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In this month's issue . . .

reetings, esteemed readers of the upcoming issue of

The Language Teacher. As 1 undertake the role of co-ed-

itor for this issue, ] am eager to share with you not only
the enriching content of this issue, but also a brief chapter of
the journey that has led me here. My name is Brian Strong, and
I am an Assistant Professor in the School of Linguistics and
Language Studies at Carleton University in Ottawa, Canada,
where 1 also have the privilege of coordinating its TESL pro-
grams. Reflecting on my 14-year sojourn in Japan many years
ago, l am reminded of the profound impact those years had
on my professional and personal growth. It was back in 2013
when my first article was published in The Language Teacher,
marking the beginning of a rewarding relationship with this
journal. Today, I am both honored and delighted to contribute
in a new capacity, striving to bridge the gap between research
and practice within our vibrant community.

In this issue, we are excited to showcase research and per-
spectives that span the broad spectrum of language educa-
tion.

Our Feature Article by Caroline J. Handley and Michael
Kelland, titled “The Effect of Working Memory Capacity on
Instructed Vocabulary Learning,” explores the crucial role of
working memory in the acquisition and retention of vocabu-
lary in second language learning. This study not only high-
lights the theoretical aspects of working memory but also
offers key insights for educators on enhancing vocabulary
learning through understanding cognitive processes.

James Bury’s contribution in the Readers’ Forum, “Reflec-
tions on a Retrospective PhD-by-Publication Journey,” provides
a compelling narrative on the challenges and opportunities
of pursuing a PhD through publication. Bury’s reflections
shed light on the misconceptions and realities of this path,
encouraging a broader discussion about accessibility and

Continued over
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innovation in doctoral education. His insights are
particularly valuable for those considering or navi-
gating alternative routes to academic qualifications.

This issue also includes an interview with Gary
Barkhuizen by Michael Ellis and our regular JALT
Praxis columns, such as My Share, TLT Wired, Book
Reviews, Teaching Assistance, Writers’ Workshop,
and JALT Focus. Please check those out as well!

Before I proceed further, I would like to take a
moment to acknowledge the significant contribu-
tions of David Marsh, one of our final proofreaders,
who is stepping down from his role. David’s metic-
ulous attention to detail and dedication to ensuring
the quality of our publication have been invaluable
to our team and readers alike. On behalf of the
editorial team and our readership, 1 extend our
heartfelt thanks to David for his years of service and
wish him the very best in his future endeavors.

In closing, my heartfelt thanks go to the contrib-
utors and editorial team for their invaluable efforts,
and to you, our readers, for your ongoing support.

I hope this issue brings you both enjoyment and
useful insights.

— Brian Strong, TLT Co-editor
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FEATURE ARTICLE

The Effect of Working Memory Capacity
on Instructed Vocabulary Learning

Caroline J. Handley
Michael Kelland

Tokai University

Previous research has shown a small to moderate but robust
effect of working memory (WM) on both first language (L1) and
second language (L2) learning and comprehension. However,
few studies have addressed the relationship between WM and
vocabulary learning in a naturalistic (classroom) setting. In this
study, we report on a multi-site experiment that assessed the
effect of WM capacity on L2 vocabulary learning. The target
items were embedded in a highly supportive learning context
which included both input and output activities. Immediate
and delayed posttests showed that even under such condi-
tions, WM was positively associated with vocabulary learning
outcomes. These results extend findings that WM influences
initial word learning (e.g., Martin & Ellis, 2012). In contrast with
the findings of Yang et al. (2017), the association between WM
and vocabulary learning remained at delayed posttest, sug-
gesting that WM may affect retention as well as learning rate.

FTMERICLD E T—F0 AT (WM) I38—53E (L) BLUE
TS5 (L) 0FBEBEROmAICH L IO STRELGNSHIES
MBEFOTVBTEDNTRENT VS, LH L. BHEGEDBRGREE
BRETWMERBEFEEDBEGREIRSTARIEIZEA LT, KRFZET
& L2DBEF BT E2WMBEDZEATHET 5/c8. 2HISTHT
DNERBOD1 DERET D, WREGDEEIF AV TV T TN Y
FOEBEBGEEICTENGEFE YT VA MITHEISAENTE Y.,
COFOBERHFTFTHWMIFFEBEFBDOMRE EDERELH ST EHN
BHTANBEERTAMIESTRENZ, INSDIERIF. WMA
THADBEREBFBICHEREZ 5L VOMZEHER (Martin & Ellis, 2012) %
THICHREBIEREDTH S, £z Yang et al. (2017) DFFEEREIEHT
BBHIC. WMESBRF B DESEHSEIEEE DT A NCEHHEHF SN,
TOT LG WMHEBREDH 55T L BRIFICEEERLSZ 508
EHhHAHZEEREBL TN S,

https://doi.org/10.37546/JALTTLT48.3-1

Working Memory and Language Learning

Working memory (WM), as first proposed by
Baddeley (Baddeley & Hitch, 1974; Baddeley, 19806,
2000), is “our mental sketchpad, where we hold
information ‘in mind’ and process it” (Miller, 2013,
p.411). It is also assumed to be critical for enabling
the consolidation of information in long-term
memory (e.g., Daneman & Carpenter, 1980). Impor-
tantly, WM has been shown to have limited capaci-
ty; people can actively maintain only a few items in
WM before the system becomes overburdened (e.g.,

Baddeley & Hitch, 1974; Cowan, 2014). Numerous
studies have demonstrated the effect of individual
differences in WM capacity on learning outcomes,
including studies on first language (L1) and second
language (L2) acquisition (for reviews, see Juffs &
Harrington, 2011; Szmalec et al., 2012).

In a meta-analysis of L1 research, Daneman and
Merikle (1996) found WM was a significant predic-
tor of language comprehension. They also found
that simple WM tasks, which assess short-term
storage ability or phonological short-term memory
(PSTM), are more weakly associated with compre-
hension than complex tasks, which involve an inter-
vening task, thus also assessing processing ability or
executive WM.

In a meta-analysis based on 79 studies of WM and
L2 processing and proficiency, Linck et al. (2014)
estimated the population effect size of WM to be r
=.255, which is generally considered to be a small
to medium effect (see Cohen, 1992). Most studies
reported a positive correlation between WM and
learning outcomes, although, as in L1 studies, com-
plex span tasks were better predictors than simple
ones. However, the studies in the meta-analysis
looked at general and specific learning outcomes
and assessed different language knowledge and
skills. In general, few studies have examined WM in
relation to explicit L2 vocabulary learning.

Working Memory and Explicit Vocabulary
Learning

Some studies suggest that WM is related to
vocabulary acquisition at early stages of language
learning. For example, Kempe et al. (2010) found
that WM was associated with word learning in a
task in which 47 participants with no prior exposure
to the language learned to match Russian words
to pictures. In a similar design in which 40 partici-
pants learned German words, Speciale et al. (2004)
found that PSTM was associated with performance
in an immediate posttest when translating the
words into German, but not when translating from
German into the L1 (English). In a study by Martin
and Ellis (2012), in which 40 participants learned
words (and grammar) in an artificial language, both
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PSTM and WM were significant predictors of word
learning at immediate posttest. In another study,
Cheung (19906) assessed whether performance on
two simple-span WM tasks predicted the number of
trials needed to learn three English words through
direct translation. After dividing the 84 participants
into low and high English vocabulary subgroups, he
found that the nonword span task was a significant
predictor for the low vocabulary group. Finally, in a
study with children who had been learning L.2 En-
glish for more than three years, Masoura and Gath-
ercole (2005) found that vocabulary knowledge,

not PSTM, predicted the number of repetitions
necessary for children to learn eight new words.
However, children were divided into four groups
(low and high vocabulary and PSTM), each with
fewer than 20 children, which means that, given the
estimated effect size (Linck et al., 2014), there was a
low probability of detecting an effect of PSTM, even
if one existed.

In addition, two studies that used complex WM
tasks found conflicting results. Kormos and Safar
(2008) measured the association between WM
and English language gains following an intensive
English course. They found that PSTM was related to
language use scores (grammar and vocabulary) for a
subset of 21 students who had some prior knowledge
of English, but not in their larger group of 100 begin-
ner learners. In addition, 45 students from this larger
group also completed a complex WM task, which
showed an association with language use scores.
Elgort et al. (2018) assessed word learning in 47 Chi-
nese and 50 Dutch advanced learners of English, who
learned low frequency words and pseudowords by
reading each item in three sentences, either inferring
the meaning or writing the words. In immediate
posttests, WM was associated with knowledge of
form but not meaning, in both learning conditions
for the Dutch participants and in the writing condi-
tion for the Chinese participants.

To our knowledge, Yang et al. (2017) is the only
study of WM and vocabulary learning that has used
naturalistic instruction and included a delayed
posttest. Their study involved three groups of
advanced-level English language learners. However,
they primarily investigated the effect of different
post-reading activities. All groups read the same
text, including eight target items, followed by a
sentence writing, gap-fill, or non-vocabulary-related
(control) activity. WM was associated with vocab-
ulary learning at immediate posttest only, except
for the sentence writing group. The researchers
concluded that WM modulates vocabulary learning
rate but not decay rate. However, as each group had
only 18-26 participants, significant effects of WM

The Language Teacher ® Feature Article

could only be detected at larger effect sizes than the
meta-analytic effect size calculated by Linck et al.
(2014) and non-significant results were reported for
associations of the predicted effect size of WM at
delayed posttest in the sentence writing and control
group. Thus, the generalisability of these results is
uncertain.

The Current Study

As reviewed above, the few studies that have
examined WM and explicit L2 vocabulary learn-
ing have mostly measured WM using simple span
tasks, focused on beginner-level language learners,
involved fewer than 50 participants, and assessed
only immediate learning gains. Although in their
meta-analysis of WM and 1.2 learning, Linck et al.
(2014) found no evidence of publication bias, sug-
gesting the effect of WM to be robust, discrepancies
in studies of WM and L2 vocabulary learning may
be due to underpowered designs. The minimum
power recommended by Cohen (1992) is 80% power
at @ =.05 (i.e., an 80% chance of detecting an effect
if there is a true effect, accepting a 5% risk of mak-
ing a Type 1 error and rejecting a true null hypoth-
esis). Based on the meta-analytic effect size of WM
of r=.255 calculated by Linck et al. (2014), power
analysis in G*Power 3 (Faul et al., 2007), shows that,
assuming a positive or no effect of WM, 93 partic-
ipants are needed to reach this power (to consider
a potential negative effect of WM, 118 participants
would be needed). Therefore, we designed a rel-
atively large, multi-site study to explore whether
WM, as measured by a complex span task, is related
to explicit L2 (English) vocabulary learning in
intermediate-level language learners, and whether
WM is associated only with immediate learning
rate or also with longer-term retention. To ensure
ecological validity, we embedded the target words in
a 90-minute communicative lesson plan, which was
taught by the second researcher.

Method
Participants

A total of 111 first-year students in five intermedi-
ate-level classes at three Japanese universities took
part in the study, after providing written informed
consent in Japanese. However, the data were dis-
carded for nine students who failed to attend all
three classes. The data were also excluded for two
additional students, who may have been disad-
vantaged on the translation-based vocabulary test
because their L1 was not Japanese. The data for an-
other three students were excluded as they scored
zero points on the immediate posttest, suggesting
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that they had misunderstood the test, given that no
other student scored fewer than three points. In the
end, the final number of participants was 97.

Working Memory Test

An operation span (OSpan test; Daneman, 1991)
from the PEBL battery of psychological tests (Muel-
ler, 2012) was administered to assess each student’s
WM capacity. This complex span task was chosen as
it does not involve language skills beyond decoding
single letters, thus raising the likeliness of reflecting
L2 speakers’ genuine WM (Sanchez et al., 2010). In
complex span tasks, target stimuli are interleaved
with a distractor task to assess the ability to maintain
information without rehearsal (Conway et al., 2005).

In this test, participants tried to remember strings
of randomised single letters, presented individually
and separated by a mathematical equation which
they had to solve, such as 6 + 2 - 3 =? The partici-
pants had 2 seconds to click the mouse to indicate
they knew the answer, and then a number was
displayed on the next screen. The participants indi-
cated whether the number was the correct answer
by clicking on the True or False button next to it.
They were then prompted to type the letter string
in the presented order. This letter/maths process
was repeated with strings of two to seven letters.
The test was restarted if the maths score was under
85%. A final WM score was calculated based on the
recall accuracy of the letter strings.

Final scores included “absolute OSPAN score”
(OSCORE) and “total number correct score”
(TSCORE). The OSCORE is the total number of
letters correctly recalled in sets in which the entire
data string is entered in the correct order, whereas
the TSCORE is the total number of letters recalled
in the correct position, regardless of whether the
entire set was recalled perfectly. The maximum
attainable score is 80 for both OSCORE and
TSCORE. The TSCORE was used here, as it is con-
sidered more reliable (Conway et al., 2005).

The test was conducted under controlled condi-
tions in a university computer room. All necessary
software from the PEBL battery was pre-installed,
and the students familiarised themselves with the
program through practice sessions before the test
started.

Target Vocabulary Selection

To select 12 target vocabulary items, we first chose
20 words that could fit naturally into the teaching
materials and did not fall within the first 2000 high-
est frequency English words on Nation’s (2017) BNC/

Handley & Kelland: The Effect of Working Memory Capacity on Instructed Vocabulary Learning

COCA headword lists. The initial 20 words were
translated into Japanese by a bilingual colleague and
given to a separate class of students with a similar
English level as the study participants, who were
asked to translate them into Japanese. These vocab-
ulary tests were marked by the second author and

a Japanese colleague; all items that were correctly
translated by three or more students were excluded.
The final set of 12 target vocabulary items—amphib-
ian, carnivore, conspicuous, disguise, entice, evade,
habitat, mate, mimic, offspring, venom, vibrant—
were all medium-frequency words (from the 4000-
8000 headword bands), except for the word “mate,”
which was unfamiliar in its scientific meaning.

Teaching Intervention

At the beginning of the lesson, students were given
a pretest consisting of 12 short English sentences
containing the target items, which provided minimal
contextual clues to their meaning, and then asked
to translate each word into Japanese (see Appendix
B). The same instrument was used as a posttest and
delayed posttest vocabulary test. The target vocab-
ulary was taught in one 90-minute lesson, which
included presentation and practice of the target
words, and was adapted from a lesson plan used in
a previous study by Kelland (2018). The students
were first shown the correct answers to the pretest,
followed by a pronunciation/repetition phase. They
then read an introductory text on how animals use
colour, in which the target vocabulary was boldfaced
and underlined, and completed a gap-fill exercise,
using pictures to assist them. Next, they were divided
into groups of three, and each student read one of
three different short texts (130 words) about how a
particular animal uses colour (see Appendix A for all
teaching materials). Each text included four target
words, such that all 12 items appeared once across
the texts. Texts were run through the Lextutor
vocabulary profiler software (Cobb, n.d.) to ensure
that all the words, apart from the target items and
animal names (species), were within the first 2000
highest frequency words and so should be familiar
and not cause additional learning load. The students
read their text and underlined the four new words.
They then prepared to tell their group about their
animal, with instructions to use all four new words.
As the students shared their information, they were
instructed to also listen for the new words. Although
the students were asked to recall the information
from memory, afterwards they could check their text
and share any forgotten information. This design
meant that all students were exposed to all the infor-
mation on all three animals and to all 12 target words
during the speaking and listening activity.
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Vocabulary Tests

A vocabulary test, identical to the pretest, was giv-
en as an immediate posttest at the end of the teach-
ing session and as a delayed posttest two weeks
later (see Appendix B). A meaning-recall translation
test was used following Webb (2008), who argued
that multiple-choice (recognition) tests may inflate
scores (see also Stoeckel et al., 2021).

Results

Analyses were conducted in RStudio (RStudio
Team, 2020), run on R version 4.2.2 (R Core Team,
2022) using a variety of packages: car (Fox & Weis-
berg, 2019), ggplot2 (Wickham, 2016), Ime4 (Bates et
al., 2015), moments (Komsta & Novomestky, 2022),
psych (Revelle, 2022), QuantPsyc (Fletcher, 2022),
tidyverse (Wickham et al., 2019).

Working Memory Test

The mean score on the WM test was 57.61 (SD
=11.34), from a maximum TSCORE of 80. Scores
showed a significantly non-normal negative skew
(Shapiro-Wilk test, W = 0.96, p = .007) and a boxplot
revealed two extreme outliers (scores of 23 and
25 points). The data from these participants were
retained, as removing them from the analyses re-
vealed similar correlations.

Vocabulary Test Scores

On the vocabulary pretest, 76 students gave no
correct answers, 17 gave one, five gave two, and one
student gave three correct answers (M = 0.31, SD =
0.62), indicating that the 12 target words were large-
ly unknown before the teaching intervention. Thus,
all the words were assumed to be equally difficult,
and the differences between raw scores on the tests
were treated as linear.

The vocabulary posttest scores were high, M =
8.82, SD = 2.67, showing that students learned the
new words during the lesson. The delayed posttest
scores, although lower, showed that this new
knowledge was maintained over the following two
weeks, M = 6.00, SD = 3.15. As expected, vocabulary
test scores were oppositely skewed, with predom-
inantly higher scores on the posttest and lower
scores on the delayed posttest (posttest W= 0. 91, p
<.001; delayed posttest W= 0.94, p < .001).

Working Memory and Vocabulary Learning

As the data are interval data and not normally
distributed, a Kendall correlation was calculated (a
non-parametric correlation which is more accurate
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with tied ranks), see Table 1. TSCORE values, our
measure of WM, were correlated with vocabulary
gains at both immediate posttest (t =.180, p =.014)
and delayed posttest (7 =.189, p =.009). These
results are similar to the meta-analytic effect size of
WM on L2 acquisition, r = .255 (Linck et al., 2014),
being approximately equivalent to r=.279 and r
=.294, respectively (see Gilpin, 1993). Due to the
non-normal distribution, robust 95% confidence in-
tervals (Cls) were calculated for each correlation via
the bias-corrected and accelerated (BCa) bootstrap
(Efron, 1987), with 10,000 samples. This analy-

sis confirmed the positive correlations between
TSCORE and vocabulary test scores.

Table 1.

Kendall Correlations for WM and Vocabulary Test
Scores

Kendall’s p 95% C1BCa
tau (1) bootstrap
TSCORE - 180 .014 .027,.317
Posttest
TSCORE - 189 .009 .056, .305
Delayed
Posttest - 400 <.001 .260, .516
Delayed

The association between WM, as measured by
TSCORE, and posttest and delayed posttest vocab-
ulary scores is visualized in Figure 1. The regression
line (surrounded by 95% confidence intervals) shows
high uncertainty in the association between WM
and vocabulary learning for those students who
scored very low on the WM test. This may indicate
that these students’ performance on the WM test
was adversely affected by uncontrolled factors, such
as low task motivation, resulting in measurement
error (Conway et al., 2005).

In addition, we examined whether fitting a linear
mixed-effects model would improve this simple
model. Adding random intercepts for class did not
improve model fit for the association between WM
and vocabulary scores, indicating that correlations
were similar across the different classes. Howev-
er, pretest vocabulary scores were significantly
correlated with posttest scores, as shown in Table
2. Importantly, there was no correlation between
vocabulary pretest score and TSCORE, indicating
independent correlations between these variables
and posttest scores. The calculation of standardized
B coefficients showed that as TSCORE increased
by 1 SD, posttest and delayed posttest vocabulary
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scores increased by 0.2 and 0.25 SD, respectively.
This means that scoring an additional 11 points on
the WM test was associated with correctly recalling
an extra 0.5 and 0.8 words.

Figure 1.
Association Between WM and Vocabulary Learning

Handley & Kelland: The Effect of Working Memory Capacity on Instructed Vocabulary Learning

Post-test vooabulary score

t
Delayed post-test vooabulary score

o

0 0

@4 % 0w w
Working memory TSCORE

50 60 70 80 2 30

2‘0 3‘0 40
Working memory TSCORE

Scatterplots showing the correlations between WM and
posttest and delayed posttest vocabulary scores. The
shaded areas around the blue linear regression lines rep-
resent 95% confidence intervals.

Discussion

We examined the association between WM and
instructed L2 vocabulary learning within a classroom
context. The results showed a small but statistically
significant effect on both the posttest and delayed
posttest scores, confirming previous research sug-
gesting that WM may be a predictor of L2 vocabulary
learning (Yang et al., 2017), but with a larger sample
size and multi-site design. In contrast with previous
studies (e.g., Martin & Ellis, 2012), we found that WM
was associated with learning outcomes in interme-
diate-level learners. Notably, this effect was observed
in a high-support learning context, which included
several explicit strategies for teaching the new words

Table 2.

(visual images, definitions, and example sentences),
an input task (reading), and a controlled but interac-
tive output task in which students either produced or SN
heard each target item. This design was informed by
research showing that explicit pre-teaching of vocab-
ulary is more effective than post-teaching, especially
when accompanied by visual images (Alamri & Rog-
ers, 2018). To our knowledge, this is the largest range
of pedagogical tasks used in such a study, yet the
association between WM and vocabulary learning
outcomes was comparable to the meta-analytic effect
size (Linck et al., 2014).

The association between WM and vocabulary
learning points to the importance of this element of
individual aptitude in L2 learning, especially given
that learning new words may exert relatively low
demand or load on WM resources. Sweller (2010)
suggested that WM load in the presentation of
new knowledge is dependent not on the number of
different elements to be learned, but on the interac-
tions between them. He described learning indi-
vidual words as a “low element interactivity task”
rather than a complex task, suggesting it may incur
a relatively low WM load. Although the reading
activities would have imposed a higher load, due to
the syntactic interactions between words in sen-
tences and the meanings created as the text unfolds,
the texts were carefully controlled to contain only
high-frequency (known) words, thereby minimizing
extraneous load. In sum, the teaching materials
enabled students to focus their cognitive resources
on learning the target vocabulary while gradually
promoting deeper processing through progressively
more complex tasks, which should have mitigated
WM effects. These findings contradict those of Li et
al. (2019), suggesting that WM affects learning out-
comes even when cognitive load is low, reinforcing
their observation that researchers and, in our opin-
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Association of WM and Pretest Scores with Vocabulary Test Scores

Posttest vocabulary scores

term Coefficients SE tvalue p 95% C1 BCa bootstrap
(Intercept) 5.70 1.32 431 <.001 2.691, 8.291
Pretest 1.34 0.41 3.25 .002 0.762,1.992
TSCORE 0.05 0.02 2.09 .040 0.003, 0.096
Delayed posttest vocabulary scores
(Intercept) 143 1.50 0.95 34 -0.775, 3.834
Pretest 1.87 0.47 3.98 <.001 0.816, 2.647
TSCORE 0.07 0.03 2.71 .008 0.029, 0.109
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ion, also teachers should give more consideration
to the effects of individual cognitive differences on
learning outcomes.

Finally, a few limitations of this study should be
noted. First, the students were treated as homoge-
nous groups regarding English language knowledge
and ability, based on university assessment. Al-
though the students’ knowledge of the target items
was pretested, overall prior vocabulary knowledge
may have influenced learning outcomes. In a study
with advanced English language learners, phonolog-
ical memory was only associated with L2 vocabulary
knowledge in lower proficiency learners (Hummel,
2009). Second, environmental factors that affect
learning and WM were not considered. For exam-
ple, sleep deprivation has a significant negative
influence on WM (for a review, see Blasiman & Was,
2018, pp. 203-204).

Finally, although we recruited participants from
three different universities, achieving a larger group
sample size than in previous studies, the wide con-
fidence intervals around the associations reported
here indicate the uncertainty about the true effect
size of WM on the students’ word learning. Thus,
our results highlight the need for future large-scale
multi-site studies in research into the influence
of WM capacity on L2 learning to achieve reliable
estimations.

Conclusion

We examined whether WM was associated with
vocabulary learning in a valid ecological setting,
namely within a communicative classroom con-
text. Given the noise of uncontrolled variables and
the simplicity of the learning task, any association
between WM and vocabulary learning was predict-
ed to be small. Therefore, we used a within-subjects
multi-site design to try to maximise the reliability
of the findings. Our results suggest that vocabulary
learning is associated with WM capacity, even when
various instructional tasks are used, underscoring
the relevance of individual differences to foreign
language learning outcomes.
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Appendix A

Texts used in the teaching intervention
(reformatted for publication).

(a) Introductory text
How Do Animals Use Colour?

The fur, skin, or feathers of animals can be many
different colours. Some animals have dark or plain
coloured bodies, but others have bright colours and
patterns. This is because some animals use colour
to hide, but others use colour to stand out. Colour
helps animals in 3 important ways: (1) to hide, (2) to
signal, or (3) to attract a partner.

(1) To hide

Many animals use colour to deceive hungry car-
nivores that want to eat them. There are 4 main
ways animals use colour to hide. Sometimes, an
animal hides itself against a background of the same
colour, other animals have spots, stripes, or patterns
that help them evade animals that like to eat them.
Animals may also try to look the same as the area
they live in. They use colour as a disguise to make
them look like another object. The last way animals
use colour is to mimic other animals, so they pro-
tect themselves by looking like other dangerous or
bad-tasting animals.

(EXAMPLE 1: )
(EXAMPLE 2: )

(2) To Signal

Instead of hiding, some animals use colour to make
themselves very conspicuous to other animals.
Their colour sends out clear warning messages
that they are dangerous, and should not be eaten.
Many insects use colour to signal, as well as some
amphibians and fish. Such animals may taste bad
or they may produce venom which could kill other
animals. Animals use bright colours to signal, such
as red and yellow, which are very easy to see in their
natural habitat.

(EXAMPLE 1: )
(EXAMPLE 2: )

(3) To Attract a partner

In many animals, males have developed different
behaviours, such as singing, to attract females.
Some male animals use colour to attract a mate,
even though such colours may also make it difficult
to hide from animals that want to eat them. The
males have vibrant colours that can entice females,
as they show that the male animal is strong and
healthy, which means they will produce strong and

healthy offspring.
(EXAMPLE 1: )
(EXAMPLE 2: )

(b) Gap-fill exercise

Keyword Practice
1. Actors___ __ the voices of different
people.

2. The male lion was searching for a

3. Animals that eat other animals are called

4. Many super heroes themselves so

that people don’t know who they are.

5. Amonkeys___ is the jungle.
The womanwas _____ due to her bright
pink hair.

A , such as frogs and toads, live on
land and in water.

8 The____ of cats are called kittens.

9. The____ from some snakes can kill
people

10. Thekiller the police for many

years before he was caught.

11. The artist loved to use bright,
colours in her paintings.

12. Somepeople wild animals to their

garden with food.

10 THE LANGUAGE TEACHER Online e https://jalt-publications.org/tlt


https://jalt-publications.org/tlt

(c) Jigsaw reading texts

Bowerbird

The male Bowerbird, which lives in Australia, is

an example of an animal that uses colour to find a
mate. They are called Bowerbirds because they col-
lect vibrant coloured objects to decorate a structure
called a bower. They do this very strange behaviour
to entice a female partner. The male spends many
hours putting brightly coloured objects, such as
shells, leaves, flowers, pieces of plastic, stones, or
glass, in and around the bower. They will then
dance next to the bower, and the female will choose
the bird with the most beautiful bower and the best
dance as her mate. Some bowerbirds can attract

up to 30 mates in one season, and so have many
offspring. However, males with badly decorated
bowers might not be chosen by even one female.

Poison Dart Frog

The poison dart frogs’ habitat is the jungles of
South America. They are an example of a very con-
spicuous animal. These amphibians use very bright
colours to help them to survive. There are over one
hundred different types, or species, of poison dart
frogs, and they have many different colours and
patterns. The most common colours are yellow, red,
green, blue, and black. Although poison dart frogs
are only 5cm long, they are dangerous and can hurt
other animals very badly. They all have poison, con-
tained in their skin, that will make an animal sick
or even kill it. One species has such strong venom
that it could easily kill a large animal or person. The
bright colours of these frogs warn other animals
that they should not eat them.

Stick Insect

The stick insect, with a body length of between
1.5cm and 30cm, is an example of an insect found
around the world that uses colour to help it survive.
They are usually green or brown, which allows them
to disguise themselves with the natural colours

of the forest. In this way they can evade animals
that want to eat them. Some types, or species, of
stick insect can even change colour to match their
environment. One species can keep their bodies
completely straight, so they look like a stick, and
others can even move their bodies from side to side
to mimic the movement of the trees or leaves. They
also only ever feed at night, when they can hide in
the darkness from carnivores who want to eat them.

Handley & Kelland: The Effect of Working Memory Capacity on Instructed Vocabulary Learning

Appendix B

Vocabulary test used as pretest, posttest and
delayed posttest.
Keyword Check

Look at the words below. Write the Japanese trans-
lation for the KEYWORD only.

Example:
TREE: The TREE is tall.
ANSWER= K

1. CARNIVORE: It is a carnivore
ANSWER =

2. EVADE: He evaded everyone
ANSWER =

3. CONSPICUOUS: 1 like to be conspicuous
ANSWER =

4. AMPHIBIANS: She likes all amphibians
ANSWER =

5.  VENOM: Some venom is very strong
ANSWER =

6. HABITAT: This is its habitat
ANSWER =

7. VIBRANT: It is a vibrant place
ANSWER =

8. OFFSPRING: Its offspring are over there

ANSWER =

9. MIMIC: She mimicked her friend
ANSWER =

10. MATE: It searched for a mate
ANSWER =

11. DISGUISE: That’s a good disguise
ANSWER =

12. ENTICE: It enticed her

ANSWER =

2024 Board of Directors Election
Candidate Statements can be found
on page 51 of this TLT
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Reflections on a Retrospective
PhD-by-Publication Journey

James Bury
Shumei University

In a context where enhancing career options and economic
welfare are increasingly important, many teachers view gaining
a PhD as key to cultivating competitive advantage. However,
traditional PhD programs are often perceived as inaccessible,
and numerous misconceptions surrounding PhD-by-Publica-
tion programs remain, especially with regard to what exam-
iners will accept as equivalent to a traditional thesis and what
topics and students the programs are suitable for. To address
these misconceptions, this article focuses on the retrospective
route to completing a PhD by Publication. | reflect on my ex-
periences of completing such a program, outline the process
I undertook to obtain the PhD, and add my own perspective
to the wider discussion. It is hoped that this short article will
help improve understanding of the current contextual factors
that shape the retrospective PhD by Publication and encour-
age others to consider undertaking similar projects and share
their own experiences.

F v U7 DBEREODIEAREEFNBUNEDR EDNE T EITEFEIC
HOTCVRIRA T ZLDHEIIELSDEUSHHEF LOBAIEEED
BEGDEEZA VD, LH L EROBLREISEELNSVEDTH
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DRBIMERELTEO TV D, K5 Cld. TNSDRMBISTNT BT
Bl BRNTHIG LS ZRIGT 2B EEHLICEREL TV
%, CDLOETOTILEET LIBEGORRZRYRY L5
1§ BIDICE A AEBIRZ IR L. KUIRIAVERICEE DR
MATWVB, ZDRED WRHHXBLEELM T HREDIKTER
NDOBRERD. NDREROTOY 17 MCRUBEGT &R L. B
EODREBRERETHLZRMTDDITIRII DI EZFED,
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ship (Mowbray & Halse, 2010), completing a

PhD and achieving “doctoralness” (Johnson
& Chong, 2022, p. 219) demonstrates an ability to
independently undertake and potentially publish
quality research (Jackson, 2013). As publishing plays
a significant role in obtaining research funding, uni-
versities in a number of countries, including the UK
and Australia, now list holding a PhD as a condition
of academic appointment. It is also an important
factor when applying for the highest faculty positions
at the tertiary level in Japan. However, for a varety
of reasons, including time and financial constraints,
PhDs are often not perceived to be accessible or

R ecognized as being the pinnacle of scholar-

inclusive (Smith, 2015) and thus can appear to be out
of reach to many practicing educators.

In response to this view of PhD programs, along-
side changes in job markets and heightened interest
in obtaining the award from increasingly varied
student cohorts, more diverse PhD pathways have
emerged (Peacock, 2017). Among the different types
of doctoral programs, the PhD by Publication has
become one of the more popular and well-estab-
lished routes (Frick, 2016). However, in 2023 still
only one in three UK universities offered PhDs by
Publication (Grove, 2023) and the traditional PhD
route still predominates. Furthermore, as much
of the published material on PhDs focuses on the
conventional route, many misconceptions regard-
ing the PhD by Publication remain, especially with
regard to what examiners will accept as equivalent
to a traditional thesis and what topics and students
the program is suitable for.

To address a specific area of this gap in knowl-
edge, this article focuses on the retrospective route
to completing a PhD by Publication, an option
popular with published authors and active research-
ers. By reflecting on my experience of completing
a retrospective PhD by Publication, outlining the
process 1 undertook to obtain the PhD, and adding
my own perspective to the wider discussion, I hope
to improve understanding of the current contextual
factors that shape the retrospective PhD by Publica-
tion and encourage others to consider undertaking
similar projects and share their own experiences.

PhD by Publication

When undertaking a PhD by Publication (also
known as PhD by Public Works, Published Works,
or Portfolio), instead of writing one thesis of 80,000
to 100,000 words, a series of artefacts are produced,
collated, and submitted. The artefacts (i.e., articles,
books, book chapters, presentations) are typically
drawn together by an overarching contextualizing
statement (or critical exegesis) and this work is then
usually defended by oral examination (viva voce).

The PhD by Publication is commonly offered via
prospective and retrospective routes. In the pro-
spective route, candidates create, write, and publish
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artefacts along with a context statement through-
out their candidacy. In the retrospective model,
candidates collate a selection of their previously
published or created artefacts and write an accom-
panying context statement which considers what
drove the production of those artefacts and what
their overall contribution to the field is. Hybrid
routes that allow the inclusion of both prior and
new publications are also offered by some institu-
tions.

The Retrospective Route

Unlike other PhD routes, which are usually con-
ducted at the beginning of a researcher’s career, the
retrospective PhD by Publication provides research-
ers who have already published an alternative route
to a PhD by allowing them to demonstrate, through
their publications, that they have undertaken
doctoral-level research and have the appropriate
skills for that level (Smith, 2015). However, similar
to traditional PhDs, many people who would like to
undertake a retrospective PhD by Publication view
the programs as inaccessible, unattainable, exclu-
sive, and overly confusing. These feelings are often
compounded by the wide variation of regulations
across institutions (see Table 1 for an outline of
common similarities and differences).

A further deterrent for those considering a retro-
spective PhD by Publication is the range of miscon-
ceptions and confusion surrounding the programs’
advantages and drawbacks. To address this con-

Table 1

The Language Teacher ® Readers’ Forum

sideration, Table 2 outlines a range of positive and
negative factors relating to six main themes. Issues
that were particularly significant in my own expe-
rience are discussed in more detail in the following
sections.

Practicalities / General

The positives identified in Table 2 relating to this
theme were instrumental in my decision to pursue
this route to obtaining a PhD. The increased flex-
ibility and autonomy combined with savings regard-
ing time and money were important as traditional
PhD routes are often both more time intensive and
expensive.

While there were concerns that this award would
be viewed as less valuable or rigorous than a tradi-
tional PhD, these were mitigated by my previous
positive experiences of completing two online
master’s degrees, which are also subject to possible
stigmatism and skepticism.

Artefacts

The retrospective PhD by Publication appealed to
me because my prior research addressed a number
of different research questions and used different
methods and theoretical frameworks. Although this
could have led to issues drawing the publications
together into one piece of work, with the help of my
supervisors | was able to establish an overarching
theme that demonstrated coherence and signifi-

Common Similarities and Differences Among Retrospective PhD-by-Publication Programs

Similarities

Differences

o The award is equivalent to a conventional PhD
by thesis.

o The candidate must already have a substantial
body of work in the public domain that is con-
nected to a sustained theme.

o The work must show originality and the applica-
tion of independent critical thinking.

o There is an identifiable and significant contribu-
tion to knowledge.

o Artefacts need to be critiqued and contextual-
ized.

o The artefacts and exegesis are brought together
into a single, coherent piece of work.

o The work is assessed by at least one independent
external examiner.

« Some universities restrict the award to their own

staff or those having strong connections with
the institution.

o In some cases, work in non-written form may be

allowed.

¢ Some awards are conducted in collaboration

with other institutions.

o There are a variety of arrangements for supervi-

sion and attendance.

» Some universities appoint “supervisors” with a

record of successful completions, whereas other
appoint “mentors” with a lighter advisory role.
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Table 2
Factors Relating to Retrospective PhD-by-Publication Programs

Benefits

Drawbacks

Practicalities/General concerns

o Often completed in shorter time frame.
o Often less expensive than traditional PhD pro-
grams.

o Combine producing published works and earn-
ing PhD.

o Offer candidates more flexibility and autonomy.

o Expose candidates to peer review, critique, and
criticism, enabling them to deal with feedback
better at PhD level.

o Partition PhD into smaller, more manageable
pieces of work.

Lack of general consensus on objectives, pur-
pose, or context.

Possibility of being seen as less rigorous or valu-
able than traditional PhD.

Issues regarding consistency of awards among
universities.

Often restricted openness to candidates other
than staff and faculty.

Resistance among scholars due to perceived
challenge to, or weakening of, traditional PhD
(Lee, 2010).

Fewer chances to network, develop relation-
ships, and participate in university research
culture.

Artefacts

o Already created or published, so not a new
project.

o Often previously peer reviewed, so already at a
publishable level.

o Completed progressively, easing pressure of
preparing a single thesis.

e Can be co-authored, so candidates not isolated
as a lone researcher.

o Can include wide variety of research questions,
methods, and frameworks.

Limits on age of their creation / publication.
Difficult to combine into single coherent body
of work.

Issues regarding which to include.

Confusion over sufficient / appropriate number
to include.

Potential enticement for candidates to prioritize
time and effort on developing “countable” work
- performativity.

Potential temptation for candidates to engage in
academic misconduct in order to reach required
inclusion number.

Confusion over where they should be published
due to flawed systems for determining journal
quality.

Questions about definitions of “published” or in
the “public domain.”

Issues relating to copyright agreements and
confidentiality.

No guarantee that prior publications are of doc-
toral standard.

Context statement/Structure

o Encourages candidates to reflect on their arte-
facts and previous research projects.

o Encourages candidates to reflect on their
research methodologies, biases, and epistemol-
ogies.

o Allows candidates to begin writing their context

statement almost immediately as it is based on
their research.

Lack of general consensus on length or format.
Confusion regarding writing style, voice, and
intended audience.

Inconsistent or absent guidelines on inclusion
criteria.

Fewer exemplars of best practices compared to
traditional PhD route.

L SNDO4 1vr L SIXVd 1TVF J\

THE LANGUAGE TEACHER 48.3 ¢ May / June 2024 15



The Language Teacher ® Readers’ Forum

Benefits

Drawbacks

Supervisors / Examiners

o Often take on more “equal” roles with candidates.

o Can have valuable insights and access to a wider
range of resources that could improve candi-
dates' work.

o Provide support during candidacy.

o May be inexperienced with this route.
o Need to be published authors themselves.

Future research

o Better preparation for publishing after gradua-
tion.

o More opportunities for research avenues, fund-
ing, and collaborations due to increased expo-
sure of candidates' previous work.

o Discovery of new research themes and ways
to extend previous scale and scope of previous
work following reflection on artefacts.

Career

o Greater candidate flexibility and autonomy.

» Dotentially greater opportunities for advance-
ment.

o Better chance of gaining long-term, secure
employment.

 DPossible financial incentives.

cance.

Although artefacts included in a PhD by Publica-
tion can take many forms and can be solo authored
or joint authored, in my submission, 1 only included
publications in the form of research articles for
which I was the sole author (4), lead author (5), or
co-author (1). For the publications of which 1 was
not the sole author, it was necessary to outline my
precise contribution, in terms of both the contri-
bution percentage and the details of the tasks 1 un-
dertook. Determining and agreeing on authorship
and level of contribution can be problematical in
some cases (Paltridge & Starfield, 2023), so keeping
well-labelled records of article drafts during their
development is recommended.

Most institutions emphasize quality over quan-
tity, and one of the issues that was highlighted
regarding my submission was the inclusion of too
many publications (generally between three and
six, not ten as in mine). On reflection, I included so
many articles due to a combination of insecurity
regarding the impact of the articles 1 had written
(which focused mainly on fairly small-scale studies
and interventions), a desire to produce an exem-
plary thesis, and the likely presence of impostor
syndrome, a sense of self-doubt regarding compe-
tence and whether a person feels they “belong” in

high-achieving contexts (Clance & Imes, 1978). This
mindset is not uncommon, but it is one that should
be avoided.

When 1 was selecting which publications to in-
clude, it was important to identify which ones had
made the most substantial contribution or impact.
The articles’ relevance to the overarching theme
and their importance as examples of my journey
as a practitioner-researcher were also significant
factors. I was further aware of the need to acknowl-
edge omissions in the articles’ coverage, rigor, and
depth. I was fortunate that all the articles I selected
had been published within a suitable time from the
planned PhD submission (the length of accepted
time from publication and submission varies among
universities). The ranking of the journals in which
my articles had been published was not questioned
during the development of my context statement.
However, during my oral examination 1 was asked
to justify why | had submitted my research to par-
ticular outlets.

Context Statement / Structure

A major consideration regarding the context
statement for me, and an issue that is part of a
wider discussion on PhD thesis metadiscourse
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(Johnson, 2022), was the voice in which it should

be written. As the majority of the included articles
had been written in the third person and using

the academic distancing style, that is how I began
writing my exegesis. However, after realizing that 1
was documenting my own personal journey, 1 found
it more apposite to write in the first person, despite
this leading to a different writing style between the
included articles and the context statement.

In my case, the most challenging part of writ-
ing the context statement was demonstrating the
originality and unique contribution of the articles,
instead of simply introducing them and setting
the context. To do this, it was essential to not only
establish a coherent overarching theme, but also re-
flectively critique my approach to the research 1 was
including. Reviewing the research paradigms, meth-
odologies, and epistemologies was very challenging,
but it was also insightful and allowed me to identify
certain biases that I had held or other issues that
were present in my research design. This has pro-
vided me with a better, more informed understand-
ing of the research 1 had conducted and a platform
to improve future research ventures. In my opinion,
articulating this realization is a major aspect of a
retrospective PhD-by-Publication submission.

A further issue was deciding on an appropriate
structure. As each candidate’s included artefacts will
be different, the structure that best fits their work
will differ, but in order to create an exegesis that
was more than the sum of the included articles, 1
felt it was imperative to:

o introduce the artefacts by detailing the edu-
cational context and the background to how
the teaching interventions included in the
articles were developed,

o explicitly state the contribution to knowl-
edge,

e outline my journey as a practitioner-re-
searcher, and

o critically reflect on the significance of the
included articles.

In order to fully cover the points above while
maintaining coherence and making sure the writing
was succinct, the final exegesis contained eight
main sections:

1. Introduction

2. Educational context (important as my
research was based in the Japanese EFL
context, but I was a PhD candidate at a UK
university)

3. Background to interventions (i.e., the re-

Bury: Reflections on a Retrospective PhD-by-Publication Journey

search projects discussed in the articles)

4. Themel

5. Theme Il

6. Themelll

7. Discussion (focusing on practical, theoretical,

and methodological contributions)
8. Conclusion

Depending on the individual submission, some
candidates place their artefacts in the body of the
context statement, while others include them as
appendices.

Supervisors / Examiners

When undertaking any PhD, supervisory men-
toring and advice is considered vital as it provides
emotional and academic support for candidates
when writing their context statement and preparing
for their oral examination. 1 was very lucky to have
a good working relationship with my supervisors in
which 1 felt comfortable being open about my ideas,
concerns, and issues. However, some supervisors
may not be well prepared for the PhD by Publica-
tion as it may demand a different doctoral super-
visory pedagogy from the traditional route (Lee,
2010) and there is a general lack of guidance on how
to best help students through the process (Solli &
Nygaard, 2022). Supervisors may also have different
incentives as it anecdotally appears less common
for supervisors and students to co-publish after
PhD-by-Publication candidature. Furthermore,
there are possible issues of mismatches in approach
and research philosophy between candidates and
supervisors. In my case, 1 extensively read potential
supervisors’ publications before making a formal
application. It was also beneficial that my two
supervisors had worked together before and 1 felt
that this helped us work better together as a group
of three. Therefore, I strongly recommend consid-
ering the perspectives of potential supervisors, the
style of their publications prior to appointment, and
their previous co-authors and collaborators, before
applying to enroll in a program.

My submission was assessed by one internal and
one external examiner. The level of input candi-
dates have on who is approached to examine their
work may be limited, but it is common for their
opinions to be sought. 1 believe that it is important
for suggested examiners to have experience work-
ing in a similar context to the candidate, who is
tacitly encouraged to cite their work (as well as that
of their supervisors). The examiners may be leading
authors in the field, which can be intimidating, but
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it is important to remember that if they accept the
offer to assess your work, it is often because they are
genuinely interested in what you have produced.
Again, in my experience, 1 was very fortunate to
have been assessed by supportive examiners who
used the oral examination as a way to better un-
derstand my work rather than as an opportunity to
strongly criticize my work or be overly negative.

Future Research

Another factor that influenced my desire to pur-
sue this route was the opportunity 1 would have to
reflect on my journey as a practitioner-researcher in
an objective way. Submission of a retrospective PhD
by Publication illustrates the candidate’s progres-
sion as a researcher, highlighting both the strengths
and weaknesses of that person’s work. 1 looked for-
ward to revisiting my research in this way, critically
assessing the contributions I have made to this field
via my published research. To do this, I needed to
conduct a deep analysis of my articles in order to
reach new conclusions that were greater than the
findings of the individual articles. However, it was
also necessary to analyse the articles subjectively so
that I could reflect on my own personal journey as a
practitioner-researcher. The process of internaliza-
tion that I undertook during candidature changed
my perceptions of my research and also challenged
my sense of self and identity as a practitioner-re-
searcher.

Career

In order to manage and enhance their career and
economic welfare, it is important for educators to
make responsible choices. Many view publications
as a key area in which they can cultivate competitive
advantage, employability, and advancement oppor-
tunities. If a teacher has published research as I had,
then undertaking a retrospective PhD by Publica-
tion is potentially the next logical step.

Other Considerations

When deciding whether the PhD-by-Publication
route is the best option, it is important to consider
the motivation for undertaking the project and the
implications that it may have on performativity.
1t has been argued that PhD-by-Publication can-
didates can come to think about their research in
terms of numbers of publications and journal im-
pact factors, and that these quantitative indicators
then become the motivating factors for publication
(Jackson, 2013). Consequently, Ball (2003) outlined
some key questions to ask:

The Language Teacher ® Readers’ Forum

o Iscompleting a PhD by Publication import-
ant, worthwhile, and something to fully
believe in; or is it simply being done because
it will be measured or compared?

e Does the research have a greater purpose, or
is the purpose to simply publish to sustain
your individual career?

o Does the PhD by Publication project truly
add to the field or is it just a way of promot-
ing yourself and your published articles by
increasing their accessibility? (p. 220)

Process

Having discussed some of the main consider-
ations, influences, and issues 1 encountered while
completing a retrospective PhD by Publication, 1
will now outline the process I followed and expand
on some of the sections illustrated in Figure 1.

As with all courses that people take, ensuring
suitability is imperative to success. Once suitability
has been established, a proposal idea needs to be
formulated, focusing mainly on an initial conceptu-
alization of an overarching theme that connects the
artefacts. This is a difficult task, so discussing and
reviewing the proposal with the department head,
program director, and potential supervisors is a key
process at this point. It also allows all stakeholders
to better understand each other’s philosophies and
approaches at an early stage.

Once the context statement had been written
and submitted, 1 began preparing for the oral
examination. For a PhD viva voce, it is common for
candidates to be allowed to bring a copy of their
exegesis and a set of notes with them. 1 prepared a
2-minute and a 5-minute introduction to my work,
and also predicted potential questions relating to
themes identified in Appendix 1. This preparation
was invaluable in the oral examination, not just
because two of my predicted questions were asked,
but also because it gave me the confidence to know
that I was as familiar with my work and the con-
nected concepts as possible. Without the gener-
ous approaches of my examiners and the support
of my supervisors, the viva voce could have gone
very differently, but 1 enjoyed the experience and 1
encourage others to view it as a once-in-a-lifetime
opportunity that should be cherished.

Following the oral examination, the examiners
required minor revisions to my submission. As this
is the most common outcome of a PhD viva voce,

1 had prepared myself for this result. The changes
included some amendments to the context state-
ment, especially to clarify and strengthen the claim
to having developed a unique contribution. Once
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Figure 1

Process Undertaken While Searching for, Applying for,
and Completing a Retrospective PhD by Publication

Bury: Reflections on a Retrospective PhD-by-Publication Journey
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those changes had been made, the revised thesis
was approved and the PhD awarded.

Conclusion

The move toward PhD-by-Publication routes
aligns with a continued focus in academia and ter-
tiary education on the ability to conduct and pub-
lish research. Completing a retrospective PhD by
Publication is a major project and one that should
not be entered into without full consideration of
factors such as financial pressures, family issues,
support networks, and the balancing of study and
writing with paid work. However, the opportunity
for deep self-reflection, the chance to draw previ-
ously published research work together into a single
opus, and the great satisfaction gained when finally
receiving the award can make it a rewarding process
overall.

Although the journey toward a retrospective PhD
by Publication can be destabilizing and uncom-
fortable, the point of this article has been to raise
awareness of such programs as a credible route for
obtaining a doctorate and 1 hope that it will inform
ongoing conversations about pathways to PhD
accreditation.
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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
2,000 words or less.

Email: jaltpubs.tlt.interviews@jalt.org

An Interview With Dr. Gary
Barkhuizen

Welcome to the May/June edition of TLT Interviews!
For this issue we are happy to bring you a fantastic
conversation with Dr. Gary Barkhuizen. Dr. Barkhuizen
is Professor of Applied Linguistics at the University of
Auckland, New Zealand. His teaching and research in-

terests are in the areas of language teacher education,
teacher and learner identity, study abroad, and narra-
tive inquiry. Originally from South Africa, he obtained
his MA from Essex University in the UK, and his doc-

Michael Ellis

International Christian University High
School

torate from Teachers College, Columbia University. He
has recently served as editor of the book, Language
Teachers Studying Abroad: Identities, Emotions and
Disruptions (2022). Dr. Barkhuizen was interviewed by
Michael Ellis, coordinator for the EFL program at In-
ternational Christian University High School in Tokyo.
Michael holds an MA in TESOL from Teachers College,
Columbia University. His research interests include re-
flective teaching practice and the use of CLIL to amplify
marginalized voices.
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Michael Ellis: In your plenary presentation, you talk-
ed about the power of narrative inquiry to explore our
teacher identities and the passive role it can have for
teacher development. Could you summarize those ideas
again for the readers?

Dr. Gary Barkhuizen: What I tried to do in the
plenary was to frame the idea that the work that
language teachers do is a narrative experience.
That’s because as a narrative experience, we have a
time dimension to the work we do, like characters
of a story interacting over time. These are aspects of
story. That was the overall thread running through
the whole talk, and one aspect of that was short
story analysis, which is a form of narrative analysis
I've been using in my work for a long time. 1 find

it to be a very nice way to get into dealing with
story for people starting out with narrative inquiry
and with research in general. It was published as a
methodology article in TESOL quarterly in 2016,
where | introduced this approach to analyzing story
data. I call it short story analysis, which means you
analyze the content of the story by asking who is in
the story, where does the story take place, and when
do the events of the story unfold. You also focus on
the context of the story at micro, meso, and more
macro levels.

I then presented short stories of teachers and
analyzed them very, very briefly to introduce this
framework of teacher practices. Finally, 1 developed
the framework into teacher mindsets and related it
to teacher identity, and then looked at how those
three complex dynamic systems interact with each
other to form a larger network. The stories that 1
shared enabled me to show how, as teachers, we
live stories. Of course, you can use other lenses to
examine what teachers do, but I find that using
narrative inquiry as an approach to describe our
identities as teachers and to describe the work we
do is one very effective way.

That resonated with me because you say as teachers,
but I'd say maybe as humans, we're really sensitive to
stories and the powers that they have to illustrate larg-
er phenomena, but I've never seen it simplified in such
an easy-to-understand framework.

The work done with narrative inquiry in language
education draws on work from sociology, from phi-
losophy, and from general education, particularly.
The philosophical roots and psychological roots are
based in those other disciplines. So, it’s about hu-
man life, but what 1 spoke about today was teacher
life and teacher—researcher life.

Narrative inquiry is quite accessible to novice research-
ers, but also to anyone researching. I wonder if some
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might view this as dangerous because the bar for entry
could be too low leading to weak research models in
the field. How would you respond to such concerns and
what are the differences between narrative inquiry and
something like a teaching blog? How can we maintain
high standards of this research?

J

This is a question that often pops up when 1 talk
about narrative inquiry. In fact, when I do talks on
narrative inquiry, one of the very first slides I put up
is, “Narrative inquiry is more than just telling sto-
ries.” Narrative inquiry is a research methodology. 1f
you are using narrative inquiry as a research meth-
odology, then you need to be rigorous in the way
that you go about doing the work. Keeping a blog,
telling stories about what happened at work, telling
stories about what to do in your classroom are fan-
tastic things to do, but it’s not a rigorous, system-
atic approach to doing inquiry—to doing research.
Narrative inquiry needs three major elements.
There needs to be focus on a topic, illustrated by an
experience, with analysis informed by theory. It’s
not just descriptively telling stories about people’s
experiences. It is that, but it’s also much more.

SATOILYV

J.

Can you think of any common mistakes that people
new to the approach might make and how you would
advise them in order to maintain that high rigorous
standard?

Similar to what I said, researchers often remain at a
descriptive level. When 1 was an editor of Language
Teaching Research, a very high-impact journal, we
used to reject so many articles, not only narrative
inquiry, but more qualitative research articles,
which were fabulous articles, but remained very
much at a descriptive level. They didn’t incorporate
the theory or weren’t clear about exactly what top-
ics were being examined. You need those research
questions, the issues, the problems, the angle that
you're looking at. There needs to be some systemat-
ic inquiry.

q
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I can see how inquiry would be readily useful for stories
that have a traditional structure with a beginning,
middle, and end. Can you see inquiry as being useful
for making meaning of stories that might be more
complex or not follow that same traditional structure?

N

There are different definitions of what story is.
Beginning, middle, and end is drawing very much
on the more traditional idea, but story means
different things to different people in different
cultures. However, | think there is some common-
ality. They are about the experiences of people.
There is typically a time dimension, whether that’s
beginning, middle, end, or some circular way time
unfolds in a story, or some back-and-forth sequenc-
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ing. It’s some action over time in some way. Another
aspect of story is that there’s some reflection or
some commentary on what’s happening. So, it’s

not just this happened, then that happened, then
that happened. You reflect on it, react to it, and you
offer some emotional or evaluative comments about
those things happening. I think different cultures,
different generations, different genders potentially,
even individuals at different times may shift in the
way they tell stories. They can be shaped differently
and put together differently, but those elements are
normally there in some way.

You've mentioned that there’s roots of narrative inquiry
in social linguistics and sociology. Why do you think
that it took so long for this to be seen as a valid ap-
proach for teacher researchers?

I think that narrative inquiry in language educa-
tion has been around for quite a while actually, but
we haven'’t really called it that. In second language
acquisition, for example, in the 70s and ‘80s, re-
searchers were doing work using diary studies. Lan-
guage learners would write their diaries about their
language learning experiences, such as Kathy Bailey
(1980). We would consider that narrative research
now—self-narrative or autobiographical type work.
Then, later on, there was a lot of ethnographic
work done on social aspects of learning, looking at
identity development and so on. This is theoretical-
ly informed with excerpts of data, stories of people’s
learning accounts, but they didn'’t call it narrative
inquiry. It’s been there a long time. 1 think it was the
work of Karen Johnson and Paula Golombek (2002),
where they talk about narrative inquiry, using that
term. Teachers, preservice teachers mainly, did their
own narrative inquiry of their own teacher develop-
ment.

I didn'’t realize that it had been around for so long, 1
guess, because it’s only becoming more systematized re-
cently. Could 1 ask you to make a prediction about the
future? Do you think that the role of narrative inquiry
in teacher development is going to grow?

I think it is. 1 put out a book with my colleagues,
Phil Benson and Alice Chik, in 2013, on narrative
inquiry and language teaching and learning re-
search. The book did very, very well. In fact, the
series editors have asked us to do a second edition
of that book, and that will be coming out next year.
In writing the second edition, we brought in all the
multimodal and digital storytelling of narrative
work going on. What really pushed that was the
COVID-19 pandemic. All my Ph.D. students during
that time had to do all of their work from a distance
by using Zoom and other digital means to collect

The Language Teacher ® JALT Praxis: TLT Interviews

and analyze their data, which was quite a big shift.
So the second edition of the book has a whole new
section on digital methodologies in narrative inqui-
ry. That’s one big change. Also, I think now with the
growing emphasis on diversity and inclusion, narra-
tive inquiry is proving to be particularly popular as
a methodology to delve into those topics. Narrative
inquiry has always listened very carefully to the
voices of the participants, but now it’s growing
more to focus particularly on voices that have been
excluded in the past and to bring about change.

Right, that makes sense. It seems especially powerful
because you're literally amplifying the voices of those
marginalized people themselves, not other people
talking about them.

Yes, and another aspect is that with narrative
inquiry, it’s not just going in as a researcher and
collecting data from participants. You also bring
yourself into the research as the researcher, what
is called reflexivity. This means being a part of the
research, saying what you did as a researcher, how
you collected that data, what your role was, and
how you co-constructed that data. Ultimately, it’s
the participants’ experiences that we're focusing
on, but we also must consider how the researcher
reflexively articulates what they did to contribute to
the meaning-making of those experiences. There’s
much more emphasis on the researcher’s role.

You spoke earlier about how the pandemic encouraged
us to diversify our approaches to narrative inquiry, but
there are already a lot to begin with, such as spoken,
written, and multimodal. Could you give a brief sum-
mary of what you see as some advantages and disad-
vantages to the various methods?

It’s a simple answer, really. You need to look at the
design of the study, what the research questions are,
and what’s feasible and accessible. Those are practi-
cal but important answers. It depends on the size of
the project. Some people prefer working with paper.
Having some paper with some colored pens is a
great way to do a thematic analysis for a small proj-
ect. If you've got masses of data, then well, that’s
not going to work. 1 supervise a number of students,
and they come in with ideas about what they want
to do, often digital or multimodal. I need to say to
them, “Well, how are you actually going to do that?
And will it pass the Ethics Review Board?” That’s
very important because with narrative inquiry, you
are exposing these voices. You're getting people to
talk about their life experiences in story form. Some
of these digital formats stay around forever, when
using social media, for example. You've got to be
really, really careful, more so than in the past, where
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you could record something with a recorder and
then just download it, transcribe it, print it out, and
that’s all. With automatic transcription, the data
stays up there in the cloud somewhere. 1 think these
practical and ethical aspects are important with
these new tools.

I'm glad to hear you highlight the practical issues. I'm
currently collecting data using a reflective teaching
journal. Before I started, 1 read about robust research
methodology and different approaches to this, but 1
realized early on that I needed to keep it simple in order
to maintain it every week.

Yeah, it’s got to be feasible.

What about reflecting with other people, such as duo
ethnography versus self-inquiry? Could you speak a bit
to the advantages and disadvantages of each of those?

I've been in research teams that do narrative work. 1
think it’s just a matter of multiplying the tasks, hav-
ing discussions about what the goals are, and how
the analysis can take place, just like in any research.
1 think it’s the discussion that you need to do to be
more or less on the same page.

1 was in one research team where we had a huge
project of 40 participants and just four researchers.
We divided up the sets of data, so each had 10 sets
of data. Then we wrote a 2,000-word narrative of
that person’s experience relating to the topic that
we were focusing on. They were all vastly different.
One was quite literary, the other was almost like
academic text, and others had bits of quotes and so
on. We needed to meet as a team to decide how we
were going to standardize it in some way, allowing a
bit of flexibility.

If you can talk, discuss things, and work together,
it’s very nice because you've got someone else to
bounce ideas off. Duo ethnography is another thing
that’s happening now with two people writing to
each other, talking to each other, developing a set
of data, and working it out. My concern with that is
that they need to be done properly. As 1 said earlier,
the analysis needs to be about a particular topic,
and it needs to be theory informed. It’s not just
sharing experiences.

The point about how different people bring different
viewpoints to similar stories, 1 think, echoes back to the
point you made earlier about how there are different
traditions of structures of narrative.

1 think that that can be really exciting, how differ-
ent people can approach single stories with differ-
ent structures. But it can also probably get quite
confusing, so 1 can see why working in a team is an
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exciting but difficult approach.

At your workshop on Monday, you're planning to guide
participants through narrative inquiry and the process
of it. For the benefit of the readers, could you give any
general advice or approaches to this research method-
ology?

I'm going to ask the participants to articulate their
questions. | want it to be participant-led, but 1 will
give a very brief overview framework of some of the
core dimensions of narrative inquiry. I published

a handbook chapter on five core dimensions of
narrative inquiry, and I'll very quickly go over those.
These dimensions are what help me be grounded
in narrative inquiry because it’s such a big field.
They include things like the meaning of narrative
and the level of engagement of the researcher with
the participants. Also working with story data and
non-story data. You can still do narrative inquiry
with non-story data. In that case, the researcher
constructs stories from the non-story data.

I've got about three or four sets of data that I'll
put up on the screen, and we'll just have a go at
analyzing it. ] may do some short story analysis
because that’s quite a friendly way of going about
analysis. We can’t cover all of narrative inquiry. We
can just get a taste of it and answer some questions.
1 know a lot of people at the conference are already
doing narrative inquiry or interested in starting. I'm
looking forward to hearing their questions.
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[JALT PRAXIS]

Welcome to My Share, where TLT readers share their
original ideas for the benefit of the community. This is-
sue we have a nice mix of fun, useful, and accessible ac-
tivities to help ward off those mid-semester doldrums.
It's an excellent time to add to your repertoire! First off,
Robert Donegan has adapted Augusto Boal’s interac-
tive ‘forum theatre’ model to help students recognize
and address examples of ineffective communication.
Secondly, Abram Elijah Leon introduces students to the
‘Schwa Ninja’ in a fun activity focusing on pronuncia-
tion awareness. Thirdly, Nick Hallsworth’s pair activity
provides essential practice for describing appearances.
And finally, Derek Herbert also helps students to hone
their describing skills—this time with a guessing game
focused on unknown objects. We hope you like these
activities and encourage you to get in contact at jalt-
pubs.tlt.my.share@jalt.org if you have your own activity
to share. We really appreciate contributions from our
readers, so whether you're a veteran or a first timer, we
look forward to supporting you in getting your idea
published!

— Best wishes, Lorraine

Communication Forum

Robert Donegan
2nd High School of Nihon University
robertdonegan275@gmail.com

Quick Guide

» Keywords: Forum theatre, communicative com-
petence

» Learner English level: Pre-intermediate and
above

» Learner maturity: Junior high school to university
» Activity time: 50 minutes or longer

» Materials: Whiteboard/blackboard, written
prompts

This role-play and discussion activity adapts
Augusto Boal’s ‘forum theatre’ model (1974/2008, p.
117) to focus on developing language learners’ com-
municative competence. While Boal’s forum deals
with scenarios of social oppression, this adaptation

MY SHARE

Lorraine Kipling & Heather Yoder

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: jaltpubs.tlt.my.share@jalt.org ® Web: https://jalt-publications.org/tlt/departments/myshare

focuses on issues of ineffective communication.
Students think up various examples of poor com-
munication skills and devise short performances
that depict those traits. Students act as spectators
for other groups’ performances, analyse the sce-
narios and consider more effective communicative
strategies. Finally, participants are encouraged to
‘step into’ the scenario to improve the outcome.
Teachers facilitate the process throughout.

Preparation

Step 1: Prepare instructions on paper slips that you
can use with hesitant groups. These slips will act as
prompts to get groups thinking about the role-plays
they will devise later. The prompts each include

an example of uncommunicative behaviour (see
Appendix).

Procedure

Step 1: Explain that you are going to analyse some
examples of poor communication today.

Step 2: Model an example of ineffective commu-
nication between people. Ask a strong student
about their journey to class. As they are answering,
constantly check the time, or yawn, etc.

Step 3: Elicit examples of ineffective communica-
tion skills they noticed from students.

Step 4: Discuss as a class how the scenario could
be improved. For example, you could apologise
for checking the time by explaining that you are
expecting important visitors.

Step 5: Tell students to brainstorm in groups more
examples of ineffective communication, and then
elicit ideas from the class.

Step 6: Organise the students into groups and give
them 15 minutes to devise role-plays. Tell them that
their role-plays must show at least one example of
bad communication skills. At this stage, you can
give hesitant groups the prepared prompts for extra
support.

Step 7: Get one of the groups to perform their role-
play to the class.

| 2

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


https://jalt-publications.org/tlt
mailto:jaltpubs.tlt.my.share@jalt.org
https://jalt-publications.org/tlt/departments/myshare
mailto:jaltpubs.tlt.my.share@jalt.org
mailto:jaltpubs.tlt.my.share@jalt.org
mailto:robertdonegan275@gmail.com

Step 8: Give quick feedback to the class, eliciting
examples of bad communicative ability evident in
the role-play.

Step 9: Get students to discuss in groups ways to
improve such uncommunicative behaviour.

Step 10: Get the original group to perform their
role-play again. This time, spectators can say
‘STOP!” when they see aspects of bad communica-
tion.

Step 11: When someone says ‘STOP! invite them
to come into the role-play as one of the characters
(swapping with the original ‘player’) and try to im-
prove that situation. As spectators become partici-
pants, encourage them to show rather than explain
their suggested communication improvement.

Step 12: Repeat this process with other groups.

Step 13: When all the scenarios have been explored,
get groups to discuss ways to be great communica-
tors.

Step 14: Conclude with a class feedback session
and draw up some bullet points that act as simple
instructions for being more communicative.

Conclusion

The forum format is very flexible. Even if spectators
hesitate to enter a role-play, the scenarios create
useful discussion points. Teachers can use their own
judgement on how much support their students
need. For example, you could explain a communica-
tion breakdown at the start of a lesson rather than
using a volunteer student. As mentioned earlier,

in some contexts providing prompts for student
role-plays may be necessary. However, your stu-
dents may not need such prompts. There are many
topics that the forum could investigate. It could be
described as a peer education approach.
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Appendix

These are the prompts that could be given to hes-

itant classes or groups when they start to prepare

their role-plays. Each group would have only one

prompt.

o DPrepare arole-play where someone is not really
listening. Try to also include other examples of
bad communication.

o DPrepare a role-play where people keep inter-
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rupting. Try to also include other examples of
bad communication.

o Prepare arole-play where someone is too for-
mal. Try to also include other examples of bad
communication.

o DPrepare arole-play where someone is too infor-
mal. Try to also include other examples of bad
communication.

o DPrepare a role-play where someone does not
react appropriately to good news / bad news.
Try to also include other examples of bad com-
munication.

o DPrepare a role-play where someone is so polite
that they can’t say what they really think. Try to
also include other examples of bad communi-
cation.

Prepare a role-play where someone sounds
like a robot (no intonation). Try to also include
other examples of bad communication.

o Prepare a role-play where someone keeps fin-
ishing off someone else’s remarks/comments.
Try to also include other examples of bad
communication.

Teaching Reduced Vowels:

The Schwa Ninja
Abram Elijah Leon

Osaka International University
leon@oiu.jp

Quick Guide

» Keywords: Pronunciation, listening, reduced
forms, schwa, vowels

» Learner English level: Low-intermediate and
above

» Learner maturity: Junior high school and above
» Preparation time: ~30 minutes
» Activity time: ~30 minutes

» Materials: Whiteboard, schwa ninja printout,
listening cloze worksheet and answer key (see
Appendices)

Students will be surprised to learn that the most
common vowel sound in the English language is not
A E, 1,0, U... or even Y, but /o/, a symbol known
as the “schwa.” This activity helps to raise students
awareness of this common but not-so-noticeable
sound by presenting it as a sneaky character called
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the “Schwa Ninja.” It is a fun starting point for
raising learners’ metalinguistic awareness about
English pronunciation, particularly stress and vowel
reduction.

Preparation

The Language Teacher ® JALT Praxis: My Share

Step 1: Print out or create a presentation slide with
the Schwa Ninja (Appendix A).

Step 2: Select a short listening passage (song lyrics
work well).

Step 3: Analyse the passage, noting which vowels
have been reduced to schwa.

Step 4: Erase words with reduced vowels to create a
listening cloze activity worksheet (see Appendix B,
for example, with answer key).

Procedure

Step 1: Write a sentence containing some reduced
vowel sounds on the board.

Example: I'm not a normal student... I'm a ninja!

Step 2: Read the sentence aloud, using hand mo-
tions to demonstrate stress by spreading your hands
wide on stressed syllables and bringing your hands
together on reduced syllables.

Step 3: Ask students to mimic the sound they hear
in each reduced syllable.

Step 4: Hold up the printout to reveal... the Schwa
Ninja! Explain that the schwa is a sound that is
quick, quiet, and difficult to notice, just like a ninja.

Step 5: lllustrate how vowels are reduced by “slash-
ing” them out (ninja sword is optional):
I'm not & normal student... 'm a ninja!

Step 6: Erase the reduced vowels and replace them
with the schwa:

I'm not 2 normal studant... I'm 2 ninja!

Step 7: Have students read the sentence out loud,
spreading their hands wide on stressed syllables,
and bringing their hands together in a “ninja pose”
during reduced vowels.

Step 8: Explain that students are going to listen to a
longer passage and identify the schwas.

Step 9: Read or play the entire listening passage
once so that students can become familiar with it.

Step 10: Distribute the worksheet and have stu-
dents complete the cloze line by line, pausing and
repeating as needed.

Step 11: Have students slash out the reduced vowels

and draw schwas above them.
Step 12: Review the answer key together as a class.

Step 13: Have students practice reading or singing
aloud while contrasting stressed and reduced vowel
sounds.

Variations/Extension

The listening cloze worksheet can be adapted to fo-
cus on a variety of listening text types. When using
song lyrics, you can extend the activity by analysing
more verses together and having students discuss
the song’s meaning in small groups or as a class.

Conclusion

In the context of English as a lingua franca, it is not
necessary for learners to try to sound like “native
speakers.” However, an awareness of English vowel
sounds, particularly reduced vowels, can help
students to decode spoken English. Introducing
the schwa as a memorable character highlights that
subtle sound that is so easy to miss in the stress-
timed rhythm of English.

Appendix A
The Schwa Ninja

e

c)

Character created by Abram Elijah Leon using
Microsoft Word and Paint programs
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Appendix B

Example Listening Cloze Worksheet

The Schwa Ninja: Analyzing “Humpty Dumpty”
Listen to the song using the link below:

Humpty Dumpty [link to a YouTube video, etc.]
Step 1: Listen again and fill in the missing words.

Example: I'm not a normal student... 'm a ninja!
Step 2: Which vowels are “Schwa Ninjas™?

Cross them out!

Example: I'm not a normal student... 'm a ninja!

Step 3: Write the /o/ symbol over the reduced vow-
els

R /R ISAEl

Example: I'm not a normal student... I'm a ninja!

Step 4: Check answers with a partner and practice
reading this rhyme aloud.

PN NYNPNYNPNINYNINP VYNNI NP NI NP NP NPV NP NI NPV NP NP NP NP NP NP NP NP NP NP NP NP N

Humpty Dumpty ________ __wall,
Humpty Dumpty ___ fall.
King’s and
King’s men,
__________ putHumpty_
Answer Key
o/
Humpty Dumpty sat on a wall,
/3/

Humpty Dumpty had a great fall.

o/ o/ o/
All the King’s horses and all the King’s men,

o/ L e/

*Couldn’t put Humpty tegether again.

* The schwa sound sometimes appears here:
Couldn’t = “coulduhnt”

The Language Teacher ® JALT Praxis: My Share

2024 Board of Directors Election
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What Does She Look Like?
Nick Hallsworth

Seijoh University
nicholas@seijoh-u.ac.jp

Quick Guide

» Keywords: Describing appearance, communica-
tion, task-based learning, pair work

» Learner English level: Pre-intermediate, interme-
diate

» Learner maturity: University
» Preparation time: 5 minutes
» Activity time: 20-30 minutes
» Materials: Photo worksheet (Appendix), timer

In this communicative pair task, students ana-
lyze a photo lineup, describing the appearances of
individuals and identifying the person absent from
their partner’s lineup. 1 implement this task twice
during our unit on describing appearances—once
at the beginning and once at the end. This repeti-
tion allows students to gauge their improvement by
assessing how efficiently they accomplish the task
on the first and second attempts.

Preparation

Step 1: Print the four sets of photos (Appendix A)
and make enough copies for your class. Half of the
students will be A and half will be B.

Step 2: Cut along the dotted lines to create lineups
for students A and B.

Procedure

Step 1: Briefly introduce the idea of describing a
person’s appearance. One way to do this is to show
a photo and ask students to describe it; another
way is to have students describe a classmate for the
teacher to guess.

Step 2: Divide students into A and B. Partner each
A student with a B student and have them sit facing
each other.

Step 3: Explain that each student will be given a
photo lineup which contains one person who is ab-
sent from their partner’s lineup. The aim of the task
is for both students to identify the missing person
within the ten-minute time limit.

Step 4: Distribute photo lineups Al and B1 to stu-
dents. In each pair, one partner should be A and one
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should be B. Make sure the students hide the paper
so that their partner cannot see it. The answers can
be found in Appendix B.

Step 5: Write some useful phrases on the board to
scaffold the activity. For more advanced students,
elicit some examples from them. For example:

o My Person 1 has short, straight, black hair and
a beard.

o What does your Person 3 look like?

o Does he wear glasses?

o My Person 5 looks like a teacher.

o Can you see someone with red hair?

o Okay. I think my Person 2 is your Person 6.

Step 6: Tell the students they have ten minutes to
identify who is missing in their partner’s lineup and
start the timer.

Step 7: Some students may finish early. Approach
those students and ask them to describe a person
on the lineup to you. Use this as a springboard for
conversation until all students finish or the ten
minutes are up.

Step 8: 1f you have time, or after teaching the topic
in detail, do another round with photo lineups A2
and B2.

Variation

The Language Teacher ® JALT Praxis: My Share

The activity could be done digitally to save ink. Save
the lineups as PDF files, have students download
the files and view them on their computer screens.

Extension

As a follow up activity, choose a few students to de-
scribe their ideal future partner or a family member
to the class. As they do so, listen, ask questions, and
generate an Al image of that person using an online
tool such as Bing Image Creator. This is generally
highly engaging and provides a change of pace from
the main time-limited task.

Conclusion

This activity is challenging, interactive, and a lot of
fun. Feel free to change the photos or add more for
higher levels of students.

Appendices

A color version of the appendices is available from
the online version of this article at https://jalt-
publications.org/tlt/departments/myshare

Appendix A

Phocos coureesy of unsplash.com

5

Appendix B
Answer key:
e Round1: Al = Person 7; Bl = Person 6
¢ Round 2: A2 = Person 8; B2 = Person 5
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Give Me a Clue

Derek James Herbert
Kanda University of International Studies
Herbert-d@kanda.kuis.ac.jp

Quick Guide
» Keywords: Describing, guessing, vocabulary

» Learner English level: Pre-intermediate and
above

» Learner maturity: High school to university

» Preparation time: 2 minutes

» Activity time: 30 minutes depending on class size

» Materials: Blackboard, chalk, timer, paper, device
with Internet, online word generator (e.g., https://
randomwordgenerator.com/pictiona I:php) or
vocabulary flashcards (Appendix A), three simple
objects (see Preparation), a non-transparent bag

Describing and guessing vocabulary is a fun-
damental skill in English language learning. This
simple yet fun activity guides learners to practice
describing and guessing vocabulary items in teams
within a competitive environment. In set roles,
learners engage together in groups in order to
achieve the highest team score.

Preparation

Step 1: Decide on three easily identifiable objects
(e.g., a pen, a ball, a spoon) and put them in a
non-transparent bag for learners to guess for the
lead-in activity in Step L

Procedure

Step 1: Introduce the activity by telling the class
that there are three objects inside the bag. Get
learners to guess in groups what they think the
objects are and elicit answers. If needed, provide a
clue by shaking the bag.

Step 2: Use target language (Appendix B) for de-
scribing the objects (e.g., It’s something that you
bring to class. It’s used for taking notes.), elicit
guesses, then reveal.

Step 3: Board language, eliciting any additional
phrases from learners.

Step 4: Introduce and demonstrate how to use the
online word generator, if you are using it. This tool
can be incorporated into the activity so that learn-
ers can describe words that are randomly generated.

The Language Teacher ® JALT Praxis: My Share

Alternatively, you can use sets of single-word vocab-
ulary flashcards (Appendix A).

Step 5: Group learners into teams of three and
introduce the three roles allocated to each member:
‘The Speaker’ describes the word, ‘The Guesser’
guesses what is being described, and ‘The Referee’
remains silent and keeps track of correct answers.

Step 6: Each team decides together which role they
take on for the first game. A total of three games
are played, so learners will get an opportunity to
experience each role.

Step 7: Check that each learner has a different role
by a raise of hands to identify speakers, guessers and
referees.

Step 8: If using an online generator, make sure
speakers have the generator open on their device
and are on the same category level in each team.
Mention they can ‘skip’ to the next word in the gen-
erator if they feel it is too challenging to describe.
Tell guessers to sit opposite the speaker so as not

to be in view of the speaker’s device. Give paper to
referees to keep tally of scores.

Step 9: Make sure everyone is ready and then start
the timer to begin the first five-minute game. The
emphasis should not be on accuracy but general
English communication skills.

Step 10: During the first game, create a table on the
board in preparation to write scores for each team.

Step 11: After the first game, collect scores from
referees and board.

Step 12: Rotate roles in the second game. For exam-
ple, speakers are now the referees, etc. Repeat Step
7.

Step 13: After three games, the winning team is the
team with the highest average score.

Conclusion

This activity can increase learners’ confidence in
describing and guessing vocabulary. Moreover,
learners are responsible for working in designated
roles. This activity also practices additional skills,
such as decision making and teamworking.

Reference

Random Word Generator. (n.d.). Pictionary Generator.
https://randomwordgenerator.com/pictionary.php
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Appendix A
Optional Single-word Vocabulary Flashcards
Ship Pants Book
Spider Star Lamp
Stairs Bathroom Coin
Ball Heart Worm
Cow Broom Bus
Spoon Duck Balloon
Rabbit Shopping Pen
Carrot Apple Dinosaur
River Sunglasses Dream
Seashell Jar Tree

Appendix B
Target Phrases
Phrases to describe something

It is something (that) you ...
Itis a type of ...

Itislikea...

It is used with ...

It is used for ...

It is (bigger) than ...

It is made of ...

It has ...

Ithasa...

Phrases for guessing something

Could it be ...?
Coulditbea...?

I think it might be ...?

I think it might be a ...?
Would it be ...?

Would itbea...?
Isit...?

Isita...?

Are you describing ...?
Are you describinga ...?
I believe it is ...?

I believe itisa...?

It hastobe ...?
Ithastobea..?
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Using Google Classroom
Questions to Create a
Class Discussion Board
Denver Beirne

Asia University

berner@yahoo.com, beirne_denver@

asia-u.ac.jp

Sarah Deutchman & Edward Escobar

In this column, we discuss the latest developments in ed-tech, as well as tried and tested apps
and platforms, and the integration between teaching and technology. We invite readers to sub-
mit articles on their areas of interest. Please contact the editors before submitting.

forced to rapidly adapt to new technologies to

teach in the online environment (de Vries, 2021;
Iwabuchi et al., 2022; Lim, 2023). Google Classroom,
an educational platform that can administer assign-
ments and manage online student-teacher commu-
nications, quickly emerged as a popular tool in this
arena (lkeda, 2022; Okmawati, 2020). The Questions
function is one of the features that supports this on-
line interaction. This function can facilitate bidirec-
tional feedback and advice. However, with a subtle
shift in the framing of Google Questions, more in-

I n response to the pandemic, educators were
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depth discussions can be managed using discussion
boards. In the following sections, I will describe how
to create discussion boards on Google Classroom
and give some specific examples of how they can be
applied in an educational setting.

Creating a Discussion Board on Google
Classroom
This procedure merely requires the instructor to
set up a new Google Classroom topic and select the
appropriate settings. First, select the Classwork tab
to create this new topic. Then click + Create and
Topic (see Figure 1).

Figure 1
Creating a New Topic in Google Classroom
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Stream Classwork People Marks

(¢ Meet [ Google Calendar (& Class Drive folder

Assignment

m m

Quiz assignment

Posted 16 Apr 2021

i)

Question

Material

1 O

Reuse post

er2 Posted 10 Sept 2021

i

Topic

Edited 10 Sept 2021

Figure 2
Example of a Google Classroom Discussion Board

Stream Classwork People Marks

Discussion Board

07 Movies - Which was your favourite movi..  Classwork 52 Due 30 Nov 2021,23:59

@ Lesson 1- Advertising: What Advertisement... Due 31 May 2021, 09:00
. Lesson 6: Elephant Picture - What other tex... Due 11 May 2021, 23:59

Due 22 Apr 2021, 23:50

Due 22 Apr 2021

Hi I'm Denver. Nice to meet you. Who are yo...

. How to use the discussion board

2]

Lesson 4 - How many hours a day do you sp...

Lesson 2 - What do you think of other stude... Due 27 Apr 2021, 23:59

Due 3 May 2021, 23:50

How's it going? Draft

Advertising
Lesson 10 News - Extended Interactions Draft

Due 28 Jun 2021

Lesson 10 Advertising - Extended Interactio...

Figure 3
Creating a Google Classroom Question

Next, type the topic name (i.e., DiscussionBoard)
and click Add. The Discussion Board section will
then appear in the Classwork tab. You can now add
questions to this area to build the discussion board
(see Figure 2).

The next step is to post the questions to the Dis-
cussion Board. This procedure is the same for creat-
ing any question on Google Classroom, but specific
settings create the interactivity of the Discussion
Board. First, to post a question, click + Create and
choose question (see Figure 3).

Next, enter the question text in the appropriate
box. Then, select Short Answer from the drop-down
menu next to the question. After this, set the due
date and points as required. The most important
step is to check the Students can reply to each other
box, as this essentially creates the discussion board
functionality. It is also often useful to check the Stu-
dents can edit answer box. Next, select the discussion
board topic, which was created in the previous step.
Finally, click the Ask button in the top right-hand
corner to post the question (see Figure 4).

Stream Classwork People Marks

(¢ Meet [¥ Google Calendar (& Class Drive folder

Assignment

Quiz

¢ Posted 16 Apr 2021

Material

B
8
Question
ul
-
«

Reuse post

er2 Posted 10 Sept 2021

Topic

Edited 10 Sept 2021

Figure 4
Settings for a Discussion Board Question

saved [EESNIER

x Question

Question
What did you think about the travel -
blog assignment?

DS - Freshman All students

Points
Mark category
10
o category

Due

Fri, 29 Mar
BIU:=Y
O Close submissions after due date [}

Topic
Attach Discussion Board

s o F s - Students can reply to each other

Students can edit answer @

Drive YouTube _Create Upload Link
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Google Classroom Discussion Boards in
Practice

For new classes, 1 add something connected to the
commencement of lessons, such as asking students
to write a short introduction. This introductory ac-
tivity helps familiarise learners with the discussion
board and integrate it into lessons from the begin-
ning (see Figure 5).

Figure 5

Example Introduction Activity on the Class Discussion
Board

The Language Teacher  JALT Praxis: TLT Wired

Hi I'm Denver. Nice to meet you.
IN=> F)\—. - 14:40
10 points

Hi, I'm Denver and I'm from the UK. | love travelling, movies, books and music. | also love food and cooking. My
favourite things are...well, | hope you can ask me in class sometime! I'm looking forward to meeting you

Please add a short introduction message here. Tell us...
* Your name/nickname
* Hometown
« Something you like to do in your free time
« And, anything else you want to add

Then, comment on 5 other students' introductions.

Check the file below for instructions.

How to answer a Teacher's q...
= Google Slides

&, Class comments

As Figure 5 shows, the title does not actually need
to be a question. In addition, detailed information
can be posted in the dialogue box marked Instruc-
tions below the question. The most crucial point,
though, is to ask students to comment and reply
to each other’s posts. This framing transforms the
activity from a question-and-response task into
something much more interactive. In this first post
on the discussion board, I upload instructions on
answering questions and adding comments. For
this purpose, simple illustrative slides were pro-
duced rather than detailed written instructions (see
Figures 6 and 7).

2024 Board of Directors Election
Candidate Statements can be found
on page 51 of this TLT

Figure 6

Instructions for Answering Questions on Google Class-
room

Hi I'm Denver. Nice to meet you. Due 22 Apr 2021, 23:59

HI, I Lenver and 'm 1rom the UK. | love travelling, movies, Dooks
and music. | also love food and cooking. My favourite things O 1 19
are...well, | hope you can ask me in class sometime! I'm looking
forward to meeting you.

Handed in Assigned Marked

Please add a short introduction message here. Tell us...

+ Your name/nickname
+ Hometown

+ Something you like to do in your free time
+ And, anything else you want to add

Then, comment on some other students® introductions.

Check the file below for instructions.

Google Classroom Stud...

How to answer a Teache...
2 YouTube video 1 minute
J—

Google Slides
[~

Hi I'm Denver. Nice to meet you.

Your ansmer @

Blah Blah Blah

D -

Figure 7
Instructions for Commenting on Classmates’ Answers

Classmate answers

dlction Introduction Introduction Introduction

Your answer

@ Hi'm Denver. Nice to meet you.

D e reply

[, ) —

* Reply

Using Questions on Google Classroom for
Assignments

Once the discussion board is up and running, it
can manage any number of asynchronous interac-
tions such as debates, conversation practice, home-
work queries, or collaborative student projects. How-
ever, this functionality can also be used for focused
and detailed discussion assignments. The following is
an example from a communicative English class for
1st-year university students. In this instance (see Fig-
ure 8), there was a worksheet attached to the ques-
tion. The worksheet linked to four English-language
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YouTube videos. The students had to watch the
videos and answer short analysis/opinion questions
in the worksheet. Finally, the students summarised
their worksheet answers in the Google Classroom
Question section and then read and commented on
classmates’ summaries.

Figure 8

Example Homework Assignment Using a Google Class-
room Question
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swes IR

All students

x Question

Which video on Japan did you like and why D5~ Freshman.

(summarise your notes on that video)

Points

10

Due

Thu, 11 Apr

BIU:=Y

O Close submissions after due date °

Topic
E1 Audio Visual Analysis Introduction

Google Docs
Students can reply to each other

Attach Students can edit answer

To ensure this activity did actually become a dis-
cussion, the question was posted with instructions
telling students to comment on a minimum of five
classmates’ posts. In addition, a due date was set
for the assignment. 1 found this type of task worked
best if students were instructed to make a mini-
mum number of comments and awarded points for
completing the task on time. Without these instruc-
tions, learners were sometimes confused about how
many comments to make and some members did
not respond or comment at all.

Google Questions can also facilitate more in-
depth discussions. The final example is from an
asynchronous content and language integrated
learning (CLIL) class on British youth culture
for 3rd- and 4th-year university students. In this
instance, several materials were attached to the
question (see Figure 9).

In this assignment, students learned about young
British people’s attitudes towards race, gender,
and sexuality. The question post contained a set of
slides and videos of the teacher presenting those
slides. There was also a short, subtitled YouTube
video where young people discussed their expe-
riences and opinions. Detailed instructions, also
explained to the students in person, were posted
on the Question screen. The instructions asked
learners to view the materials and write a 100-word
appraisal of the issues based on the materials and
structured questions. Students then read and com-
mented on five classmates’ answers. Thus, this ex-

ample demonstrates that students can interact with
quite complex subject matter using this technique.

Figure 9
Example of an Asynchronous Lesson Using Google
Classroom Questions

[ €@ Gen Z, Race, Gender & Sexuality

JX=Y FYIt—.+ 1505

20 points Due 28 Mar

Check the slides and watch the video
Then, answer the question with at least 100 words
Finally, comment on § other students

« What did you know before about these issues in the UK?
« Do young people in the UK think about these issues too much, too little or about right?
« Would like people in Japan to focus more on these issues?

« Is there anything you didn't understand or would like more information about?

o= B
— o

GenZ - Identity, Race & Gen...
Google Slides

GenZ - 04 Slides: Summary ...
Video

GenZ - 03 Slides: Gender.mp4
Video

GenZ - 02 Slides: Race.mp4
Video

GenZ - 01Slides: Identity.mp4 Young Blood Part 1: Youth in....

Video YouTube video + 6 minutes

Conclusion

The advantage of using Google Classroom’s Ques-
tions in this way is that the asynchronous part of
the class becomes interactive. Moreover, this tech-
nique can be used for homework as well as remote
learning. Furthermore, learners can work at their
own pace, which might allow quieter class members
greater opportunities to participate in interactive
tasks. A disadvantage might be the dislocation of
these remote conversations. However, by mimick-
ing social media communication styles, it may be
more relevant for learners. Nonetheless, there is no
substitute for actual face-to-face communication,
so it is advisable to review these assignments in
class and consider them as supplements to the usual
classroom activities rather than replacements.
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The Duolingo English
Test: Experiences and
Recommendations

James Drew
Nagoya Gakuin University

Sian Edwards
Aichi University

ssessment through testing is a vital aspect of
A education. However, recent global chal-

lenges, such as the COVID-19 pandemic,
have raised concerns about traditional in-person,
paper-based testing. The question arises: Is it time
for a paradigm shift in testing modes to embrace the
growing ubiquity of Internet connectivity? Could
online testing, accessible anytime and anywhere,
become a more influential element in education? In
reality, this transition is already underway, with uni-
versities in the U.S. and the U.K. increasingly moving
towards online exams (UNIwise, 2022).

In terms of language testing and assessment, the
Duolingo English Test (DET) might be a relative
newcomer but is gaining traction with various

Figure 1
The DET: Subscores

m-Z

Literacy
The ability to read and write

Comprehension
The ability to read and listen

Q-0
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international institutions such as Imperial College
London and Harvard (Duolingo, n.d.). Therefore,
while the authors were considering options for an
easily administered proficiency test, the DET, which
is an online-only test, appeared to be an interesting
and viable alternative to other common tests in
Japan (e.g., TOEIC).

The DET

Created by the educational technology company,
Duolingo, the DET was released in 2016 and is an
affordable, online, on-demand, standardised English
proficiency test that can be taken from anywhere
with an Internet connection, allowing test-takers to
do the test in the comfort of their homes. Howev-
er, to be clear, even though they share a name, the
Duolingo language learning app and the DET are
separate technologies.

The test is aimed at non-native-English speakers
and assesses the four language skills of listening,
speaking, reading, and writing in a single blend-
ed test. Compared to other proficiency tests, it is
relatively short and adapts to each test-taker’s level
by adjusting the difficulty of questions based on
their previous answers. This ensures the Al software
accurately measures competency in a rapid and
efficient manner. The test structure is comprised of
three sections: introduction and onboarding (5 min-
utes), which includes technical setup, 1D input, and
a rules review; the adaptive test (45 minutes); and a
writing sample and speaking sample (10 minutes),
totalling approximately one hour. The difficulty of
the test varies throughout, and it contains numer-
ous types of unique and randomly selected ques-
tions, such as listening to spoken words, selecting
the real words, and filling in missing letters from a
text. The number of questions is not predetermined
as the grading engine adapts and finishes the test
when it is confident of the test-taker’s score. Once

Production
The ability to write and speak

VA=

Conversation
The ability to listen and speak

=@

Note. The DET score consists of four subscores: literacy, comprehension, conversation, and production. Each subscore

encompasses two skills.
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the test has been submitted, the results are sent to
the test-taker by email within 48 hours.

The test is assessed by Al and human proctors
who check test-taker videos and keystrokes to
ensure tests are completed correctly. Successful
individuals will receive a computer-generated score
that evaluates their proficiency in English on a scale
ranging from 10 to 160, including four subscores
(see Figure 1 on the previous page). The overall
score is not simply an average of the subscores but
rather a weighted combination. Figure 2 illustrates
how the DET compares to other test scores.

Figure 2
The DET: Comparative Test Scores
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IELTS
Academic
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140 109-112 140 140 cal
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Note. The overall DET score can be compared to other
frameworks and test scores.

The Pros and Cons of the DET

There are many factors that make the DET capti-
vating to takers of English proficiency tests:

o Flexibility and convenience: The DET can be
taken anywhere with a stable Internet connec-
tion and a quiet room.

o Cost: 59 USD plus tax (about 8,750 JPY)

o Adaptive test: Question levels are adjusted
depending on the test-taker’s answers, leading
to a test time of approximately one hour (about
half the time of the TOEIC test).

o Non-traditional question styles and test format:

The four skills are tested in a blended manner
(e.g., no extended reading, writing, or listening
sections) which may suit some students better.

o Expedited results: Test scores are issued within
48 hours. Test-takers receive a holistic score
and breakdown of four subscores (see Figure 1).

o Accepted at higher education establishments:
The DET is used in admissions procedures
of an increasing number of higher education
establishments such as Stanford University in
the US.

While the DET has many advantages over other
English proficiency tests, namely its competitive
price, convenience, and brevity, it also has some
limitations:

o Test authentication and rules: These are the
most significant issues for test-takers. Any
violation of the stringent regulations risks
test invalidation. Additional factors, including
Internet or technology issues, can also impact
success. The rules for computer-based tests
without in-person invigilators differ from tra-
ditional testing, which results in some unusual
requirements, such as not looking away from
the screen for a prolonged period.

o 1D validity: Test-takers may not have the
requisite 1D (a government-issued photo 1D is
required) so they may be unable to take the test.

o Test study: Compared to other tests, there are
few specific test preparation materials and
methods available. Students must improve their
English across all four skills to improve their
scores.

Student Impressions

A total of eight voluntary participants undertook
the DET as part of a pilot study. In a survey, five
participants reported that they enjoyed taking the
DET, two were neutral, while one did not enjoy it.
Six of the eight considered the test challenging, and
six also felt that taking the test was a beneficial ex-
perience in their English language learning journey.
These results are presented in Figure 3.

Figure 3
The DET: Student Impressions
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Students commented that “It was [a] very strict
test and hard to get verified” and “It’s too hard
to get verified,” which resulted in the majority of
participants needing more than one attempt to be
authenticated by the DET Al and/or human proc-
tors. However, despite these challenges, students
generally had a positive impression of the test, with
comments including: “Great. | assume that 1 can
test my true practical English ability and essential
understanding of language not just memorising
words” and “1 think it is good. The time limits make
me feel pressure, and it also didn’t let me to think
[about] one question a lot. 1t was thrilling, so I feel
the time passed so quickly. I enjoyed taking the
exam.”

Thus, test-takers’ impressions of the DET were
positive, in terms of test style and task difficulty, but
verification issues also frustrated the participants.

Recommendations

To get the most out of the DET, it is beneficial to
consider the factors below, especially given that test
verification can be problematic:

o Usage: This test would be extremely difficult to
use in a classroom context. It is recommended
for individual case-by-case instances only.

o Create an account: The DET homepage can be
difficult to navigate pre-login, so it is recom-
mended that test-takers and instructors create
accounts to access vital information about the
test more easily.

o Watch the summary videos: Watch the videos
available to get a holistic understanding of the
process of taking the DET.

o Read the rules: The DET rules are extremely
rigorous and can also be unusual and unexpect-
ed for those who have not taken an online test
before, so reading and understanding the rules
in detail is extremely important for successful
verification (e.g., test-takers can be disqualified
simply for wearing their hair down, as their ears
must always be visible).

o Check the environment and the technology:
The test must be taken in a quiet, empty room
with a reliable Internet connection. There are
also various technology requirements, includ-
ing a front-facing camera, microphone, and
speaker.

o Do the practice test: Completing the (free)
practice test is highly recommended.

The Language Teacher  JALT Praxis: TLT Wired

Conclusion

In conclusion, the DET is gaining recognition and
may play a significant role in the future of testing.
From the perspective of instructors and invigilators,
although its brevity, convenience, and affordability
are positive aspects, there are significant practical
issues that will hinder its adoption. In the context
of the classroom, the DET is not a practical form
of assessment, as its administration is logistically
problematic—payment and 1D issues, the require-
ment for individual test rooms and specific technol-
ogy, as well as the difficulty of test validation—make
it challenging for educators to facilitate multiple
concurrent test-takers.

For individual higher-level test-takers who have a
strong desire to study abroad, the DET may en-
hance applications to some institutions. However,
in its current guise, and due to lagging recognition
in educational institutions and workplaces in Japan,
it is struggling for relevance, especially when com-
peting with conventional testing options.

Improved technology, especially in Al proctor-
ing, could enhance the reliability and credibility of
the DET as an English proficiency test. It is likely a
precursor for a future increase in online language
testing and a compelling shift in educational assess-
ment.
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Student-Centered
Teaching (Part Two):

Social-Emotional Learning
in Young Learner
Classrooms

Martin Sedaghat

Jesse Reidak

hat is going on in the minds of young
W learners in our classrooms? How do they

see the world around themselves, and
how can we as teachers give them the support they
need to grow and learn? In the previous article, six
pre-lesson considerations were discussed for teach-
ers of young learners, including awareness of role
modeling, effective lesson pacing, and novel task
implementation (Reidak, 2024). These are all vital
points to think about when planning lessons that will
best serve learners’ needs and help to orient teachers
toward a student-centered approach and mindset.

To this end, what does student-centered teaching
look like in a classroom of very young learners? By
their very nature, many children want to be indepen-
dent, move only at their own pace, and are mainly
motivated by their own interests. On the other hand,
they require teachers to set the routine and structure
for lessons, provide appropriate materials, and deter-
mine assessment, if any. It is our belief that an effec-
tive student-centered approach for young learners
involves careful consideration of student contexts,
interests, and needs, as well as positive role-modeling
paired with opportunities for children to develop
social relationships. Additionally, the application of
engaging and multimodal tasks will create a variety
of ways for students to participate.

Building on the pre-lesson considerations offered
in part one of this series, this article will offer an
overview of childhood developmental skills with
a particular focus on social-emotional learning

Martin Sedaghat & Emily MacFarlane

The Younger Learners column provides language teachers of children and teenagers with
advice and guidance for making the most of their classes. Teachers with an interest in this field
are also encouraged to submit articles and ideas to the editors at the address below. We also
welcome questions about teaching, and will endeavour to answer them in this column.

(SEL) and the characteristic mechanics of young
learners’ behavior and thinking. By combining the
pre-lesson considerations with the advice offered
here, teachers can approach their lessons with both
better preparation for and a deeper understanding
of teaching young learners. For best results, if you
have not already, please review Reidak (2024).

Developmental Stages of Young Children

For teachers of any student age, level, and con-
text, it is important to know your audience, so to
speak, and take into consideration student needs,
interests, and backgrounds. However, for teachers
working with pre-primary and primary age learners,
it is even more important to become familiar with
the developmental stages of children so as to create
activities and lessons that best match their physical,
intellectual, and emotional capabilities.

Mature or fully developed learners are generally
able to adapt to a variety of teaching methods, and
time in the classroom can be used to focus purely
on language skills such as vocabulary, grammar, or
sentence structures. Young learners, on the other
hand, require a careful balance of tasks and abilities
(e.g., hand-eye coordination, problem-solving, and
confidence-building) that support all aspects of
their development, with language being only one
point. Additionally, whereas older learners often
have specific goals for learning a second language,
such as passing exams or for their careers, young
learners in an EFL context generally do not. They
acquire language skills incidentally through expo-
sure and usage, particularly when presented in ways
that are engaging, multisensory, and playful. These
methods can incorporate such resources as picture-
books, songs, puppets, realia, art and craft materials,
and games.

Though there are a variety of stages and milestones
for tracking childhood growth, Trawick-Smith (2022)
provides a useful description of four major categories
for development in the preschool years:

Physical and motor development: Children are
refining their balance, strength, stamina, reac-
tion times, and hand-eye coordination. They can
run, jump, throw, catch, use eating utensils, use
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buttons and zippers, cut with scissors, manipu-
late puzzle pieces, and use writing/drawing tools.

e Cognitive development: Children are refining
their ability to solve problems with internal
thought, think about the past and the future,
categorize objects that are similar and different,
imagine objects or people, and think in unidimen-
sional terms (focusing on one object or aspect of a
problem at a time). They have increased attention
spans and increased memory capabilities.

o Symbolic thought: Children are developing
their use of symbols, such as words, drawings,
or toys, to represent ideas, and engaging in
sociodramatic play and role-play (increased
complexity of pretend play with other children
and more detailed themes). Linguistically, they
use language to negotiate meaning and inter-
actions with peers, along with the growth of
phonology, semantics, syntax, and pragmatics.

e Social and emotional development: Children
are growing in their desire to be social with
others, and rapidly developing their identity
and self-perception, and increasing their inde-
pendence, altruism and empathy with peers,
and awareness and management of emotions.

When planning activities and lessons, teachers
should think carefully about these four categories and
try to incorporate elements from each, which help
their learners to grow physically, intellectually, linguis-
tically, and emotionally. For example, a spelling game
might have learners building words called out by the
teacher, using chopsticks to select the correct letters
from a tray of plastic letters, and then working as a
team to arrange them on a board (see Figure 1). In this
way, learners are practicing not only linguistic skills
but also fine-motor skills and hand-eye coordination
alongside teamwork and collaboration.

Figure 1
Spelling Game
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The CASEL Framework

The Collaborative for Academic, Social, and Emo-
tional Learning (CASEL) defines social-emotional
learning (SEL) with five competencies, described
below. Through the building and nurturing of
these skills, young people “develop healthy iden-
tities, manage emotions and achieve personal and
collective goals, feel and show empathy for others,
establish and maintain supportive relationships,
and make responsible and caring decisions” (CASEL,
n.d.). For teachers of young learners, it is vital to
blend these skills into activities and lessons, so that
children can grow and benefit in multiple ways,
such as practicing how to work together or wait pa-
tiently while playing a game that builds up phonics
skills or descriptive language.

The five CASEL competencies are:

1. Self-awareness: The ability to recognize
and understand your own emotions and
thoughts, along with how they affect behav-
ior. This also includes recognition of your
own strengths and limitations.

2. Self-management: The ability to manage
your own emotions and thoughts, and how
to control behavior in a variety of situations.
This includes stress management and the use
of motivation to reach goals.

3. Social awareness: The ability to see different
perspectives of others, such as people from
other cultures and contexts. This includes
the capacity for empathy and compassion for
others.

4. Relationship skills: The ability to create and
maintain relationships with other people and
groups. This includes being able to commu-
nicate, listen, work cooperatively, negotiate
conflicts, and both ask for and offer help.

5. Responsible decision-making: The ability
to make considered choices about social
interactions. This includes thinking about
fairness, ethics, safety, and the consequences
of decisions within a group.

Many picturebooks include aspects of SEL as their
main messages—portraying situations about friend-
ship, family, emotions, and hardship—and can be
helpful tools for prompting discussion about these
topics by allowing children to think about and see
themselves through the stories of other characters.
This is of particular importance as young learners
may still be at an egocentric stage in their develop-
ment, when it is difficult for them to think about
or understand the feelings of people around them,
as well as how their own actions may affect others.
After reading a book together, the teacher can ask
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questions to prompt discussion about the under-
lying message, bringing the children’s attention
back to the events of the story and how they might
mirror their own lives.

It can also be beneficial to practice SEL by bridg-
ing picturebook reading with art and craft projects,
as children may not have the linguistic ability, even
in their own native language, to express them-
selves verbally. However, they can communicate
their thoughts and feelings through drawing and
painting. For example, in The Color Monster (Llenas,
2018), a little girl helps a monster to understand his
mixed-up emotions by separating each one with its
corresponding color and imagery into its own jar.
After reading the story, learners can create their
own emotion cards with any pictures that they
associate with those feelings, share them with their
classmates, and then put them together into labeled
jars to create a class set (see Figure 2).

Figure 2
Emotion Jars

The Value of Play

Play is an intrinsic part of a child’s growth, aiding
in every stage of their development. At preschool
age, children move from the simple imitation of
toddler play to more complicated sociodramatic
and role-play. Role-play activities can be very useful
at this stage as they can allow children to explore
a variety of roles and relationships, such as parent
and child, doctor and patient, or shopkeeper and
customer, along with their respective dialogue and
communication (Trawick-Smith, 2022). Beyond
language, important social and emotional skills
(e.g., sharing, taking turns, and empathy for others)
can also be practiced. Play is the way that children
engage with the world around them and learn about
themselves. Some important points to keep in mind
when setting up these kinds of play environments
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in the classroom are to make props and realia avail-
able, and to give minimal direction so that children
can use the full range of their imagination.

Furthermore, as a subset of play, games are an
essential resource for teachers. Apart from motivat-
ing children through their enjoyable nature, many
games also create space for learners to play with the
sounds, words, and phrases of language, helping
them to internalize it through imitation, exaggera-
tion, and repetition. Games create a magic circle for
players, described by Johan Huizinga’s book Homo
Ludens (1955), in which the rules and limitations
of the activity form a temporary reality in which
all communication is meaningful and authentic.

By their very nature, games are interactive, both
socially and linguistically, and allow teachers to take
on a variety of roles themselves, such as facilitator,
judge, coach, and participant. For small groups of
young learners, traditional games like bingo, memo-
ry, charades, and "Guess Who" can be used, and are
particularly effective when adapted and reiterated
for children’s specific levels, interests, and needs.

It is within instances of play and games that we
can tailor the experiences to be more student-cen-
tered by creating a focus on the learners rather than
the teacher. Giving learners leading roles, provid-
ing agency in how they play, and support through
scaffolding rather than outright answers are all
ways to emphasize student interest and motivation.
For example, learners can play tic-tac-toe with a set
of nine cards with the flags of different countries
on them. Taking turns in groups, the children can
indicate the country for their marker in a variety
of ways based on what they have learned, such as
a description of the colors and design of the flag, a
greeting used there, naming a famous food or land-
mark, or even using their body to mime an aspect
of that country (standing like the Statue of Liberty,
moving their arms like the clock of Big Ben, or mak-
ing the shape of the first letter of the country).

Additionally, games can create an important
atmosphere of mystery and anticipation. This is a
powerful motivation for young learners who are
naturally curious, as even multiple play sessions will
result in unique outcomes and unplanned language
use. In many ways, games mirror many of the points
that children are learning and developing as they
grow, such as collaboration, competition, rules,
decision-making, and focus, therefore representing
an effective and multimodal resource for the class-
room. Play is a fundamental part of childhood that
enriches all facets of development and paves the
way for continued growth and learning, so teachers
should make it a significant part of their methodol-

ogy.
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The Value of Choice

Young children typically do not have a great deal
of control over their daily lives. They are told by
the adults around them what to eat, what to wear,
what to do, and where to go. Giving learners agency
in the classroom can be a powerful tool with many
benefits (Benson, 2011), including building confi-
dence and self-esteem, expressing creativity, and
developing problem-solving skills. For example,
rather than choosing a set of vocabulary items to
teach, we can give them a theme and ask them to
share the words they would like to learn, leading to
a student-centered and collaborative lesson ap-
proach. This way, the children can take a personal
role in their own learning and increase their moti-
vation and sense of responsibility.

Games can also be designed or adapted in ways to
allow children to choose their own level of interac-
tion and difficulty, which is particularly effective in
classrooms in which there is a mixture of ages and
developmental levels. Clip card activities are effec-
tive in this way, by giving learners a choice of which
skills to practice as each participant can easily pick a
variation and decide when to challenge themselves
with a more difficult skill. In this example, learners
select a card from one of the available types, such
as rhyming words (bear-chair), initial letter sounds
(grape-ghost), consonant, vowel, consonant (CVC)
words, and magic E words, attaching the wooden
clip to the correct answer (see Figure 3).

Figure 3
Clip Cards

The Value of Community

Beyond academic skills, the classroom can be
a valuable opportunity for building a sense of
community through learners interacting with
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their peers and forming relationships. A support-
ive classroom atmosphere is the foundation for a
positive learning environment where children will
feel comfortable sharing their thoughts and feelings
and ultimately feel a sense of belonging (Jacobs &
Renandya, 2019). One way to foster a classroom
community is to establish a routine such as cir-
cle-time in which learners regularly practice social,
communicative, and listening skills.

Circle-time, also known as group time, is a well-
known method in which the first part of every les-
son is set aside for setting up a positive atmosphere,
talking about the goals and expectations for the
lesson, and giving learners a chance to share, often
with all participants seated in a circle. Some exam-
ples of circle-time activities include asking each
child how they feel, along with a picture or card
with a variety of faces showing different emotions
so that children can touch or point to their feelings
if they cannot speak or prefer not to. Designating
a helper for the lesson is also useful, allowing each
child to take on a small leadership role during
which they help to hand out materials, take the
first turn in games, and choose a picture book and
song for the end of the lesson. Circle-time is also
a good opportunity to review classroom rules and
discuss new ones together. Rules and expectations
proposed and decided on by learners can be more
potent than those simply handed down by teachers.

Conclusion

Though many non-Japanese teachers who work
with very young children are employed primarily
as English instructors, focusing solely on language
learning can be a large-missed opportunity. For
children who are still in the early stages of develop-
ment, we should be familiar with all of their charac-
teristics and developmental aspects, and whenever
possible design our lessons and activities to address
the whole child and promote a learner-centered
mindset. In particular, many kinds of games and
interactions can be utilized to practice import-
ant social and emotional skills, such as sharing,
turn-taking, teamwork, and other competencies
that are vital both in and outside of the classroom
environment.

It is also crucial for teachers to remember the
value of play for young learners. What may seem
like lost class time to many is in fact a meaningful
resource for children to experiment and grow in
skills that will aid them in many aspects of life.
Games can be key to fostering a student-centered
atmosphere, by giving children agency, autonomy,
and leadership roles, while shifting the focus away
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from the teacher at the front of the room. Choic-

es allow learners to tailor lesson-content to their
interests, increasing motivation, and helping them
to take responsibility for their own learning. Finally,
every classroom and school are a community, and
these important social groups can be strengthened
through regularly setting aside time for learners to
share their thoughts and feelings and know that
they belong.

A student-centered approach for young learners
is one in which children can grow in ways that can
benefit them in the long term, throughout their
whole lives, rather than focusing on information
and academic skills alone. Finding a strong balance
between helping them to develop emotionally and
socially while also creating an atmosphere in which
learning is fun, supportive, and grounded in curios-
ity is key. It is our hope that this series of two short
articles can help to provide some guidance toward
striking this balance.
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BFE D 1365 — 1485 / Time: Tpm — 2pm
« BAT A >S4 /Location: Online meeting
%=/ Agenda:
© BISHEE 2023FEFEME / Item 1. Business Report
(2023/04/01-2024/03/31)
- FIBEE 203FERERE / Item 2. Financial Report
(2023/04/01-2024/03/31)
- B35FEE 2023FEFHERE / ltem 3. Audit Report
(2023/04/01-2024/03/31)
- PASEE 2023FESREFE / Item 4. Business Plan
(2024/04/01-2025/03/31)
- B5EEE 204FEEFHE / Item 5. Budget (2024/04/01-
2025/03/31)

. BOBHER 2024FELERHEGEEFDOER / Item 6. Re-
sults of the 2024 National Officer Elections

- BISHE EAENKOEE N TRERDOREE / Iltem 7.
Amendment to Article 32 of the Constitution: Holding
Executive Board Meeting

* 6FAAIC REDERICERSM BREZ D VA ROERIOREER
BADY YAV TTREAVELET,

* An email containing details of the agenda, including links to the
various reports that will be presented, and a link to an individual-
ized ballot will be sent to you at the beginning of June.

EX— VDB FTICBEE LSO AEREDH AR > TREZ LT
W RER I FFEIREREEEA (NPO) ELTOHMUE R DBICHELTED
T 1/4 (25%) U EDREDERICEIDHE (B ZE o T IERICHET ST
EDTEET, FVHER TR REDERICAIF CBEFREVAT LERHEE
VW THEY AEREZ LTV EKTET ABRDEREELTHE
FIEDNTEET,

BFEEENTVELETHN CHELTHADIZELS LBENLET,
When you receive the email regarding the OGM, please follow the
instructions on how to complete the absentee ballot. It is important
for us to have a quarter (25%) of JALT members present at the OGM
for it to be valid, and holding a valid OGM is necessary for us to
maintain our status as a nonprofit organization (NPO). Fortunately,
you can vote online by absentee ballot and be counted present for
the meeting, as per the JALT Constitution.

Thank you very much for being a member of JALT and for your con-
tinued support.
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k SNDO4 1V J\

THE LANGUAGE TEACHER 48.3 ¢ May / June 2024 41


https://doi.org/10.37546/JALTTLT48.2
mailto:jesse.reidak@gmail.com

JALT PRAXIS] BOOK REVIEWS

This month’s column features Kyle Undem’s review of
Re-Envisioning EFL Education in Asia.

Re-Envisioning EFL

Education in Asia

[Edited by Theron Muller, John Adamson,
Steven Herder, and Philip Shigeo Brown.
Sheridan: International Teacher Develop-
ment Institute, 2023. pp. vii + 324. ¥3,077.
ISBN: 9798988089209.]

Reviewed by Kyle Undem, Konan Univer-
sity

e-Envisioning EFL
R Education in Asia

ties together 15
EFL-related research
studies from 24 scholars
around the world. While
a significant portion of
the studies (eight) origi-
nated from universities
in Japan, the collection
offers a wide geographi- ||
cal range, encompassing | /SR iaNIY v
studies from various Gim

W | )
K.
university contexts \ !E;'
i N\

s

) v
Y|

& Re-Envisioning EFL
Education in Asia

in China (including
the Inner Mongolia A

Autonomous Region),

the United Arab Emirates, the United States, Saudi
Arabia, and Korea. As such, a wide variety of con-
texts are acknowledged and explored, and as the title
suggests, re-envisioned, especially as the field turned
to online modalities during the COVID-19 pandemic.
Each study contributes valuable and diverse insights,
offering a comparative perspective on best practices
in 21st-century EFL education, both online and in
the classroom.

The research themes include second language
(L2) identity construction, L2 humour competency,

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: jaltpubs.tlt.reviews@jalt.org
Web: https://jalt-publications.org/tlt/departments/book-reviews

translanguaging, English as a medium of instruc-
tion (EMI), content and language integrated learn-
ing (CLIL), self-access centres (SAC), team-teaching,
and extensive reading (ER), to highlight a few. The
overarching theme of this collection of essays and
research articles is clear: to offer suggestions to
push our field forward while reflecting on the past,
especially in EFL contexts where English may not be
readily available outside the classroom.

Re-Envisioning EFL Education in Asia, which is the
third collection from this editorial team, is highly
suggested reading for both teachers and researchers
looking to brush up on the latest research in the
Asian EFL context, as well as learn about a variety
of pedagogical strategies that keep the focus on the
learners and their language acquisition. Apart from
obtaining theoretical backgrounds, teachers can
immediately apply classroom practices suggested in
this book. For example, Murphey (2023, pp. 284-
287) discusses seven ways to partner through class-
room activities, offering creative ways to facilitate
a more collaborative learning environment from
language learning histories (LLH) to suggestions for
implementing learner publications. Additionally,
Kavanagh’s (2023, pp. 56-58) research on a CLIL
course on karate and Japanese culture offers pre-
and post-course survey questions which can easily
be applied to anyone looking to assess learner’s
pre- and post-course knowledge of certain content.
This harkens back to Yim (2016), who argues that
implementing surveys into classroom practices
will allow teachers a better understanding of their
learners’ imagined communities. Also, in line with
the findings of how identity is constructed through
interaction within the social world (Bucholtz &
Hall, 2008), Yamamoto (2023) offers suggestions for
teletandem learning as a way to assist with L2 iden-
tity construction, finding that “reciprocal learning
experiences in teletandem were an opportunity to
redefine learners’ 1.2 selves and (re)gain self-confi-
dence” (p. 91).

While having a TESOL background is helpful to
develop a deeper understanding of the concepts
and findings within the research, this book can still
easily be understood. It is recommended for those
currently teaching in similar contexts in Asia or in

| @
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MA or Ph.D. programs looking for research ideas or
capstone project ideas. Another wonderful aspect
of the book is that it can be consumed either as a
whole pie or as a piece of the pie, where the reader
can pick and choose the research that is pertinent
to their field of study. The book does, however, read
very well from cover to cover and the recurring
research on L2 identity, content-based teaching,
learner collaboration, translanguaging, and learner
motivation all come together quite fluently as a
whole. Author bios and other pertinent informa-
tion, such as ideas for further reading, bookend
each chapter, allowing readers the option to further
explore their interests and learning.

Re-Envisioning EFL Education in Asia serves as a
resource for those willing to keep an open mind in
EFL teaching, question their own pedagogy, and
continue to reflect upon best classroom practic-
es, including but not limited to building rapport,
translanguaging practices in the classroom, and L2
identity mapping. As the title aptly suggests, the ed-
itors and authors are not out to reinvent the wheel,
or offer the next breakthrough-hit methodology
in language learning, but to take a step back and
reflect on where we have come as a field, as well as
plant a seed for future generations of teachers, re-
searchers, learners, and policy-makers to see where
it is we want to go and create a road map of how
we are going to get there. Perfect for the autodidact
or as a book to read and learn about together with
colleagues, this collection of research is essential
reading for all looking to reflect on their own teach-
ing and gain new perspectives and ideas into how to
reassess their current pedagogical practices.
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Recently Received

Julie Kimura & Derek Keever
jaltpubs.tlt.pub.review@jalt.org

A list of texts and resource ma-
terials for language teachers is
available for book reviews in TLT
and JALT Journal. If none of the
titles we have listed appeal to
you or are not suitable for your
teaching context, please feel free to contact us to suggest
alternate titles. We invite publishers to submit complete sets
of materials to Julie Kimura at the Publishers’ Review Copies
Liaison postal address listed on the Staff page on the inside
cover of The Language Teacher.

Recently Received Online

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

* = new listing; ! = final notice — Final notice items will be
removed on June 30. Please make queries by email to the
appropriate JALT Publications contact.

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

Bake sale—Kamata, S. Gemma Open Door for Literacy, 2022.
[Laura Murata is a professor and a single mother. Kazu, the
father of her daughter’s friend, is also raising his son on his
own. Laura and Kazu meet at a holiday bake sale and plan to
go out for dinner on Christmas Eve. The Open Door Series
comprises graded readers written for those who struggle to
read. A lesson plan is available on the publisher's website.]

* Activator next—Shiozawa, T., & Martinelli, A. Kinseido, 2023.
[This title is a function-situation based coursebook and was
written for Japanese college-aged learners of English, who
may be identified as false beginners. Activator next pro-
vides students with opportunities to use English and to feel
the joy of global communication. Audio tracks are available
for download.]

* Home run! Team history MLB—Halvorsen, J. Perceptia Press,
2023. [Home run! Team history MLB provides a fascinating
insight into Major League Baseball. Each of the 15 units fea-
tures a photograph and histories of two MLB teams, as well
as reading comprehension exercises, conversation starters,
and a writing assignment. Additional research project ideas
provide students with a range of options.]

* Inspiring Olympians: Stories of great Olympians and what
they did afterwards—Halvorsen, J., & Kobayashi, S. (M.
Mathias, lllus.). Perceptia Press, 2023. [This 18-unit course-
book features Summer Olympic athletes who have inspired
people around the world in times of conflict and peace.
Each unit features vocabulary exercises and a reading pas-
sage with comprehension checks, followed by topics to
consider for discussion. The instructor can use conversation
activities with any unit either in the classroom or online. Stu-
dents are also given opportunities to think about goals and
how to achieve them.]

Integrity—Takeuchi, |. (Series supervisor) Kinseido, 2023. [The
series consists of three books that are suitable for begin-
ners in the TOEIC 300-400 range, intermediate learners in
the 400-500, and advanced learners in the 500-600 range.
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Because online videos have become an integral part of uni-
versity students’ lives, the series makes use of video to in-
crease student interest in global topics and events. The use
of authentic videos integrates and enhances the four skills.
Videos are available to watch online, and audio tracks are
available for download.]

* Japanese popular culture in English: Discussions and crit-
ical thinking—Sheridan, R., Tanaka, K. M., & Kobayashi, J.
M. Nan'un-do, 2024. [This coursebook was developed with
the needs and interests of intermediate learners of English
in mind. The coursebook was designed to improve reading,
critical thinking, discussion, and writing skills. Each of the
12 units includes pre-reading, while-reading, post-reading,
and extension activities to promote understanding and help
students to formulate their opinions. The teacher’s manual
includes a 180-question comprehensive test bank.]

! Talking point—Harris, J., & Leeming, P. Abax, 2021. [This two-
book series takes a task-based approach to making presen-
tations. Units focus on academic talks given by a variety of
English speakers. Students have access to the publisher’s
learning management system, which includes video and au-
dio listening activities, as well as voice recognition.]

! What is language?—Kane-Hinohara, E. Perceptia Press,
2023. [What is Language? follows a CLIL approach. Each of
the 15 units is scaffolded for learners, with a progression
from lower- to higher-order thinking skills. There is a mix of
communicative focus-on-form tasks through explicit teach-
ing of the academic word list and academic language skills.
Productive tasks include pair work in scaffolded discussions
and individual presentations. Audio tracks are available for
download.]

* What's that you say? Bright ideas for reading, writing, and
discussing in the English classroom—David, J. Nan'un-do,
2023. [This coursebook provides students with topics and
activities designed to foster English language learning and
practical usage. 15 units include vocabulary building, read-
ing passages, comprehension reviews, and follow-up activi-
ties that include trivia questions and well-known quotations.
Audio tracks are available for download.]

World adventures / On board for more world adventures—
Berlin., S., & Kobayashi, M. Kinseido, 2021. [These two
coursebooks each contain 15 chapters featuring video seg-
ments shot in 15 countries. The text provides students with
interesting scenes relating to various people and cultures
around the world. Audio recordings for all unit readings are
available for download.]

Books for Teachers

! Globalisation and its effects on team-teaching—Fujimo-
to-Adamson, N. Cambridge Scholars Publishing, 2020. [The
author reveals the connections among global issues, poli-
cymaking, and local practices as they relate to team-teach-
ing in English language classes in the Japanese junior high
school context. Examining this particular context provides
the reader with valuable insights as well as a model of
research methodology into team-teaching in wider con-
texts—a greatly under-researched subdiscipline.]

JALT PRAXIS] TEACHING ASSISTANCE

David McMurray

Email: jaltpubs.tlt.ta@jalt.org

This issue’s column offers an uplifting essay by an inter-
national graduate student who was hired to work as a
Teaching Assistant (TA) while taking required courses
towards becoming an English teacher. The author de-
scribes the morphing of an acronym for his favorite day
of the week into a motto with symbolic significance for
his chosen teaching career. When he started an inten-
sive teacher-in-training program, he professed needs,
impulses, desires, and dreams. By the time he fin-
ished his first semester, most of those things had been
changed.

2024 Board of Directors Election
Candidate Statements can be found
on page 51 of this TLT

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.

Thank Goodness It's Fun
Xu Yibo

The International University of Kagoshi-
ma Graduate School

of the week for me. When 1 was a high school

student in China, Fridays nestled comfortably
beside weekends and time spent playing basketball.
Although McMurray’s (2020) acronym TGIF in the
context of pedagogy positively conjures the expres-
sion “Thank God It’s Friday,” Daniel (2021) claimed
the acronym TGIF meant that we could use Twitter,
Google, Instagram, or Facebook all weekend long.

F riday has always been the most enjoyable day
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Many of my classmates also come from China, so |
suggested the acronym should be WeTGIF because
the WeChat social media platform was indispensable
to our love of esports and gaming. When 1 entered
an English education program at graduate school in
Japan, | presumed that 1 could continue my seden-
tary lifestyle, but it was about to be disrupted. In
addition to Twitter upending Daniel's acronym—my
favorite—by changing its name to X, 1 pondered what
was going to happen when 1 stepped through the
classroom on the first Friday of the semester?

Scheduling Fridays for My Future

1 thought 1 would be able to work part-time jobs
and evenly spread several of my elective subjects
from Monday to Thursday. However, my academic
schedule on Friday was crammed with 7.5 hours of
back-to-back required courses and TA duties. 1 took
English Education Practice, Seminar, and Special
Topics in English. 1 was a TA for English Education
Methodology and English Conversation. All five
classes were to be taught by the same professor.

The first lesson of a semester-long course is
arguably the most important for both learners
and teachers who make most of their decisions
about how much they will involve themselves in
that course. At first glance, Friday’s eclectic lineup
of courses seemed unmanageable. The instruc-
tor planned to pair the two educational-themed
training courses with the two language-learning
courses in a multimedia-equipped room. Students
hoped that teachers would be invited to sign-up for
student assistant (SA) or TA responsibilities in the
language labs.

On the first Friday, the classes followed a lesson
plan based on Peter Weir's (1989) film Dead Poet’s
Society. The two undergraduate classes took Hirata’s
(2019) advice on how to have an interesting first
class and identify students’ needs and motivations.
The three graduate school classes employed poetry
performance techniques suggested by Shima (2024).
In the first period of English Education Practice
class, there were eight Chinese students and two
Japanese students. In the second period of the
Seminar class for sharing action research, there
were Japanese students who had studied abroad
in Canada and the UK., a student from Hong
Kong, and two Chinese students. The cohort in the
English Education Methodology class included 20
undergraduate students who were highly moti-
vated to become teachers at junior high schools or
senior high schools in the prefecture. There were
45 undergraduate students enrolled in the English
Conversation course. All 10 graduate students from

The Language Teacher e JALT Praxis: Teaching Assistance

the first period returned to take the last class of the
day to study Special Topics in English.

At the end of my first Friday, it was fun filled but
exhausting. 1 asked the instructor how he planned
to sustain the momentum all semester long. For
example, how could everyone improve their conver-
sation skills enough to achieve the dual purposes of
improving English oral fluency and teaching acumen
and let alone actively participate from the bottom of
their hearts? He replied that I could be a class captain
to keep everyone in a happy mood. I was advised to
become a veritable interlocutor, so called, “walking
dictionary” by whispering vocabulary or chunks of
words at just the right moment. Additionally, we
decided to choose some unconventional teaching
methods. Then, the students could immerse them-
selves in the lessons and participate in activities
inside and outside the classroom. He recommended
reading Shapiro and Leopold (2012) who suggested
that implementing role-playing in a classroom and
provided a “space between practice and play [which]
is a fertile ground for cognitive and linguistic growth”
(p- 128). Furthermore, we reviewed a survey conduct-
ed by McMurray et al. (2020). The researchers indi-
cated that instructors should enlist TAs to efficiently
reorganize classroom spaces, set-up outside lecture
areas with blankets, and portable whiteboards and
sound equipment as needed. TAs can also efficiently
liaise with students to guide them to outdoor class
locations and cheerlead students who do not seem
to be participating. Zazkis and Nejad (2014) claimed
that although the use of role-playing in teacher
education is rather rare, an unscripted dramatic
technique can encourage participants to improvise
behaviors that illustrate expected actions of persons
involved in defined situations.

I suggested that the fifth class, entitled Special
Topics in English, might benefit from role-playing
and a TA-cum-drama coach. My initial impression
was that my classmates’ English skills were not very
good, and a few of them confided in me before-
hand that they were neither interested in learning
English nor had any compulsion to study special
topics. To demonstrate how all the Friday classes
were woven together and how we overcame the
initial disinterest shown by some students, 1 will
share one of the fifteen memorable lessons that we
conducted in that course.

/L STIDILYV J

Ghost Stories

In our Friday morning class, English Education
Practice, on October 27, the teacher encouraged us
to interact by making Halloween-themed vocab-
ulary crossword puzzles. The goal was to write
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riddles that were creative and challenging enough
to make junior high school-aged students spec-
ulate and think. One Chinese student also took
this warm-up opportunity to show a video on how
Halloween is celebrated in China. It was friendly,
simple and easy to understand. We discussed how
to adapt it for teaching at a high school in Japan. In
preparation for the afternoon class of Special Topics
in English, the teacher tempted us to wear colorful
masks and tell ghost stories in exchange for a pile of
candies. To give students an opportunity to par-
ticipate in an afternoon role-playing scenario, the
instructor suggested that the TA and two students
could try imagined role-playing; that is, writing
their own script for a dialogue between characters.
As a TA in the early afternoon, 1 observed how the
instructor lead the undergraduate class of English
Education Methodology that was paired with En-
glish Conversation.

In the late afternoon, our classroom lights were
dimmed. The hallways were shrouded in the mys-
terious atmosphere of Halloween. As planned, the
students walked into the classroom and shouted
in rising intonation, “trick or treat?” The teacher
replied, “treat!” Then I promptly led my classmates
outdoors to a garden on campus. There, a Japanese
student and a Chinese student were directed to
walk onto a makeshift floral stage and tell ghost
stories in English with the aid of their smart phones
(see Figure 1). Their story selections were perfect:
Lafcadio Hearn’s Kwaidan and Pu Songling’s Chinese
Ghost Story. The terrifying plots made the students
shiver, but they were not too scary, of course. It had
just the right amount of tension to keep the audience
enraptured. They not only told vivid stories but were
prompted by me, who was the TA-cum-drama coach.
They also used rich expressions and body language.
The audience said they had felt drawn into myste-
rious worlds. Spontaneously, the teacher made an
exciting suggestion: “Let’s roleplay! Please don your
masks and choose a character from either the Japa-
nese or the Chinese ghost story to perform your part
in this school garden.” Upon hearing this news, the
venue bubbled with excitement. Everyone was eager
to try a role that matched one’s speaking ability. To
ensure the smooth progress of the performance, peer
pressure nudged everyone to make a concentrated
effort to remember the lines. In the midst of laughter
and camaraderie, role-playing scenes officially began
when the TA-cum-director called out “action!” Stu-
dents showcased their strengths and reinterpreted
the previous storylines, adlibbing in their own way.
In this process, peers encouraged and learned from
each other, constantly interacting to create new cre-
ative sparks. Whether it was the tone of the lines, the

The Language Teacher e JALT Praxis: Teaching Assistance

design of the set, or the arrangement of the intercul-
tural scenes, everyone strived to do their best, hoping
to present a brilliant performance to their peers in
the audience. Thus, a Halloween event full of fun,
mystery, and creativity came to a successful end that
Friday evening. Students wrote in their reflective
journals that they had gained happiness, knowledge,
and unforgettable memories from participating.

Figure 1
Photo of a Student Telling a Chinese Ghost Story

Teaching Assistance for TAs

On Fridays during my second period seminar
class, 1 took time to review with the professor what
had happened the previous Friday and discussed
comments recorded in student journals. We then
quickly revised the Friday lesson plans and got
ready to implement them. There was a syllabus that
deployed lots of elements to inform stakeholders.
However, | loved going into the classrooms not
knowing exactly what was going to happen. That
feeling of discovery and disorientation was fantas-
tic. Even though students knew parts of the lesson
plan in advance in some ways, they did not know
how the instructor—me as TA—put participants in
the whole story together, which was based on the
choices the actors made.

Thank Goodness It’s Fun

The revamped TGIF program placed great em-
phasis on interaction and active participation in
teaching and learning. 1 observed students actively
participating in classroom discussions through
role-playing, outdoor teaching, and other activi-
ties. This not only stimulated students’ interest in
learning, but also promoted the improvement of
their thinking and expression abilities. 1 was deeply
inspired as a TA and will pay attention to increasing
interactive activities in my own teaching, allowing
students to participate more in the classroom.
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Since 1 entered graduate school and became a TA,
my concepts and skills have been greatly enriched
and improved. Teaching is a job that requires contin-
uous learning and progress. 1 learned how to stim-
ulate students’ interests and improve their learning
outcomes by observing how the instructor weaved
teaching methods and strategies together. Each
student had their unique learning style and pace, so 1
tried to use personalized tutoring methods as much
as possible to meet their different needs. 1 offered
them just-in-time coaching to enable them to use a
word they needed in micro-learning moments. At the
same time, 1 adopted a diversified evaluation ap-
proach to gain a more comprehensive understanding
of students’ learning status and provide them with
timely feedback and suggestions. This evaluation
method not only helped to improve students’ English
application ability, but also cultivated their autono-
mous learning and reflective abilities. By serving as a
TA, 1 have gained teaching experience and teaching
methodology insights. These gains have not only
significant implications for my personal career de-
velopment but also a positive impact on the English
learning and growth of my students.

Takeaways From my Classroom Observations

By experiencing how to integrate five classes
into a one-day program by coordinating with my
graduate school peers, undergraduate students,
and professor, 1 learned how to maximize foreign
language learning opportunities. 1 suggest these six
takeaways from my observations.

1. Pair up 90-minute university lessons on the
same day to synergize intensive learning
opportunities.

2. Follow a syllabus, but synchronize it with festive
calendar dates. Allow for spontaneous changes
to surprise and disrupt student pathos.

3. Inaddition to rearranging desks and chairs in
the classroom, identify venues around cam-
pus to convene extemporaneous lessons.

4. Hire a TA, or appoint a class captain, to enlist
team spirit and serve as a role model for
activities.

5. On the first day, have fun but get learners to
accept responsibility right from the start by
setting goals, defining responsibilities and rou-
tines, and designing a cooperative syllabus.

6. Ifyou have international students in the
class, do not lose them to cellphone gaming.
Instead, involve them in performance poetry
slams and roleplay activities.
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Conclusion

As a participant and TA during fifteen weeks of
five consecutive classes each Friday, 1 witnessed the
transformation of my students that began from their
very first class. Even my classmates from China con-
fided in me that they soon started to enjoy English.
This transformation was due to unique teaching
methods, which did not confine the students to the
classroom but used role-playing, outdoor lessons,
and props to keep everyone curious and guessing
what was coming up next. The acronym TGIF be-
came a Thank Goodness It's Fun teaching style.
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My toolkit of teacher-in-training learning strat-
egies now includes just-in-time learning, visual
storytelling, social learning, and microlearning. 1
look forward to Fridays next semester—weekends
too. My coined acronym WeTGIF must under-
standably shift to Friday classroom activities that
require preparations on weekends. I will contin-
ue to focus on assigned-readings, adopt flipped
classroom learning, select online videos, perform
poetry sessions, practice on-the-spot three-minute
presentations of my master’s thesis, and use e-learn-
ing software to boost my vocabulary by processing
short chunks of information within a few minutes.
Following this regimen, I think I can continue to
have fun becoming an English teacher.
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JALT PRAXIS] WRITERS WORKSHOP

Jerry Talandis Jr. & Kinsella Valies

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 writ-
ers, or nearly anyone who is looking to write for academic purposes. If you would like to submit
a paper for consideration, please contact us.

" M Email: jaltpubs tit.writers.ws@jalt.org ® Web: https://jalt-publications.org/psg

How to Get a Textbook
Project Off the Ground:
Part 2

Steven Lim
Jesse Reidak
George M Jacobs

writing a textbook covered the steps for

conceptualizing your project. In this second
column, the focus shifts to identifying some of the
unique challenges involved in the process of writing
a book collaboratively and advice on how to handle
these issues.

When pedagogical books are written by authors
across multiple countries and in differing teaching
environments, there is the opportunity for a variety
of experiences, opinions, and ideas to coalesce in
one text. However, for the sake of the book, it is
necessary that this multitude of voices be in har-
mony so that readers can utilize it effectively. This
article attempts to show how structure and consis-
tency can be maintained in a collaborative writing
project and offers advice on how team members can
contribute throughout the ever-evolving writing
process.

T he first column in this three-part series on

Create Structure Through Headings

Headings underscore the core goals of the text
and provide signposting to key information in
a comprehensible and digestible manner. Since
headings can serve as an effective way for the reader
to mentally organize pertinent material (Lorch Jr.
et al., 2001), it is important to utilize them strategi-
cally.

Headings should be self-explanatory and repeat-
ed across chapters to swiftly orientate the readers.
Cognitive science suggests that our minds work
via schemas (i.e., frameworks) that prepare us for

what comes next. For example, if the heading says
"ChatGPT", readers will begin thinking about
artificial intelligence, but if the heading says "Chat
Group", they might begin thinking about convers-
ing with other people online. By repeating headings
across chapters, a book establishes schemas which
allow the reader to dial into the purpose of the sec-
tion. In the case of our book, all 17 of the chapters
on the sustainable development goals (SDGs) have
headings which are identical save for the name

of the SDG. For example, the chapter on climate
action has the headings: What is Climate Action?, Key
Terms, How are we doing on Climate Action?, Climate
Action and other SDGs, and How to promote Climate
Action.

The structure afforded by headings provides
cohesion to the diverse topics and perspectives that
make up the contents of a book written by multiple
authors. It is important to establish and reinforce
connections throughout a book so that the readers
can recognize these connections and anticipate
their appearance, with the ultimate aim being for
the readers to make the connections themselves
without the need for the authors to do so.

A structured approach to headings also makes
the writing process a simpler proposition. Once a
pattern has been established, the fear of the blank
page becomes almost irrelevant: Portions of text
practically write themselves because the design
of the passage is repeated across chapters. Rather
than trying to reinvent the wheel every chapter,
the information the writer needs to convey and the
research they need to conduct become self-evident.
With the consistent use of headings throughout
chapters and the repetition of topics across sections
of the book, the structure can make it easier for the
reader to efficiently access information and allow
the author to focus on the details rather than the
delivery method.

Use a Consistent Tone

As readers of this column will be acutely aware,
language matters. The language used in your writ-
ing should be indicative of the intended audience
and the core themes of the text. When writing
collaboratively, maintaining a uniform tone that
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fits those criteria through an entire book can be
especially challenging. Though having a unique
authorial voice is one of the pleasures of writing,
when there is a need to incorporate a wide variety
of writing styles, it is important to focus on estab-
lishing and maintaining a uniform tone.

There needs to be a statement that encapsulates
the intended tone of the book for writers to refer
to so that they can be reminded of how that the
authors as a collective, rather than as individu-
als, intend to convey the message. In our case, we
included this authorial mission statement as part
of the introduction, noting that since the book
is intended to be inclusive, we tried to make the
language free from technical jargon and accessi-
ble to people for whom English was not their first
language. An overall mission statement is a valuable
reference point when considering what language to
use when writing.

In addition to an overarching writing mission
statement, establishing specific rules on issues that
are likely to reoccur is vital to maintaining a consis-
tent tone. These rules should seek to reinforce the
tone you are trying to convey to the reader. Many
publications which are designed to appeal to an
academic audience adopt a detached approach and
often refrain from using you to refer to the reader.
However, depending on the tone of your writing,
the use of such language might be entirely appro-
priate. As Hyland (2002) noted, the way we write
establishes the relationship we want to form with
our reader. Our book is intended to advocate for
the reader to become invested in the SDGs, and as
such the frequent use of you is a deliberate attempt
to appeal to the reader to take action. Rather than
passively absorb the text, the reader is supposed to
connect it to their own environment and consider
how they can contribute to achieving the SDGs.

Another example of lexical choices reflecting
the tone in our book was in the use of the word
possibilities when suggesting potential variations
of activities. Several words were tested, such as
options, variations, and alternatives, but possibilities
was chosen because, whilst similar in meaning to
the other choices, the nuance was perceived to be
less restrictive. Possibilities suggests that these are
just some of the ways in which the activities could

be adapted to suit the needs of different classrooms.

Such choices may seem trivial, but the discussions
around these decisions help to solidify the core
principles of the book in the mind of the authors.

The need to establish rules regarding lexical
choices may not be apparent from the start of the
writing process. However, when collaborating with

The Language Teacher ® JALT Praxis: The Writers’ Workshop

others, it is important to address these issues as
and when they emerge. By discussing and deciding
on unified lexical choices, writers will avoid jar-
ring tonal shifts and can reinforce the underlying
themes of the book.

J

Be Role-Flexible

Although there are many challenges to writing
a book with others, one of the benefits is that, no
matter the extent to which any individual is strug-
gling with writer’s block, as a collective, progress
on the book continues. For some, the efforts of
colleagues result in positive pressure: Reading the
work of collaborators can provide the spark of
inspiration that serves as a catalyst for your own
writing. For others, it could be disheartening to feel
you are unable to match the contributions of your
coauthors. In such cases it is worthwhile to consider
the other ways in which you can contribute.

SATOILYV

)

When authors are struggling to write their own
chapters, there is always the option to proofread
and offer constructive feedback on the chapters of
others. As in the case of second language learners,
authors writing collaboratively are more receptive
to peer suggestions and feedback (Storch, 2005).
They could also contribute to the book holisti-
cally by determining whether there is a need for
additional chapters or formatting changes. What
is important is to be flexible; rather than being
concerned about what they are unable to contribute
at any one moment, writers need to focus on what
they can do.

Depending on the makeup of the writing team,
you might find it useful to assign responsibilities at
the outset, such as what sections each person will
write and by when they are expected to do so. How-
ever all members should be aware that, over the
lengthy process of writing a book, these plans are
unlikely to remain in place. Therefore, clear com-
munication about contributions and role flexibility
are essential to ensure that, as a team, progress on
the book continues smoothly.

Writing a book collaboratively requires two
principles of cooperative learning: positive inter-
dependence and individual accountability. Each
person should be aware that their work contributes
positively to the goals of the team, and each person
should let the others know what they can or cannot
do. Likewise, each person should value what the
others bring to the process and be aware that the
manner of the contributions may not be uniform as

team members adapt to the evolving needs of the
book.
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Final Thoughts

Being part of the team that wrote Cooperative
Learning and the Sustainable Development Goals (Lim
et al., 2023) provided valuable insights into the ad-
vantages and challenges of a collaborative approach
to writing. This article has presented three pieces
of advice to authors based on our experience: use
headings to create structure, keep a consistent tone,
and be willing to be role-flexible. These three con-
cepts should help facilitate a smooth and productive
collaborative writing process. In the final column in
this series, Jesse Reidak will be offering advice on a
collaborative approach to editing.

The Language Teacher o JALT Praxis: The Writers’ Workshop
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JALT PRAXIS] JALT FOCUS

Michael Phillips

JALT currently has 31 chapters and 32 special interest groups (SIGs) spread out across Japan. Many of these
groups are very active, holding regular events large and small. Further, collaboration, in all its forms, is a
cornerstone of JALT's presence in the language teaching community. In addition to these “visible” groups,
there are many other officers and committees that keep the organisation running smoothly from behind the
scenes. This column publishes an in-depth review of one JALT group each issue, providing readers with a
more complete picture of what the different groups are undertaking and achieving.

Past columns are available at https://jalt-publications.org/tlt/departments/jalt-focus

Email: jaltpubs.tlt.jalt.focus@jalt.org.

This article represents the first instalment of the new JF
column. With the broadening of the old column’s focus,
it seemed a natural fit to invite the national JALT officer
who liaisons between the local chapters, JALT's nation-
al directors, and SIGs as the first highlighted guest.

Heather McCulloch

Chapter Representative
Liaison

social media, but 1 was too shy to go to an event.

In January 2018, however, | finally got the nerve to
attend. My initial anxiety was quickly extinguished
by Tomoko Yoshida, a guest speaker who delivered
an amazing presentation, and by the Gunma chapter
members who made me feel right at home. 1 quickly
became a regular member, and later that same year, 1
became their Membership Chair.

I had been “friends” with JALT Gunma for years on

One year later, | became the Chapter President.
I then began attending Executive Board Meetings
(EBMs) and started getting to know the other

chapter presidents. 1 enjoyed this because 1 was

able to meet many friendly people and learn a lot
about JALT. In January 2023, I stepped up to the
national position of Chapter Representative Liaison
(CRL). Until then, 1 had not paid much attention to
JALT-wide activities, as | attended EBMs merely to
support my own chapter.

The CRL has a wide variety of duties. They are a
liaison between chapters and the Board of Direc-
tors (BoD). To do this, they need to communicate
with chapter presidents, facilitate chapter president
groups at the EBMs, write reports, attend BoD
meetings, join other national committees, work in
tandem with the SIG Representative Liaison, and
make sure that the presidents are aware of upcom-
ing deadlines. 1t sounds like a lot, but they also have
a lot of support.

My first year as CRL has been a year of learning.
Even as chapter president, | did not realize ev-
erything that goes into making an NPO not only
function but also be successful. We see the directors
sitting at the front of EBMs but that is not all there
is. There are also people who help us research and
publish, conference organizers, people who help
us manage our money wisely, people who mentor
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us, and people who connect us to other groups and
organizations. Collaboration between these groups
is the key to JALT's strength, and 1 have the pleasure
of being in the middle of it. A large part of what 1 do
is knowing what is available and being able to point
chapter presidents in the right direction. I would
not call myself a leader, but my role is to be a com-
mitted, curious, and flexible support instead.

I still have a lot to learn but I feel like my second
year as CRL will involve more activity than the first.
Now that many of us are using Zoom, 1 have access
to JALT from Hokkaido to Okinawa, and I have
been trying to visit all chapter meetings. 1 do this
to show my support and appreciation for the hard
work that they do to further local professional de-
velopment. My desire is that each chapter president
knows that someone understands the effort it takes
to keep a chapter going, the creativity it takes to
host meetings that cater to a variety of instructors,
and the flexibility to keep up with the changing

The Language Teacher ® JALT Focus

times.

1 am thankful to be active in JALT with so many
creative, kind, and devoted people. The chapter
presidents have shared their practices with me and
have taught me so much more than 1 could ever
teach them. The BoD and SRL have taken me under
their wings to mentor me and to ensure that I am
successful. They are always available for assistance
whenever 1 need help and to provide encourage-
ment. I have received so much more from JALT
than 1 thought was possible.

1 am still thoroughly enjoying my time with
JALT, from being a member, a chapter president,
and a national officer. If you are looking for a place
where you can learn and advance your career all
while meeting wonderful people, please think about
becoming a national JALT officer. We would love
your help.

BoD & AUDITOR ELECTIONS

2024 JALT Board of
Directors and Auditor

Elections

The NPO JALT Nominations and Elections Com-
mittee is happy to announce the 2024 elections for
the JALT Board of Directors and Auditor. All JALT
members in good standing will be invited to cast a
ballot in this election.

Voting will begin on April 8,2024, and end on
May 24, 2024, with the results being announced
on May 31, 2024, and then submitted for approval
to the JALT Ordinary General Meeting. The newly
elected Board of Directors and Auditor will begin
their official position on January 1, 2025, for two
years. An email with an individualized ballot and
further instructions will be sent to every JALT
member.

— Oana Cusen NPO JALT NEC Chair

Candidates' Information

Nominee for Position of President

Clare Kaneko

Education / “#{%

o MA in TEF/SL,Uni-
versity of Birmingham
(UK)/ =2 LR
ESCaN

e Bachelor of Business,
Edith Cowan Universi-
ty (Perth, Australia)/ T
FAAA—T L RFED
=1

Employment / i
e Associate Professor,
Niigata University/ #ii& K it Bz
JALT Experience / JALT Bk

e JALT President (2023 - Present)/ JALTEFE
(20234~)

o JALT Elected Officer Chapter Representative
Liaison (2020 - 2022)/ JALTF>aF )47 18—
CRL (2020 - 2022)

o Niigata JALT Chapter President (2019 - 2022)/
RS, 2 (2019 - 2022)

o Niigata JALT NEAR Language conference,

/L STIDILYV J
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conference chair (2017 - 2018, 2021)/ #iiE %
#h. NEARKR=Z B K (2017 - 2018, 2021)

o Niigata JALT Public Relations officer (2016 ) #t
R, IR hZE B & (2016)

Statement of Intent

I have been the JALT President since January
2023. 1 believe that JALT would benefit from
stability in leadership for the next two years. With
the transition out of COVID still affecting different
parts of the organization, from my insights over the
past year and a half, I am able to provide consisten-
cy in leadership to guide JALT out of this period of
recovery and beyond. 1 have been able to work with
a strong team of directors who have provided me
with guidance in the past year to continue working
on improving the core of the organization. With
a new Board of Directors to work with in 2025, 1
intend to foster a collaborative environment where
all input is valued. My existing knowledge of JALT
at the chapter level has helped with discussions
and making decisions, and 1 believe 1 have a strong
knowledge of many of the different aspects of the
JALT organization and the connections of people
and committees since becoming president. 1 will
continue to support our members and volunteers.

FAZ2023E 1 HMSJALTOM EREZHOTVWET, £
V3. JALTIN G 1224, LT —8 =2 v T 2T
LIENMHETHHEZEATWET, IOFIAIVANE
AR O S TS FM TR B E KIZL TWAHH, K]
A DORADIARN S, FAIJALTAZDEIEHZH L, &
SICEDRANEHED DD —E LI —F —2 v T F
THIENTEET, RIFTOVER, MOz tE
LT 5720 DiE# % 5 A TN AR EF— AL
WHET DI EMNTEELIZ, 2025 FITITH LN B RS E
BHIT, TR TOBRNEEINS 0 INREREEEEE
DOBD T, TEL NIV TDJALTICR I SR DB D
A, PR ERE IR B, RRICREL TR
13, JALTHEE OBk % 722 N2 PRBRDDIRMND
DELERAIL TNHEBNET, TNNSHREPHRT
ST AT EY R R TWEZNEHNET,

Nominee for Position of Vice President

Kenn Gale

After working as a coun-
selor in Southern Califor-
nia for several years, Kenn
decided it was time to move
on and see the world. He
packed up and headed to
Central and South America
where he spent a number of
years teaching and travel-
ing. In 2009, he received an
offer to work for the Thai
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Ministry of Education, where he helped open sever-
al schools in their EP department. Consulting and
opening schools through Southeast Asia for several
years finally led him to Japan. After arriving in Japan
in 2012 to manage a successful international school
on a two-year contract, he immediately fell in love
with the country, its culture, and his coworkers, and
has since decided to make Japan his home. Since
arriving, he has opened six new schools in central
Japan with expansion ongoing, as well as owning a
Montessori school. With a staff of over 180 teachers
and administrators, he specializes in administra-
tion, logistics, and HR. Kenn is passionate about
JALT and what it offers its members. He hopes his
experience will help lead the company into the
future.

AT A =7 TREMAY > I —L LTl
8. T3 AEAENTHES, 5 E BT <Kavkiz &
R UZe. I3 2 EE O THREKIZHIN WD, £ 2T
FEHOM, BAIRDSIRE LI, 20094, 71 DEEE N
5F 77 —E%F ., BHEADEPHII TH DN D
XEUTz, B, WY 27 TA I T 427 K
DFRITHEEDD , Ff&HYIZ AARITIZEDHE Nz, 2012412
KHLU. 2FEH O TN LA > I —F 2 aF )V AT—
IVEREE LR, 3 <ICHAEWSE, Xk, FfFicien
AB, PR, HARZHIBE T 5T EEROTz, RHALSK,
E2TYI—Y AT =)V ERE T HET TR, BHAD
FULERIZE DDA — )V L, BTEDIL K2 /el T
%, 180 NP D & B A I A, BB, i, AF
ZHMELTNWD, 7 ZJALTEJALTA 2 IR TS
BOIBEAZTENT NS, HORBNJALTZ Rk EE
WT<NBIEZMRL TN,

Statement of Intent

As Vice President, my goal is to support the
entire board of directors and to assist in the daily
operations of JALT. The Vice President has clearly
outlined responsibilities, one of which is work-
ing and managing JALT’s Central Office (JCO). 1
look forward to continuing to work with the staff
there and ensure they are equipped and prepared,
and support them anyway necessary. Also, 1 wish
to provide support on a case by case basis for the
President. JALT is a large NPO and therefore many
random and unique projects/situations arise, which
1 hope to help with. With six years experience on
the BOD, it has been a pleasure to serve, and I wish
to carry over my experience for another term as
Vice-President.

AaEELTOROHER, BEX2KEZYR—k
U, JALTOHE (B Z AR THIETY ., BRI
WRBHNHVET, TOVEDN, JALTO > MI)LA
T4A(JCO)DEETT, R, Bl 5y T L5 EfhiE
L, oM EERE A, HETHIUTTR—k
FHIEEKLAIL TWET, Tz, HFERITHL T,
=2 NA =2 THR=FLTWELZNEEST
WEY . JALTIZARBIBIZZNPOTH 5720, REMTLZ
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ATNERNET,

Nominee for Position of Director of Membership
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Julia Kimura
Education / 2%
o Ph.D. Temple Universi-
ty/ (7> TV KRH)
o Lecturer, Mukogawa
Women'’s University/ i
JE 27K 2 Ggim)
o Osaka JALT Member-

ship Chair, Member at
Large/ KB 2k & B4
4, LR A

o The Language Teacher Recently Received Col-
umn Coeditor/ 25 AfRHEH

o JALT Post-Conference Proceedings Content Edi-
tor/ A>TV LT 45—
 JALT Director of Membership/ £ B4 ¥ 5

Statement of Intent

1 am honoured to receive nominations to con-
tinue to serve as JALT’s Director of Membership.
Under my directorship, we put a stop to declining
membership numbers, and reversed the trend by
making modest gain in our membership. As a result,
our membership revenue for the last year exceeded
projections by 10%. Furthermore, we increased val-
ue to membership by making sure that our mem-
bers take advantage of the one SIG membership
that comes with a JALT membership. The number
of members who do not belong to any SIG was
reduced by 4%.

1 expect this positive trend to continue as I have
become a more experienced and effective director.
I have worked with the PR team to highlight the
value of joining and am now working with the
Membership Liaison and Membership Committee
to launch new campaigns to target lapsed members
and to encourage members to introduce colleagues
to JALT.

None of these accomplishments would have been
possible without the efforts of the membership
chairs. The biggest lesson I have learned during my
term was the importance of fostering good relation-
ships. As a team, we made great things happen, and
we will make great things happen as we enter the
aftertimes.

JALTOSEHMEEELTC, 2B DR 221 5%

IZEWET, ZO—4E T, REROAICH IEDZENT
HIEMTEELZL, REEZD TN IETH
Mz MRS, ZOREER, FEEEDORXBINAIZTEZ10
% EEIDFELE, 512, JALTREBICMET 51D DSIG
IZBMTBZET 2EDOMIEEREDLIENTE, ED
SIGIZBFATBL T BEI34% A LEL,

ZORWHEMNESBBHEBNET, HEEDH
TRZEE OB E LOESEME L. Membership B &
REDEERITHEHBLTEAIOIRDELE, BBAA.
“#. Mentoring and OrientationZ EXICE kR AHE
BNWET, £z, PRF—LEHIL. JALTICARTHZE
DMEZEEA, XEWIMELCRBRERESH 2T
W IBAELESBEENRELEHF LTy R—2 205
L0, 2ENFEEICJALTZ BN T 2@ E M7
DLTWET,

DL EDpRIZ, 2 BHE#REBREOOELE 17l
ISR LSRN 720D THD, BN D 2 R THATE
RRDOHEHINT. HEEDRIFRBEREEIIEOEENS
TL7z, J0F-WgF—LELThEEDLE, F-6I3fE
KiaZEmRUFETET,

Nominee for Position of Director of Program

Chelanna White

Education / %

e M.Edin TESOL,
University of British
Columbia (In progress)/
TUT gy a-a0 ey
R¥TESOLIE LR ET
(FE2EH)

e TESOL Certificate,
Trinity Western Uni-
versity (2017)/ hU =5
A+ LAY R¥TESOL
& TRE (20174F)

» Bachelor of Arts, Kwantlen Polytechnic Univer-
sity (2016)/ 77> Rl - RUF 7 =y K0+
(20164F)

Employment / W

o Instructor, Reitaku University (2022 - present)/
IR 2EA 2 ANT 75— (2022-BiHE)

o JET Programme ALT Prefectural Advisor, Kyoto
(2020-2022)/ JET7 T T LALTIEY RINA H—,
FUERIF (2020-20224F)

 JET Programme ALT, Kyoto (2017-2020)/ JET~
0275 LALT, 5ERE (2017-20204F)

JALT Experience / JALT Bk

« Director of Program (2023 - present)/ 71075
DT ALY 57— (20234 ~BITE)

o Student Peer Interaction Network Committee
member (2023 - present)/ FAE Y i %y T —
rZRERZE (2023-BfE)

J
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o Program Liaison (2022-2023) / 7075 L)1 >
(2022-20234F)

» Regional Professional Activities Committee
member (2021) / Hulsk H PGB B2 Z B (2021
)

o Co-Chair of Program, Kyoto Chapter (2019-
2022)/ 5T 07 T LI RIR B & (20194
~20224F)

Statement of Intent

In 2023, the position of Director of Conference
was created. Since then, 1 have been re-develop-
ing the role of Director of Program (DoP) while
supporting chapter and S1G program chairs, as
well as supporting JALT as a member of the Finan-
cial Steering Committee and Development Fund
Sub-committee to help chapters and S1Gs have the
funds to continue to provide excellent events for
our organization. | have been working with the
Diversity, Equity, and Inclusion (DEI) Committee
to develop a database to make finding excellent
presenters much easier. Programming should reflect
the wide variety of experience and expertise of our
members, such as up-and-coming language re-
searchers and educators who I support through the
Student Peer Interaction Network (SPIN) Commit-
tee in addition to the committees I sit on as DoP. 1
also coordinate the monthly Zoom for Professional
Development sessions—bring a friend!

If reelected, 1 will continue to develop the role
of DoP, and support program chairs in providing
relevant, engaging, and forward-thinking program-
ming. | look forward to the opportunity to oversee
the completion of the updated Program Chairs
Handbook and revitalizing the Program Committee
to support this project. It would be my hono(u)r to
continue for another term.

20234F . RET AL IF—LWIEBBARRSNEL
72o FNLLK. FAldDirector of Program (DoP) D% H % Ff
LIRS, HPSIGO T Y I LA EERE Y R—h
LU7ZD, Fh7z 6 DRLRRIT N /21 N2 B2 e AT I TR (it
TELEREHBCSIGH IR TE BRI F i & &
BECHBEES/NERRDAN—EUTJALTE Y R —
FUTWET, B3, ZEkME - N F - G (DED £ 5
KEMNLT, BNLTL LS —245 X0 BB BT
TELIIBT —IN—AZHFEL TVET., 7O/ I3
T OT I 7020d, B DoPE L TH ML TN
HZEERITHNA. SPIN (Student Peer Interaction Network)
ZEREMUTHR—FL TWRISRE LR SREIEE
PEEH VORI DM DL I IE S 18 B & H 1
Az RSB0 ENHOET , £z, 8H  Zoom for
Professional Development EWDF > TFA > TOA N~
FHLTOWET, TEARBFENTWELEE, F0EHT
SIN<KTZE N,

FESNZ5, FAIDoPO&EIZ SRS, 707 T

ZERMNEY)T, AT, BENRTOTT LT R
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TELIOTR—PLETET . HFHRDOTOT T LEER
ENCRTwIORREEEL, 2oy ay 7 e iR—
NI 270270y I A REREEELSED ZEEKL
AL TVWET , VALV —ELTOEHKZSI S s
HOETWEZE T 20 THIUISTT,

Nominee for Position of Director of Conference

Wayne Malcolm

Originally from Corn-
wall, New York, in the
United States, I have been
living in Japan since Sep-
tember 2002. 1 have taught
English in various areas
of the language education
community—English con-
versation schools, primary
and secondary schools, and
tertiary institutions.

I graduated from Syracuse University in New York
State with a Bachelor of Arts in Political Science.
While living and working in Japan, 1 gained a Mas-
ters of Management in International Management.
After that, 1 gained a Doctorate of Education in
Educational Leadership, specializing in curriculum
and instruction from the University of Phoenix

School of Advanced Studies. Eventually, 1 will take
on some more education.

Since joining JALT in March 2008, 1 have been a
chapter president, program chair, publicity chair,
treasurer, JALT Business Manager, Director of Pro-
gram, and am now the Director of Conference. In
these capacities | have been a continuous presence
at Executive Board Meetings and local events—do-
ing the business of JALT.

When | am not in a classroom teaching, or doing
JALT work, 1 can probably be found running, listen-
ing to/playing music, watching stuff, or hanging out
with my wife and daughter. The simple things!

TAUHDZa—A—7MIA—275—)LHE T, 2002
FIANSARITFEATNET , ERFEFER, /NER,
R BRI E . B RE DI ES E N TR
EHRATEELR,

Za—IA—IMDTTF 21— ARFTEIRFD¥TH
R LE Lz, HRTOAEELEEORES, BT
DELEERSELELE, 2D, University of Phoenix
School of Advanced StudiesTHUFaTLEAANTY
TarEEMETLIHEF) Y v T OUBTFE L EE
BAELELE. EIIZIZ, S5ICWDONDOHEEFEZEZIT
5TETT,

20084E3HICJALTICAR L TELK, XHE, 7 0r 5
LEEER. IFREEE. &5 JALTED R AR —T v
—, TOTILT AL II—EREL. BIEIIh 77>
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AT AL =TT, ZNHOHRBICHBN T, AIdHES
R DA R MTEICHE L., JALTO¥B 27> T&
FL7z

BETHAD, JALTOLFEZL TWARNEEIL, 92>
S TRLIZD, FEERENZD, MEZ FZD, FEOIRE
AERSLEZDLTWET, BiliZnZE/7|

Statement of Intent

The Director of Conference has a mandate to
organize an engaging international conference.
This requires being able to see the big picture view
of what an international conference should be, and
understanding all the separate elements that need
to come together to get the job done. Since 2019
1 have been working on the conference, and have
been able to refine and hone my capacity to see the
moving parts of the conference as one.

Two reasons 1 am looking to continue as Director
of Conference are because the position is still new,
and JALT is still crafting how to fully approach and
utilize the position; deciding what demands should
firmly be associated with the person in this position.
I can still aid with defining this position. The other
reason | am looking for your support is because the
JALT conference is not immune from the realities of
socio-economic change that many organizations are
dealing with. My experience on the JALT Board of
Directors and leading the conference planning team
can help guide the conference, and JALT, through to
more secure territory. 1 believe we should use tried
and tested techniques, while incorporating new
ones that will make processes more efficient and
effective.

DY T AL & =TI, B 7R E R 2k B
FHMEMNBVET ., £ DZ0ITIE, BEEENESIH D
RENENIRRGEIERL, hFEERLEITS0I10E
LFDMEDH LT NTOMEBIOEFRZIMT H LN
WLEETY, 20194 DARE  FLIIREEITHE DD, 2RO AH)
e OEDITHALRENITEEENT TEERL,

KRBT AL I —Z T 2N EZ A TND2D DM
B3, ZORBAELZH L, JALTHAZORICED LD
77 O0—F L AGH T 20, ZORBO AMICEDES
IRELRINL MO EBEAT T 5 NDNENZREL ., X
ZAED EFTWBRFENSTT, FAIFER, ZoRD>
a>EERITDHFUTETHIENTEET, HIVED
DOHHIE, JALTRRMY, Z<OMMAHLL ThL it
FEFI AL DB R EEZR TIIRNWNASTY, JALTHH
RTORBRE, RRBEF —LAZRNZRERIT, KaL
JALTZ K0L B/ MEBAEEB) T L2 TLED, Fh
&, TOv A% KORN RN DI RITT 2H LWFiEE
WOANSS, TR HRLFEEMONS/EESE
ZTNET,
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Nominee for Position of Director of Public
Relations

William Pellowe

Overview: My first expe-
rience teaching English was
as a substitute teacher at a
language school in London
while there on a six-month
working holiday visa after
college. Once back home
in Massachusetts, I took

a short training course

for ESL teachers and got
my first full-time job at a
language school for foreign
students in Boston. 1 came
to Japan in 1990. In my first decade here, 1 mainly
worked at conversation schools and a senmon gakko.
I started working at my current university in 2000,
getting tenure in 2013 and a promotion to Associate
Professor in 2015.

Education / “#hi
e MA in TEFL with distinction from the Univer-
sity of Birmingham (U.K.)
Employment / 1%V
o Associate Professor, Kindai University (campus
in lizuka City, Fukuoka Prefecture)

JALT Experience / JALT Bk
e Joined JALT in 1990/ 19904 JALT A%

o Fukuoka JALT program chair 1995 - 1997/ 1995
- 19974 4@ M SR 2 B

o Fukuoka JALT chapter president 1998 - 2002;
again 2010 - 2019 /19984F - 20024F 11 A : & ] 32 &8
XEE

o Created and maintained JALT.org’s first online
event calendar (2001 - 2008, see http://hosted.
jalt.org/calendar/archive)/ 20014 - 20084F :jalt.
orgDANRY ML =T 2T HA MEY

o Conference vetting (2008 - present)/ 200843H -
BT JALTEER RS IR X D#EEER R

o TEVAL SIG website 2015 - 2021/ 2015 4£1H -
2021 6 7 : il Br ERHITFE = (TEVAL SIG) U
THAMEY

o PanSIG Conference website 2016 - present
(https://pansig.org)/ 20164F1H - BIfE: JALT
PanSIG K2 =75 MHY (https://pansig.org)

 Acting Director of Public Relations Feb. 2019 -
June 2019/ 201942 - 20194F6 A BITE: JA 124 BE
H(HEAT)

/L STIDILYV J

THE LANGUAGE TEACHER 48.3 ¢ May / June 2024 55



 Director of Public Relations June 2019 - pres-

ent/ 2019456 A - BITE: JA#RiH 1 F
Statement of Intent

I started doing the job of Director of Public
Relations for JALT at the beginning of 2019. I've
accomplished a lot in that time, but I feel that I still
have more to contribute, so 1 would be honored to
be elected to serve one more term. 'm pleased with
the positive reception of the JALT Talk newsletter,
with its expanded coverage to include local events
and calls for participation, as well as notifications of
all JALT publications, making this monthly news-
letter more relevant to our community of language
teaching professionals. Our social media reach
and impact continues to grow. As a member of the
board of directors, I've pushed for transparency in
the advertisements appearing in JALT media and
transparency within JALT, and 1 support the efforts
to increase the diversity within our organization,
its leadership, and among its conference speakers,
as well as the efforts to create more family-friend-
ly conferences. If elected, 1 will continue to serve
JALT, its officers, and its members to the best of my
ability.

FAIZ20 19 DHIDINSJALTD A A 4 H 2 iR &
Lz, ZOMICE<DIEERURITELMN, ELEEE
BB TE2IENBHHLELTVETOT, BIHDS
B TWEETFHTEITHRDELESNHRTY . JALTh—2
DZa—ALF—DFEMICZIT ANSN TSI &I
RLUTWET, JALT Talk=a—AL&—ITid, JALTSZH
ESIGDANL MOFERGFE, SIGO RO BHIS
MBS NDLDITOE LT, F/o, JALTDY = )L A
TATNOEENOIRUGT TOET, HFERDALIN
—& LT, FAJALTO AT A VIS N D)L E OB
TEEJALTN OB ZHEEL TEH L7z, £/, JALTO
AR, FREEN, REEEFNOLRIEZ &85
. KOFKIEANTDRRZEAEDZE N EXFFLTHET, Y
ELZBEICIE, JALT. JALTR B, JALTR BD7012, 5l
e NhERLET,

Nominee for Position of Director of Public

Relations

Howard Hernandez

I have taught in various

The Language Teacher ® JALT Focus

schools in Korea and Japan’s
English language sector.
These experiences have
taught me valuable lessons
about the importance of
communication. 1 graduated
from the University of Hous-
ton with a bachelor’s degree
in sociology and psychology.
While working in Korea, 1

obtained a master’s in adult education. Currently,
I am studying for a PhD in strategic media from
Liberty University.
FSEEEHADRBEHMDOS TS ERERTHAT
Tz, INSOREMNS, 222 —a> ORI
ICOWTEELREFIZ/LENTEELE, ldba—
AR RFZZEEL, XYL OB PP SZIIGEL
Flz. BHETHERNSRAAEOBLSZIGLE
Lize BUE. UNT A —RFETHEIEAT 47 O 152 H
HLTVET,
Statement of Intent

From what | have read about the previous directors’
experiences, this position requires attention to detail
and a sense of empathy for making JALT events and
newsletters appealing and relevant to JALT mem-
bers. My plan for this position is to add new ideas to
JALT events and newsletters that will keep everyone
up to date on current trends in teaching and media.
Additionally, 1 plan to update our newsletters with
insights on emerging trends in technology and media,
empowering our members to stay ahead in their
field. Through these initiatives, 1 aim to enhance our
organization’s visibility and provide valuable resources
to our community. 1 plan on fostering collaboration
and continuous learning to propel JALT forward in its
mission. Even though this will be my first endeavor as
director of public relations, I will do my best to bring
fresh ideas and content to JALT.

INETOTAL T —DRREGAIZEIDITL DL,
ZOEBITIEZ, JALTOA R M Za— AL & —%]JALT
RBIZES T TREEMEDH HHDITT 2720 Difff
HADEEELEDBENLETT, ORI Taric
KM LRADEHEI, HEEAT AT DRI L > Reh i
TRIZHISE 272012, JALT  OANY PP Za—AL Y —
LAWY AT V2B 5ZETYT, 3L, F7/09
—EAT AT DFIZIR L U RICB T 252 —a— AL
&=L T, RENENTNOS B TERETIEN
TELIICTHTETYT. ZNHOHDHAZIUT,
=B OMBORHEZ &D, X2 =5 ITEHEHRUY
— AR THIEEABRLTONET ., Fid JALT Offf
MERESE 572012, TR —a > Sk R E
ZRETZDOBHOTY, JAHRABEEL TIIRDTORkE
EROETIN, JALTICH 2T AT 72TV %5
JEFTELIDENERILTRNOET,

Nominee for Position of
Director of Records

Samantha

Kawakami
Education / %

¢ BA in Communication
(Japanese minor), Alma
College (Alma, Michigan,
USA)/ 3o —>ar

56 THE LANGUAGE TEACHER Online e https://jalt-publications.org/tlt


https://jalt-publications.org/tlt

2L (HARBBRIFE) . VIV ALY CREIT T >
MNTIV)
Employment / W5
e Associate Professor, Matsue Kosen (Matsue,

Shimane)/ ¥ATT. 1.2 % 55 P 224 (B AR IR ARTT )
Bh#

JALT Experience / JALT Bk

e 2003-2009: Associate Member (Macmillan
LanguageHouse)/ 2003-2009: EZ R ARE (X273
I3 I =V NTRA)

o 2013-present: Member of Hiroshima Chapter
and BRAIN SIG/ 2013-BE: R BB LU
BRAIN SIG &8

e 2020:JALT2020 International Conference,
Room Host Coordinator/ 2020: JALT2020 [E R4
VLA =T 4% —

e 2021: JALT2021 International Conference,
Room Host Coordinator/ 2021: JALT2021 [FEFRe
i W= LRAN A=F (R =5 —

e 2022:]JALT2022 International Conference, On-
line Conference Tech Support/2022: JALT2022
ER . AT iy R —k

o 2023-present: Director of Records/ 2023-BiE:

E Rt
Statement of Intent

1 have been the Director of Records since the
beginning of 2023. It has taken the first year to get
comfortable with all of the regular tasks related to
the Executive Board Meeting: gathering and com-
piling reports to create the JALT Executive News-
letter, making sure that everyone is on the EBM
Team in Basecamp so they can actively participate,
preparing attendance and voting documents, taking
minutes, and making sure that we maintain quo-
rum. I have made changes to these systems which
have made things smoother, but 1 am still fine-tun-
ing everything.

I have also been working on cleaning up Base-
camp, an ongoing task, which involves making sure
that everyone in Basecamp is a current member and
helping people get on the teams that they need to
be on.

Also, 1 have been working with the Technology
Advisory and Support Committee. We are working
on creating teams of members who can work on
various aspects of all of the JALT websites. The goals
are to build in redundancy so we are not reliant on
just one person and to distribute the workload so it
is not a heavy burden.

1 am hoping to stay on as Director of Records and
continue working on these projects.

The Language Teacher ® JALT Focus

20235 EDHIDNHEFLIH Y EEZBED TNET, Kl
0)1415%‘1@;’(‘ HHESCHEET 2T RTOEH EFHITEN
ICREEDS NI E LTz, 2SO, JALTH
5:5——:1._7\V&“’Ef’ﬁﬁﬁ@‘%f:@@?ﬁ%%@ﬂ%bﬁ
% i‘é’f]\ﬁﬁﬁﬁ’) Z T & 5L D1TBasecamp TEBMF
ﬂDbTb)é;téﬁEE —a—é;& IEH,#C‘:.?XTF\‘@E
*E’?:E{FT%u_& EABEREIERR T HIE. BRI MR
’é_ix_&?‘ck‘:??\aiﬂi@_ FINITNSDT AT LA
EMA. YFEELOAL—RITEDSNDEIICLELE
MW, EETXRTEMFEL TWDERETT,

E/AN Basecamp@ﬁ‘)—‘/7‘77OLZ‘E)HXV)%E/L/T(/\$
9, 23U, BasecamplZ B RSN TN D TR TD ANNEL
TEDAUN—TH DI TR LB TF— LIS MNT
ZDHIIITT B2 DRI EETT

Z LT, 7r/uo—#i - AREERE—BILFz
LTEELE, BB, JALTO TR TOY LT H A D
SEIFERMAICHDMOZENTEDALN—DF—LA
ZEBHZEICIOMATNET, BRI, — ANITKFELR
IAJZD TLEEER-EDZEE, AHNKEAERN

IHEBEZ N HESEDHILETT,

ﬂ\ BN ELLTED, 2SOy 7 M
BOMAE T - NERSTNET,

/L sammv J

Nominee for Position of Director of Treasury

Anton Potgieter

After graduating from the
University of Guelph, On-
tario, Canada, with a Bach-
elor of Commerce degree
(Management Economics in
Industry & Finance) in 1992,
1 worked for 12 years in the
finance industry in Toronto,
first as an internal controls
auditor at Citibank Canada
and later as a financial ana-
lyst and project manager at
RBC Dominion Securities and TD Securities. Since
arriving in Japan in 2005, I have worked in various
areas of the English language education sector. | am
presently a lecturer at Okayama University and a
number of other universities around Okayama, as
well as a business English instructor for a multina-
tional chemical engineering corporation.

After attending JALT events over a number of
years, | became a member of the Okayama Chapter
in 2013, and since 2015 1 have been the Okayama
Chapter Treasurer. In 2019 1 became involved with
JALT at the national level as the Chapter Treasurer
Liaison, and since 2021, 1 have been the Financial
Steering Commiittee Chair. In these positions I have
participated in and then overseen the preparation of
JALT’s annual budget, and presented this to the Ex-
ecutive Board. 1 am also currently an auditor for the
United Associations of Language Studies (UALS).
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19924 T H T DA > HUA M Guelph K2EITHBWNT
PR b s GEZ - SRIc B DR ERE ) BS%. ~o
SR TEABEAEICI2ERB BN LELE. . £ T
Citibank Canada CHES#EHlEEEEEEL T, £ DEIZRBC
Dominionil % & OTDFE % T %7 FU AR, £/=270>
IR RF—Dy—E L TEB W LELZ, 2005 4EICH
ARIZHKTLR, RN FEABE D BOIEIER0H TH
WTEEL, RIFHTE, ML K2EZ2IICDHET B M LE
WD LDRFTHMERD THDIEN, ZEELFT
:g_“/“:YU‘/ﬁ%*ﬁ'@EV*X%%@%E@B%@TM&

HICDJALTA N> M ES NN DD TEZ, 2013
T ILSZERD A IN—E72D, 20154EMBITESETD
REEAENLMILSZHORFEHYIETWEENT
BOET, T/, 2019 FENSITH AT LTS
E L JVDJALTIZBEH B EHIT720, 2021 EN B3
EEEESORAESTETWEEVWTWET, 250
BECHBNT, AL JALT OFERFEOERICSBEL
VEBL, INEHMTRESICIRHBLTEELE, £28
fE. United Associations of Language Studies (UALS) D%
EHBHIETOEENTWET,

Statement of Intent

If given the opportunity, 1 believe my experiences
as Financial Steering Committee Chair, Chapter
Treasurer Liaison, and Okayama Chapter Treasurer,
along with my background in finance and working
relationship with JALT Central Office, will allow me
to build upon the work of past Directors of Trea-
sury. If elected, it is my intention to support chapter
treasurers, SI1G treasurers, and the international
conference treasury team on practical transactional
matters, as well as provide assistance with planning
budgets and managing finances.

As Financial Steering Committee Chair | have
identified areas where JALT’s financial resources
could be used more efficiently. If elected, 1 intend to
further improve financial reporting by implement-
ing a system that provides information in greater
detail. This will allow for more in-depth analysis
and enhance the decision-making process on how
funds are utilized.

Furthermore, while JALT’s revenue is growing
again, it continues to be lower than pre-pandem-
ic levels, and the extent to which it recovers still
remains to be seen. Chapter and SIG funding is
directly related to revenue, and much has changed
since current funding policies came into effect in
2016. I believe now is the time for the Executive
Board to discuss new funding policies that reflect
the current financial environment.

BRZNZLETHEOITLES, MHEEREROE
Bi., XtV >, LSRGt E L ToRER, B
BHBICBIT2N\Y 7598, Z U TJALTHREBE R
EDHNBERZBEL T, BEOMBHLHFOMLFES
SICHBEIELIENTEDLLMETHRE T, EHN
TIEFERLES, &3 aEt, SIGREE. BRI 5T
— LT EBREIGIHTYR—RU, PRETEC B E
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IZEET 2B TR S CWEEEET,

5 EERZREEOEEEELLT, RISJALTOMEZ X
DNRINHER TEAHEREELELE, BEINEL
7256, KOFEMI7e B ME IRt T2 AT LA BB AT HIE
T, B REEZISICHETEOHDTT, UKD, &£
DEE72 MV AT REIC 720, B2 R ICHE A9 5 51E
T aEERE O A bEnEd,

S5, JALTOIGRIZHEMEN TS EIFW A, /8
FIVIHTOKEE FEIDENTTHBD, EORERETS
MIFERMBETHET, ZEB/SIGOE SR HITINLRIT
EHEIR L TWET N, 20164 ICE S FEF S felTS
NTLE, Z2LDTENELLTWET, FATES T 8T
ZEESDNREOLRER B % MU 7= #7= 72 & £ 80 2 5
Reikind R THDEELTNET,

Nominee for Position of Director of Treasury

Glenn Magee

JALT Experience: Gifu
JALT President (2021-pres-
ent), BRAIN SIG Publicity
Chair (2021-present), Trea-
surer (2014-2021), Journal
Editorial Review Board
(2022-present), Assistant
Treasurer TESOL-JALT
International Mind, Brain
and Education Sympo-
sium (2020), The Language
Teacher: Editor (2016),
Associate Editor (2015),
Column Editor (2014), Proofreader/Copyeditor
(2013), Learner Development-SIG, Editor Learning
Learning (2012-2015), PanSIG Reviewer

I B ST H, & (2021 4E ~B1TE) , idFE - DR 3R
FHBEWMRER. JLWMEBEAE D . 25H% (20144
~20214F), v —FIIVIRIEEAEZ B X E (202248 ~H
7). TESOL-JALTER.L ik, S > RIT L, 2
WP 548 25 F Ol (20204F) . The Language Teacher,
Rt (20164F) . EFMmMEH (20154F) . AT L%
H(20144F) | ATIEH (20134F) , R E T ROT A
MIEE S, REE . FHO¥E (20128 ~20154)
. PanSIG. &##

Statement of Intent

1 am thankful for my enriching experiences
through my involvement in JALT activities over the
past two decades. The relationships I have formed
with fellow educators who share my passion for
empowering others have been instrumental in
keeping me engaged and committed to the field of
education. 1 am incredibly fortunate to have gained
invaluable financial and social experience by volun-
teering for various local, national, and international
events. As a potential Director of Treasury, 1 pledge
to advance JALT’s mission and uphold its commit-
ment to supporting language teachers in Japan. 1
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am eager to forge new connections that align with
JALT’s goals and contribute to its long-term sustain-
ability in supporting educators.

CD204 [, JALTOIEENCS L, Sz S
FTWEEWIEITEH L TOWET . MFICHESZS
EWDIFAZ I TLHFLMHEORRIT, ANEFH
SEICEADD, BRE LT 5 ETRERZZ LB TN
£, Ml BN, BERNASEIERITHRICTRI > T+
TELTEITAHZET, MIT VDA DIRNIF B - £k i)
RBMERDIENTE, REEHITE->THWET, U
MEREMAEL T JALTOManZHEEL . H A D2
EXBETHENDAIY AL IEFHIEEENET, A
13 JALTO BRI S H LW O RN e, AFE
ZXAET DJALTORMM 2 Fif vl eI IC BB LIz &
EATNET,

Nominee for Position of Auditor

Grant Osterman

Dr. Osterman has been
teaching in Japan since
1993. Originally from a
small Midwestern town
in the United States, he
earned his bachelor’s
degree in psychology and a
master’s degree in educa-
tion from the University
of Maryland. After a short
hiatus, he completed his
doctorate degree from
Northcentral University
in educational leadership. Over his career, he has
taught at elementary schools, junior high schools,
universities, and is an administrator at a private
school in Okinawa.

Dr. F A& —< 203 1993 ENSHATHA TNET,
TEREKEPPEE QNS ISHT O S THD, AV—=F 2R
RETLHZOFP L EBIVEEFOELEERELE
L. 20, /= AR IV RFETREE -5 — v
TOELEERELELZ, CNETOFYUTDOH T,
INERE, AR REET B Z LD, BIEISIRE DR
FROEBHEDHBDO TNET,

Education / *£f

o Ed.D. Educational Leadership, Northcentral
University/ /—At> hIL KRS 5 AES
HIK

o M.Ed. Instructional Technology, University of
Maryland University College/ AU—5 > RKZEK
EBEELRREE

o B.A. Psychology, University of Maryland Uni-
versity College/ AU—F > KK 2+ L%
B
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JALT Experience / JALT Bk

o Hejoined JALT in 1995 and has served in many
roles such as vetting, conference/site chair for
events, and currently serves on many JALT
committees/ f%1X19954F1Z JALT IZHIA L. T3
FTIHEER, IV FDOERERCRHETOMER
L SRITEREMEBD, BIUETHE<D JALT &
BRIZZMLTWET,

o 2016-present the Okinawa Chapter member-
ship chair/ 2016~ B MRS R B R

o 2018 November-2019 November Teaching
Younger Learners Special Interest Group Mem-
bership Chair/ 2018411 H~20194: 11 H: JZ# D
BeRg 3R RS HEOZ B R

o 2019 November-2022 November Teaching
Younger Learners Special Interest Group Coor-
dinator/ 20194E11H~20224E11 1 : R E D E 245
BRI RO —T 4 —5—

e 2020 June-2020 December Interim Special In-
terest Groups Representative Liaison for JALT/
202046 H ~20204F 127 : JALTO B 7 4 il FI 2 [ ¢
(VST E 3=

o 2021 January-current Special Interest Groups
Representative Liaison for JALT/ 20214F1 5~
FE: JALTOR IR B ZE RS B

Statement of Intent

If elected as Auditor my main focus will be on
upholding the JALT Constitution, Bylaws, Stand-
ing Rules, Policies, and Code of Conduct. Having
worked directly with the Board of Directors as SRL
since 2020, 1 have come to see the need for a more
transparent and streamlined organization. As SRL, |
have worked hard to make sure the next person will
not have to start from scratch. We have created, or
updated, handbooks and manuals for almost every
position within the JALT NPO. I hope to contin-
ue this process and make sure all handbooks and
manuals are in compliance with JALT procedures, as
well as see to it that all members of the organization
are well represented.
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JALT MEMBERSHIP INFORMATION

The Japan Association for Language
Teaching (JALT)

A professional organization formed in 1976
S 1976 F ISR ENCFIFE R

e Working to improve language learning and teach-
ing, particularly in a Japanese context
SEFDOFBEHEOR LEMS I LEBNELTVET

e Almost 3,000 members in Japan and overseas
- ERSNTHI 30002DRENNET

https://jalt.org

Annual International Conference

e 1,500 to 2,000 participants
- 41,5005 52,000 BMLE S

e Hundreds of workshops and presentations
-BHDT—0T 3V TORRDNBIET

e Publishers’ exhibition - BR#LICEDHMBLH Y F 9

e Job Information Centre

-RBERE 2 —DRITONET

https://jalt.org/conference

JALT Publications

e The Language Teacher—our bimonthly publication
-lRBAHEGLEY

e JALT Journal—biannual research journal
-EEHTLEY

e JALT Postconference Publication
- FREEREORRHRECRELHTLEYS

e SIG and chapter newsletters, anthologies, and con-
ference proceedings - DEFFIARE R PHZEHERM, 77>
VAV ARERRCREERITLET

https://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
education ¢ Global issues in language education ® Japa-
nese as a second language ® Learner autonomy e Lifelong
language learning ® Materials development ® Pragmatics,
pronunciation, second language acquisition ® Teaching
children e Testing and evaluation

ZBRUDHFHREERICLSH R PHRRISHEZ M TRIME
TN UTORF TCORKPARBENMTONE T, /A AUX
L, CALL, RENEFBHE, HAEFEH, Y1 04— LBFFE JO—
JNVERE, BASEHA. BENTE. iR RS - B2SREE R
BEFHE DEEZHE. sRETH. BMERRE F,

https://jalt.org/main/groups

JALT Partners

JALT cooperates with domestic and international partners,
including JALTIEFOERNDFREBIELTOED):

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 EDHERIH 1 EBXTENE T, TR PRRICES
WCEMTEET,
e Regular —fi#=5:¥13,000
e Student rate (FULL-TIME students of
undergraduate/graduate universities and colleges
in Japan) 242 SEROLBHIOREEIEAERDE
4):¥7,000
e Joint—for two persons sharing a mailing address,
one set of publications ¥ 31> 28 (RICEFRTCERT
HEAN2LETSRE L. JALTHRRYIE 24T 1ER): ¥21,000
e Senior rate (people aged 65 and over) =7 RE(654%
M £a75):¥7,000
¢ Group (5 or more) ¥8,500/person—one set of publi-
cations for each five members V)L—7&&(5%M &
TERE L JALTHRRYDIE 52 S &IT T1ER): 14 ¥8,500

https://jalt.org/main/membership

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

JALT Central Office

Level 20, Marunouchi Trust Tower—Main,
1-8-3 Marunouchi, Chiyoda-ku, Tokyo 100-0005 JAPAN

JALTEE#/5 1 T100-00055 RESTALHRKALDN1-8-3
HDR b ZR b2 T —AEE208

Tel: 03-5288-5443; 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 sign-up page located at:

https://jalt.org/joining.
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Life’'s Harsh Dualities

luidentity: This might or might not be a real
F word. Google couldn’t give me a definition, but

it did try to help me out with a few interesting
links: an impenetrably dense article in a philosophy
journal that, perhaps, was about the “archaeology of
morals”; a defunct blog for international art students

in Italy; and a Reddit page that wanted me to confirm
1 was over 18 before viewing.

So, 1 have decided to create my own meaning for
the word. Fluidentity is this: a word to describe the
subtle or drastic shifts in meaning that words go
through each time they are used. When you were
14 and saw your neighbor’s dog with its tail dyed
pink and said, “Cool!”, the meaning you conveyed
with that word was substantially different from the
meaning you expressed last week when you saw a
drunk businessman dancing in evening traffic and
said, “Cool!” Time and context conspired to make
each utterance unique in meaning.

Actually, I had decided several months ago on
a meaning for fluidentity, but I had to change it.
You see, | was doing some light reading on French
philosophy, and you know what French philoso-
phy always leads you to? Yes, difference. Difference
between bodies and minds (Descartes), individuals
and societies (Rousseau), signifiers and signifieds (de
Saussure), men and “others” (de Beauvoir). And then
there’s the big one: the difference between differ-
ence and différance (Derrida). When you delve into
French philosophy, you learn to appreciate how it is
that two academics can chat amicably on a philo-
sophical topic for hours and then go home with two
utterly exclusive opinions in their heads about what
they were talking about.

For some people, entertaining intellectual dualities
comes easy. (Duality implies only two courses where
there could be more, so I'm oversimplifying, but bear
with me, please. | have a hard enough time dealing
with ... one-ality? ... is that a word?) While ordinary
people want to wake up in the morning and drink
their coffee and face an understandable world with
words and ideas that mean basically the same as they
did yesterday, intellectuals prefer to make sport out
of constantly redefining concepts and the words to
describe them. Take for example an assertion such
as, “Pig Latin as a language game embodies the role
micronarratives have in undercutting attempts to
create grand unifying theories of history.” Some-
one like me might hear that from a person’s mouth
and respond by searching for an empty barstool on

the other side of the room, whereas an intellectual
jouster is more likely to tap her nose and say, “Well
played.” She would then take one of those words—
embodies, for instance—and attach a meaning that
the speaker never intended, sending the discussion
off on linguistic tangents sharper than the icepick
used to make her mint julep.

It might seem petty or devious to take otherwise
familiar terms and thrust new nuances or meanings
onto them just for intellectual fun or one-upman-
ship. But specialized, one-time-only meanings are
nothing new to us as language users. In their classic
study called Politeness (1978), Penelope Brown
and Stephen Levinson suggested that a phrase as
farfetched as, “Oh God, I've got a headache again”
could, under the right conditions, “convey a request
[by the speaker] to borrow [the hearer’s] swim-
ming suit” (p. 215). Imagining a scenario linking
headaches to loaned swimwear requires gymnastic
thinking and reminds me of the parlor game Six
Degrees of Kevin Bacon. Here’s another one for you.
Create a context that allows the first phrase to con-
vey the second phrase’s meaning:

1) “There’s purple stuff growing under my right
middle toenail.”

2) “You should vote Republican this fall.”

If regular people can utilize contextual and
background knowledge to logically link together
superficially disconnected phrases like these, then
I suppose it makes sense that the smarter ones
among us can do so with single words, at will, in a
way that allows others of their ilk to track and land
those logical leaps and then nod smugly at each oth-
er. It’s like they're making giant philosophical puns.

Anyway, 1 am a believer in the multiverse concept
of word meaning: A word means a million different
things before and after a given moment, but at the
point it is spoken in one unique context, it means
only one thing and may never mean that again. Or,
we could call it Schrodinger’s Cataphora: We don’t
know what a word refers to or how it will change
reality until we actually “open the box” and use it.
Or we could call it fluidentity. That’s what I'll call it
for another week or so.

Reference

Brown, P., & Levinson, S. C. (1978). Politeness: Some
universals in language usage. Cambridge University Press.
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JALT's 50th Annual Conference on Language Teaching and Learning

© November 15-18, 2024
@ Jjalt.org/conference
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Shizuoka: Nov 15-18

JALTCALL 2024

The Impact of Al in
Language Education

Headline Speakers:

Takako Aikawa (MIT

Director of Japanese Language
Program), previously Micro-
soft Research Expert in Ma-
chine Translation

Joel Tetreault (Datamnr

Al professional and Compu-
tational Linguist) previously
ETS, Grammarly, and Yahoo

https://events.jalt.org/e/
jaltcall2024

When : May 17-18-19, 2024

Where: Meijo University, Nagoya Dome-
mae Campus

Task-Based Language
Teaching in Asia 2024

The fifth biennial conference presented by the JALT TBL SIG

July 5th-7th, 2024
Meijo University, Nagoya, Japan

w

John Norris
Educational Testing
Service, Japan

Shoko Sasayama
Waseda University, Japan

Jonathan Newton
Victoria University, NZ

CALL FOR PAPERS

The aim of this international event is to enable language educators and researchers from across
Asia to share ideas and discuss various aspects relating to the theory and/or practice of TBLT in
Asia. We also welcome those from further afield with an interest in TBLT. We invite submissions
for paper (25 mins), workshop (40 mins), or poster sessions.

Due date for submission: March 15, 2024 (See our website for details of the submission process)

Following peer review, presenters will be notified of acceptance by early April.

www.tblsig.org/conference
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