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In This Issue

Articles

The first full-length article by Aya Watanabe explores the role of
non-verbal communicative behavior in language education, a rather
underexplored topic in our field indeed. By documenting how a language
teacher uses a microphone gesture to allocate turns in classroom
interaction in structured fashion, the author provides valuable insight into
communication in a second/foreign language as an embodied practice, and
in the process, reveals classroom discourse analysis as a strand of applied
linguistics research concerned with multimodality. In the second full-length
study, which focuses on Japanese language prosody, Kaoru Ochiai reveals
a positive correlation between self-directed perception and language
production, and argues for the integration of accent listening activities to
improve perception training.

In this issue we are lucky to have three Expositions articles by important
thinkers in our field. In the first article, Albert Weideman shares some of
the core features of his conceptually rich and provocative work over the past
fifty years. Central to this body of work is the development of a theory of
applied linguistics, labeled by the author as a discipline of design with an
important and unique historical trajectory, invested in the resolution of real-
world language-related problems. The second Expositions article is by John
Levis, and summarizes the author’s proposed ‘intelligibility principle’ as a
reliable point of reference not only in the context of pronunciation teaching
and learning but also everyday language use. The relevance of this principle
is also explained with regards to other aspects of spoken language, and is
positioned as a superior alternative to the often sought-after “native-like”
pronunciation. The third article by Kayoko Hashimoto provides a much-
needed discussion on ethics in applied linguistics research. Grounded
partly in her own experience as a critical applied linguist and language-in-
education policy analyst for over two decades, the author explores the links
between a researcher’s positionality, choices of research methods, and their
ethical ramifications.

Reviews

In this issue, we are happy to introduce three book reviews. The first,
written by Wayne Malcolm, is an interesting and personal perspective on
Naeem Inayatullah’s Pedagogy as Encounter: Beyond the Teaching Imperative.
We believe that readers will find Wayne’s dialogue with the text compelling.



134 JALT JOURNAL

The second, written by Peter Clements, is about the volume Narrative
Inquiry into Language Teaching Identity: ALTs in the JET Program, written
by Takaaki Hiratsuka. According to Peter, what sets this book apart from
other research about ALTs is that it “focuses on ALTs’ holistic experiences
through retrospective interviews, thus providing an insider’s perspective on
the complexities and contradictions of JET and making the volume relevant
to both policymakers and practitioners.” The third, written by Ugilkhon
Kakilova, Dilnavoz Toshnazarova and Ulugbek Nurmukhamedov is a
review of Eli Hinkel’s Teaching Academic L2 Writing: Practical Techniques in
Vocabulary and Grammar. The three reviewers describe how theory informs
the recommended practices in the book, as well as highlight specific examples
of practices they found especially effective in their own classrooms. We hope
readers will enjoy reading and benefit from this issue’s reviews.

From the Editors

This issue marks Dennis Koyama’s final contribution as editor of JALT
Journal. His experience, vision, and steadfast and detailed approach to
editorship helped secure JALT Journal’s SCOPUS accreditation, ensure the
quality of published pieces, and develop possible avenues for the future of
this journal. Thanks a million, Dennis! We appreciate your dedication, and
wish you the best in your future research and professional endeavors.

We would also like to express our sincere gratitude to the authors
who contributed articles and book reviews on a wide range of topics not
often addressed in applied linguistics, including pronunciation, non-
verbal communication, research ethics, and even a theory of applied
linguistics. As Dr. Weideman states in his Expositions piece, strengthening
applied linguistics research involves facing three complex challenges: (1)
determining the direction that applied linguistics scholarship should take,
(2) using appropriate conceptual paradigms for steering the field in that
desired direction; and (3) establishing robust principles for the development
of concepts relevant to research practice in the field. We believe that, in
their own ways, the various contributions to this issue have made their own
unique contributions in that direction.

— Dennis Koyama, Editor
— Jeremie Bouchard, Associate Editor
— Joe Geluso, Assistant Editor
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Parting Acknowledgements and Farewell from

Dennis Koyama

As this issue marks the end of my tenure as editor of JALT Journal, |
reflect on two years as associate editor and another two years as editor.
am delighted to pass the editorial helm to Jeremie Bouchard as editor and
Joe Geluso as associate editor. Their unwavering support and dedication to
JALT Journal have been invaluable, and I am confident that the journal will
continue to thrive under their leadership.

Volunteering with JALT Publications has been immensely rewarding, both
professionally and personally. I have forged meaningful connections with
colleaguesinJapanand across the globe. Thisrole has also provided countless
opportunities for growth, collaboration, and the chance to contribute to the
academic community in meaningful ways. I am grateful for the enriching
experiences and the camaraderie shared with the JALT Publications team.

Although the list of people I would like to thank is much longer than
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encouragement. | extend my thanks to Melodie Cook for her continuous support
of the JALT Organization and for stepping in as Book Reviews Editor, even after
she has once retired from JALT Journal. Cameron Flinn’s steadfast work as
production editor and Malcolm Swanson’s exceptional skills in formatting and
finalizing the journal’s layout and design have been instrumental in ensuring
the timely and professional presentation of each issue.

I am deeply grateful to the Editorial Board members, copy editors, and
reviewers, whose diligent efforts and expertise have been the backbone of
the journal. Without their commitment to maintaining the highest standards
of quality, JALT Journal would not be possible.

Special thanks to Gregory Paul Glasgow, my predecessor as editor, with
whom [ had the pleasure of working closely with for two years. Together,
we got the journal SCOPUS registered, transitioned the article submission
process to an online manuscript management platform, oversaw the first
special issue of the journal, and introduced a new article type called,
Expositions. Thanks, Gregory, for everything!

Lastly, I offer my deepest gratitude to Theron Muller for his dedication
to JALT and his outstanding leadership as publications chair. His extensive
years of service to JALT Publications has been pivotal in keeping it successful.

Thank you all for making my tenure as editor a truly memorable and
rewarding experience. The journal is indeed in capable and dedicated hands,
and I look forward to seeing its continued success.
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Articles

Managing Turn-Taking and Student
Response Through a Microphone
Gesture in an EFL Classroom

Aya Watanabe
Fukui Prefectural University

Despite the growing interest in examining the roles of multimodal practices in L2
interaction and language learning (Hall & Looney, 2019; Jacknick, 2021; Lilja, 2022),
few studies have been conducted on tracking down teacher’s use of recurrent
embodied practices utilized in an educational setting over lessons and how students
orient to it. This study examines a teacher’s systematic use of a specific gesture
and embodiment through closely observing classroom interactions between an
experienced EFL teacher and young learners in Japan. The analysis focuses on a
recurrent hand gesture, which will be termed as a microphone gesture, that is utilized
mainly as an interactional resource to allocate turns and moderate speaker shifts.
The aim of the study is twofold: a) to describe the orderliness of the embodied
practice employed by the teacher in terms of managing turn-taking and b) to show
how the gesture is used to achieve pedagogical goals.

HBRFEIBIDINF TN RBEEOTBNDOBELPEE>TNDICHEDST  (Hall
& Looney, 2019, Jacknick, 2021, Lilja, 2022). #E B THMAEPITHEH TP 2 AF v—
ZIBIRL., EEENLIUTH L TEDIIITERL THLNI DN TOMRIRZINETHEDIT
DTV, 2T, ARG TIEBRIE AFERDOPLDEDZFMIT T H5ZE T, B~ I
FE—YINEEREERINMMAL TODIEEMEET D, KT, REETHRDRUEDN DN
R AFv—:XA/0T %2 - Do AT v —ICERE Y T, @& DIERLZEEME T 27200
MEFERAPEREL T, EOIDITHAINTNDINZEMHTT S, R, a) HAITHIZHBITDE
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FTFOBLRMNS BEPERH T H RN FEOB T HEERLIE T 2T b) FRHIY 2 AT v
—INEDIIIRBEHEERLL THLONEWSNTT HIEE2HNET .,

Keywords: EFL classroom interaction; gesture; multimodal conversation
analysis; turn-taking; young learners

with their utterances in classroom interaction has been of interest

among researchers. Previous studies utilizing conversation analysis
(CA) have revealed that embodied actions, such as gaze direction, body
posture, head nods, and hand gestures, play an important role in terms of
organizing turn-taking and turn-allocation in classrooms. For instance,
it has been reported that teachers use gaze, head nods, and pointing to
nominate students as next speakers (Kadantd, 2012; Mortensen, 2008,
2009; Sert, 2015) along with personal address terms (Lerner, 2003) and
students display their willingness to be selected as the next speaker through
a hand raise and mutual gaze (Mortensen, 2009). Thus far, the value of
using gestures in second language (L2) instruction has been recognized by
researchers studying L2 use and teaching (Allen, 2000; Stam & McCafferty,
2008). Studies reveal that gestures are used by L2 teachers to increase
comprehensible input (Allen, 2000), explain vocabulary (Lazaraton, 2004)
and provide corrective feedback (Taleghani-Nikazm, 2008) to L2 learners.
However, not many studies have focused on how a specific gesture gets
recurrently employed by a teacher as a resource to manage turn-taking
and achieve pedagogical functions for teaching young learners over time.
Eskildsen and Wagner (2013) focused on how a teacher reused a shared
gesture to elicit particular vocabulary in an adult ESL classroom. Tozlu Kili¢
and Balaman (2023) also reported on teachers’ repeated use of a target
expression combined with a gesture which served to visually scaffold L2
learning for very young learners. The present study contributes to this line
of research by examining a recurrently used hand gesture over time in the
context of a teacher-fronted classroom interaction.

H ow teachers and students use their body movements in conjunction

When humans interact with one another, they coordinate not only the
way they talk but also their body movements along with their utterances
(Goodwin, 2000; see also Atkinson, et al., 2007). These bodily movements
play animportantrole as key interactional resources with which participants
make sense of each other. How embodied actions act as interactional
resources to achieve both professional and mundane social activities
remains a relevant topic of investigation among scholars who are interested
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in analyzing multimodality in human interaction (Deppermann, 2013; Heath
& Luff, 2013; Streeck et al,, 2011). Previous studies have revealed that bodily
actions are organized in an orderly manner to achieve specific interactional
goals (Sacks & Schegloff, 2002). Focusing on the use of a specific gesture in
work meetings, Mondada (2007) reports how pointing gestures were used
as a method to display a shift in speakership and project the emergence
of possible next speakers. Describing how participants’ bodily conduct
gets employed in a systematic and recognizable way to achieve certain
interactional and institutional aims is still an open-ended question that
poses questions such as the following. How does a specific embodied action
get formulated and utilized as an interactional resource? When is it utilized
and what does it achieve? How do the participants recognize and display or
not display their understanding of the embodied action in the subsequent
turn?

In this article, I examine a classroom interaction to illustrate how an
experienced English as a foreign language (EFL) instructor manages turn-
taking and distributes speakership to possible next speakers as she interacts
with her nine young learners. It focuses on a recurrently observed hand
gesture which will be referred to as the microphone gesture (see figure 1).!
and how it gets utilized over time.

Figure 1
The microphone gesture being used in the focal classroom

Literature Review
Studies on Turn-taking and Next Speaker Selection in Classroom

Turn-taking practices in conversations have been closely observed and
examined. When two people talk on the phone, for instance, the order of
turn-taking and speakership shift are rather simple. One person takes the
role of the speaker and the other becomes the listener. When the speaker
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signals the completion of a turn, for instance with a turn-final falling
intonation or the completion of a word, phrase, or sentence, the listener
projects the completion of the turn and is expected to take the next turn at a
transition relevance place (TRP) (Sacks et al., 1974). In their seminal paper,
Sacks et al. (1974) laid out the basic rules for the turn-taking organization
and revealed the systematicity observed in ordinary conversation. The rules
of who takes the turn, how long each turn takes, and when each will take a
turn, are not predetermined, but instead locally managed by the participants
themselves through careful monitoring and projection. When the number of
people involved in the interaction increases and the interaction takes place
face-to-face in ordinary situations or institutional contexts, naturally, the
turn-taking organization and speaker shifts become more complicated.

Turn-taking organization observed in multiparty classroom interactions
has often been studied based on participants’ verbal conduct and has been
described as unequally distributed among participants (Gardner, 2013;
Markee, 2000, 2015; Seedhouse, 2004). In teacher-fronted classrooms, the
teacher is in essence the only one who is entitled to allocate turns and select
the next speaker, which is often a student, and the nominated speaker can
only select the teacher after they complete their turn (Mehan, 1979; McHoul,
1978). Even if the teacher is not selected by the student, the teacher can
continue to self-select, and the process gets repeated. Basically, as McHoul
(1978) states, “only teachers can direct speakership in any creative way” (p.
188). This unequal distribution of turns and teacher control of turn-taking
are a reflection of the asymmetric nature of knowledge and the difference
in the social roles and expectations designated to teachers and students
(Drew & Heritage, 1992). The teacher is expected to be knowledgeable
about the content and carries the responsibility to assess students of their
performances, which is reflected in the triadic dialogue known as the IRE
sequence (Mehan, 1979). Thus, this characteristic is reflected in the turn-
taking organization and sequence organization in classroom and makes
the classroom interaction different to other institutional interactions and
ordinary conversations.

The turn-taking organization in classroom is influenced by multiple
participants and the use of embodied actions. Speaker shift and next-
speaker selection in multiparty interaction can be a complicated act to
be managed and negotiated verbally and nonverbally (Hayashi, 2013).
Especially relevant for this study are interactions where the current speaker
selects the next. In ordinary multiparty conversation, Lerner (2003)
reported that next-speaker selection occurred through the current speaker
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explicitly addressing a specific speaker by gaze and personal address terms,
or else tacitly addressing them by formulating a turn specifically designed
for an individual. Stivers and Rossano (2010) further reported that speakers
design their actions to increase the accountability and relevance of a
coparticipant’s response by simultaneously combining multiple turn-design
features like interrogative prosody, sensitivity to recipient’s epistemic
domain, and speaker gaze. Recent studies investigating multimodal aspects
of turn-taking in teacher-fronted classrooms show that teachers’ gaze, body
orientations, pointing, and head nods are utilized to allocate response turns
to students (Kaantd, 2012; Mortensen, 2008, 2009; Sert, 2015). Examining
the context of Content and Language Integrated Learning (CLIL) classrooms
in Finland, Kaanta (2012) reported how teachers employ gaze and pointing
to select the next speaker, and how students use gaze and hand raising after
teacher-initiated questions to bid for the next turn. She points out that to
accomplish smooth speaker shift, it is important that the teacher and the
potential next speaker establish mutual gaze and clearly see each other’s
visual and bodily conduct.

Furthermore, the mechanisms of speaker shift and multimodal methods of
speaker selection in classroom have been reported to be a collaborative act
between teachers and students. Based on the data from Danish L2 classroom,
Mortensen (2009) demonstrated that before teachers select a specific
student to be the next speaker, they gaze towards the students in order to
find a participant willing to answer a teacher-initiated question. Students
willing to be selected as the next speaker display their willingness to take the
next turn through hand raising or/and gazing towards the teacher. Similarly,
Lauzon and Berger’s (2015) study revealed that students play a significant
role in locally managing their participation by displaying availability/
unavailability to respond to teacher initiations in French L2 classrooms in
Switzerland. Thus, both teachers and students systematically employ talk
and embodied action as interactionally meaningful resources to negotiate
and manage turn-taking. These studies challenge the traditional notion of
dominance in the teacher’s role of controlling the classroom participation
by revealing that speaker selection is in fact, jointly accomplished by all
participants (Lauzon & Berger, 2015) through collaborative adjustments
and orderly use of multimodal resources. In sum, it is useful to focus on the
nonverbal resources utilized by both teachers and students when observing
and analyzing turn-taking in classroom interaction.
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Studies on Gestures and the Focal Gesture: The Microphone
Gesture

Gestures are visible actions that are “used as an utterance or as a part
of an utterance” (Kendon, 2004, p. 7) indicated through a movement of
our body, especially through our hands. Gesture scholars have classified
gestures into various categories and Applied Linguists have used these
categories to investigate teacher gestures observed in classrooms. For
instance, investigating a teacher’s nonverbal actions in a foreign language
classroom, Allen (2000) adopts Burgoon et al’s (1989) five categories. They
are emblems, illustrators, affect displays, regulators, and adaptors. Emblems
are symbolic body movements specific to a culture, e.g., a thumbs-up gesture.
Illustrators are movements that illustrate the utterance. Affect displays are
facial expressions which displays emotions. Regulators are body movements
that manage and regulate the flow of speaking and listening between two
or more interactants. Adaptors are movements that individuals perform to
satisfy their physical or psychological needs. Among these five categories,
the most relevant category for the focal gesture of this paper, microphone
gesture, is the fourth category, regulators. Analyzing Spanish as a foreign
language classroom interaction, Allen (2000) reported that the teacher used
gestures categorized as regulators to maintain turn-taking and have students
repeat after her or continue to talk. Eliciting repetition, managing turns, and
pursuing student utterances were some of the functions achieved by using
the microphone gesture. Thus, under this categorization, the microphone
gesture can be classified as a regulator.

Another influential categorization comes from a seminal work by McNeill
(1992). He offers four categories: iconic gestures, metaphoric gestures,
deictic gestures, and beat gestures. First, iconic gestures are gestures that
depict the content of talk and represents both objects and bodily actions.
Iconic gestures can be further categorized as kinetographic, if the gesture
depicts bodily movements, or pictographic, if the gesture represents the
actual form of an object. Second, Metaphoric gestures, in contrast, are
gestures that describe abstract concepts. Deictic gestures are pointing
gestures that indicate something specific in the environment or abstract
concept. Lastly, beat gestures are hand moves, like a flick of the hand, which
has a rhythmical pulse that goes along with the speech. Based on this
classification, the microphone gesture belongs to a type of iconic gesture,
specifically, pictographic gesture, as it represents an actual form of an object.
Thus, this gesture can be understood to carry the functional characteristic
of the represented object.
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The microphone gesture is not commonly seen or used in our daily lives;
however, the use of a microphone as a tool to address public audiences
at large events, such as concert halls, to record sounds electronically at
musical or political gatherings, or to interview people for a television show
(Ponomareva, 2011) is commonly observed. According to Ponomareva
(2011) who studied media interviews,amicrophone served asatransmission
device and fulfilled the role to determine the turn-taking through turn-
initiation, continuation of the turn, and turn ending. Specifically, speaker
nomination occurred through the microphone transition operated by the
interviewer, who managed the course of interview. Thus, possessing the
microphone signaled such a transactional state and had strong impact on
the way interactants organized institutional talk. When a microphone itself
is absent from the context and is substituted by a hand gesture, and if the
gesture is recognized by participants as a representation of a microphone,
the gesture can serve similar interactional functions as the microphone,
for example, signaling a transactional state and thereby becoming a turn
organizational resource. Gestures that substitute tools with specific functions
can serve as an interactional resource and achieve similar interactional
goals as the object. For instance, Mortensen’s (2016) study on cupping
the hand behind the ear gesture, once described as a “non-electric aid to
hearing” (Stephens & Goodwin, 1984, p. 215), revealed that the participants
treated the gesture as a display of a problem in hearing and this served as
an interactional resource to achieve other-initiation of repair utilized by
the teacher. Studying the same gesture, Amar (2022) showed how teachers
used this gesture to pursue students’ response when they fail to provide an
answer in a timely manner.

When analyzing how gestures get deployed in interaction, it is important
to attend to the timing of its appearance as well as the overall structure and
phases of how they develop. The whole gesturing from the moment the limb
begins to move and ends when the limb returns to the original position is
referred to as a gesture unit (McNeill, 1992). The gesture unit consists of
one or more gesture phases which include a preparation, a pre-stroke hold,
the stroke, a post-stroke hold, and the retraction (Kendon, 2004; McNeill,
1992). Among the different phases, the preparation, pre-stroke hold, post-
stroke hold, and retraction can be optional but the stroke marks the peak of
the movement that expresses the meaning of the gesture, thus is obligatory.
Previous studies have documented how gestures often get deployed and
developed over turns with temporal progressivity (Kendon, 2004; Mondada,
2007; Sikveland & Ogden, 2012). In terms of bodily movements in naturally
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occurring interaction, it has also been reported that a “very large number of
moves and sequences of moves in interaction end where they begin” (Sacks
& Schegloff, 2002, p. 137). This is also known as the “home position” (Sacks
& Schegloff, 2002). Therefore, it is important to pay attention to the timing
of when and where the gesture begins and ends, as well as how these stages
develop in coordination with the talk. The microphone gesture gets deployed
and developed through a series of phases: (a) the preparation - making a fist
with either the right or left hand, departing from the original position; (b)
the peak - placing the fist in front of a specific student; and (c) the retrac-
tion - withdrawing the fist back to the original home position. Moreover, the
microphone gesture often co-occurred with the teacher’s gaze towards a
specific participant. Thus, the coordination of gaze direction, the temporal
development, the position of body, and the verbal production should be
taken into account when the gesture is being analyzed.

Eliciting Repetitions and Eliciting Responses in Language
Classrooms

Eliciting repetitions from young novice L2 learners is pervasive in
language classrooms (Chaudron, 1988; Duff, 2000; Kanagy, 1999). Repetition
can be defined as “the act of copying or reproducing verbal or nonverbal
behavior produced by self or other in communicative situations” (Piirainen-
Marsh & Alanen, 2012, p. 2825). Repetitions in language classrooms can
be observed in various forms, for instance, repetitions of pronunciation,
prosody, vocabulary or phrase, grammatical features, and even nonverbal
actions. Teachers use repetitions to provide corrective feedback on student
utterances (Chaudron, 1988), to provide uptake and draw students’
attention to a specific form, and to encourage students to become engaged
in interaction (Duff, 2000). For learners, repetition is beneficial because
it allows them to hear and practice problematic turns, and to join with
other classmates in the common activity of learning. Therefore, eliciting
repetitions play an important role in language classrooms.

Eliciting responses to teacher-initiated questions is also a common
practice conducted by language teachers. When teachers initiate questions,
and if there are no response in the next turn, the silence becomes noticeable
and needs to be addressed. With the absence of response, the teacher
moves on to prompt students to fulfill their obligations to answer the
question. Under these circumstances, teachers use various techniques to
elicit responses from learners. For instance, teachers might use designedly
incomplete utterance (Koshik, 2002) with a rising intonation to mark the
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absence and provide hints to students (Sert & Walsh, 2013). Moreover,
teachers may use gestures to encourage and facilitate student response. Sert
(2015) calls this an “embodied elicitation” (p. 102) and argues that teachers
good use of combining gesture and speech has the potential to facilitate
learners displays of understanding and lead to language learning. Based on
data from a first-year EFL classroom in a Japanese university, Amar (2022)
reported how teachers used the ear cupping gesture to pursue students’
response when an answer was inapposite or not provided in a timely manner.
Eliciting responses or pursuing a response is widely observed in language
classrooms with learners of various levels of linguistic ability. Building on
the prior research, this study aims to describe how an experienced teacher
recurrently employs the microphone gesture to manage turn-taking and
elicit student responses from young EFL learners. Moreover, it aims to show
how the microphone gesture achieves different pedagogical goals as it gets
recurrently employed over different lessons.

The Data and Method

The study is based on approximately 450 minutes of video recordings of
EFL classroom interactions at an after-school English program in Japan. The
participants are an experienced EFL instructor with over 30 years of teaching
experience and nine young learners attending a lesson held once a week (one
lesson consists of 60 minutes). All students in this class were aged 5 or 6 at
the start of data collection and were beginning level learners of English with
almost no experience being exposed to English prior to coming to this school.
Based on several years of observation of this instructor’s classes, the instructor
followed an English only policy in all her classes from day one and uses a great
deal of nonverbal resources. It was clear that the teachers’ rich use of her body
orientation, gaze, facial expressions, and frequent use of gestures served as
clues for students to recognize patterns, understand and follow the activities.
Thus, her classes were videorecorded over time and became the focus of
investigation. This study has been reviewed and approved by the Committee
of Human Studies at The University of Hawaii in June 2008. The participants
and their parents were informed of the research in July 2008. The purpose of
the research, expectations of the participants, their rights, and benefits were
explained explicitly to the participants in Japanese. Consent forms, which
includes the use of data collected in 2006, were signed by the students and
their guardians in both Japanese and English.

The excerpts analyzed in the current study were taken from the following
data sources: April 2006 (Excerpt 1), June 2006 (Excerpt 2), and June 2009
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(Excerpt 3). These excerpts were selected because they contained the
variety of use of the microphone gesture, although the data were collected
in different time periods. The microphone gesture appeared in every class
and was recurrently used from day one of the English lesson represented in
Excerpt 1, which occurred 37 times in total. In the lesson recorded 2 months
later (Excerpt 2), microphone gesture was observed 23 times. Lastly, in the
lesson recorded 4 years later (Excerpt 3), the same gesture was utilized
15 times. Collections of the microphone gesture were made and analyzed
to describe how the teacher utilized the gesture when addressing young
learners. The data collected over lessons allowed the author to observe how
this recurrent gesture was utilized and how it was received by the learners
in different time periods.

The data were analyzed using conversation analysis (CA) with an aim
to explicate the underlying mechanism of social interactions from the
participants perspective. The data were transcribed using multimodal
transcription conventions developed by Mondada (2018) (see Appendix 1 for
the symbols designated for each speaker.). Thus, the detailed transcription
includes gaze symbols and gesture designated to a specific participant to
describe when a particular action is in preparation, reaching its apex, or
under retraction. All the names of the participants in the transcripts were
changed to pseudonyms.

Analysis
In the following section, I will describe three examples of how and when
the microphone gesture is being utilized, as well as how the gesture is being
oriented to by the young learners who are in the very early stages of learning
English. The first excerpt come from the very first day of the English lessons
when all the participants met in the classroom for the first time. The second
excerpt comes from a lesson that occurred 2 months later, and the third
excerpt 38 months later. Note that they consist of mostly same group of

students being taught by the same teacher.

Eliciting Repetition in the Target Language

This segment occurred at the beginning of the very first lesson, when the
teacher had just collected tape recorders from each student and put them on
the table in front of her. The excerpt starts right after Eisaku’s tape recorder
has been placed on the table by the teacher (TEA) who says, here’s eisaku’s,
(in line 1) while gazing at the other students. Towards the end of the turn,
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the teacher gazes at a specific student, Shizuka (SHI), who is sitting next to
Eisaku.?

Excerpt 1 Tape recorder [T1_3_4_Shizuka]
1 TEA +here’s eisaku’ *s.+
tea x>
"gazes at Ss®* &®gazes towards shis
shi +holding tape recorder, moves body to teat

t gazes at teat

.., 'I

2 + (0.5) +

tea reaches RH towards shi-->

shi t+holding tape recorder with both hands+
3 TEA AH (.) this is [milne*

takes the recorder, tries to put it in pocket*

ssmiles and gaze at other Ss=

shi tgazes at teat
4 SHI *+chigau+
no

+gaze and body leaning towards TEA+

tea *RH in pocket and moves RH towards..>

"gaze at shirs
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shi tgazes at teat
6 SHI NO!
tea -—>
7 TEA °saye (0.3) it’s *mine
tea circular hand...... *mic-->
8 SHI it’s +mi*ne
shi +puts RH to chest-->
tea

At the end of line 1, the teacher shifts her gaze from the whole class to
focus specifically on an individual student to indicate a transition. While
looking at the teacher, Shizuka, the gaze-selected student, holds her tape
recorder with both hands and moves her body towards the teacher during
the teacher’s utterance. Shizuka’s shift in posture, the movement of her body
and her gaze towards the teacher can be understood as soliciting teacher
attention (Cekaite, 2008), and in fact, results in establishment of mutual-
gaze with the teacher. By holding her tape recorder towards the teacher,
Shizuka indicates her orientation to the topic of the activity and attentiveness
towards the teacher’s actions. After the mutual gaze, a gap follows and the
teacher reaches her right hand towards Shizuka’s tape recorder (line 2).

In line 3, the teacher’s loud AH token draws the participants’ attention
and acts as a display of noticing something worthy of reporting, as she
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takes Shizuka’s tape recorder with her right hand. After a micropause, the
teacher claims the ownership of the object by stating, this is mine, with a
rather exaggerated upward and downward intonation, and demonstrates
her statement with the embodied action of trying to put the tape recorder
in her pocket (note that the tape recorder is larger than her pocket). Her
facial expression, the smile, and gaze towards other students, as well as the
animated intonation and management of the object in line 3, indicate the
playful nature of this statementand action. Furthermore, the series of actions:
taking a student’s tape recorder, claiming ownership of it, and trying to put
itin her pocket, were performed in a previous exchange with Eisaku prior to
this sequence. This repetition or establishment of multimodal routine could
serve as a clue for other participants to recognize the similar pattern that
the teacher might be performing and help them project or anticipate what
might follow next (Kanagy, 1999; Watanabe, 2016).

Inthe nextturn, Shizuka responds to the teacher’s previous embodied conduct
and a statement in line 3 by denying it using one word in her first language (L1)
Japanese, chigau, meaning no or wrong, along with a gaze and leaning towards
the teacher. As soon as Shizuka finishes the verbal utterance in line 4, the teacher
moves her right hand from her pocket towards Shizuka simultaneously forming
a fist (the preparation stage). In line 5, the teacher reformulates the previous
Japanese utterance into the target language, English, with rising intonation, no?
Co-occurring with this reformulation of the word, the teacher places her right
fist position as if it were holding a microphone in front of Shizuka’s mouth (the
peak). Gazing back at the teacher; Shizuka repeats the reformulated word in a
rather loud volume in line 6. Following this, the teacher continues to take the
next turn by uttering a directive, °say- it’s mine, with a circular hand motion (the
preparation) and formulating another microphone gesture towards Shizuka
(the peak). Shizuka then repeats the phrase, it’s mine, with the embodied action
of placing her right hand to her chest. Here it is important to mention that the
sentence, it’s mine, emerged in the previous interaction with Eisaku to claim his
ownership of his tape recorder. Shizuka is displaying her understanding of this
interaction through not only through repetition, but also with her embodied
action. In line 8, the teacher reverses the microphone gesture (the retraction)
as Shizuka completes the repetition and the teacher’s right hand returns to the
home position.

Given that this is the very first day of English class for these students,
their knowledge of English is close to nil. As mentioned earlier, students in
this excerpt were 5 to 6-year-old preschool students who probably had
limited exposed to English prior to coming to this school. Allen (2000) who
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studied nonverbal foreign language teacher talk, mentions the importance
of nonverbal resources “especially for learners in lower-level classes who,
because their knowledge of the language form is limited, rely on extra-
linguistic cues to close the gaps in comprehension” (pp. 169-170). Although
the teacher follows an English only policy in her lessons, her nonverbal cues
like body movements, gaze, facial expressions, and frequent use of gestures
serve as clues for students to recognize patterns, understand and follow the
activity, and help produce what they are expected to do in the interaction.
It is also important to note that all students are displaying their attentive
participation in various ways. More specifically, the selected next speaker,
Shizuka, also participates by using her bodily conduct, gaze, and repetition
of teacher utterances, as prompted by the microphone gesture. The other
students who are not producing utterances and being listeners are attentively
monitoring the interaction with their gaze (Goodwin, 1980), and make public
their understanding of their current role as ratified overhearers by not taking
the next turn.

From this excerpt, we can see that the microphone gesture serves at
least three purposes: gaining attention, allocating a turn, and achieving a
pedagogical goal. First, the microphone gesture is produced to gain joint
attention from the young learners. Studies have reported on how children
solicit attention from teachers using artifacts and embodied actions
(Cekaite, 2007, 2008), but it is equally important for the teachers to gain
attention from students. The microphone gesture combined with the teacher
utterance is effectively performed to obtain attention from all participants
including the selected next speaker. Second, the microphone gesture serves
to allocate a turn and establish a specific student as a next speaker through
publicly displaying the selection. The deselected students continue to orient
to this action by monitoring and gazing at the focal student and the teacher.
Third, the teacher’s pedagogical aim of having students repeat the phrase
in the target language (line 7) and trying to have them use English as much
as possible is enabled with the use of microphone gesture. In this excerpt,
we can see that the simultaneous production of the microphone gesture
and the teacher utterance serves as an indication to prompt a student to
repeat the reformulated word and target phrase that is produced with the
microphone. Moreover, the position of its placement, e.g., right after the
student’s L1 production (line 5) and the teacher’s intra-turn pause (line 7),
serve as indications of which words to repeat. Furthermore, the return of
the gesture to the home position marks the completion of the pedagogical
goal being achieved. The microphone gesture occurred 37 times in total in
the first day of instruction. The limited space does not allow other examples
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to be shown, however, the next section shows a summary of the sequential
positioning of the microphone gesture used to elicit repetition.

Formalization to Achieve Repetition: Sequence Organization

In the early stages, especially in the first lesson, the microphone gesture
frequently occurred as ameans notonly to seekaresponse, butalso to prompt
a repetition from students, who were selected as the next speaker. Previous
studies on repetitions in FL classrooms have pointed out that teacher
repetitions are pervasive in relatively low-level foreign language classroom
interactions (Duff, 2000). As discussed earlier, teachers utilize repetition to
provide uptake on student utterances and to encourage students to become
engaged in interaction. In addition to increasing participation, repetition
benefits learners by allowing them to practice articulating problematic
turns. By providing a candidate response along with the microphone
gesture, the teacher prompts students to use the target word, without
specifically verbalizing “repeat after me.” Table 1 is the formalization of the
phenomenon which describes speaker shifts, turns, embodied actions, and
actions the turn achieves in the sequence.

Table 1
Formalization of the Microphone Gesture to Achieve Repetition
Teacher (TEA), Action TEA's Gesture S’s embodied
Selected Student and embodied action
(S) talk action
Turn | TEA: Initiates Displays
1 Teacher sequence recipiency
Initiation (gaze)
Turn | S: Responds to Orients to Answers in
2 Student TEA's initiation | student’s non-verbal
Response in L1 contribution action (nod)
(gaze)
Turn | TEA: Provides The Microphone | Displays
3 Candidate candidate Gesture recipiency
Response response in L2 (gaze)
Turn |S: Repeats Microphone Displays
4 Repetition candidate (Turn-final recipiency
response retraction)
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In many cases, the microphone gesture serves the interactional purposes
of obtaining attention from young learners, allocating a turn to a specific
speaker, mobilizing a response (Stivers & Rossano, 2010), and prompting
repetition of the candidate response produced by the teacher. In addition to
this, there are other functions the microphone gesture carries out to achieve
pedagogical purposes. Next, we will observe other pedagogical functions of
the gesture in lessons that took place after the first lesson.

Legitimatizing Student’s Turn

The following excerpt comes from a lesson that occurred about 2 months
after the previous excerpt. Here, the teacher is reading a picture book entitled
A Beautiful Butterfly (Nakamoto, 2011) to the students and invites them to
participate by asking questions based on the pages of the picture book. The
teacher uses two types of voices: a regular voice and an animated voice. The
animated voice is recognizable and is differentiated from the regular voice in
the transcript by embedding the talk in at-marks (@). The animated voice is
produced when the teacher is reading out loud from the book and enacting
the main character’s voice, which is that of a caterpillar (lines 1-7).

Excerpt 2 Something blue [T3_1_2_3_2.49]
01 TEA (@*I want to be a (0.3) blue butterfly*@
*p at the words in the picture book*
02 (0.5)
03 TEA tch @I *have to eat* (0.5) something tblue::(@
*eating gesture*
04 (0.7)
05 TEA (@some[thing blue:@]
*gazes at Ss=
06 EIS [blueberry: :]
07 TEA (@*bliue, blue, [blue.*@

*gazes and p at the picture book*

08 EIS [blueberry ai
09 TEA *something tblue,* >every*body<
*snaps fingers twice* *cupping ear--->

*gazes at Ss=
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10 Ss something blue* ((EIS not included))
tea 0 —mmmm———————- >*

11 (0.2)

12 TEA what is something blue=

13 EIS =*BULUE: BE[RRY¥*

gazes at tea

tea *mic towards eis*

14 TEA [oh tblueberry is blue yes,
15 blueberry is bl- blue, blueberry is blue,
16 (0.4)

Inlines 1, 3, and 5, the teacher is reading the book with an animated voice
that represents the caterpillar looking for something blue to eat. While using
the animated voice, pointing at the book, pausing, and gesturing to entertain
and support the students’ understanding, the teacher utters, something
blue, in line 5. Eisaku, the focal student in this excerpt, gives the name of a
blue fruit, blueberry::, in the middle of the teacher’s turn (line 6), elongating
the final vowel in overlap with her utterance. As observed in the following
turn, this self-selected turn which displays his understanding and projection
based on his attentive listening, does not receive any uptake and fails to
obtain mutual gaze as the teacher continues to look at the other students. In
the next turn, the teacher shifts her gaze and continues to read the book in an
animated voice as she points to it (line 7). Again, during the teacher’s turn,
Eisaku overlaps his talk with the teacher’s repetition in a second attempt to
initiate a self-selected turn in line 8 which again results in no uptake. In line
9, the teacher repeats the key phrase, something blue, switching to a normal
voice, along with a rhythmical finger snap and opens the floor to the whole
group by shifting her gaze and addressing the students with, everybody,
and employing the cupping ear gesture (Mortensen, 2016; Sert, 2015). In
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this sequence, the cupping ear gesture serves as a prompt for repetition of
the key phrase, something blue, which is responded to and achieved by the
students (line 10), other than Eisaku. After the choral repetition and a gap, a
question gets initiated by the teacher in line 12.

Immediately after the teacher’s initiation in line 12, without a gap,
Eisaku provides a response in line 13 in a clear and loud volume. Here it
is interesting to note the timing of the teacher’s microphone gesture. The
gesture was produced at the same time as Eisaku produced the response
and the peak was placed in front of him. The placement of the gesture and
the timing of the response without a latch is almost as if it was planned.
However, this is not surprising because the gesture is positioned after the
two failed attempts of Eisaku taking self-selected turns that were not taken
up by the teacher. The teacher’s utterance overlaps in the middle of Eisaku'’s
answer in line 14, which indicates that she can project what his answer is. By
producing the “oh” token in the middle of a known answer (Hosoda, 2015),
as well as taking up and repeating student’s answer several times, the
teacher is reinforcing the appropriateness of Eisaku’s response produced at
this particular point, i.e., after the teacher initiation. The teacher returns her
microphone gesture to the home position at the end of the student utterance
(the retraction) in line 13. It displays the completion of the expected action,
which is producing a response turn at the right timing.

In comparison to Excerpt 1, the microphone gesture does not co-occur
with the teacher’s production of a candidate response and does not prompt
a repetition of the teacher utterance. Instead, it serves to manage legitimate
participation through official allocation of a turn. The gesture was produced
right after the teacher’s production of the teacher-initiated question in a
normal voice and functioned to elicit a student response in the appropriate
sequential position. Eisaku’s self-selections in lines 6 and 8 were placed in
the middle of the teacher’s animated utterance, and as a result, interrupted
the on-going activity of the book reading and did not receive any attention
or uptake from the teacher. Although the response itself fulfilled the role of
providing a valid answer, as we can observe from the positive treatment to
the same answer received in line 14, the earlier attempts were not taken up
due to their sequential positioning. Thus, in this excerpt, the microphone
gesture did not function to prompt a repetition, but instead served to ratify
the selected student as a legitimate speaker and allowed the student’s turn
to be officially included in the main interaction. The microphone gesture
makes it visible for all participants, including the speaker, that turns must
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be taken in a specific sequential position, that is after a teacher-initiated
question was produced in a normal voice. In other words, the microphone
gesture in this excerpt served as a means to distinguish non-legitimate
self-selected turns from legitimate teacher-selected turns. The gesture
served to display appropriate turn-taking rules in this particular context,
a picture book reading, and carries out a disciplinary action without direct
confrontation to maintain the progressivity of the talk.

Pursuing Expected Utterance

The final excerpt comes from a lesson recorded 38 months (about 3 years)
after the first lesson. Prior to this excerpt, the students were reporting their
weekend activities to the teacher, which is a routine interaction that is
carried out in every lesson (Watanabe, 2016). This sequence comes after the
completion of the reporting activity and opens with the teacher initiation of
a subsequent activity related to the weekend report.

Excerpt 3.1 Who question [T9_4_Eisaku]

01 TEA okay, *~who question*
*raises RH*
eis ~raises RH--->
02 (0.5)
eis —_———
03 TEA who? (. ) *hm hm hm*
*snaps fingers*
eis 00 @ mmmmmmmmmmm—— >
04 *(1.0)
tea K e =>
eis -—>
05 TEA okay (.) eisaku,~
#mic to eis----- >

els  —mmmmmmmm—m—- rre®
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fig
06 (1.5)
tea mic and a head nod-->
"gazes at eiss
07 EIS kanoko?*=
tea mic--,,*
08 TEA =who no [no no. ] *>you have to say,<*
*hand to her mouth*
09 EIS [cah no°]
10 TEA who [*stayed home*
*both hands moves for each word*
11 EIS [who ]
12 EIS ah

In line 1, the teacher starts with a positive acknowledgment, okay, and
initiates a sequence by uttering a who question, while raising her right hand,
a gesture that provides an embodied example of what the students should
do to express their readiness to respond. Eisaku, the focal student in this
excerpt, also raises his right hand to show his availability and willingness to
be selected as the next speaker (Mortensen, 2009). This phrase itself does
not function to initiate a specific action. However, from the participants’
perspective (as demonstrated by Eisaku’s hand raise) it is publicly available
that this is a turn which can be treated as initiating an action that makes a
response conditionally relevant. The routineness of this teacher initiation is
also reflected in Eisaku and the teachers’ simultaneous hand raising. While
Eisaku continues to raise his hand in line 2, a 0.5 silence follows and the
teacher produces an additional turn starting with an upwardly intoned,
who?, a micropause and, hm hm hm, with snapping fingers to indicate that
some words should follow. Snapping fingers instead of giving specific words
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is a technique often used by this teacher and observed elsewhere across
data. After a 1.0 second silence, the teacher allocates a turn to Eisaku by
gaze selecting him, addressing him by name, and simultaneously placing the
microphone gesture in front of him (the peak). He has been raising his hand
throughout multiple teacher turns (lines 1-5) and retracts his hand raise as
his name is spoken.

After the next speaker is selected by the teacher’s embodied turn
allocation, the microphone gesture is maintained in the same position (peak
hold) throughout a rather long silence. Eisaku then takes the next turn by
producing the name of one of the students with a rising intonation (line
7). The microphone gesture is reversed soon after Eisaku’s utterance (the
retraction) and the teacher immediately produces, who no no no, repeating
a negation three times, and treating the previous turn as inadequate. After
this, she displays an explicit instruction using, you have to say, accompanied
with a hand in front of her mouth to emphasize the verb. It is interesting to
point out that the microphone gesture retraction served to indicate a shift
and the end of the speakership. Overlapping with the teacher’s negation,
Eisaku quietly produces an ah token and a negation which aligns with the
teacher utterance (line 9). The teacher then goes on to provide an example
of the expected utterance, producing an interrogative sentence starting
with who followed by a past tense verb (line 10). In overlap with the model
question, Eisaku produces the repeated key word, who, and utters ah,
after the teacher’s model question is completed. It has been reported that
Japanese a-prefaced response tokens display a change of state and receipt
the received information as new (Endo, 2018). Considering that Eisaku is a
native speaker of Japanese, he might be displaying a change of state (lines
9 & 12) to show his updated understanding of what he is expected to do by
receipting the negative assessment and explicit instruction of the teacher.

In Excerpt 3.1, the use of the microphone gesture not only allocates a turn
to pursue a response from the recipient, but also signals a speaker shift by
its removal. In order to achieve the teacher’s pedagogical goal, that is to have
the students produce a question starting with who, the microphone gesture
also functioned to show whether the student’s production was in line with
the teacher’s expectation. In this excerpt, when the microphone is utilized,
students are not expected to produce a repetition of the teacher utterance as
in the first excerpt, but to produce and formulate a certain question pattern,
i.e,, who-initial question. The following is a continuation of the previous
excerpt.
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Excerpt 3.2 Who question [T9_4_Eisaku]

13 TEA okay, >everybody< *who question
*... ..

fig
14 EIS ah who:: did (2.3) who did-

tea MiC——=—===————— >
15 EIS who:::: [did

tea mic drops-->
16 TEA [did (English) no?

mic-------------- >

17 EIS see- see::

tea mic------- >
18 (0.7)
19 EIS basket[ball

tea mic------- >
20 TEA [who went to

mic------- >

21 EIS who went to s-[ see a basket [ball ga-

tea MiC——=—===—————————— >
22 TEA [see

mic-->
23 TEA [ball game
mic------- >

24 EIS game*

tea mic, *

kan raises hand

ken raises hand

25 TEA oh who went to see a basketball game
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In line 13 the teacher again initiates a sequence as she gazes at students
and renews an action that is similar to the one in line 1. Although the teacher
seems to invite the whole class with everybody, the teacher raises the
microphone gesture and is placed in front of Eisaku towards the end of the
teacher’s turn. Given a second chance, Eisaku then responds with elongation
and intra-turn pauses to formulate a question starting with who in line 14.
Instead of using the grammatical format that the teacher provided, which is
treating who as a subject and the verb following it, i.e., who (subject) + verb,
Eisaku formulates a question using who and the auxiliary verb did. (The use
of this grammatical form could be because the students are used to making
question forms using the auxiliary verb did.) With the help of the teacher’s
clues (McHoul, 1990) accompanied with the embodied microphone cue,
from lines 15 through 24, the teacher and Eisaku collaboratively formulate
the who question until the teacher sums it up in line 25 saying, oh who went
to see a basketball game. Here, the use of an oh token to a known utterance is
a form of positive assessment that encourages the students (Hosoda, 2015).
Towards the end of the co-production of the who question (line 24) and as
the teacher produces the question in one turn (line 25), student bids begin
from two students already raising their hands to answer this question.

In these excerpts, the microphone gestures functioned to gain attention,
allocate a turn, pursue a response and to achieve the pedagogical task of
producing a specific question type: who-initial question. The microphone
gesture combined with the teacher clues allowed the respondent to sustain
the speakership until the task is completed. The microphone is not only
used in the pursuit of response, but also to maintain the relevance of that
speakership over multiple turns. The use of turn-moderating microphone
gesture over stretches of turns enables the teacher to pursue responses
to her questions, and to thus structure the interactional organization of
the class. Furthermore, the students’ ability to monitor and adjust to the
teacher’s verbal and non-verbal action and instruction is essential to
participating and achieving the task appropriately.

Discussion and Conclusion

The study has shown that the teacher’s recurrent use of a specific hand
gesture, the microphone gesture, was not randomly produced, but is in
fact utilized as a meaningful multimodal resource to achieve interactional
as well as pedagogical goals. Interactionally, the microphone gesture was
systematically and recurrently employed by the teacher to organize and
modulate turn-taking and turn-allocation (Allen, 2000). Repeated use of
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a particular gesture could often lead to recipients adopting the gesture in
their talk, a phenomenon known as “return gestures” to remedy troubles
in interaction (de Fornel, 1992; Eskildsen & Wagner, 2013). However,
interestingly, this gesture was never used by the students throughout
the data, which shows how the teacher demonstrated the right and
responsibility to manage turn-taking and how learners oriented to this
right (Kaantd, 2012; McHoul, 1978). Selecting a next speaker could be a
complicated task in multiparty classroom interaction where many students
are present, and the teacher attempts to distribute opportunities for every
student to participate. The microphone gesture combined with gaze carried
out a smooth shift in speakership in turn transitions (Kendrick et al., 2023)
by publicly displaying an orientation to who the next speaker will be.
Secondly, it also served to obtain attention from the other students and have
them focus on the interaction. Keeping eight to ten young learners attentive
and having them participate in classroom activities for 60 minutes is not
an easy task. By fully utilizing the microphone gesture and other embodied
conduct, the teacher was able to gain joint attention (Kidwell & Zimmerman,
2007) from the learners and have them focus on the selected interactant
by monitoring the activity and displaying their understanding when being
selected. Having peripheral participants focus and monitor the on-going
activity could lead to peripheral learning and serve as an important device
for language learning (Okada, 2010). Thirdly, the microphone gesture
served to pursue response when the response to teacher-initiated first pair
parts were missing or delayed. Together with the use of verbal production of
the teacher initiations, as well as gaze and rising intonation, the microphone
gesture made it relevant for a student response to be produced by a selected
individual.

Pedagogically, the microphone gesture was employed by the teacher to
achieve instructional goals to produce certain types of responses to teacher-
initiated turnsand manage participation.In Excerpt1,the microphone gesture
served to prompt a repetition of the teacher’s utterance co-produced with
the gesture after the student’s L1 utterance (see Table 1). The microphone
gesture functioned to obtain an L2 response from the students by having
them repeat the teacher’s reformulation and produce expected utterances
with appropriate timing and linguistic forms. This sequential position was
recurrently used by the teacher and helped to achieve the pedagogical goal
of having students produce repetition. Second, the microphone gesture
managed to legitimize participation (Excerpt 2). The student’s self-selected
turns are a display of learner initiative and demonstrate willingness to
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participate. However, when they are overlapped with the teacher’s utterance,
or provide answers before the question is initiated, they become disruptive.
The microphone gesture served to differentiate the self-selected turns by
legitimizing only those turns it allocated. The last excerpt showed that the
microphone gesture enabled the teacher to pursue expected utterance.
The length of microphone gesture was managed by the teacher and the
prolonged use of the gesture functioned to maintain the role of speakership
for the selected speaker. In sum, the teacher’s use of the microphone gesture
provides an example of the human body being utilized as a resource for
achieving both interactional and institutional goals at the same time.

Lastly, the study contributes to our understanding of how a specific
embodied practice gets recurrently utilized and oriented to by participants
in educational settings (Eskildsen & Wagner, 2015). By tracking a very
specific gesture, the microphone gesture, the study reveals how turn-
taking and speaker shift is organized and coordinated by focusing on
embodied practices employed by a teacher and her students. How teachers
use recurrent gestures and embodied conducts when teaching a foreign
language and studying its effectiveness has a lot to offer when reflecting on
teaching practices or training new teachers. As the aim of this study is not
to make any generalizations but to describe the orderly and systematic use
of this gesture, I hope it contributes to our understanding of how gestures
and embodiments are used as a meaningful resource in classrooms. Future
studies should continue to investigate the systematic use of recurrent
embodied practices employed by participants to reveal the world of
embodiment in language classrooms.

Notes

1. Hereitis important to point out the idiosyncratic use of the microphone
gesture by this particular teacher. In this study, I am not trying to
generalize the use of the microphone gesture in all EFL classrooms, but
to reveal the systematic use of the gesture in this classroom through
analyzing how it is treated and oriented to in the interaction by the
participants.

2. All names in the excerpts are pseudonyms.
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Appendix 1

Transcription Conventions
[ The point where overlapping talk and/or gesture starts
] The point where overlapping talk and/or gesture ends
(0.0) length of silence in tenths of a second
(.) micro-pause less than 2/10 of a second
underlining relatively high pitch
CAPS relatively high volume

lengthened syllable

- cut-off; self-interruption

= ‘latched’ utterances

?/./, rising/falling/continuing intonation respectively
! animated tone, not necessarily an exclamation

() unintelligible stretch

(word) transcriber’s unsure hearings

> < increase in tempo, as in a rush-through
< > decrease in tempo

a passage of talk quieter than the surrounding talk
1 higher pitch begins
lower pitch begins

@ animated voice

Multimodal Transcription Conventions (Adapted from Mondada,
2018)

* ok delimits gestures and actions done by the Teacher (TEA)
= . gaze by the Teacher

+ o+ delimits gestures and actions done by Shizuka (SHI)

T T gaze by Shizuka

o oo delimits gestures and actions done by Eisaku (EIS)
Abbreviations

Ss: Students choral response S: Unidentified student
TEA: Teacher SHI, EIS: Identified student
RH/LH: Right hand / Left hand p: Pointing



The Effects of Self-Directed Perception
Training on Japanese Noun Accent by
American Learners of Japanese
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This study investigated how self-directed perception training on Japanese nouns
affected L1 Americanlearnersof Japanese (N = 48) focusing on (a) listening; (b) accent
pronunciation; (c) the perceived naturalness; and (d) the correlations of perception
and production. The experimental group engaged in pitch-accent listening tasks with
accent-lined vocabulary lists. Both the experimental- and control groups were asked
to detect the accent patterns and to pronounce 13 words with 2, 3, and 4 morae.
The results showed improvement in the posttest on listening and pronunciation. A
significant difference was found only for the experimental group with pronunciation
of the no-line condition. Perception and production were positively correlated with
each other. Further analysis suggested that pretest listening might be associated with
posttest speaking but not vice-versa. Thus, integrating accent listening activities is
strongly suggested.
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teaching prosody is often neglected in foreign language instruction
(e.g., Abe et al,, 2013; Baker, 2011; Derwing & Munro, 2005; Odisho,
2016; Tsurutani, 2011). Acquiring a proper accent is one of the key factors in
carrying out successful communication, especially in the Japanese language
in which the accent has lexically contrastive pitch patterns (Beckman &
Pierrehumbert, 1986; Shport, 2016). However, pitch accent is a challenge
for non-native speakers with the irregularities of noun accent patterns
(Matsuzaki & Kawano, 2003). When accents are indicated in Japanese
textbooks, Tokyo accents or standard accents are often presented by
marking where a pitch fall occurs for accented words and marking high-
pitched morae for unaccented words (hereafter, accent lines). Even so,
effective ways of utilizing the device are not well-incorporated in lessons,
and acquiring the accents is left up to the learners (Minematsu et al., 2017).
Prior literature has addressed that difficulty in L2 production
(pronunciation) is embedded in perception (listening) and has reported that
training in perception improved production (Derwing & Munro, 2005; Wang
& Sereno, 2003). Nevertheless, auditory practice is not conducted enough
in current classrooms (Odaisho, 2016). Although many positive effects of
systematic prosody instruction were reported, the majority of research
was in laboratory settings, and the research findings were not reflected
in teaching (Derwing & Munro, 2005). Because not very many studies
have been done in classroom environments, this study was conducted in
real classroom settings without formal accent training, aiming to examine
if listening assignments with the visual aid of accent line would improve
pitch accents of American learners of Japanese. The result of this study may
suggest whether incorporating accent lines and listening practice outside
class could enhance learning Japanese pitch accents. The main focus of
the study was to investigate whether the self-directed perception training
would help learners acquire proper pitch accents of Japanese nouns;
whether it would affect the learners’ perception and production; and the
subsequent evaluation of the naturalness of pitch accents by native speakers
of Japanese. Correlations among perception, production, and naturalness
were also examined.

P rosodic features play a crucial role in communication; however,
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Japanese pitch accent differs from English accent in phonetic alignment
and function. The prominent difference is that Japanese pitch accent is
lexically linked, while English accent is not (Beckman & Pierrehumbert,
1986; Shport, 2016). Japanese words consist of mora, and each mora bears
either alow (L) or high (H) pitch. A sudden pitch fall from high to low makes
words “accented” and no pitch fall makes words “unaccented (or flat)”
(Kubozono, 2007). Distinguishing pitch accent contrasts plays an important
role in communication (Nakagawa, 2002), especially on homophonic nouns
such as ka.MI (LH) ‘paper’ and KA.mi (HL) ‘god’ (Note: a [.] separates each
mora, and uppercase letters indicate the high pitch). The correct lexical
accent makes a significant impact on the natural pitch contour of Japanese
(Tanaka & Kubozono, 1999; Tsurutani, 2011). Acquiring pitch accents,
however, is a challenge as Japanese noun accents are mostly arbitrarily
determined (Matsuzaki & Kawano, 2004) and pitch accents inflect with
compound nouns and may change within different Japanese dialects. The
irregularities of the noun accent patterns make pitch accents more complex
to acquire and may discourage both teachers and learners from tackling
them.

Causes of Difficulties in Learning Accent

Mastering tone and pitch accent is arduous if a learner’s L1 is non-tonal or
not associated with pitch (Shen & Froud, 2016; Yang, 2015). L1 American-
English learners of Japanese often show strong first language interference
(L1 transfer) from the characteristics of English stress which is determined
ataphrase level and relates to duration, intensity, or vowel quality (Beckman
& Pierrehumbert, 1986). Japanese pitch accent is prominent with an abrupt
decrease in FO while the English stress accent is marked by an increase in the
degree of force, which can be perceived as similar to the Japanese pitch peak
by L1 English learners (Nishinuma et al,, 1996). It is reported that American
learners rely on FO peak location but not FO fall, thus unaccented patterns
could be difficult (Shport, 2016). L1 English speakers tend to stress at the
pitch peak of unaccented words but fail to keep the flat pitch, resulting in the
unaccented nouns being pronounced as accented (e.g., wa.TA.SHI ‘I'[LHH]
vs. wa.TA.shi ‘I’ [LHL]). Also, English accent rules are applied to stress the
penultimate or antepenultimate syllable in a four-mora Japanese word
(as cited in Taylor, 2012, p.79). The causes of mispronunciation on morae
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can be categorized into three types: (a) lack of knowledge about the target
language, or L1 does not have the patterns of the L2; (b) lack in perception,
that is, one has the knowledge, but, the sound cannot be recognized and
thus cannot be produced; or, (c) lack in production where one is able to
distinguish the sound but cannot produce (Toda, 2003, p. 71), which may
account for the causes of mis-articulation of accent.

Perception and Production in Second Language

Concerning the learning process, previous theoretical and empirical
studies attested that perception of the L2 surpasses production in general
and that the acquisition of perception is essential for L2 learners to develop
production skills (e.g., Carlet & de Souza, 2018; Isbell, 2016; Lee et al., 2020;
Saito & van Poeteren, 2018). In phonetic studies, Flege’s (1995) speech
learning model has generally been applied to account for the connection
between perception and production. In this theoretical model, a new or
similar phonetic category is created when the L2 sound is different enough
from the L1 phonological system, and the process of perceiving the new L2
sound enables the production to occur. Applying the model, it is assumed
that L2 learners first notice new accent patterns in L2 and develop a
new prosodic system, which can be encouraged by explicit, form-focused
instruction and by a substantial amount of listening. Accordingly, speaking
domain is activated which leads to L2 production.

Considerable numbers of perception-production studies have reported
that gained knowledge through perception learning was transferred to the
production (e.g., Bladlow et al,, 1997; Sakai & Moorman, 2018). Saito and
van Poeteren (2018) studied English /r/ in Japanese learners of English and
found that perception was correlated with accuracy and intelligibility of
production in both controlled and spontaneous settings. Perception-based
training with explicit instruction was reported to be more effective than
production-based instruction, among four different instruction modes of
perception-based versus production-based training with syllabic-focused
and phonemic-focused, indicating significant large gains for both segmental
and suprasegmental features (Lee et al,, 2020). Wang and Sereno (2003)
reported perception training effects were transferred to production on tone
contrasts with American learners of Mandarin, improving by 18% compared
to the pretest. The training effects were generalized to new stimuli and were
retained six months after training. Some studies, however, found contrasting
results indicating production exceeded perception (Yang, 2012, as cited
in Yang, 2015) or reported no correlation found between perception and


http://et.al

Ochiai 171

production (Kartushina et al., 2015). Perception training research reported
improvement in perception by 10-20%, although the positive results were
partially transferred or not transferred at all to production for vowels
(Carlet & de Souza, 2018) and tone constrasts (Perrachoine et al., 2011).
Production training alone has shown positive results on L2 production
Kartushina, et al., 2015; Yang, 2015); however, production training effects
were only found on production but not on perception (Cooper & Wang,
2013). More recent studies state that perception and production positively
interact with each other (Nagle, 2018, as cited in Saito & Plonsky, 2019,
p. 663), thus strengthening perception may simultaneously activate both
perception and production domains and enhance proficiency.

Knowledge and Accent Acquisition in L2 Speech Development

As Japanese pitch accent is a lexical property, it is suggested that a
phonological form, or an accent pattern, is entailed in processing and
storing the mental lexicon (Beckman & Pierrehumbert, 1986). Regarding
lexical accent perception, Goth and Tamaoka (2019) state that lexical-linked
prosody is promoted by long-term knowledge of L2 phonological structure.
According to their theory, short-term storage is stimulated by perception
that requires phonological-based judgments on lexical accent: first
evaluating accent correctness, then categorizing sounds according to visual
representations of pitch contours. L2 lexical knowledge contributes to an
understanding of the phonological patterns. Thus, it can be assumed that
accuracy on form-based judgments can be the representation of acquiring
an accent pattern that was drawn from long-term memory.

Based on this premise, knowledge of L2 regularities positively affects
perception; accordingly distinguishing the accent patterns may enhance
L2 production ability. Previous research generally supported that explicit
L2 instruction had a positive effect by raising learners’ awareness on
specific features of L2 (Carlet & de Souza, 2018; Kennedy, et al., 2014).
Instruction-awareness links have been successfully reported in L2 listening
with a metacognitive approach to L2, such as monitoring comprehension
and evaluating understanding. With the complexity of pitch accent, the
question is whether explicit instruction can lead to improving learners’
accents. Japanese accent training often involves pitch accent lines or signs
indicating the location of a pitch fall (see Ayusawa, 2003; Nakagawa &
Nakamura, 2010). Isomura (1996) confirmed the relationship between
knowledge and perception ability by conducting a set of two tests; one
examined acquired knowledge by having the participants indicate a pitch
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fall without listening and the other with listening to test their perception
ability. A positive correlation was found between these two tests indicating
that the perception proficiency was high when the patterns were acquired.
Other studies on perception and production reported that knowledge of the
pitch fall could improve listening, but knowledge alone would not guarantee
accurate accent pronunciation (Ayusawa, 2003; Matsuzaki & Kawano,
2003). Prior studies lead us to assume that explicit instruction of accent
patterns can promote perception by making a new set of accent categories;
however, further studies are necessary to examine to what extent it enhances
perception and pronunciation proficiency.

Current Accent Instruction in the Classroom

Pronunciation instruction tends not to be systematically organized in
language curriculum due to time constraints and/or a lack of teacher’s
knowledge, and teaching materials do not provide sufficient information
on methodologies for prosody (Abe et al., 2013; Derwing & Munro, 2005;
Ogawara & Kawano, 2002; Tsurutani, 2011). Supportive devices such as
variations of visualized prosody have been reported as effective tools.
Prior studies found that audio-visual feedback with a visualized intonation
line was more effective than mere auditory feedback (e.g., de Bot, 1983).
Learners with high production proficiency performed well only with
auditory feedback, while average learners utilized auditory, visual, or
sensory supports (Nakagawa & Nakamura, 2010). Thus, incorporating a
multisensory (auditory, visual, tactile-kinesthetic) and multicognitive (think,
associate, analyze, synthesize, etc.) approach in teaching pronunciation
is suggested for maximum effectiveness in acquiring L2 pronunciation
(Odisho, 2016).

To help in learning pitch accent, some Japanese language textbooks
provide vocabulary lists with an accentline; however, the explanation is brief
and prosody instruction is not systematically incorporated into the lessons.
Other researchers are against marking accents claiming that it confuses
learners, especially beginners, unless it provides a detailed explanation
(Hasegawa, 1995).

The Present Study

Despite many studies investigating the patterns of inaccurate accent, the
majority of studies were in laboratory settings (Derwing & Munro, 2005)
or through systematic in-class instructions. Furthermore, very few studies
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focused on the effects of accent teaching materials (Matsuzaki & Kawano,
2004). With these conditions taken into account, the goal of the study was
to examine whether the self-directed perception training (a series of accent
listening assignments) with visual material (the accented-lined vocabulary
list) would help learners acquire proper pitch accents of Japanese nouns.
Due to the setting of this study, only words that the participants knew the
lexical meanings were tested. The focus of this study was the correctness of
pitch accent but not the pitch patterns, therefore each accent pattern was
not mainly discussed.

This study investigated (a) whether the training would have positive
effects on perception (listening) and production (accent pronunciation or
speaking) of learned vocabulary; (b) whether the evaluation of naturalness
of the experimental group would improve after the treatment; (c) whether
there would be any relationship between perception and production of
accent. Each hypothesis is stated below.

Hypothesis 1: The experimental group’s improvement on all
the posttest scores (listening tests, speaking tests, evaluation
of the naturalness) from the pretest scores will be larger than
the control group’s improvement.

Hypothesis 2: The scores of the listening tests will be correlated
with those of the speaking tests.

Research Method
Participants

All students (N = 58) in Japanese language courses at a university in the
South of the United States were recruited. Ten students whose first language
was not English were excluded from the data analysis. The final sample of 48
native speakers of American English (30 males, and 18 females) participated
in this study. Among this sample, 25 students were in the first-year course,
13 students were in the second-year course, eight students were in the
third-year course, and two students were in the fourth-year course. The
majority of them are between 18 and 22 years old. The student’s proficiency
levels varied from novice for the first-year students to intermediate for the
fourth-year students. Participants had very little opportunity to listen or
speak Japanese in real communication due to the small Japanese population
at the location.
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Procedure

With Institutional Review Board (IRB) approval, pilot studies were
conducted with a different group of participants before the main study, and,
as a result, some words were replaced in the main study due to the difficulty
of distinguishing pitch fall (see the Measures section for more detail). The
participants in each course were divided into the experimental group and
the control group by alphabetical order on the class rolls. The students with
odd numbers on the roll were assigned to the experimental group (n = 26)
and the students with even numbers were in the control group (n = 22). The
number of each group became uneven due to the exclusion of non-native
English speakers. The detail of the experiment of each group is explained
later in this section. To avoid any influence, the purpose of the study was
hidden from the participants, and the breakdown of the groups was known
only to the researcher and was kept secret from the other instructor. No
accent-focused instruction was provided in class during the period of the
study. The tested words were incorporated into conversation practice
and were indicated by images or photos rather than written words on a
PowerPoint. When errors in accents were noticed, the instructor provided
corrective feedback with a correct pitch accent.

Prior to the pretest, all participants received a 30-minute explanatory
session by the researcher, which introduced the pitch accent along with
practices on listening and drawing accent lines. They were asked to write
a straight line on the unaccented (flat) mora and a symbol 1 for the pitch
fall (e.g. ka.lga.ku.wa). The participants were instructed by the researcher
not to share any materials with members of another group during the
study. They were informed that all the materials would be shared after the
research, and extra points would be given for participating in the study as
compensation for work done outside of class. Pretests for listening and accent
pronunciation were given to both groups one month into the semester after
the participants had learned the vocabulary in the lesson. The listening tests
were conducted during the class; section one was conducted first followed
by section two. On a different day, the data on accent pronunciation was
collected individually outside class time; the no-line condition was followed
by the with-line condition. Posttests were conducted at the end of the
semester in the same manner. A questionnaire was also administered after
the posttests to obtain information about accent learning.
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Experimental Group

The experimental group engaged in pitch-accent listening homework
assignments prepared by the researcher. There were four lessons covered
during the experiment, and each lesson contained an average of 22 nouns
including pronouns except the last lesson which had 14 nouns. During the first
week of each lesson, the experimental group was asked to write the accent pitch
ofall the nouns in the lesson by listening to an accompanying CD with no support
materials about accent. In the second week, they received a vocabulary list with
accent lines and were asked to read aloud the nouns with the accent lines and
practice the accent outside the classroom. For the third week’s homework,
they were asked to write two words in the current or previous lessons that
contained the same accent pitch as a sample word. The homework consisted of
six sample words with four different accent patterns. The experimental group
repeated the routines for four lessons for twelve weeks.

Control Group

The control group received neither the accent-lined vocabulary list nor did
self-directed training on accent during the period of the study, apart from the
explanatory session before the pretest. In place of accent assignments of the
counter-part group, they received meaning-oriented vocabulary homework
in which they were asked to write the meaning of nouns in each lesson.

The homework was created to provide an opportunity for them to learn
the meaning of words without focusing on the accent.

Measures
Modifying a Tokyo Accent Perception Test

The listening test was created based on a Tokyo accent perception test
developed by Nishinuma (1994) which consists of three listening sections,
each composed of 24 words of three, four, and five morae with different
accent patterns to identify pitch fall for accented nouns. Based on the first
part of the Tokyo accent perception test (test on a single word accent), three
tests were developed for this study: (a) a listening test that contained two
sections, (b) an accent pronunciation test with two conditions: a no-line
condition and with-line condition, and (c) a naturalness evaluation by native
speakers of Japanese. The tests were written in Romanized Japanese and/
or English to ensure the participants’ understanding. At the end of the study,
a questionnaire was administered to all the participants to identify how
students valued accent learning.
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The Tokyo accent perception test included a knowledge test to measure
the learner’s acquisition of accents, having them write pitch patterns
without listening. Instead of the written knowledge test, this study included
an accent pronunciation test with a no-line condition to evaluate if a
participant could pronounce a correct accent from their implicit knowledge,
or through a newly developed Japanese accent system. A total of 13 nouns
including two-, three-, and four-mora nouns with four different accent
patterns were selected from the first five lessons in the textbook and used
for both the listening and accent pronunciation (speaking) tests. The words
were presented with a subject/topic particle wa (e.g., se.n.seiwa ‘teacher;
to.mo.da.chiwa ‘friend, ku.tsu.wa ‘shoes’; see Table 1 for the tested words).
The first six nouns were used for both the pretest and posttest. The other
seven words were replaced at the posttest to avoid practice effects from the
pretest. The measure contained more nakadaka (mid-high) accented words
and unaccented (flat) words than other pitch patterns for two reasons (a)
the complexity of acquiring these two patterns was reported in previous
studies; (b) the skewed distribution of Japanese accent pitch. According to
Kubozono’s (2008) database, the distribution of Japanese accent is heavily
skewed to the unaccented and antepenultimate; 71% of native Japanese
nouns (N = 2,220) and 51% of Sino-Japanese (S]) nouns (N = 4,939) are
unaccented, and, among accented words, 59% of native Japanese nouns and
95% of S] words are antepenultimate.

Listening Test: Section-1 and Section-2

In section one of the listening test, each stimulus was pronounced by a
native speaker of Tokyo accent Japanese and recorded with a natural speed,
and the participants listened to each word twice and marked the pitch fall
or wrote straight lines for unaccented words. Written lines were analyzed
and designated as correct or incorrect by the researcher. Correctness
was determined by the locations of the pitch fall as well as distinguishing
unaccented words. Section two was developed to test whether the
participants could distinguish correct accents from incorrect ones. Previous
studies reported that words with an accent at the first mora were easy
for American learners (Ayusawa, 2003; Isomura, 1996; Nishinuma et al,,
1996). For two mora words, it was assumed that the first mora accented
nouns (L. ma.wa, Umiwa) would be scored high, whereas the unaccented
word (ko.RE.WA.) and Odaka accent two-mora nouns (ku.TSU.wa) would
be scored low. The incorrect accents were made to evaluate if American
learners were able to identify unaccented (flat) accents when they were
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Table 1

Nouns Used in the Pretests and the Posttests

177

No. of mora/ 2 morae 3 morae 4 or more morae
Accent patterns
heiban ‘flat’ ko.re.wa LHH wa.ta.shi.wa to.m.da.chi.wa
LHHH LHHHH
(unaccented) ‘this’ T ‘friend’
re.ki.shi.wa
LHHH ‘history’
Atamadaka i.ma.wa HLL go.ze.n.wa HLLL
(head-high) ‘now’ ‘am.
ka.ga.ku.wa
HLLL ‘science’
nakadaka ni.ho.n.wa LHLL se.n.sei.wa
LHHLL
(mid-high) ‘Japan’ ‘teacher’
be.n.go.shi.wa
LHHLL
‘lawyer’
da.iga.ku.seiwa
LHHLLLL
‘college student’
odaka ku.tsu.wa LHL imo.to.wa
‘shoes’ LHHHL
(tail-high) ‘sister’

Note. wa is a nominative particle.

In the posttests, the above not bolded words were replaced with the following

nouns:

2 morae: umi.wa HLL, ‘sea’ (atamadaka), he.ya.wa LHL ‘room’ (odaka),

3 morae: ki.nd.wa LHLL ‘yesterday’ (nakadaka); go.ha.n.wa HLLL ‘meal’
(atamadaka), ko.do.mo.wa LHHH, ‘child’(heiban/unaccented), 4 morae: shu.
ku.da.i.wa LHHHH ‘homework’ (heiban/unaccented), ta.be.mo.no.wa LHHLL ‘food’

(nakadaka).
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pronounced incorrectly with the first mora as high pitch (KO.re.wa and
KU.tsu.wa). Some of the longer mora words were also pronounced with high-
pitch on the first mora (e.g., DA.i.ga.ku.sei.wa, SE.n.seiwa, SHU.ku.da.i.wa).
Regarding unaccented nouns, it is reported that American learners rely on
FO peak location but not FO fall, thus unaccented patterns can be difficult
(Shport, 2016). Considering the tendency, the second mora (FO peak) was
pronounced with high pitch in the words below (wa.TA.shi.wa, ko.DO.mo.wa,
to.MO.da.chi wa) instead of the correct unaccented pattern (e.g., wa.TA.SHIL
WA). The listening section two was conducted after section one. The same
13 nouns were pronounced with a correct accent and an incorrect accent,
repeated twice. The participants chose which version they perceived as the
correct one. Therefore the score ranges from 0 to 13 for both tests.

Accent Pronunciation (Speaking) Test: No-line Condition and With-line
Condition

The speaking test was conducted individually on a different day from the
listening test. The participants were given two cards with the same set of 13
words in two conditions: the no-line condition and the with-line condition.
First, they were asked to pronounce the words with the no-line; then, they
pronounced the same set of words with accent lines. For both conditions,
participants’ utterances were recorded and evaluated by three native
speakers of Japanese who were trained to be Japanese language instructors.
Two of them were from Tokyo, and one was from another region but spent
a couple of years in Tokyo before coming to the U.S. Each word was judged
for the correctness of the accent. When the judges disagreed, though rare,
tended to occur with Nakadaka accent, they listened to the recordings to
reevaluate the correctness by distinguishing the placement of pitch fall.

Evaluation of the Naturalness

Three native Japanese speakers, based on their Tokyo accent, assessed the
naturalness of the accents. After listening to each recording, they gave scores
on the naturalness of accents on a Likert scale from 1 (very unnatural) to 5
(very natural). They were instructed to focus on the speaker’s accent, not
pronunciation, loudness, or length of the sounds. An intra-class correlation
(ICC) coefficient was computed on naturalness evaluation between three
raters separately for each condition. ICC showed a high degree of reliability;
ICC =.92 for the pretest no-line condition, ICC = .92 for the pretest with-line
condition, ICC = .91 for the posttest no-line condition, and ICC = .96 for the
posttest with-line condition.


http://KO.re.wa
http://KU.tsu.wa
http://DA.i.ga.ku.sei.wa
http://SE.n.sei.wa
http://SHU.ku.da.i.wa
http://wa.TA.shi.wa
http://ko.DO.mo.wa
http://to.MO.da
http://wa.TA.SHI.WA
http://wa.TA.SHI.WA

Ochiai 179

Results
Descriptive Statistics

Table 2 shows the averages of correct answers by each word for the
listening tests and accent pronunciation (speaking) tests. This highlights
that the test includes a variety of words from easy to difficult words.

Table 2
Averages of Correct Answers by Each Word at the Posttest: Listening Tests
and Speaking Tests

Listening Listening  Speaking No  Speaking
Section-1 Section-2 line With line

Exp Cont Exp Cont Exp Cont Exp Cont

Words Percentage  Percentage Percentage Percentage
kore wa 96 100 96 91 73 59 69 64
watashi wa 100 91 92 82 54 64 65 64
gozen wa 46 36 100 91 65 77 85 91
sensei wa 54 41 73 91 58 36 58 59
nihon wa 42 36 77 59 46 50 62 82
kutsu wa 15 27 58 68 8 0 15 14
kodomo wa 85 82 92 96 54 46 62 59
shukudai wa 65 59 89 82 39 23 54 55
gohan wa 19 27 92 82 58 77 89 77
umi wa 31 36 89 91 65 82 89 77
kino wa 85 73 65 86 54 59 58 64
tabemono wa 31 55 81 82 58 82 89 91
heya wa 15 23 42 64 8 23 4 23

Note. Exp=experimental group; Cont= control group.

A chi-square test was performed with Bonferroni correction on the
percentage of the correct answers of the listening and speaking tests on
each word between the experimental and the control conditions. None of
the words showed significant difference. For the difficulty of each word, it
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revealed that two-mora Odaka accent words (e.g. ku. TSU.wa, he.YA.wa) were
challenging for American learners of Japanese, which corresponds to the
previous studies reporting that the first mora in two-mora nouns tends to
be pronounced with high-pitch (Isomura, 1996; Ayusawa, 2003). However,
the level of word difficulty did not affect the results of the experimental
manipulation. Therefore, the following analyses were performed on the
mean scores of all words.

Listening Test Section-1: Writing Accent Lines

The first hypothesis was to see whether the experimental group would
improve more than the control group at the posttest on all the tests. A 2
(group: experimental group vs. control group) X 2 (time: pretest vs. posttest)
mixed-model ANOVA was performed to detect the pitch patterns. Descriptive
statistics of the listening test are shown in Table 3. As expected, there was
a significant improvement from the pretest to the posttest, F(1, 47) = 4.06,
p =.050,1%=.080 (for the pretest, M = 6.41, SD = 1.96; for the posttest, M =
6.98, SD = 2.26). However, no difference was found between groups, F(1, 47)
=0.03, p=.875,1?=.001. The interaction was also not significant, F(1,47) =
0.02, p =.902,1?=.000. This indicates that posttest scores improved equally
in both groups; therefore, the first hypothesis was not supported.

Table 3
Descriptive Statistics for Listening Pretest and Posttest for Section 1 and
Section 2

Group 1 Group 2
Section 1 Section 2 Section 1 Section 2
M (SD) M (SD) M (SD) M (SD)
Pretest 6.38 (1.92) 10.65 (1.72) 6.43 (2.04) 10.61 (1.99)
Posttest  6.92 (1.99) 10.46 (1.39) 7.04 (2.60) 10.52 (1.70)

Note. Group 1 = experimental group; Group 2 = control group.
Section 1 = writing accent lines; Section 2 = choosing correct accents.

Listening Test Section-2: Choosing Correct Accents

To examine whether the experimental group performed differently from
the control group in choosing correct accents, a 2 (group: experimental
group vs. control group) X 2 (time: pretest vs. posttest) mixed-model ANOVA
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was conducted. Against the predictions, no main effects and interaction were
significant, ps>.616 (see Table 3). Thus, hypothesis 1 was not supported for
the listening test section 2 as well.

Accent Pronunciation (Speaking) Test: With-line Condition and No-
line Condition

To examine the effects of the accent line, a 2 (group: experimental vs.
control) X 2 (time: pretest vs. posttest) X 2 (line type: no-line vs. with-line)
mixed model ANOVA was performed on the speaking test score, as judged
by native speakers. Even though it was trending towards significance, the
main effect of time was not significant showing the posttest score (M = 7.40
, SD = 1.79) was slightly higher than the pretest score (M = 6.97, SD = 1.74
), F(1,47) = 3.00, p = .088, n? = .062. More importantly, a significant main
effect of the line type was found F(1,47) = 69.44, p < .001, n? = .602. The
score was higher with the accent line (M =8.06, SD = 1.90) than without the
line (M = 6.31, SD = 1.51). The main effect of the group was not significant,
F(1,47) = 1.30, p =.260, n? =.028. The main effects of time and line type
were qualified by a two-way interaction of time and line, F(1,47) = 6.88, p =
.012,1%=.130 (see Table 4 for descriptive statistics). Post-hoc tests with the
Sidak correction showed that the no-line condition improved tremendously
from the pretest to the posttest, p =.001 while the with-line condition did
not show an improvement, p =.772.

Table 4
Descriptive Statistics for Speaking Pretest and Posttest for No-line and
With-line Condition

Group 1 Group 2
No-line With-line No-line With-line
M (SD) M (SD) M (SD) M (SD)
Pretest 5.35(1.6) 7.85 (2.36) 6.41 (1.99) 8.41 (2.04)

Posttest  6.65(1.62)  7.96(2.29)  6.95(1.76)  8.09 (2.31)

Note. Groupl=experimental group; Group 2=control group.
No-line=the no-line condition; With-line=the with-line condition.

The means of the experimental group in the no-line condition displayed
a large difference between the pretest and the posttest, compared to that of
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the control group. One of the aims of the study was to examine a difference
between the experimental and control conditions, and thus a post-hoc
analysis was done for each condition although a three-way interaction did
not show a significant difference (see Figure 1).

Figure 1
Scores of Accent Pronunciation (Speaking) Tests of Each Group
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As shown in the graph, the experimental group in the no-line condition
showed a sizeable improvement from the pretest to the posttest, with a
significant difference only for the experimental group, p =.001, but not for
the control group, p =.162. It shows that the first hypothesis regarding the
accent pronunciation was supported for the no-line condition.

Evaluation of the Naturalness

In determining how native speakers of Japanese judged the accents
produced by the participants, a 2 (group: experimental vs. control) X 2 (time:
pretestvs. posttest) X 2 (line type: no-line vs. with-line) mixed-model ANOVA
was performed on the naturalness of the accent. The result showed that all
the main effects and interactions were significant, although the means were
higher for the control group on both the pretest and the posttest. The main
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effect of time was significant at F(1,46) = 33.77, p < .001,n? = .423 (Mpremt =
4,55, Smem =0.14; Mpmsf 4.41, Smem= 0.23). The line’s effect (no-line vs.
with-line) was also significant at F(1,46) = 59.44,p < .001,n*=.564 (M
=4.42,5p . =017;M . . =4.54,5D .. =0.19). Asignificantdifference
was also found between groups F(1,46) = 4.11, p =.048,1?=.082 (Mexpm.menml
=4.44,5D, . inoni=0-18; M, =4.53,5D =0.14).

The results indicate that a two-way interaction of group and time was
also significant at F(1,46) = 8.05, p =.007, n? =.149. To assess in further
detail, a post-hoc test with the Sidak correction was performed, and each
group had significant differences between the pretest and the posttest: the
experimental group, p < .001, and the control group, p = .049. The mean
difference of the experimental group was larger between the pretest and the
posttest (M difference = 0.19) than the control group (M difference = 0.07)
(see Figure 2), thus, the first hypothesis was supported for the evaluation
of naturalness. It may suggest that the training contributed to greater

improvement in the experimental group.

Figure 2
Means of Naturalness of Pretest and Posttest
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Correlations: Relationship between Listening and Accent
Pronunciation

Hypothesis two was made to investigate whether perception, or
distinguishing the pitch patterns, would be related to production, or
proper accent pronunciation. To test how perception affected production,
Pearson correlation coefficients were computed to assess the relationship
between listening tests and accent pronunciation tests. Positive correlations
were found on the pretest and the posttest, except on the pretest accent
pronunciation and the posttest listening (see Table 5 and Table 6).

Table 5
Descriptive Statistics of Speaking and Naturalness
Pretest Posttest
Groupl Group?2 Groupl Group?2

No- With- No- With- No- With- No- With-

Line Line Line Line Line Line Line Line
M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) M(SD)

Speaking 5.35 7.85 6.41 8.41 6.65 7.96 6.95 8.09
(1.6) (2.36) (1.99) (2.04) (1.62) (2.29) (1.76) (2.31)

Naturalness  4.28 4.41 4.43 4.57 4.47 4.59 4.52 4.62
(0.25) (0.27) (0.19) (0.18) (0.13) (0.18) (0.14) (0.18)

Note. Groupl=experimental group; Group 2=control group.
No-line=the no-line condition; With-line=the with-line condition.
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Table 6
Correlation: Listening, Accent Pronunciation, and Naturalness for Both
Groups

2 3 4 5 6

1. Listening 59 32% S50** .35* A49**
Pretest

2. Listening - 21 48** 12 A45%*
Posttest

3. Speaking - S57** .86** 61%*
Pretest

4. Speaking - .64 97
Posttest

5. Naturalness - 70%*
Pretest

6. Naturalness -

Posttest

Note. Listening tests include both sections 1 and 2.

Accent pronunciation (speaking) and naturalness include both no-line condition and
with-line condition.

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).

These results showed the listening pretest correlated positively with all
variables; rs > .32, ps < .028., which confirmed the second hypothesis. The
speaking pretest correlated positively with the speaking posttest; r=.57, p <
.001. However, no correlation was found between the speaking pretest and
the listening posttest; r = .21, p = .147. The results suggested the listening
pretest might relate to accent pronunciation but the speaking pretest might
have no relation to listening. The results implied that listening ability on
accents might lead to high scores on both perception and production while
speaking ability might not aid perception.
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Discussion
Perceptual Training, Accent Pronunciation, and the Naturalness

The main purpose of this study was to examine whether the self-directed
perception training with accent-lined vocabulary lists would improve
perception and production of pitch accents. Although both groups improved
their perception overall, the treatment effect was not found in the listening
sections. Looking at each section, both groups outperformed at the posttestin
section one (writing accent lines; M = 6.98), but no significant improvement
was found for section two (choosing correct accents; M = 10.49). The result
suggests that the participants were able to distinguish what was correct or
incorrect; however, detecting an exact location of pitch fall was a much more
intricate task. Non-significant results of section two could be due to a ceiling
effect because the mean score was 10.49 out of 13.

In general, however, the accent pronunciation test showed that the accent
line was a useful device to produce more accurate pronunciation as both
groups outperformed in the with-line conditions. In the no-line condition, a
significant difference was found only for the experimental group, which can
be interpreted to mean that this group learned pitch patterns through the
treatment, leading them to acquire and produce more accurate pitch accents.
In contrast, the with-line condition did not improve much in the posttest,
which might be just a matter of course that participants could produce
accurate accents at both tests if they knew how to read the visualized pitch
accents with lines. From the result, it can be inferred that the accent line itself
will guide learners to produce more accurate accent without training, but
adding perception training will strengthen their proper accent pronunciation.

As for naturalness, the results showed that both groups scored higher
on the posttest, but the mean difference of the experimental group was
larger, which indicates that the experimental group improved their accent
considerably. Furthermore, speaking at the pre- and posttest showed strong
correlations with naturalness, which indicated the accuracy of the pitch
attributes to the naturalness of accent, confirming previous studies (e.g.,
Tsurutani, 2011) that implied inaccurate accent could cause unnaturalness
in their production. It can be more theoretically explained by Saito and
Plonsky (2019) that specific suprasegmental instructions can improve global
L2 pronunciation proficiency. It was reported that the phonological qualities
attributed to human ratings of the global L2 pronunciation proficiency
(i.e., comprehensibility, accentedness, perceived fluency). Improvement in
naturalness might be the result of improving one or more qualities of L2
pronunciation proficiency.
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Relationship Between Perception and Production of Accent

The listening pretest indicated a strong correlation with production and
naturalness at the posttests. The result of the correlation leads us to assume
that a word will be pronounced properly if one can listen to the accent.
Interestingly, positive correlations were not found between the speaking
pretest and the listening posttest. In other words, the ability to pronounce
accent does not guarantee high listening ability later, whereas the listening
ability could be related to the ability to pronounce accurately in a future
task. Accordingly, prioritizing listening training in instruction is indeed
effective in enhancing L2 pronunciation proficiency.

Did learners improve their pitch accent because of the perception training
or from a different factor? A possible cause is the positive effects of accent
research itself where the participants might become more attentive to
their accents by being involved in accent research. Kennedy et al. (2014)
note that learners’ reflection and pronunciation awareness have a strong
link, which enables learners to evaluate what affects their understanding
of pronunciation and their production (p. 92). It calls for additional work to
investigate learners’ awareness of pitch accent as well as their motivation to
improve prosody.

Pedagogical Implications

Incorporating perception and production training with explicitinstruction
can be effective and constructive, as both perception and production may
correlate with relate each other (Lee et al.,, 2020). Recasting or speaking
practices provide opportunities for learners to test their knowledge and
to produce sounds, which may enhance procedural knowledge and lead
to automatization. As Saito and Plonsky (2019) noted, “what is crucial for
teachers and learners and what instructed SLA research is mainly concerned
with—the extent to which L2 learners have automatized controlled
knowledge resulting from instruction” (p. 667).

Although corrective feedback generally improves L2 learning, Saito
and Wu's study (2014) suggested that form-focused instruction, without
corrective feedback, might be a sufficient initial prompt to stimulate
learners’ attention from meaning to sound learning and may generate access
to a new sound category in L2 (p. 674). Due to the limited time in class,
L2 speech development can be promoted with a combination of explicit
instruction in class, with consciousness-raising activities and autonomous
activities outside the classroom. Carlet and de Souza (2018) suggested
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that these outside activities could include L1-L2 comparison tasks and a
phonological self-awareness questionnaire to increase learners’ awareness
about phonology which would be effective in motivating L2 pronunciation
learning.

It was reported that pronunciation strategies affected comprehensibility
while language aptitude correlated to pronunciation accuracy (Smemoe &
Haslam, 2013); thus, a combination of strategies and consciousness-raising
activities, which enhance accuracy, may magnify learning effects. A self-
monitoring strategy for acquiring pronunciation creates positive effects
such as building a standard of accurate pronunciation, monitoring one’s
own output, and practicing independently (Ogawara, 1997). Intonation
instruction raises both learners’ awareness and confidence, leading them
to tackle further training; learners would perceive the necessary effort as
valuable and worthwhile (Ramirez Verdugo, 2006, as cited in Kennedy et
al,, 2014).

Creating systematic instruction is essential to equip teachers to tackle
accents with confidence (Hirano, 2014). Various methods and devices of
accent learning have been introduced, such as phrasing by Nakagawa and
Nakamura (2010) and shadowing technique by Toda et al. (2012). Recent
widespread technology also enables us to use advanced digital resources. A
computer-assisted language learning has shown pedagogical effectiveness;
it can provide feedback based on an automatic analysis of the learner’s
utterance (e.g., Short et al, 2013). A Japanese accent database, On-line
Japanese Accent Dictionary, provides various useful tools and functions:
visual aids for accent patterns (high/low) for nouns, adjectives and verbs;
intonation patterns of sentences, and speech synthesis; and text-to-
speech technologies which generate spoken sounds and sentences from
written texts (Minematsu et al., 2017). These technology-based tools are
beneficial for both language educators and learners but, most importantly,
help learners to be autonomous and self-directed. Considering individual
variables such as language aptitude, learning goals, and preferred learning
styles, various instructional methods should be introduced so that each
learner can optimize their learning, and, important to this study, to improve
accent pronunciation.

Limitations and Future Directions

Although careful instructions were given before and during the study,
because of the classroom-based nature of this study, some conditions
were not fully controlled. Future studies should thus control the usage of
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accented-line vocabulary lists and listening homework, and interaction
between two groups. Second, the number of tested items was fairly small,
and the selection of the tested words might not be representative. The
choices of words were limited due to the data collection involving beginner-
level participants, and under constrain, voiceless vowels and special mora
were included. The averages of these words were relatively low; however,
there are no significant differences between the experimental group and the
control group. Thus, it can be assumed that the word did not affect the data
analysis. Another issue was the number of mora, which was not equal in the
pretest and the posttest. The posttest of this study includes more 2 and 3
mora words than the pretest. Although the results do not show the effects
of the different numbers of mora words, the same number of different
mora words should be included in each accent pattern. Future studies
should contain more items with a careful selection of words to enhance
the validity and to research the acquisition of pitch patterns further. Third,
the results would be more reliable if each section of the listening test was
conducted on a different day to avoid a possible practice effect. However,
the test sequence equally affected both experimental and control groups,
thus the test sequence might not have influenced the interpretation of the
experimental effect. Fourth, the study was only conducted with specific
and controlled tasks at the single-word level. As Saito and Plonsky (2019)
pointed out, more varieties, such as both specific and global constructs and
controlled and spontaneous tasks in different speaking contexts, should be
incorporated to evaluate the effectiveness of instruction. The assessment
for future studies should be conducted with multiple measures including
both subjective and objective measures, or acoustic. Lastly, although this
study only tested learned words because the focus was on acquiring correct
accents of lexically known words, future studies should include novel
items to evaluate if the positive effects will be transferred to new stimuli.
Additionally, a delayed posttest should be performed in future studies so
that the result can be generalized as a possible long-term effect.

Conclusion

This study provides evidence for the positive effects of perception training.
Furthermore, the results indicated that the perception training and the
presence of accent lines or visual devices were indeed effective. Thus, these
are suggested to be incorporated in prosody instructions from the start.
Incorporating prosody instruction from the beginner courses may optimize
L2 learning as the perception-production link is relatively stronger than in
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the later phrase (Saito & Van Poeteren, 2018). Further studies are necessary
to improve the usage of visual devices and the implementation of perception
training to reap its benefits. The timing as well as the quality and quantity
of accent instruction should be taken into consideration when applying it to
classroom instruction.

Notes

1. One female participant in the control group participated only in the
listening test due to illness, thus the data of the accent pronunciation
test did not include this participant.

Kaoru Ochiai is a Croft Instructional Associate Professor of Japanese at
The University of Mississippi. Her professional interests include teaching
methodologies and comparative cultural studies of the United States and
Japan. Her future research will focus on socio-cultural aspects of language
learning.
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Expositions

Ignore at Your Peril: Paradigm Choice in
Applied Linguistics

Albert Weideman
University of the Free State

There are 3 issues that applied linguistics as a discipline fails to attend to adequately.
They are (1) the direction that work in applied linguistics should take; (2) which
paradigm or paradigms to utilise for getting that work done; and (3) how to
conceptualise the basic concepts and ideas operative in the field. To examine the first,
one needs a definition of applied linguistics that appears likely to ensure success in
taking the discipline in a desired direction. To handle the second issue, one must know
which paradigm would best fit the work envisaged. The engagement with both these
issues will already make it obvious that one needs to engage with the philosophy
and the history of the discipline. The third neglected issue further emphasises that
conclusion: We need a theory of applied linguistics that does justice to the basic
notions of the field while being sensitive to how the concepts and ideas it utilizes
have emerged in its history. If these are ignored, we may become victims instead
of users of paradigms. Paradigm contestation can then become institutionalised
as paradigm conflict, with deleterious professional effects. If we attend to them, it
will allow us to work more responsibly, deliberately and productively. This paper
takes a particular view of applied linguistics which attempts to honour its history,
proposing a theory of applied linguistics which is non-reductionist, and which offers
a framework to assess the relative merits of diverse paradigmatic claims, and so
bring transparency and wholesomeness to our work. The paper gives examples of
how such insight can be used productively, and enhance the theoretical defensibility
of what we tackle in applied linguistics.
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Where Our Work Begins ... And May End

Imagine an applied linguistics task which aims to minimise drudgery,
bring hope, ensure respect and gain a good reputation as a trustworthy
plan. We may be talking here of a language course that effectively uses the
time needed to complete it, or a language policy that aims to enable clear
language use, or alanguage test that has proved its mettle over time by giving
accurate and fair measurements of language ability. All of these language
interventions would have been designed to achieve this goal, and that
would have set the direction of the design work. Thus our work as applied
linguists begins: with the goal to alleviate misery related to language loss or
absence, to treat users fairly by considering impact, or generally to benefit
the recipients at the receiving end of these designed interventions.

Such socially appropriate direction-setting goals were not always part
of applied linguistic endeavours. If we look back in history, we may find
that at the outset finding the most efficient way of teaching and learning
another language was the dominant goal for language courses. In the case of
language assessment, the emphasis might previously have been exclusively
on the reliability and validity of the language test we have created, again
with not much concern for the social impact of the measurement. In respect
of the adoption of an institutional language policy, the goal might even have
been a less admirable one: appeasing political powers, instead of facilitating
productive language use within an organization.
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Thus, the direction that the design of applied linguistic interventions
takes varies historically. Applied linguistics changes its direction over time.
As we advance, we may add further conditions and principles that apply
to our designed interventions to solve (usually) large-scale, pervasive and
apparently intractable language problems.

Whether we are at the beginning of our careers as professional applied
linguists, or already mid-career or mature professionals, the question of
what conditions and principles characterise our work matters. When we
ignore this, we either get caught up in the institutionalized power of the
paradigm we have been taught in, or, should we realize that, blithely accept
victimhood. In that case we may still find ourselves employed productively,
even as we unreflectively continue along a professional path that might
otherwise have been enriched by greater theoretical awareness and
openness to alternatives.

Disciplinary Theory and History in Applied Linguistics

When a discipline changes over time, it has a traceable history, even
when that history is as short as that of applied linguistics (De Bot, 2015;
Weideman, 2017a, 2024). Such change means that it is likely to harbour
a diversity of definitions of itself. At the same time, it may be reluctant to
consider those definitions and the effects they may have on work in the field.
There could be many reasons for this, but the one that [ wish to foreground in
this paper implies that we should not judge such reluctance among applied
linguists (or those in any other field) too harshly. Defining a discipline is
itself not a disciplinary issue. A discipline cannot define itself. Taking
applied linguistics as an example, we note that its tools and instruments -
its methodologies - are conventionally geared toward solving issues related
to language problems in society. How those solutions are devised, in the
formulation of language policies, in the design of language curricula and
courses, and in developing language tests and assessments, illustrates the
workings of the discipline, but is unhelpful in defining it. Such endeavours
may thus illustrate what is happening, without attempting to define what is
being demonstrated. The work presupposes and implies a definition, rather
than articulates and concisely expresses what it entails.

That kind of reluctance is not limited to finding a satisfactory definition
of applied linguistics. The quest for a clear definition of applied linguistics
reveals that there are actually three interrelated issues that applied
linguistics as a discipline fails to attend to adequately. They are:
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(1) the direction that work in applied linguistics should take, as we noted
in the introduction above;

(2) which paradigm or paradigms to utilize for getting that work done;
and

(3) how to conceptualize the basic concepts and ideas operative in the
field.

The issues are intertwined. Considering the first two, it should be obvious
that knowing which direction is going to guide disciplinary work will be
closely related to the choice of paradigm adopted by the applied linguist.
With that, one has landed squarely in the realm not of applied linguistics,
but in the philosophy or theory that supports it, and its disciplinary history.
The third issue, of how we conceptualise the fundamental concepts and
ideas of applied linguistics, emphasizes that conclusion still further: we are
in the domain of theory about what it is, and have yet to begin employing
the theory.

As we noted above, if we are historically aware, we would at the same time
have to acknowledge that concepts and ideas used within a discipline emerge
and change over time. To give one practical example: in the last twenty
years, in the subfield of applied linguistics which is language testing, the
notion of language assessment literacy has been discussed and scrutinized
thoroughly (Taylor, 2009, 2013; Fulcher, 2012; Inbar-Lourie, 2017). Broadly,
this kind of literacy entails the degree of knowledge of principles, practices
and policies of language assessment that users of language tests possess.
In the discussion that has since developed about this, the fundamental
applied linguistic ideas of ‘transparency’, ‘accessibility’, ‘communication’,
‘accountability’ and ‘impact’ figure much more prominently in later reviews
than the applied linguistic concepts like reliability, validity, and construct
that were employed earlier. Our concepts have developed over time, to
consider not only what appear to be empirically demonstrable concepts like
reliability and validity, but now embrace the cultural, social, political and
ethical dimensions of language testing (Weideman, 2017b; McNamara &
Roever, 2006). The latter may be harder to quantify.

The argument of this paper will be that it is more than worthwhile not to
neglect these issues, but rather to tackle them historically and systematically
(which I shall use as a synonym for treating as theory, as philosophy or as
fundamental analysis).
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Paradigm Diversity in Applied Linguistics

Let me tackle the first two issues together. First, if applied linguistics has
a history, we could examine how it has evolved. Should we find a variety
of paradigms operative in its history, there are a number of conclusions
to be made. Second, if there is variation in paradigm, that is likely to be an
indication of non-neutrality, of potential bias, and of limitations in theoretical
perspective, and that would have an influence on how the discipline is
defined.

Since Kuhn (1962) alerted the scientific community to the existence of
paradigms and paradigm shift, it has been impossible to think of science
as a purely impartial, neutral endeavour. Positivist assurances that science
was indeed so were overtaken by counter arguments in the work of Popper
and others. As Strauss (2004) points out, Popper’s proposal for a critical
rationalism acknowledges that the belief in rationality, which lies at the
basis of positivism, is itself not rational. Soon, paradigmatic diversity was
not only recognized, but celebrated, as in Feyerabend’s (1978) exhortations
to embrace multiplicity in this respect: “Proliferation of theories is beneficial
for science, while uniformity impairs critical power” (p. 24).

The diversity in applied linguistic paradigmsis evident in the philosophical
chasm that separates modernist and postmodernist approaches in applied
linguistics, a rift that Cook (2015) has described as insurmountable:

Across the supposedly unified field of applied linguistics, there
is ... an unbridgeable divide ... between those who maintain a
broadly rationalist, modernist, structuralist enlightenment
approach to knowledge, and those who have rejected such a
stance in favour of a post-modernist post-structuralist approach
... These two directions are logically incompatible ... (p. 429)

Though this is a very broad distinction, one may refine it further by
identifying a number of styles of working in the discipline that align with
these two apparent extremes. Early applied linguistics had a linguistic
and psychological pre-occupation, justifying its language teaching designs
with reference to those fields in order to boost the theoretical credentials
of its solutions (Fries, 1945; Lado, 1964). Its essentially structuralist
and behaviourist views of language and learning were replaced with an
interactionist, communicative view of language (Habermas, 1970; Hymes,
1971; Halliday, 1978). This leaned on perspectives on functional language
use in discourse, which became the theoretical defences of approaches
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to language instruction like communicative language teaching (Paulston,
1974; Wilkins, 1975, 1976; Munby, 1978; Littlewood, 1981, 2014) and its
later offshoots (Krashen & Terrell, 1983; Littlewood, 2004; Skehan, 2003;
Wesche & Skehan, 2002) or alternatives (Roberts, 1986; Stevick, 1980).
Three further styles influencing applied linguistic designs then emerged in
quick succession: a realisation that our use of scientific theories to justify
solutions was indeed multidisciplinary (embodied in the work of van Els
et al,, 1984), followed by justifications related to a renewed interest in the
acquisition of an additional language, and then to constructivist explanations
of language learning.

In the last thirty or more years, postmodernist approaches have been
pitted against those related to complexity theory, as sixth and seventh
possible styles of doing applied linguistics. Both of the latter display a
dizzying variety within themselves. Postmodernism remains characterised
essentially by its attention to a multiplicity of perspectives on how political
issues are reflected in language arrangements (Pennycook, 2004; Weideman,
2003) veering also into poststructuralist (McNamara, 2008, 2012) and
posthumanist directions (Pennycook, 2018). Complex systems theory may
take inspiration from either the natural sciences (West, 2017), or from
realist social perspectives (Bouchard, 2021), and be variously termed
complex systems theory, complex dynamic systems theory, or complex
adaptive systems theory or CAST (Larsen-Freeman & Cameron, 2008; for
discussions, see Weideman, 2009, 2015).

Despite the split between modernism and postmodernism, however, one
notices continuities among, for example, postmodernist emphases on a
plurality of perspectives and earlier calls for multidisciplinary inputs. Another
example of where potentially contradictory methods are technically unified
can be found in the continuity in emphasis on the four ‘skills’ (listening,
speaking, reading, writing) in the audio-lingual method (e.g., Wakeman, 1967).
That method brings together the emphases in two earlier language teaching
methods, the grammar translation method (which focussed on reading and
writing) and the direct method (which stressed listening and speaking). There
are many examples of links between apparently opposing and incompatible
styles of work in applied linguistics, enough to warn the practising applied
linguist to be mindful and deliberate in choosing a paradigm or disciplinary
style to work in. Since the variations in applied linguistic paradigms endure
and not only succeed others, they may continue to co-exist. Thus, theoretically
justifying the design of solutions with reference to an eclectic collection of
them can amount to a complicated scholarly navigation. The integrity of our
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work is at stake if we mix and collate without deliberation, as we may adopt
solutions that are essentially contradictory. There are sufficient examples of
how such conflicts have worked their way into designs to the detriment of
learners (Weideman, 2002).

The variety of paradigms evident in this broad-brush characterisation
of the history of the field of course results in various definitions of applied
linguistics. With regard to their potential institutional intermingling
referred to in the previous paragraph, [ should caution that the statement
at the beginning that we do not pay adequate attention to the definition of
our field should be qualified. It does not mean that no attention has been
given to defining applied linguistics. That this is so, is evident in the regular
discussions of such definitions over time (e.g., Corder, 1972; Kaplan, 19803,
1980b; Malmberg, 1967; Marckwardt, 1965; McNamara, 2008, 2015;
Paltridge, 2014; Pennycook, 2004; Rajagopalan, 2004; Weideman 2007).
The broadest definitions of the field use ‘language’ and the problematisation
of social issues as characteristics. There are several arguments about that
being problematic, which I shall not repeat here (see Weideman, 2017 for a
more complete discussion). One of the unintended effects is to accommodate
clearly linguistic subdisciplines related to sociological studies or even
the sociology of language under the label of “applied linguistics”. In view
of the analysis thus far, the critical question here is then: what are these
investigations to be used for? Are their results to be employed (‘applied’) in
any way? In that case, the research will be slanted towards yielding a solution
to the language problem which is to be addressed. It will be research, but not
only to gain a theoretical understanding of a phenomenon, or to bolster or
reject some theoretical insight. I shall argue in what follows that the kind of
academic investigation that is aimed at imagining and devising a solution to
a problem is different in kind from ‘pure’ theory. In contemporary popular
terms, applied linguistics is more concerned with solving a problem than
figuring out a theoretical puzzle. With this, we have progressed towards
addressing the third issue flagged above: how do we form concepts in applied
linguistics? If we accept, as many do, that applied linguistics can be informed
by a multiplicity of theoretical sources from a variety of source disciplines,
do we form concepts in terms of those original, source disciplines, or is there
from the outset another angle from which we take our cue?

Angle of Approach: Modally Identified

To answer the question of how concepts and ideas are formed in applied
linguistics, we should be clear, first, about what the analytical angle of
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approach is from which we shall be pursuing such concept formation. This
is a condition that needs unpacking.

Theoryformationischaracterized by analysis orabstraction (Strauss, 2009,
pp. 14-15), in that we engage in the acts of identifying and distinguishing.
We lift out certain things - abstract them - and disregard others. In applied
linguistics, we can perhaps start by distinguishing between the various
types of designed interventions, as objects potentially worthy of theoretical
examination. The three main types of applied linguistic artefacts (there are
others, which we are disregarding for the moment) are language policies,
language courses and language tests. Similarly, we can choose to examine
not only these objects, but also the subjective processes or events in which
they are used. Such processes may include language use, enablement and
facilitation within social institutions in the case of policies; in the case of
courses, language instruction in live or virtual classrooms or the process of
language learning; and language testing events and their social impact. Or
we might choose to consider in our research the state or condition in which
language presents itself: a complicated multilingual environment within a
single institution that needs regulation; a problematically large classroom
population; or distinctly heterogeneous levels of ability within the same
group of language learners.

All of these applied linguistic objects (policies, courses, tests) and
subjective processes, events, relationships or states are distinguishable, and
hence worthy of scholarly attention. Yet we can take the level of abstraction
still further, from concrete artefact, process, event or state, to ask what the
modality of our engagement with them is. That presupposes that in addition
to a realm of concrete objective or subjective entities or relations, there is
also a modal dimension to our experiential horizon. When we abstract at the
level of the modal structure of our experience, we ask the question: What is
the nature of our involvement with these concrete entities and eventualities?
Which modality best captures the type of engagement?

The particular answer [ have given to this rests on the observation that
the history of applied linguistics indicates that our involvement is one of
designing a language intervention. That places ‘design’ at the heart of our
engagement with the pervasive or recalcitrant language problem, and
the further conclusion is that something characterized by ‘design’ - an
involvement, in the present case - can be termed ‘technical’. There may be
other, alternative terms, but ‘technical’ has over time for me become the
best term for that mode of engagement. It is intended neither in the sense of
meaning ‘complicated’, nor in that of “not always intelligible to a lay person/
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the uninitiated”, but rather to express a mode of being that is characterized
by shaping, planning, influencing, arranging, facilitating, devising or
designing. The technical modality of our experience is one that has ‘design’
asits nuclear, defining moment. The answer to the question about the nature
of our involvement, the angle of approach to devising solutions to language
problems, is: it is a technically stamped endeavour.

We are now in a position to demonstrate how taking this route of
theoretical abstraction assists our concept formation in applied linguistics.
It has helped us to identify the characteristic modality of applied linguistic
endeavours, and can now assist us in conceptualizing the fundamental
principles and requirements for designing those artefacts to manage the
language events, processes or states we encounter in our work.

From Abstraction to Condition: Putting Theory into Practice

All of the conditions for the design of applied linguistic interventions
that we have mentioned in passing so far are identified requirements for
designing these interventions responsibly. I use the term ‘responsible’
rather than one that perhaps more conventionally describes what [ mean,
viz. responsive. [ do that because [ want to add a normative dimension. In
applied linguistics, we indeed subjectively respond to norms for the design
of interventions. In that case, we are not merely responsive to, say, factual
language needs or concrete, urgent language conflicts and dilemmas, but
we also do so with deliberation, recognizing that we are responding to
technical norms. If we say that a language test must be reliable and valid, we
are setting normative requirements that we should respond to in making
that test, and which the eventual test must satisfy. The kind of reliability
and validity we are referring to is a technical one: we need to design the test
so that it measures in a technically consistent way, and is effective (‘valid’)
in yielding a measurement. Technical reliability and validity are norms that
we respond to; if our response is adequate, we are giving shape responsibly
to those fundamental requirements or design principles. Phrased another
way: we are practically applying principles by designing in conformance
to them. Also in passing, we have mentioned design conditions (which
we now may treat as technical norms) like ‘transparency’, ‘accessibility’,
‘communication’, ‘accountability’ and ‘impact, as well as the technical unity
that can be achieved, as we have noted, by bringing together not pairs of two
‘skills’ at a time, as in some traditional methods, but all four of them in one
teaching method.
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Where do these norms derive from? What makes it possible to conceive
of technical unity as a design principle, or seeking technical transparency in
our articulation of our designs, or becoming accountable for the language
policies we have developed? Where lies the conceptual basis for our
examination of the technical impact of the intervention?

The answer has been suggested above: Our technically qualified work
in applied linguistics links with other modalities or dimensions of our
experience, with social, political, ethical and, in the case of the condition of
technical unity, with the numerical mode. This is so because, if we are serious
about avoiding the reductionist premises of modernism, we shall veer away
theoretically from promoting the single mode of experience that we have
identified as our angle of approach to an absolute, promoting it to the key
that will explain everything. Everything is not feeling, nor is it an unbroken
chain of cause and effect, or history (and therefore relative). Neither are
beauty, justice, power, or science the be all and end all of everything. Applied
to this case: the technical modality which we have indeed singled out as
our angle of conceptual approach is related to all other dimensions of our
experience. The first set of these other dimensions include the numerical
mode, the spatial, the kinematic, the physical, the organic, the sensitive, and
the analytical. From the relations of these with the technical we may derive, in
sequence, the concepts of technical unity (echoing the numerical), technical
range (referring to the spatial), technical consistency (the link with the
kinematic), technical effect (a physical analogy), technical differentiation (an
organic analogy), technical appeal (arising from the link with the sensitive
aspect) and technical-theoretical defensibility (or what is sometimes called
“construct validity” with reference to the theory supporting the design).

Each of these analogical technical concepts yields a particular set of design
principles, which we have to comply with. An applied linguistic intervention
is responsibly designed if it can be shown to possess a good measure of
technical homogeneity, covers a limited range, is reliable, adequate (‘valid’)
and differentiated, and furthermore has both technical appeal for its users
and can be theoretically defended with reference to current or plausible
theory.

Design Principles: From Building Blocks to Lodestars

The relations between the technical modality and the others discussed
in the previous section yielded what may be termed constitutive principles
for the design of language interventions. The links of the technical aspect
with the remaining functions or modes may be conceived of as technical
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ideas, comprising a complementary set of analogical notions. These modes,
which are analogically reflected in the technical, are the lingual aspect, the
social, the economic, the aesthetic, the juridical, the ethical and the sphere
of belief or certainty. Technical ideas are approximating concepts, somewhat
harder to define, and thus more open to contestation than those in the first
set. There cannot be much argument about the technical reliability of a test,
for example, if a statistical analysis of its consistency has been done, and
expressed quantitatively in the form of an index such as Cronbach’s alpha
(coefficient alpha) as 0.93. But, though we should still do it, we might not
as easily be able to demonstrate whether the test results are interpretable
and meaningful. The latter idea, of technical meaningfulness, gives rise to a
design norm emanating from the analogical link between the technical and
the lingual mode of expression. Compared to the former concept of technical
consistency, however, it is a guiding, regulative principle or lodestar, rather
than a constitutive one that is an essential building block.

In the same way, the analogical idea linking the technical modality to
the social mode may yield the design norm of technical appropriateness.
Taking an example from language testing again, we may seek to demonstrate
a fit between language abilities of the social group taking the test and the
difficulty of the items making up the test, to ensure that the measurement is
appropriate. An intervention must also be technically frugal, and the many
new ways now emerging of how we might employ applications of machine
learning (AI) to save design and instruction time are an indication of how we
can conform to a design norm linking the technical and economic modalities.
When we link the technical and the aesthetic, we meet the requirement of
harmonising the various language interventions operative in an institution.
Organisational language polices must be aligned with language assessments
and language courses within a university or school, for example. In becoming
accountable for our designs, we are able to do so because there is a link
between the technical and the juridical. When we design a test that treats
test takers fairly, we have ethical connections with the technical in mind.
And finally, the reward for developing and maintaining quality language
interventions over time (a goal of all the major publishing houses that offer
language courses, and of every commercial test maker) is that of building a
technical reputation. With that, the technical idea linking our designs with
the sphere of belief and certainty becomes prominent.

The design principles discussed in this section function not as building
blocks for design, as those constitutive concepts analysed in the previous
section, but rather as lodestars. They are regulative technical ideas that
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deepen and enhance the meaning of our designs. They strive to fulfil the
goal mentioned at the beginning: to design solutions to language problems
that benefit the recipients, restore their dignity by offering wholesome and
accessible solutions, and, in being both academically and publicly accounted
for, contribute to the transparency of our interventions. They should on these
grounds be publicly justifiable solutions. To design language interventions
to solve stubborn language problems with reference to principles is done
not for the sake of theory, but for the benefit of those affected by the
interventions. I believe that there can be little argument about this. It is
embodied in the goal of responsibly designing language interventions.

Momentarily Suspending Objections

It is appropriate to end with a remark about the usefulness of theory.
Adopting this framework means acknowledging that our experience
contains a modal horizon, which in turn enables us to utilize the variety of
distinguishable modes of experience - the numerical, the spatial, the organic,
the technical, the aesthetic, the juridical, the ethical, and so on - not only as
ways or modes of being, but also as modes of theoretical explanation. This
reflection has focussed specifically on how the technical mode of experience
can be employed to form applied linguistic concepts and ideas that explain
the fundamentals of the discipline. These fundamentals, discussed in the
previous two sections, have been identified as constitutive and regulative
technical concepts and ideas.

The framework presented is neither incontestable nor final. Yet, despite its
provisionality, [ request my co-discussants in this debate to hear it out, and
clarify, before dismissing the issues raised as unimportant. The perspective
on applied linguistics outlined above may well give rise to objections. One is
that such a highly focussed view may exclude many traditional perspectives
on what applied linguistics is and what it should do. The robustness and
richness of the framework briefly outlined above should set objections of
exclusion aside. The claim is simply: if we seriously examine all work done
under the disciplinary label of applied linguistics, there is not much that will
conceptually escape the reach of the seven constitutive analogical technical
concepts mentioned above, or theoretically evade the seven regulative
ideas discussed in the previous section. In fact, one of the main current
uses of this theory of applied linguistics is that it enables one to evaluate
the paradigmatically inspired variety of emphases of different theoretical
starting points. What is missed by one, may be complemented by what is
being achieved in adopting another. CAST is a good illustration of this, and is
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evaluated accordingly in terms of this theoretical framework: it contributes
greatly to our understanding of technical life, development and emergent
organisation. In taking this approach, the theory proposed here mediates
between potentially contradictory and conflicting paradigms. It provides a
platform for communication rather than paradigm conflict.

The framework, in my experience, is robust and adaptable, quite
useful in evaluating the merits of an applied linguistic design, and wholly
implementable. At the same time it is open to challenge. Its theoretical
lacunae need to be identified and dealt with.

To meet that challenge, | hope to have stimulated here the beginning of a
debate that is worth maintaining. We need to attend on a sustained basis to
the issues of where we want applied linguistics to go. We need to continue
to enhance our awareness of paradigm variation and also what choosing to
work within a paradigm means to us, professionally. Finally, we should take
the development of a theory of applied linguistics (Weideman, 2024) much
more seriously. That is a professional demand for applied linguists, and for
that we need scholarly discussion.
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Challenging Native-Speakerism:
Embracing the Intelligibility Principle
in Pronunciation and Spoken Language
Instruction

John Levis
lowa State University

In 2005, I coined the terms “Intelligibility Principle” and “Nativeness Principle” to
describe 2 approaches to pronunciation teaching and learning. The Intelligibility
Principle has since become the dominant way to describe how priorities should be
set for pronunciation teaching, whether certain errors are worth the use of precious
classroom time, and why native accents should not be considered desirable outcomes
of pronunciation learning. In other words, the intelligibility principle “recognizes that
communication can be remarkably successful when foreign accents are noticeable or
even strong, that there is no clear correlation between accent and understanding...
and that certain types of pronunciation errors may have a disproportionate role
in impairing comprehensibility” (Levis, 2005, p. 370). In this Expositions, 1 argue
that the intelligibility principle is desirable, not only for pronunciation teaching
and learning, but that it is also appropriate for spoken language more generally,
applying to speaking instruction and listening instruction and all of their subparts,
including vocabulary, grammar, nonverbal gestures, as well as pronunciation. In this
article, I extend what we have learned from the study of intelligibility as regards
pronunciation to other aspects of spoken language to show how all aspects of
spoken language learning and teaching can benefit from considerations of priorities,
teaching practices, and the social nature of language use.
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of pronunciation specifically, the Nativeness Principle and the

Intelligibility Principle. In doing so, I will argue that the Nativeness
Principle in teaching pronunciation is in line with native-speakerismin other
areas of English Language Teaching. I will also argue that the Intelligibility
Principle is superior for the teaching not only of pronunciation but of spoken
language more generally because it helps to set realistic priorities, recognize
the strengths of all teachers without assuming that nativeness is a desirable
qualification, and recognize the social realities of English language use in
today’s world.

T his Expositions talks about two principles that reflect the teaching

The Nativeness and Intelligibility Principles

In the teaching of pronunciation, the specter of nativeness is always
present. Whenever someone begins to speak English, listeners immediately
classify speakers as fitting into categories based on nativeness. We once had
a German exchange student who lived with us, and her accent was utterly
nativelike. We regularly introduced her to friends as our German exchange
student, and she would say “Hello” to them. Almost everyone responded
the same way, saying something like “You don’t sound like you're from
Germany!” One day, she became so frustrated that she said to us later, “How
can they say that? I just said ‘Hello’!” But they could tell, and “Hello” was
enough speech to tell them that her accent did not fit what they assumed of
German speakers of English.
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This anecdote more generally reflects the importance of the Nativeness
Principle in how we judge the speech of others. Nativeness is our implicit
standard for spoken language achievement, serving not only as a standard for
pronunciation, but also as a measure by which oral proficiency is evaluated,
and as a social signal of whether the speaker can be considered an insider or
outsider in speaking the language. Even in the world of English as a Lingua
Franca, with its multiple inner circle, outer circle, and expanding circle
accents (Kachru, 1992), a small minority of prestige inner circle accents
(especially Standard Southern British and General American) continue to be
prestigious among English language learners and teachers. This is evidence
of what I called the Nativeness Principle (Levis, 2005), an approach to L2
English pronunciation in which the detailed description of these prestige
accents determines the features that should be taught and learned.

The need to describe the features of the language that should be learned is
basicto any language-teaching endeavor. All languages have lexical, syntactic,
and phonological features that are important for teachers to prioritize
and for learners to know about so that they can use the new language to
serve their communicative needs. The Nativeness Principle, however, takes
pronunciation learning beyond a sufficient understanding of phonological
features to an assumption that any achievement short of sounding like a
native speaker represents failure. In this respect, the Nativeness Principle
represents an ELT gate-keeping measure that can be used to quickly judge
whether someone is an authoritative speaker of English.

Not achieving nativelikeness in pronunciation is the norm for language
learners. Indeed, for adult learners of a language, nativelike pronunciation
is incredibly rare. Even though pronunciation learning continues to be
possible throughout life (Flege, 1995), the kind of acquisition that is evident
in children becomes more difficult with time (Piske, MacKay & Flege, 2000).
But for teachers of English, the Nativeness Principle has higher stakes. It
not only determines curricular and pedagogical goals, but its assumptions
can determine whether teachers are considered valid and authoritative
speakers of the language, even to themselves (Gluszek & Dovidio, 2010;
Golombek & Jordan, 2005). One of my students told me that when her (non-
native) teacher pronounced something wrongly, she decided that the teacher
should never be trusted as a model of the spoken language. This immediate
and permanent judgment would never have been made of a native speaker
of the language, who would have been given a pass for their pronunciation
differences from a native standard.
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The Nativeness Principle is the primary pronunciation-oriented aspect of
alargerissue in English Language Teaching (ELT), that of native-speakerism.
Holliday (2006, p. 385), describes native-speakerism as a “pervasive ideology
within ELT, characterized by the belief that ‘native-speaker’ teachers
represent a ‘Western culture’ from which spring the ideals both of the
English language and of English language teaching methodology.” Despite
the widely-known fact that most global interactions in English take place
between L2 speakers who share only English as language of communication,
native norms and expectations continue to influence what most teachers
and learners consider to be correct English pronunciation.

Just as there are alternatives to the ideology of native-speakerism in ELT,
there are also alternatives to the Nativeness Principle in pronunciation
teaching, specifically, the Intelligibility Principle (Levis, 2005). The
Intelligibility Principle is based on a different goal for the teaching and
learning of spoken language than the Nativeness Principle. Whereas the
Nativeness Principle has a standard of adherence to all aspects of the
phonological system, the Intelligibility Principle has a standard of being
understood and understanding others. While the Nativeness Principle is
especially suited to pronunciation, the Intelligibility Principle applies to all
aspects of spoken language.

This Exposition will expand upon the value of moving away from the
assumptions of the Nativeness Principle and adhering to the assumptions
of the Intelligibility Principle, not only for pronunciation but for all aspects
of spoken language. As important as pronunciation is in speaking and
listening, it is only one part of intelligibility. While the Nativeness Principle
is very much centered on the teaching of pronunciation, the Intelligibility
Principle provides a global framework for approaching the teaching of
spoken language that is in line with communicative goals. As a result, the
Intelligibility Principle is not only likely to be more successful, but it is more
able to recognize the strengths of all teachers.

Native-Speakerism and Pronunciation Teaching

Being a native speaker of a language brings with it assumed values
and deeply-held ideologies about what is normal and what is deficient in
the speaking of a language, and, correspondingly, in those who speak the
language. Although being a native speaker of a language is never an earned
accomplishment, assumptions about the normality and superiority of
nativeness do not apply only to the language but rather expand beyond the
language itself to include social and professional advantages. In languages
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with many dialects, nativeness is associated with different varieties of
the language, but one of the varieties is usually seen as the best, and this
evaluation may bring with it extra advantages that apply to assumed
expertise having to do with the culture associated with the language. For
example, in the United States, General American (GA) is seen as carrying
advantages over Southern US English in many (but not all) contexts of
speaking. GA speakers are seen as better models of how to speak English,
and they may have advantages in getting jobs or having their opinions taken
seriously.

Nativeness can thus be socially complicated within different countries and
cultures. Davies (2014) critically examined how the colonial history affected
how new varieties of French and English developed in their colonies. In
countries in which French was a dominant colonial language (e.g., Senegal,
Cote d’Ivoire), standard French, as spoken in Paris and its environs, became
the model of how French was to be spoken. In colonies in which English
was the colonial language (e.g., India, Nigeria), nativized varieties were
given room to develop even though the prestige varieties were still seen as
superior. These different approaches resulted in different attitudes toward
the colonial language. In French-speaking colonies, fewer Indigenous writers
used French because French remained the vehicle of a colonialized identity
that writers felt could not truly communicate the nuances of African life. In
Davies’s terminology, they never became native users of French. In colonies
where English was dominant, writers much more frequently became native
users who used distinctively colonial English varieties, and they felt fully
comfortable using English to create literature that reflected their indigenous
experiences. In other words, French remained a colonial language while
English became a new indigenous code.

In Japan, the concept of “native speaker” is complicated in a different
way in that the concept can be expressed by different words expressed
using different writing systems. The katakana word is typically associated
with native speakers of English who teach English in Japan, but the kanji
word is associated with native speakers of Japanese (Hashimoto, 2018). In
both cases, the terms involve an “inseparable relationship between, people,
language, and place” (Hashimoto, 2018, p. 61). This distinction in terminology
has also been used to encourage nationalism and to separate those who are
Japanese from those who are not (Hashimoto, 2018). It has also been used to
discriminate against native speakers of English who teach English in Japan
(Houghton & Hashimoto, 2018) by treating “them [native speakers of English]
as instruments rather than people” (Hashimoto, 2018, p. 62).
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Intelligibility - A Principle for Language Teaching

The power of the Nativeness Principle and of native-speakerism comes
from hidden assumptions about not only what is best but also what is
normal. This means that the Nativeness Principle can only be overcome by
questioning its assumptions and providing a different way of thinking about
language learning and teaching. This different way of thinking is seen in the
Intelligibility Principle. Both the nativeness and intelligibility principles
affect how we conceive of the goals of language teaching and learning, the
techniques and activities we employ, the topics we teach, the questions
of who can be a legitimate teacher, and the social reasons for using an
additional language. In all respects, both principles give different answers
to the questions they raise.

The nativeness principle, and the assumptions of native-speakerism more
generally, “constrain and enable what people say and do, and in the process,
are also transformed and/or reshaped by agentive processes” (Bouchard,
2017, p. 328). They set forth the native speaker of the language as the
pinnacle of achievement, despite the fact that native speakers rarely have
to achieve anything to reach the pinnacle. In baseball terms, native speakers
were born on 3rd base and think this makes them superior to anyone who
does not start with their advantages. For pronunciation, native speakers, by
definition, have native pronunciation. They perceive and produce with ease,
and their intuitive understanding of the phonology and phonetics of their
native language allows them, even without training, to notice small deviations
from what is expected and to classify these deviations into whether they
reflect different native dialects, pathological difficulties, or foreign-accented
speech. Native speakers are, in other words, superior accent detectors.
They are so good at this task that they can even detect accented speech
when the speech is filtered to mask the sounds being used, and afterwards
played backwards (Munro et al., 2010). In addition, nativeness confers the
same blessing of intuitive understanding on the use of vocabulary, syntax
(Coppieters, 1987), and pragmatics, as well as the ability to freely use the
language to convey complex meanings without conscious attention to the
structures of the language. The ultimate goal of language learning and
teaching, according to the assumptions of the nativeness principle, is for
teachers and learners to achieve the pinnacle of native achievement and to
continue to pass on its standards to others whose goal is to communicate
with native speakers.
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The intelligibility principle is also a principle for language teaching and
learning. Intelligibility includes both actual understanding and ease of
understanding, two levels thatare called intelligibility and comprehensibility
by Munro and Derwing (1995). Actual understanding includes, in the terms
used by Smith and Nelson (1985), the ability to decode the words that are
spoken, to understand the messages being communicated, and to correctly
infer the underlying intentions of the communication. Comprehensibility, on
the other hand, is a measure of how easily understandable speech is. The
intelligibility principle thus sets forth a goal of communicative effectiveness
that may differ according to the purposes of the interaction. Speakers and
listeners of the language have a common goal, which is to understand what
each other is saying and to be understood. While native speakers of the
language clearly have a head start on these goals in comparison to those
learning it as an additional language, this advantage is limited. Their status
as native speakers does not guarantee that they will be able to be intelligible
or comprehensible to their interlocutors. Achieving intelligibility is a skill
that sometimes requires only word-level understanding, but in many cases,
requires more sophisticated use of the language.

Even though I am a pronunciation teacher and many of my comments
about nativeness and native-speakerism focus on pronunciation, [ argue
that the Intelligibility Principle is not just an approach to pronunciation
teaching but rather a way to understand the teaching and learning of
spoken language more generally. Pronunciation, vocabulary, syntax and
other aspects of language knowledge are ways to achieve communication
in the L2. Intelligibility should be understood as a general principle for
language learning and teaching, as expressed in Figure 1 (from Levis, 2020,
p. 317). In the Figure, all of the outer circles include features of language,
but not everything that can be classified within those features is essential to
intelligible speech. One can speak effectively and understand others without
a lexicon of 80,000 words (indeed, most native speakers don’t have this
level), or an understanding of all spoken grammatical features, just as one
can understand and be understood with a noticeable accent. Similarly, the
figure indicates that what is true of pronunciation, lexicon, and syntax is also
true of the many other aspects of spoken language, including aspects such as
pragmatics, gestures, and fluency. What matters for any area of language is
to understand and be understood and to have strategies to ensure that when
the inevitable struggles occur, a language user can negotiate understanding
through a well-developed strategic competence.
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Figure 1
Intelligibility as a Principle for Language Learning

Other linguistic
and non-linguistic
aspects of
language

Pronunciation Intelligibility

The Centrality of Priorities

The Nativeness Principle is ultimately incomplete and is fraught with
internal contradictions about learning and teaching priorities (Bouchard,
2017). This is partly because good enough pronunciation is both necessary
for intelligibility but also of minor importance. For pronunciation, the
principle assumes that achieving excellent (i.e., native-like) pronunciation
will ultimately lead to success in spoken communication. This is simply
not the case for two reasons. First, there is compelling evidence that
accentedness does not equal intelligibility. Speakers whose accentedness
is very non-native can nonetheless be fully intelligible (Munro & Derwing,
1995). Second, there is also no evidence that intelligible and comprehensible
speech is the result of “good pronunciation”. Pronunciation is only one aspect
of spoken language abilities, but understanding is not guaranteed, except at
the most basic level, by native pronunciation.

Evidence for this second reason is found in Jenkins’ (2000) groundbreaking
study of intelligibility in NNS-NNS communication in English. She found that
loss of intelligibility was influenced not only by pronunciation but also by
errors in syntax and vocabulary. Of these, pronunciation was the most frequent
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trigger of unintelligible speech (about 67% of all instances), but syntax and
vocabulary also regularly caused loss of intelligibility, indicating that a focus
on pronunciation overly limits what learners need to achieve intelligible
speech. Furthermore, in Jenkins’ study, unintelligibility was defined narrowly,
by obvious difficulties in understanding words. Her methodology thus flagged
only the most obvious losses of intelligibility (i.e., when individual words
were not understood). Other aspects of intelligibility, such as struggling
to understand a message or to interpret intent, were not targeted in her
study. Nor were struggles with comprehensibility, in which listeners worked
harder to process speech. Isaacs and Trofimovich (2012) demonstrated
correlations between holistic comprehensibility ratings and pronunciation,
lexico-grammatical features of L2 speech, fluency, and construction of spoken
discourse. This indicates that comprehensibility is not simply a matter of
basic structural components of spoken language (pronunciation, vocabulary,
syntax) but also of how easily one puts structural components together in
unplanned speech (fluency) and the ways in which messages are constructed
(discourse features). Jenkins hints that comprehensibility was also a factor in
the NNS-NNS interactions when she indicates that interacting with speakers
of different L1s led to both more accurate pronunciation and greater struggles
in understanding. This reflects another important aspect of the Intelligibility
Principle, that of the importance of listening. The Nativeness Principle
emphasizes production while the Intelligibility Principle recognizes that
listening is a critical skill, especially in learning to listen to a wide variety of
other speakers, both native and non-native.

Who Is a Language Teacher?

Even though “there is no cultural, professional, pedagogic, or economic
excuse for defining a teacher’s professional worth purely and narrowly
in terms of their speakerhood” (Holliday, 2015, p. 16), adherence to the
Nativeness Principle does precisely that. It presents a picture of who should
teach spoken language: a native speaker, preferably one who commands
one of the prestigious pronunciation models and can speak fluently and
accurately. Under the Nativeness Principle, non-native teachers find their
worth being valued in terms of an implicit and hidden comparison to native
speakers (Bouchard, 2017). In such a comparison, non-native teachers may
be acceptable if they are fluent and automatic in their speaking and native-
like in their pronunciation, but the nativeness principle assumes them to be
questionable models no matter their expertise. Thus the native/nonnative
dichotomy is fundamental to “the politics of labeling in the field of TESOL,
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in which non-native status is assumed to be inferior” (Hashimoto, 2018, p.
62). For pronunciation teaching, the Nativeness Principle does not assume
the worst aspects of Holliday’s description of native-speakerism, in which
native speakers represent Western culture and ELT methodology more
generally, but this does not change the damage wrought by the assumption
that non-native teachers are questionable spoken language teachers, that
their speaking and pronunciation represent something that will be caught
like a cold. In reality, a teacher’s nativeness is not a vaccine against language
errors, nor is non-nativeness a disease that is contagious.

The Intelligibility Principle, on the other hand, has a different answer
to who can be an effective teacher of spoken language. The primary
qualification includes expertise, both as a language teacher, and in teaching
speech and pronunciation, including the ability to diagnose challenges, set
priorities, and provide helpful feedback. Nativeness is neither a sufficient
nor necessary qualification. Indeed, non-native teachers may even be better
models and teachers because of their experience and skills in learning the
L2 (Derwing & Munro, 2015; Murphy, 2014). One of the reasons that native
and nonnative teachers can both be equally effective is that effectiveness
is dependent on expertise not nativeness. In a study by Levis et al. (2016)
of two relatively inexperienced pronunciation teachers, one native and
one nonnative, there was no advantage to nativeness in terms of learner
improvement. In addition, learners in the two classes rated both teachers as
equally excellent. The study was undertaken to test whether learners taught
the same content by a native and a nonnative teacher who were otherwise
well-matched (in gender, age, training, and enthusiasm) would differ in
improvement. Unsurprisingly, there was no difference due to teacher L1.

Social Aspects of Language Use

Perhaps the most limiting aspect of a focus on nativeness is its focus on
language form and correctness (competence in Chomskyan terms) rather
than language use. In other words, the Nativeness Principle is performative,
whereas the Intelligibility Principle is communicative. A focus on nativeness,
in other words, has no obvious or necessary connection to social contexts.
Intelligibility, which assumes language use in social context, does. Nativeness
also assumes a target that is ultimately out of reach for almost all language
learners, especially when it comes to pronunciation, where L2 users can at
best pass as native in limited contexts. Piller (2002), in a study of bilingual
couples in Germany, found that the L2 speaker of the couple could often pass
as native in service encounters (e.g., in a shop), which for some L2 speakers
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became a kind of game they played. Their passing as native was often more
successful if they were skilled at employing dialect-specific discourse
markers from a nearby dialect area. This social consciousness was one of
the two key features of L2 speakers (along with a cognitive approach to
pronunciation) whose pronunciation was especially skilled (Moyer, 2014).

The power of social factors in pronunciation is also seen in a study of
American women married to Norwegians and living in Norway. Lybeck
(2002) explained that the development of social networks in Norway
is particularly difficult for outsiders. Women whose extended families
helped provide a social network for them showed more Norwegian-like
pronunciation of /r/ (a distinctive sound in Norwegian), while those
who struggled to establish social networks did not show the same use of
Norwegian /r/. In one interesting case, a woman whose social network was
initially strong converged on a Norwegian /r/ pronunciation, but when her
marriage started to struggle, she began to use an American English /r/ to
reflect her divergence from the social network that she had had.

A focus on nativeness does not promote convergence in communication,
especially when speaking to those for whom nativeness is also an unrealistic
goal. Jenkins (2000) argues that most interactions in English around
the world take place between L2 speakers of English who do not share a
common language outside of English. They use English because the social
context and their communicative goals require it. Jenkins (2000) also points
out that speakers, when they are cooperative in task completion with those
who have different accents in English, tend to converge on a pronunciation
they believe will be more intelligible.

The social power of accent, and of native-speakerism more generally, can
be seen in research by Gluszek and Dovidio (2010), in which learners believe
that their lack of native pronunciation is the source of the discrimination and
social stigma that they experience. This stigma is often left unquestioned,
but it is a powerful force limiting the development of an L2 identity and
a sense of belonging to their new culture (Miller; 2003). Obviously, these
feelings of stigma have some reality. Pronunciation is the most obvious
marker of being an outsider in social contexts, and Lippi-Green (2011)
and Munro (2003) have convincingly demonstrated that accented speech
provokes discriminatory attitudes and behavior. However, this does not
mean that nativeness is an appropriate way to understand the world. Rather,
like other negatively-charged -isms (e.g., racism, sexism), native-speakerism
reflects a faulty view of the world in which some people are granted power
and prestige based not on merit but birth.
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Nor is it the case that nativeness in pronunciation or any other aspect
of language is necessary for communication. Clarke and Garrett (2004), in
a groundbreaking study of listeners’ ability to adjust to unfamiliar accents,
found that native listeners adjusted to unfamiliar accents with as little as one
minute of exposure. Further research has shown that exposure to multiple
speakers with similar accents results in quicker adjustments with new
speakers with the same accents and new unfamiliar accents. Baese-Berk,
Bradlow and Wright (2013) showed that more extensive experience with
accented speech generalized not only to new speakers with the same accents
but even to those with new accents, suggesting that in some contexts (e.g.,
university lectures), providing training for native listeners may be helpful
in overcoming the initial challenges in negotiating accented speech (Kang &
Moran, 2019).

To conclude, social awareness is central to the development of L2
pronunciation skills and has little to do with nativeness in pronunciation
or in other aspects of language. Learning an L2 should have the goal of
intercultural communication, and an ideology of native-speakerism gets
in the way of this more important goal in language learning (Houghton &
Hashimoto, 2017). Levis and Moyer (2014) summarize the issues this way:

L2 pronunciation is a deeply personal and inherently social
phenomenon; it is an integral part of communicative fluency
and at the same time reflects our sense of self. L2 pronunciation
also reaches beyond the speaker, since listeners judge accent
in relationship to supposed social and personal traits. In other
words, accents come to symbolize much more than traditional
notions of native and non-native speakers. (p. 275)
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The Researcher’s Positionality, Ethics,
and Research Methods in Language
Education Research

Kayoko Hashimoto
The University of Queensland

Being a critical linguist requires a critical understanding of the researcher’s
positionality, which involves a critical examination of interactions with research
participants. A consideration of ethics is crucial in relation to the researcher’s
positionality and provides opportunities for researchers to critically reflect on their
position and identity in relation to the project and research participants. Although
the notion of research ethics is specific to each culture and society, and Japanese
universities rely on certain assumed shared morals in relation to appropriate ethical
considerations, it is important to understand that the researcher’s positionality and
research ethics shape research methods and outcomes. This article addresses issues
surrounding the researcher’s positionality, research methods, and ethics, using some
of the author’s own experiences as a researcher as examples.
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article on critical applied linguistics in this journal, Bouchard (2022)

states that “criticality is inherent to AL [Applied Linguistics] rather
than a mere addition to it” (p. 154). Tollefson (2013) argues that critical
linguists understand “the processes by which social, economic, and political
inequality are created, masked, and sustained, as well as how language
policies may undermine hierarchical systems and offer instead a wider range
of life options for speakers of all language varieties” (p. 30). Researchers
of language policy have a responsibility to be critical not only because our
research deals with power but also because we are involved in the process
of making changes that address such inequalities. Johnson (2018) further
argues that being a critical linguist requires a critical understanding of
the researcher’s positionality, which involves a critical examination of
interactions with research participants. When a researcher acts as an
advocate for the minority, rather than simply presenting generalised
findings (Canagarajah & Stanley, 2015), a consideration for ethics is crucial
in relation to that researcher’s positionality and subjectivity.

This article addresses issues surrounding the researcher’s positionality,
research methods, and ethics, using some of my own experiences as
examples, for readers of this journal who are teacher researchers of
languages in Japan. I chose this topic because even though a researcher’s
positionality and ethics shape their research method, I often find that
there is a lack of attention to or consideration of these aspects in research
conducted in Japanese universities. As each country has its own education
system, and its research culture has been nurtured and developed within
that system, understandings of positionality, method and ethics are likely
to be influenced by cultural differences, including academic practices. The
article begins with an overview of ethical approvals for human research in
Japan.

B eing “critical” is essential for a researcher of language policy. In his

Ethical Conduct of Research

Research integrity is of utmost importance to protect and advance our
research, and “ethics and ethical behaviour (often linked to ‘responsible
practice’) are the fundamental pillars ofa civilised society” (Sivasubramaniam
et al, 2021). In many countries and institutions, appropriate measures
have been put in place to set standards for ethical behaviour. While the
Japanese government has urged scientists to act responsibly in conducting
their research activities, condemning misconduct such as fabrication,
falsification and plagiarism (Japan Science and Technology Agency, 2024),
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the same attention has not been paid to humanities researchers. A disparity
in understandings of and approaches to ethical approval processes for
non-medical human research between researchers has been reported in
Japan and Europe (Morimoto, 2023; Sivasubramaniam et al., 2021). The
most notable aspect of ethical review for non-medical human research in
Japanese universities is, however, that it is largely left to the judgement of
institutions and/or individual researchers.!

Okada (2015) argues that universities are not obliged to follow the
government’s administrative guidance for ethical review and that it is
sufficient for universities to ensure that non-life-threatening human research
follows the appropriate regulations, without scrutinising the specific content
of such projects. The notion of ethical review requirements as a bureaucratic
imposition has changed over the last ten years, and the benefits of receiving an
ethical review have gradually been acknowledged by humanities researchers
(Morimoto, 2023). The calls to minimise administrative processes, however,
remain strong, in order to reduce the burden on researchers as well as review
committee members. Morimoto (2023) suggests a simplified review process
for research projects that do not need ethical approval but are required to
obtain it solely because their findings will be presented publicly, for example
at a conference. This suggests that if researchers do not intend to present or
publish their findings, they do not need to apply for ethical review. Indeed,
universities inform researchers that they only require ethical approval if they
intend to present and/or publish their findings and/or if it is required by their
funding body or publisher (University of the Ryukyus, 2024). This raises a
few questions. Do researchers ever conduct research without the intention
to present or publish their findings? Can researchers do anything they like
in their research as long as they do not present or publish their findings?
Don't Japanese academic publishers require proof of ethical approval upon
manuscript submission?

International publishers, such as Taylor & Francis, require a statement
confirming ethical approval to be included with manuscript submissions.
This statement provides details of the name of the ethics committee and
reference/permit numbers (Taylor & Francis, n.d.). The Japanese Journal of
Language in Society, published by the Japanese Association of Sociolinguistic
Sciences (JASS), provides authors with advice to avoid inappropriate data
collection (JASS, 2022). One such piece of advice is to obtain consent from
participants after explaining the purpose of the survey/experiment, but the
journal does not require proof of ethical approval. In other words, it relies
on authors’ self-declarations in relation to whether they have observed the
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journal’s research ethics guidelines. This reliance on self-declarations is
also evident in universities’ ethics guidelines for researchers. For example,
the flowchart of research that require ethical review in the research ethics
handbook of Ritsumeikan University (2024) includes the following:

(5) Is there any possibility that the research has an impact on
the participants physically or emotionally or on the society,
and causes ethical, legal or social problems?

1l No

(6) Does the research require ethical review for joint research,
research grant application, conference presentation, and/or
paper submission?

! No
It is not necessary to apply. (p. 16, author’s translation)

This means that it is left to the researcher’s judgement whether their
research has an impact on the participants or society more generally, and
that judgement is subjective. Sivasubramaniam et al. (2021) point out that
many ethical guidelines are based on society’s moral “beliefs” in such a
way that the words “ethics” and “morals” are often used interchangeably.
In fact, as we have seen, the web address of Kansai University guidebook
uses “morals” and Ritsumeikan University uses “ethics”. Sivasubramaniam
et al. (2021) explain that morals are “the beliefs of the individual or group
as to what is right or wrong”, which “may differ from society to society and
culture to culture”, while ethics are “the guiding principles, which help the
individual or group to decide what is good or bad”.

Msoroka and Amundsen (2018) call for a more culturally diverse
interpretation of what constitutes “ethical research conduct”. Examining
human research ethics procedures in New Zealand, they argue that ethical
norms endorsed in one culture or society may not always be considered
“right” in another culture and society. This suggests that ethical review
involves a researcher’s belongingness and identity. In contrast, Japanese
universities’ reliance on researchers’ self-determination of whether or not
they need to go through an ethical review seems to be based on a belief in
shared morals.

Like Ritsumeikan University, Yokohama National University (2023)
provides a guidebook for human research. The guidebook specifies that if



230 JALT Journal, 46.2 « November 2024

the research satisfies all nine criteria, ethical review is not required. Two of
these criteria are: (1) “It provides appropriate consideration for protecting
participants in terms of issues relating to procedure, harassment and
pressure” and (8) “In the questionnaire survey and experiment prompts,
items that are beyond the scope of social and daily life are not included (e.
g. Have you been bullied? What is your recent sexual appetite? Have you
wished to die?) (p. 2, author’s translation). The first criterion indicates that
there is an assumed consensus about what is “appropriate consideration” in
such areas among academics at the university. The second criterion suggests
that only extreme questions are considered to be problematic as question
items.

In terms of conflict of interest, the application form for Kansai University
(n.d.b) ethical review asks the applicant whether they are “ready to explain
that they will not be disadvantaged by refusing to participate in the research
(if there are benefits of participating in the research or if there are power
relationships between researchers and participants who are students,
clients or colleagues)” (p. 8, author’s translation). This question suggests
that it is researchers who decide whether there is a conflict of interest in
their research, and a statement that ensures that participants will not be
disadvantaged satisfies review requirements. It appears that it is common
and acceptable practice in Japanese universities to collect data from the
current students of researchers. University of the Ryukyus provides a sample
ethical review application form, using a research project that examines the
abilities of pre-service teachers who are currently enrolled in the course
the researcher teaches. The sample entry for the written consent section
includes a statement that “refusal to participate will not affect your grade
at all; agreement to participate will not affect your grade at all” (University
of the Ryukyus, n.d., author’s translation). Since it is impossible to prove
that participation and non-participation in the research does not affect a
student’s grade because they are currently enrolled in a course for which the
researcher has the power to determine their grade, this kind of statement
remains a token gesture.

Another important point in relation to ethical review in Japanese
universities is that the treatment of student research varies from university
to university. While Yokohama National University (2023) applies the
same rules as those for staff research to student research apart from pilot
studies, University of the Ryukyus (2024) takes the view that research for
a postgraduate thesis is conducted under the supervision of their advisor
and therefore exempt from review. Kansai University considers students to
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be researchers if they are expected to present and publish their findings in
future and applies the same rules to them as to staff researchers (Kansai
University, n.d.a). These various approaches to student research in terms of
ethical review suggest that preparation for ethical review is not necessarily
included in student research training programs at Japanese universities.
The next section discusses how ethical review is related to the researcher’s
positionality.

The Researcher’s Positionality and Ethics

A researcher’s positionality is about where the researcher stands in
relation to the topic and data. By acknowledging this positionality, the
researcher has an opportunity to critically reflect on their position as a
researcher in their chosen research project. This is important because
the researcher’s positionality directly influences how their research is
conducted, how the data is analysed, and whose voices are represented in
the findings (Rowe, 2014). Yip (2024) reports on how her insider-outsider
position influenced her relationships and interactions with the participants
in her PhD research project.

As mentioned above, in Japanese universities, it seems common to collect
data from students that researchers currently teach during class time. In
Australia, all human research must obtain ethical approval, apart from
research that handles existing publicly available data. At my university, The
University of Queensland (UQ), researchers are not normally allowed to
conduct research that focuses on students who are currently enrolled in the
course they coordinate and/or teach. This is due to the perceived conflict
of interest. Researchers have power over students because they determine
their academic grades, and the teacher-student relationship could have an
impact on their participation and non-participation in the project as well as
their responses to or performance in the project. Another related issue is
regulations surrounding teaching practices. At UQ, course profiles specify
teaching content, assessment, and class schedules, and are published prior
to the beginning of the semester, and making it impossible for researchers
to introduce their individual research into their teaching. It appears that
in Japanese universities, academics have greater power and freedom over
their courses, which allows them to collect data from their students.

One of my current projects received ethical approval to use assignments
submitted by my students for my research. This project differs from my
other projects that involve survey questionnaires and interviews. In this
project, I wanted to use short essays that students had written in Japanese
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and their reflections, which were written in English. They were submitted as
assignments in an advanced Japanese course that [ coordinated and taught
last year. There were 39 students enrolled in the course. The assignments
relate to the students’ Japanese language learning experiences and their
reflections on their cultural and linguistic backgrounds. The assignments
were marked and returned to students, but the original submissions are
still available on Blackboard, which is a web-based learning management
system controlled by the university. Even though student assignments are
considered to be university property, it was necessary to ask students’
consent because students did not submit their assignments to be used in my
research. I initially thought that I only required consent from the students to
use their assignments, but the university research ethics and integrity office
advised me that [ also needed to provide a Participant Information Sheet,
as there was also interaction between the investigator and participants in
the process of seeking consent. In terms of conflict of interest, since the
grades for the course were finalised last year, I initially eliminated students
who had failed the course as potential participants. The university office,
however, pointed out that “if the students have not graduated yet, they
might need to take another course by the course coordinator/researcher
and therefore feel pressured into accepting” (Email to request additional
information, UQ Research Ethics and Integrity). In response to this request,
I excluded students who might be likely to take another course of mine.
For students who were already enrolled in another course I coordinated,
I contacted them only after their grades were finalised and published. As a
result, the number of students who agreed to participate was smaller than I
had hoped (total 13) but going through the proper procedure also provided
participants with opportunities to understand research ethics. The students
were happy to have their writing used in my research partly because they
were familiar with my research interests—where I stand in the research
field— through my teaching, and partly because I have established positive
relationships with them, showing an interest in and respect for their
individual experiences and backgrounds. This experience of ethic approval
made me realise the importance of positionality and sensitivity towards
power-imbalanced relationships in the process of data collection.
Regarding consent forms, [ recall that I had difficulties in obtaining
a written consent form from some interview participants for a project
on administrative language practices for local foreign residents that I
conducted in Japan some time ago. It was in the pre-COVID era, and the
interview participants I could not obtain a written consent form from were
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local government employees at prefectural offices in different locations.
They agreed to be interviewed, but since they refused to sign the consent
form, [ was not able to record the interviews. They seemed to believe that
once they signed the consent form, they would be held responsible for what
they said. The fact that the participant information provided clearly ensured
anonymity seemed to mean little to them. This tendency seemed strong in
people who were in lower positions in their workplace. Similar experiences
were reported by some of my PhD students who collected data in Japan from
Japanese people. This suggests their unfamiliarity with consent forms for
research purposes and a lack of understanding of the need for consent to
participate in research. This is not surprising given that ethical approval is
not mandatory for all human research in Japan. In a society where shared
morals play an important role, perhaps a written consent form is seen as
too formal and makes participants suspicious and wary. On reflection, I
also realise that [ was a total outsider to them in terms of the topic, and my
positionality certainly did not make them feel inclined to have their voices
recorded for my research.

Ethics and Research Methods

I recall one project in which I took advantage of being an outsider. I
interviewed Vietnamese university students who were studying Japanese
in Vietnam during a month-long stay in Hanoi (see Hashimoto, 2022). The
project was on their views of learning Japanese language in relation to their
future pathways. Since I do not speak Vietnamese, and [ was advised that they
spoke Japanese better than English, I decided to conduct the interviews in
Japanese by myself. I did not want to use a Vietnamese interpreter because
I wanted to have full control over the interviews. As the project description
clearly stated that interviews would be conducted in Japanese, the students
who signed up for the interviews seemed to be confident in their Japanese
speaking ability. All of the students (28 in total) were able to be interviewed
face-to-face in Japanese for 20 minutes. Some were curious to meet a Japanese
teacher from Australia, commenting on me in comparison to the Japanese
people they knew. They also seemed comfortable with critically describing
their learning experiences at their university and in Japan. This was probably
due to my outsider but neutral position as an Australian researcher.

When [ submitted my paper to the journal, one of the reviewers’ comments
was on how I analysed the interview data, given that the interviews were
conducted in Japanese, which was not the first language of the participants.
In response to the question, I clarified that content analysis, rather than
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discourse analysis, was applied to the interview data because the level of
Japanese proficiency of the participants varied. A researcher’s linguistic
ability is extremely important in data collection and analysis, partly because
itdetermines the range of data that the researcher can access and the depth of
analysis possible, and partly because it shapes the researcher’s positionality.
Some researchers might hire interpreters and use translated materials for
data collection without thinking carefully, but we must be mindful of the gap
caused by linguistic differences and interpretation of these differences. Not
being able to have access to primary sources is a fundamental weakness of
researchers, and it requires considerable effort and training to overcome
these weaknesses—effective use of research assistants, interpreters,
and translators requires experience and skills. I often encounter journal
submissions that rely heavily on secondary sources. Often such authors do
not state their positionality.

In a team project whose membership include international researchers
with different linguistic skills, such weaknesses would not be a concern,
but researcher diversity in multiple locations can sometimes cause
disagreement over research methods. I had one such experience—as part of
an international joint project, one member wanted to interview colleagues
who were her subordinates about the program she was running. Since the
study was meant to be a comparative one, if this was agreed to, we would
have needed to conduct the same survey at my university. I objected to the
method because it would not have passed UQ’s ethical review due to the
obvious conflict of interest, but my concern was not well received because
of different research ethics practices in the two countries and the other
researcher’s research experience as an exchange studentin Japan. Ultimately,
the project did not proceed in the way the member wanted.

Lastly, I would like to point out that most Japanese universities seem to
only provide research ethics information in Japanese. Such a practice is
understandable given that these days Japanese language skills are required
for academic positions at Japanese universities regardless of nationality.
At the same time, however, many universities have also made an effort to
attract international students by offering English-medium courses. As I
believe that researcher training should be available in both undergraduate
and postgraduate programs, and research ethics is essential part of this,
perhaps it is time to make ethics guidelines available in English for these
students. Hopefully, the process of preparing English guidelines would help
to develop research ethics at Japanese universities in a way that is more
applicable to researchers with diverse backgrounds.
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Notes

1. Forexample,in Kansai University’s guidebook on human research ethics,
the response to the question “Does ‘human research’ that researchers of
the university conduct need to go through ethical review?” is that “the
university respects researchers’ decisions on whether to go through
ethical review” (Kansai University, n.d.a, p. 5, author’s translation).

Kayoko Hashimoto is Senior Lecturer and Director of Higher Degree
by Research in the School of Languages and Cultures at The University of
Queensland, Australia. Her main research area is language policy, with a
particular interest in Japanese and English language teaching in Asia and
Australia.
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Pedagogy as Encounter: Beyond the Teaching Imperative.
Naeem Inayatullah. Rowman & Littlefield, 2022. 145pp.
¥4,117. https://doi.org/10.5771/9781538165126

Reviewed by
Wayne Malcolm
Fukui University of Technology

Pedagogy as Encounter: Beyond the Teaching Imperative by Naeem
Inayatullah was written during his final years of teaching at Ithaca College
in Central New York State. Readers will be introduced to wide range of
Inayatullah’s ideas, from his views on global politics and international
relations to his beliefs on teaching, student encounters, higher education
power structures, culture, music, and relationships. The author puts a
career’s worth of experience into a compact and dynamic format. He
empties his mind, heart, and soul on to the pages and leaves the reader with
the decision what to accept and what to reject. This book is an insightful
memoir, teacher resource, and pedagogical tool. At times readers may feel
the author has veered too far from any central message. He does, however,
return to his central narrative: communicating his ideas about teaching and
learning. This keeps readers on a familiar enough path so they can know
where they started from, where they are, where they might be going, and as [
said, what they want to take away. Those interested in memoirs will find this
book engaging, but also those who are looking for insights into teaching and
learning will find this book thought-provoking and inspirational.

The entire book is written in the author’s voice, except where he adds those
of students, colleagues, and family members. He includes their voices in the
main text, as well as in footnotes the use of which is deft but complicated.
They provide immediate insight to the narrative unfolding before the reader
—a kind of sub-commentary. However, there were times when the footnotes
provided such clarity that I wondered why the author did not make the note
part of the main text. I will expand on this point later.

JALT Journal, Vol. 46.2 « November 2024

237


https://doi.org/10.5771/9781538165126

238 JALT Journal, 46.2 « November 2024

Spread over eight chapters compacted into 127 pages, Inayatullah poses a
thought-based piece that is not centered on telling the reader what to think,
but instead providing a blueprint for how to think. In the first paragraph of
Chapter One he says, “I believed that teaching and learning were possible
when I began my career... | may have had my doubts...why did I treat doubt
as athreat and not also aresource, as a gift to open” (Inayatullah, 2022, p. 1)?
This gave me pause and inspired me to make a note on for future reflection.
Inayatullah concludes his opening section with a kind of Socratic interplay
that tells readers this book is about discovery, but only if we release ourselves
from formally held views about teaching and learning. He closes Chapter
One describing how teachers, instead of being domineering-authoritarian
figures in the classroom, are on a parallel journey with students for equal
amounts of knowledge and healing.

In Chapter Two, we see the author dive into memoir writing. Inayatullah
recounts his upbringing in Pakistan, his education in Europe and the United
States, and we experience the tense relationship with his father. His family
and how they affect his life are a constant narrative, and one he writes about
with honesty. We also learn about educators who inspired and molded him.
For example, Mr. Denison, who taught him physics in high school, showed
him how to be a teacher, who while simultaneously commanding the room,
also removes himself playfully. Because he portrayed people in his life almost
like characters in a play, the author left me with a clear understanding of
what they contributed to his existence.

Chapter Three continues as memoir and brings us into the author’s
challenges as a burgeoning academic. Chapter Four, however, takes us
into his method. The author illustrates his pedagogy by bringing us into
his classroom and through various encounters. The title of the chapter
- Encounter as Method - is appropriate and will provide the reader with
many insights. For example, he sets up his classroom in a circle because
“It is imperative for me that we all see each other’s faces. The process of
including all voices and ears is built into the classroom geometry and begins
immediately” (Inayatullah, 2022, p. 49). The idea of encounter is revealed
in the structure of his classroom; a pragmatic approach some teachers may
find useful.

Chapter Five centers around conflict, exploring the concept of risk, and
what we can learn within the critically tense space that is created by risk.
Readers encounter the realization that out of conflict and risk can come
endearing love. The story of Alex on page 82 illustrates this point beautifully
and with some humor. Chapter Six takes us on Inayatullah’s journey with
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music as alove and tool to develop his pedagogy and self. Here we see how he
lives his ideal for teachers to share space with the student and be “intrinsic
collaborators” (p. 7). He admits to not being able to read music let alone play
an instrument, yet he engages with students who are formal musicians and
vastly superior to him regarding the musical arts. Pages 91 to 92 - finding
the one - illustrate this with humility and again, humor. Chapter Seven closes
the main section of the book leaving readers with various encounters that
show what happens when everyone engaged in them are committed, even
over-committed. Chapter Eight sums up the book in-large-part by handing
it over to past students.

Inayatullah provides an insightful text worthy of exploration. The memoir/
vignette style provides readers with a driving narrative. He dips into his own
personal exhortations while illustrating very personal and confrontational
encounters. [ go to the story of Nora:

Nora didn't mind shouting at me, and I enjoyed yelling back
- with the office door open, of course. My department chair
walked by during one such interaction, detected our intimacy,
and jumped to a conclusion... ‘You have too strong an influence
on your students, especially the women™ (p. 68).

The vignette concludes with Inayatullah telling Nora about what his
department head said and cited that as reason for not including her work
in a future course reader. Nora berates him for his “lack of courage... ‘If my
work is good enough, why can’t you publish it?”” (p. 68). Inayatullah went
back to his department head, after some consultation with his spouse, and
said, “I can become better at my methods, but I cannot change them” (p. 68).
Readers may see an erratic, obsessive teacher who oversteps his bounds. I
imagine to educators in Japan, such a situation would not be imaginable, and
therefore to see this in a book about pedagogy may raise questions about the
author and his predilections. This is a risky way to convey a message, but
one I believe he executes well while staying true to his mission.

The book is not comprised of entirely personal thoughts and recounts of
encounters. The author grounds his beliefs and actions in a wide range of
references that appear in the footnotes. As  mentioned earlier, this provided
clarity in many cases, but some were perplexing to me. For example, in
Chapter 1, Footnote 1, he says,

My purview is limited to teaching and learning as they occur
in Western formal educational institutions. I suspect that
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my claims are generalizable to other cultures, alternative
institutions, informal spaces, and everyday life processes.
Nevertheless, developing the wider scope is a challenge for a
different book. (p. 1)

I thought to myself, “Why the disclaimer? The main text is so bold...
‘My subject is not progress and genocide but teaching and learning (p. 1)’
This footnote dilutes the impact...Maybe you should have expanded on
this in this book..” This was a reoccurring thought because Inayatullah
mentions researchers, educators, authors, writers, musicians, students, and
others who have impressed themselves onto who he is as a person and a
professional. I, however, catch myself and wonder if such exposition would
have warranted more pages and a heftier manuscript thus compromising
the boldness of the current style and form. My position here is to yield to the
literary persuasion of the author; it is, after all, his book.

Throughout the book, many encounters blossomed with literature
students proposed to work with Inayatullah. He took this on with great
energy, enthusiasm, and sincerity. In Chapter Eight he mentions that he
was growing tired of reading the works of Paulo Freire because the idea of
liberation as a possibility was too prevalent in his writing. Incidentally, he
mentions in a footnote on page 125 that bell hooks (1994) purported the
same idea in Teaching to Transgress. Upon recommendation by a student,
he read books by Marshall Alcorn and Thomas Rickert. The influence was
immediate and did not wear off. Throughout his book Inayatullah extensively
quotes both scholars. In Alcorn and Rickert he saw an alignment of why he
had become a teacher. Teaching was not the career he set out on attaining,
but the one that has fulfilled him.

This book illustrates how teachers could release themselves from the
common dynamic of teacher as ultimate authority and student as loyal and
obedient observer (Freire, 1996). Despite Inayatullah having grown weary
of Freire’s scholarship, the book can be considered a piece of emancipation
literature or liberation pedagogy like Paulo Freire’s Pedagogy of the
Oppressed (1996). The difference is that Freire existed in a system where
the people had real and immediate life or death decisions to make, in an
environment where the government was actively exploiting them. Educating
the local population truly threatened social cohesion and power dynamics.

Inayatullah, however, does not have such a context to work against.
Ithaca College is a private liberal arts institution in Central New York
State; the student population is not comprised of impoverished farmers
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fighting the state against exploitation. He recognizes this reality in one of
the many vignettes that illustrate his encounters, “Ithaca College students,
overall, have plenty of discretionary income that they flaunt, knowingly
and unknowingly” (p. 66). I believe this is a constant tension and reflection
point in the book because while the author comes from an accomplished
but humble family lineage that began as farmers in the Punjab, and has
reached exemplary heights in academia, he is teaching students who,
mainly, started life in a seemingly beneficial position; they were primed for
success. Inayatullah faces this critical tension point in various encounters
with colleagues, students, and his family.

This book, therefore, adds significance to the teaching-learning dynamic
and the understanding of pedagogy. The author’s outsider perspective,
having not been a trained teacher in the traditional sense, has allowed
him to theorize and explore his own adventures, risks, and encounters to
develop a pedagogy. [ believe teachers will appreciate the instructions and
discussions on creating space for critical encounters, designing classroom
setups to allow for authentic communication, and engaging in risk taking.
These are lessons that all language acquisition teachers can learn from
and incorporate into their pedagogy. Ultimately, Inayatullah does not leave
readers with a list of best practices, instead choosing to let the voices of his
students breathe and construct those practices alongside him.

Finally, the book challenges us to think and engage our thought processes
with rigor and precision. Dewey (2004) said, “Thinking, in other words, is the
intentional endeavor to discover specific connections between something
which we do and the consequences which result, so that the two become
continuous” (p. 140). In addition, Freire (2005) espoused, “...the task of
the teacher, who is also a learner, is both joyful and rigorous. It demands
seriousness and scientific, physical, emotional, and affective preparation” (p.
5). Similarly, Inayatullah (2022) reveals, “I am devoted to the precision that
science brings. If I cannot be precise about why I believe something, how I
am moved by something, or why [ make something, then I have betrayed the
spirit of what it means to be a human” (p. 22). He concludes his revelations
on precision with a warning of sorts, “However, precision for its own sake is
afetish. Precision’s purpose is to serve the larger story that doubt, death, and
morality impel us to construct” (p. 22). Do not just go through the motions.
Dig deeper and be more in the encounter.
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As the title suggests, this volume presents the results of an investigation
of the language teaching identities (LTIs) of assistant language teachers
(ALTs), who are hired from abroad by the Japan Exchange Teaching (JET)
Program primarily to work in Japanese public schools as team teachers
of English. Hiratsuka, himself a former high school teacher in frequent
personal and professional contact with ALTs, observes at the outset that
there is a great deal of research and public commentary on JET, ALTs, and
the Japanese teachers of English (JTEs) who work with them. However,
much of this writing deals either with narrowly defined pedagogical issues
or broad policy questions. Hiratsuka’s investigation, by contrast, focuses on
ALTs’ holistic experiences through retrospective interviews, thus providing
an insider’s perspective on the complexities and contradictions of JET and
making the volume relevant to both policy makers and practitioners.

The first three chapters of the book are introductory, with a bird’s-eye
view of the study presented in Chapter 1 along with an exposition of the four
key terms of the title: ALTs, the JET Program, identity, and narrative inquiry.
Chapter 2 looks at the JET Program in further detail: its history, working
conditions for participants, and empirical research to date. Building on his
criticism of the narrow focus of previous work, Hiratsuka further suggests
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that research has tended to present ALTs and their experiences as static and
unchanging. He then outlines the innovations of his study: the use of narrative
inquiry to capture the dynamics of ALT identities as they evolve over time.
In Chapter 3, Hiratsuka delves into identity as it has been applied in recent
research on language learners and teachers. Drawing particularly on the
identity facets outlined by Benson et al. (2013), he adopts a poststructuralist
view of ALT identities as multiple and shifting, where a number of specific
personal and professional selves can come into play at a given moment.

Chapter 4 describes the methodology of the study, beginning with the
distinguishing features of narrative inquiry: its usefulness in capturing
participants’ experiences, sensitivity to context, and co-constructed
character. Hiratsuka then tells his own story and how as a language learner
and teacher he came to be interested in ALTs. This is followed by details of
data collection: in-depth interviews with 22 former ALTs, 10 of whom were
eventually selected as focal participants for the volume based on factors
such as gender, age, nationality, and geographic location while working as
an ALT. The chapter concludes with a model of the two main identities that
Hiratsuka uses to make sense of his data: foreigner and dabbler.

Chapters 5 through 7 represent the core of the volume, in which narrative
analysis and analysis of narratives (Polkinghorne, 1995) are used in turn to
examine the stories of the 10 focal participants. Narrative analysis, which
involves taking raw data and distilling their narrative elements, is applied
in Chapter 5, where each participant’s ALT history is told in the first person
as it has been pieced together into a seamless account by Hiratsuka. The
chapters that follow employ analysis of narratives to highlight the ways in
which foreigner and dabbler identities intertwine in those stories within
the ideological context of Japan. Chapter 6 focuses on foreigner identity and
its three sub-identities (celebrity, sojourner;, English expert), while Chapter
7 looks at dabbler identity and its manifestations (assistant, greenhorn,
Japanese novice).

The next two chapters form the discussion section by exploring factors
at play in these varied identities. Chapter 8 deals with internal factors such
as participants’ motives and expectations prior to JET, level of maturity and
experience, gender, sexuality, nationality and ethnicity. Hiratsuka observes
that while some of these factors are fairly straightforward in their apparent
influence, others (such as ethnicity) seem to vary widely in relevance and
what they suggest about individual ALTs and Japanese society. External
factors are taken up in Chapter 9, including location, school type, the JTEs
that the ALTs worked with, and the other ALTs with whom they came into
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contact. Here as well the implication is that the influence of any one factor
can be quite complex, such as when ALTs’ placement preferences are ignored
and they are assigned to rural areas, resulting in initial disappointment but
also (in some cases) the chance to immerse oneself in local life and culture.

Hiratsuka begins his conclusion (Chapter 10) by summarizing the two
identity configurations in light of previous research, often noting that
his study broadly supports previous findings while revealing a complex
interaction of factors underlying the ways in which participants understood
their experiences. He then revisits his identity model of Chapter 4 and adds
a more detailed conceptualization that captures its dynamic nature in terms
of positions, attitudes, and possibilities. Hiratsuka then makes specific
proposals for practice and research, notably the suggestion that the term
“assistant language teacher” is a misnomer and that JET participants should
be rebranded as language teaching assistants (LTAs), which would better
reflect the roles that they play in Japanese schools.

A key strength of this book is its accessibility. Hiratsuka identifies different
groups of primary and secondary stakeholders that his research addresses—
ALTs and JTEs first and foremost, but also school and government officials,
organizations that support ALTs, and teacher trainers—and he makes
quite specific recommendations regarding these groups. For example, ALTs
should be incentivized towards gaining greater proficiency in Japanese and
understanding of Japanese culture prior to arrival in order to reduce the
potential for marginalization. Similarly, JTEs should have authority to assign
ALTs a greater variety of duties within schools so as to reduce their own
workload and free up time for collaboration in lesson planning. Finally, those
involved in recruiting and hiring need to strive for greater transparency in
what ALTs can expect from the position. In order to support proposals like
these, it is essential that the research be presented in a way that is digestible
without compromising its theoretical and methodological rigor. Hiratsuka
does this through an engaging and earnest style that juxtaposes the stories of
individuals with more abstract theories and policies. An instance of this can
be found in Chapter 4, where discussion of the features of narrative inquiry
is followed by Hiratsuka's own language learning and teaching history,
leading up to his interest in ALTs. In short, he works hard throughout the
volume, and I would argue largely succeeds, at situating abstract concepts
and issues in specific people, places and times.

The book is also accessible in its organization. It is laid out along familiar
research-report lines with plenty of signposting to tell readers what
Hiratsuka is doing before and after he actually does it. Moreover, Hiratsuka
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cycles through the core stories, and many of the peripheral ones, at several
different points. For example, the account (in Chapter 5) of a White male
participant from South Africa who worked in a rural prefecture with few
Caucasians is later referred to as an instance of the foreigner identity and
its celebrity sub-identity (Chapter 6), and then pops up again in discussions
of factors such as ethnicity and geographical location (Chapters 8 and 9).
Similarly, a female participant from Australia describes spending large
amounts of time as an ALT, often the whole day, sitting alone at her desk in
the staff room with nothing to do, an experience that is revisited in light of
the assistant sub-identity of the dabbler (Chapter 7), and how it can lead to
professional marginalization. Continual cross-referencing of this sort makes
for afairamount of repetition, which is especially noticeable if one reads from
cover to cover, but it also makes the book easy to dip into—and Hiratsuka
himself suggests that different readers may want to skip over certain
chapters in favor of the parts most relevant to them. More importantly, I
would suggest, it emphasizes the dense and interwoven nature of the stories
and how they can index different LTIs in varied and surprising ways.

Hiratsuka’s study also makes important contributions to research on
identity in language learning and teaching, particularly as an example of
the contrastive uses of narrative analysis and analysis of narratives. Benson
(2013) has suggested that these two types of analysis are not strictly
separate and that they can be productively employed at different stages of
the research process, from gathering data to analyzing it and then writing it
up. In this case, Hiratsuka first presents each interview as a single cohesive
story (narrative analysis), instead of the battery of quotes that one might
expect, and then he picks those stories apart to scrutinize the themes and
categories that they share (analysis of narratives). This can be seen as a
“vertical/horizontal” approach, in which each case is examined vertically on
its own terms, so that readers have a clear picture of each participant before
cases are then analyzed horizontally, according to elements that cut across
individual accounts. The suitability of these two steps in this particular
order can encourage researchers to think about how different aspects of
narrative inquiry might inform stages of their own projects, whether in a
vertical-to-horizontal manner or otherwise.

Hiratsuka is also appropriately cognizant of the limitations of his
study. He notes primarily that his small group of 10 focal participants,
recruited through convenience and snowball sampling (that is, through the
researcher’s personal contacts and their acquaintances), leaves open the
possibility of inherent bias in the data and limits generalizability, which
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he suggests may not even be desirable in this case. While this may pose
problems for readers looking for quantitative rigor, qualitative researchers
are more likely to be concerned with how Hiratsuka handles another set of
issues. One of these is the possibility of bias arising from the researcher’s
personal history of involvement with ALTs, both as a language learner and
teacher. Hiratsuka points out that he attempted to mitigate this by aiming
for as varied a sample as possible, but he also addresses it throughout the
volume by telling and referring back to his own story, which helps make
his status clear vis-a-vis the participants. Other issues relate to methods
triangulation, or the use of different sources of data to verify conclusions,
and member checking, which is the practice of providing participants with
research results in order to give them the chance to disagree with findings.
Hiratsuka states that neither of these was practically possible in his study,
though it is not completely clear why, in the case of member checking, he
was unable to run the participants’ stories by each of them for confirmation.
The obvious upshot of these limitations is that readers must be cautioned
against taking these stories as representative of all ALTs, and that further
research using more varied methods is needed to confirm and build on
Hiratsuka’s results.

In short, this volume is a rich resource for teachers, administrators, and
researchers. Current and former ALTs will no doubt see echoes of their own
experiences in these stories (as [ did myself), but the book will also be useful
to those hoping to improve the JET Program, whether through broad policy
reforms or grass-roots action, as well as researchers interested in narrative
inquiry. The ultimate achievement of Hiratsuka’s study, I would suggest,
lies in the way it manages to problematize the response typically given to
ALTs who ask questions or complain about their condition: “Every situation
is different” As Hiratsuka points out, this phrase has become so well
recognized by ALTs that there is even an acronym for it (ESID). It represents
the tendency of JET Program officials to avoid transparency by papering
over the varied experiences of ALTs across Japan, thus whitewashing the
problems and contradictions of the program as a whole. Hiratsuka pierces
through this attitude by offering an important critical perspective on the JET
Program, team-teaching, and most importantly, the working lives of ALTs.
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This book is an excellent comprehensive resource for academic writing
teachers and researchers. In this research-informed book, Hinkel highlights
prominent characteristics of academic writing and offers practical techniques
and useful strategies that help writing teachers find solutions to mistakes
that their second language (L2) writing students make. The theoretical
discussions and practical exercises are drawn on findings from previously
published research in the areas of L2 writing, lexico-grammatical studies, and
corpus linguistics also makes this compendium a solid research-informed
resource for novice and expert researchers. The current review will provide
an overview of the book, highlight its strengths, briefly describe how some
exercises from the book were implemented in two respective EFL settings,
and offer constructive suggestions for the book author and publisher.

The book has three main parts, totaling twelve chapters. Part I (Academic
Text and Teaching Second Language Writing) provides a rationale for the book
by highlighting the linguistic and rhetorical challenges L2 writers face in
addressing academic writing tasks commonly assigned in English-speaking
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colleges and universities. Part Il (Sentences and Their Parts: Vocabulary and
Grammar) lists a range of sentence-level grammar stems and offers a stock
of academic vocabulary that is commonly used in academic prose. Part I1I
(Text and Discourse Organization: The Sentence and Beyond) moves beyond
sentence-level grammar and vocabulary patterns by delving farther into
larger discourse-level rhetorical features (e.g, coherence, hedging) that
appear frequently in academic texts.

Hinkel centers her book on five principles (see page 7 for further details).
The essential principles include: (1) learning to write in L2 is fundamentally
different from L1; (2) L2 writers cannot attain the same level of academic
writing proficiency as their L1 writer counterparts; (3) a writing curriculum
designed for L1 writers is not necessarily meant to enhance L2 learners’
writing proficiency; (4) one’s proficiency in conversational English does not
necessarily lead that person to produce advanced academic writing texts;
and (5) more focused instruction on academic vocabulary, grammar, and
discourse-level conventions are essential for helping L2 writers become
proficient, independent writers. To address all five of these principles, Hinkel
urges writing teachers to introduce to L2 writers essential elements such as
frequent academic vocabulary and sentence stems; raise their awareness
of rhetorical features in academic texts; and teach those elements by using
persistent, explicit, and systematic approaches.

Utterances in conversational English and paragraphs in academic texts
entail strings of words or phrases that entail grammar rules. Because
academic writing is highly formulaic and conventionalized, many scholars
encourage teachers to establish links between grammar and vocabulary in
their instruction (Richards & Reppen, 2014). Hinkel suggests that “grammar
instruction has to take place in tandem with instruction on vocabulary and
recurrent academic phrases” (p. 58). To achieve this goal, she offers tips
and practical techniques for raising L2 writing teachers’ awareness about
academic vocabulary and sentence stems, as well as highly conventionalized
paragraph-level discourse features commonly found in academic prose.
Hinkel does not use the words “practical techniques” lightly, as each
chapter includes useful techniques and tested strategies for L2 writing
teachers to implement in their instruction. To make the recommended
hands-on teachable ideas visible to readers, the following headings appear
throughout the book. Action Point offers a single teachable idea, provides
numerous example sentences, and cites one or two key research studies to
support the idea (see pages 272-73 for details). While Trouble Spot entails
a description of one or two typical problems L2 writers encounter in their
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writing (see examples on pages 154, 155), How to Teach It includes step-by-
step instructions for addressing the errors illustrated in the Trouble Spot
sections while offering efficient ways to remediate those errors. There also
is a section titled Talking Shop that offers research pointers and insights
intended to communicate some of the essential points to readers (see
examples on pages 13 and 30). Additional exercises can be found under the
heading of Chapter Summary, located toward the end of each chapter. While
reviewing the book, we concluded that the term Chapter Summary not only
succinctly summarizes the major theoretical points in the chapter but also
includes extensive exercises to engage L2 students in the writing evaluation
and self-editing processes.

Although the suggested exercises are meant to be implemented under the
supervision of teachers, Hinkel recommends several Editing Practice tasks
throughout the book to encourage students to practice writing outside of
class. Hinkel believes that “the learning of many L2 academic skills, such
as writing, reading, vocabulary and essay editing, is largely a solitary
activity” (p. 72). Self-editing tasks help L2 writers become independent
while solidifying their knowledge of recently learned academic vocabulary,
grammar construction, and discourse-level rhetorical features.

Two first authors of the current book review (Ugilkhon and Dilnavoz)
implemented the exercises from Hinkel's book in their respective EFL
classrooms. The exercises were not randomly assigned. While reviewing the
book, the first two authors—who also serve as EAP teachers in Uzbekistan—
discovered several level-appropriate exercises that could potentially
address recurring pitfalls in their students’ writing. The first author,
Ugilkhon, noticed that her undergraduate students at Andijan State Institute
of Foreign Languages wrote sentences that contained exaggerations and
overstatements. Instead of writing These days, many students occasionally
plagiarize their papers by using artificial intelligence tools such as ChaptGPT
and QuillBot, they would oftentimes produce utterances such as These
days, students plagiarize their papers by using artificial intelligence tools. To
introduce the concept of hedging and/or hedges, “... words, phrases, clauses,
and other constructions, that are used to limit or qualify a statement, reduce
the degree of certainty, and project politeness” (p. 429), Ugilkhon created
a short handout drawing on the information presented in Chapter 12 (see
pages 455-456) and had her students practice the use of some of the hedging
devices (e.g., quantifiers, modal verbs). By the end of the instruction, most of
the students were aware of the functions of hedging in academic prose and
could successfully identify when a sentence was being qualified or limited.
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Another success story comes from the second author, Dilnavoz, who
introduced to undergraduate-level EAP students at Urgench State University
(northernregion of Uzbekistan) sets of activities that featured contextualized
groupings of nouns. She decided to introduce the concept of “catch-all
nouns” to her students after realizing that her students tended to overuse
one word in their writing, either intentionally or due to a lack of alternative
word options. For example, her L2 writers would repeatedly use the word
people rather than substituting it with other lexical choices, such as adults,
employees, individuals, population, the public, residents, community, group
members, workers (see page 128 for more information). In chapter 5, Hinkel
suggests that L2 writers must be taught about contextualized groupings of
nouns. Using the information presented on pages 128 through 134, Dilnavoz
had her students complete some tasks in a classroom. Although her students
were able to produce lexical substitutes for the words higher education
and status, they faced challenges in offering alternative words instead of
reason. Dilnavoz’s post-exercise reflection resonates well with what Hinkel
repeatedly highlighted in the initial chapters of the book, that is, that L2
writers lack a large repertoire of academic vocabulary. Thus, they tend to
employ words immediately accessible to them instead of exploring a range
of possible vocabulary options.

While the book contains a sufficient number of classroom-friendly
exercises, it should be pointed out that not all the exercises contain answer
keys. Since the exercises are meant for busy L2 writing teachers, answer
keys are always appreciated. The author may want to host the book’s
supplementary materials (e.g., additional exercises, answer key) on the
publisher’s companion website, similar to other oft-cited book titles such
as How Languages are Learned (Lightbown & Spada, 2021) and Academic
Writing for Graduate Students (Swales & Feak, 2012). The formatting of
the book also could be improved. To illustrate grammar and lexical (mis)
use in writing, suggest practical tips, and present major research-based
insights, the author utilizes a series of illustrations in the following format:
italicizing sentence phrases in example sentences, placing two-to-three
word combinations in boldface type, underlining key words, presenting
information extended to multiple paragraphs inside white- and grey-shaded
boxes, and including one-to-two-sentence information in small boxes. The
illustrations are neither numbered nor systematically bulleted; hence, re-
formatting the illustrations by either numbering the boxes or using color
charts should improve the accessibility and navigation of such critical
information that is presented by the author. This is something publishers
should consider in the 3rd volume of the book.



Book Reviews 251

Despite the minor formatting issues listed above, the second edition of
Hinkel's Teaching Academic L2 Writing: Practical Techniques in Vocabulary
and Grammar is an excellent resource to help advanced L2 writers become
fluent and proficient in using academic vocabulary and grammar structures
that are prevalent in academic writing. Using this book also should make
them aware of discourse-level rhetorical conventions typically found in
formal academic texts. Usage examples and lists of frequent grammar/
sentence stems, academic words/phrases, and pre-patterned lexical chunks
that should be prioritized in L2 writing instruction can be found within each
chapter and in the appendices at the end of each chapter.

To summarize, this comprehensive resource book is intended for EAP
teachers who aim to bolster the academic vocabulary and grammar
components of their writing curriculum by employing research-informed
teaching techniques. Throughout the book, Hinkel offers several writing
goals and principles that should be prioritized in designing an L2 writing
course curriculum. In addition, advanced L2 writers who pursue their
graduate studies in TESOL or language education-related programs at
English-medium universities can use the book as a go-to resource to enhance
the quality of their academic writing.

References

Lightbown, P, & Spada, N. (2021). How languages are learned (5th ed.). Oxford
University Press. https://elt.oup.com/teachers/hlal/?cc=global&selLanguage=
en&mode=hub

Richards, ]., & Reppen, R. (2014). Towards a pedagogy of grammar instruction.
RELC Journal, 45, 5-25. https://doi.org/10.1177/0033688214522622

Swales, ], & Feak, C. (2012). Academic writing for graduate students (3rd ed.).
University of Michigan Press. https://doi.org/10.3998/mpub.2173936


https://elt.oup.com/teachers/hlal/?cc=global&selLanguage=en&mode=hub
https://elt.oup.com/teachers/hlal/?cc=global&selLanguage=en&mode=hub
https://doi.org/10.1177/0033688214522622
https://doi.org/10.3998/mpub.2173936

JALT Journal Aims and Scope

JALT Journal is a bi-annual, Scopus-approved research journal of the Japan Association for Lan-
guage Teaching (&E#E ##H¥=). JALT’s larger mission is to support the research programs and
professional development of JALT members, promote excellence in language learning, teaching,
and research, and provide opportunities for those involved in language education. In line with
this mission, JALT Journal publishes high-quality English- and Japanese-language, quantitative
and qualitative, theoretically-informed and empirically-grounded studies of relevance to sec-
ond/foreign language education in Japan. Although emphasis is placed on the Japanese context,
JALT Journal values contributions which also transcend geographical boundaries to illuminate
the complex interaction between language, language use, people, education, and society across
cultural and socio-political contexts.

When possible, submissions to JALT Journal should aim to be both descriptive (What is my data?)
and explanatory (Why is my data like this and not otherwise?) in purpose, and further stimulate schol-
arly debate, to hopefully improve existing applied linguistic scholarship around the world. Areas of
interest include but are not limited to the following:

¢ Bilingualism and multilingualism ¢ Language testing/evaluation
¢ (Classroom-based language education ¢ Phonetics
o Cognitive linguistics e Pragmatics
¢ Contrastive linguistics ¢ Psycholinguistics
¢ Conversation/discourse/critical discourse ¢ Semantics
analysis e Sociolinguistics
e Critical language pedagogy e Syntax
¢ Curriculum design and teaching methods ¢ Teacher training
o Intercultural communicative competence ¢ Translation and interpretation
¢ Language acquisition/learning ¢ Vocabulary
¢ Language policy and planning
Guidelines
Style

Authors are encouraged to submit manuscripts in five categories: (1) full-length articles,
(2) short research reports or papers addressing specific theoretical and/or methodological
issues in applied linguistics research (Research Forums), (3) theory-grounded essays which
may include analysis of primary or secondary data (Perspectives), (4) comments on previously
published JALT Journal articles (Point-to-Point), and (5) book/media reviews (Reviews) either
requested by the Book Reviews editor or suggested by the author. Articles should be written
for a general audience of language educators; therefore, statistical techniques and specialized
terminologies must be clearly explained and their use clearly justified.

Authors are responsible for obtaining permissions for any copyrighted material included in
their manuscript submission. When submitting a manuscript based on a thesis or dissertation
published in an institutional repository, authors are responsible for checking with the copy-
right holder for permission to publish portions of the original text.

JALT Journal follows the Publication Manual of the American Psychological Association, 7th
edition (available from <https://apastyle.apa.org/products/publication-manual-7th-edition>).
A downloadable copy of the JALT Journal style sheet is also available on our website at <https://
jalt-publications.org/jj/>. Instructions for online submissions can also be found at this website.

Format

Full-length articles must not be more than 8,000 words, including references, notes, tables, and
figures. Research Forum submissions should not be more than 4,000 words. Perspectives submissions
should not be more than 5,000 words. Point-to-Point comments on previously published articles
should not be more than 1,000 words in length, and Reviews should generally be around 2,000 words.
All submissions must be word processed in A4 or 8.5” x 11” format with line spacing set at 1.5 lines.
For refereed submissions, names and identifying references should appear only on the cover
sheet. Authors are responsible for the accuracy of references and reference citations and for obtain-
ing any permissions for copyrighted material contained in the manuscript.

252


https://apastyle.apa.org/products/publication-manual-7th-edition
https://jalt-publications.org/jj/
https://jalt-publications.org/jj/

INFORMATION FOR CONTRIBUTORS 253

Submission Procedure

Please submit the following two documents in MS Word format to the appropriate editor indicated
below:

1. Cover sheet with the title and author name(s), affiliation(s), and contact information of the
corresponding author.

2. A blinded manuscript, including title, abstract, and keywords, with no citations referring to
the author: Do not use running heads and do not include your biographical information. Fol-
low the JALT Journal style sheet. Blinded manuscripts should not include meta-data.

If the manuscript is accepted for publication, a Japanese translation of the abstract will be re-
quired. Authors will also be asked to provide biographical information. Insert all tables and figures in
the manuscript. Do not send them as separate files.

Submissions will be acknowledged within 1 month of their receipt. All manuscripts are first
reviewed by the editorial team to ensure they comply with JALT Journal Guidelines. Those considered
for publication are subject to blind review by at least two readers, with special attention given to (1)
compliance with JALT Journal Editorial Policy, (2) the significance and originality of the submission,
and (3) the use of appropriate research design and methodology. The first round of review is usually
completed within 3 months. Each contributing author of published articles and Book Reviews will
receive one complimentary copy of the Journal and a PDF of the article (Book Reviews are compiled
together as one PDF). JALT Journal does not provide off-prints. Contributing authors have the option
of ordering further copies of JALT Journal (contact JALT Central Office for price details).

Restrictions

Papers submitted to JALT Journal must not have been previously published, nor should they be
under consideration for publication elsewhere. JALT Journal has First World Publication Rights,
as defined by International Copyright Conventions, for all manuscripts published. If accepted, the
editors reserve the right to edit all copy for length, style, and clarity without prior notification to
authors. Plagiarism, including self-plagiarism, will result in articles not being published or being
retracted and may also result in the author(s) being banned from submitting to any JALT publica-
tion. For further information, see the JALT Publications Statement of Ethics and Malpractice at:
https://jalt-publications.org/jalt-publications-statement-ethics-and-malpractice

Full-Length Articles, Research Forum, Perspectives, and Point-to-Point Submissions

Please upload submissions in these categories to the following website:

https://jalt-publications.org/content/index.php/jj

Manuscripts should follow the American Psychological Association (APA) 7th Edition
style. Please indicate if your submission is a 1) Full-length article; 2) Perspectives article; 3)
Research Forum article or 4) Point-to-Point submission.

For any general inquiries about English-language submissions, please contact:

Dennis Koyama, JALT Journal Editor
jaltpubs.jj.ed@jalt.org

Japanese-Language Manuscripts

JALT Journal welcomes Japanese-language manuscripts on second /foreign language teaching
and learning as well as Japanese-language reviews of publications. Submissions must conform
to the Editorial Policy and Guidelines given above. Authors must provide a detailed abstract in
English, 500 to 750 words in length, for full-length manuscripts and a 100-word abstract for
reviews. Refer to the Japanese-Language Guidelines (following page) for details. Please send
Japanese-language manuscripts to:

Masayuki Kudo, JALT Journal Japanese-Language Editor
jaltpubs.jj.ed.j@jalt.org


https://jalt-publications.org/jalt-publications-statement-ethics-and-malpractice
https://jalt-publications.org/content/index.php/jj
mailto:jaltpubs.jj.ed@jalt.org
mailto:jaltpubs.jj.edj@jalt.org

254 JALT JOURNAL

Reviews

The editors invite reviews of books and other relevant publications in the field of language education.
A list of publications that have been sent to JALT for review is published bimonthly in The Language
Teacher and can be found online in each issue at <https://jalt-publications.org/tlt/>. Review authors
receive one copy of the Journal. JALT Journal's latest Reviews guidelines can be found in Melodie
CooK’s Expositions piece published in the November 2023 issue. Please send submissions, queries, or
requests for books, materials, and review guidelines to:

Melodie Cook, JALT Journal Reviews Editor
jaltpubs.jj.reviews@jalt.org

Inquiries about Subscriptions, Ordering JALT Journal, or Advertising
JALT Central Office
Marunouchi Trust Tower Main Building 20F
1-8-3 Marunouchi, Chiyoda-ku, Tokyo 100-0005 JAPAN
Tel: (+81) 3-5288-5443
Email: jco@jalt.org URL: https://jalt.org


https://jalt-publications.org/tlt/
mailto:jaltpubs.jj.reviews@jalt.org
mailto:jco@jalt.org
http://www.jalt.org

INFORMATION FOR CONTRIBUTORS 255

H zlgnn nﬁaﬁ'ﬁ‘xfn?vﬁ

JALT Journal CIZAARGETHEIN (a) . (b) WFFE®RE. (o) B (d)
JALT JournalZHB# S N/ZFEMAND A - ER, (o) F H:’E%%bflﬂi@— (a) nrﬂaY&
(b) TFFEHR S DENIL, LLFO@ED FEHIRICE 28N T T, (o EBEm UL, SEHEIT

ICBE 9 B AEICE R E D T E WS T, SEITHHEOMEE. B *?31/)*\'2/5(7‘ FITHD <
MREEED DT, UK —IRIRZEMRTRLDAY V2N, B TOHTTPSE K
DT —HDEZX )75 E13. Publication Manual of the American Psychological Association (7th
edition) DED 2/ RITEDE T ISV, JALT Journal#E X —b (HAEEFEM) 200 Fn
547> 0— R T & E J<https://jalt-publications.org/jj/>. 723, JALT JournalDFi& \3BIHD
AN L2 DO T FRIEEM IR CHEHFEL, DRV TERTINHHEINALEE
LTREW, HiEESE 2 ANEED, (@) @m3Cid25,0007 (b) HFFE#HE1E13,000
T, (o) EEmsid16,0009% (d) JALT JournalZ#&#k S N7z FEAEM~D A > b - E52132,000
T (o) F##IE1,50073,000F AN T, AADHMUTHFEE T, 117407, 1X—3017 TEIRIL
THRaEW, FHZOERIIZIN TR A,

RiT280:

JALT Journal& 2> —h (AARFEERM) 225 1RO L, BT AV ORMEHTHREDS
ZEN,  7ab. B @ (o) HRFDED T TV =DM EHLTESN, FEERT
IR ORDSNTZEREL, KERZEEZETHRHEMICLIZDDICL TRRHENWE T,

ﬁ%ﬁ: REZES THRBEHEICE YSTVINEINEIHER LD E, VindEb  ANDOEH
NEZETVWET, A L:u%ﬂ%%‘@%ﬁu S INFH A, B ORETIIRRIC, FREN
JALT JournalDHWIZE S TWAD, SBHEFICE > TEKRN D D0, MAITE i%%ﬁ\ W%
R VA Piﬁ@]ﬁ‘%ﬁ‘*'ﬁéﬂiTo BT ALK TUE A, Fricirs
DENGEIRETERICENLL EORRN NN D ZENHDET,

R JALT JournalZ#Fa 9 2R FEIE. I TITHIRS N TN S H OO A sEiIc & farh
DOBHDITEET TSV, JALT Journalld, = ZIZHHE S N5 TR TOH I U T EBRE/EMHE
HEIC LD MR UILRMEZFFEE T, 2B, BEOWEZWEEBITRALETADT, #%
REFELTFSN,

BRI RERD R ITBENWEHE:
T001-0016 JtifgEALIR T ALK AL165: 062 T H BT K2%%
JALT Journal HASEEMmEESR Lk ft2

s 011-736-5368
jaltpubs.jj.ed.j@jalt.org

JALT Journal % 46% %25

20244 10H20H EL]

20244F 11H1H AT

[T IN NI d

FEITAN LT e H—F—0—

FEFTR LEEEFEEF R/

T100-0005 HHCES TR H K ALDP1-8-3 ALD N R A ST — AL 208
TEL(03) 5288 5443

IR a—3 2R At

T530-0043 KB TALK K 1-18-47K i 77— A REIL301 TEL(06) 6351-8795



https://jalt-publications.org/jj/
mailto:jaltpubs.jj.ed.j@jalt.org

JALT2024
LEEFEHEES
FE50EFREBEREHMTETRE
20245%11H158~2024F11818H
R R -GN\ TVt I —
g5y
50th Annual International Conference on

Language Teaching and Learning & Educational
Materials Exhibition

November 15 - 18, 2024
Shizuoka Granship, Shizuoka, Japan



