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In This Issue

Articles

This issue of JALT Journal is the first Special Issue in the journal’s history,
with essays, articles, and reviews devoted to the topic of race and native-
speakerism. On page 211, guest editors Thomas Amundrud, Collette
Grant, and Shirley Ando introduce the contents of the Special Issue.

The content of the Special Issue is followed by one Japanese-language
article by Rie Koizumi, Susumu Matsuzawa, Reina Isobe, and Koichi
Matsuoka who employ a group discussion and a debate to analyze rater
reliability for Japanese senior high school teachers without detailed rater
training. Following this article is a review by Masahito Yoshimura of a
book by Etsuko Shimo about Japan’s purported ambivalence toward multi-
lingual education.

Reviews

In addition to the three thematic-reviews of the Special Issue, six additional
reviews are featured. To open, the fourth edition of English L2 Reading:
Getting to the Bottom, which covers the systematic English writing system
and some models of reading processes, is reviewed by Adelia L. Falk. Next,
Hugh Graham-Marr evaluates a title on offensive or taboo language and the
reactions engendered that lead to gatekeeping of online discourse. Through
collaborative effort (with referral by James Kimball from KOTESOL), Stewart
Gray was invited to examine an edited volume on policy suggestions for
language teacher education in Asia. A. J. Grimm takes a look at a textbook
addressing the art and architecture of academic writing and aptly named as
such. A book authored by Kathleen Bailey on the techniques and practices in
teaching speaking and listening is covered by Khilola Uralova. And finally,
Ian Wilson lends his expertise of phonetics and phonology to review a
practical guide (and its many online resources) designed to help readers
analyze their own speech and that of others by becoming more consciously
aware of how speaking and pronunciation are done through the use of the
acoustic analysis freeware, Praat.
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From the Editors

We begin this issue by expressing our sincere condolences to the family,
friends, and colleagues of Dr. Steve Cornwell, who passed away on April
25th, 2022. It is well-known that Steve was an integral part of the JALT com-
munity, having held positions in special interest groups and the Board of
Directors in the association. He also served proudly as the JALT Journal (]])
Associate Editor and Editor from 2004 to 2008. His energy and enthusiasm
will be sorely missed, and we could not be more grateful for his pivotal role
in J]'s growth.

This issue will be the last issue with Gregory Paul Glasgow serving as
Editor. Dennis Koyama and Jeremie Bouchard will assume the roles of
Editor and Associate Editor respectively. Gregory wishes to express his sin-
cere gratitude for the privilege of being a part of the ]J] team since his tenure
began in November 2018. He would also like to offer Dennis and Jeremie
words of appreciation for their steadfast support and dedication. There is
no doubt in his mind that the journal will remain in capable hands going
forward! Gregory would also like to extend special thanks to Editorial Board
Members, additional reviewers, and proofreaders for their efforts in main-
taining the quality of the journal.

The J] editors are excited to announce that this issue is the first Special Is-
sue in its history. Special issues often make an important contribution to the
development of academic discourse in a specific field, because they allow
researchers and practitioners to (a) identify an issue or topic of particular
relevance to the context in which the journal is read, (b) summarize the key
concepts and debates shaping that issue, (c) bring further sophistication to
existing academic discourse and identify new research possibilities, and (d)
identify key readings for the journal readership. Special issues can also at-
tract new authors and readers to an academic journal, and can be effective
means of finding new editors for that journal.

In light of this, we therefore give special recognition to this Special Issue’s
guest editors for their tireless work in the coordination of this project. We
also strongly encourage ]] readers to submit proposals for special issues in
applied linguistics in the future. When submitting such proposals, please
make sure to include: (1) a title which clearly captures the special issue
topic, (2) a brief description of the special issue, (3) an account of the moti-
vation behind the special issue and its importance to the field at large, (4) a
list of guest editors with short biographical information, including editorial
work experience, and (5) a list of article contributors, with a short descrip-
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tion of each article contribution. Specific details on the submission process
for special issue proposals will be available on the J] website after the new
year and will be printed in the May 2023 issue.

We would also like to remind readers that the Point to-Point section of
J] provides readers the opportunity to comment on, in no more than 1,000
words, previously published J] articles. We look forward to your responses
not only to the content from this Special Issue but to any published article in
past and future issues.

Finally, J] is now processing manuscript submissions in English via an on-
line submission system. English manuscripts should be submitted in either
Rich Text or Microsoft Word Format (PDF submissions will not be reviewed)
to http://www.jalt-publications.org/content/. Materials in Japanese should
continue to be forwarded by email to the Japanese-language-editor, as ex-
plained on the JALT Journal website. Starting in May 2023, all appendices
will be published in digital format only and will not be included in the print
version of J]. This decision was made to help manage printing and shipping
costs associated with the additional pages.

— Gregory Paul Glasgow, Editor
— Dennis Koyama, Incoming Editor
— Jeremie Bouchard, Incoming Associate Editor

Erratum

The review of the Candlin & Mynard ePublishing volume “Foreign
Female English Teachers in Japanese Higher Education: Narratives From
Our Quarter” edited by Diane Hawley Nagatomo, Kathleen A. Brown, and
Melodie Lorie Cook, authored by Alina Friel and published in Volume 44,
No. 1 (2022) of JALT Journal, contained a spelling error on page 177 for
one of the co-editors of the book. The correct spelling of the co-editor’s
name is “Diane Hawley Nagatomo”.
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From the Special Issue Guest Editors

It is our pleasure to introduce this special issue of JALT Journal, “Issues of
Race and Native-Speakerism In ELT.” Race has implications for all aspects of
the English language teaching (ELT) profession. It is imbricated in why Eng-
lish is a dominant global language; it is visible in the standardized textbooks
used in classes around the world, and it is directly involved in the image
and background of the so-called ‘native speaker; who remains prominent
as the “ideal” English language teacher despite ongoing criticism (e.g., But-
ler, 2007; Fairbrother, 2020; Houghton & Hashimoto, 2018; Rivers & Ross,
2013; Von Esch et al., 2020).

This special issue emerged from two separate yet connected events: the
January 23rd, 2021 JALT Kyoto Chapter event from which this special issue
gets its title, and the subsequent Equity ELT Japan event held on January 25-
28, 2021. It was at these two events that the authors of the articles and book
reviews and the special issue editors met. The interest garnered in these
events attracted a wide range of participants from around the world and
across Japan. That many of them were not ‘native speakers, did not resem-
ble the raciolinguistically typical ‘native speaker’ (Rosa & Flores, 2017), or
did not come from Kachruvian “inner circle” (Kachru, 1992) countries, all
hinted at the need for more substantive attention to the issue of race and
native-speakerism in ELT.

Native-speakerism can be defined as a pervasive ideology within English
language teaching which values the models of English and the institutions
of the West, and by extension its ‘native speaker’ representatives, over those
from other parts of the world (Holliday, 2006). The favoring of “the-West-as-
the-best” model for teaching English has led to the spread of discriminatory
hiring practices within the ELT industry where the marketing and hiring of
teachers has less to do with language-related and teaching-related skills and
aptitudes and more to do with skin color, accent, ethnicity, or even one’s
name. For instance, in Asia, local English teachers are denied employment
opportunities and benefits in favor of (typically) white, ‘native-speaker’
teachers, regardless of how well-qualified local teachers, or poorly qualified
some ‘native-speaker’ teachers, actually are (e.g., Braine, 1999; Lowe, 2020).

Alongside the ELT context, the global Black Lives Matter protests of Summer
2020 for justice and equity spurred many people to question their complicity
in perpetuating historic injustices and upholding structures of exclusion and
unjust hierarchies. JALT, like other language teaching and research organiza-
tions, has been rightly criticized for its part in perpetuating historic inequi-
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ties in our field (e.g., Hollenback, 2021). This special issue, along with other
changes such as greater diversity in the plenary speakers at JALT national
conferences and the formation of the JALT Diversity, Equity, Inclusion Com-
mittee, is one small step toward addressing and correcting these injustices.

Beyond mere justice and the deep connections between the topic of race
and native-speakerism and ELT described above, we believe this topic is rel-
evant to JALT Journal readers because of current trends in language teaching
scholarship worldwide and in Japan. The featured articles and book reviews
which specifically address race and native-speakerism in this special issue
will be of interest to teachers, scholars, and students from racialized and
minoritized groups, many of whom will see issues concerning their own
experiences discussed in a prominent journal in Japan. Moreover, it should
be of interest to members of majority cultures, be they Japanese nationals
in Japan or white ‘native speakers’ around the world who wish to develop
greater understanding and work toward solidarity with their colleagues,
whose stories they may not have been previously aware of.

In the Introduction to this special issue, Ryuko Kubota cautions against
reproducing racial and linguistic prejudices that promote indifference or
hostility toward certain racial or ethnic groups, and advises that stakehold-
ers must not only promote anti-racism and anti-linguicism, but also recog-
nize the epistemological biases that are present in their own knowledge,
teaching materials, and methodologies. Following is a conceptual essay
from J. P. B. Gerald that examines the ways the centering of whiteness and
pathologization of English language learners are inextricably connected in
English language teaching. He looks at how whiteness has been constructed
both globally and in Japan as well as how Japan’s English as a foreign lan-
guage (EFL) industry has been conceived. He argues how whiteness as an
ideology depends on the pathologization of ‘non-native speakers’, impairing
both teachers and learners, and concludes with practical ways to challenge
this ideology. In the next article, Robert J. Lowe’s ethnographic study ex-
plores native-speakerism in Japan through a frame analysis perspective.
Based on teacher’s notes and interviews, Lowe examines the hidden aspects
of native-speakerism ideology, analyzing master and counter frames in a
graduate class of teacher trainees learning critical issues in ELT. Although
Lowe observed the persistence of native-speakerism, he also detected some
movements away from it with examples of counter-framing. This may lead
to teacher trainees’ reevaluating their long-held beliefs in the superiority of
the ‘native speaker’ as a necessary model for the English language.

Three book reviews directly connected to this special issue contain exam-
ples of how ELT practitioners worldwide experience and respond to being
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marginalized as a result of their racial and linguistic identities. Collette
Grant begins by reviewing the title (En)countering Native-Speakerism: Glob-
al Perspectives. The book includes works by English teachers who reflect on
their experiences in countries such as Kuwait, Mexico, and Turkey, where
‘native speakers’ are favored, and warns against limiting teacher identities
to ‘native’ or ‘non-native’ speaker labels. According to the authors, such
constraints may yield an inaccurate picture of the professional identities
of teachers, with certain aspects being magnified (e.g., their race and eth-
nicity) and others trivialized (e.g., their experiences and educational back-
grounds). This culture of trivialization is further discussed by May Kyaw Oo
in her review of Narratives of East Asian Women Teachers of English: Where
Privilege Meets Marginalization which details the stories of a group of East
Asian women educators enrolled in graduate TESOL programs in American
universities who, despite their privileged backgrounds, find themselves
marginalized because of their racial and linguistic identities. In the final
book review, Collette Grant presents a summary of Language Teacher Rec-
ognition: Narratives of Filipino English Teachers in Japan which engages in
a critique of the conceptualization of language teacher identity under the
poststructuralist theory of identity. It proposes an alternate conception that
emphasizes reality over discourse, and which promotes mutual recognition
as a means of eliminating identity-based biases in ELT.

The Guest Editors would like to thank Susette Burton, Jackson Lee, Robert
Lowe, and May Kyaw Oo for their involvement in the initial special issue pro-
posal. We would also like to thank the keynote speakers at the 2021 Kyoto
Chapter event, Ryuko Kubota and Le Ha Phan, for their support and encour-
agement. Finally, we are extremely thankful to JALT Journal Editor Gregory
Paul Glasgow, Incoming Editor Dennis Koyama, Incoming Associate Editor
Jeremie Bouchard, and the JALT Journal Book Review Editor Greg Rouault
and Assistant Book Review Editor John Nevara, for their invaluable guidance
and assistance at all stages of this publication journey.

Guest Editors: Thomas Amundrud, Nara University of Education
Shirley Ando, Otemae University

Collette Grant, Misato Board of Education

Special Contributors: Susette Burton, Kwansei Gakuin University
Jackson Koon Yat Lee, Toyo University

Robert J. Lowe, Ochanomizu University

May Kyaw Oo, Nagasaki University
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Special Issue Articles and Reviews

An Introduction to Race and Native-
Speakerism in ELT

Ryuko Kubota
University of British Columbia

The recent public reckoning with racisms in North America has elevated the impor-
tance of addressing racial and linguistic justice in English language teaching (ELT).
Although this topic is not entirely new in ELT, the link between race and language has
not been sufficiently addressed in Japan. Research indicates that native speakerness
indeed intersects with race and other identities, affecting the conceptualization of
who legitimate English speakers are. Raciolinguistic injustices reflect a number of
contradictions and ironies, including White Anglophone biases in promoting inter-
nationalization, self-marginalization of Japanese learners in desiring White native
English speakerness which they can never achieve due to their race; racialized
English teachers’ complicity with normative ideologies, Japan’s failure of social and
economic advancement despite its neoliberal promotion of ELT, and a lack of under-
standing that communication is to bridge human differences. Addressing issues of
racial and linguistic justice in ELT will contribute to societal wellbeing and peace.
Jﬁfﬁitﬂéf{iﬁ%%@TDN%J\@%EU’\O)M 3, EEEEEICBNWTO AER - SEHA
ICHROMO EENEZ SO TN D, TGS l:&OTZ\fb%fﬁbb!TﬂVTHtﬁb5%)0)
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Keywords: antiracism; native speakerness; raciolinguistic ideologies; social
justice; Whiteness
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anti-Asian racism in the United States, which quickly spread to other

parts of the world. These movements inspired many professionals in
language education to pay greater attention to racial inequalities involved
in teaching and learning. Racial justice in language education is intertwined
with linguistic justice, since language users—teachers, learners, and inter-
locutors—come from diverse racial and linguistic backgrounds, and yet
they are positioned unequally in hierarchies of power. For instance, in our
everyday discourse, ‘native speakers’ and ‘non-native speakers’ of English
are often marked by perceived racial difference. This special issue of JALT
Journal —“Race and Native-Speakerism in ELT”—responds to these bur-
geoning calls for racial and linguistic justice in language education.

Attention to justice issues in language education, however, is not entirely
new. In the field of English language teaching (ELT), discrimination against
non-native English speaker teachers (NNESTs) began to be problematized in
the late 1990s as an advocacy movement within the association of TESOL In-
ternational and as a research topic in applied linguistics (Selvi, 2014). Even
before then, sociolinguistic research uncovered diverse varieties of English
used in the world—or world Englishes—raising their legitimacy as research
foci and laying a foundation for the NNEST movement. A concrete example
of the NNEST movement is TESOL International’s adoption of the “Position
Statement Against Discrimination of Nonnative Speakers of English in the
Field of TESOL’ in 2006." In the Japanese context, issues of NNEST and
the superiority of native-speakerism have long been problematized (e.g.,
Kubota, 1998; Matsuda, 2003). Nonetheless, some universities and other
educational programs in Japan still require the status of ‘native speaker’ for
teaching positions.

Just as linguistic justice has been addressed for quite some time, issues
of race, racialization, and racism in ELT have been discussed since the mid-
2000s (e.g., Curtis & Romney, 2006; Kubota & Lin, 2006; see also Von Esch
et al,, 2020). Even as early as the mid-1970s in Japan, Douglas Lummis, an
American critic residing in Japan, problematized the Japanese desire for
Whiteness by describing the world of eikaiwa [English conversation] as
racist because of employment discrimination that favored White teach-
ers (Lummis, 1976). More recently, racial inequalities of English language
teachers in Japan have been pointed out by several authors (e.g., Kubota &
Fujimoto, 2013; Rivers & Ross, 2013; Takahashi, 2013). Outside of Japan,
raciolinguistic ideologies and injustices in ELT and language education in
general have been explicitly and increasingly problematized through pub-

T he 2020s opened with a rise of protests against anti-Black and
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lications, conference presentations, and social media conversations. More
specifically, challenging raciolinguistic ideologies means to recognize how
linguistic biases, as seen in native-speakerism and discrimination against
non-mainstream language speakers, are closely linked to racial biases
(Flores & Rosa, 2015). Nevertheless, critical discussions on racial and lin-
guistic injustices in ELT in Japan are still rare.

Against this backdrop, this special issue exposes concerns that have not
occupied the frontstage of professional discussions on ELT in Japan. Moving
away from a sole focus on the pragmatic aspects of teaching and learning,
this issue explicitly confronts the problems of inequity that professionally
affect racially and linguistically minoritized teachers and epistemically in-
fluence learners in Japan.

Language and Race in ELT: Examining Contradictions

In addressing race and native-speakerism, itis important to recognize that
the experiences of English language teachers and students cannot simply be
characterized by either their linguistic background or racial identity; rather,
these experiences are shaped by the complex workings of intersectional-
ity or the interplay of multiple identity markers, including gender, ethnic-
ity, class, language, sexuality, ability, and age. Furthermore, intersectional
identities shape human experiences in multiple hierarchies of power that
are contextually varied and fluid. Thus, although critiquing the perceived
superiority of ‘native speakers’ of English is important, what also needs to
be problematized is how native speakerness as a language marker intersects
with race and other identities to construct people’s mental images of who
‘native speakers’ are or who speaks correct English. Indeed, it is necessary
to question not only language ideology but also raciolinguistic ideology.

When raciolinguistic ideology is considered, it becomes clear that learn-
ers’ desires to acquire native-like English proficiency or educational policies
and initiatives that are based on the standardized language scheme may not
be just about language. The desired proficiency in English is entangled with
other images of English speakers, including race, class, and nationality. This
ideological entanglement creates many ironies, contradictions, and chal-
lenges.

The first irony has to do with the rationale for promoting ELT. During
the last 30 years or more, Japan has been promoting ELT under the banner
of internationalization and later globalization with the belief that English
is a global lingua franca. The assumption is that being able to use English
allows students to interact with people around the world. In real contexts,



218 JALT Journal, 44.2 « November 2022

the English used globally is characterized by multiple accents, expressions,
and nuances used by speakers from diverse racial and ethnic backgrounds
and nationalities. However, the racial bias behind native-speakerism as well
as the ideology of standardized language paradoxically reduce international
communication in English to encounters with mostly White English-speak-
ing populations in Anglophone geographical spheres (Kubota, 2021; Kubota
& Fujimoto, 2013; Takahashi, 2013). Imagining English to be standardized
American or British English and associating it with Whiteness hugely con-
tradict the aspiration for internationalization.

Second, learners’ yearning for White ‘native speakers’ of standardized
English can result in self-marginalization especially in Anglophone locations.
This is due to the prevalence of anti-Asian racism, in which being Asian in and
of itself can become a liability. Furthermore, Asians, even if they are ‘native
speakers’ of English in these contexts, tend to be perceived as speakers
with an accent and unqualified to be teachers or perhaps other types of
professionals (Kang & Rubin, 2009). Such imposed marginality is greater for
Asian women. This implies that even if Japanese learners attained native-like
proficiency in English, they might not be treated as equally as White ‘native
speakers’ in Anglophone societies. Put differently, even if Japanese learners
prefer to learn English from White ‘native speakers’ rather than from
racialized ‘non-native speakers’ or even if they desire to speak like White
English speakers, they could never become like White speakers. Instead,
they are likely to be categorized in the racialized group to which English
teachers of color are also assigned within Anglophone societies. Learners’
complicity with the normative assumptions about race and language can
lead to their self-marginalization.

Third, the above problem of complicity also applies to racialized native or
non-native English-speaking teachers. The superiority of Whiteness, native-
speakerism, and standardized English sometimes compels them to support
it rather than resist it because endorsing this dominant ideology is likely to
benefit their professional attainment, if not to the equal extent compared
their majoritarian peers. This kind of self-subordination without the direct
imposition of power is referred to as hegemony (Gramsci, 1971) or sym-
bolic violence (Bourdieu & Passeron, 1990), a force that compels oppressed
people to take the status quo for granted. The first step toward transforming
unequal relations of power is to raise one’s critical consciousness of the
fact that one is actually being oppressed (Freire, 1998) and to decolonize
the colonized mind (Ngugi, 1981). Overall, anti-racism and anti-linguicism
should not only be promoted in the interpersonal domain or as an initia-
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tive to increase representational diversity in institutions; they should also
problematize the epistemological biases that dominate our knowledge
and beliefs as reflected in our selection of teaching or research materials
(Kubota, 2020).

Fourth, the overall improvement of English skills among younger genera-
tions in Japan during the last few decades does not seem to have brought
about social and economic advancement for Japanese society. The emphasis
on ELT during the last 30 plus years may have raised Japanese students’
proficiency in English in general. The promotion of ELT has been influenced
by the neoliberal ideology that supports the causal relationship between
acquiring skills in English as a global language and obtaining an economic
success (Kubota & Takeda, 2021). Yet, it seems that students’ linguistic
improvement has not enhanced the nation’s international competitiveness
of economy and technology, nor has it enhanced people’s positive attitudes
toward linguistic, racial, and ethnic diversity. Instead, xenophobia, hate
speech, and discrimination against foreign workers and residents do not
seem to have decreased despite the 2016 enactment of the Hate Speech Act
(Ando, 2021). This relates to the final point.

Fifth, traditional ways of English language teaching and learning may not
always enable learners to communicate successfully with diverse others be-
cause human communication involves more than linguistic knowledge and
skills. When learning to communicate in English as an additional language
is reduced to solely acquiring correct forms of English language, the ethical
and dispositional dimensions involved in communication—being willing to
understand diverse others and making efforts to convey meanings through
mutual accommodation and respect—tends to go astray (Kubota & Takeda,
2021). Given that language learning should be about learning to communi-
cate with other humans across difference, this shortcoming is troubling. As
language education specialists, we must reconceptualize what human com-
munication entails by paying closer attention to not only linguistic forms
and functions but also our willingness to learn about human diversity in the
world, respect for human rights, and a mindset for fostering racial, linguistic,
and gender equity and social justice.

Conclusion

Thinking outside the conventional linguistic box is what students and
teachers of English in Japan need to seriously consider in order to advance
racial and linguistic justice as well as other dimensions of social justice.
We should stop reproducing raciolinguistic prejudices and injustices that
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feed into either indifference, compliance, or hostility toward certain racial,
ethnic, or national groups. On top of the imminent environmental threats to
human existence, these injustices further threaten humanity and become a
breeding ground for violent conflicts, harming children, women, and other
vulnerable people. ELT, as educational engagement for enhancing commu-
nication across differences, should contribute to teaching and learning for
justice, wellbeing, and peace. The views and experiences uncovered by the
articles in this special issue offer steps toward critical understandings and
transformative actions.

Notes
1. https://www.tesol.org/docs/pdf/5889.pdf

Ryuko Kubota is a Professor in the Department of Language and Literacy
Education at University of British Columbia. Her research interests include
antiracism, language ideologies, and justice-oriented pedagogies.
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Embodied Whiteness and
Pathologization in EFL

J. P.B. Gerald
City University of New York

This essay seeks to examine the ways in which pathologization and the centering
of whiteness are intertwined in the English Language Teaching (ELT) industry writ
large, with a particular focus on the English as a Foreign Language (EFL) subfield in
Japan. The author connects the hierarchization inherent to whiteness with the ways
that the English teaching field creates and perpetuates oppression, with guidance as
to how readers can help combat these inextricable issues.

Aiwld. HADIEFEHE (ELT). JEITEDRINE THHHEFEE L TORGEAE (EFL)ICH
F 5. BRI & E A O BRI AR L THA B MmZEISNIcT 52 I
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Keywords: anti-Blackness; Japan; native speakers; raciolinguistics; white
saviors

pathologization, and as such it is important that it is clear how this

term is being employed. In her book, The Pedagogy of Pathologization,
Annamma (2018) chronicles the educational experiences of several dis/abled
girls of color in the United States, demonstrating that the construction of their
schoolingis designed to categorize them as inherently abhorrentand deficient.
The argument featured here is that the way we conceive of, define, and teach
English requires that those who are said to be in need of the language be
classified as inherently disordered, and that that disorder is based upon their
distance from what we consider to be whiteness, a word I do not capitalize so
as to limit its power and criticize its placement as a default standard.

T he central argument of this essay is tied to the concept of
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In this essay, I use a technical term (pathologization) associated with
medical diagnosis of abnormality or disorder. As will become clear through-
out the essay, whiteness operates on deficit-based ideologies (Delpit, 1995),
where people in minoritized groups are seen as inherently lacking due to
their membership in said groups. To give an exceptionally brief history,
what we understand as whiteness only emerged in a form recognizable to
us in approximately the 16" century and was gradually built and codified
throughout the West alongside, and in conjunction with, chattel slavery,
capitalism, settler colonialism, and the seemingly endless process of global
colonization (Painter, 2011). These many axes of oppression and their con-
nection to language teaching will be explored later in this article, particu-
larly colonization, and the ways in which power and domination factor into
our field.

In this essay, [ will examine the manner in which whiteness has been
constructed in Japan. This will be followed by a brief examination of the way
that the EFL industry has built off of these conceptualizations in Japan, with
a section on the inextricable link between native-speakerism and whiteness.
After this, the argument will be made for how whiteness, as a concept and
an ideology, depends upon pathologization for its perpetuation, and the
article will then connect said concepts to EFL, and to Japan. [ conclude with
an analysis of how the embodiment of whiteness and the inherent patholo-
gization of this ideal cause harm to both teachers and learners of English,
in Japan and across the world, and offer a few possible paths forward to
challenge such ideologies.

Positionality and Terminology

[ began my career as an EFL teacher in Daegu, South Korea, in 2008. I have
spent most of the intervening years working in adult education in the United
States, though of late, having concluded my doctoral studies, I have turned
my lens back onto the broader field of English Language Teaching, with a
particular focus on the way that whiteness is centered in our industry, and
how this is tied to the maintenance of power. As a Black and neurodivergent
scholar who nevertheless possesses the privilege of maleness, standardized
English, a U.S. passport, and other markers of class status, | have always been
conditionally included in the ELT power structure; that is, my proximity to
the ideal English language teacher depends on my context. My first book was
just published (Gerald, 2022) and it discusses the way that the ideologies
and hierarchies within our field are inherently stigmatizing for anyone not
included within the image of whiteness. My aim in this article is to take
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my ongoing work on this pattern of pathologization and infuse it with the
specifics of Japan-based scholarship. After all, although whiteness may
appear to have but one definition, each context has constructed it somewhat
differently, and its impact on teaching in general, and language teaching in
particular, depends on the time and place.

A brief word is necessary regarding the terminology used in this work. As
a scholar who aims to trouble accepted definitions of oppressive concepts,
[ tried to make clear throughout that I do not accept ‘nativeness’ and other
related ideas at face value, hence the inverted commas that surround terms
like this and others in this essay. Unfortunately, unless the reader would be
eager to read an article where every third word was framed accordingly, I will
use inverted commas for other words that [ might dispute for the sake of read-
ability. For example, at various points I may refer to ‘EFL’ (English as a Foreign
Language) and ‘ELT’ (English Language Teaching). If [ had my druthers, I might
refer to what we think of as ELT and EFL differently, along with a few other
terms included in this piece, but so that we understand what aspect of the
discipline I am describing, some of my terminology may fall a bit short of my
preference. With that said, if you are interested in an extensive discussion of
the field’s acronyms and terminology, [ provide an in-depth analysis of these
issues elsewhere (Gerald, 2022). Now, we turn to perhaps the most important
of the terms around which this article centers.

The Construction of Whiteness in Japan

When this article refers to whiteness, it is not referring to white people,
or people with light-colored skin. Whiteness is not exclusively tied to skin
color, and this work is more concerned with the ideology and the epistemol-
ogy behind the concept than the people that might come to mind when one
sees the term. The metaphors used across the literature are endless (Leon-
ardo, 2016), and one that remains particularly salient is the comparison of
whiteness to property (Harris, 1993), or something that its adherents must
defend from intruders at all costs. Though skin tone is undoubtedly a factor
in its conceptualization, whiteness is much more about determining who
deserves to be protected by state power in white-dominant countries (Roe-
diger, 2006), and despite its amorphous nature, has indeed been inscribed
into the law in several places (Painter, 2011). Ultimately, then, whiteness is
best understood as an organizing principle through which certain people,
and certain practices, are classified as ideal and given disproportionate
power, an unattainable standard that few can truly match, leading to a cease-
less competition with few outright victors.
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Because of the global nature of colonialism and linguistic imperial-
ism, English has traveled on the back of whiteness to attain a measured
dominance even in countries where white people are rare (Phillipson, 1992,
2008). Accordingly, in a place like Japan, whiteness occupies a unique and
powerful position, and it is worth considering how it is specifically under-
stood in this context. Russell (2017) makes the important point that, for
many in Japan, whiteness is subsumed under a “generic foreignness” (p. 5),
as a distance from the Japanese norm. Whiteness is marked as different from
the standard but is often not classified as its own racial category; yet white
English-speaking celebrities are used in aspirational advertisements, even if
their race is never mentioned. Japan’s own concept of race is certainly dif-
ferent from how people living in the West might conceive it, but whiteness
is nonetheless associated with high-class, cosmopolitan, well-educated indi-
viduals from powerful countries (Miladinovi¢, 2020). By contrast, although
Blackness has also found its way to Japan, it is usually limited to a superficial
interpretation of United States hip-hop culture, fashion, and languaging
(Russell, 2012); it is pervasive but not deep. Whiteness is rarely explicitly
referred to but retains its power all the same.

Koshino (2019) points out that this idealization of whiteness in Japan is
hardly novel, a result of its historical experience with Western powers. She
writes,

Japan’s inability to conduct serious political negotiations
with Western powers, in tandem with its early experience of
whiteness during the Perry Expedition, shaped the Japanese
education system, national identity, and its status within the
international community for decades to come. (p. 53)

This sort of implicit idealization, the positioning of whiteness at the top
of a hierarchy without naming it explicitly, cannot help but seep into the
linguistic ideologies that inform the country’s English education policies.

EFL, Japan, and ‘Native Speaker’ Saviorism

The discourse around ‘native speakers’ is not new. Both those who are
classified as such and those who are excluded from the classification have
been drawing attention to the way that ‘native speakers’ have been centered
in the ELT field for several decades now, since at least Paikeday’s 1985
essay, May I Kill the Native Speaker? Holliday (2006) brought us the “native-
speakerism” phrase, stating plainly that the supposed ‘native speakers’ has



226 JALT Journal, 44.2 « November 2022

been constructed and positioned as the ideal for English users. It has since
been documented how proximity to the idea of nativeness has influenced
recruitment and hiring for EFL teachers (e.g., Mahboob & Golden, 2013;
Ruecker & Ives, 2015), and, more recently, how this influences selection of
conference plenary speakers across the field (Kiczkowiak & Lowe, 2021).
Despite this argument being several decades old by this point, very little has
changed, and it is worth considering why that might be.

Jenks and Lee’s (2019) formulation of native speaker saviorism helps
explain the grip that nativeness retains on the teaching of English. They
explained as follows:

Merely critiquing native speakerist ideology is to miss the
point. This is not only because the very status of the [‘]native
speaker[] in TESOL hinges on the [‘] native speaker’s[’]
“responsibility” to save the cultural Other, but also because, as
we argue, the purported “responsibility” to save the cultural
Other has hitherto outweighed critiques leveled toward the [‘]
native speaker[’] in the name of native speakerism. (Jenks &
Lee, 2019, p. 4)

In other words, we scholars can continue to point out the problems with
‘native speakers’ being centered in our field, but without a deeper consid-
eration of what it is about ‘nativeness’ that is prized, we will continue to
flail about in our attempts to shift power. Houghton and Rivers (2013), for
one, have noted these issues and how they pertain to the landscape of Japan.
Indeed, the ‘native speaker’ is not just a linguistic model to be mimicked, but
a person imbued with an innate surplus value toward which the Other can
only hope to strive. By ascribing to the ideology of ‘nativeness’, one agrees
that one cannot transform oneself into the ‘native speaker, no matter how
long and hard one tries, and because of this definitionally insurmountable
gap, the field continues to depend on the grace of the supposedly benevo-
lent, expatriate ‘native speaker, who must be enticed to lower themselves to
spending time living in, but not necessarily becoming a part of, cultures that
are presented as deficient, or pathologized.

In Japan, then, the position of the ‘native speaker’ as savior leads to a
clear hierarchization of status and power. For example, when Rivers and
Ross (2013) conducted a survey among Japanese students about ideal
teachers, they found a “100% preference that the non-Japanese EFL teacher
be a ‘native speaker’ of English” (p. 333). Their experiment continued and
manipulated certain characteristics of the ideal teacher, through which they
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appeared to find that, more than race, gender,; or other demographic details,
‘native speaker’ status was the most important for their participants. One
might conclude that race is not an important factor so long as the ostensibly
objective category of nativeness is sought. Yet the reason understanding
‘native speakers’ in their roles as saviors is important is so that one can
understand why, even if not every ‘native speaker’or expatriate teacher is
white, and even if not every white person is a ‘native speaker; the raciolin-
guistic ideologies that have helped to hold nativeness in its central position
do not map neatly onto external appearance, and the hierarchization inher-
ent to whiteness is much more a question of power.

With all of this said, though, I cannot ignore the fact that even the ‘native
speakers’ are not immune from the precarity of the field. As I wrote else-
where, “The field is more difficult for the racialized, but the conditions and
career stability for even white ‘native’ teachers are far from secure, and this
precarity is absolutely by design, despite what the field would prefer us to
believe” (Gerald, 2022, p. 70). Writing about instructors in Canada, Bres-
hears (2019) explained the situation as follows:

Low wages, a high reliance on part-time employment, uncer-
tainty about ongoing work, threats of funding cuts, lack of
adequate benefits, lack of administrative support, and exces-
sive unpaid work were just a few of the employment concerns
voiced in the studies. These conditions converged in the daily
lives of teachers to create more or less bearable working situ-
ations. (p. 31).

The status of ‘native’ is only an illusory protection, even as it confers
contingent benefits on a subset of those who qualify for them. That is, native
speakerism hurts ‘native speakers’ too.

‘Native Speaker’ Saviorism and Whiteness

For those who are unfamiliar with the concept, the raciolinguistic ideolo-
gies under which we all live and operate position racialized languagers of
English as inherently flawed because of their deficiencies in the eyes and
ears of the oft-unmentioned white perceiving subject (see Flores & Rosa,
2015; Flores, 2019). We can continue to claim that in analyzing the prac-
tices of ‘ELT’—and ‘EFL’ in particular—we are speaking only of language,
but to do so is to ignore the way that conceptualizations of language and
languagers are tied to their racialization (Omi & Winant, 2014), a context-
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dependent process of racial categorization. This is all to say that, even in a
place where the physical presence of white people is rare, such as Japan, a
perceived distance from the ideal of both language and race nevertheless
uplifts some and positions others as inferior.

Due to the aforementioned past and present nature of linguistic impe-
rialism, colonial languages, and English especially, each retain power even
where they are not used by the majority—which is to say, English and
English speakers are majoritized. Because of its connection to whiteness
via the ideological stubbornness of our field, the imported ‘native speaker’
is positioned as a powerful cultural force, regardless of his or her level of
qualification. Accordingly, when, as mentioned, institutions seek someone
who can successfully perform the aesthetic labor (Ramjattan, 2015) of look-
ing and sounding like the ideal English languager, they are, intentionally or
otherwise, excluding those who cannot represent whiteness effectively.

[t is important to reiterate here that those who are positioned as closer to
whiteness do not necessarily have to be, or identify, as white; there is much
to be said about the ways in which different axes of oppression and power
intersect with race, including but not limited to class, gender, and ability.
For the purposes of this article, though, it is worthwhile to understand that
when speaking of ‘native speaker’ saviorism, there is no functional differ-
ence between this phenomenon and the sort of white saviorism Straubhaar
(2015) describes while analyzing earlier stages of his own teaching career:

My pride in my own work at this moment is palpable—I had
spent around six months writing this curriculum, and to see
locals leaf through it and “get it”...was quite validating. The
flawed assumptions underlying my white saviour status had
been legitimated—I had been brought in because of my cur-
ricular “expertise” (which consisted of several short trainings
on a particular facilitation method), and the acceptance of my
work based in those shallow credentials was validated by the
work’s acceptance. (p. 391)

Suffice it to say that we stand little chance at defeating native-speakerism,
‘native speaker’ saviorism, and the dominance of ‘nativeness’ as a credential
if we do not understand that is in fact whiteness that is being prized, and if
we do not understand that whiteness exists to create subordinate categories
that can be effectively pathologized as in need of correction.
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Whiteness and Pathologization

As mentioned above, whiteness was developed alongside many other axes
of oppression, including colonization. It is this particular practice on which
this next section focuses, because, though now dominant colonial languages
were absolutely factors in the development of enslavement and capitalism,
the way that language was imposed on the victims of settler colonialism
and colonization was central to the effort. Around the world, there were
accounts of the ways that the people whose land was taken were positioned
as less adult and less capable than their invaders. As Mills and Lefrancois
(2018) wrote:

A key effect of constructing colonized peoples through the
metaphor of childhood is to justify governance of the “natives”...
Moreover, assimilated colonized people in Africa—those who
behaved less “native” and acquired the mannerisms of their
colonizers—were seen as less childlike. (p. 511)

Colonized peoples’ supposed inability to communicate served as ad-
ditional justification for their being conquered, or worse. Those who did
manage to adopt both the language and the customs of the newly-dominant
settlers positioned themselves as more civilized, and even as formal colo-
nization waned in the middle of the previous century, the highest levels of
education always included the colonial languages against which the locals
were consistently assessed, and compared to which local languages were
always said to be inferior. With whiteness thus idealized, any reason for
which someone could be classified as outside of its ever-shifting bounda-
ries could lead them to be implicitly diagnosed as disordered, or patholo-
gized. Whiteness requires an Other for its members to seek to surpass by
whatever means may be necessary. If the Other is not just different but is
instead disordered, almost preternaturally abhorrent, then not only should
everyone seek inclusion within whiteness, they must also take great pains
to distance themselves from any perception that they are themselves part
of the pathologized group. As such, despite the existence of skin-lightening
creams and other such products, individuals cannot successfully alter their
phenotype. English acquisition is one avenue through which millions of
people are implicitly promised a path into whiteness.

Embodied Whiteness and EFL in Japan

For decades now, and through deliberate action rather than happen-
stance, representatives of the Global North have been taught that it is their
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duty and responsibility to spread the gospel of whiteness-through-English
around the globe, to countries where the locals have little hope at physically
appearing to be white but can nonetheless make an attempt to communicate
in an acceptable fashion. Japan is not among the list of countries officially
colonized by white-dominant nation-states, but in our current age, the West
no longer requires official possession of land to impose its cultural will on
others. People who have the option but little obligation to possess any cre-
dential beyond the whiteness that they embody are nonetheless positioned
as linguistically superior to the locals in their classrooms (Wang & Lin,
2013). Even though some recruitment programs (e.g., English Program in
Korea (EPIK) in South Korea) offer a slight financial bonus to those with
teaching experience, the difference is negligible, and can be easily surpassed
through any extra work an individual might acquire (Wang & Lin, 2013).
Institutions in Japan construct clear binaries between teachers classified as
‘native’ and ‘non’ (Lawrence, 2020), yet our academic discourse has long
situated this firmly in linguistic terms without an equal consideration to the
way that the past and present of whiteness influences this hierarchization.
Without whiteness, perfectly competent individuals would not be seen as
linguistically deficient, and the sort of unserious pedagogues that populate
far too many EFL classrooms would rightfully not be employed without
undergoing complex, legitimate training that avoids stigmatizing other
varieties of English. Without the constant process of pathologization, and of
classifying the less powerful as deficient and disordered, whiteness would
not be able to sustain itself.

I do not imply that all white English teachers are causing harm, nor that
racialized English teachers are incapable of the same. Indeed, little of this is
about individual cruelty but rather a superstructure that arranges groups
along a ladder they are told they must fight to ascend. The past and present
of EFL in Japan has classified Japanese students as lacking in comparison to
the educators who are imported to both convey and embody a stigmatizing
epistemology to them, and though some counterexamples are cited here,
and can be seen across this special issue, not enough attention has been
given to the hold that whiteness has on the field. Language teaching is about
far more than the vocabulary and grammar on which students are assessed,
and the people who are given undue power in our discipline have always
shaped who is considered an exemplary English user. Unfortunately, it is
challenging to wrest power from those who have attained it for themselves,
but there are genuine ways forward for EFL, in Japan and otherwise, as, for
better or worse, people are going to continue to want to learn English.
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Conclusion: Paths Forward

The most straightforward and yet most difficult remedy is to convince every
school administrator; every hiring company, every recruiter to dispense with
proximity to whiteness as a credential. That means any mention of ‘nativeness’,
any forms of accent reduction, or anything that stigmatizes English varieties
should be removed from hiring and promotion processes in EFL contexts. As
I wrote elsewhere (Gerald, 2020), the financial justification for preferential
and discriminatory hiring practices forms a loop that is hard to escape, with
administrators blaming their hiring on the preferences of their clients, and
students expressing dismay over racialized teachers due to the assumption
that they are less capable. Sadly, the system is constructed in such a way that
idealizing the embodiment of whiteness is, in fact, a “rational” decision for a
profit-seeking institution to make. Consequently, [ hope that someone with
both the power and the willingness to make such a wholesale change is will-
ing to do the work necessary to help us escape this cycle.

The question, then, is what JALT Journal readers can do in the Japanese
context to work against these issues. For those who work in a classroom and
who identify as white, they can work to provide examples of English varieties
both visual and aural, placing them on equal footing with the standardized
languaging that most materials prize. There are plenty of online corpora
featuring Englishes from communities all around the world, and video clips
with captions are freely available as well (International Dialects of English
Archive, n.d.). Additionally, language teachers should ensure that captions
are used for all speakers so as not to stigmatize those with less familiar ac-
cents or languaging, and to increase accessibility.

When assessing students’ English, even if educators are hamstrung by rigid,
standardized exams that students are forced to take, they should use what-
ever freedom they have to contextualize the language required on the tests as
merely one of many English varieties, and far from the “best” version. Most
importantly, teachers should engage in more critical activities. For example,
the talk-to-text feature on mobile phones often struggles to accurately capture
English speech that is not standardized, with languagers with other accents
having to pay for accurate software (Fearn & Turner, 2021). Language teach-
ers should demonstrate that, despite the fact that they can understand their
students very clearly, their phones, programmed to understand standardized
English, nonetheless fall short. They should then use this as a means of intro-
ducing the aforementioned concept of the white perceiving subject. Essentially,
teachers can place specific emphasis on the fact that this is a flaw in the listener
and not the students, and use this understanding to help guide pedagogy.
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As for researchers, professors, and other academics, dig deeply into the epis-
temology around which you have structured your scholarship. What names and
faces have you always centered, and what ideologies, implicit or otherwise, do
you need to dismantle? The next time you are set to begin a project, are there
different thinkers upon whom you can call and cite? What assumptions have
you made about Japanese English speakers, and Japanese English? Can you
reframe tendencies in Japanese English as useful variation rather than flaws?
Can you spend time finding and celebrating the creativity in Japanese English?
What does Japanese English have that standardized English lacks?

These questions are deliberately open-ended and meant as paths to
pursue rather than endpoints. I am not comfortable providing a mere
checklist, as I believe that even well-intentioned educators, over-burdened
in many ways, are likely to reach for a quick solution if available, as I ex-
plain in detail elsewhere (Gerald, 2022). There are no shortcuts to moving
away from pathologization, and it will be a long and challenging process to
reverse. | hope that in reading this, educators can take something valuable
away from my analysis and my suggestions, and that, at some point in the
future, whiteness will no longer be a credential for teachers of English.

J. P. B. Gerald works in adult education and professional development for
a national nonprofit. He lives on unceded Munsee Lenape territory—better
known as Queens, NY, USA—with his dog, wife, and toddler.
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Native-Speakerism Among Japanese
Teacher Trainees: Ideology, Framing,
and Counter-Framing

Robert J. Lowe
Ochanomizu University

Studies on native-speakerism in Japan have covered a variety of issues, and recent
work has adopted a framing perspective to examine hidden strands of native-speak-
erist ideology within the profession which often go unrecognized. Defining a frame
as an ideologically-constructed perceptual filter which influences how situations are
interpreted, this research has attempted to break down the discourses of dominant
or master frames to show the influence of native-speakerist ideology in particular
contexts, and to investigate how counter frames have been constructed in resistance
to this ideology. This paper will add to this work by focusing on the beliefs of teacher
trainees. Through a qualitative study of a class based around critical issues in ELT,
the complex web of framing and counter-framing on the part of trainee teachers is
examined, and the pervasiveness of the ideology of native-speakerism is highlighted.
Finally, some emergent possibilities for resistance are explored.
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of the West in discussions around English language teaching (ELT),

and by extension normalises the models of English, the teachers of
English, and the pedagogical approaches which are most associated with
those institutions (Holliday, 2005). This ideology manifests in numerous
problematic practices which are endemic in ELT, including discrimination
against teachers of English who do not fit the stereotypical image of the
‘native speaker; the promotion of Western models of ‘standard’ English,
and the chauvinistic dismissal of the pedagogical expertise of so-called
‘non-native speaker’ teachers of English. This paper explores how subtle
manifestations of this ideology can be identified through an analysis of
qualitative data and the framing processes undertaken by participants
within a research setting.

Readers will likely have noticed the strategic use of inverted commas in
this entire Special Issue around terms such as ‘native speaker, ‘non-native
speaker; and ‘standard English. This is intended to denote their socially con-
structed nature. Although often upheld as an objective criterion regarding
language proficiency, the concept of the ‘native speaker’ of English is closely
tied to notions of race, nationality, and class, to such an extent that the label
itselfisrendered deeply misleading (Amin, 1997; Dewaele et al., 2021; Javier,
2016; Kubota & Fujimoto, 2013; Ruecker & Ives, 2015). Accordingly, when
used in this paper, concepts such as ‘native speaker’ or ‘standard English’
should be understood not as objective classifications, but rather as ideo-
logically constructed categories which reflect entrenched and historically
constituted power relationships in the field. Even though this understand-
ing has led some scholars to reject the use of labels such as ‘native speaker’
entirely, in this paper, following Dewaele et al. (2021), I choose to use them
due to their ongoing power and influence in ELT, and in order to explain the
concrete effects they have in the world, despite their illusory nature.

N ative-speakerism is an ideology which privileges the institutions

Native-Speakerism: Surface Manifestations and Hidden Depths

Native-speakerism emerged from the context of an imperialistic approach
to ELT, in which educational policy and practice was decided primarily with
reference to what would most benefit the interests of Western nations (Phil-
lipson, 1992; Widin, 2010). Models of English, teachers of English, and peda-
gogical approaches which are seen to deviate from this Western-normative
base are therefore likely to be marginalized in global ELT.

The most obvious consequence of native-speakerism is discrimination
against those teachers classified as ‘non-native speakers’ of English. Studies
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into job advertisements and recruitment practices have revealed a heavy
bias towards teachers labelled as ‘native speakers’ (Kiczkowiak, 2020; Mah-
boob & Golden, 2013; Ruecker & Ives, 2015), and even after employment,
evidence shows that teachers are assigned different roles and duties accord-
ing to how they are categorized (Lowe & Kiczkowiak, 2016; Selvi, 2014).
This preference for ‘native speakers’ also manifests in other contexts, such
as conferences in applied linguistics and ELT, which research has shown
demonstrate a marked lack of diversity among their plenary speakers,
both in terms of race and supposed speakerhood (Bhattacharya, Jiang, &
Canagarajah 2019; Kiczkowiak & Lowe, 2021). Although this discrimination
most commonly targets those teachers and professionals characterized as
‘non-native speakers’, prejudicial practices can cut both ways, with ‘native
speaker’ teachers often stuck in insecure, peripheral positions within
institutions (Nagatomo, 2016), expected to act as clownish entertainers
(Amundrud, 2008; Shimizu, 1995), and pushed into fundamentally limited
and limiting roles (Rivers, 2013). Discrimination against teachers and other
ELT professionals is thus a widespread result of native-speakerism in ELT.
A second concern revolves around the promotion of ‘standard’ Western
forms of English. It is generally recognized (Crystal, 2003) that the English
language is no longer the sole property of those nations placed in what
Kachru (1985) refers to as the inner circle (North America, the UK, Australa-
sia), but is instead used by people all over the world both intranationally (as
in the case of local forms of English, such as Singlish or Indian English) and
internationally (as in the case of English as a Linga Franca, or ELF). Investi-
gation into the language use of multilinguals has even started to cast doubt
on the possibility of drawing clear lines between named languages, with
concepts such as code switching being replaced by terms such as translan-
guaging, which more accurately reflect the ways in which people make use of
a constantly expanding linguistic repertoire, rather than switching between
distinct linguistic codes (Baker & Ishikawa, 2021). However, this diversity
and variety of language use is rarely reflected in teaching materials. Syrbe
and Rose (2018), in an analysis of English textbooks used in Germany, found
that “all three books clearly favoured a static variety of British English, which
was always presented unmarked throughout the three textbooks, thus indi-
cating its use as standard” (p. 7). This is surprising, given actual global use
of English no longer consists only of these idealized ‘native speaker’ norms,
and the authors stressed this did not match data on how German speakers
of English actually use the language. Kiczkowiak (2021) analysed a series
of coursebooks in order to see what features of pronunciation were being
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emphasized. He also conducted interviews with the coursebook authors to
investigate their decisions regarding pronunciation models. Kiczkowiak’s
study demonstrated that most coursebooks focused on ‘native speaker’
pronunciation features, including connected speech and weak forms, rather
than linguistic features and communication skills which, from an ELF per-
spective, are more conducive to intelligibility. The textbook authors inter-
viewed in the study suggested that these features were included partly for
marketing purposes at the behest of their publishers and indicated that the
pronunciation models chosen focused on “mostly young educated southern
UK types” (p. 63). The use of standard ‘native speaker’ accents and models
in textbooks is also an ongoing problem in Japan (Amundrud, 2021). Despite
growing awareness of the diversity of English use, coursebooks generally
retain a focus on inner circle ‘native speaker’ models.

A third, often overlooked, issue concerns what constitutes acceptable
approaches to teaching and learning. There has long been criticism of the
exporting of one-size-fits-all communicative methodologies from the West
to other countries, on the basis that they are not necessarily suitable in all
contexts (Kumaravadivelu, 2006), and it has been claimed that the exporting
of these methods represents the dissemination of Western cultural and edu-
cational values smuggled in under the seemingly neutral guise of ‘effective’
methods (Pennycook, 1989; see also Canagarajah, 1999).

Finally, native-speakerism often leads to the orientalist othering of stu-
dents, who are dismissed as being, among other things, passive, reluctant
to challenge authority, and unable to think critically (Holliday, 2005). Hol-
lenback (2021) in a recent, systematic study of articles published in JALT’s
bi-monthly publication The Language Teacher found evidence of wide-
spread discourses which negatively positioned Japanese students as being
conformist, collectivist, communicatively deficient, and averse to risk.

In recent years, a growing resistance to this dominant ideology in ELT has
emerged, with a proliferation of research, special interest groups, and advo-
cacy aimed at challenging chauvinistic beliefs and discriminatory practices
(Braine & Selvi, 2018; Kamhi-Stein, 2016). However, despite the success of
this ongoing effort it may be too early to suggest that native-speakerism has
lost its power in the field. Evidence of the continuing influence of the ideolo-
gy can be seen most clearly in the narratives of teachers who still experience
professional discrimination, both overt and covert (see Kyaw Oo, 2021 for
a recent example), and research has demonstrated that native-speakerism
is often internalised by ‘non-native’ users of the language, leading them to
perpetuate an ideology through which they themselves are disadvantaged
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(He, 2021). In addition, ethnographic work has shown how even strikingly
progressive programs in ELT can be influenced by pervasive, concealed,
native-speakerist discourses (Lowe, 2020), and it is these hidden manifesta-
tions of the ideology which must be investigated by researchers. If the influ-
ence of native-speakerism on the profession is to be challenged, research
must focus not only on the readily apparent, surface-level symptoms of the
ideology, but also the base assumptions through which it is propagated. This
study is concerned with the excavation of these base assumptions.

A Model for Critical Research

In this paper, data from a critical qualitative classroom study show how
an examination of the framing of the beliefs and practices of teacher trainees
reveals hidden assumptions based on native-speakerist ideology, and how
processes of counter-framing can help to problematize and challenge this
ideology. Avowedly critical approaches to ELT research derive from a variety
of philosophical and political perspectives including poststructuralism, and,
more recently, critical realism (Block, 2022; Bouchard, 2022). As such, it is
necessary here to explain the way in which I envision a critical project of ELT
research before moving on.

In this paper, [ work with a model of critical theory related to the early
writing of Max Horkheimer. For Horkheimer, drawing on the young, hu-
manistic Marx (see Fromm, 1961), the goal of a critical theory is to move
towards a rationally organized society which serves to meet human needs,
rather than to generate an increasing rate of profit or to satisfy the desires
of dominant, powerful groups (Owen, 2002). This is accomplished by 1) an
ongoing immanent critique of existing society (i.e., examining whether soci-
ety is working towards its own professed standards), and 2) the critique of
ideology (Horkheimer 1937/1972). Ideology, as understood by Horkheimer
(1930/1993), is the collection of necessary social beliefs which serve to
make existing social systems appear neutral and commonsensical, and thus
uphold relations of domination in society. For Horkheimer, the task of the
social theorist is to “articulate and help develop latent class consciousness”
(Held, 1980, p. 25), by investigating and uncovering ideology, thus allow-
ing people to move rationally towards a society which satisfies their needs.
This research program entailed interdisciplinary empirical social research,
complemented with social philosophy (Horkheimer, 1931/1972).

By describing native-speakerism as an ideology, | am defining it as a set of
commonly held beliefs which serve to uphold relations of domination in the
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structure of global ELT. These are beliefs regarding which language models
should be taught and learned, who should be entrusted with teaching the
language, what pedagogy is contextually appropriate, and whose voices are
to be considered in decision making. By critiquing this ideology, I aim to
open a space for discussion of more rational ways of organizing the field,
and more awareness of (and resistance to) the political, economic, and
social forces which have influenced its current form.

Naturally, by adopting a politically oriented research model, I belie my
own positionality as a researcher. I believe that the goal of social research
should be to lead to progressive social and political change, and that in ELT
this should manifest in a move away from linguistic imperialism, native-
speakerism, and attitudes of Western chauvinism. My political commit-
ments doubtless influence how I interpret my data. However, I believe this
is unavoidable, and that it is better to state this up front so that the reader
can bear it in mind, rather than smuggling in my political views under an
assumed guise of false neutrality.

Methodology: Critical Qualitative Research and Frame Analysis

The data for this study were drawn from a critical qualitative classroom
study conducted over the course of 14 weeks at a Japanese university. The
class, titled Methods for Teaching English as an International Language, was
designed for students studying for an MA in English Language Teaching. The
objective of the course was to familiarize the students with current litera-
ture and theory regarding English in the world today, and the first semester,
from which the data were drawn, focused on units which covered the topics
of ‘native speakers’ and native-speakerism, world Englishes, English as a
Lingua Franca, and, briefly, intercultural communication (see Appendix for
a list of topics covered).

The class was organized around a series of readings and discussions.
Before each class the students were required to read one or two academic
papers on the topic in question. The classes themselves took the form of
short lectures on the topic, punctuated by extensive discussions in which
students were expected to bring a critical perspective to the topic based on
their homework reading and personal experiences. Towards the end of the
semester the students were required to prepare short presentations based
on their homework reading, which acted as spurs to further discussion.

After approval was granted by my institutional review board, I provided
the students with written descriptions of the study and asked if they would
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be willing to participate. All students enrolled in the class agreed to take
part in the study, and signed consent forms were collected prior to the start
of the project. Four students were registered for the class:

AKkie - Akie joined the graduate program directly after com-
pleting her BA. Akie was a highly motivated student with a
strong interestin becoming a teacher. She had previously taken
courses with the researcher as an undergraduate and was thus
familiar with some of the ideas under discussion before the
start of the course. In addition to her studies, she was working
part-time teaching English to children.

Yurika - Yurika had also joined the program immediately
following the completion of her BA and was motivated in her
studies to become a teacher. Unlike Akie, Yurika had a strong
preference towards generative grammar, due to her close work
with a Chomskyan professor.

Sachiko - Similarly to Akie and Yurika, Sachiko was a ‘straight
Master’ student, meaning she joined directly following her BA
in the department’s undergraduate program. Sachiko was a
hardworking student, but perhaps due to being the youngest
student in the group, was occasionally a little quiet in class.

Ms. Tachikawa - Ms. Tachikawa was the only member of
the class who had extensive experience as a teacher, having
worked in elementary education for many years, and even
having published several articles in professional publications.
She was returning to complete her MA degree mid-career in
order to deepen her understanding of educational theory and
practice.

Data were collected first through a research journal. Notes were taken
informally during the lessons, and as soon as class finished, they were writ-
ten up into more narrative journal entries which ranged from short pieces of
only a couple of hundred words, to longer entries that exceeded a thousand.
These journal entries contained notes of general happenings in class, and
of critical incidents or events which seemed to be of particular significance.
Secondly, short interviews were conducted with each participant via email
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at the end of the course. This was done so that the participants could take
part in the interviews both a) at a distance—important given the spread
of COVID-19—and b) at their leisure, which was necessary particularly
for participants working full-time. Students were free to answer in either
English or Japanese. In the latter case, translations were carried out by the
researcher. All data have been anonymized, and details changed or omitted
to avoid identification of the participants.

This was a critical qualitative study, meaning that it not only aimed to
describe what was happening in the classroom, but also to problematize the
expressed views and practices present in the setting (Stanley, 2013), with
the goal of uncovering hidden strains of ideological thought underlying these
views and practices. For this project, data underwent frame analysis. This is
a form of data analysis which draws on and adapts concepts from the work
of Feagin (2013) on racial framing and counter-framing, and from the fram-
ing perspective in social movement research (see Johnston & Noakes, 2005).
Frames are understood here as perceptual filters through which people
process and present their experiences and thoughts based on their ideo-
logical beliefs. Framing can thus be thought of as a process in which people
make use of their ideological resources to construct meaning in the world
around them (Lowe, 2020). With an understanding that ideology refers to
the necessary set of beliefs that upholds the social order, an analysis of how
people frame experiences and thoughts can be used to examine the origins
of such framing. By starting with the framing participants are employing, it
is possible for a researcher to distil this framing into discourses, which can
then be traced back to their ideological roots (see Lowe, 2021 for a detailed
description of this method). For this project I was interested in analysing
both master frames and counter frames. Adapting terminology from social
movement researchers such as Snow (2004), I define master frames as the
dominant frames within a particular context, the identification of which
thus reveals the most influential strains of ideological thought present in
the setting. Counter frames, on the other hand, are defined here as those
which begin to emerge as participants embark on rethinking their beliefs
and constructing alternative interpretations of their situation, in response
to conflicts or crises between their experiences and the dominant framing.
Counter frames are thus a starting point for resistance to dominant ideology.

Frame analysis is considered a feature of Critical Discourse Analysis (CDA;
Bloor & Bloor, 2007), however, the form of frame analysis employed in this
study is intended as a supplement to critical qualitative research. As such,
this approach goes beyond text alone, and includes more ethnographic
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forms of data such as situated behaviours, expressions, and gestures. It can
thus be placed within the scope of Critical Discourse Studies (Block, 2018),
which aims to incorporate perspectives from both CDA and ethnography.
My analysis of the data here will therefore be more focused on ethnographic
description than on textual analysis.

Although I have adopted an explicitly critical approach in terms of my
theoretical framework and mode of analysis, it should not be assumed or
inferred that the course itself was aimed at producing any specific change
in views among the students. As with any course of study, the goal was to
help them understand a set of ideas. However, it was made clear that the
students were free to disagree with any of the perspectives raised in class,
and lessons often featured discussion of the criticisms that have been made
of the ideas under consideration. [ was also open in the first lessons about
my personal views and made it clear disagreement was both acceptable and
welcomed. Although it is possible the students may have said what they
thought their teacher wanted to hear, great effort was made to invite op-
posing viewpoints through the encouragement of disagreement, the playing
of devil’s advocate, and the praising and valuing of alternative perspectives
when they arose. This does not guarantee that students were sharing their
true feelings, but the large amounts of disagreement and discussion that
took place within each class provides some evidence that the students did
not feel overly restrained (see the section on ‘the persistence of the master
frame’ at the end of this paper for some examples).

Results
Master Frame

In this section, I will present what I consider to have been the master
frame of the students in the course. This will be broken down into three
dominant discourses which were evident in the framing employed by the
students.

Discourse 1: The ‘Native Speaker’ as Embodiment of Western Language
and Culture

The first topic discussed in the course was how to define the ‘native
speaker’. In the first week, it was very clear that a discourse centred on a
bio-developmental definition was dominant, and that most students were
unaware that there was any controversy around the concept of the ‘native
speaker’ at all. This appeared to be primarily influenced by their experience
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with other classes which focused on first and second language acquisition.
As I recorded in my journal:

Yurika and Sachiko began with a bio-developmental definition
of the [native-speaker[’] (...) They did this with reference
to their previous classes on Chomsky and FLA, and on SLA.
They generally expressed the belief that a [‘]native speaker|[’]
was born, not made, and that it was impossible to become
a [‘Inative speaker[] as an adult due to the critical period
hypothesis. They also made reference to experimental
work in SLA which supposedly distinguished a native from
a [‘|non-native speaker[’]. In other words, they expressed
opinions which followed the idea of the ‘native speaker’ as
being naturally distinct from the ‘non-native speaker’. During
the class, I brought up edge cases (Conrad, Nabokov, etc.) to
test the strength of their beliefs. This did not seem to strongly
impact their views, as they still attempted to impose objective
psycholinguistic definitions onto the speakers (balanced
bilingual, [‘|native[’] of both, []native[’] of neither, etc.). Ms.
Tachikawa held similar opinions and stuck closely to biological
definitions. (Journal entry 16/04/2021)

As this extract makes clear, the students began with a view that the cat-
egories of ‘native’ and ‘non-native speaker’ were essentially determined by
biology and childhood development and were persistent in framing this
discussion as a question of psycholinguistics. Yurika, who was being super-
vised by a Chomskyan scholar at the time, was particularly adamant on this
point. When I attempted to introduce an alternative, sociolinguistic way of
framing this question, there was much resistance, and the psycholinguistic
framing continued to dominate. This framing was pervasive particularly at
the beginning of the course, and often hindered student engagement with
the literature under discussion, precisely because this literature came from
a sociolinguistic perspective.

However, there appeared to be some contradictory behaviour on display.
The students made numerous references to the ‘native speaker’ not only as
an embodiment of language, but also a repository of cultural knowledge. At
many points, the students brought up the concept of the Assistant Language
Teacher (ALT). ALTs are normal in Japanese secondary education and are
usually (though not always) young ‘native speaker’ teachers who team-
teach with a Japanese teacher. For the students, one prime role played by
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the ‘native speaker’ ALT was to transmit cultural knowledge of the West.
The belief in a bio-developmental model of the ‘native speaker’ does not
itself necessarily indicate native-speakerism. In fact, if such a distinction
were used consistently, it would imply that any speakers of English as a first
language would be ‘native speakers.” However, the framing of the ALT as an
expert in Western culture seemed to belie the fact that, for the students, a
‘native speaker’ was only a person from a Western nation who spoke English
as their first language.

An examination of the framing provided by the students revealed a pri-
mary discourse; that for them, the ‘native speaker’ was defined as someone
who comes from a Western country and speaks English as their first lan-
guage. Although this would seem to contradict the bio-developmental model
of the ‘native speaker’ to which they also subscribed, because not all first-
language English speaking communities are situated in Western countries,
it appears this served the function of legitimizing and essentializing the
‘native speaker’ as an expert on Western language and culture. This under-
standing of the ‘native speaker’ was foundational to the next two discourses
that were identifiable in the students’ framing.

Discourse 2: The Superiority of Western Models of English

A second strong discourse was related to the superiority of Western
models of English. This framing was present from the very beginning of the
course, and throughout my research journal I refer to students describing
Western forms of English as “pure”, “perfect”, “correct”, and “beautiful.” This
seemed to be related to the bio-developmental definition of the ‘native
speaker’ outlined in the previous section. In their interviews, the students
were quite direct about their beliefs at the beginning of the course regarding

“correct English”:

Sachiko: [At the start of this course] [ thought British English
and American English were the correct English. [ thought that
grammar and vocabulary that were not in these two English
words were “mistakes.” For example, [ heard that “very hot”
is said “hot hot” in Singapore English, but before taking this
course I thought this was a mistake.

Ms. Tachikawa: I thought that the English spoken / used by
the British people was correct English.
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These beliefs, expressed explicitly here, also emerged in a more uncon-
scious form through the ways in which the students framed their beliefs
about correct and incorrect language use. To illustrate this, [ provide the fol-
lowing example recorded in my journal from the second week of the course:

Akie fromthe beginningsaid the [‘|native speaker[] was “made”
[rather than born], but this did not seem to be a strongly held
conviction. References were repeatedly made to “purity” and
“perfection” in speakers. She also mentioned that such speak-
ers “never made mistakes” and could “speak with confidence
and without hesitation.” (Journal entry 16/04/2021)

Here, Akie hinted at a more sociolinguistic framing of the question,
potentially informed by her undergraduate experience of studying similar
topics. However, it is notable that even when using this more sociolinguistic
definition, in which it is understood that varieties of English exist around the
world besides those from the West, she continued to describe the English
use of ‘native speakers’ in terms such as “purity”, “perfection”, and even
going so far as to claim they “never made mistakes.” As an understanding
of world Englishes requires an acceptance that the standards of Western
models of the language should not necessarily be taken as normative, Akie’s
highly value-laden framing of Western models of the language as embodying
“purity” and “perfection” betrayed a perhaps unconscious acceptance of
the normativity and superiority of these forms of the language. This is one
example of many that occurred in the class, but it is one which is significant
in that it reveals an unconscious framing which is in contradiction even to
the expressed values of the student.

All of this points to a second strong discourse influencing the framing
the students employed in describing their experiences and beliefs: the
notion that Western models of English, particularly British and American,
were superior to other models, and that these varieties should be taken as
normative. The framing here reveals the students drawing on a discourse,
which reveals in turn an ideological belief, in the superiority of Western
models of English. This is the second major discourse which comprised the
master frame of the course.

Discourse 3: The Fundamental Role of the ‘Native Speaker’ Teacher

The superiority of Western models of English strongly influenced the
third and final discourse identifiable in the framing employed by the stu-
dents; the necessity of the ‘native speaker’ teacher in English classes. As
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Western models of English were considered normative by the students, and
the ‘native speaker’ was defined as someone who embodied these models,
it seemed to naturally follow that ‘native speakers’ were inherently neces-
sary in the language classroom. This was clearly stated by Ms. Tachikawa in
our interview, when discussing her initial views regarding the role of ‘native
speaker’ teachers:

Ms. Tachikawa: [ thought it was the role of [‘]native
speakers|[’] to teach grammatically correct English. Of course,
it also motivates me to speak in English, including the cultural
background of the English language, and to expand my world
through English. I thought that was the role of [] native
speakers[’] in English language teaching.

The relationship between language and culture is also evident here, as Ms.
Tachikawa clearly connected the concept of the “cultural background of the
English language” to the “grammatically correct” English spoken by ‘native
speakers.” This notion of superiority, based on supposedly innate cultural
and linguistic knowledge, was one that many of the participants admitted
to holding in their interviews. This can be seen in the following interview
extracts, in which Sachiko and Akie responded to the same question regard-
ing their views on the role of ‘native speakers’ in ELT:

Sachiko: [ thought [‘] native speakers’[’] English was necessary
for students to be able to hear and speak ‘correct English.

AKie: [ naturally thought that the role of a [‘]native speaker][’]
was being a good model of English pronunciations [sic] or
showing students some cultural differences between their
home countries and a county where they teach English.

As is evident in these two quotes, the students framed the ‘native speaker’
as primarily a vessel of “correct” English and of cultural knowledge, whose
job was to provide a model for their students to imitate. Evident here is a
discourse in which ‘correctness’ was seen to be inherent in Western models
of English, which the ‘native speaker’ was considered to embody. The further
connection of language to culture reinforced the extent to which only West-
ern forms were considered correct.

In addition to these obvious statements, there were more subtle hints
during the study which showed how deeply this supposed necessity of
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‘native speaker’ teacher was internalized. For example, at several points
in our lessons we discussed how the students might be able to make these
ideas practical or relevant to their teaching. On numerous occasions, the
students described activities in which, halfway through, the ALT took over
for a communicative exercise. When I asked the students to explain why an
ALT had to appear at that point in the lesson, they were unable to give a clear
justification, usually referring to the need for students to hear “correct” or
“beautiful” English. The necessity (and availability) of the ALT was simply
assumed, on the basis that such a person could provide “correct” grammar,
pronunciation models, and cultural information.

The students framed the existence of the ALT, and thus of the ‘native
speaker’ in English lessons as natural and unquestionable. This appears
to be because of the strong relationship in their minds between ‘correct’
models of Western English, and the ‘native speakers’ who are seen as em-
bodying that English. This was further evident in their assertion that the
‘native speaker’ is the arbiter of grammar, and thus the source of informa-
tion on the language.

A Master Frame of Native-Speakerism

To summarise the three previous sections, an examination of the fram-
ing employed by the students in explaining their experiences and beliefs,
particularly at the beginning of the course, revealed three key underlying
discourses. The first of these was one in which the ‘native speaker’ is a re-
pository of Western language and culture. When tied to a bio-developmental
understanding of the ‘native speaker; these speakers were essentialized
as linguistic and cultural experts. Although much controversy around the
definition of the ‘native speaker’ continues, the students appeared particu-
larly wedded to the idea that the ‘native speaker’ is someone who learns a
(Western) form of the English language as a child, and is thus a linguistic
expert to whom ‘non-native speakers’ must defer. A second key discourse
was the superiority of Western models of English, which the students de-
scribed as “beautiful,” and “correct.” Despite the global spread and diversity
of English, the development of world Englishes, and the use of English as a
global lingua franca, the students seemed most strongly drawn to the use of
Western, inner-circle Englishes, particularly British and American. Finally,
the students considered the ‘native speaker’ to have an intrinsically superior
linguistic and cultural understanding of English which made them indispen-
sable in the classroom; their existence taken as almost natural.



Special Issue: Lowe 249

Putting these three discourses together, it is easy to see they are built on
an ideological foundation of native-speakerist ideology. By according Eng-
lish an intrinsic association with Western cultures, it was possible for them
to construct Western Englishes as inherently superior to other varieties, and
thus to consider ‘native speakers’ of English (i.e., the human embodiment of
those varieties) as a natural and necessary part of English language lessons.
At the beginning of the course, this ideology was particularly strong, but as
the course went on, there were some hints of the students reconsidering
these points, and this was evident in the examples of counter-framing they
began to produce.

Counter-framing

Over the duration of the course, the students began to reframe their ideas in
a way which was counter to the master framing identified above. I will lay out
three major elements of this reframing, which demonstrate how the students
expressed ideas in which the potential for resistance to the native-speakerist
master frame were evident. I call these elements rather than discourses, as
they appear to be produced by the students themselves, rather than based
on wider narratives absorbed from their environment. The discourses which
comprise the master frame are widespread and shared by many, if not most,
in the profession, forming a recognizable frame. These elements on the other
hand, are not part of a wider frame, but rather were generated by the students
as they encountered crises and contradictions in their beliefs.

Element 1: A More Sociolinguistic View of the ‘Native Speaker’

The first example of counter-framing which I would like to focus on
emerged only a few weeks into the course and involved the students re-
thinking their definition of the ‘native speaker’. As mentioned earlier, the
students had been averse to sociolinguistic definitions of this term, but
gradually began to reconsider this. This could be partly a result of the regular
introduction of examples of edge cases, or cases in which intuitive decisions
about who is or is not a ‘native speaker’ are difficult. This became something
of a game after the first few weeks, with the students interrogating each
other’s use of the term by asking questions such as “what do you mean by
‘native speaker’?” This was light-hearted, but became part of the culture of
the class.

This growing uncertainty manifested in interesting behaviours. For ex-
ample, when saying the words ‘native speaker’, both Akie and Yurika began
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using their fingers to indicate scare quotes around the terms, much as [ am
doing in writing this paper. This was an interesting reframing of the term
from a biological certainty to something more questionable and unstable. In
her interview, Akie vocalized this feeling directly:

Akie: Although I thought I got some definitions of a [‘|native
speaker[’] in my mind, for example, they are capable of using
and handling their mother tongue properly according to each
context, as I tried to picture a person owning those traits which
[ thought (or maybe expected?) they would have, I found myself
being confused with some ideas or images that I myself created
in my mind because there were always contradictions, such as
“what about when they use a specific language which is not their
firstlanguage but other people do not notice that they speak the
language as their second language because they handle it like
people who speak the language as their mother tongue? If the
definition of [native speaker|[’] that I referred above is appro-
priate, would I say they are [‘|native speaker[’] of the language
even that is their second language?” I guess | would not.

Akie does not come to a conclusion here, but obviously her image of the
‘native speaker’ had become somewhat unmoored, and this appeared to be
common in the class. This was the first example of counter-framing that was
observed, but it presaged, and perhaps incited, the next two examples.

Element 2: Greater Recognition of the Validity of World Englishes

Over the duration of the course, the students’ attitudes towards world
Englishes also began to soften considerably. The first hints of this came in
the 8th week of the course, while we were discussing world Englishes, and
is captured in the following journal extract:

Ms. Tachikawa expressed concern over the idea of world Eng-
lishes in the classroom, and said that what should be taught to
students is “the word that everyone understands”. To illustrate
this, she bought up an example of a new teacher from her
school who is from Aomori prefecture, and sometimes uses the
Aomori dialect. She said this is a problem because the students
don’t understand, so this is not the correct language to tell the
students. She suggested world Englishes might be incorrect
for the same reason. Yurika suggested that this could actually
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be an opportunity. If the teacher used some Aomori slang, Ms.
Tachikawa could model communication strategies such as
checking understanding for the students, and thereby teach a
new skill. (Journal entry 04/06/2021)

Here, the initial framing of world Englishes in the classroom was as a
problem. Ms. Tachikawa suggested that the students should be provided
only with language which everyone could understand. Yurika then reframed
this scenario, positing that it could be a good opportunity for the teaching of
communication strategies, and for students to thus learn an important com-
munication skill. Although this does not validate world Englishes directly, it
does show how the students were thinking about English less as a standard
model that all students can learn, and more in terms of a communication tool,
something that Sachiko and Akie also mentioned in their interviews. Akie
noted her belief that “the role of English in the world is a tool for everyone
to communicate”, and Sachiko reiterated this and explained that “I thought
that there were many mistakes in English spoken by people from countries
that do not use English as their official language, such as Japan. However, as
people from different countries use English, I learned that English is chang-
ing and diverse. I thought the difference was bad, but I found that I could
communicate even if there was a difference.”

Another example of this re-evaluation of world Englishes occurred about a
month later; and emerged during a discussion about classroom code meshing:

The students decided that the difference between this kind of
creativity and simple mistakes was basically intentionality - if
the student was aware of the language they were using, and
if they were consciously changing it to express a new mean-
ing unavailable to them in standard English, then that was a
legitimate example of a new use of language. (Journal entry
02/07/2021)

Here, we see amuch more direct change in attitude, as the students reframed
their ideas about world Englishes. Rather than an absolutist ‘correct vs. incor-
rect’ mindset, the students instead emphasized the role of intentionality. and
conscious creativity of the speaker when evaluating English use.

Element 3: Rethinking the ‘Native Speaker’ Teacher

The final, and perhaps most important example of reframing concerned
the role of the ‘native speaker’ teacher. Early on, the students had empha-
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sized the need for Western ‘native speaker’ teachers who could act as a
linguistic model of British or American English, and as a cultural informant
for the students. This began to change over time, and the students began to
place a stronger emphasis on language awareness and pedagogical skills as
the mark of a good teacher. This is illustrated by the following two journal
extracts:

Ms Tachikawa said she had experiences with ALTs in her city,
and that one of the ALTs, a young man from Kenya, had been
able to share his language learning strategies with the stu-
dents and was the most successful of the ALTs. (Journal entry
07/05/2021)

At the end of class, Ms. Tachikawa asked me (out of the blue) to
explain the difference between “will” and “be going to”. I gave
a garbled explanation based on scraps that I recalled from my
eikaiwa days, and afterwards Yurika gave me a much clearer
explanation based on her pragmatics lectures (so much for my
superior [‘]native speaker|[’] intuition!). Akie then said, inter-
estingly, “we [‘]non-native speakers[’] can give better grammar
explanations” and Yurika replied “yes, because we learned the
rules explicitly”. (Journal entry 28/05/2021)

In the first of these extracts, the students provided an alternative fram-
ing of the role of the ALT. Rather than being only a source of linguistic and
cultural intuition, the ALT in question was able to provide useful language
learning strategies, and thus act as a pedagogical guide for the students.
This suggests a much more positive framing which removes the linguistic
privilege held by Western ‘native speakers’, and thus opens a space for other
teachers to be included.

The second extract highlights the students’ growing confidence in their
own linguistic knowledge, perhaps enhanced by the fact they were able to
show it off in the process of ‘besting’ their ‘native speaker’ teacher. Once
again, we see here an interesting framing in which a previously held nega-
tive (the lack of ‘native speaker’ intuition) was reframed as a positive (the
ability to explain language confidently because of intensive academic study).
In both examples the framing of the positive qualities of teachers moved
away from simple ‘native speaker’ intuition, and towards levels of language
awareness and pedagogical skill.
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It is certainly arguable that dividing up teachers on the basis of ‘native’
and ‘non-native’ and attributing different strengths and weaknesses to
those groups is still displaying native-speakerism. I would agree. However,
the point here is not to demonstrate that the students became fully-fledged
critical applied linguists during the study, but only that over the length of
the course they began reframing their beliefs in ways which indicated a drift
from the ideologically-informed native-speakerist discourses they were re-
lying on at the beginning. This counter-framing around the definition of the
‘native speaker; the validity of world Englishes, and the qualities of language
teachers, suggests a move in a more progressive direction, in which they
may eventually come to recognize the linguistic strength and creativity of all
users of the language, themselves included.

The Persistence of the Master Frame

Despite these positive examples of counter-framing, it should not be
inferred that the master frame no longer had any influence. This frame is
based on a strong, pervasive ideology which the students will have encoun-
tered throughout their lives as both language learners and trainee teachers,
and which may have been reinforced by exposure to more domestic forms
of essentialism such as nihonjinron, as suggested by Bouchard (2017). As
such, it is unsurprising that elements of this framing persisted, despite the
hopeful glimmers offered by the examples of counter framing which were
outlined in the previous sections. So as not to overemphasize the effect of
the counter-framing, I offer the following two extracts from my journal from
relatively late in the course, both of which strikingly illustrate the persis-
tence of the master frame, and the ideology of native-speakerism:

At the end of the lesson, Yurika said “if | am in this class, I will
say world Englishes are valid, but outside this class if I am talk-
ing to someone, of course course [ will say that British English
and Nigerian English are not equal, because we use British
English as a model” (Journal entry 28/05/2021)

Yurika and Akie were quite emphatic about [the validity of world
Englishes], and seemed to find the whole idea much more con-
crete than in our previous lessons. Ms. Tachikawa, on the other
hand, deferred to the opinion of the [‘|native speaker[’], saying
that she needed to have the permission of the ‘native speaker’ to
know if a word was correct or not. For her example of a native
speaker, she said “you.” (Journal entry 02/07/2021)
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Conclusion

In this paper I have presented an analysis of data gathered from a critical
qualitative study of a class based on teacher notes and interviews, analysed
through a frame analysis perspective. The framing employed by the partici-
pants demonstrated that their perceptions were strongly influenced by the
ideology of native-speakerism in terms of who counted as a ‘native speaker’
of English, which varieties of English were considered valid, and what quali-
ties were considered valuable for teachers in the classroom. Despite the
clear influence of this ideology, examples of counter-framing were observed,
in which the students began to frame their ideas in ways which suggested
movement away from this ideological base. Despite the fact that these
examples of counter-framing were small, and although the master frame
persisted, they did indicate potentially liberatory routes for the students to
pursue. This study has thus illuminated not only some of the subtle manifes-
tations of the ideology of native-speakerism among trainee teachers but has
also indicated possible avenues of resistance which can be encouraged. For
critical educators, these may indicate the beginnings of paths to be pursued;
all the more likely to be successful because the students have taken the first
steps themselves. No critical project should seek to didactically force stu-
dents to change their position, as to do so treats the students only as objects
to be acted upon, rather than as equal subjects engaged in their learning and
development. However, following Freire (1974/2005), I suggest that teach-
ers can help their students adopt an attitude of constant re-evaluation, and
to “perceive themselves in a dialectical relationship with their social reality”
(p- 30). By confronting tensions, contradictions, and crises between their
beliefs and their experiences, it is likely that they will begin, autonomously,
to present counter-framings which in turn represent ideological ruptures.

Although this study revealed complex and suggestive insights, certain
limitations ought to be acknowledged. Firstly, this was a small-scale study,
and the data was drawn mainly from student interviews, and fieldnotes in
the form of a research journal. Future research could be made more robust
through a more solidly ethnographic approach, including more overt trian-
gulation between different sources of data. Secondly, a greater variety of
data sources would help add to the legitimacy of these findings, and this is
another avenue that could be explored in future work. Despite these limi-
tations, this study has yielded data which resonates strongly with critical
research in the field, has highlighted the strength and influence of native-
speakerism in this context, and has also cast some light on ways this may be
challenged in the future.
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Appendix
Semester Plan

¢ Lesson 1: Historical perspectives on the ‘native speaker’

e Lesson 2: Theoretical perspectives on the ‘native speaker’

e Lesson 3: Native-speakerism 1: Historical perspectives

¢ Lesson 4: Native-speakerism 2: Recent research

e Lesson 5: Native-speakerism 3: Language models and target cultures
e Lesson 6: World Englishes: Historical development

e Lesson 7: World Englishes: Models and shifts

e Lesson 8: Teaching world Englishes and ELF: Introducing varieties in
the class

e Lesson 9: Teaching world Englishes and ELF: Introducing varieties in
the class (cont.)

¢ Lesson 10: Student presentations 1

e Lesson 11: Student presentations 2

¢ Lesson 12: Teaching world Englishes and ELF: Linguistic innovations
and creativity

e Lesson 13: Student presentations 3
e Lesson 14: Student presentations 4
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Despite widespread criticism, native-speakerism within English Lan-
guage Teaching (ELT) continues to permeate global professional spaces
(Rivers, 2020). Consequently, native-speakerism creates a ‘native speaker’
versus ‘non-native speaker’ dichotomy in ELT, which favors ‘native speaker’
teachers as inherently more qualified to teach English based on linguistic
birthright. In (En)Countering Native-Speakerism: Global Perspectives, both
‘native speaker’ and ‘non-native speaker’ teachers of English offer an insid-
er’s view on the state of native-speakerism globally. The book is divided into
four parts and 12 chapters in which the authors qualitatively examine how
labels associated with native-speakerism affect English language teachers
and students. The authors explore how teachers construct their profession-
al identities in environments that favor native speakers and suggest ways
through which native-speakerism in ELT can be minimized and eventually
eliminated.

In the first part, “Exposing the Ideologies Promoting Native-Speakerist
Tendencies in ELT,” Holliday outlines the ideology of native-speakerism and
highlights the negative impact it has on both ‘native speakers’ and ‘non-na-
tive speakers’. On page 11, Holliday introduces the term “cultural disbelief,”
which is the implication that ‘non-native’ English speakers are less compe-
tent because of cultural differences which limit their autonomy and abilities
to teach English. According to Holliday, cultural disbelief is at the heart of
native-speakerism. It places all speakers at a disadvantage by undermining
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the achievements of ‘non-native speakers’ and reducing ‘native speakers’
to a list of marketable attributes (p.15). Therefore, Holliday advocates a
shift to “cultural belief,” or the affirmation of the cultural contribution of all
students and teachers, regardless of background (p. 20). Holliday endorses
this practice as a step towards dismantling the native-speakerism cycle that
commodifies teachers and hinders the understanding of English as a multi-
cultural language.

The second part, “Native-Speakerism and English Teachers,” which
includes contributions from Southeast Asia, the United Kingdom, and
South Korea, focuses on how teachers in different parts of the world deal
with native-speakerism and how it affects their professional identities. In
Chapter 5, for example, Yeonsuk Bae claims that the pressure associated
with native-speakerism often results in a reversal of teacher-student power
dynamics in Korean classrooms, such that even well-regarded teachers may
lose confidence in their ability to speak English when encountering students
who sound like ‘native speakers..

The marginalization of ‘non-native speaker’ teachers is exemplified in
Pamela Aboshiha’s study, in Chapter 3, where English teachers from Britain
cling to the view that they have superior education, linguistic abilities, and
pedagogical knowledge compared to their ‘non-native speaker’ colleagues.
However, some encouragement can be found in reports like that of a teacher
named Rachel, whose perception of her ‘non-native speaker’ colleagues was
altered through professional development. Instead of viewing these teach-
ers as inferior, Rachel now perceives them as colleagues who face similar
professional issues.

While Aboshiha discusses the attitudes of ‘native speakers’ towards ‘non-
native speakers’, Anne Swan discusses the opposite in Chapter 4. In her study
on how English language teachers define their professional identity, ‘non-
native speaker’ teachers exhibited a high level of self-confidence unaffected
by native-speakerism. This confidence is driven by their language learning
experiences and knowledge of the local context. As Swan observes, the
teachers took advantage of the skills of their ‘native-speaking’ colleagues to
develop themselves and benefit their students.

The third part, “Native-Speakerism and Perceptions of Identity,” highlights
the consequences of the labeling of identities on language learning
communities. In Chapter 6, Yasemin Oral focuses on the problematic nature
of labels such as ‘learner’ and ‘migrant’ in an English language learning
community of Turkish nationals in Britain. Oral argues that categorizing
language learners and users under the broad category of second/foreign
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language learners ignores the dynamic and complex nature of identity, and
treats it as static and straightforward. Furthermore, labels reinforce native-
speakerism by trivializing essential aspects of a ‘non-native’ speaker’s identity
by placing them in particular groups despite their individual differences.

In Chapter 7, Irasema Mora Pablo uses the experiences of teachers and
students from a Mexican university to present a different perspective
on labeling, particularly for ‘native English speakers’ from the United
States. Pablo shows how Mexicans label ‘native speakers’ from America in
derogatory ways, such as “gringos,” to disempower them. Yet, the identities
of teachers and students are nonetheless shaped by the ‘native-speaker’
construct because the blue-eyed “gringo” remains the ideal teacher.

In Chapter 8, Ayesha Kamal discusses the assumptions that ‘native-speak-
er’ teachers in Kuwait make concerning student performance and motiva-
tion. Kamal notes that, despite proof of student success, her ‘native-speaker’
participants continued to discuss students in a tone of cultural disbelief.
The teachers, for example, made preliminary judgments about students’
potential performance based on whether or not they wore traditional garb
(p- 130). Kamal believes that negatively categorizing students limits their
agency and ignores the more personal realities that shape their identities.
The author concludes that teachers’ inability to recognize students’ indi-
viduality perpetuates native-speakerism and continues to harm students.
Similar to Mahboob (2018), Kamal encourages teachers to recognize the
dynamic nature of language teaching and to provide students with a posi-
tive learning environment focused on students’ potential rather than their
inabilities.

In Chapter 9, Caroline Fell Kurban discusses the advantages of associa-
tion with the ‘native speaker’ label, through a focus on bilingual marriages
between British ‘native English speakers’ and their ‘non-native speaker’
partners in Istanbul. She states that institutions, employers, and individu-
als alike regard Britishness and English as superior, resulting in bilingual
partners having higher social-economic status within their community. Ac-
cording to Kurban, ‘native speakers’ enjoy symbolic and economic benefits
while their ‘non-native speaker’ partners are considered legitimate English
speakers and are favored for jobs even if they are underqualified.

The book’s final section, “Native-Speakerism in the Academic Environ-
ment,” distinctly focuses on what is being taught rather than who is teaching
it. Victoria Odeniyi (Chapter 10) and Nasima Yamchi (Chapter 11) examine
the discriminatory nature of standardized academic writing, characterized
by generic writing styles, in higher education. According to them, despite
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being framed as inclusive, neutral, and objective, academic writing pro-
grams have neo-racist undertones, and inadvertently portray learners who
are unfamiliar with their underlying Western methodologies and cultural
attitudes as lacking autonomy and critical thinking.

In Chapter 12, William Sughrua suggests that for academic writing pro-
grams to be inclusive, they must be framed using what he terms the “nos-
talgic modernist paradigm”. This paradigm promotes a more individualized
writing style as an alternative to modernism’s generalized techniques and
postmodernism’s “anything goes” mindset (p. 205), and includes story-
type writings such as journalistic, anecdotal, and autobiographical articles.
Sughrua explains that, by adopting this approach, educators will be able to
live up to Holliday’s concept of cultural belief (Chapter 1) as this paradigm
provides a space in which academics can be seen and understood as such,
without the discriminatory distinctions of ‘native’ and ‘non-native’ English
speakers.

A key strength of (En)Countering Native Speakerism: Global Perspectives
is the diversity of nationalities represented in the contributors, whose per-
spectives on the ‘native speaker’ versus ‘non-native speaker’ dichotomy are
informed by their lived experiences. Their contributions help to provide
valuable insight into the prevalence of native-speakerism in contexts we
might not otherwise have access to. More importantly, these ELT practition-
ers provide recommendations on how teaching practices can be reframed
to minimize native-speakerism and ultimately eliminate it from the field by
practicing cultural belief.
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Narratives of East Asian Women Teachers of English: Where Privilege Meets
Marginalization, by Gloria Park, narrates both the author’s lived experiences
and those of six East Asian women as they recount their struggles and joys
of learning and teaching English. Park examines the fluid, multiple, and con-
tested identities of the participants as she recounts their stories as scholars,
mothers, and as immigrant women of color prior to and after coming to the
United States. Additionally, she challenges the view that mothers are less
academically productive as well as the cultural expectations that disadvan-
tage women scholars in higher education institutions.

The book consists of six chapters, each containing the narratives of the
participants, and should be read in their given order because the later chap-
ters provide reflections based on the earlier chapters. In the Prologue, Park
introduces the five participants and their pseudonyms, and why they came
to the United States. Han Nah Jung is a native of South Korea who joined an
MA TESOL program while waiting for her husband to complete his graduate
course. Liu Li from Beijing joined a TESOL master’s degree program to learn
how to teach English effectively. Xia Wang, also a native of Beijing, joined a MA
TESOL program to develop effective and engaging teaching materials. Both Liu
Li and Xia Wang came to the United States with the goal of returning to China
after completing their studies. Yu Ri Koh, from South Korea, joined a TESOL
master’s program hoping to further improve her English language and teach-
ing skills. Lastly, Shu-Ming Fun, originally from Taiwan, is a self-identified non-
native English speaker (NNES) despite her long-term residence in the United
States where she is completing her master’s in TESOL while volunteering to
teach survival and citizenship classes to immigrants, refugees, and asylum
seekers. As Park notes (p. 24), despite coming from different backgrounds,
the English language remains a symbol of power and privilege in each of their
lives, yet it is also a mark of linguistic marginalization. The Prologue ends with
Park noting that one of the book’s goals is to advocate for students and col-
leagues in the field, especially minority women scholars.
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Chapter 1 begins with Park’s autobiographical poems which she refers
to as “autobiographical poetic waves” (p. 34). Each poem describes how
Park came into her career, starting with her family immigrating to the
United States in 1976, to becoming an established researcher and educa-
tor in academia. Through her poems, Parks tells stories of alienation and
discrimination. For instance, she was perceived as a native English speaker
(NES) in South Korea, which resulted in her being hired as an educational
consultant despite not having any background in English language teaching
(ELT). Park noticed that although her linguistic abilities put her in a position
of privilege in South Korea, she also faced discrimination due to her gender
and her identification as a Korean-American, causing her to be marginalized
by South Koreans (p. 37).

In Chapter 2, Park focuses on literature discussing the gender, race, and
class connections to teaching English in the United States and in the partici-
pants’ home countries. Park also connects the transnational identities borne
from immigration and access to English language education in her and her
participants’ home countries. For example, she addresses how their profes-
sional and personal development endeavors provided them with opportuni-
ties but at the same time led to marginalization in the United States and in
their home countries (p. 45). Park also mentions the suppression of their
struggles perpetuated by the model minority myth, which describes Asian
Americans and Asians as economically successful and hardworking in the
United States (p. 56). Another theme covered in this chapter is the scarcity
of voices of women of color in the TESOL field, which has furthered their
disenfranchisement. In the chapter, the women shared their experiences of
working harder than NESs to claim credibility and legitimacy as ELTs, es-
pecially as they do not possess the white racial status that is equated with
power, credibility, and being ideal teachers of English (Kubota & Lin, 2006).

In Chapter 3, Park discusses her reasons for choosing evocative qualita-
tive inquiry as her methodology in the book. The narratives of the women
were collected via interviews, and discussions were conducted in an interac-
tive dialogic manner where Park also shared her experiences so she could
engage in conversations with her participants. She draws her approach from
a wide range of authors such as Ivanic (1998), Norton (2000), and Shohamy
(2004), focusing on narrative inquiry as a research methodology for under-
standing human experiences.

In Chapters 4 and 5, Park explores the narratives of Han Nah, Liu, Xia, and
Yu Ri. She positions gender as a lens to demonstrate the need to explore
the experiences of women not only at the institutional level but also at the
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personal level to fully understand their perspectives. In these chapters, Park
depicts the participants’ engagement with English in their home countries,
their experiences in working for professional companies, and their experi-
ences leading up to joining MA TESOL programs in the United States. One re-
current theme explored in the narratives is how all participants were made
to question their legitimacy as TESOL professionals in English language
learning and teaching communities. In Liu’s case, she felt excluded in class-
room conversations while also having to negotiate her credibility when she
contributed to group projects during her studies (p. 114). Xia also wrestled
with issues of credibility as a woman of color applying for jobs in the United
States, for instance, when a recruiter erroneously assumed that she was not
able to correct K-12 multilingual essays because she was a NNES.

Park concludes the book with an epilogue by reflecting on critical inci-
dents from her own autobiographical narratives and by discussing parallel
themes from the stories of the participants. In one incident, she recounts
her experience of becoming a new faculty member shortly after giving birth.
Park acknowledges the privilege of being given an easier schedule due to
her status as a new mother, but she also grappled with the assumption that
new mothers were less career-oriented. At that time, she countered this as-
sumption by publishing more research papers than others in her faculty. In
authoring this title now, Park reflects on critical incidents in her academic
career which guided her to become proud of her multilingual teacher iden-
tity. She also states that she hopes the narratives shared will raise critical
awareness of incidents like those recounted here which, based on her expe-
rience and that of her interlocutors, are not uncommon in academia.

Overall, this book captures the fluid identities of women scholars who
wrestle with issues surrounding privilege and marginalization while also
initiating conversations regarding embedded ideologies in academia. As a
female Asian educator, processing these narratives was emotional, as they
clearly resonate with my own experiences. This is a recommended reading
for people who share these experiences firsthand, as well as those who wish
to gain greater empathy and understanding about identity, race, and the
(dis)empowerment of women scholars of color in the academy.
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Researchers looking at language teacher education and development
frequently emphasize language teacher identity (LTI), a concept that de-
fines how language teachers see themselves with respect to their work
and how they are perceived by their colleagues, students, and employers
(Barkhuizen, 2021). However, researchers debate how to theoretically and
methodologically conceptualize and investigate language teacher iden-
tity, with commonly discussed LTI frameworks being social identity theory,
communities of practice, and post-structuralism (Varghese et al., 2005). In
Language Teacher Recognition: Narratives of Filipino English Teachers in
Japan, Stewart proposes recognition theories as an alternative for analyzing
language teacher identity. Stewart utilizes narrative interviews to gather the
career histories of nine Filipino English-language teachers, which she then
recounts in detail over nine chapters. Stewart uses this to then discuss is-
sues related to language teacher identity, such as how marginalized groups
are affected by racial bias and native-speakerism, and the role of language
teacher associations (LTAs) in identity formation and identity politics.

Stewart begins Chapter 1 by arguing for recognition theories through
critiquing the commonly-used post-structuralist theory on identity. Stew-
art argues that recognition, the act of acknowledging or respecting others
how they would like to be identified, rests at the core of all identity theories
(p- 17). In Stewart’s view, recognition is integral to developing pride in our
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identity or sense of self. However, the concept of recognition differs signifi-
cantly between recognition theorists. As Stewart explains, the individual in
the post-structural concept of identity formation recognizes herself as the
subject of ideologies or preexisting identities. These ideologies do not con-
sider the more fundamental issues of ontology or reality, and so people un-
derstand themselves through the identities they are given, not because they
truly represent who they are, but because they are expressed in language
they know (p. 29).

Alternatively, Stewart asserts that in recognition theories, self and other
are mutually co-constructed, with a desire for recognition or affirmation
constituting the basis of identity formation (p. 34). In essence, Stewart be-
lieves that an individual’s identity is not situated in ideologies but rather
in the strengthening of one’s ontological ‘inner core’ through mutual rec-
ognition—the validation one receives when others acknowledge the quali-
ties that they recognize within themselves (p. 18). She stresses that, unlike
post-structuralism, recognition theories emphasize the affective nature of
identity. Stewart points out that people are motivated by loyalty and pride in
their achievements and qualities, but they also experience prejudice when
their abilities are underappreciated, or they are denied rewarding work
based on nationality, race, or language identity (pp. 36-37). Accordingly,
Stewart examines the emotions of pride and prejudice embodied in the sto-
ries told by Filipino English teachers whose contributions to the teaching
profession, she claims, have historically been overlooked in Japan due to
racial and linguistic biases.

As part of her exploration into the Filipino teachers’ experiences, Stewart
provides an overview of the history of English teaching in Japan in Chapter
2. According to Stewart, since its inception in the late 1800s (p. 56), English
education in Japan has favored native English speakers from “inner-circle
countries” (Kachru, 1992). She further explains that Japan’s language
teacher hiring practices are influenced by native-speakerism, a bias against
‘native speakers’ based on their status as native English speakers (p.19).
Consequently, marginalized ethnic groups, such as Filipinos, have been denied
English teaching jobs because they are not considered ‘native speakers’

Stewart states that despite structural changes in the Japanese education
system that have now enabled Filipinos to work in English language
teaching (ELT), they still face stigmatization that devalues them as teachers.
Accordingly, in Chapter 3, Stewart discusses the concept of “investment”
among Filipino teachers to secure their professional identity. Teachers Lori
and Elma described feelings of under-appreciation, which motivated them
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to invest time and money to increase their marketability and job security
in what Stewart terms Japan’'s neoliberal English education landscape.
Although Stewart applauds the actual investments teachers make in their
profession, she questions the use of this term to conceptualize language
teacher identity. She states that Filipino teachers make investments that
are intended to maintain and enhance cultural capital, that is, their value
as English teachers owing to their experience and education (Norton et al.,
2011). However, according to Stewart, because of the fact that their value
as teachers fluctuates with ideological shifts (pp. 76-77), employers and
society should instead grant mutual recognition of Filipino teachers’ skills
and abilities and preserve their value and security.

In Chapter 4, Stewart takes a closer look at LTAs, specifically Filipino
English Teachers in Japan (FET]) and its role in promoting the recogni-
tion of Filipino teachers. Stewart describes LTAs as facilitating members’
professional development and positively influencing public perceptions of
language teaching and learning issues for their group (p. 96). For example,
FET]’s members benefit from set normative standards for teaching that are
documented in the organization’s teaching guidelines handbook, as well as
regular professional development training, and job placement assistance.
Through these services, Stewart says FET] is committed to improving the
status of Filipinos in Japan and cultivating pride among its members.

FET]’s contribution to enhancing Filipinos’ status is exemplified in the
successful career stories of Anna Maria, Shin, and Katrina, whose accounts
Stewart uses in Chapter 5 to address whether EFL teachers have careers.
The teachers cited various reasons for pursuing teaching careers, including
financial benefits, skill development, and social status enhancement; how-
ever, they all recounted situations in which they had to negotiate unfavorable
working conditions to get better jobs. Stewart describes this negotiation as
part of a new work order, in which people act as entrepreneurs responsible
for enhancing and marketing themselves (p. 122). Stewart sees this percep-
tion as supplanting the notion that teaching careers are a series of stages
that result in progressively higher wages and status and are only available
to teachers in the public sector. Therefore, she concludes that EFL teachers
do have careers when viewed as entrepreneurs.

The success stories of Renata and Carmela in Chapter 6 provide a unique
perspective on the Filipino language teacher identity from teachers whose
careers are not supported by FET]. To gain insight into these teachers’
identities, Stewart employs membership categorization analysis, a method
for interpreting how people categorize themselves in their interactions
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with others (Fitzgerald, 2015), to analyze the use of relative and collective
pronouns in Renata and Carmela’s stories. Stewart found that despite both
participants expressing pride in their Filipino identities, their professional
identities took precedence. Neither thought their nationality disadvantaged
them professionally; in fact, Renata viewed it as an asset enhancing the
teaching community’s diversity (pg. 148). Both teachers acknowledged
FET]’s contribution to the advancement of Filipinos in Japan but implied
Filipinos no longer need to be saved from social stigma.

Overall, Stewart’s insights into the role of recognition theories in discuss-
ing identity add substantially to the dialog on strategies for eliminating
identity-related biases in ELT. Her use of narratives to examine language
teacher identity provides a thought-provoking look at how marginalized
groups in Japan’s ELT field navigate the discrimination they may face due
to racial and linguistic biases. Furthermore, Stewart delivers a convincing
argument against post-structuralist identity theory and proposes a different
approach to discussing identity, one that emphasizes reality over discourse,
and teaches mutual recognition as a way to dismantle identity-based biases.
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Afterword

Thomas Amundrud
Nara University of Education

Journal's first special issue on a topic of such timely importance to

our organization and to English language teaching (ELT) in Japan
more broadly, [ humbly felt the weight of expectations for this publication
to address with full impact and import the breadth of all issues pertaining
to race and native speakerism in ELT. This special issue pushed against such
expectations, however, because it was rather motivated by a desire to spur
greater discussion within JALT Journal on this topic, and so it should be seen
not as a capstone but as a basis for further research, critique, and action.
To that end, in this Afterword! I would like to address some outstanding
issues raised by the related articles and books reviewed in this special issue
in order to bring together the ideas raised, as well as to pose questions and
propose directions for further examination with the hopes that future au-
thors and editors will take these ideas and go beyond them, alongside the
limitations and tensions in doing so.

Q. s guest editor, alongside Shirley Ando and Collette Grant, of JALT

On Resilience of the ‘Native Speaker’

In the article “An Introduction to Race and Native-Speakerism,” Ryuko
Kubota provides a valuable account of the history of race and native-
speakerism research around the globe. To understand how this strand
of research has evolved in Japan, however, we need to look back to the
pioneering work of Stephanie Ann Houghton at Saga University. Houghton's
(2002) protest article questioned existing Japanese and international labor
laws which, although prohibiting discrimination based on a broad range of
identity markers, have yet to make explicit references to language-based
ideologies including the categorization of people based on the ‘native
speaker’ criterion. This gesture brought Houghton’s own contractual status
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at her university under question. Fortunately, her voice was not drowned
out by conservative forces, eventually leading her to be elected as the first
non-Japanese labor union chair in Japan. Houghton’s argument then gained
national magnitude and helped lead to the disappearance in 2005 of the
gaikokujin kyoushi (foreign lecturer) category, as well as the elimination—
though still incomplete—of the ‘native-speaker’ category in job postings
in Japan. In collaboration with other activists and researchers both within
and outside Japan including Evan Heimlich, Arudou Debito, Damian Rivers,
Kayoko Hashimoto, and many more over the years, including notably
a collaboration with the United Nations Special Rapporteur on Racism
(Diéne, 2006), Houghton's involvement facilitated discussion with a broad
range of conceptual and empirical questions regarding the resilience and
dismantlement of native-speakerism in Japan (see Houghton & Bouchard,
2020). In the context of multiple national and international symposia on the
subject, a growing body of work has now emerged, which increasingly makes
it clear that a critical analysis of racism and native-speakerism in language
education is more than a matter of raising questions about identity and
ideology. Racism and native-speakerism are first and foremost systems of
oppression (i.e., antecedent and enduring) imposing considerable discursive
and material constraints upon workers in the language teaching industry
and beyond. This growing body of work has also led to more sophisticated
understandings of the debilitating impacts of racism and native-speakerism
on both ‘non-native’ and ‘native speakers’ alike. This critical improvement
is crucial, for it not only aligns with long-standing conceptualizations of
ideologies as “double-edged swords,” but it also pushes the conversation
further towards the ultimate goal of social emancipation. At the same time,
however, even as we combat the ill effect of racism and native-speakerism
on ‘native speakers’ themselves, they/we should not be the focus because
this may end up recentering whiteness by marginalizing the importance
of race (Hammond, 2006). Indeed, as special issue author ]. P. B. Gerald
argues elsewhere (2020), it is essential that TESOL professionals take
the risk to actively de-center whiteness in our research and teaching.
This is particularly in light of the fact that while the reduction of (white)
‘native-speakers’ to “saleable attributes” (Holliday, 2015, p. 15) is no doubt
dehumanizing, it is not nearly as detrimental to their professional, personal,
and material standing as the injustices experienced by their/our colleagues.
This special issue will hopefully encourage scholarship from all researchers,
and particularly scholars considered ‘non-native speakers’ from outside
Japan who work here, that takes these raciolinguistic barriers to account.
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A further site of enduring resilience is within the framing by Japanese
teachers of English of ‘native speakers’ as the final arbiter of what is cor-
rect English, a topic examined by Robet ]J. Lowe. Given the persistence of
‘native speaker’ norms worldwide (Lowe, this issue) and the resilience of
‘native speaker’ master frames despite active academic interrogation among
Lowe’s participants, it is not entirely surprising that universities in the
Kansai region, for example, would still be advertising “native English” as a
selling point of their schools even in 2022 or that colleagues may still ask
for a “native check” of an English text. At the same time, it is necessary to ac-
knowledge and appreciate work done by Japanese scholars in Japan against
this “native speaker worship” (Sato, 2022, p. 70) and towards the grounding
of English norms on a broadly Global Englishes/English as a Lingua Franca
(ELF) basis (e.g., Konakahara & Tsuchiya, 2020) and as advanced institution-
ally in places such as the Center for English as a Lingua Franca at Tamagawa
University. We look forward to more Japanese researchers in these fields
advancing this research in JALT Journal.

Intersectionality: A Path Not Yet Taken Far Enough

This special issue is the start of a needed dialogue on the crucial topics of
race and native-speakerism in ELT in Japan and beyond, and as such, it is by
no means complete or definitive. Despite the fact that two of the three spe-
cial issue editors, the author of the introductory article, and our book review
contributors are female, the special issue editors nevertheless keenly felt
the lack of female-authored research contributions in the final publication.
Given the exigencies of publishing, however, we felt its absence was better
than silence. The special issue editors therefore call on authors working with
the intersections of gender, race, sexual identity, ability, and speakerhood to
submit to JALT Journal and hope that this special issue will demonstrate JALT
Journal's commitment to this particular area of critical applied linguistics.
One recent example of such scholarship is Owens (2017), which examines
what she terms the “traveling yellow peril” represented by Filipina English
teachers, such as those interviewed in Stewart (2020), and their threat to
the white hetero-masculinity of some U.S. men working as English teachers
in Japan. Another is Lawrence and Nagashima (2020), which examines via
duoethnography the multiple means through which nationality and sexual-
ity intersect in the authors’ identities as ELT professionals. By highlighting
the conjunctions between race, gender, and sexuality under professional
neoliberal flexibility and privilege, such as noted in Park (2017), it is hoped
that this special issue will not only raise issues related to the problematic
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influence of neoliberalism on contemporary critical applied linguistics but
that it will also enable more frank and necessary conversations among
scholars and language practitioners aimed at developing effective emanci-
patory strategies for language learners and users everywhere (see Block et
al.,, 2012).

What Is to Be Done?

For those who may still question the relevance of such issues to language
teaching, we would like to reiterate Bouchard (2022) who argues that the
notion that critical issues are somehow extraneous to language teaching
research ignores the situation of our work within multiple layers of power
and domination. These social structures act as powerful conditioning forces
upon decisions regarding who can speak in our field, what is considered im-
portant research, and how it is—or is not—supported by funding, tenured
positions, and other forms of material institutional recognition. It also over-
looks the inherently critical nature of the humanistic scholarship in which
we are engaged. With this in mind, the following is a brief examination of the
constraints and promises of what changes language teaching professionals
should make.

In Global English and Political Economy (2021), John O’Regan details
through a Marxist analysis of the political economy of the spread of English
since the inception of capitalism in the 17th Century how English has
functioned to smoothen the circuits of capital and aided its accumulation. In
Chapter 7, on “superdiverse translingualism,” O’'Regan (pp. 184-185) makes
the uncomfortable yet cogent observation that the detractors of native-
speakerism (present company included) are ourselves complacent in the
perpetuation of ‘native speaker’ norms of speech and, more importantly, of
academic writing. That this should be so is no surprise, however, because as
discussed in Bourdieu (1988), scholars are overdetermined by their relation
to and place within an academic marketplace in which capital is, as O’'Regan
puts it, “the real foundation” (p. 184). O'Regan, following Blommaert (2010),
suggests viewing this in terms of orders of indexicality that determine
whether and to what extent more normative forms of English will be
used given the social value and concomitant registers attached to articles
in an academic journal such as this, for instance. The resilience of native-
speakerism and the racist and imperialist roots of the ELT enterprise, as
described by our special issue authors, contribute to a double-bind in which
our silence and inaction in the face of injustice are damning, but yet so is
our action in writing critically against inequities in our field. Furthermore,
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criticality—as necessary as it is—is definitely a profitable trend in all aspects
of academia, thus further reinforcing the real foundations upon which we
work.

Yet, we must act, for the sake of our students, our colleagues, and our-
selves. Gerald (this issue) for instance suggests that when using videos in
class, teachers use captions “for all speakers so as not to stigmatize those
with less familiar accents or languaging, and to increase accessibility,”
and that researchers relentlessly question their/our assumptions about
Japanese English, as well as the faces of those whose research we draw
upon (see also Kubota, 2019). Lowe (this issue) suggests that we help our
students adopt a Freirean “attitude of constant re-evaluation” and that by
“confronting tensions, contradictions, and crises between their beliefs and
their experiences, it is likely that they will begin, autonomously, to present
counter-framings which in turn represent ideological ruptures.” Beyond
these changes to our teaching and research are the more concrete steps of
eliminating discriminatory hiring practices against ‘non-native’ non-Japa-
nese teachers of English from outside the “inner circle” countries in particu-
lar since, according to the United Nations Committee on the Elimination of
Racial Discrimination (2018), Japan still has insufficient legal prohibitions
against racial discerimination. Although these steps may on their own be
insufficient in dismantling native-speakerism or its raciolinguistic basis,
they will help marginalized groups of teachers, such as those interviewed in
Stewart (2020), accomplish the recognition and professional security they
deserve for their contributions to the ELT field. Most importantly, they will
be one small but necessary move towards building solidarity in our profes-
sion based upon shared humanity.

Note

1. The author would like to acknowledge the useful feedback and con-
structive input from Jeremie Bouchard in the writing of this afterword,
especially for his help with the crafting of the list For Further Reading.

Thomas Amundrud is Associate Professor of English Education at Nara
University of Education. He researches multimodal language teacher peda-
gogies and is committed to expanding justice in language education and
beyond.
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Securing rater reliability for classroom speaking tests can be difficult because
teacher-raters typically do not have much time to engage in rater training to under-
stand and discuss rubrics and scores. Furthermore, a teacher typically faces difficul-
ties asking colleagues to help double mark each student’s performance. Intensive
rater training and double scoring are typical procedures to maintain high reliability
(Knoch et al,, 2021) but are not well practiced in the classroom. However, in some
cases, extensive training or double scoring is not necessary when teachers use a
rubric with a few criteria and levels, which is simpler than conventional detailed
rubrics (Koizumi & Watanabe, 2021). Thus, we use a group discussion and a debate
to explore rater reliability when Japanese senior high school teachers use simple
analytic rubrics without detailed rater training. We pose the following research
questions (RQs):

RQ1: To what degree are raters similar in terms of interrater consensus and con-

sistency?

RQ2: To what degree do raters score students’ responses consistently?
RQ3: How many raters are required to maintain reliability?

We analyzed ratings for two speaking tests administrated in September or Novem-
ber to 227 third-year students at a public senior high school. Each test, taken by a
group of four students, included either a five-minute group discussion or a 21-min-
ute group debate; the test administration and marking were conducted during the
lesson time. An analytic rubric was developed for each task and consisted of three or
four criteria with three levels (e.g., content, expression, and technique). Two of the
three raters scored each student’s response during the test. Teachers had no time to
discuss the rubrics in detail and engaged in only a 10-minute discussion about the
rubrics before the tests. The ratings were analyzed separately for each test using
weighted kappa statistics, Spearman’s rank-order correlations, many-facet Rasch
measurement (MFRM), and multivariate generalizability theory (mG theory).
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The results indicated that the overall rater reliability was adequate, but some
cases required careful training. For RQ1, the kappa statistics of two raters’ scores for
each criterion ranged from poor to substantial agreement (-.06 to .84). Correlations
between two raters’ scores ranged from negligible to strong (-.07 to .91) and there
were not large differences in rater severity (i.e., differences in fair mean-based aver-
age values of 0.07 to 0.16 with full marks of 3). In addition, the overall agreement
percentages from MFRM were higher than those predicted by MFRM (e.g., 72.9%
> 71.6%). The intrarater consistency examined for RQ2 using Infit and Outfit mean
squares from MFRM was also adequate (e.g., 0.86 to 1.35). The number of raters
needed to maintain sufficient reliability (¢ =.70) for RQ3 was one at the overall test
levels and one to three at the criterion levels.

Using simple rubrics, a group discussion task, and a debate task, the results showed
that rater reliability can be maintained without extensive rater training. Although
the current results may have been affected by study contexts, such as procedures and
students’ and raters’ characteristics, they provide pedagogical and methodological
implications for developing speaking assessment tasks and procedures and report-
ing rater reliability statistics from multiple perspectives.

Keywords: > > 7 )Vis)V—T Vw7 REE N —227 BTy ailllE; L4588
— Wb PTREPE FEGR; simple rubrics; rater training; many-facet Rasch measure-
ment; multivariate generalizability theory
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POTOMNIEESZEZICHFEETOORFEEMENFT 2 (BETD)REDS
MEFEND, STICHEEF TR Tl AR THEI B2 ANSIET,
A TEE KRR IR E BT H 2D ZENTE, T8Oy 27 L5k

X E—F 2 TR D RHRMERDIZDICEENTAE—F > J Rk 21T D BRI
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NWHDEFDZETEED I PEBICLNWEEEZ 55N 5HE315 (MR, 2018¢;
Galaczi & Taylor, 2021) .

20204 FEMN SR fEf T3 TN B 8 B0 CCEREEA . 2019 ICBNWTIEE
FZEIMIPOED | ETFER N DN TR INZ, ZAUTEEN, ORI ZE#L
FZHREDHENITHNTWZEAD, L L, TNEZZDHMEOHEEITFH, &
ENNETHD, BE (2019 BN EROBBIZITo2T > r—hcksE, STOE
HCEENZWH B, RO T57.14%., £ T38.10%BD, FEEXIDLOEDD
FANEZBENZWEAN RSN S, S5ICSTEMBZ O AICEL TEEN
WHBIZISIZEL, DB T61.90%, FEE T66.67% THV, #I35D2% HD TS
(p. 16; %IFEESHNEIR) . STE KDL LFEML TNEHHERICBNWTIORH R TH
B2, ERETIISTOEERFESICHENEWEENSSICELWERINESNSE
EZZ5N5, DD, RO OFN, R iCE i SICE T A5 EEEN KD
5N TN, RIFFETIEZ, LOED J OB YR AT T, RPOERD T A SO A
ICHES YT, BROBENIIT I T A Ay aET A RN—hDTFT AR R T
BRI, ST INII =TV & AN E DR SADEERNS,

RH G HE DFEEIE N %

BENTITOSTORETIE, TANTAEENFE LB LE2HE, L—TUv s
REEDLETEDLRINIZH=B0E, BENERSNFE GHMEE -FeEH) &L TH
W 20N KM THS, HaFRL, AT/ 2L5 a2 E L TH
HTEEWEREFEEME) NRDENZN, BERETIOV—TUvwZIZihban
HWETEHIEND D, HREFEEFEEIIFEAERERAZENOB LTSNS
(Luoma, 2004). kR A MEEMEIL. BRAZ2ESAEDOMTRICE D LI/
H—2TRELTWDENTH D, AENEEER. FCRSENREFERCLD
WIZERELTWEN, FERICAE—F 7 HEfEOZMREZFRCLOICEHLSLTNS
N (B ABBERL O AN WD AT 2, WEBEDOFFITEHS T EmL TN
M) B OB R 2 BT 20 8T (analytic) FR 2L THIUR, BB TRIL
IEEATEHRALTORWD (B SHEXDFRIGS O NE#H L <D EIICERK LIV
=TT, MO EZZZDOHETHR S L TS H, SGEO N EHL <7255 M
TEHELTWRBNDN) EOB S THRRSNS,

Stemler (2004) 12X 5 &, FHEBEEIEEIOOT7 TO—F THETES, H1D—
% (consensus) 7 7 O—F TR EFH D AT N —F L TNWBNEHNR, HfIC
—HUIEIGEHT RS, BAREED e LE TH Hkappalriisns
TRT, 2D —E 1% (consistency) 7 7O —F T, Fma#H F LR CHEA THR R
LTSN EFR, PearsonDFE ZHH B8 {7 4% > Spearman D A7 FH BI 1R 4L, Cronbach
DT IV T 7 TR HB3DOPNE (measurement) 7 7 O—F Tl D20
ZHT v 25307 (many-facet [E£7zIdmultifaceted] Rasch measurement: MFRM), —
PR AL FTHENE #E3 (generalizability theory: G theory) 72 & Ol T )L 2 > THAN
%, MFRM T, HAE DE LS (rater severity) fH°, FERFMO—HH, HHAED
RENY—2INTw e a T TIPS TREINENY—2 E—H L TWENERT R
MF S R SENEHINS, 2O T, A FOR L SEE—FRIT, &
ELTIREIO—BETY TO—FITEW, AFEGEITE20—-EN Y To—FIC
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L WEEN—HMEEZR T, RITIE, HAFE2AELIIR S 2B OS2 2E
HEEHEEOEEZ, AMETHEAT 2602 HNMIEH L, BMIZKSM), #
MNAEEEEERFTTHBICIT. K0EFBMICRETTAIENEELNEINS,

HENST T, KEFET AN CEERHEICHWS T A REIEN, IEFITEN
FREMEIIRDRTHLN, LML HSEEDEEMEIIRIZNDERE T, ZFHEMIE
FAMENMEL RS /WIS R EE B0 EMNH S (Knoch et al., 2021; Luoma, 2004) .
ZOMAHRHDELTIL, LUF3DDHIEND D, BT, AR EAE N —=
%7 (F7=Idstandardization, calibration, moderation) &L T, FREE NI —T Vw75
YT IVHGE, A7, TOEAEEHR LML, BIOFEEZE B W TR SEMNME L1
Fl, TOBITNERLITZOIZEELEWN, HET 5 51ETH D, B0, ABOT
ANDFFEE24 U ETREAL, TOBITNNH DG EIEELED. EHHEHED, B
OREEDRE T HEOT OV AER T, AT RDDHIETH D, H3IT. 1
LD EE N Z BN CETY HIETH 5.

RO A B EENE AR IR T A=0D3 DD HIEL. BENSTTIIEMN TS/
WZENL N, REE R —Z 2 73 RIETH IR, RSN 35 & 135
MMBIN, FOREIIFHER TERNIEN SN, EE O SE OMRT., JNEEE
BHHFOCT A= L TA—F DV HENEWESITIEH LN ENEL, FUESEE
M2 AR T BDOHER AN 2EDRFMNNINDZEIT/RD, FEETH S,

BHEMEHEROZDO—R T IENEZE VWS GIC. TOTIEETIZHD
BRETOLVIEN T D HMBH D0, MO S ENZNWNEEZ D RHH 5. AT
3EEOT TO—F LD, =TV D FELEAA, TOEEERD,
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1.
A2 AR OH B OB IR
Bl EIRIEEE figE FEVE - fiF R
Rl —HeR —BLAa7 DEIE 0~100%C. 100iZiE1
H Tl FE—HEDNE
T kappaff¥l  BREEZ-BEREFELAME. @3- 1~1 01~ 20: 5T
-3 (k) o HHEDTEEEIL. KWIE S, none to slight, .21~ 40: T FEF
fair, moderate, substantial, almost perfect. 0 Al~ 60: HFLE
PAUF1E—%72 L (no agreement) 61~ .80: 14>
81~1.00:131F B
—HBR U277 DEIG, THl-EBRIHRA THl-EEIOBDLE
[MFRM]  #HORLIEZEZEL TR NOREINP
HRED HMLUSEORDEENRSEF2LOMDAE,  HHETITEWFESR
LS EOREDEVWRHLNERT . BLIMHE W, MOHDEIDNE
EVMEDA 1L ZEECI AV EORBEETBE LI, DINSNEENNINE
DRKAE  ODyhRELTERIN, 00 EHEE, 75 E25
(MFRM]  ADMEISER A ENH LN EERT
BRE (Y RAFOHLIMEICEOREDENEDS  0~1DMHEZID, @i
BE SR hERd FERT2 %, 01TV
(MFRM] Exn
FRRFED  fair score (fair mean-based averageDfE) I&,  BARE/RILIEIT /R, &
fair score® FRRF DR LSEEFEROREICHELK MRZGFIUL, Fmzfl
FZEDRKAM il RROBENLREE2LOMEOZE, EE  SHBITIFEENRZ
[MFRM]  BIICEDRREDZEN S >T=h O AR BINHHEfERT 5
I275%
PREL Spearman 2B DERMEDLRE/NT =TSN (25~ 39:55
B EGAHBE B KWREEE Lo 2B E I, REaENE 40~ 59: R
—8  REG) HICAWAATZ T TNWEN) ERT, i .60~1.00: 3¢
i 13-1~1
R BREFEE RSS20 Iy a ' TS TS B ~0.49: R A
TN BERIEE N5 —2E KL TWBEN, Infitk A 0.50~1.50: 85
—& [MFRM] ¥ (mean squares: MS) &Outfit MS23& D, i 1.51~: RS (2.01~1F
[ AT THIWT, 130~ HERR K HE I 2] Relt
Nbhs)e
D BREESH A7 EERONBOR TRAFESENLED  AINFELN
o oG HEIG . RRFINATT TG A2 BOE
el [Gtheory HAWERT
HE Gl
7 BTG TANDOEHENE (G- OREO 2N, HMEE  NINWEERE L THIE
P mitkmi A BT B B A TR TETVS
TERREK
(G theory
DHf%t)

7. AFERY R HEREIdKnoch et al. (2021) . McKay and Plonsky (2021) 22, A~B=ALL EBEAF,
[ 1= Z3#7i%, « McHugh(2012) , ® Linacre (2021) , < SZERE NS AR Dhf ez BT L
T REET, b2y b (logit) ZHiA7.E T %, ¢ Plonsky & Oswald (2014) . fliDHHESFFFET 2 (fi]: 15
[H. 2017) © FEIEDHGEIL, [KWIED Soverfit, fit, underfit (E7z1Emisfit) » overfit&underfitz
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B Tmisfitt 552EbH 5, HMITRU THMEZZEZ HTEHTE% (Wright & Linacre, 1994),
BT A > ORI, EAFHEMOHEDLZEAEHORIGEEEDS, ¢ FMEITT AL
DEFEMEZFEL TRD S, PIZITHENT AME 7080 1, EEEDMERONEELT AN .80
DA LEE7213 8504 b B EEMEA EWEREL T A M 90LL EEE 1% (Wells & Wollack, 2003) o

R E DB

Jonsson et al.(2021) 1. ZERRIDRAEDAHT HIZIZIES DEN KRS WHERINH D
ZEE RAEMFRICHEDERRTNS, FWSITFTEIEMEEZBL T, BEENDE
B W INRAE DA TITOND AT T —FT BN T, AAEFEE L TOHFED A
THMDOEBEME TSN IEZR U (B A7 O & DO —F R 100%0°
YAELNETZAT59.7~66.7%) o

ARICBWTI, EHEEZHIENE Y ET D0, FHEMEE2 BT O—Es
L THRETAZETRSN TS, #il 21X Stapleton and Collett (2010) 1ZJALT Journal
DB EIVEMDFR X DOHF T, T ANDEHEMEEZ B E W75 3D 72 <(5.72%,
17/297) . BWMIFZEO R TREBEEZRELEZMASDBENIEZHHSNIZLTNDS
(10.53%, 8/76) . McKay and Plonsky (2021)2&2& EMIIFEO HTI5FEMEZ W5
T HWIREDOD 72 OMHEENIERRGE TH R TH S (F1:16~40%) o

ZDEITHIFEE L TORFEEOMENIRS LT, HARDEBEOHFIEEH D
TR EE BT ZRANZERIISISIRENDZAD, i3 508, d
FEEZ D EN BTN B D B, Bl A IXAso (2000) Tl HAEHEL0
HNTER 104 OFEH R O FEEE . AT - #8 &1 (holistic) )L —T Uy 7%
WTERELZEEREE L —Z 2 70 —T Uy 7 OFEHIE R ORI L) . TDHE
B, 20D =TV Vi 5T, HEEHEOHENMENEDONSENHDETHY,
REHE =BT R A FE DM TOAI=I N Tz (Bl ¥ &I Tr, = .26~ .96
Yo —75. AU M E D EMEZET TR T o/ M L Lz E A, R EN—
EYZIEE ISR o7z (Bl B Tr, = 98),

RS HEEEEEMFRM THANZMIEDH D, KFEEED AREEORE LS
Ba MBI UM% 221ICEE DTz, Fl 21 Negishi (2011) Tld, HA A ZEAEN
S5RBEETDISGNTIN—T T 4 Xy aT ANEZT, L 1%LOAK NG
B REHENIHBRREDRINE RN — 2 722372811354 DR FE RN
L7z MFRM#AER Tld, SR H DL SEITENDHD (LS EDZE: 02y MET
3.25). @A (Infit MS) TIX1440%0.50~ 1.50DHIPHNIC AB TR0 ->7=(1.94) . FD
1A Z RN EH T TR IR SEF 2/ 0N E T ORMEZ R U7z (Infit MS = 1.51, 1.55
)o 2B, F2DFEDITBIF DR EFELEIIT ARSI b N K THD, — KA
WA () OF B2 TERASIN TSI EITEZE L2, il Z1XVan Moeren
(2006) TIX1 7 N —T 44 DRFEE R TZ A0/ P O284 D N TR E LT,
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2.
MFRMZ Wz 8 535 B RIERFFE (H A DIGEEFEE M RITIRD)

XpE YA REE ARL— hL—Z=  ELSE  REE

i T 77 IREfH D7 it g
R
Sato (2012) KR4 EHZE 9 SE5EREe 7L H0e HiFHRN
15644 B
Inoue (2013) K%%-Ft  #&ffiE 9% 5115 B B 3kf e HO/73 i [ A
426544 L (1.78
~2.11)
Hirai & K*E-Bt  Hihekk 9%4 SMESELRE  1~2WFfH »H* #ipH AL
Koizumi A48% B 144
(2013) i
Yokouchi K*%-Bt  Hinekt 444 AMESBeRE: 200 B 72U (0.17  HIPHIN
(2018) 1288 GRIE g ~0.21)
35
Akiyama g TR 44 SMELSERRE A1 2L (0.72)  #EPAS:
(2001) 109% 14

Akiyama sk R 108 SIEIGERME 2B5F BV (3.84)  HIPHN
(2004) 288%4

Iwamoto K#E 4% A{IE 9B B N Ho! HiPHN
(2018) 4644

Nitta & KA X7EIN 24 SMEELRE 904> 2L (0.0) #ipHN
Nakatsuhara 3044

(2014)

i -spR KEE 7RI 24 A 5 B B 8l [ 720L(0.32) #ipHN
(2019) 38%4

Koizumi et K R7RIn 3~44,  AESERRE.  5~8HffE 72U (1.18  #iPHN
al. (2020) 11044 ~1.42)
Nakatsuhara — @Eifc4 7 Jb— 244 5116 B i 1§ 75U (0.06) #EPHA
(2007) 4244 7B

McDonald KegE J)— 444 5{E 9 B e 2l e 72U (1.27)  HEPHN
(2018) 6444 7 Elm

Bonk & Kegd Z)—  20~26 5 MR B (K HiPHSL
Ockey 1103 T EIm # QBB T4.50) Kia~T7
(2003) ~1324 2
%
Van Moere — K%4 J)— 4044 SR 904> HO (3.41) HFASL
(2006) 1134  7#in 9Bk 6%
Negishi g~ J)— 114 51&l SHREIFEE &0 (3.25) #HifASE
(2011) Regr TR 7E ke 14
13544

Negishi Kk X7 5% KREMI0 SHEEE 7L (062 #FEAN
(2015) 4% —7 BB

FiJm
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. REEROT ZANOMZEE R HE RO RAIIZRIIRL, « RREADDY MR EET2L
OB EEEDVEL, " BB B DA ITIEInfitOutfit MSD0.50~ 150D & HiFAP &L
7o DTSN HEITIE, ORI 72, < BRBHDIL—T U B, ¢ FRAFIESH >
TV TOMEERHITEME,  SRATE D BEE RN = 99, T SR ATH Separation = 2.32. & {IH5BEFEIC
0% MIA Tz it 21 BEBE T T, » (BN, FAGS . 20214E3H8H) . it 5. ) O—)L 7L,k X7 HIO
T VLA EAE—F, | £ 117 Separation = 4.04, ™ T4 AHwaz,n KM, FE. 2020410
A5H) . © SIESELRE DO R b [l k.

205, HEAENROSTOMFEIN DI E, SHEIL—T ) 78 133~ 51,
EXMEIIKoizumi et al. (2020) DIAMIS~IMEE LN & WEE L —Z 2 T3 755G
TR DA LN SN EREN A TL%, BLSEIZOWTIE, Z0H55E &N
Land0, A FEHGEIZEDT ANMNER ThH/Z T HRAENZ N, L, FEE
O RER AT/ ) —TETEOR LT, @ELaNnEEHFII N —=
THTHHRLEND, AT TIE, N —Z 2 T B T 4 — RN 7 275 TR EHE
D—HESL—BMENSGELHEZTDTRWHINHD (McNamara et al., 2019). #
BNT ANMIRS TERAEEDNE O ST AN TIZES 2> TN,

F2OH R EHEHEE TR, BTV —7 8 DBonk and Ockey(2003) &Van
Moere (2006) TOHIFH D HAZ DL INHZFI<, THUSZBRE ISR SFH TN
LD bBHDHIEAIMN, T I —TRIOF N HLNAIEEE S H . 15 THANTR N
%Koizumi and Watanabe (2021: EAEK&W) Tl FREEZE L —Z > 7 MNFIF W
BTN —TRR S OHLIEZ /T2 RNH TS, V) —TRBITIE— &Iz, 3
BN EDZ BB INNOFET NG NSRRI TR ST 5720, 124052508
FRSE ORI EHENE L, HELWATREED B S,

McNamara et al.(2019) 12&5&E, MFRMZ FHWIUIER S & Dt L SEDEWZ
BLUAa7ntt 5, LInL, RGO EEDOFEIIMFRM THRATEF ., [
L 72D, T-HENT AT, SRS A7 (B Z2FOFEEMEHTENL N0,
REFEDOR L SEOENWD BN FEIEE 25,

F2DH TG theorybITo/2MFFEIZBNT, TR FHEMEZE R D DI TR
IR EBRIL, Y AT 2ET14 G 572 2019) . 38155 T244 (Akiyama, 2001) .
T A M1[E[T444 (Van Moere, 2006) EEk&Z 72572708, 8RO KL — =2 7 475721
K s7 R (2019) ZBR< &, BH 24 1IN EE 5T,

FEHBER2THRITWITE T, BII3~5M T, 5BRELL BN 7n E2E
IV —T U0, BEFN—Z 2 1R T2 EME N, L L, #
FENFEMOEB S, EHEORES DIRIIIL, 158 AFEE R L= OfERNE T2/
O, EEERSTZDIEWEBEDY T I IsN—T U I E SO THREWIEZ S
HBEAD, DG, MNDINRE SN0, FEEROZWHREEN D inlla>TH
OB ME R DERNPESTZDEVNOEES DD, —H, TN aIIN—T U %E
FHIZETREFEN —Z TEFFNCEBLIENWEL TS, R EAE L2 T
FINWELTH, T REEENMRE= 0720, FREOAHENH-> THEIT e S X
S720F 5251, ERTEREE T, RAFEEEZHDEERSZWIR
WMTIE, ZOHMBENSTICH L TNDEENDIEZ FTHdH 5,

DB ZIHE DN TITo72KQW TR, 385, 3EEBEDT > T IV s gL —71)
w2 EFAL, EZEDEFOITHEDLEZ100 DA TN, TANDREYD2~3%
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(2~3%) ZPUNTITFEM L7221 TAVORER s 2 aE L W, FEE L=, 20k
TREEEEL T, EORERSFFEENME TN ERN =, FRICRILZ
T ANEEAETTY, FAEFI2~ B TRERBOT AN IR A ETo/2 (K35
M), TREFEOE LS, fair scoreDZEDFAETRDE, HE2E 7)) —THF 2 A H
waPIMIT AN O3 s s 0. 50 KM CHREZEN L WHEIFEE 25N, B
HEWAEL, RO T LA U TIERER RSN T, — BRI — xR
KOEWEER T, 2EFMNICIIESE —BEE -EENTIFMZSNTniz, LiLl
BESEO—FEE2RLE AT LY T3 EXRTRO-)LTLAMI3FETE
7207, 2B DT ) —THIT 4 ZF1w 3 a TIHEMN 572, G theoryDFERTIZ, 1
~ABNT TGN R D= DIT B EVWDFERIZ /572, BRI, FEER
L= TN WENZHFEOREN <, TN TE BT, —3. BT
—THTF 4 AN a TIHEERGEEE Z 5N,

#%3. Koizumi and Watanabe (2021: K&W) DT A MNAE EER & EHE MR 1

S AR AATLEY HEESN—TR XyBEO—)L  §E2Es ) —7 R
T—ar  TAAHAvIar A TA ATy ar

FE s 7H 10H 12H 15

W25 JEF GEER+)D GEE+)0

+5DED il DD D

i ERIE 1 2 2 1

B HEORLEE 0.82 1.65 1.47 3.35

D7

fair scoreD 7= D 0.22 0.29 0.43 0.98

KAE?

RRHFEAE H#iPH HPAN  ZITHIPAN® #PHRN

—3(#% (MFRM) TH—BER KO E N7

BHIEO—8FR 61.0~75.2% 50.9~72.7% 77.1~81.7% 47.8~57.5%

BT & Dkappa 45~ .71 A7~ 40 79~ .82 10~ .54

¥

Spearman7H Bg 45~ .74 18~ .44 .76~ .82 11~.59

AR OEFEVERE 2 4 1 3

PRICA BT PR A3

NE

T * 3, Outfit MSZEE FAMNZER B 73244 (0.49E1.88)  « RIFFED7=DITEER (G
theory CHEF L7z T —4 & ) .

ZOFERIT, MDY 2T TIEED 2 DZAD0, AHFFE Tl KW TH =
TWN—TBF 4 A Hwaeebiz, PO Z2HZI A7 B RELTY I —TH
DT ANR—F 2 NS, BFFEICELD, KRWE LB L ZRMMSFEN N END, k7Y
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AR TORFEFEIEZHER L, BEOERZE YT D I 270 O TNEH
Nz 80N,

HI EWFFEE

AHEOBINE., @REDT I —TROT 4 Ay a ETARN—hE2HET 5
BRI, BRI RSB N — 2 N8 IV —T U 7 & W R D ER i
BHENEZFNDZETH D, HIEREIILL F3ETH S,

THZERRE L PR A B — 8% - — B MO R T A FZEDIIRR A Z T TNDN?
WA SRREN—EEO R T, REFZEDIDBRAZITOTNDN?
WHFERRES: T 72T ANMERIEZ R D721, (M ADIRFE DLEN?

Jitk
R EER A

ZEET HERDON L EKDIFEE227T4THO, STIZAMEDIGEDFEEDH T
BTz RSERIIHIBOEAM S TH Y, ZEBEII67TADIBD17T7 AZHTEL
TW2, ZOVTADFETIE, A3 —2a hzEdsdIEZ2HME L T4ERE
EHWDIEIDN Y NS L <FThN Tz, Z8BE DAL REDHFE /113, CEFR-J(H
ARRI—Oy/NEREHE SRR, B8 - AR R, 2020) DA2.10335%. A2.20%47%. B1.1LA
EN11%THD, AE—F2 7 13, A2.10337%, A2.271336%, B1EL_EN0%7Z257= (7
HADCTECDAEZRET A Mt B (35 HER T21944. STT2244452 8k 1123 D<, Benesse
Corporation, 2019Z:1#)

STOFEMFILIZEE, FAUFETHUBHOZEZMELTHY L TWHE
TH Do IHBIHDIE, 7T AT EITERIR D2/ MMRT L5 TN 2o (%%
HYEFEEI 1%, YHOFEICKD, E/H24 DA B EIATHERS . 3HDHEEITH
ANT, 10D LORFEREREN D>/, 3513, @HAIZICAN-DOU AN DIET
OB R HEE MR, SRRSO HIE, BMEgL Tz, —7.
F AR A EN =TI DNTIL, FRICI0EEFTE L ENEToZ0, YT
IVFEFEDIR R 7R R /e E DR B R H N —Z 2 T3 b7z,

TFARSZZEN—TV) 2

ABIIER T, 2227 —3 3 > WEFEINT T3, HEFERBIIT3E, 516/ DSTZ
Z T, ZOH T, FEERBIO2[H 9H) & 33225 —2a>FEEIIO3[EH (11
) DT AN EG RIDOA R TH D, RREFHENZIFZSTOHR T, S EFZEE T
HDEIEFNERB RN A REE o /- R T — Y &0 Lz,

F AN AR —T VU713, HBIFEZEDT RNAADDE, Y EILDIE
LHDMERR Uz, AR —T U £ EVTITDONWTIZITNT, FHaijicdk
FEICIRRUT= (R4, A EA-B-C-DBR) . ZEIZ. T AMIAT TED LI
MBI RS T, METHALEZRHZT AN THAZIOICTEE LTS
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IR ATz, STIFAEFEE ENHEEITNWDIRETIrbI, EiiOF Sy oA L
225D E T,

— IR ET AT AT HRICBIT DY A7, HiEa ST -0IcZBREIC
PRENDIEHZ BT D0, AFEICBIT Y AZHE —SiEE AR 5
BN DHDEL THIFSN T NS4 (Ellis & Shintani, 2014; f&Hfh, 2017) . iEEhrh
DESENEIRICH DI E, HIFEZRNTEROF v T NbHDIE, FHZED) ) — A%
FoTHAIMEFTFEINDIE, YAV ERN (NEDE S T) FSN DI E2mzL
T\,

4.
AE—F 275 XN (ST) OFfH
H A TAAA Y3 (9H) TANX—F(11A)
FHE BERERIA 3o =7 —Ya dGEll
HWDh POED POHED
I—THA 4B TIT I —Ta, A& 1% A/ TIT I —"T AT NEIUL G (1%
EBME 3% FNEFVLTHY
] 17 ) —"T #1553 17‘“4!\‘;%27‘)%7"%3311‘ 215> (GE 9 g
V114>
505 12 D1 51015y 2 {5 503 3£ D2 510157 2
STV —T N (1050 WA (1270
Uy 7O ZE 050 A2 =5 —2a i 548 (850)
(BB, &30 Hifr s (1057 3k 3R (57
) O S (5D
WEEERBIZDOWT, AIa®E NRICOWTLSIEICRE2I—TUyD
EBMBETERIRZIN—TVvD 2
Z A
~Ey 2 fi 1. Why do you think some 1. Students should be asked to study foreign
students study abroad? languages other than English.

2. Which do you prefer to work 2. There should be boys-only and girls-only
for a large company or a small  high schools in addition to co-education
company? schools.

1. 2607 )L =T, BTN —TIIRIEHED=DIT3HEIZII54 TSN, ° FHE 1005 D
3051, ENETNOSTHERZ M > THIE SNz, hEYZIFEN TN EE 12M# THATHER.
f&C-DZ.

=TV, 3~ABHD3BEPE (L)L 1~3) DIE THERR L= (F4 -t EAEBS
M), TAANY a ETFAR—OE AT, TRE NFH@E T, T3 k-2
BIERU, BB NIMO3 27— 3 ich T 588 LI Fa - HE - R 5T IITH
EVITET, TRNIVNERZS T THILEOE S TSN Tz,
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TN—THIT o X p=oa >

ZDY AR TIE, EHEIZREYICEDE, VIV —TF T LIRS BT L
Eolz. REWIZEICRISHE 1L ESMEIRE, BEMENFK S T DIEEHE T O
HTHE IANH=2AE=3AHB—1AHOETHEST2ILELE, AIEHEITFES
ETRICHD OB REZRRTHHbRWE L, SNFHIL. EROSMEDZ RIC
SELUTHLENOERERNLZEEL, LAHOSMED2EHOBRITZNET
HZEELTZ, FEY LA DIERIZEL, 5O UNICEBIZET LR DZEH T
molz,

T ANORERNIL, FZEELENERNERLZ1IT IV —T 44, 175 X107 )1
—T DT IN—T T BT TRELZ, T0%, 7V —TNTRISE1LER
W7z, AIRZEIIREY TR L T AR K TIABZDE2~3[EHHEY L,

TANIZREY I ZFIRUZRIC, 36T NAR L RBEE 2 I3 o7, #
EMDDOMEY IR T DEAEITTITT A Ay a3 2G50, 5 0EE - R
MTIED, HOBENRDORNE I ZRERT HE, R IN—T THRENEEZTRD
FAANYTa ERRT 5 LW TEDZ, &7 ) —T7 N (EHHHERLTY
F1IHEADORE Y ZHD) 10D REYZIZDOWTEELET 5%, BE2L N ED NEy
JZDONWTIDDI—TZBEL, ROREY T TIEKEEDICRD T I —T B H)
U CREHM 25T 72, BB DR EZIBD DM EIZR B> THB0, BEIIERR /25N
W DEFTEERA LUz, EEICESTIE, BAREV I TTA ANy az2ii>Tnhb
RECHE1AMIES TR AL THD, Bl O RS Ny V7RI BB 1400 <
THRELTWBIEE 572, 10EIDT 4 AN a> DI B2RMER BN RIZ>7-2 &1
25,

AFNET, AR (2019) ZEFEELZHDTH 5. AHEOFIEOF] ML, EiE
INMZEPITGE L TT A AN a2idl &z, AX—F 27 ORI+ H
RTEDZE, HEICES T, AEOREEFHK S TIIEFZN N> TNDIET. 5
FHLTCWDEHORFBICEPTTELILETH D, AL, FEOHRITRD I E Y
RNEE (B 1EHOT 4 AR a TOREE, BN TEZRF A TOHRS) NI ) —
TZECRBDIETH S, ZOZEITREEEEEOB SN EADE, BEDR A
MN—F U713, ZHEBOREOTNNSDHER T Tldia, Ay 1
T RREITNSDFBELE BT OINENDHDHENDIEEZ KT S, LNLREY
IZDNWTIE, FRHRRDDDUEHINTE LRI/ TWe2D, 227 AT D
FTTFFETIENE YD AT T7 NDHEI I SN2 572728 (B : Van Moere, 2006)
EEIT D WS EDbN,

D I—TTIT N — ]

ZDH AR TIL, ZE5DOFHMAUTIR ST, 17N —T AN 5 /8527 ) —T Did &
BT, K250 10T AR— 217577, EB5D I —T BRI LIz
MZONWTIE, TAR—b2F—F AT AE L THW=75 ZADEFEDEFERITL-
TRELI 20N —T LT AR—=R T\, TNERIELHRNE Y7 T5EEEDRL

—o
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5.
TAN—hOUEN
Stage Team A Team B
Bl | O HEMNH Q)  REEEETHIETAY
473 ARG RN
@ EEMINLE (90F) H e E S E T HALETAY
DA IR
el | @ H5E(60F) HFMT— LD RITE
253 Mzd9%
@ E5E(60%) HFMTF— LD RITE
Mzd %
el | © K (90%5) S EREEREATZOA
270 T, BEASTEOEAE
ZHAT S
® I (908) Vi ER R EA O
T, BEADTEOEAE
ZHIT 5
i | @ %% (908) H =D ERD SN E
27 BHENRENILEEHIR
HF%
a4 (90F9) B3 72D 5RO S NE
BN RENIEZIG
3%

Tk MEMR R L, VLT N TRELEWTTh I,

T ANDOZERNIL, FEELENERNERLZ1T IV —T 44, 175 X107 )1
—TOIN—T R FEEBITRT TRELEZ REETI2TIV—T . hEvr, 7L
—FZEOEEM - EEMDILIL, T4 N—EIAE RN L H N CE DN
THRE Lz, ZIIV—TNTONLEDOE DY T I —TNTHRDZ, Z5DHIUTIH
STTANR—ITON, BAEIZZTNEMERNSREEZTo7,

AFIEL, BREOTANRN—NEINTH IO T, TOEZ. E/fEI o7 )L
— T DT E MR T HIETHEEROT A= RO RN EERRE T T EMN
TEBLHTHD FLBEICESTIE, T4 A ay LRI, AEDERECHE
T HIEFENRESTNDIET, HFEPOEEICEH 2T, FAICERLDY
T, T2 OHENF CRFEZERINT 2720, A7 NT 12RO HOR:E .
237 DFERTNRT W\, —HEFTNL, BRIV —713, FRiEROREY IO
ENDPIERSNBNEI D572 TH, 7 I —T DT A NI H BFEEE T e N v]
BET, £ —T DTS HERTENTE, AN TVWETH D,
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ZRIEFZFEAE 5B DRR

2ODIAES, REAEEEFOIRE THW Y AVITEDWNTIER L=, ST
TOREYIIFRE R HWZY Z210EL, EFEOBEIEZOLEDT, LEOHREE
23S HOATRICBER T 2DENIHEATREL.

P T AN THHTEIAIHRCRE Y72 R0 DERITIE. ZOEBRNED
D, ELEOPRPDIDOMERIZRBITSICAN-DOY AR O TOFERERZES
SR U7z, @RSEEZIOFZEIL TS BES MR EEEICOW T, i~ DH
SRICKEEN TEDEILIC, BN/ ROREICHEMAICSIL, HF2HE T
BHEIDNCHLGDEZEHHTHIENTES | ThHholz. ERSEEFHDPLOEDD
PR AR TSP EC MR EICOWT, HTEHETESLDICHMA
U720, BELHLIZ0THZENTES I THY, RO EET, BHEE
I FHEZE BN D DR ELE ST, B EEOSTEFFER O KR HD<
&L i T O S TR O BRZII8E| D AN B BT Rl L= Bbisz, B
W, B0 HEZER T 22010, A0 0E RE2RRIB5iEE 2L <fro7- (%
FTRT7RTIN—T Tl RICESIER) . TOEE. @) A DEZCE LZ2EN- 8
H. BAFIZRATHTIE, b) MPIUabDEIITHETOE. fEik. F/271a
DHIRNREETRLUTERRTDIEEBMLITZ. TNSORA > ME DRI —T
w2 ®D (@) WEE (b) TN Bl T4 Ay a> OB ST R & T )
IR,

VIN—TAHTDT A ANy arbd, 170 —T44, 27 )—TTOT 4 RX—kb,
T AMRIORERICEML ., EHFTERITENTO =, BI22DDFT ANDRIDIR ¥
T BHOTEOLEELTEREI (L) bEFDTT ANARBZLRE LS 2 E
KB T2, ZOBICIZT ARDREY 2 EIZRI DD D% =,

R

DI, 3HOHEM THANFFICEE LA A E N —Z 2 T &IOS
fl372<, 10 REEDBE MDA DA EITo/z, 1BLDEFEITDOE, 2 DHE N
VAR LTz, T ANOSRHE - T II SN 5T,

AR, TRTEE - ANOEDE STEITHE S LN, TAR—FDITHNE
WIEN S E T2 ANT =T TOEEEZEH L, NERV I —T mbEH L=,
NEICDOWTIZZ N —T TOMREfFRERIDFE L AWK ENTHO, ZIL—T 2K
DHNIMKMENTNWDEEZ 2D THo7z. KD HTTlE, A S ET IV —
T EREM ST O RSN Uiz, BRAEICIE. 24 OB B O AT Ol 24k
Uy TAR—=RORARIZZ N —T mz R0z, fERIEAT7 L R—RE L TEFEITR
HL=,

BB, WY —7 e IG5 EMEYNIEREET DM TH D,
A= NOEDDFHFHEEATTICRESEETLON, HAOHETN—TDHDE
BE5EEZDIMCEOTRA ST NRIZSTL D, SHETATATHRICBNWT, £
DRVED TOFHGFECAIT DM ZERT HD0, FEFiC A7 2B AD T1ELUTHR
ATEODOD, MFEE LR R EEDER DR EEEDREZIT2OMIDNTITE
NI LTS (Iwashita et al.,, 2021; McNamara, 1997) . 4 [Elld. FEERER{IC
AN EEfEIFRTCIE, V)V —7 THARIIMHR TE20NEHEFE LA OEHEIEH
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K072 WEDHT N —T D EINRKENEEZ, NWET I —7 HERITHRAL
o LU, TNERAWHIETOEBREZTNDD, NWEABARZE- B G Lt
BeaZliclie.

Ve

HEHEDI—T U 7IIE, TRB DL NIVD4, 75, 10D I KB SICE
HBOF Doz EleT A AN a OB ST T RTI0SH S Z 072, T4RX—]h
DOF DTG I 1255, 85, 58, 5 ERRD, TOEKRTHEAD IR H =0, 77
HIRHCIZ T R TI~3ICE M Lz, MR BT L, BRI EOEMBO AT % AN T,
Bk & 7 R B B MR (PSS RRRE A1) ) . MFRM (WFZE 3R 1 &21A1) . G theory (
WHERREES AN & > Tt Lz (TS > Fy 7 A3 KREF) . EA DT RLD
ED1I~3ITEH L 7= DI, AFFEIZEHEMENE R THY, Linacre (2021) 1I2& 5 &,
HWEBOEDFHEEZEADTRLOATNSESN, EADITETHIZETEME
PED DI BB ERZNASTLED (p. 375)72d/Zo7k! ELBEADITRLIC
TIZET, THAANY T a> ETAR— RO AR GIAITADIEHHMADIDTH
277,

Tk & T2 R R (B FE P FR AR 1 Mizumoto (2021) THEHI L7z (Plonsky & Mizumoto,
202162 M) . MHEFOHABDOEITEIC FREHZAEB. BEC, AECOIAETHI
W PR, MEFM—BEE R D7Dl EEH D T kappatcii . SR HM—
B2 R 572912 SpearmanDIERAHEA R 5 E AL Z (R1ZR) .

ATy 2504 (MFRM; /Nt 2018b; SEFH-, 2018; McNamara et al., 2019) T
IdFacets (Ver. 3.83.6; Linacre, 2021) Z3[E il 7z, & BILADMERICHERE T BLE A
B R AET )V (partial credit model) 257z, AVMIL. ZE . FHaH. )—
TS o7, BTVl G OREMET, T A NBKRTEER W 27O
8. Infit MS&Outfit MS0.50~1.50& L7z,

G theoryld. mGENOVA (University of lowa, HRREEAREA)Z AW T3EISHTL
7o 22— ML rTREMEBEGR (multivariate  generalizability theory: mG theory; /)
S, 2018a; Grabowski & Lin, 2019) D5E472 7 O ATLTRIEED 72, 1HDp® x @
THAERW REFEET 25 LHEL, 3~ AE OB R R AR EL TH-
T2 ROWTTEREZ L, BEBIBDOAIATZEMLUTERAL2EL TN T 5. G
theory I3 —f& 972 515 (Lin, 2017) 2 AWz, NEVZIZT N —T12E>THREE->T
WzR, RICEAIRLTHMT LIz, GIFZE T, AO7 D5 #l% ., ZBRE R DEWNIC
HERT 208 HAFE D LEDENNS KD, T DOMERZENS KD 5B
FTEDHEGEM L, DT, SRAE DR EZLS B/ EICEDRE T
({88 % : dependability) WAL T B0 & TR 7z, AT A NI EEEFLAELEYL (criterion-
referenced) A HHND/=D. © (T FREZEMA N, ¢ = 70, L& 07 EH
PEE ATz,
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RS
F e IR AR (BT AR

FoxRHE, 2ARELTIIREERO—BEE B IENRIZN T, — i
ZENTHRNWEDEH o7, FIZIET A ANy a ONRDOBIEIZBNT, REH
AEBTRAENTZRIT B LZDIE74.4% T, kappatcBd 71T+ mE<, MBI .70
THRWHHBEN B o7, FEFAECTOEE —HEII57.1% T, kappaffZkid 11T
HETO—ET. HENT 11 TIEEAE RN RN,

6.
R AFMEBERECERSEOHAG DT EDE DB
AT B & kappaf& ik Spearman’tH B
FAAI Ay NZ 57.1~T74.4% 11~ 71 11~ .70
(n=21~117) B 52.4~81.0% 31~ .70 30~ .73
Bithi s 56.0~81.2% 06~ .73 13~ .73
T4 R—h NZE 78.3~90.6% 58~ 84 61~ .91
(REMEA . KB 65.2~90.6% 49~ 82 54~ 85
n=64~91) ik BTk 75.4~90.6% 40~ 83 48~ 84
T 55.1~91.2% 03~ .82 .06~ .82
(NEZIN—T5) 2 68.8~86.8%  -.06~ .56 -07~ .63
. n = FRERAEDETEOAEMER. NAMAM = NEDBMOBABMEAMZE AV
B NEZ N —T 1 = AT N —T sz R0, NSNS Z W55,

REE 22O A EORII247—AHD, ZTOHO—FE—EMENMEDZ5726
Ir—Z(EBIT IIRTEDHDEZER) ITDNT, EDIIT TN TN =2 2 I~
(F1BW), 7OAEERBDE, FIZIETr—AL1TIE, TAANYT a> ONEDE T
B Tkappat Ay 11 T—EEIMRL, FHBIREDY 11EKN 72, TIUIEHRSEE
ANRER B L= DERAECIIZE LG (48 57) . 21320 (545) THO.
LAIL2E3TDTNT, T —A4ESERUNY—2 72007, m— A2 TEL~JL1&2,
L ARI2EITOTNNHO, 7 —A3E6TIEL NIL1E3, 2830 TN o7z, ZOHT
KA BA—BNL, BUR2L NIV R DL )V 1E3D TN (GE3E) . iR s
BERLZNERTLAIVIE20TNGHME) THD, REBENL —Z 2 F 0 HERE
WEBRLTHELEINSHEZEEDN, £/, ZOIDIHRAERORSDTN
MKELHNZHEDOHECEDI SN HO ., MAENETNEEDIDITIA
TN DN TR T REEE /R H TH D, SENET A NDOEHE - F 35 1722812

I TERDSTZN, TNNDNIREFTTEDEAD, 1B, A BAR—EEE X
SN0, FEEEOTTIE—EIcEEED, ZTOHFTIISHDOATH 7=,
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1.
kappaf®# & Spearman i BRI NME N> 72355
g—A1 T—A2  T—A3 r—A4 r—2A5 r—2A6
H A TA AT A FAN—hk
#ls WZ B Hidfi 51 WA I —T TR
JUAR . o En ) ] =hEA
st ersl wa[T[io] sl salilolo]o salTlo[o[o] mala|o[o]s
= 2l0lals5 #c|2[1]a]s %c |2 0(11]5 EB|2|0|24| 8 EC|2|0f0 4 #C 2] 02212
& 57.1% 52.4% 66.7% 68.8% 86.8% 55.1%
Kappa A1 31 .06 .38 -.06 .03
HHES 11 .30 13 .38 -.07 .06
ZHZ> 2547 (MFRM)

FERAGEEICET AR ERRT 501, MERMOFIE THLET IV DA
RHTE G B ORE REHER T 2 (R8BH) . TS DI (Unexpected  responses) 12
B SERE(LIEZ AW, 22 BXARE(LIEDKIS% AN, £3Z2 A 711
{EERZDKITBLAN T H UL, T—F N Ty 2T IINCERERNITHEE Lz EE AT
(Linacre, 2021, p. 178), FIZIEXT 4 AS1w>a> Tld, £NE14.35%, 0.81% T, &
REL TZOHEEETRIZIN TNV,

8.
T ANDERTT VG E FERE L= OEI &
TAATIyar TANR—h TAN—h
((RNEXEPN=Y) (NEZ I —T5)
F—HRA MK 1,356 1,804 1,804
+2and 3% A -E] 4.35%, 0.81% 3.77%, 0.67% 4.05%, 0.89%

M1DZER~ /7°(Wr1ght7‘y7°) DERITBNT, H1FIDOMeasrlFO Ty b RE
% W25 DSsIEZ B F DRE N (JEE) 2, 535 DORaterl 3R M EZ DEFL S (HEE)
fitiZe, ZE4%DCriterial3)L—7 U7 DB O S E D (HEE) i %, 555 LA DS. 1
~SAIIN—T V7 DEEDI~4HEDL X)L DM BZRL TS (EIZ£9).
Ry T TIREE ., ERT I AOH I E T IULENEE, ""%ﬁ%@ﬁ'@jﬂim<
REZORAIIELL, BE0HBEITE<, SEATEVL VDO 2T 25
EMELNTEEIRT , RIOHIE MO FEE LT 5 &, ﬁ%ﬁ%ﬁaﬁﬁ%m%@
L SEB S E LD ES (T A Ay aTOR:2.48 > 0.00 = 0.00). “FHHY
T2 ZBE L. BB OBRSIZEDEH =T U7 I3 L0 5 LR USN-EE
OB, HE EOREMERZ (SD) Tl ZBRENRDKEL(2.64) . FAFITHRD /N
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=<(0.14) . BRAEFZF OB LIEDIZS D Z MW HNT NSNS DE 57z, EUEFRAED
EHETIE, ZBRENRDKES FEFLEAIIZIEFRCTH o7z, ZHUT. 25
FOHEE NI N INT—FN5S, FEFEBHOAETEIZIORENT—INSITIH20
I 5NN ETH D LR ZBE DMEOF EIT RS - T E D6~ 81
DT —% [2 x 3FEZIF2 x 4] STV, FEFOMEOFEILZIRE - Bl AT E D681
~908{El DT —% [227 x 3E/213227 x 4] InHFT o7z, #EfllldEngelhard, 201322 1) .

X1.
BT
T/{ij//a/ Measr |+Ss |-Rater |-Criteria |s1]82]83
5+ skkplrkk, + + @+ Q)+ @
|| ootk | | | | |
4+ + + + + +
| sorrk. | | | | I
3+ + + + + + —
| ocees, | | =11
2 + okkk + + + + +
v | I o
1 + sokokk, + + Technique + + +
| | | | |
* 0 % %k * Raters 1, 2, 3 * * 2 % 2 % 2 %
| | Content  Expression | | |
—1 + ok, + + + + +
| | | | |
-2 + * + + + + +
I« I | =11
-3+ + + + + 4 —
| . | | | | |
-4 + . + + + + +
| | | | | |
-5+ . + + EROREROEN)
Measr| x = 5 |-Rater |-Criteria |S1182]83
F N — s &5
TA ]\<Wﬁ1.)\““) Measr |+Ss |-Rater |-Criteria 18118218384
5 + ook, + + + (3) + (3) + (3) + (3)
|- | | | | | |
4 + skkkxkoRkk. + + + + + +
[l | | | | | | —
3+ solokk + + + + + +
| . | | [ — 11—
2 + ok, + + + + + +
| Horx | | ) | | | |
1+ % + + Attitude + + + +
|- | Rater3 | | | | |
* 0k ok, * Rater2 * Content_each * 2 * 2 * 2 * 2 %
| . | Rater1 | Spee | | | |
-1+ + + Language + + + +
| * | | | | | |
-2 + . + + + + + +
| | | [ — 11—
-3 + + + + + + +
| | | | | | | —
-4 + + + + + + +
| | | | | | |
-5 + + + + (1) + (1) + (1) + ()
Measr| * = 6 |-Rater |-Criteria | S1]182]83]8S.4
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TANR—MNETIN—T )

Measr |+Ss |-Rater |-Criteria | S.2 1831 S.4
5 + sololokok, + + + (3) + (3 + (3
T ol

| sorok, | | | | |
3+ sekololololokk,  + + + + + -
| sokokokkk | | | | |
2 + sokokok + + +o— —
| Hopork, | | ) | | |
1 + sokkx, + + Attitude Content M + + +
| % | Rater3 | | | |
* 0k ok * Rater2 * * 2 ok 2 kx 2 %
| *%. | Raterl | | | |
-1+ + + Language Speed + + +
21 oo L
| | | | | |
-3 + + + + + + -
| | | | | |
-4 + + + + + +
| | | | | |
-5+ + + M)+ M+
Measr| *x = 5 |-Rater |-Criteria | S2]183]8S.4

1. Ss = 2B . Rater = ££ 5517 Criteria = B, S.1~S.4 = )L—T U7 D1~4ffi H OB (&
4BIR) ., Speed = H B, TAR—K(NAEZ N —T #) DSAMBRNDIL, 7 ) —F D1t %
ST ZETLNRIVIDRE N 2LI20, 2Bk I 5727280 ((5£G) .

9.
s, ZBE. L —T )y EOFEHE

e e PR A J&# (Separation& 1S HEME:

D1 MDSD DI Strata)
il S

TARIYTay
2B 2.48 2.64 1.16 HiPHSLHD 1.91 2.88 79
R 0.00 0.14 0.13 i PN 0.42 0.90 15
B 0.00 0.73 0.12 HiFHAN 5.87 8.16 97
TAN—F (NEMEA )
ZBE 3.02 1.87 0.97 HiPHALHD 1.50 2.33 .69
RE 0.00 0.29 0.10 i FH A 2.66 3.88 .88
Bl 0.00 0.77 0.12 i PR A 6.49 8.99 .98
TAN—MNET I —T 51)
2B 2.43 1.58 0.95 #ipASEHD 1.20 1.94 .59
PR 0.00 0.30 0.10  #EPHN 2.85 4.14 .89
Bl 0.00 0.94 0.12 iR N 8.02 11.03 .98

TE. RORTZ KIS, ERIEE O EHEEMTE, SBE BN TR, @WENZENTNZRH
T CTHINAZ L2 L, FWENEELN, —HEREE T, MW ERSREE OB LS
RELHBBHILEETRT H720, RNMENEERL L,
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ZR A

ZBREOBEEEICEALT, T4 A v aET o R—hEHICH PN OB E LT
WENBY ., BEE G &R SN S o7z, HIAI, Infit MS 0.49LL F D& /H310.13
~11.45%. 1514 EDFH310.13~12.33%. 2.01L4_ EDFED2.64~7.05%72>7= (&
9B M), ZERFDO AT (FE) INTv Ik TS — I BT E Tz
DOBEEE) . TRENS KREEEZSTWEZD (REA) L= ZBEND DREN
ENWHZETH D, HIEDEZ RT3 MRt Nd 2 Rl E 02, TN D
(Unexpected responses) D/8F—>THNR/=2EZA, RAEH TR Z /NI =133
ENERLIN—TVIDHDE DAY DMUE SO AT NS TSNS AT X
DHEVNMELS, TONY—2 N FREER I DZHDE 57 EITERL T, 203
FAANYTa> TR B EDOATT N FREIDENEE (40.91%) ENEDATT N
FHIDENE A (36.36%) MWLM o7z, TAR—M(NEE AR TE, BBEFELITIE
FEEDOAAT INTREIDENEEDI% < (30.00~40.00%) . TAR—K(NET ) —"T 1)
Tld NEESFEOADT M T HEIVENEEMNE D 572 (30.00~45.00%) o T4 X—
MNBZ N —T5) ONETTRENEHEINZAT7E BADHZT TR, J
W—=T DDA IN—=D I TEDDZD, AT DKM THHMOE HEDTN
MMASNZT=DEAD, BRI, ZBEBORESIL. AE—F T HOMRER
DI BKICE S TREDEENSZNWEHHITE S, Zd. HDE S I
BEREPEERED, bEHEHONOEHRELEDIZ, VI —TTOEREOHKR, T4
FNeZ I BEFRE, TARDERELZREDERMOFELE X 515, Bonk  and
Ockey (2003) 1, ZBaHE DR AIISTTIIHED K E2ME TIIIRNER R, Z DR
H7. (a) STTIXM THETEZ D, HHBICRDMAERN, ETWAL57 ] gEMEIT
&L, ZEFE DR ENREF 24 NS TN DITkE RN E LN ENHIERIS
ZEMEZNT=D, (b) N—TUvIEEOHS I ZBRENSFEL TNWAER, T
LIRS, HETEOEBEREENME A DZHREBEICERETIIEE T H 220,
ERRTNWS, AZE T, 2ENEFNICT A MR A Z SRS E DR
THD, (b) DEZENLNZEF LIROFRENDRIZ DT TRz, T2, 25
FZOREE DL SIIHFEOMEIT/RSIRNES X /2. MFRM D52 B & it & 1 HUE 1 st
LI EBEEMNHO., Mokken R EHT (Walker & Wind, 2020) %2, ¥ AV ¥t~
IV X %7 {8 L7z BootstappingiZ (Seol, 2016) W U725 G b MESNTHD, 5%
IIEROILMETHR T 2 S MBHDEAD,

ZERFEIMSTTHAITEDD (DBE ITDWTIE, StrataZ B o5&, T A w3
T2.88T. HENEMNEIRD2~3FIZI TSN TV, TANR—RTI32.33, 1.94TH
0. 2BHI T ENBIEEE 70 ZBRE D BHEEMEL. RO TOTAME
FEEEBESMCE U T, T4 Ay aET 4 RX—M(NEE A ) Tld .79& .69&F
FTETOREIIZo72M, TAR—MNEZ I —T 5) TIE 59THD, T AMSHEM: I
ENEWSIFERZ /2, ZHUT, TAR—NNET I —"7 5) QAR S P O3 I H
WL ERETLRIVIDNIZIEEDN T, ZBE DR E3EBTHETHZENTE
ol ENRERBHERDNS ((FERCEHR),

BAIOWTIE, BEEIXTRTHBENICBIE> TV, JBECOWTIE, 771
AHwaDStrataT8.16H1D . B L7z 9B GBS O3EBET DD —TUw ) F
TIEWRZBNBDD, ZTIUTENHDNESNTED, T Ay al THEEKMIZ
WREIREZ o7z, B OB EFEMENL, 97~ 98& Ed o7z,
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V=TV DY SITDNWTIE. Bond et al. (2021) DIFEAEDEUER - LT
Wz GEHNEA2C) . Wiz L Thiah -2 31T, (x) &L~ HBEEN 108
EWHEUET, LAV I OB E NI I DiamozmE, (y) BT 2EEMEOK
BEN1.40~5.00E WD HUEIT BN T, 5.01 L EANRSIN, LRV 20EEENEL (L
NIREEST=EMNEL), LRX)IELNILIDOHG EDENKETE - E -7,
CDORESBELETRENEZRFT AL, LIV1E2, T2 N)V2E30%2 5k
FOAATRFFEE LT LT, ARL V1 (LRI ITHRDEZEHENL N)L2 (L
NRIVNIZADTNIZNN (T2 ZFDHH 7NN, TINHIHEEIT, L)L IN5E2
W50 % L0 LT DN, LXIL2M53I f;é@&:l:@%b@“éﬁ\ L)L 2%
SEILT, SEMEZ4ERREICT B0, RENS S/ EFT ORCIR =5 > 7L i & Bk
{LUIZDEIELIZDT 50, A ERNL—Z 2 TOHHEZLEZ DN REE1DTD
BEL T Z &85, bBEAARERERRENE, BETOKEEIN—T Uy
JRERZIRL, BEGED THNUTBELEWAIDD S, HlilE x) OBE. L
)21 i%%ﬁﬁ%ééﬂmﬁtbtiﬁ/\fzﬁb\ BEOE, ThneeEENg)
ELEZBEEGI2E. LVIOMAEIL0ENZ /250, FHUIRENZnEE 25N
%, ¥z () BEICERMIZL NIV 20EZ A LZEZIZIIME R WEAD, F
Pt =X DIE ’ﬁﬁcé%%@ztﬂmﬁ@ﬁﬁ%%?t&) FTNHEBEITRETH S,

R

REFEEEEICELUT, BEFOBLIMEDOENI/NS N7/ (F10SH) . #ilx
BT A ANy aTld, BLSEDZEDOERAHEIZ0.34(-0.18~0.16) THU. fair score
DZED R RAEIL3 w1 0.07TDAE 572, RO TERAERF ML, 158 K172,
ZOMENE. REFENEDRER DR G2 LI=nErRT EHEEMETHD. RUE
IFEREBEN L LS TEHEL TWEZEZR L, SEIEEIEo72EE X 5. R
FHHO—FHRITEL, FEFH—BRIDHEDNS72(72.9% > 71.6%) . DT ART
BEEEDFERZo7,

#10.
PR EHEHE
G LUSMED  fair scoreDZ  Infit MS Outfit MS —EE THl—
DKM OKE EIE
FAANYay 0.34 0.07 0.86~1.35 0.80~1.41 729% 71.6%
FAR—h 0.69 0.16 0.93~1.09 0.93~1.11 829% 67.6%
(NN D
T ANR—NHE 0.72 0.14 0.95~1.02 097~1.05 81.6% 66.7%
T IV—T 1)

B S E DInfit MSEOutfit MSO ST, 2 BDRSEDY0.50~1.50NIC A
D, HMEEEmZL T\, FIZIET A A Nwi 3> Tld, 0.86~1.3520.80~1.4172>
72 ZORERMS, Mﬁnwfxbféﬁ'%fi BEEN—EBENEL BEEN Y]
INOIRMEET, BT LI LS THREAL TWZEN N5,
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—MRAL AT GEPERE G (G theory)

G theoryDCHFFEDKE RITH D<K AN ER DO ERDOEIGE LR INTIRT , fi
ZNET A ATy a ONEDE S (C1) TIEZEREHY62.00%. 535 0%0.00%. T2
IN38.00%7Z o7z, BT, FREENZRE Lo TS FIEELEA2EMEEEED
BEhE, TN TIEHHTERWEFHZEIMETH D, ZIN5, ZEEDOH BN D
DEEMREL, REBEOE BN EMD N D, FEEE TR EF O
TR T2.14% T, INSDST=2ZEDRENTZ,

RIT, REFEEEEZ TR T ANDEHEENEDIHICE D DN EDIFFE TH N
T2o R12ICEBE, BIZIET A AN a>ORNE(CL) T, BAZ1477E 62T .70
RiGDTZ DT IsfZHENT2<, 28WBE  T7&720, KB EHEMEAZL T
72 ZH(C2) ., Hiffi 1 (C3) THRIME T, &R GH TR EF 1L TR o7 T+
R—=FTHIFIEFRCHE R >72,

11
GWFFEIC BT DHEE SN2 Uk &2 DEI G
TA AT A FpR—] FpR—k
(MZAMEA D (RNETIN—T5)

C1 C2 C3 C1 C2 C3 C4 C1 C2 C3 C4

ZE VvC 023 023 023 022 023 015 015 010 023 015 0.15
0 % 62.00 66.94 59.85 7438 67.87 6590 56.04 49.92 67.87 65.90 100.00
s VC 0000 000> 000> 0.00° 001 000 000 0.00° 0.01 000 0.00°
# 0

% 000 009 008 075 1.89 142 0.00 214 189 142 0.00
&% vC 014 011 015 007 010 007 011 010 010 007 0.00
(pr. €) % 38.00 3298 40.07 2487 30.25 32.68 43.96 47.94 30.25 32.68 0.00

Note. C1~C4 = Fi1~4D# s, VC = 73 B A (variance component)

@ B D HEOIZIEE, * VCD/NRRHE3NLZ IS FLA L C0.001278 572 FDBD%IEVCDM
BHAROBEZ AN TR ER I Lz,

#12.
DWFZRIC BT B E D2

TAAI Yy TAN—MNAEARD  TAR—MNET =T 5)
cr Cc2 C3 § €1 Cc2 €3 C4 F C1 Ccz2 €3 C4 Gt
62 67 59 81 .74 68 66 56 .79 50 68 66 .56 .71
g7 80 74 89 8 81 .79 72 8 67 81 79 72 .83

i~

R

1

2 .74 05
. R=8RA#H, 5t =3~ 4Bl R 2B ORHR, T3P =70 U EOHE.
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T X ME DK

STOFE PR s T TN NIND T2, 2 TEE BT TORENDEmITIRD T
ENBHD, TDEADREEESZDIT, MERMTH L= 2B fe i o 2 36
NzEZA, TAARNY aETAR—= A TIEHREOMBEND -/ (r = 41, .46)
o FETANRN—RONEMENEENET I —7 HOMENIIEEITEL (r=.94), EB5
ZRNWTD, ZBEO AT I KR E -7,

FAATIY A ET A N—RORTIEHRE LNEBE N 2L, @ L THElNS R
2T L7216.81~21.16% DA TH >z, OAE1IAT2HADMIZDT, e 1D%E
WEDIE, TAMERDENVICEI B AE—F 2T HDORZ ST DENINKENWEMEIRT
=, LT TTARETOEBRNBN B ZNEE Z5ND,

HE

WIFERRRE 1 O S M — 8 - — B0 S TOMEEFEEIIOW TR, 2
IR Tz, MERMTOREE DR L SEDZIT/NSL, —BED T do7z(
710) . G theoryDGHFZE TH. R FMNT ARD AT 2RI BT 2EIG13/NSh
o572 (F1D) . LDUREFE DA G DR TEICHDE, kappath i H BRI KN
HONHY (F56) . FOHZM T DI SF N — 2 7V ENNEF BN
60

AR 2 DR EEN—E D HIZ DWW TIE. MFRMOFR &34 i A L &P PN
T RN TV (FE10) .

WFFEARREI DA B 73 S E 2 W72 T 720 DR s F 5L (F12) 12D TR, G theory
DODIFFERE RS, 3~ 4B E DA FH S TR EZE 1L T HR ERSINZ, 1BEDA
A7 TSN ZT LA, BEREAFRIII~3%E0 o7,

AHEREKQWD TN —TRIF A Ay a O Rz T o5&, BRAHEEEE
DS THIM IS D 577 il ZIEMFRMOER S # Ot L SEICIZH FED RN AL,
—HENENSN, REBEZEOHRAEDETO—8EE —EEE RN
Db RSN ENRF Uo7z, —HRESE LD HEL T, VIIV—TMY 27 %7
GEHE DR T, HER BTN, KRWTIE3FT 34 7Z 572N A e Tl 4
2072 2D DL, > TV —T U ST, 7R SEZmE N —=2 T
1372 VVIRBE TER A E WD SN HIEZ Y, MBS DL, UFITE%IF 5,

WU, B NENR > T\, AR RKSEANR T, TOHE NI
B EABIZEL TWED, KRWDE R T HFEADTEFE IR THRENEZE 57,

B2, STHE B2 A SIS E O DNNEIRD, AFZE TIEFEE D3EZ HH T
W, K&W TIETE R FEM O A THRABICIE S D7 o7z,

EINT, ZRFOR N LB LT AN G EIL, KITZBREDLIN 0K
WALE DTSN ENS M DIIITEIIETIES LE 572, KW TI2[EfT5
T2 W—THTF 4 2 F1ya 0582 BIZ A e E FRE7Zo7-2%, 1R EI3E L=
5 BEDHEIPHTE 577,

EBUZ =TV DB FEDENRB o7, AL TIE, NAESHENESE, O3
AT a IR BERBER AN RELZD, KEWTIE, NAEESLOID DY)
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S, A2 =2 3> \DOERENGEL., SHEHE TR PORDOEYS | 285 5A
L. OB DI OH W D#E L IR S DOAREE SITDRN o= i REME N D 5.

H512, REIABEDORE SN RS> TV, BFEOT A ANy arT
13 170 —7K155 L ANBTZ0T5R L, Ed o728, KRWTIZ1Z )L —73~4%, 1A
HIZVASEINS60R T, VI —T 2B 35 TR N2 L, BB N AT OfbH
I RNCER ORI D> TLEDTEHBH 572, Van Moere (2006) Tld17 )L —
T4 T~ 10 R AT N 72EHD . BHICEE T THRAEBHEEZ R DZDIT
17N —T BRI KD EVWRMZ# AT 20 ENHHEEDNS,

EOIZ, BREFEORMNATOEGWNE-S-EEDN S, KFFETIE, AEEL
SIMEBZRD, ZINENFES TRIEFEDLRES>TNWD, REOFRHRIUITFHITE
772 KRWTIEZENBHHICEEL THOWWEZ /2729, dENNW DT FHENTE
T BREBIEEANGELIBD D ET DR L. A7 OGN RV IREET
B, ROEEBDEELIRD B EBOESICKD ., AEANHOGELIBD B EHEIOED
AMEHELTAIATEEZ . 17 —TDAND ZRIFFICER ST 5T, ENEK
DEEL<TzoTWzEHEZBN5,

BN, MEFEFTHLIHBOREMNRE RS> TWE, AL TIE, FRAFHEEEMNE
UHEICH U TR CEM 2 AW THRESCHM 2T, B8R SE2HAFL TV, &
DD, BEHAZX TWBWEEOTGFEOH R TE, BONBADEFEOFETNSA
E—F 2 T HNEDISNWNE R LT o= mfEENH D, ISITEFFIEDSTD
ATD6AIC2FEEDSTE E L . F/-54ERTMNS1EIE ZEICHARISTE T T\ Tz
W, STEM - R EORBRDH>T-, —HK&WTIL, #REHYFLSNOH ST, STZ
o THET . FEFDODAL—F U VIHHNEDHEOHAIN TN T, i
BOEOENZ T AT, FR S Y FHRHEICIISTEEM L TWiah->7,
FDw, EOBREDHFEZRDLINEDILERHZFH->THS T, HEN I Nz
aJREMEMN D B,

A EKKWOMHGE SO T, EQFHOEENRKRENSTZNITDONTIZERZ
B THBEIMNTTLETOVLEND DN, PEHA~TOME S TORFIZHEMAL DTN
HDTHD, 2> TINIBIN—T VI TREEN —Z 2 T LD IN—T RIS 27T
H, LCOMD DB LDIIFHFEDOSFER CUECER) ICERL TRAET 5, 17
—THIEODORHEEDICES, AREDHE T DIEZERDDRE, KFEOFRIVND
LIEE T TELY AVEIEICT 5, fREDCHMIC O W THEARME R OB BN
MBI THZETEEENRTH RN B B,

2770, INSOHEEFEMEEED DA REIENH D K 224 o217l etk
ZRNFBZEHRHMLTHBE20, HlAIL, RFETOREDCHSOEFEZRDDHE
13, 7N —TBIF 4 ZH2 a3 THIDRTNESND, RO HEHDEEWN T
NG, BEICRESIEHRNRES>TNRNIE T, REFELBIALZD, 2FEEBEELEZD
EVVIDFEERINEEMS HARRIE THREMICE UL RS20 TH D, E5I2)L—TY
w7 DEAEICRD D DOBEY S 25D ENIET, RORD HOEE /L EHEZHADICL
I35, FI1N—TH=0 DK E E<HRT 2IET, T AN 2 1% 311
INHEZ . T DMRERNIIE D720, BB OFRFENIDIZLL/2D, HEBEH#HOD
LHENTREEKETAIEDH LD TN, ZOLIRHABED T, EDLH7A
B AR ST LI T DN ERDDLEND 5,
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AIFFEEKKWOFERIZED, FENST T, > > TN —T UV EF 2L, &
RO EF N —Z 2 71302 MEFILTHOLEL TRETEDEADH
BTENRENTZ, LD, BTTH DL, EERELTEHEENHEATETHTD,
i 21 /5 E—3EL—EENMEWEEHH D, SEREDL N)L1&2%°, LR)V1E3
EBANENZGEBRLONZ. TOIOHRGE. FHEHVWTREAZFILADEZIC
13, A DORONZ OB ICEERMINDZ LIRS, TDI2D, —MRIZSTD
EETEDONTHUEEINC, FHIORNEZ N —Z 2 72 BRI THITW, Ficdh
IR EIZETTHITOTENLEFT LN, FKEWTITo72ED12, T AN RAI O
HEREALZBICHELEVOBAENETEELINWEAD, EBOSTTOAEFEDFHEE
IR TDE N =TI IEOHNENNEICROE, R L E TS
EIOHTENTES,

KIZ RPFETOYIN—TRDOT 4 AT 1wa T A N— e bigd 5&, Fa#
FHEEORTH, DR THT ANDHEICRE DD ME ST Dol F22D0D
27N SHE T E 228 E DR EOHBENIHEETHD. BRI TNH T
HHl>TNBNIZFCTId W EbREINZ (F X MEOHEIZ ) . KRWZ 7D
W s&. 1~3THDRZBWZRNBRED G HhE 0T ARE LTI, 5505 e E
DB (r= 31~ 40) 7BV, FERDERMNH oz, HL2FSTETIDIBEDEBENZ
W TSTICE T 22 IRET D&, EliL7zT AMNEREEE LT DEENERIC
BAHAREMEN DS, Y AVICE > TRADHINEIR DI LT RITHIIE THIR RS
FUTHY (In" nami & Koizumi, 2016; Ockey et al., 2015) . EHAIKE 2725 X% H
WTTARRE T D HNEELNESD,

FAR—RTHNEMBASENE TN —T meflio- B a2k d 5L, NEMEA
OB NEFEDEANDHNLD SN D720, KDZBEEEENES(F£9) . 2
BB OREE I Dm0l (B [RATIIABE] :Infit MS 1.5124 LAY, NAME A S
DEFEIT12.33% NEZ I —T HT14.10%) o NEYZ I —T HOREESTIE, NE
DAY INFRIOENEND T — AN < (45.00%) . WEIZT IV —TEED TN K
MEINTWNDEEITINZ, STOREBEEO S TIINEME A RS2 L ANEDiEY &
FALD. LU ZI—TTHHLUTHEI N —TE@mET 55057 RX—~DH
HEBBENREEZDE N —T U THZNNKMIN TN HNELL, TD
HMTHNRET I —T HIZT 2 E#EEEEZ6ND, NEY I —T mEfisiz
fEEI, STOEEMEITE T IS EMICARAZEETREL D DFESDONLNEAS,

AZEIE, 3~ A T3 DS > T IV I —T Vw72 NS ET, dHll 78RS
FHRL—Z TN NEEICHEEEN TR TENE, TV —TEOT 4 Ay a
SETANR—NDOEETHRIE L2, TORER, A EM—8UE - B RaEN—
BB ST OB - EIN TSI ENRENTZ, KRWED LI T, 12
FEMEE R DD FIEEL T, ZII—T Y Z7OBEIZ, PORDOEYSIDITSEE
(CLi:381R) Z2BUSICAND, NG THEZ EDICHEMR T 5, EREOREIDFR
B9 BEEERD D, BRI HHHE TREZITIFEOHIENRB SN,

A TESNIZRIBII4ED 5, FBUC EBF N — 2 VR E#MCIT A0
RMTHEEEEHEEZED HIEEL T, YAVBEPRCTIEO T R ENRIES
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N BENEZENSTEZIER - Efi - ST 280fEHELTHEZDEEDNS, i
K&WIZINA . Fi7=725 20K (T4 RX—1) REFED RN R D P DR TDRE
BN ESINZIET, K0HEA TEDHIPADIEZ D REMEN D D, 5212, T4 X—
FORNBDEEIZDONWT, HARET I —T HE2HNDTEDR] HETE RN RS L,
TWN—=TTH AL TIDEGNNREVNWIZAZICBNTEBSD AT &2 fNDhE
B ZDBRITRIDIEAD, B3I, IWRHICIT 5 72STAOY OBIHRIIFREED A&
RENFZZET, BB T AMNERERWAZETEEARAEED I ENREICHIZZ &
DBEZEIDRS Nz, BATHEHROIRBEL T, EaFEEEZRE T, —
HE—HM-WET TO—FDIDETZHNDIENEZ NN, TNTNOFFET
FERONE T F 72 DR 2 AT Lz, BRNIZK DM, mTRETHIUEI DD T
O—F TR TOBREZIZUTHIET NI AR EEEREZBGFTE575
I, FZZDOHHICES T, FHAFEMPEAFENTAATORELRT NN ESNZY
BEBETDHIENTE, T -BEZF->TRETNZONEHRL, ZRETITN
PIWE AR, RREBEL, TNPBEOREE N —Z 2 THE T 5E05
MNENEDIEHTED,

FAERIL, SRIOMH LY ARSI —T U7, FFEHESREY 27, 4
FEDILFEDOIGERE | LB B OB ENCRANE SR EICRES NS A e D
b, ZD7=0, BRI TOMIEESISITITN, MR ZREDHZENBETH S, B
% B TR U7 BRI T FE 3R E N STOWI TR I I TWNIT WA, KD <DIFSE
Z{7HZE T, AADIRIIZHE L/STOEERHADHiEZE, RIETNTEIC
DIRMMBIZAD,

BRI, REFEHEMIENMZESNZELTH, BN 2SETICHIN., T A
HENZTIR > THEUITHEZ TWD0N, ENDZ U O O—ENHZSN=Z10 T
BB, Pl 2L H D 2 U MRGEZ, fEEER. 5 b, — AL, i, ShE,
R, W REND T DHERICE DD DER A D EE, WaFEHEEL, B5
b, —#(EITR Z<B#% (Chapelle & Voss, 2021; /NE, 2018b) . #FZENSTD AT
WD RN EAH FH O M 12 R 3 7- 01213, A FEEME (B S, — k) BAsE
DS EREL T AHENH D, kAT XXRTOEENSTICBNT, TOMRFZEHE
EWFFEE DG I LIS THZENEE TH S (Gu, 2020; Koizumi, 2022) .

-
1. &OEDEBEEUNDEOKRFTOZDICEAD T Z2ITo/ZT —YEHNWT, T
UN—RDT—FDMFRMZTTo72E 25, BRI TS L ks R E SR
EOSIEM->T (BRICEDZ DT THMT %411, Linacre, 2021, pp. 375-
3775 M), HEST, EADTNRHZIET, ZHE -REH - BAITNTITH
WTJE (Separation&Strata) MG K L, BN R <IZ>TWelEE 5T, Bl A
12, TAR—b (NEME N 5D OStrata Tl SZEREHY6.79, FRAHEN11.89, Bl
MN22.73THD, 79(2.33, 3.88, 8.99LDH KEL /2> TWW =, T-ESTHIE L
SRBETIVE G, BEADTNHHIETRRME LN RIT57= (
Bl T A RX—=NEE A ) DEA DT HD T5.54%, 1.66%). ZOFERNS, Z
BRFEDNZEFNCHRBILIZNWO THIUIE S E2EA DT DX DD HIETIE
HDHMN, FEEZDOFTRBEF (FRADELIDENHKELAD), BT I)VICTHE
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[Zn# : Participant]
Class: No. Name
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Performance Test Evaluation Sheet: Communication English III
(NBNIB LG TERRRD, o3 dm)

(& & MINLFR /& € M35 ) (Affirmative Constructive Speech / Negative
Constructive Speech)

Class: No. Name
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HARIZT A I NP 2 AF r—2 HN TS, FEMMICHKE L
THEMDOFEIRITEEDH TN,

TAAL IRz AFv—2 WD NNH 5, xSk EATT

# IMEBHEMORERIIEDH TN D,

TAAL I IR T AFv—INAR 0 TH D, FEBIEITRT . i

3 ANDBIMICERAS AN,
o ERENT 5L EDT T —NEE <. BAOBAER
RRLIEBALNTND,
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REIE MAEDSRNEZAMNBH S,
| EREBITAEORE BEOTI—15<, BROBEAN TS
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. ETERCESEMEL. TRECORBLAAS, WETHIER
TR Log &SI 3L TS,
gé 3 HTHRCESEFEL. MEFAERLOT RSB T b,

1 EETHEELHEHIN, MEFITLOTHMBLOSNEDTH 2.

We think that Japanese high schools should allow their students to work

1o bart time. Some need to earn money to pay school fees, some to buy es-

"™ sential goods for their school life, and others to support their families
financially.

We think that Japanese high schools should allow their students to work
85  part time. Students can learn many things through working part time. The
experience of part-time job will be helpful for their future. (EL{APEIZRIT5)

2 %E] (Question)

12 HFMOFHRTRELZNFICOVTERL TV,
HFMOIALFHDONFITOWTHEMLEDEL TNWDHY, NENAR
INES MECH%.

HRBTAALZ PP 2 AF v—2 N Tn%, FBRICHES L
Ttk DFEEITETD T D,

You said that some students need to support their family financially so they
1215 should be allowed to work part time. I know what you mean, but don't you
think it will have a negative effect on their study? They will definitely have
less time to study.

84 I see your point. But we're afraid that they will study less due to their part-
time job. What do you think? (ZEKj7sL)
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[5#] (Rebuttal Speech)

Sam EEEEHEA A7 b OENIEZ B RS BB 2R A T

20 <@L T,

8 S BSEE R EZ AN b OB RSO THAL TS,

i HEEE B EA BT b OB RSO THMLEISEL TN

Y 2 WA TS S,

We believe that high school students are mature enough to handle both
a job and their studies, so there’s no need to prohibit them from work-
ing part time. Rather, through keeping a good balance between study and
work, they can learn how to manage time.

8

We believe that high school students can keep a good balance between
study and work. They are high school students, so they know what they
have to do. No problem. (ER{EIZRITS)

(#45] (Summary)

HEFOFELLKL, B E0FEEOHNEEENKRENIE

120 % ARMARRILEE B DR <BBIL TN,

8 HEOEELLKRL, AOEEOXEEOHNEEENRKZNI &5
SEHL TS,

. MEOERILEL. HOTEOERO D BEIEAKE NI LE

FIRMITEOELTHEN, WEANARIRTH %,

Of course, working part time has some risks like affecting their academic
performance, but, in a democratic society, everyone has the right to do
what they like, within the law. If students say that they can balance their
schoolwork with part-time jobs, no one can stop them from doing what
they want. The experience of balancing the two will help them become
responsible and independent adult.

8

Certainly, there are some risks about working part time, but if students say
they want to work part time, who can stop them? We need to believe they
will do well both in study and in work. The experience of part-time job will
bring them a lot of benefits. (ffI51))

fi&C

FA Ry az DRy
1. Why do you think some students study abroad?

2. Which do you prefer to work for, a large company or a small company?
3. Do you think games are important for adults as well as for children?
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4. Why do you think some people are attracted to dangerous sports or
activities?

5. Which do you think is better, being single or being married?

6. Which do you think is better, working by hand or using machines?

7. What is the most important factor to be successful in life?

8. What would you like to be if you were born again?

9. Which is more important to learn, history or science?

10. Where is the most important place in your house?

11. Do you agree with the following statement? Everyone must go to uni-
versity.

1D

TAN—FDREYZ

Students should be asked to study foreign languages other than English.
There should be boys-only and girls-only high schools in addition to co-
education schools.

We should abolish smoking in all restaurants.

We should ban Giri chocolate.

High school shouldn’t allow students to bring their cell phones to school.
High achieving students should be allowed to skip grades.

Students should be allowed to choose their homeroom teacher.

All students should join a club.

There should be a convenience store in high schools.

10 Animal testing should be banned.

11. Zoos should be abolished.

12. There should be no homework for high school students.

N o=

© O NG AW

T &KE
FA A3 DBEDMFRMD > 7R 771y 1 ()= fif##

title = Discussion_rater_criteria

convergence = 0.1 ; size of largest remaining marginal score residual at con-
vergence

unexpected = 2 ; size of smallest standardized residual to report

arrange = m ; arrange output tables in Num decending and Logit ascending
order
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facets = 3 ; 3 facets 1 Person, 2 Rater, 3 Criteria
noncenter = 1 ; examinee facet floats

positive = 1 ; for examinees, greater score greater measure
Pt-biserial = Yes ; report the point-biserial correlation
Inter-rater = 2 ; facet 2 is the rater facet

Missing = N

Yardstick = 0,2,-5,5

Model =

2,2,1,R3

7,2,2,R3

7,2,3,R3

*

Labels=
1,Ss
001-227

*

2,Rater

01 = Rater1l
02 = Rater2
03 = Rater3

*

3,Criteria

1 = Content

2 = Expression
3 = Technique

*

data =

001011-3333

(ZBrEFZRF001, FREE0L. BA3D1-3, HRITEDRATT3IDDIE)
002011-3322

G&EHHE)
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(BBICL—F—% AND)

fF£F
T RS aDYE DmG theoryD1> 7 k7 71)b

GSTUDY p xr Design with Covariance Components Design = p
OPTIONS “*.out”

MULT 3 Con Expr Techni

EFFECT *p 225 225 225

(2214928 3R NF 1 H DA DR RTIE ST /22254 THHT)
EFFECT #r 2 2 2

FORMAT 00

PROCESS

333232

(Content®# si# 1, 20 A7, ExpressionD H# 1. 20 A7, Technique®
REHFL 20207 DJIE)

(%)

DSTUDY p x R Design with Covariance Components Design = p
DOPTIONS DCUT 2.0

DEFFECT $p 225 225 225

DEFFECT #R 3 3 3

ENDDSTUDY

DSTUDY p x R Design with Covariance Components Design = p
DOPTIONS DCUT 2.0

DEFFECT $p 225 225 225

DEFFECT #R 2 2 2

ENDDSTUDY

DSTUDY p x R Design with Covariance Components Design = p
DOPTIONS DCUT 2.0

DEFFECT $p 225 225 225

DEFFECT #R 1 1 1



320 JALT Journal, 44.2  November 2022

ENDDSTUDY
(BRICT I —F—% AND)

f1#G
=T 2D S DI
ZCUTIIHFE 2RO R EEEDT,
=Ty OGS OHIWHIEL, 5555 (RCISH) . T DEMEE FINTZ R

BELT, T4 ATy aONEIDFERELITIZEHTS (KGIENGIESMR) , £
7ZRG2EKG3EIT, M2 RDOMo/2 [T AR— b DE RS | OFERERT,

KG1.
=TV DY) S Df R
JEE HLARIL BLNIUE BLANLVOME BEET SRR LT Uy
2 L - FHBEE G 5 A1l D B e D DR
JeE e A Hh#R
BeFERYIC 1084 E Outfit MS 2.0 1.4BL ES.0BAN &LV
EF S GEANA ) H EHD
FAAS YA
W& OK OK OK OK (4.66) OK
Essi) OK OK OK EREHD (5.08)  OK
ety 1 OK OK OK IREHD (5.94) OK
T AN—F (N A )
WA OK OK OK OK (466) OK
R OK OK OK OK (5.000 OK
E-EEE S OK MEHD [4]  OK OK (4.88) OK
Hi OK RIREHD 2]  OK MREHD (7.12)  OK
TAN—MNET I —T50)
[IE OK MEHD [0]  OK
e OK OK OK OK (4.42) OK
Xik-EiE OK MEHD [4] OK OK (4.28)  OK
g OK MIREHD 2]  OK BREHD (6.46)  OK

. BEHD = L)V 1 TRBEDD, [] = LAV TSNS, - = LIV AT TN
INolzizd, H - I N zinolz,



Koizumi, Hatsuzawa, Isobe, & Matsuoka 321

FHET: 25 L)V O #E 5 PEHEE (i & B HERE [l BB RIS 5797270

[T 4 AI1y2a> DWNENTDNT, BGITIE, Average measures (Avge Meas)
R-2.060153.34F T 5 L. RASCH-ANDRICH Threshold Measure®-2.337152.33
ETERL., EBHITEMEHICER LTV,

HUE2: B L)L O SRS, 10 Rd 57
ZLR)UEHBEEZ. Counts Used/N26, 163, 175& & LX)V T10RILL EH 7=,

FHUES: B LX)V DS L, 7T 4w MEEETSS (Outfit mean  squares) 232,04
i

OUTFIT MnSqT0.9~1.1THZL Tk,

FHEA B D EUBME OFEREIX 1,400, L. 5.00LAH
-2.33&2 33DMEMNSIEEIZ4.66H H TE, IR L Tz,

FHAUES: )L —T Vw7 OREREIRR UG IZBWTIEE L NINIZTE LN R 2 50
LARIL2IZTE EINR AT,

KG1.
(T4 AT a>DNEIDNIV—T )y DHEYIE | DR R
| DATA | QUALITY CONTRCL |RASCH-ANDRICH| EXPECTATION | MOST | RASCH- | Cat|
| Categary Counts Cum.| Avge Exp. OUTFIT| Threshalds | Measure at  |PROBABLE| THURSTONE |PEAK |
|Score Total Used % % | Meas Meas MnSq |Measure S.E. \Category -0.6 | from |Thresho\dS|Prob\
\ ¢ \
[ 28 % % 7%| -2.06 -1.97 .9 | \( -3.40) | low | low IIUU%\
| 2 163 163 45% B2%| 1.20 1.14 0 | -2.33 26| 000 -2.33] -2.33 | -2.33 | 84%]
| 3 261 175 48% 100%| 3.34 3.39 1.1 | 2.3  14[( 3.41) 2.35| 2.33| 2.3 [100%
(Mean (Modal )--(Median)-——-- +
KG2.

[FAR—RDOFEZE DDV —TUy DY E | OfE R

| DATA | QUALITY CONTROL |RASCH-ANDRICH| EXPECTATION | MOST | RASCH- | Cat]
| Category Counts Cum.| Avge Exp. OUTFIT| Thresholds | Measure at  |PROBABLE| THURSTOME|PEAK

|Score Total Used % % | Meas Meas MnSqg |Measure S.E.|Category -0.5 | from |Thresholds|Prob

I I
| 1 2 Z 1% 1% 219 -.08 4 |{ -4.62) | low | low | 100%]
| 2 216 216 b5b% BB%| 2.53 A2 .2 | -8.56 120 .00 -3.64] -3.568 | -3.86 | 95%|
| 3 233 174 44% 100%| 3.86 .02 .2 | 38.56 2| 4.64)  3.85] 3.66 | 3.566  |100%]

(Mean) (Modal )--(Median)------ +



322 JALT Journal, 44.2  November 2022
XG3.
g V3 > 7 = S— = %2 i %
[FA ATy a DRG] () ETTaN—bOE RS | () O
-6.0 -4.0 -2.0 0.0 2.0 4.0 6.0 -60 -4.0 -2.0 0.0 2.0 4.0 6.0
11 3 11 |
LARRAN] 333333 | 202202222 |
m 333 1111 2222 22 333|
1" 22222 33 I n 22 22 3|
" 222 2 33 | " 22 2 33 |
P 1 22 P 1 2 22 3 |
r 1 2 rl 1 2 2 3 |
o 1 2 ol 1 2 2 3 |
b 1 22 2 3 bl 12 2 3 |
a 12 23 al 122 23 |
b * * bl * * |
i 21 32 il 21 332 |
| 2 1 3 [ 2 1 3 2 |
i 2 1 33 il 2 1 3 2 |
t 22 1 t 2 1 3 2 |
y 2 1 2 vl 2 1" 33 2 |
22 11 22 | 22 1 3 22 |
22 22 | 2 1 333 2 |
222 11#33 222 1222 1" 333 222
222222 33333 11111 222222 11111%33333 |
0 |%333333333333333333333333333 T 1111111 1% 0 1333333333333333333333333333333333 1111111TTTTTTTTIIITIIIII1]
6.0 4.0 2.0 0.0 2.0 4.0 6.0 -6.0 -4.0 -2.0 0.0 2.0 4.0 6.0



I EBEEIENSERBEFR—NEEERI ZEDEL,
T iai2F &
Ambivalence Towards Multilingual Education: Modern Japan

and the Gradual Implementation of its ‘One Foreign Language
Principle’. SHIMO Etsuko R{§E, 2022. (264X—Y))

Reviewed by

AR

YOSHIMURA Masahito
REBEKY

ARET, FRREHT RO EE R AR BB A BRI e RN R I S 7= 5
NI HARIZBT 2 EFEAEBOR: B REMZ D DmDE R ITINEEIE
L. $% N THHLE RO REZ T THESNZbDTH S,

TEROVIZERMINEA L, BEBRICB I 2B EOBEE T 2B E ., B
BEARME, Y. R 73Ul EITHAED ., FFEFRE 0TI LD
Fa T LAFEOPHAEEEL 52 5 BNE L TOFEER YA A0+ —, =%
DI RO 2R L SHEBERICETASR, T UTAZIEI FROS B E BT
DERBEEDNZ LD,

AEOIANIIHDLZEHE L BRAXODHEZBLAEFT BNV THLIE
UITEMS NI T0WAET =D —D TH D, HlZIL19804FEMRIIT, 1FIZHFFEDHA DI
B 3B A BRI T3R8 0 ) T 3B E B35 ) VWO EB THEO TSN, S EE
FDEZRALINFITHIZEE ORI Tigam S 417z (B2, HEH, 1993; F A, 1993) .
72, 20004EfRIC 7 B4, T—0w /N EFEHLESIE ONTFILSE, I—0y /2T T
IE<HAITBWTS, /2B EELUTAI~C20H @S L X)L 0rE S et ik LD A
INHFEPCHAEDOH SHBABFOH TN ONTEZD LI &R 240 &
WOSIRT., ZDRiFEERDESERE I EVWOAF R LIS SEAF
DBV FTNFESNDTENZN B ZE, M- TG, 2010; AR, 2016) . FEKOWE
FHRBHE THAHWILBITRIZERICBIIAESEEENTOE - AELDVL
HMFEETHDIN, COMEDOERIZIDBEANTDHEDNHDOREREBAZEMNITL
BRNTE I ROMZERET, FTROMEICHIERE L TRERBEL 52 TNDHEN
AL, HIE, BRICBITBLEEHEORBRDINVTENERD D FH TR EE
EERTHNE C TN R D0, FHTHE SHEAFILREENTE, EoLdHic

JALT Journal, Vol. 44, No. 2, November 2022

323



324 JALT Journal, 44.2  November 2022

MBEEINTW=ONE, EEAICUNS HERNE DBERSLRICE DS — KR &R
WCEDE, TNONEELBWE S I3 HEE R EDEEZE FHWARNS, PHERITHH
DEILTNWDTHD, LIF, AREOHEERT,

FETRSNIAESKROMEREII " DH D, H—IZ, THR- RIEOHF I
SRk E BRI PN T, BB R EOIEE AT ﬁ#@“éa%;ﬁa CEDLIEHD
MMBHoTZ DM, BT, [ ZOEMmIINEREAFERICEDI S EE 52 /- 1D
ﬁ\fﬁé(p. 50

AR AN i‘@“‘fﬁf@%l‘ BEOHMETHRES, ETHRR=XD575, 19804E
. 20004180, FEEELIS OINERE A EHEE OB ZITHNNOS T, JiE R EDMH
FINEISICHESTNDIENTTHERIND, T LT, EEN 2B KEHMD
SEFBEHEEZMERRELTZONDNBRRSNS, —DILBEOINEEBE D)6t
MBI OB EHENLOBIE TEE>722E DD —DIETHE NS K IEHIC
T, B REOHEEBE M T 2EENDH /LI THS (p. 20), £z ZD
REICRE T 2 NI NETHLNICL TEI L2, WEREDOIE
BHENOIHNIEAE R VEE - T T ABBEWEDONL ENSIN, JERE
HEBREKRZNHREL T W E, [FEBEHHFITDOWTIE. BERICEE L3¢
MBHZHHDD, ﬁéﬁﬁ@btiﬁé%éﬁ&%@w BEEROWNRELTIRMNDTZ]
ZEEETHT 5, TOLETAZOEEIT. BONEFEHEBCRORCIREETD
A, TOEMDEEOERENI N T, BREEBEOMEZ DT (p. 35) . Ih
INEDIERBREOHD HaEZ 5 L THIEBRHEEZEZDZEFEEND,

F2RITROFEIFLEBIT, 1R EDIEREBE 2 RE DT 7R DT 5%
DR TH %, HB2ETIZ WA KIEM OB BE R ICB T DI EFREOLE DT

DEBNEHEIN TS, PREH O - & - @5 8H IR DRI I A BE S
HAICHTZD0bED, TNTNOHBERE THERENEOISITHHDNTW
DONPHNDP T REDSEN TN,

I TIL, FIRHROEEH AL G ICB T A EREDME DT B LN
AR ANERE B E N OEENELIND, FIT1880FE RN S 19104FERT/MIT T, B
FERAVEE T T AREIMNEEFRD AR TEDIDITHWONIDN, T L TENN
R ONEREBE TG AT B ODNWTE—EEFRDO A A EZ TS,
IZLTWB, B TH, TBEIHMNS RIEINTNT T, R1VEE. LTI I AEZ &%
FROANFRBRITINA =283, BEAFITB T2 OMiEEHRE 528104013
HERL 20N, SMNERE R E 0L 5B b E K5 HEEL TIR<A T Thorz) (p. 112)
EVIOHTIIRED SFEAF BEROMGHI —DDORIEE 525D TH 5D,

HAFE TRV, ED%{ﬁH%r‘ﬁ@%&ﬁﬂ%&i%ﬁ“@%%uﬂ@ﬂ%ﬁ%{ﬁ@%ﬁ
ﬁ@%ﬁ%ﬁx&:@;j_ﬁﬁﬁémnﬁ%#%t 12, 1989 D2 FE R Eais (2H

SHEPERES) TOHRERD LT TW5, FCa# i HE Th DRI (4
K o T — AR E) ICE A A H TOD., REICBITAE — S5 2R E =50
AFICTEREZINA D NRNEZENDEEN A IRICEDE TIC, HiEREOHEFERF
:ﬁ@“é%ﬁz BEREMMSOHH O—FIZBSMILEDEL TS,

E5EIT, RO EL THO TREBIN -SSR E S (1896
~1913) BT DR ZE > TS, 22 TIE. SEFESREH OB B IVERE DR
MEE TR SN TR OB NRE DELBEN TS 5 &R0, FEELAN DI EEZ T



Book Reviews 325

ERERBBICEDIRIIEHENAN-/22E, — HTIORETEESNZR
A VEREEE OB, 19014 O 228 A TR ICB I 2R HA TH D15 EH
BNk DX, B ERE - B ANERE O B <FEiE - R VEE- T 7> AGEMS
EINzIENmLoinsd,

FOETIL, BEABESER I BICRESNZEFHES (1913~1917) 1B
DREHIREERENEFEBE OGO EIF5N 5, B, IR T 2 CY I & ERE
HME)EPLETEZEAELEOMELNONEREABTHEEDRRICEHL., K1Y
BT VIGEHEHEEEREHEOEEBRAFEROEROR, [ EHE T
[ERELIIN DA EFEZ S DIANERE OB & 10580 ST 5B R | T rh 2245 -
B O EFEEEE - RAOVE T IAFBEOWNTNNET S [th228 (h228D)
NEREZR (BER)ICHEZ UZBICS BRI E T T EWS H KA EN
T2 EERRNT S,

WIEE, SOOI HEOERBIN R TH D, LOFETOERNS. G-
KIEHIZB T2 EHEAE DL T im0 i B X OE D RITHS A
Lo, B BEEMOT, HEHLONEEHENSOIANINETIZH S
N ERDIRUATON TEES R SHBABEOEELO TR, HiETeE— MLz i
NTNBERERBSTNDIE, ZNMSDOAARDINEREHEICBW TS, TOHKNZ
I5ICHERL. BEHHERFNTARETHIEN M RmELTESN TV,

WGP ELE, BEEROIRICBNWTEL SHE - S ERE HE IR T
DHEORMNAEREZHE T CEFRIAETOIIRFEFHICEST. AEIELZHDNE
<. HHOWFERREDO HIMEZT TRSTFHEINDEREZDH 52 TINDHDER
BTH5D,

51 Sk

FEH =S (H%) (1993). [ 9835 SRl A~ D B R 5L 55 =5 AR,

HARTA (1993). TOVEREBE &1 T A OF — =3B B A - ) HU R AR 2L

MU - P 1ILBA T (BW) (2010).T# S35 - #UL B S0 --T—0y /SO B & RIS HA
IZBITF B2 SURIEANIHR I <A LB AR

T EET-EAELE T BEAIHE T () (2016) TAEREEE IZIEGEZ T THNO
M7=Vt R SR IR <A LBHIR.



Reviews

English L2 Reading: Getting to the Bottom (4th ed.). Barbara M.
Birch and Sean Fulop. Routledge, 2021. xi + 294 pp. e-book.
https://doi.org/10.4324/9780429397783

Reviewed by
Adelia L. Falk
Kyoto Sangyo University

Those looking for an introduction to reading development and reading
research have a wide array of excellent books to choose from. Available vol-
umes range from books focused on theory and research, with some practical
applications, such as Grabe and Stoller’s Teaching and Researching Reading
(2020), to books focused on practical teaching advice that is supported by
research, such as Nation and Macalister’s Teaching ESL/EFL Reading and
Writing (2021). As an addition to the coverage in this field, the fourth edition
of English L2 Reading: Getting to the Bottom may be of greatest use to those
looking for an introduction to the English writing system and some of the
models used to explain reading processes.

The book is organized into thematic chapters with a strong focus on
writing systems, the Baddeley (2003) model of memory, and models of
psycholinguistic infrastructure based thereon. As suggested by the title, the
emphasis is on the lower-level processing of texts, from the grapheme level
to the word or phrase level. The chapters are presented as textbook units,
with pre-reading, while-reading, and post-reading discussion questions. In
addition to the main text, each unit contains several boxes in which the ety-
mology of one or two words selected from the text is explained. According
to the authors, the goal of these boxes is to “improve lexical awareness” (p.
26), and questions about the terms are included among the post-reading
discussion questions. Most chapters conclude with one or two classroom
suggestions.
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Chapter 1 provides a brief introduction to models of memory, and models
of linguistic infrastructure, codes, and networks. These concepts are then
referenced throughout the remainder of the text. A description of the stages
in L1 reading development follows, with a very brief discussion of L2 read-
ing development. The chapter concludes with a few suggestions for increas-
ing young learners’ awareness of the sounds that make up English words,
such as segmentation practice through nursery rhymes and rhyming games
or clapping for each phoneme included in a word.

Chapter 2 describes the major types of writing systems used in modern
languages and a brief history of the English writing system, while in Chapter
3 Birch and Fulop explain some of the preferred reading strategies employed
by readers of each system described in Chapter 2. The authors create fiction-
al readers of each writing system and use these imaginary representatives
to illustrate changes in strategy that might be needed when learning to read
in English. These fictional readers are also referenced in later chapters.

In Chapter 4, the authors begin to link the English writing system with
the sound system. The chapter opens with a discussion of the development
of phonological awareness in the L1. English phonology, prosody, and stress
are then briefly described. This is followed by a short section covering the
development of phonemic awareness in L2 learners, in which the authors
state that the ability to distinguish English phonemes is necessary for ef-
fective reading, but perfect pronunciation is not. They suggest minimal pair
and rhyme identification exercises to foster this ability.

Chapter 5 introduces the concept of graphemes and their relationship
to English phonemes. Some attention is given to the processes in the brain
thought to be involved in grapheme and word recognition, many of which
were suggested by eye-movement research. Chapter 6 builds on the graph-
eme concept to argue that the English writing system is generally system-
atic and learners can use probabilistic reasoning to determine grapheme-
phoneme correspondences. The authors suggest that extensive reading is
necessary to build the experience needed for such probabilistic reasoning,
but they also note that direct phonics instruction may benefit some learn-
ers. Inductive and deductive methods of word study are described in gen-
eral terms and two activities are suggested for classroom use: dictation and
dicto-comp, in which students recreate texts as closely as possible after
listening to them.

In Chapter 7, the authors outline historical methods of phonics instruc-
tion, such as synthetic methods, which they then proceed to caution against.
L1 reading developmental stages are described, and the authors again sug-
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gest that direct phonics instruction may be beneficial. Several strategies for
teaching students to determine the correct pronunciation of written English
words, such as reasoning by analogy, are described in general terms. Reading
while listening and shadowing are recommended as activities to reinforce
grapheme-phoneme correspondences and improve pronunciation.

In Chapter 8, the authors continue to build the case for a systematic
English writing system that was begun in Chapter 6. First, the concept of
morphemes is introduced. This is followed by an explanation of differences
between the pronunciation of English root words and related words created
by derivational morphology. The authors explain English spelling conven-
tions in terms of consistent representations of morphemes. They advocate
for direct instruction of derivational morphemes, particularly for English for
academic purposes (EAP) students.

The focus of Chapter 9 is on spelling, rather than reading. Factors that may
affect spelling are introduced, followed by strategies that writers employ
for determining the correct spellings. L1 spelling development is discussed,
and general descriptions of spelling instruction suitable for L1 learners are
provided. Factors affecting L2 spelling are briefly described, such as inter-
ference from errors in pronunciation, difficulty spelling unstressed sylla-
bles, lack of sufficient exposure for probabilistic reasoning, and interference
from transparent writing systems (systems with one-to-one grapheme to
phoneme correspondences).

Chapter 10 contains a description of the size of the English lexicon and
various processes that are involved in word formation. Attributes and be-
haviors of “good” word learners are described. These attributes include
such things as strong working memory and the ability to repeat newly
encountered words. Behaviors of good word learners include fixating on
and attempting to pronounce unknown words as well as trying to ascertain
some meaning from context. The authors advocate active word learning for
building L2 linguistic infrastructure. They suggest actions such as repeating
unknown words or creating a mental image that includes both the meaning
of the target word and a word that is similar in sound to the L1 equivalent.

The final chapter revisits the models of reading and memory presented
earlier, placing them in the context of automaticity and fluency. Attributes of
fluent readers, such as structural priming (exposure to one code causes the
triggering of syntactically related codes in phrases) and prosody (convey-
ance of the syntactic organization and meaning of text while reading aloud)
are described. The authors suggest that techniques used for L1 remedial
reading instruction may be helpful to L2 learners. Further, they argue in
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Chapter 11 that when engaging in intensive reading, repeated exposure to
the same text in a variety of ways (e.g., silent reading multiple times, discus-
sion of unknown words and structures, listening to the text as read by a
proficient reader, reading aloud by themselves, and recording or dramatiz-
ing the text) is important for reader development. They go on to say that
students should not be invited to read aloud in a formal setting until they
have had the opportunity to engage in such varied practice.

English L2 Reading: Getting to the Bottom provides a reasonable overview
of the English writing system and compares it to other writing systems in
current use. Indeed, the most useful sections of the book for teachers may
be the appendices, which include a table of English graphemes (Appendix
A), and a table of English phonemes and their principal spellings (Appendix
B). The use of word boxes to explain the etymology of various words in each
chapter may be interesting to some readers, but it is more distracting than
helpful. Some teachers or advanced students might benefit from the infor-
mation about affixes contained in some of the word boxes, as in the entry for
the word family including analogue, analogous, analogy, and analogical (p.
159). However, it is difficult to fathom, for example, how knowing that the
word “test” derives from the Latin word for “earthen pot” (p. 259) will be of
significant help to either teachers or L2 learners.

Readers looking for an introduction to some of the theories of psycholin-
guistic structure and processing as applied to reading may find English L2
Reading: Getting to the Bottom interesting, while those who are looking for a
basic explanation of the English writing system are likely to find the second
half of the book useful.
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Jim O’Driscoll’s Offensive Language: Taboo, Offence, and Social Control
focuses on the use and control of language, and in particular, of language
online. Its thesis comes in the very last line of the book where O’Driscoll
writes, “If, therefore, we want to avoid the possible disastrous consequences
of the latter, it may be wise to loosen the chains of the former” (p. 172).
Or, to paraphrase with all the referents he uses in place, that overly zeal-
ous gatekeeping of what can and cannot be said online may lead to political
counterreaction far worse than the discomfit of encountering uncomfort-
able ideas. O’Driscoll builds up to this through the course of four sections
and 172 pages in which he establishes what he means by offensive language,
carefully analyzes innumerable examples from real life, and then examines
the process of gatekeeping.

In Part [, “Offensive Language and Why it Matters,” O’'Driscoll makes the
point that offensive language is not something to be casually dismissed, that
it is indeed something that can cause harm. He quotes the author Stephen
Fry, “Sticks and stones may break my bones, but words will always hurt me,”
(p- 3) and introduces the nexus of the book: language which gives rise to
a negative reaction. He states that his rationale for the book is that “there
is some evidence to suggest...(that) ...the territory of taboo language is ex-
panding” (p. 10) and that this is a threat to public discourse. O’Driscoll then
details the theoretical basis for his analysis, and why he chose the analytic
tools he employs in the text. His starting point for analysis is the reaction
engendered, his working definition of offensive language being “any word
or string of words which has or can have a negative impact on the sense
of self and/or well-being of those who encounter it” (p. 16). Analysis from
this angle, he notes, is in line with a general shift in research away from
the utterance, and towards reaction to the utterance. O’Driscoll describes
his approach as sociopragmatic, but one that also incorporates elements
from other fields of research such as Speech Act Theory. For his description
of the different roles played by participants in the examined interactions,
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O’Driscoll employs the nomenclature of Goffman (1979). His analysis also
employs the tools of “textual intervention” as described by Pope (1995),
where one part of the data is replaced with a different word or words and
the change in effect is examined. O’Driscoll’s starting point for the analysis
of incidents is a description of all possible relevant aspects of context, an
approach he ascribes to Mey (2001).

In Part I, “Potential Offence: Taboo Language,” O’'Driscoll talks about lan-
guage in the abstract, about what people might find offensive. He begins the
section by examining what is meant by taboo language. He rejects using a
description of how a word functions or is intended to function in a context as
a useful focus for offensiveness since “an assessment of offensiveness rests
primarily not with the producer of language but its recipient” (p. 39). In-
stead he opts to define taboo language as “any (string of) words whose pro-
duction is transgressive of polite social norms” (p. 40). He ends the section
by describing three kinds of taboo language: (a) taboo words (words that are
taboo however they are used), (b) taboo reference (taboo because of what is
being pointed at), and (c) taboo predication (a reference that becomes taboo
within a certain context)—each of which he examines in detail by including
real life examples of each and of the offense that was taken.

In Part III, “Actual Offense: Case Studies,” O’Driscoll introduces some
further theoretical considerations before launching into case studies of inci-
dents where offense was taken, where he breaks down each case using the
analytic tools he previously described. The cases he looks at range from the
well-known to some that come from direct experience. They also range from
the highly impactful (such as the case of Fomusoh Ivo Feh and two of his
friends who were sentenced to 10 years in prison in Cameroon for forward-
ing a text message about the terrorist group Boko Haram that was intended
as an ironic comment) to the less serious (like an email misunderstanding
between colleagues where a comment intended as jocular was seen as hos-
tile and needed clarification). For the reader, the case studies provide useful
insights into the ways a single communication can be interpreted. O’'Driscoll
notes how technology-mediated communication particularly exacerbates
“the problem around participation framework” (p. 93). The communication
may end up being viewed by people who see it in a very different context
from that of the original participants. He also notes the longevity of offensive
statements, which can be “revisited by the offended party,” (p. 93) and how
easy it is for people to share their offense online. For language teachers, the
takeaway is perhaps that we should always encourage our students to err
on the side of caution.
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Part 1V, “Reprise,” is the final and shortest section in the text. Here,
O’Driscoll examines the reporting of offensive language, looks at the issue of
social control and free speech, and presents his thesis, that of overreach on
the part of the gatekeepers of online discourse in the policing of language.

O’Driscoll, a former EFL teacher now in higher education in the UK, writes
on a subject that is important and highly topical, and his meticulous analysis
of incidents where offense has been taken, and why it has been taken, is
a valuable addition to the public debate. Offensive Language also serves as
a useful introduction to different modes of and possibilities for analyzing
interactions, and Part I where this overview is given is perhaps the strongest
section of the book. In short, there are components here for what could have
been a truly excellent book.

However, there are a number of points that keep it from attaining this
level. It is not all clear at whom the book is targeted. The almost tentatively
presented conclusion suggests he felt he was writing to a potentially hostile
audience. Is he writing to students similar to those whom he teaches who he
suggests have quite a different view of freedom of speech than does he? On
the other hand, his final recommendations suggest a book written for those
with gatekeeping power, though they do not seem otherwise addressed. Fur-
thermore, he offers only an admonition that we as a society need to go more
lightly in policing speech, and none of the concrete steps that those involved
in policy might be interested in reading. Also, while a book on this topic
could have found a receptive general readership of educated non-experts,
the style and focus of the book suggest it was not written with such readers
in mind either, though his message that “for participants in interaction, it is
a call for tolerance and empathy” (p. 170) would seem to be relevant to all
of us.

Perhaps the biggest flaw, however, is that he does not seem to firmly
establish the connections between gatekeeping language and the backlash
that he suggests is the reason we need to temper control, and merely points
to the rise in political power of more authoritarian figures who also flout so-
cial strictures on language use. Nor does he present other reasons for laxer
control that might be given, such as the need to allow for the more open
discussion that allows a society to self-correct.

In conclusion, Offensive Language: Taboo, Offence, and Social Control is a
book with great topicality and potential that in the end falls short of what
it might have been while remaining a worthwhile read, most especially if
social discourse is an area of special interest.
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The overarching aim of this edited volume is to offer policy suggestions
to improve English teacher education throughout East and Southeast Asia.
In a series of research-based chapters, the contributors to this book, who
hail from many of the countries that comprise the ASEAN Plus Three (the
Association of Southeast Asian Nations, plus Japan, China, and South Korea)
investigate, describe, and critique the current state of English teacher edu-
cation in their respective territories.

The book begins with an introduction by Zein, who notes that ASEAN has
established English as its working language. This fact lends an international
significance to English education, and consequently to English teacher edu-
cation, in Asia. However, Zein assures the reader that little is known about
the state of pre-service English teacher education in this region.

The book is divided into four parts, with “Part I: Setting the Scene” con-
taining only one chapter focused on current trends in pre-service teacher
education. In this chapter, authors Ng Chiew Hong and Cheung Yin Ling
highlight common threads among English teacher education systems in
different Asian countries. They note that English teacher competence is a
political issue in multiple nations because English education is part of a
larger globalization strategy in those nations. The authors also list other
commonly recognized issues affecting many countries, such as large class
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sizes, insufficient lesson preparation time, an ambivalence on the part of
governments towards the use of English as a medium of instruction in place
of their own national language, and a general preference for communicative
teaching at the policy level which stands in contrast to the grammar-centric
teaching often favored in actual classrooms, among other issues.

With the general overview complete, Parts Il to [V comprise a series of
chapters from various countries. The chapters are all research-based and
include a wide range of topics. For example, the four chapters that make
up “Part II: Innovations in Teacher Preparation” cover, in order of appear-
ance, translanguaging in English classes (Indonesia), teacher evaluation
procedures (Brunei), the benefits of a pre-service practicum (Malaysia), and
issues of native-speakerism (Cambodia). In the first of these, the author Zein
recommends that teacher education programs give teachers-in-training the
chance to watch videos of themselves and others teaching and, after watch-
ing these videos, to discuss and evaluate the ways that English-medium and
L1-medium instructional strategies can be effectively employed in class.
Zein's chapter is noteworthy because it is the only chapter in this book that
focuses on practical approaches to teacher education. All other chapters in
this book address matters of educational policy and the design of education
systems. For instance, the recommendations in the remaining chapters of
Part II are that teachers should not be evaluated based exclusively on their
students’ grades, that a pre-service practicum is good preparation for teach-
ers and should be longer than it currently is in Malaysia, and that policy
makers should not write policy documents based on the ‘native speaker’
ideal.

Chapters in the following parts of the book make other large-scale policy
suggestions in diverse areas of English teacher preparation. In “Part III:
Teacher Preparation, Development and Evaluation,” authors from Brunei, Ja-
pan, the Philippines, South Korea, and China make recommendations which
should probably be heeded by policy makers everywhere, though many of
these are decidedly broad. For example, in Chapter 10, Hoo Dong Kang rec-
ommends that curriculum developers “need to focus on the development
of practical courses in which students can apply what they have learned to
the real-life classroom” (p. 194) based on a survey of educational stakehold-
ers in South Korea. Other recommendations are more specific but similarly
large in scale, as in Chapter 11 when Sally Thomas, Lei Zhang, and Dini Jiang
argue that schools in China should become professional learning communi-
ties to better meet teachers’ professional development needs.
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Finally, in “Part IV: Teacher Preparation and Policy,” there are three chap-
ters that describe the language teacher education systems of Vietnam and
Myanmar and highlight certain issues. In Chapter 12, Khanh-Linh Tran-
Dang and Marianne Turner note that Vietnam has introduced new English
teaching materials and approaches, such as task-based language teaching,
but that awareness among teachers of these new policies and their practi-
cal implementation may be lacking. Furthermore, in Chapter 14, Mai Trang
Vu argues that there is insufficient emphasis in Vietnam on the capacity of
teachers to act autonomously, and that “a more visible focus on teachers’
formal knowledge and critical reflection” is needed (p. 274). Meanwhile, the
description of Myanmar’s teacher education system in Chapter 13 by Mary
Shepard Wong, Jennifer Miller, and Brooke Treadwell is more alarming, as
it describes a situation of neglect, scarce resources, low pay for teachers,
and irrelevant content on teacher training courses. This places Myanmar in
sharp contrast with more affluent nations in ASEAN such as Brunei Darus-
salam, which is described in Chapter 7 in terms of its relatively successful
teacher education system.

Overall, in my assessment, the chapters in this book represent an impres-
sively broad set of studies on English teacher education in Asia. I would rec-
ommend this book to anyone responsible for setting educational policy, ide-
ally at the national or regional level. Policy makers from many countries in
Asia will find at least one chapter about some key challenges facing English
teachers and teacher educators in their own jurisdiction, as well as much
profitable insight from research elsewhere. Good English teacher education
policy could certainly be written based on the recommendations in this
book. The book may also be of use to those studying educational policy. Any
PhD student needing a bolster to their literature review on English teacher
education throughout Asia would do well to read this book.

[ would not necessarily recommend this book to teacher educators seek-
ing ideas for their own sessions and programs. As mentioned, the book con-
tains only one description of a practical activity for teacher educators: video
watching. There are certain ideas in the book that could inform the design of
teacher education sessions and program, such as the importance of critical
reflection highlighted in Chapter 14. However, [ suspect that most of the rec-
ommendations offered are outside the responsibility of teacher educators.
For example, proposals such as revising the system of teacher evaluation,
extending teaching practicums, setting up professional learning communi-
ties in schools, and paying teachers more fairly seem to be of greatest use to
policy makers who are empowered to act on them. Nevertheless, it is surely
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beneficial for teacher educators to be aware of such proposals, and so this
book might be suitable material for a teacher educator preparation course
focused on policy making and issues in the English education industry.

It should be noted that the implications of the various chapters mostly
reflect views that are commonly held among English education stakehold-
ers today. If you believe that teacher evaluations based only on student test
scores are questionable, you will find nothing in this book to change your
mind. Likewise, if you believe that native-speakerism sometimes exerts an
undesirable influence on English education in Asia, you will find this belief
reconfirmed also. The effect of this book is not to reveal any surprising truths
about what makes education systems work well. It is to confirm truths that
are already widely known, and package these so that policy makers can
(hopefully) make use of them. However, for early-service teachers, some of
these truths may be as yet unfamiliar, and so this book may be of use to
educators working with such teachers.

The Art and Architecture of Academic Writing. Patricia Prinz
and Birna Arnbjornsdottir. John Benjamins, 2021. x + 299 pp.
https://doi.org/10.1075/z.231

Reviewed by
A.]. Grimm
Tokyo International University

The Art and Architecture of Academic Writing by Patricia Prinz and Birna
Arnbjornsdéttir serves as an introduction to academic writing for university
courses. As such, students will primarily use this textbook to learn how to
write evidence-supported, thesis-driven essays and research papers. The
authors’ intended users of the book are English language learners and
users who are enrolled in university programs where English is the main
language of instruction (p. 3). Consequently, students will require an English
proficiency level of CEFR B2 or above to use this textbook successfully in
coursework with peers and an instructor or by only the most committed in
independent study mode.

Working in higher education in Japan, where once a week courses for
15-week semesters are common, there is enough material in this book to
cover over two semesters. The authors explain that students develop their
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academic writing voice in Part I, while students practice synthesizing an
argument from multiple sources in Part II. Part I spans Chapters 1 through
7 of the textbook and covers standard thesis-driven essays assigned in col-
lege courses. Part II consists of Chapters 8 through 12 where students learn
to write two varieties of thesis-driven research papers: a case study and a
literature review.

To the authors, most university academic writing assignments share
the following qualities: “they are factual, require evidence to support the
writer’s point of view, use specific types of language, and organize ideas in
predictable patterns” (p. 7). Their “art” of academic writing correlates to
specific academic language use and their “architecture” of academic writ-
ing corresponds to organizing content effectively. They explain the art and
architecture of academic writing in Chapter 1 and Chapter 2 respectively.

In Chapter 1, the authors make a clear distinction between language style
in private-versus-public and informal-versus-formal contexts. It should be
noted that this opening chapter persistently frames the readers as ‘non-
native speakers’ and this framing continues throughout the textbook. As
such, this book may be less suitable for teachers who oppose reinforcing
native-speakerism in English language education.

In Chapter 2, the authors explain the mechanics of theses, main ideas
supported by evidence, topic and concluding sentences, body paragraphs,
and finally development of the introduction and conclusion. It may surprise
some teachers that the second half of Chapter 2 does not deal directly with
the architecture of academic writing. Instead, it details how to identify the
directions given in different assignment types or prompts and covers how
to revise common grammatical issues such as sentence fragments, comma
splices, and infinitive fragments. This approach is calculated, though, as Prinz
and Arnbjornsdéttir end most chapters by targeting common academic
vocabulary and grammar challenges for ‘non-native speakers.” As such, this
textbook will best suit a course with grammar and vocabulary objectives as
these sections account for nearly a quarter of the textbook.

Chapter 3 introduces the AWARE framework for the academic writing pro-
cess. The letters in the acronym stand for the following: arranging to write,
writing, assessing, revising, and editing. Each aspect of AWARE is clearly de-
scribed, exemplified, and paired with accessible practice material. Students
are guided through the AWARE framework for each assignment in subsequent
chapters. While repetitive, the scaffolding is consistent and should be peda-
gogically effective in particular for course schedules like those in Japan which
do not typically allow time for multiple essays of each different type.
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In Chapters 4 through 7, students practice applying the AWARE frame-
work to distinct writing assignments. However, essays are not the singular
focus of each chapter. Chapters 4 and 5 utilize enumerative (partitive) es-
says to teach how to write a thesis and organize body paragraphs. Chapter
6 exemplifies how to write body paragraphs according to more complex
theses such as compare-and-contrast and cause-and-effect. Chapter 7 does
not cover a new essay type, but rather uses all three previous essays to teach
how to write effective introductions and conclusions. Given the iterative
nature of assignments, teachers may have to align their course to the order
provided in the book unless they are willing to fill in several gaps to use the
text in a non-sequential fashion.

The skills addressed in Part I are applied to synthesizing ideas from mul-
tiple sources in Part II. Chapter 8 explains key aspects of academic writing
that are important for university course research papers. This entails cover-
ing the nature of quantitative versus qualitative research, primary versus
secondary sources, the process of conducting research, and summary
writing. Detailed guidelines are also provided on how to avoid plagiarism
through proper quotation and paraphrasing skills.

In Chapters 9 and 10, students are guided through the steps to conduct
a case study research paper. The assigned topic is, “A Remarkable Person I
Know,” with examples given such as “a family legend” and “a personal men-
tor” (p. 183). This topic may not match the curriculum goals in some pro-
grams, could prove to be limiting, or might even be uninteresting for some
students. However, the authors scaffold this research project by requiring
students to use the skills, vocabulary, grammar, and AWARE framework
which they repeatedly practiced throughout the textbook. This structured
approach should reduce the challenge of writing what might be a student’s
first case study.

In Chapters 11 and 12, students rework their previous case study thesis
statements to compose a literature review research paper. Retaining this
topic choice facilitates preparing students for the literature review paper,
but it may stifle student engagement and investment. An additional concern
is that the topic may not be academic enough for students to practice engag-
ing with the caliber of primary or secondary sources they will encounter in
their content coursework during university. Despite this, the materials out-
line and demonstrate each step of the literature review while incorporating
skills covered in previous chapters. This may help students streamline the
task and their efforts while maintaining a clear direction in the development
of their research.
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For writing research papers, this book compares well with resources like
Sourcework (Dollahite & Haun, 2012) and They Say/ I Say (Birkenstein &
Graff, 2010). Prinz and Arnbjornsdéttir offer more effectively scaffolded
skills development for inexperienced writers than Sourcework, and in these
materials the authors specifically demonstrate how to write academically
whereas students spend more time reading about how to write in They Say/
I Say.

There are several practical considerations which may determine whether
this textbook is suitable for an institution’s particular program or course.
This textbook is applicable for both international as well as domestic
students in Japanese university academic writing courses as long as the
curriculum design does not include both Part [ and Part Il in one 15-week
semester course. However, this textbook could also be used to introduce
academic writing skills to ‘native speakers’ despite the repetitive ‘non-
native speaker’ references. Another practical consideration is that teachers
considering using the material will likely need to design their course around
the textbook contents given the highly interwoven scaffolding of exercises,
prompts, and assignments. Teachers who want an academic writing skills
textbook to supplement their own writing assignments may not find this
book suitable for their classes. Nevertheless, most instructors could adjust
the assignment prompts to achieve their curricular goals.
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Teaching Listening and Speaking in Second and Foreign
Language Contexts. Kathleen M. Bailey. Bloomsbury, 2020.
220 pp. e-book. https://doi.org/10.5040/9781350093560

Reviewed by
Khilola Uralova
Uzbekistan State University of World Languages, Uzbekistan

In Teaching Listening and Speaking in Second and Foreign Language Con-
texts, Kathleen Bailey’s aim is to provide readers with an overview of the
key concepts while focusing mainly on the techniques and practices in the
designated topic area: teaching speaking and listening of L2. The target au-
dience is primarily novice language teachers, but also experienced teachers
who are adapting to career changes, teacher educators, and teachers of any
languages.

The book consists of 14 chapters, each of which sets out to introduce both
theoretical and practical elements of teaching listening and speaking. In
every chapter, Bailey tries to raise awareness on certain key issues by begin-
ning the chapters with guiding questions, then addresses these issues in a
main “what we know” section and subsequently shares practical activities
and outlines some challenges. Each chapter concludes with discussion ques-
tions and follow-up tasks suitable for group work. Finally, a technological
tools section of useful resources for language development and a section
of additional suggested readings for professional development round out
the book. In the volume, Bailey mentions that she presents ideas in the first
person instead of using a more academic style in order to make these ideas
more understandable for readers. In addition to this, she recycles content
from time to time to connect ideas across chapters. For these reasons, novice
teachers, experienced language teachers, and teacher educators are likely to
find the book particularly informative, interesting, and useful as a resource
or course text for undergraduate and graduate courses.

In Chapter 1, the focus is on reviewing the concepts and introducing
the vocabulary related to teaching speaking and listening. Bailey opens
by providing some useful definitions of key concepts that every language
teacher should know, such as foreign language versus second language, and
the components of spoken language. Moreover, she differentiates the terms
multilingualism—“the presence of many languages in one area” (p. 3) and
plurilingualism—"“the range of language varieties that many individuals
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use” (p. 3) and explains their relation to the language learning and teaching
processes covered in the chapter. The linguistic subsystems, referred to as
the components of language, such as the sound system, morphology, syntax,
discourse, and two types of knowledge - declarative as well as procedural
knowledge are defined in this part of the book. The importance of declarative
knowledge—“knowing about something and being able to explain it” (p. 6)
and procedural knowledge—knowing how to deploy such knowledge in real
life (p. 6) is explicated in a way appropriate for the target readership. Along
with the three different uses of language: transactional—language involved
to use services (p. 6), interactional—language used to bond and know other
people (p. 6), and ludic—"“discourse involv[ing] jokes, puns, riddles, comedy
routines, and many forms of storytelling” (p. 7), spoken grammar is eluci-
dated in the first chapter with simple examples. At the end of the chapter, in
the Challenges section, learners’ opportunities for target language practice
are introduced with the terms - high and low enclosure. According to Schu-
mann (1978), the enclosure is considered high, when there is separation
in two language groups. Schuman continues: “If the two groups share the
same social institutions, are free to marry outside their group and engage in
the same professions, crafts and trades, then the degree of enclosure is low”
(p- 78). First language use in language classes is addressed with real-life
examples from the author’s experience. This opening chapter also includes
a preview of the subsequent 13 chapters in the book.

Chapter 2 provides a brief history of teaching L2 speaking and listen-
ing throughout different periods, but early history—before 1970s is not
discussed much. Bailey also discusses a few important languages teaching
methods (such as grammar-translation method, direct method, audiolingual
method, and alternative methods) by outlining how speaking and listening
have been taught under these methods. In this chapter, readers will be in-
formed about the methods that prioritized the development of L2 listening
and speaking as well as those that de-emphasized them. Throughout the
chapter, Bailey shares her own language learning experiences and at the end
she discusses issues related to error treatment.

In Chapter 3, communicative competence and language proficiency are
explored by focusing particularly on communicative language teaching
activities. Bailey explains that communicative competence deals with the
general and larger matters of identifying linguistic abilities, developing syl-
labi and lessons, and assessing students’ achievements; whereas proficiency
deals with more specific behaviours, such as characterizing peak perfor-
mance and the stages that lead up to it. Can-do statements about certain
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linguistic behaviors are frequently used to demonstrate proficiency. The
chapter also introduces communication strategies in L2 contexts and how to
help students learn to use strategies like reduction strategies, compensatory
strategies, and time-gaining strategies.

In Chapter 4, some ideas derived from second language acquisition (SLA)
that are related to teaching speaking and listening, in this case—interac-
tionism and sociocultural theory are presented. Additionally, the chapter
introduces the concepts of input, intake, output, interaction, scaffolding,
affordances, and zone of proximal development (ZPD) (p. 45) together with
their relevance with L2 speaking and listening skills. These notions will be
quite familiar to language teachers as they are several of the core concepts
of SLA and sociocultural theory. However, the idea of affordance (p. 52) and
its direct relation to teaching might warrant broader consideration. Here,
Bailey uses a quotation to explain that an affordance is the “relationship
between an organism and a particular feature of its environment” (van Lier,
2000, p. 252). Readers of this volume will come to understand why that in
the process of language teaching and learning the activities that teachers
use assist students in different ways due to this notion of affordances.

Chapters 5 and 6 are mainly about teaching listening and speaking in
non-interactive contexts while Chapter 7 focuses on teaching interactive
speaking and listening. Non-interactive contexts mean the situations which
include listening to songs, announcements, podcasts, radio programs, and
watching TV; while interactive situations consist of conversations and other
forms of oral communication. Bailey claims that the usefulness of learners
employing the target language to accomplish things, including doing things
with others, has been demonstrated in the SLA research. SLA research find-
ings have been turned into instructional activities by language teachers,
curriculum designers, and materials developers. In Chapter 8, two of the
most important implications of this trend for research to impact practice are
detailed: task-based and project-based learning and teaching in L2 speaking
and listening.

Chapter 9 offers information and teaching activities on listening and
speaking fluency. Since fluency is usually associated with speaking skills,
some JALT Journal readers might be less familiar with the construct of L2
listening fluency. According to Segalowitz (2007), listening fluency is the
ability that can be used to understand fast speech, and Bailey explains the
importance of listening fluency in this chapter.

In Chapter 10, readers are informed about a sensitive issue, L2 pronuncia-
tion, and are provided with an explanation of three key aspects of teaching
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pronunciation: accentedness—the degree of difference between speech and
accent, intelligibility—the measure of how much of what speaker says can
be understood by an average listener, and comprehensibility—how easy a
listener can process what another person says.

In Chapter 11, Bailey explores the concepts of pragmatics, speech events,
and speech acts touching also upon how language learners can use their
knowledge of these concepts in order to accomplish their communication
goals.

The book closes with three chapters in which Bailey discusses assess-
ment. Ways of assessing listening and speaking skills of language learners in
non-interactive contexts are taken up in Chapters 12 and 13, while Chapter
14 is focused on evaluating listening and speaking in interactive contexts.
The chapter reviews how teachers can assess their learners’ oral proficiency
when they are interacting in the target language. Moreover, this final chapter
also addresses teaching languages for specific purposes.

In conclusion, Teaching Listening and Speaking in Second and Foreign Lan-
guage Contexts offers a useful overview and interesting practical activities
for teaching speaking and listening in the contemporary world of language
education.
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Investigating Spoken English: A Practical Guide to Phonetics and
Phonology Using Praat. Stefan Befus. Palgrave Macmillan, 2021.
xvii + 272 pp. https://doi.org/10.1007/978-3-030-54349-5

Reviewed by
lan Wilson
University of Aizu

Readers of JALT Journal, and indeed many ELT professionals around the
world, may be in a position in which they are teaching English but lack
confidence or proper training in phonetics and phonology. In a survey of
ESL instructors and program coordinators in Canada (Foote et al,, 2011),
results from 159 individuals showed that teachers are “not receiving the
professional development they need to feel completely comfortable teach-
ing pronunciation” (p. 16).

One of the greatest dangers of introductory textbooks on phonetics and
phonology is that the writing can end up being very dry, detached from the
reader’s own reality, and sometimes difficult to understand. Fortunately, the
approach by Stefan Befius in Investigating Spoken English: A Practical Guide
to Phonetics and Phonology Using Praat is (true to the title) extremely practi-
cal, and the author continually encourages readers to actively analyze their
own speech and that of others. The approach is descriptive, not prescriptive.
In other words, the author is not concerned with labeling “correct” and “in-
correct” pronunciation, but more with enabling the reader to describe what
is occurring (in the vocal tract and the sound signal) when one pronounces
sounds in a certain way. The primary tool for doing this is acoustic analysis
freeware called Praat, available from www.praat.org and widely used by sci-
entists, teachers, and students around the world. The book utilizes examples
from both “British” and “American” English.

The book includes a companion webpage for each of the 14 chapters,
complete with 73 sound files, 32 Praat TextGrid files (for annotation), and 2
Praat scripts for automated analysis. The sound files available online include
some NPR interviews, as well as other short excerpts from ‘native’ English
speakers and the author himself, an L2 speaker.

Absolutely crucial to the book are the many “Activity” sections where the
author leads the reader to introspect about how words are pronounced, or
to use Praat for example to analyze sounds, before going on to answer the
questions that he posed. In Chapters 2 to 13 there is an average of 10 of
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these “Activity” sections per chapter. This hands-on type of reading is what
makes this book so valuable and different from other books on the market.
And from the perspective of a language teacher, many of the introspective
activities could be used in a pronunciation lesson as awareness-raising tasks
for English learners.

There are also short “Find Out More” and “Advanced” sections throughout
the book, where the author gives more examples with the help of online vid-
eos, manuals, websites, and so forth to enhance the material in the textbook.
These are quite interesting but are not critical to understanding the book.

Chapter 1 introduces the aims and structure of the book. The first
paragraph of the chapter succinctly describes the primary goal of the book:
“This book assumes that you are fairly proficient, ‘native’ or ‘non-native’,
speakers of English. But that despite this proficiency you are not consciously
aware of how speaking and pronunciation are done. [...] The primary goal
of this book is to bring this unconscious knowledge into your conscious
awareness” (p. 1).

Chapter 2 is a very clear introduction to the fundamental concepts in
phonetics and phonology, with interesting analogies to demonstrate the
subconscious knowledge we have of how to speak. The writing style makes
the material very approachable for readers who do not have a background in
phonetics. Real phonetic data from x-ray imaging and electro-magnetometry
are used to clearly illustrate the continuity of speech.

After an introduction to articulation in Chapter 3, necessarily heavy on
vocal tract anatomy, the author then introduces acoustics and Praat free-
ware in Chapter 4. This is an excellent introduction to a very powerful tool
thatlanguage teachers can use in their classrooms to make the speech signal
visible.

Most of the remainder of the book (Chapters 5 through 13) progresses
bottom-up from a focus on segmentals, namely vowels and consonants
in Chapters 5 and 6, and allophonic variation—how the same consonant
or vowel can sound different depending on the context—in Chapter 7, to
combining segments into syllables in Chapter 8, word stress in Chapter 9,
aspects of connected speech (combining words) in Chapter 10, and then
suprasegmentals—prosody—in Chapters 11 to 13. Chapter 14 then brings
everything together in an utterance-by-utterance comprehensive pronun-
ciation analysis of authentic radio interviews. As one progresses through
these chapters, one learns more and more advanced techniques of using
Praat for analyzing speech.
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With the stated target audience being students taking undergraduate
phonetics and phonology courses, some language teachers may find the
sheer volume of material more than they bargained for. In my opinion, this
book would be best used by language teachers as a resource to improve
their own ability to understand, describe, and analyze the speech produced
by themselves and their students. As an L2 student, there’s nothing more
frustrating than trying to learn pronunciation by simply repeating again and
again after the teacher and being told that it's not quite correct (but not
why it's incorrect). However, not only having teachers introspect about their
pronunciation, but also having students do that can be extremely helpful in
both teaching and learning pronunciation. It is interesting to see the look
on my Japanese students’ faces when, after telling me that the “u” in “tsuki”
(moon) and “tsugi” (next) are pronounced exactly the same, they open their
own sound files in Praat and find that the former is completely devoiced and
the latter is fully voiced.

If I had to say something negative about the book, it would not be about
the content or the author’s approach, but about more technical features re-
lated to the links in the e-book and the online supplementary content. When
downloading the files from the Electronic Supplementary Material, there is
no way to download all files simultaneously. One must instead download
each file separately, and each chapter’s files are on a separate webpage.
In addition, although the link names are very clear and relevant on those
webpages, the files that get downloaded have unhelpful, cryptic filenames.
Regarding the links to YouTube and other videos appearing sporadically
throughout the book, many of them do not work when accessed. Luckily
though, in the Electronic Supplementary Material for each chapter, the pub-
lisher has downloadable docx files, which contain all clickable links.

Putting these minor technical issues aside, this book should be a very
welcome addition to the library of any language teacher who is interested in
broadening their knowledge of phonetics and phonology in a very practical
manner. The book should be especially appealing to teachers who would like
to introduce or expand the use of freeware such as Praat in their classrooms.
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‘** JALT2022 International Conference: Nov 11-14 in Fukuoka

022 Fukuoka International Congress Center

JALT2
1114 November,in ukuoka Gty

JALT's annual international conference on language teaching and learning
is our highlight of the year. In 2022, our conference will be held in the
vibrant city of Fukuoka on Friday, November 11 - Monday, November 14.

At a Glance:

» An average of 1,550 attendees (f2f), 1,300 online (2020)

» Up to 600 presentations, including SIG Forums

» Educational Materials Exhibit (Saturday and Sunday)

» Technology in Teaching and Professional Development workshops (Fri.)

» Research presentations, practical sessions, workshops, textbook
demonstrations, poster sessions (Saturday, Sunday, Monday)

Fukuoka is famous for yatai (pop-up
food stalls). About 100 can be found
around downtown Fukuoka.

Bayside Place is a 5-minute walk from
the JALT2022 venue. Small aquarium,
onsen, restaurants, souvenirs.

@’\‘)]ALT jalt.org/conference z

The Shinkansen station is called Hakata

0 Tokyo: 5 hours
’ Nagoya: 3 hours 19 min

“ Osaka: 2 hours 28 min
| =

Hiroshima: 1 hour
FUK is the 4th busiest airport in Japan
- Tokyo: 72-78 per day; 1 hour 50 min
\ = Osaka: 14-15 per day; 1 hour 10 min
Sapporo: 5 per day; 2 hours 30 min
Sendai: 12 per day; 2 hours

Airport —» Subway by escalator & elevator

Fukuoka subway is connacted directly to
Fukuoka Airport. Arrive, you're there!
Downtown Tenjin: 11 minutes (5 stops)

Central Hakata: 6 minutes (2 stops)
”0(,7 Ty
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JALT2022 INTERNATIONAL CONFERENCE
FUKUOKA  November 11-14, 2022




