-FEEITLEY

e JALT Postconference Publication
- FRERRROMERRRCREZRITLES

e SIG and chapter newsletters, anthologies, and con-
ference proceedings - DERIFFERE R PREBELRER, 7>
VAV HARRHERCHRECHITLEYT

http://jalt-publications.org

JALT Community

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

Bilingualism e CALL e College and university education e
Cooperative learning ® Gender awareness in language ed-
ucation @ Global issues in language education ® Japanese
as a second language ® Learner autonomy ® Pragmatics,
pronunciation, second language acquisition ® Teaching chil-
dren e Lifelong language learning e Testing and evaluation
e Materials development

XBRODBARBRCLSP R PHRRIIARS I THE
ENUTFORHF CORRPHRBENMTONE T, /N\(UHUX
L CALL, RENEEHE, HEFE. Y102 —LBEFFE /00—
NIV, BAEHE. BENFE. EhEH - HE -5 5E5EE R
EFEFHE. DEEFHE. slREVl. Bk %

http://jalt.org/main/groups

IATION FOR LANGUAGE TEACHING
e

JALT Partners

JALT cooperates with domestic and international partners,
including JALTIE L FOERNADFEREREL TOET):

e AJET—The Association for Japan Exchange and
Teaching

e |ATEFL—International Association of Teachers of
English as a Foreign Language

e JACET—The Japan Association of College English
Teachers

e PAC—Pan-Asian Consortium of Language Teaching
Societies

e TESOL—Teachers of English to Speakers of Other
Languages

Membership Categories

All members receive annual subscriptions to The Language
Teacher and JALT Journal, and member discounts for
meetings and conferences. The Language Teacher®JALT
Journal EDERIMAN ERBXTENE T, £l PARICESIME
BTBINTEETY,
* Regular —fi&=&:¥13,000
e Student rate (FULL-TIME students of
undergraduate/graduate universities and colleges
in Japan) ZE2E8(EADOEHFDAZ LI AZRDF
4):¥7,000

e Joint—for two persons sharing a mailing address,
one set of publications V31> FRE& (RAICEFTCEERT
HlEAN2BZHRE L. JATHRRYDIE 24T 18R): ¥21,000

e Senior rate (people aged 65 and over) =7 &E(654%
M Ed75):¥7,000

e Group (5 or more) ¥8,500/person—one set of publi-
cations for each five members V)L —72&(5%M tx
gRE L JALTHRRIDIG 558 T &I 18B): 144 ¥8,500

http://jalt.org/main/membership

Information

For more information please consult our website
<http://jalt.org>, ask an officer at any JALT event,
or contact JALT's main office.

JALT Central Office

Urban Edge Building, 5th Floor, 1-37-9 Taito, Taito-ku,
Tokyo 110-0016 JAPAN

JALTEF#E - T110-0016E8 RASARXAER1-37-9
T7—I\>TvIEIV5F

t: 03-3837-1630; f: 03-3837-1631; jco@jalt.org

Joining JALT
Use the attached furikae form at Post Offices
ONLY. When payment is made through a bank
using the furikae, the JALT Central Office receives
only a name and the cash amount that was trans-
ferred. The lack of information (mailing address,
chapter designation, etc.) prevents the JCO from
successfully processing your membership appli-
cation. Members are strongly encouraged to use
the secure online signup page located at https://
jalt.org/joining.






It’s conference month!

\\*

diversit
& nclusion

#jalt2018

Here at The Language Teacher we applaud this year’s
theme of “Diversity and Inclusion.” For 42 years, TLT
has been a journal that has embraced those ideals.

If you have something relevant to say,
we will give you voice.

http://jalt-publications.org/tlt/submissions

If you need help getting it right,
we will support you.

http://jalt-publications.org/psg

If you want to join our dedicated team,
we welcome you.

http://jalt-publications.org/recruiting

The Language Teacher
1976~2018

PUBLICATIONS

Please visit our table at JALT2018 in Shizuoka, or come to our presentations.
See page 8 of this issue of TLT for details.



