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In this month's issue...

JALT2009 Pre-Conference Issue

From the Conference Co-chairs

In this issue, we are pleased and proud to introduce some of the
highlights of the upcoming international conference, JALT2009 The
teaching-learning dialogue: An active mirror, to be held at Granship
Shizuoka on November 20-23, 2009. This issue of the TLT offers
some choice appetizers for the feast that JALT2009 is going to be.

Readers will find short papers previewing the plenary talks
of Christine Pearson Casanave, James Lantolf, Aya Matsuda,
Merrill Swain, and Scott Thornbury. We are very excited to
present, in addition, papers by our distinguished Featured Speak-
ers, including Angela Buck-
ingham, Miles Craven, Nick o ! p '

Groom, Kristin Johannsen, moq
and Grant Trew. You will also =
find contributions from Garr
Reynolds, our special guest

to the Technology in Teaching
workshops, and from this year’s
Balsamo Asian Scholar April
Alcazar of the Philippines.

The theme for the 35™ JALT
conference was chosen to
emphasize the dialogical and
interactive nature of our profes-
sion. Teaching is not a one-way
transmission of ideas, but a
partnership of exploration and development taken in collabora-
tion with our learners. Looking at what we do with the help of a
mirror allows us to reflect, re-imagine, inspect, and magnify our
activity in useful and exhilarating ways. Talking about and shar-
ing ideas with colleagues allows us to take advantage of the col-
lective knowledge and experience of the professional community.

Look through the papers, abstracts, and other pre-conference
information and mark your calendars for what will surely prove
to be a wonderful weekend in late November! It will be a great
chance to reconnect with old friends and meet some new ones.
Come to Shizuoka, enter into the dialogue, and be an active mirror!

Steve Cornwell & Deryn Verity, Co-chairs, JALT2009

THE TEACKRAIL LEARAING DIALOLVE
AN ACTVE MRRoR
- Nov 2U-23, 2004 -
GRANSHRP SkZuoch
<NALToRA/ ConFERENCE>

[Photographs on the cover provided by Jonathan Brown]
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JALT PusBLICATIONS ONLINE

» More information on JALT Publications can be found on
our website:

<www.jalt-publications.org>

JuLy 2009 ONLINE ACCESS

» To access all our online archives:
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Help us make the biggest language
teaching event in Asia even better:

TALK ABOUT IT!

Please pass along the flier included in this issue
to a friend who might be interested in JALT.
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Christine Pearson
Casanave
Temple University, Japan Campus
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In this talk | discuss perspective taking, the ability to see the
world through someone else’s eyes. This can happen if people
actually experience something that another person or group
has experienced, or if they imagine themselves in the shoes of
another. In my talk, | refer to both types of perspective taking.
In particular, | discuss the following: 1) what it might be like to
be a student in our own classrooms; 2) what insights we can
glean from our own language learning experiences; 3) what it
might be like to be a reader of our own writing; and 4) what
it is like to do scholarly reading and writing in an L2. Reflect-
ing on our teaching, learning, and professional writing from
diverse perspectives can help us expand how we understand
our students and our work as second language educators.
KBETIE ARG TAT - TAF I TEDOLMADIRTHRAZEZR
BEENITDONTEHL D, INDITONBDIE. ADBACERDEER L
CEERBICRBRIBIGEC thADE (I >TRET 558 TH S, &
FRTAMADEBED/IK—ARG T4 T - TAF L TICDOVWTERL, I
UTORICDOWTE#HL S, (1) BAREDI SADERFIT/E>THDEN
SDIFEDLSIEBbDIEDD,. (2) BNEEDEBFBERBRNOSEDLD
ITRAREBDIIENTEDDD. (3 BFBENENHODFREC/ED
THBENDIDEEDLDTEDIDI. (4) E2EBCTRMNATHHE
EFZTHLENDIDEEDLDILEHDIEDD. HIRE, FEELVBENH
BIIDNWTHARRENORNETHIEICLOT £RREEBRBLAY. 5B
EﬁzﬁlﬁﬁtUCODEﬁ@{i%’&ﬂﬁ@bf:UT%HTE’&[EH%ZJ:ZF‘EI@E

F Do

Keywords: perspective taking; reflection; narrative; teacher as
language learner; writer as reader; writing in L2 /X—=Z~X& 75«
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BE F2ERECOHUE
P see the world through someone else’s eyes.
This can happen if people are given an
opportunity to experience something that an-
other person or group has experienced, or if they
are asked to imagine such experiences. [ refer to
both types of perspective taking and explore how
looking at our teaching, learning, and professional
writing from various perspectives can help us un-
derstand our work as second language educators in
more insightful ways.

ERSPECTIVE taking refers to the ability to

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

Perspective taking

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

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

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

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

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

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

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

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

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

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

Language teachers benefit from being
life long language learners

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

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

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

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

Let me conclude by proclaiming the pleasures
and benefits of the two kinds of perspective taking
[ discussed here: Perspective taking that engages
us in the actual experiences of another, and per-
spective taking that we access by means of thought
experiments. How might our attitudes toward lan-
guage learning and teaching and toward scholarly
reading and writing change if we were to regu-
larly step outside ourselves and do these kinds of
perspective taking? Insights and growth await us if
we are language teachers who can envision becom-
ing students in our own classes; language teachers
who experience and monitor our own L2 learn-
ing; writers who can envision being readers of our
own writing; and L1 writers who make an effort to
become readers and writers in an L2.
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The dialectics of instructed second
language development

James P. Lantolf

The Pennsylvania State
University, USA

ﬂ*ﬁéhé%z = nn@%é@#nﬁlﬁ

This presentation emerges from an on-going project on the
implications of dialectics in Vygotsky's theory of conscious-
ness for instructed second language development. Although
most L2 research informed by sociocultural theory asserts that
mediation through social interaction and cultural artifacts
forms the foundational concept of the theory, I will argue that
the real key to the theory is found in the notion of praxis—a
notion that Vlygotsky appropriated from Marx. The crucial fea-
ture of praxis in its contemporary version is the dialectic unity
of consciousness (knowledge/theory) and action that gives
rise to new forms of understanding and behaving. In mak-
ing the case for praxis and language education, | will explain
dialectics (i.e, the unity or fusion of opposites) with specific
examples and will then discuss evidence from several studies
that sustain the effectiveness of a praxis-based pedagogy for
promoting language development.
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7=V, BEmaflE BOTHIEE

(LT EHEROHFE—F /(LA
&) ZFHBAL. RICSEREDR
HEICHBFDTSORICED W=
HIREDNREMTT DD
MDOHRRICEFHMICDNT
@2,

Keywords: dialectics, prax-
is, scientific and spontane-
ous concepts, zone of proxi-
mal development, second
language teaching #iE&
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HEE FEEORAESEE £
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Basic research
and pedagogical
practice

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

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

Scientific and spontaneous concepts:
Schooling and praxis

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

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

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

that promotes a deep understanding of the concept.

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

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

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

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

Praxis in a language classroom

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

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

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

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

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

M_Jﬁ}x
I3

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

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

lyst through which the
students experienced
the full impact of aspect

—— in making meaning was

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

Ayer! esa tarde corrf
Yesterday/that afternoon | ran

F1

—

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

- F:1 . « .
imperfect: “Primero en-

IRERENN

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

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

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

IMPERFECTO (Jazmin corria —Jazmin ran)
P2 F1

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

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

a1
L

1@:

F2

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

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

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

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

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

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

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

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

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

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

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

Conclusion

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

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

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

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

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

"Don’t forget to eat! But plan

your meals in advance!"

[t's easy to get caught up in the excite-
ment and energy of the day, and com-
pletely forget about what your body needs.
However, if you don't eat and drink, by
the end of
the day you'll
feel like a
zombie! Carry
snacks with
you to munch
between
sessions, eat
at non-peak
fimes to avoid rush hours in the restaurants
or grab something for lunch on the way to
the site, and act interested at the publish-
ers’ stands on the offchance you'll get an
invite to a party at night. Hydrate regu-
larly—aill that talk will dry you out!

K <jalt.org/conference >

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

Aya Matsuda

Arizona State University

g 4 g 32 O —-—
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BIE5F v ALARE
The global spread of English and its extensive use as an in-
ternational language has made English a popular foreign
language option across the world. The national curriculum
in Japan, for instance, specifies that English be taught as the
required foreign language in middle schools because it is an
international language. English is also the de facto foreign lan-
guage offering in senior high schools and continues to play
important roles in college and beyond. However, the linguistic,
cultural, and functional diversity of English today complicates
ELT practice by challenging some of its most basic assump-
tions. In my talk, | first present the current sociolinguistic land-
scape of the English language and illustrate how “traditional”
ELT that focuses exclusively on US/UK English and culture is
not adequate in preparing effective users of English as an In-
ternational Language. Specific changes that can be incorpo-
rated into a traditional English curriculum are also suggested.
KEIHIKBRTEE>TEY, BBRELLTEREICERAEINTINSE
O, HRPT—RNGHEBORRKREAOTND, LEATEERDEE
IBEEBRTIE, REBEEBELZOTHFERICEIIZHENEERLLTH
ZIEFNEESIENEEDHENTIND, FLXRBEISEFRICEITLEH
R LONEEHETHY, RKFLULOHBE THERLMEZE HHTI\S,
LU, SEDOEEDEFBFN. MENB LCBEENZRIEN S, ELTD
REF TORHERNZFHRDO N DDPIESWNTND /OB (T/R>
TW3, RBETIE, FTREBOREDHKSEZNIKRERRL. TN
MOREDREFEXULICOAERE BT/ MEHEA ELTH, BRESL
TORBOFEEMRFEEDERICTEY THDILEHESNITT S, Fie.
Eggﬁ;%%‘é VF2SAICHEAPALGIEDTEZ BB HRERGIR

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

use as an international language have made

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

T HE global spread of English and its extensive

of English in interna-
tional contexts.

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

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

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

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

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

Multiple varieties of English

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

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

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

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

Diverse profile of English speakers

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

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

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

Cultures in the EIL Classroom

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

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

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

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

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

Politics of English and responsibilities of
EIL users

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

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

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

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

Collaboration with colleagues

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

Conclusion

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

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

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

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

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

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

language learning

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

second or foreign language.
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An Interview with Merrill Swain

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

and find out.”

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

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

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

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

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

TLT: And what language does the languaging occur
in?

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

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

Is your membership due for
renewal?

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

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

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

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

Scott Thornbury
The New School

~, - ~

XEICDVWTD7BYDRA: 1D
DRE—I53— 30+ 5 b

What is grammar and how is it internalised in the mind? Is it
symbolic code or is it neural connection strengths? Is it the
sedimented trace of previous conversations or is it an innate
human capacity? However we answer these questions obvi-
ously has an impact on the way we go about teaching second
languages. In this talk I will review some of the key models
of grammar-often couched as metaphors—and look at their
implications in terms of classroom practice. In so doing, | will
suggest that models grounded in both sociolinguistics and
psycholinguistics offer a more valid basis for teaching than do
purely linguistic descriptions.
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F opinions as grammar. If asked whether
explicit teaching of grammar is necessary in
order to learn a second language, both proponents
and opponents of grammar teaching will often ap-
peal to common sense. It's obvious that you need it
or it's obvious that you don’t. When two conflicting
beliefs are equally obvious, you may be reasonably
sure that there is an ideological component to the
argument. The argument is less about grammar
than about what grammar stands for. It is an argu-
ment about values, group membership and identity.
And, ultimately, because values and identity are
being contested, it is an argument about power.

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

EW topics are as likely to trigger such strong

produced and serves a
global market. In order
to understand why
such strong attitudes
attach to grammar, it
helps to apply the same
kind of analysis that
has been applied to
the marketing of other
globalised commodi-
ties (see Hall, 1997).
How, for example, is
grammar represented,
produced, consumed,
and regulated, and
what does grammar
mean to those who
have an investment

in these processes? In
what follows I shall
examine grammar
from the perspective
of its production and
consumption.

Production

Grammar is not so much produced as repro-
duced. Ritzer (1998), writing about the so-called
McDonaldization of the social sciences, inveighs
against what he calls cookie-cutter textbooks:

When a particular textbook...is a big hit, com-
petitors seek to discover the factors that made
it such a success and then set about publishing
clones...Repeated over and over, many texts
come to look like every other one (p. 44).

This is particularly the case with the grammar
syllabus: There is a canonical order for teaching
grammar that defies attempts by innovators to
change it. The same canon is endlessly reproduced,
with minimal variation, and course book writers
need look no further than a previous best-selling
course for an acceptable model for their syllabus.

It is these processes of reproduction that find
an echo in post-modern theories of consumption,
which argue that we live in an age of copies and of
simulation. Ritzer (1998) provides an example:
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A perfect example of a simulated product is Mc-
Donald’s Chicken McNugget. The executives at
McDonald’s have determined that the authen-
tic chicken, with its skin, gristle, and bones, is
simply not the kind of product that McDonald’s
ought to be selling; hence the creation of the
Chicken McNugget which can be seen as inau-
thentic, as a simulacrum. There is no “real” or
even “original” Chicken McNugget; they are, and
can only be, simulacra (p. 10).

Much of what is taught as pedagogic gram-
mar is of equally doubtful authenticity. The skin,
gristle, and bones of language have been removed
such that, as Kerr (1996) argues, “grammar exists
independently of other aspects of language such as
vocabulary and phonology” (p. 95). Moreover, the
findings of corpus linguistics in particular suggest
that pedagogic grammars only loosely reflect au-
thentic language use and that “some relatively com-
mon linguistic constructions are overlooked, while
some relatively rare constructions receive consider-
able attention” (Biber, et al. 1994, p. 171).

An enthusiasm for compartmentalization,
inherited from grammars of classical languages,
has given rise to the elaborate architecture of the
so-called tense system, including such grammar
McNuggets as the future-in-the-past, and the past
perfect continuous, not to mention the condition-
als, first, second, and third-features of the language
that have little or no linguistic, let alone psychologi-
cal, reality.

Consumption

The notion of the grammar McNugget also captures
the way that grammar is reified and commodified
by its consumers. Not only is grammar produced
and merchandised as if it were a commodity, but it
is consumed in similar fashion. Thus teachers are
often heard to say “I presented the present perfect
today” or “We did the futures last week”-much as
package tourists can boast that they “did Italy”.

In an informal study of how teachers construe
their classroom practice, twenty-two teachers
of general EFL in two different institutions in
Spain were asked to recount the last lesson they
had taught. Their accounts were transcribed and
subjected to linguistic analysis. What emerged was
the fact that not only had the majority of teachers
(77%) based their lessons around a discrete area of
language (and a grammatical one at that), but that
they typically described the delivery of these dis-
crete items in terms that were entirely consistent
with a transmission view of teaching (see Barnes,
1976). Moreover, there was a high incidence of

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

[ gave them a little test...

[ gave them the word in Spanish,
they wrote it in English,

then I put those up on the board

and elicited them up on to the board...

In functional terms (Halliday, 1985), classroom
processes are construed as material processes.
“Material processes are processes of ‘doing’. They
express the notion that some entity ‘does’ some-
thing - which may be ‘done’ to some other entity”
(p- 103).

Note, furthermore, that in the extract quoted
above, the causal agent is for the most part the
teacher (I...). The pattern finds a lexical echo in the
high frequency of the uses of the archetypal transi-
tive verb do in teacher’s lesson accounts, especially
in the cluster and then we did. As Thornbury (2001)
concludes: “When teachers talk about this kind of
teaching, they use transitive verbs (I taught the
grammar) of which the teacher is the agent (I...).
The object of the verb is typically grammar-as-thing
(I taught the present perfect) or the students (1
taught them) or both (I taught them the present
perfect)” (p. 76).

Conclusion

Grammar exists-not simply as one of the ways in
which language is patterned, but because it sat-
isfies the need, on the part of many involved in
language teaching, for a transmittable, testable,
and, ultimately, marketable subject. An industry has
evolved not only to service this need but to inflate
it and perpetuate it. Academic institutions, publish-
ers, and examination bodies are complicit in this
process-a process that, I argue, parallels the mar-
keting of fast food. Like the consumers of hamburg-
ers, teachers and learners are “blissed out” by this
constant diet of (junk) grammar. Everyone is kept
happy and no one complains. The McDonaldization
of grammar provides the perfect means for capital-
izing (literally) on the global spread of English. If it
didn’t exist, then we would have had to invent it.

If grammar has in fact become McDonaldized,
and if the teaching of grammar has become noth-
ing more than the delivery of grammar McNuggets,
is there an alternative? Is there a home-grown
product that would serve just as well? I believe
there is: It would take the form of a pedagogy that
values learner grammar and takes this to be the
starting point and focus of instruction. It would be
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a pedagogy that, instead of covering grammar, is
aimed at uncovering the learner’s emerging inter-
language through the foregrounding of the learner’s
meanings and intentions. It would be a pedagogy
in which knowledge is not so much imposed in

the form of a pre-existing system of facts to be
learned, but is jointly constructed via the interac-
tions between learners and teachers, and between
the learners themselves. It would be a pedagogy
that prioritises use rather than usage, perform-
ance rather than competence, practice rather than
presentation-a pedagogy that, in short, restores the
C to CLT: Not commodified language teaching, but
communicative language teaching.
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Building students’ confidence
through simple, step-by-step
activities

Angela Buckingham

Writer, teacher, and teacher
trainer
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In this day and age of frequent travel, an increasing number
of people find it necessary to be able to communicate at
least on a basic survival level in English. Japanese students are
no exception, but they can often be reticent when it comes
to speaking out in class. Together with the participants and
through her own experiences of teaching beginner and false
beginner level students, Angela Buckingham will examine
why this might be so. Then, under the conference theme of
The Teaching-Learning Dialogue: An Active Mirror, she and the
participants will explore ways in which proven classroom ac-
tivities and techniques provide students with the tools they
need in order to participate in everyday situations using Eng-
lish—be it at home, with a foreign home-stay student, or over-
seas on a business trip or holiday.
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creasing number of people find it necessary to

be able to communicate at least on a basic, sur-
vival level in English. Many of the students we teach
are often called false beginner level learners, a term
which can cover a wide range of competencies. Un-
der the conference theme of The Teaching-Learning
Dialogue: An Active Mirror, I will invite participants
to investigate how many different types of begin-
ner we can identify and have taught in our class-
rooms. From there we’'ll begin to explore some of

I N this day and age of frequent travel, an in-

the problems these
learners can have in
the English Language
classroom, as well as
opening up to some

of the problems that
we may have teach-
ing them. How can we
develop our learners’
confidence, and enable
them to enjoy not only
the process of learning
a language in class, but
also actually using the
language in the real
world? As a practicing
classroom teacher and
materials writer, 'm
interested in what goes
on in the space be-
tween what [ write for
teachers and students
and what actually
happens in our classrooms—as well as what occurs
when our learners get out there and try to use the
language for real.

Building our students’ confidence and getting
them to speak is a problem that teachers around
the world face on a day-to-day basis. It is not a new
phenomenon and it may not necessarily require
new solutions—but there are things which we
can do to overcome the difficulties students face
and transform our classrooms into lively, dynamic
places where our students are motivated and enjoy
communicating in English. Speaking in class should
be purposeful as well as enjoyable, with the aim of
equipping the learner with the confidence he or she
needs to get out and “have a go.” It should be that
safe place where students are given the time and
place to get their mouths around new language, the
freedom to make mistakes without fear, and the
motivation to keep trying until they are confident
enough to manage their own learning. In particular,
we need to be able to help learners overcome feel-
ings of self-consciousness, which can hinder their
progress.
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As an adult false-beginner level student in a
foreign language classroom, I can sympathize with
my students when they feel embarrassed, confused,
or are reluctant to speak out—we’ve all been there.
[ don’t want to be thrown in at the deep end, and I
don’t want to look foolish in front of my classmates.
[ want to learn the language, but I don’t want to be
talked down to, and [ want to have a go at using the
language with activities that are meaningful and
relevant. It’s tiring being a beginner, and in class
it requires a lot of concentration. I need time to
be able to develop my confidence. In other words,

[ want to practice things step-by-step, in small
chunks at first, until I feel ready to try it out for
myself.

So, how to motivate our students and help them
develop the survival skills that they need to make
their first telephone call in English, or that first
nerve-wracking time going through Customs, or
that first encounter with a waiter in a restaurant
overseas? If we as teachers are to provide our
students with the tools they need to survive in a for-
eign language overseas, then to start with we need
to look into our classrooms, to identify which tools
we can use to best effect in teaching the language
and to develop our students’ confidence.

If every learner is different, and each learner has
their own individual path to success (Rubin, 1987),
then this is necessarily rather different from the
commercial publisher’s point of view, which needs
to view a group of learners (e.g., false beginners)
as a homogenous group, with similarities that bind
them together; in order for their books to reach the
widest market. Where does the classroom teacher
stand in this, and how to reconcile these two views,
where we as teachers can identify with our stu-
dents as individuals with individual learning needs,
and yet at the same time recognize that there are
certain traits that seem to be present in many of our
learners—such as this lack of confidence in speak-
ing out? As we begin to examine some of the diffi-
culties our learners can have with speaking English,
we will likewise begin to identify and analyze some
of those practical techniques and activities that for
some reason always seem to work well in class.

In order to involve as many people as possible,
participants are invited to bring along ideas and
examples of classroom tasks for their false beginner
level learners that somehow always just seem to
work. Using small group discussion in the work-
shop, we’ll deconstruct some of these activities to
see if there are any shared principles which under-
lie these successes, asking questions such as: What
is the task? How did I set it up effectively? Can we
break it down into steps? What were the stages?

What did I need to pre-teach? How did I set a
context? What equipment did [ need? What was my
role during the activity? Why do my students like
this task? Why do 1? What makes it effective?

We know through our own experiences of learn-
ing as well as through our teaching that beginners
require a careful, staged approach in the classroom,
with plenty of task support, repetition and prac-
tice to help give them the confidence they need
to start speaking out. Together, then, we will look
at a number of classroom practices that can help
towards this end, such as setting up activities ef-
fectively, giving clear instructions, and managing
our classrooms well in order to increase student
interaction. Taking things slowly, taking things
step-by-step; we don’t need to rush our students
into speaking straight away, and yet we do need to
provide the tools for the beginner to feel comfort-
able and motivated to do so. Clearly we learn to
speak by speaking (Swain, 1985) and at some point,
we do want our students to have a go at using the
language for themselves.

In our investigation then, we’ll need to look at the
routines we use or can introduce, in order to make
our classroom more familiar and less terrifying, and
remind ourselves of techniques that enable us to
maximize practice time. We'll share our experiences
of teaching process language and explore why it is
needed to promote learner confidence during class-
room activities. Taking things step-by-step, we'll see
how vital it is to have a task (Willis, 1996) and to
find ways of pre-teaching task language in order to
promote success.

Thus the aim of the workshop overall is to ex-
plore what we as language teachers need to do in
order for our false beginner level learners to feel
empowered to begin using basic "survival" English
overseas. As their language teachers, we must work
to identify what our students’ learning needs are
as a starting point, and from there we can gear our
teaching and classroom practices around meeting
those needs; step-by-step, slowly, and effectively,
building our students’ confidence as well as skills in
speaking out in English.
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Extensive reading or intensive
reading: Two sides of the same coin?

Miles Craven

The Mgaller Centre, Churchill
College, University of
Cambridge
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This workshop will serve as a forum to compare and contrast
the merits of extensive reading and intensive reading as a ba-
sis on which to help our students develop their reading com-
petence. Participants will work together to examine the two
approaches and review their respective merits. Participants
will then focus not on the tensions between extensive and
intensive reading, but on their mutual strengths, and explore
ways in which each approach can act as a complementary
mirror to the other. There will be plenty of time to share com-
mon experiences and swap ideas on how to overcome the
challenges that teaching reading presents. Finally, participants
will draw up a list of key principles which can act as guidelines
for teachers of reading classes.
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The debate

Intensive reading is
generally acknowl-
edged to involve the
detailed study of short
texts, focusing mainly
on extracting specific
information. This ap-
proach maintains that
when we read we em-
ploy a variety of skills,
and when reading in
L2 the path to compre-
hension lies in practis-
ing a range of text-
attack and word-attack
skills, explicitly as well
as implicitly. The assumption in teaching intensive
reading is that equipping students with the syn-
tactic, semantic, and lexical analysis reading skills
they need is the most effective way to help them
progress to reading fluency. Supporters of intensive
reading say that simply reading for its own sake
does not necessarily make a better reader. They
argue that students need to be trained in ways to
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approach texts in order to be able to read them ef-

fectively. In other words, we need to equip students
with the ability to apply to L2 texts all the skills and
strategies they use in L1 instinctively (Koda, 2005).

Extensive reading is generally understood to
mean reading longer texts, more for pleasure than
tuition, from a wide range of genres and encom-
passing many styles. The emphasis here is upon
reading fluency from the very start. The assumption
is that through breadth and depth of reading input
learners develop fluency (Day & Bamford, 1998).
To some advocates of extensive reading, intensive
reading is not really reading at all. They argue that
analysing texts in this unnatural way is simply
a language exercise, and nothing more, i.e., that
focusing on comprehension, grammar, and cohesive
devices, or practising certain skills and strategies,
is not reading. What's more, some say that the
reading skills and strategies so clearly identified
in the intensive approach don’t in fact exist; these
so-called skills, which involve inferring, identifying
text organization, and decoding meaning, among
others, are simply elements of the natural process
of comprehension. What's worse, they claim that
separating these skills out artificially can impede
students’ progress.

Key issues

So, where does this leave us? Which approach is
best? Which one should we employ to give our stu-
dents maximum benefit? Well, let’s start by estab-
lishing a few basic foundations.

Reading is a complex skill, and especially so when
applied to second language acquisition. Reading in
L1 or L2 requires both linguistic knowledge and
mental information processing skills. Reading is
also an active skill. It involves predicting, guessing,
inferring, checking, and reflecting. So let’s view our
students as proactive participants in the reading
process. That means we have to give them the op-
portunity to react and interact with the text and
each other on a meaningful level. It also means we
have to allow them the freedom and opportunity to
develop their reading in the ways they choose.

Reading cannot be separated from other skills. In
the real world, we rarely read in a vacuum. We tend
to talk or write about what we read, or we might
read something in response to what we have heard
(Grellet, 1981). This is why the texts we choose
should be informative and rewarding, but above
all enjoyable. It is this enjoyment that provides
the stimulus for learners to really engage with a
text. We must remember that language is simply a
vehicle that conveys the message of a text. However,
all too often, reading texts for learners of English

are nothing more than vehicles for the language.
We need to accept that content is key, perhaps more
so for reading than any other skill. Ask students

to spend an entire class in close scrutiny of a text
they can’t relate to, and the result will be a tiresome
exercise in futility for all involved.

There is one thing we need to state clearly at this
point: Students in our classes are there to learn.
They are giving their time, effort, and possibly
their money, to be there. Understandably, they
need to feel that their reading ability is improving
as a result. It may seem obvious, but time spent
in a reading class needs to be distinct from time
spent reading out of class. Learners need to see
clear learning outcomes from their experiences in
class. This is a vital factor, and one that educators
responsible for reading programmes overlook at
their peril. Like it or not, students come to us with
certain expectations and demands, and we need to
accommodate them as best we can without sacrific-
ing our principles!

A unified approach

For all the above reasons, we need to encourage
ourselves to look to both the intensive and exten-
sive reading approaches for help here. I believe that
students really benefit from quality class time spent
focusing on key skills and strategies that can help
them read effectively in their L2. We can’t deny that
for many students there is something very satisfy-
ing about practicing a skill while at the same time
completing an exercise accurately. It fulfills a basic
need for affirmation that they are ‘learning’ some-
thing useful and that they are succeeding. It also
helps them feel confident that they can cope when
they approach more extensive texts, either in or out
of the classroom. They feel better prepared, know-
ing they can employ the skills and strategies they
have covered to help them overcome the challenge
of alonger unseen text (i.e., one they haven’t been
prepared for with discussion, predicting, or vocabu-
lary preparation exercises).

However, students also need to stretch their
wings and so we have to offer plenty of room for
extensive reading, to develop a more genuine
fluency. Offering extensive reading opportuni-
ties necessarily involves out-of-class time. Some
programmes refer students to collections of graded
readers, which help them systematically progress
from level to level along clearly defined language
tramlines. Sometimes, it might also be possible to
run a Book Club (Newman & Green, 2004), or offer
arecommended list of short stories, novels, poems,
newspapers, magazines, and other unabridged
texts that match topics or language level. We can
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certainly help our students to broaden their reading
horizons by encouraging them to explore diverse
genres. We can’t ignore the huge volume of reading
material available online in the form of e-zines, bul-
letin boards, and blogs, among others. In the case of
online material, it is perhaps best to evaluate sites
and web pages first (e.g., for level, content and ap-
propriacy), before giving students a recommended
shortlist to start off with. These can act as a spring-
board for further online browsing, and help to make
sure they aren’t put off at the first attempt!

As long as we set clear goals, provide stimulating
texts (both simplified and unabridged) of varying
length, and cover a wide variety of real-life genres,
we should be able to engage our students’ inter-
est. Students often find it difficult to assess their
progress during a reading course; if we can also try
to develop ways to measure achievement regularly,
then so much the better. It is of course important
to continually monitor progress and assess fluency
in any reading programme, but how we do this is
more problematic. If we give tests, what are we test-
ing for? Fluency, accuracy, speed, vocabulary range,
use of skills? The balance between intensive and
extensive reading becomes more of an issue here,
but need not be insurmountable, provided the tests
reflect that balance in proportion and involve both
assessment and testing (Aebersold & Field, 1997)
together with a degree of self-monitoring.

Conclusion

You might be asking yourself, so where does the
balance lie between intensive and extensive read-
ing? Should we be aiming more towards an exten-
sive reading programme, or should we be thinking
primarily about a skills-based intensive programme?
Drawing from what I have said above, I'd like to
suggest that time spent in class needs primarily

to involve the study of skills and strategies, while
time spent out of class should include wide-ranging
extensive reading opportunities. But let’s not get dis-
tracted by labels. It may not be new to say this, but

it is worth emphasizing: both approaches are means
to the same ends (Nuttall, 1982). As such, they each
represent two sides of the same coin.
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Introducing corpora into the
language classroom
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Although electronic text corpora and the new discipline of
corpus linguistics have had a profound impact on the design
and content of second language dictionaries, grammars, and
course books, very few teachers or learners are directly ac-
cessing corpora for themselves, either within or beyond the
confines of the language classroom. This workshop begins by
briefly considering why this is so, and why it matters, before
tackling the central question of what can be done about it.
Participants will try out a range of classroom activities whose
aim is to convince learners of the value and viability of study-
ing corpus data inductively and of the value and viability of
learning how to use corpus software in order to access and
manipulate such data. The aim of the workshop is thus to pro-
vide participants with both the inspiration and the practical
means to introduce corpora successfully into their language
classrooms.
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corpora and corpus linguistics have had a pro-

found impact on the language classroom, per-
haps most obviously visible in the field of lexicogra-
phy. When the first edition of the Collins COBUILD
English Language Dictionary appeared in 1987, it
was greeted in many quarters with bemusement
or even derision. Two decades later, attitudes and
practices have changed so much that it is now dif-
ficult to imagine anyone taking seriously a monolin-
gual learner’s dictionary that was not informed by a

I T is now widely recognised that electronic text

large electronic corpus r
of authentic language
data (Hunston, 2002).

Corpora have also
had a revolutionary im-
pact on the production
of grammar reference
books. Where gram-
marians once aimed
to provide general ac-
counts of the grammar
of a language, advances
in corpus analysis have
now made it possible
(and increasingly nec-
essary) for descriptive
and pedagogic gram-
mars to distinguish
between spoken and
written modes, and to
compare the behaviour
and distribution of
particular grammatical
features across different genres or registers. And
where grammarians once took pains to exclude
vocabulary from their analyses wherever possible,
the insights gained from corpus linguistics allow
modern grammars to relate structural patterns
to the words with which they are typically associ-
ated. The Longman Grammar of Spoken and Written
English (Biber, Johansson, Leech, Conrad, & Finegan,
1999), for example, features a lexical index along-
side its traditional grammatical index, while the
entire first section of the Cambridge Grammar of
English (Carter and McCarthy, 2006) is devoted to
a detailed account of the grammatical properties of
77 high frequency words and phrases.

Developments such as these clearly reflect
profound shifts in thinking about the nature of
language and how best to describe it, shifts that
have been spurred on by recent findings of corpus
research. Indeed, some new thinking has even
begun to filter through into the traditionally more
conservative world of language course book pub-
lishing. Books produced for language classroom use
are now beginning to devote more time and care
to the integration of lexis into their overall design,
and there is now a greater general awareness of
the value of providing students with a repertoire
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of multi-word units and formulaic expressions to
balance the traditional roster of verb tenses and
other grammatical structures that still form the
backbone of most course book syllabi. It is also
becoming more common for published materials to
indicate when and whether a particular language
feature is more or less likely to occur in speech or in
writing, and more course books are now beginning
to appear that explicitly target a particular mode or
variety. A good example of this is the Innovations se-
ries (Dellar, Walkley, & Hocking, 2004-2007), which
focuses very strongly and deliberately on informal
spoken English, and on developing conversation
skills in ESL.

However, there is one glaringly obvious area in
which corpora have yet to make any significant im-
pact. Despite the advocacy of applied linguists and
educationalists, very few teachers (and still fewer
students) are accessing corpora for themselves,
either inside or outside the language classroom.
Given the massive impact of corpora in other areas
of language learning and teaching, it is worth asking
why hands-on, classroom-based corpus analysis, or
data-driven learning (DDL) as it is usually termed
(Johns, 1991), has thus far received such a luke-
warm reception among practising teachers.

In some places, of course, this lack of take-up
may reflect the fact that the requisite technical
resources are not available to teachers and learn-
ers (although see Cornu, 2005, for a more positive
perspective). But this is clearly not a plausible
explanation for DDL's apparent lack of penetration
in affluent countries such as Japan, where many if
not most teachers have direct access to the Internet,
and where computers, interactive whiteboards, and
other forms of educational technology are becom-
ing commonplace. Here, a more likely explanation
is that many teachers may be reluctant to introduce
DDL into their classrooms because it seems to
require learners to take on too many new ideas on
too many fronts simultaneously. As Boulton (2008)
puts it, “[i]t is unsurprising that learners find it
difficult to get to grips with new material (the
corpora), new technology (the software) and a new
approach (DDL) all at once—especially at lower
levels of language ability” (p. 39).

If we do want to introduce corpora successfully
into our classes (and, as [ shall argue in my Fea-
tured Speaker presentation, there are some very
good reasons why we should), we need to prepare
the ground carefully. First, we must ensure that
students understand the fundamental learning ap-
proach that underpins the whole DDL enterprise.
Essentially, DDL is a form of inductive learning,
requiring students to study some examples of

authentic language data (typically in the form of

a set of concordance lines) and to infer some kind
of linguistic rule or generalisation out of them. Of
course, there is nothing new in this approach in
general terms; students may well have had plenty
of exposure to inductive activities of various kinds.
However, familiarity does not necessarily entail
comprehension. Many students do not see inductive
learning tasks as real learning tasks at all, but as
tiresome and time-wasting activities to be endured
until the teacher finally weighs in with the correct
answer. In such a milieu, it is unlikely that DDL
activities will meet with success unless and until
such misapprehensions are addressed as a crucial
first step.

Even when our students have been persuaded
of the value of inductive learning, we still need to
convince them of the value and viability of studying
corpus data. The first is not particularly difficult to
achieve; indeed, any corpus-savvy teacher has at
least one striking example of the power of concord-
ance analysis up her or his sleeve for precisely this
purpose. (My own favourite involves asking people
to explain the difference between the plural nouns
‘factors’ and ‘aspects’ using their intuition only,
and then showing them concordance samples for
each of these words.) Achieving the second can be
more difficult. It is all too easy for an initial wave of
enthusiasm for corpus-based language study to be
extinguished by the barrage of unfamiliar language
and content that typically occurs within even a
small set of concordance lines.

Finally, we cannot take it for granted that stu-
dents will automatically see the point of learning
how to use corpus analysis software for, or by,
themselves. As a student once said to me, “What is
the point of spending lots of time learning how to
use this complicated software when I can answer
the same questions for myself just by typing a few
words into Google?” It is not enough to tell such
students that learning to use corpus software will
enable them to answer their own questions about
the language they are learning-we need to show
them if we are to convince them to invest their time
and energy in this way.

In summary, my argument is that the successful
introduction of corpora into the language classroom
depends on our ability to demonstrate three things
to our students: the value of inductive learning in
general, the value and viability of studying corpus
data inductively, and the value of learning how to
use corpus software in order to access and manipu-
late such data. The question that remains concerns
how we are to do this in practice. The aim of my
workshop at JALT2009 is to answer this question. I
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will provide hands-on demonstrations of a range of
practical classroom activities that focus on each of
the three learner training objectives stated above.

[ will also review the research literature on learner
training and inductive learning in general, and

on DDL in particular, in order to make a theoreti-
cal case for introducing corpora into the language
classroom as a strategy for enhancing student
learning. If you are at all interested in bringing
corpora into your own classroom, I look forward to
seeing you there.

Dedication

This article is dedicated to the memory of Tim
Johns, inventor of DDL, who passed away in March
20009.
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A global view from your

Kristin L. Johannsen
Textbook author

HEDEMSDIO—NIVIEHRE

Within the language classroom, cross-cultural communica-
tion is too often framed in terms of differences, a catalog of
troublesome national quirks. Instead, true culture teaching
explores both differences and similarities—the fascinating
diversity of cultures, and the common humanity that unites
us. Such a perspective gives learners a window to understand
the world, and a mirror to perceive themselves. This practical,
hands-on workshop will present ways that teachers can bring
cross-cultural learning and communication into their own
classrooms. Participants will look at different views on cross-
cultural communication and build their own definitions. Then
they will take part in a number of classroom activities using
language to investigate different cultures and build under-
standing. Such activities give students a sense that culture is
a fascinating field to explore, and build students’ confidence
in their own ability to have successful and enjoyable cross-
cultural encounters.
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W eign language classroom? A hundred
teachers will give a hundred different

answers, but often it comes down to the idea of

tolerance: “I want my students to learn respect for

other cultures, and especially tolerance for other

people who are different from them.”

A seemingly noble goal, but when we unpack it, it
begins to look much less appealing. To tolerate is to

HY do we teach culture in our for-

classroom window

put up gamely with an
unfortunate fact. One
current learner dic-
tionary defines tolerate
as “to allow people

to do, say, or believe
something without
criticizing or punish-
ing them” (Longman
Dictionary of Contem-
porary English, 2003).
Another says that “If
you tolerate a situa-
tion or person, you
accept them although
you do not particu-
larly like them” (Collins
COBUILD Advanced
Dictionary of American
English, 2007). An
older dictionary con-
tains an even balder
definition: “to allow,
put up with” (Newbury House Dictionary of Ameri-
can English, 2000). In other words, tolerance says
“You're wrong, but because I'm a decent person, I'll
do my best to overlook that.”

Until now, a lot of culture teaching has been
unconsciously based on this sort of idea—that
cultural differences are mainly a cause of friction
and misunderstanding. We warn our students, just
as we may have been warned by our own language
teachers, “Europeans like to shake hands a lot. Al-
ways shake hands with them.” “Don’t talk too loudly
to a Japanese.” In doing this, we’re really teaching
our students to be afraid of differences, to regard
them as a source of problems. I believe a broader
view is possible, and crucially needed—one that
sees difference as something to explore, enjoy, and
even celebrate.

My own experience as a language learner seems
to parallel the development of culture teaching in
language classrooms. [ began studying French, my
first foreign language, in high school in 1972. We
had a particularly enlightened teacher who went far
beyond substitution drills to share with us her love
for all things French. Sister Irene taught us about
the chateaux and the 365 cheeses. (She also advised
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us that in France, one needs to greet everyone when
entering a small shop, or the French will find you
desperately rude.) Culture, I understood, was some-
thing developed through a thousand years of high
civilization, which definitively ruled out my native
place: An industrial city best known for brewing
beer and building motorcycles (Milwaukee, Wis-
consin, USA, home of Harley-Davidson and—at that
time—three of North America’s largest breweries).
And in such a rarefied atmosphere, people would
naturally view a foreigner as odd, and wrong.

A bit later, | joined a pen-pal club and began
exchanging letters with several people in Europe,
including a girl who lived on a fjord in western
Norway. After graduating from college, I went off to
spend five months in Europe, and successfully vis-
ited a number of French chateaux and greeted peo-
ple in French cheese shops. But my real awakening
came when [ went to visit my Norwegian pen-pal.
She was about to leave her remote village of 150
people to attend university and get an elementary-
school teaching certificate. Her goal was to teach
Norwegian language and history:.

My youthful self was amazed. A country half the
size of Texas, its language spoken only by four mil-
lion people, and she was getting a degree in it! The
more she told me, the more astonished I became.
Her obscure mother tongue had numerous distinct
dialects, and two very different written languages
(her room was stuffed with books in both versions),
and its very own poets and writers of detective
novels. And quite apart from Vikings and ski cham-
pions, the country had its own rich, intricate past,
which she loved to talk about. Many modern Nor-
wegians are still named after ancient Norse gods,
she told me. Every town in Norway had its own
traditional jewelry, clothing, and way of knitting.

It wasn’t just my beloved France that had a
culture, I saw—even that handful of remote Norwe-
gians at the end of their fjord had one. Not only that,
but they were deeply proud, and gruffly sentimen-
tal, about it. The corollary was even more electrify-
ing: that must mean that I, too, had a culture. (I felt
as foolishly amazed as the character in the Moliere
play we studied in French class who realizes that
for forty years, unbeknown to him, he’s actually
been speaking in “prose”.) I had gained a new pair
of eyes. Everywhere I looked, I could see cultures—
including my own.

Over the last decades, there have been major
shifts in the ways culture has been treated in the
language classroom. Traditionally, if it was consid-
ered at all, it was high culture (sometimes called
“Culture with a capital C”). The English cognates
for Sister Irene’s chateaux and Flaubert are English

manor houses and Shakespeare. Later, with the
move towards communicative language teaching,
teachers began to consider the role of culture in
learners’ potential interactions with native speak-
ers—the “small-c culture” of customs and every-
day life in the target language. Much as Sister

Irene taught proper French greetings, we told our
students that English speakers don’t like spitting,
long silences, or loud slurping of food—whatever
sins their culture might lead them to commit. It was
a contrastive approach to culture, built upon the
assumption that learners would be interacting with
native English speakers.

However, that assumption is woefully outdated.
More and more, English has become a language
of international communication, of conversations
between two nonnative speakers, and we need to
question this way of teaching culture as a catalog of
differences.

For one thing, there can never be such a thing as
a single, monolithic culture, certainly not one based
on language. English speakers include Austral-
ian Aborigines and London investment bankers.
Housewives in the Caribbean and Swiss physicists
share French as their mother tongue. Even teachers
of Japanese need to consider the differences in ways
of living (and speaking) between, say, a teenage girl
in Osaka and an elderly Okinawan farmer.

Furthermore, this catalog approach is singularly
unhelpful for students. No one can ever hope to
memorize and master all the differences between
cultures, certainly not within the walls of a lan-
guage classroom. Even people who marry into
another culture and live immersed in it for decades
can still, on occasion, find themselves taken aback,
or even infuriated, at some quirk of their adopted
culture. Add in the fact that users of English as an
international language are likely to interact with
people from a variety of cultural backgrounds, and
the futility is even more obvious.

Finally, the contrastive approach actually under-
mines any effort to help make our students truly
global citizens. By emphasizing differences, rather
than considering both differences and things we all
have in common, it builds a sense of separateness.
Students learn only to “do as the Romans do”—not
to consider the ways that “the Romans” (and the
Danes, Thais, and Ethiopians) raise their children,
enjoy their friends, go about their daily work, and
do all the things that every human around the
world does.

To truly teach culture, we need to teach many
cultures, using the language to access the wider
world. We need to show students that English is the
language of a tremendous variety of people—not
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just “the Americans” or “the British.” We need to
include minority cultures within the English-speak-
ing world, such as African-Americans and Maoris
in New Zealand. Students need exposure to the
expanding circles of English, in countries like India,
the Philippines, and Singapore, where local varie-
ties of English have taken on a life of their own.

Above all, students need to gain a sense that Eng-
lish is a means they can use themselves to connect
directly with people in other countries who are like
them in some ways—and intriguingly different in
others. The practical tools for this kind of cross-
cultural interaction are evolving too quickly to
discuss here in detail. With each passing month, the
possibilities opened up by new online applications
grow more varied and exciting. Through use of tools
such as email, chat, VOIP, and blogging, students
can interact not only with native speakers, but with
learners and others from a spectrum of places and
cultures.

Our real task as teachers of culture is to give
learners a sense that differences are fascinating
areas to explore—not stumbling blocks to over-
come. Through learning about a variety of cultures,
students begin to grasp the range of cultural pos-
sibilities, as well as gaining a sense that culture is
an intriguing realm worth delving into. They gain
confidence in their ability to deal with and enjoy
whatever new, surprising cross-cultural situation
they might find themselves in.

Culture teaching needs to examine the big issues
in life and how they are answered in different
places: What do people value most? What's the best
way to raise children? What do people celebrate,
and how? What do people hope for our collective
future? We need to present cultural content that
gives students a sense of our shared humanity, and
the diversity within it. If teachers can do that, we
will truly play a part in making our students citi-
zens of the world.
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"Give the speaker a break—

wait, and pounce Ilater!"

While you're at a presentation, you may
well have a lot of questions for the pre-
senter. However, during the presentation
may not be the best time to ask. The pre-
senter is nerv-
ous or busy,
and probably
has their own
fimeframe
already
mapped
out, so Q&A
fime will be
limited. Instead, wait fill they leave and
approach them. You'll find them relaxed,
relieved, and more than willing to share
their thoughts further!
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Functional literacy and contextual
learning theories applied to English
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The paper explores the application of two learning theories,
functional literacy theory and contextual learning theory, as
applied to English language learning. The author hypothesizes
that using these two approaches can increase the English lan-
guage proficiency of students in Japan. The author cites her
own case in comparing the learning of English with Japanese
and the techniques with which greater proficiency can be
achieved. She will discuss more methods and techniques us-
ing these two methodologies during the conference as she
presents her paper and asks the participants about how their
own teaching methods are related to these theories. She cites
empirical research that has been conducted and how it will
assist in professional teacher development using these two
theories. She concludes that these theories can help English
language teachers achieve their objectives in teaching English
courses that are relevant, current, and interesting to students.
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arich foreign cultural heritage: 350 years of

Spanish rule and 50 years under American
occupation. The pseudo-nationalists in my coun-
try derisively call the colonized periods as “350
years in the convent and 50 years in Hollywood.”
One of the prevailing myths among educators in
my country is that English language proficiency is
high enough to enable Filipinos to land jobs abroad.

I COME from the Philippines. My country has

language learning

Eight million Filipinos
comprising the di-
aspora would seem to
validate that claim.

But I hypothesize
that English language
proficiency in my coun-
try has only achieved
a comparatively high
level (at least in South-
east Asia) because of
the application of two
theories of learning:
functional literacy
theory and contextual
learning theory.

According to contex-
tual learning theory,
“learning occurs only
when students pro-
cess new information
or knowledge in such
a way that it makes sense to them in their frame of
reference (their own inner world of memory, ex-
perience, and response). This approach to learning
and teaching assumes that the mind naturally seeks
meaning in context—that is, in the environment
where the person is located—and that it does so
through searching for relationships that make sense
and appear useful” (Hull & Sonders, 1996, p. 41).
On the other hand, the functional literacy approach
is a method to teach people how to read well
enough to function in a complex society (Mancebo,
2005, p. 6).

Let me explain by telling you about my own ex-
periences in learning Japanese and relating it to the
study of the English language.

[ lived and studied in Japan for six years. Dur-
ing my first year in the university where I studied,
I studied Japanese in an intensive course for 6
months and then studied another 6 months for
the entrance examinations. Although I had studied
Japanese before I came to Japan to an intermedi-
ate level, the demands of academic life in Japanese
became the focus of my studies during that first
year. My reading and writing skills were all that
emphasized. I did not really speak or listen much to
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“ordinary” Japanese, because I focused on the tech-
nical language I needed to know in order to pass
the entrance examinations.

In my second year, I began taking master’s level
classes conducted in Japanese. That was when |
started really using Japanese in an everyday context
inside the classroom and with my classmates. How-
ever, | still would not characterize my Japanese as
being proficient; also, it was obviously tilted to the
needs of academic life. I literally spoke like a book
at that time.

Before the end of my third year, I got married
and my husband came to Japan and became a JET
(Japan Exchange Teacher) teacher for one year. He
studied some Japanese before coming to Japan and
continued to study Japanese while teaching, but
was very much dependent on me for translation. In
addition, there was paperwork that had to be done
with government agencies written in Japanese, so |
started acquiring spoken vocabulary (and reading
kanji) to deal with those matters, as well as increas-
ing my contact with people outside the university.

By the fourth year, we had our first baby and
there was lots of paperwork, preparation before,
during, and after the hospital stay, applications
for day care, immigration, insurance, and a whole
host of completely new things that we had to deal
with. Before the year was out, my husband went to
graduate school in a city different from where the
baby and [ were staying, was a victim in a major
earthquake, had a major surgical operation in two
hospitals, and went through evacuation plans. But
by that time, my Japanese became better in that |
could initiate conversations with complete stran-
gers, speak on the telephone with confidence, and
generally find information useful for our daily lives.

The fifth year, I could argue on the telephone in
Japanese-whether it was a mistake on the credit
card billing, having a wrong amount transferred
to my bank account, mishaps at my daughter’s day
care center, notices from different government
agencies on insurance, health matters, etc.

My point is not to really tell you my life story, but
to point out that my need for functional literacy in
Japanese increased as the demands of my life in
Japan became more integrated and assimilated to
Japanese society. Without those demands on me, I
would probably not have acquired the level of Japa-
nese I have if my life had been confined to life in the
university and if someone else always acted as a
buffer between me and Japanese society. I acquired
spoken vocabulary and written kanji in the context
of the situations I found myself in.

But the key to being able to deal with Japanese
society was to learn Japanese to a proficient work-

ing level, so that I did not feel illiterate or helpless
in Japan. I still have a handicap as a foreigner due
to my lack of understanding cultural nuances, but
my disadvantages have decreased as the level of my
Japanese increases.

By using functional literacy and contextual learn-
ing theory, it is possible for Japanese students to ac-
quire English language proficiency. If students can-
not find it within themselves to find the motivation
to learn English, maybe the English teacher can be
instrumental in finding the raison d’etre for learn-
ing English for them. For instance, I taught English
to three law students one summer. I did not teach
them the basics, but we studied New York state law
which [ had studied and which was going to be of
use to them in a course on international law.

Later, I encouraged three Japanese students to
come to the Philippines to study in the Philippines,
not so much for the contents of graduate stud-
ies, but to take the opportunity to study English at
more economical rates, rather than going to a native
English language speaking country. I convinced them
that by acquiring English language proficiency, they
could have future jobs that were better than their
current prospects. In the end, it worked out for them.
One now works with a religious organization that
gives disaster aid to calamity stricken areas. She has
worked during the post-tsunami period in Thailand,
has distributed blankets in Somalia, and has traveled
extensively to different countries. One graduate
changed her job from being an assistant to a profes-
sor in the university to now being the international
marketing representative to the Asia-Pacific region
for an international cosmetics company. She con-
ducts technical training in English for their repre-
sentatives in Southeast Asia, China, and Korea. The
third one worked for an international computer com-
pany where she acquired technical skills and now
has moved to an NGO developing bilingual websites.

I had a different system of studying foreign lan-
guages probably because I do not have a background
in language teaching or linguistics. What I did have
were clear and specific objectives in studying Eng-
lish. Firstly, I wanted to do something in the interna-
tional field. When I was in university, [ started getting
involved in activities that were international in
nature. I joined an international university congress
held in Rome, Italy, writing a paper representing the
Philippines. After the conference, [ had the oppor-
tunity to also travel to France, Spain, and England
for the rest of the summer. Then I joined the Inter-
national Association of Students in Business and
Economics, an international student organization
that had at that time 70 member countries based in
300 universities around the world. From my involve-
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ment in the group, I had the chance to organize a
Philippines Study Tour for our Japanese counter-
parts and to participate in a Japan Study Tour that
they organized in return. From that time on, there
was no looking back as to what were the necessary
tools and skills that I needed in order to get into the
international field—excellent communication skills
in English, both written and oral—as well as working
knowledge in several of the languages I had studied-
Japanese, Spanish, German, and French. In between
my graduation from my undergraduate course in
business and my entering law school, I went on

an international business traineeship in Germany.

In Europe I was fascinated by the fact that most
university graduates were trilingual and English was
not necessarily one of the languages they considered
their second language. But English was definitely
the international language, especially for those who
came from outside the European countries.

By applying these two theories, it may be possible
to encourage your Japanese students to study English
more. It would certainly make your teaching more
interesting, vibrant and relevant to your students.
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Design, Zen, & the art of
presenting naked
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Over the years, presentation software programs such as Pow-
erPoint and Keynote have gotten better, but presentations
have not. Why? Part of the problem has been a focus only on
the tools themselves, not on how to clarify our ideas and mes-
sages through fundamental design and storytelling principles.

In this workshop, Garr explores techniques from some of the
world's top business leaders. His Presentation Zen approach

Mancebo, M. E. (2005). A comparative study on
national conceptions of literacy, numeracy and
life skills. Papers commissioned for the Education
for All Global Monitoring Report Literacy for Life.
Retrieved from <http://unesdoc.unesco.org>
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challenges the conven-
tional wisdom of making
“slide presentations” and
encourages thinking dif-
ferently and creatively
about the preparation,
design, and delivery of
presentations.  Incorpo-
rating cognitive science,
principles of graphic de-
sign, visual communica-
tions, and Zen aesthet-
ics, Garr dispels popular
myths about presenting,
and offers alternatives for
designing and delivering
better presentations. The
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lessons are not about dressing up the presentation or deco-
rating slides; they are about understanding and embracing
concrete design and delivery principles to make presentations
clear, powerful, and memorable.
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The act of getting naked and soaking in
the bath with others is a means of communication.
In Japanese it's called hadaka-no tsukiai (communi-
cation in the nude). With hadaka-no tsukiai, to soak
with others in your in-group is to freely expose eve-
rything and communicate the naked truth. Naked,
we are all the same, regardless of rank or position.
In theory at least, this kind of exposure leads to bet-
ter, more honest communication.

NSENS (hot springs) are ubiquitous in Ja-

What if we thought of designing and delivering
business or conference presentations in a way that
was more naked as well? A way that was simpler,
fresher—perhaps even a bit cheeky—and far more
satisfying to both presenter and audience? That is,
in a way that was freer. Free from worry. Free from
anxiety over what other people will think. Free
from self-doubt. Free from tricks and gimmicks
and the pressure to pull those off. Free from hiding
behind anything (including slides) and the fear of
possible exposure that accompanies such hiding.
Remove all encumbrances, be in the moment, na-
ked...and connect.

Being naked

Being naked involves stripping away all that is
unnecessary to get at the essence of your message.
The naked presenter approaches the presentation
task embracing the ideas of simplicity, clarity, hon-
esty, integrity, and passion. She presents with a cer-
tain freshness. The ideas may or may not be radical,
earth-shattering, or new. But there is a newness

and freshness to her approach and to her content.
And if she uses slideware, her slides fit well with
her talk and are harmonious with her message. The
slides are in synch, and are simple and beautifully
designed, yet never steal the show or rise above
serving a strong but simple supportive role.

Why are we afraid to be naked?

Presenting naked is hard to do. But it wasn’t always
this way. When we were younger and we performed
show and tell at the front of the class in elementary
school, we were honest and engaged—sometimes
our candor even made the children laugh and the
teacher blush. But it was real. We told great sto-
ries..and we were only six. Now we are experienced
and mature, we have advanced degrees and deep
knowledge in important fields...and we are boring.

One reason we are so dull as adult presenters is
because we are overly cautious. We are afraid. We
want it all to be so safe and perfect, so we over-
think it and put up a great many barriers. Or we
retreat, however unconsciously, and play it safe by
hiding behind a stack of bulleted lists in a darkened
room in a style void of emotion. After all, no one
ever got fired for just stating the facts, right?

Next time, to be different—to separate yourself
from the crowd—try presenting naked.

How to present naked

This is not an exhaustive list, but here are a few
things to keep in mind when trying to present
naked.

e Be presentin the moment. Right here right
now. Do not be occupied with thoughts of the
future, of thoughts concerning what the results
of your presentation might lead to. Do not ask
about origins and ends leaving the moment
forgotten. When you are with your audience, all
that matters is that moment.

¢ Do not try to impress. Instead try to share, help,
inspire, teach, inform, guide, persuade, moti-
vate, or make the world a little better.

¢ Keep the lights on. Find a compromise between
a bright screen and enough room light for you
to be seen. Do not hide in the dark—the audi-
ence came to see you as well as hear you.

e Forget the podium. Move away from obstacles
that are between you and the audience.

¢ Use a small remote allowing you to have the
freedom to move around the room or stage as
you like.
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e Do not attempt to hide. What's the point? Do
not be evasive intellectually or physically.

¢ Do not become attached to your software—if
your computer crashes, screw it ... the show
must go on immediately, not after you have
rebooted. Stuff happens, move on. Your mes-
sage is far more important than the technology
helping you.

¢ Keep it simple. All of it. Simple goals, clear mes-
sages, and moderation in length.

e Areyou justa bit cheeky? Then that should
show in your presentations too. Let your per-
sonality shine through. Why hide one of your
biggest differentiators?

¢ Be credible, respectful, and never go over your
allotted time (ever).

¢ Do not use corporate-speak—speak like a
human being. You cannot be naked if you say
something like best practices or empowering a
new paradigm.

¢ Think of your audience as being active par-
ticipants not passive listeners (passive
listener=oxymoron?).

¢ Be comfortable with yourself being naked.
It takes practice and it takes confidence. The
confidence comes with practice. Audiences hate
arrogance and cockiness, but they love confi-
dence if it is genuine.

¢ Never decorate your messages or your support-
ing visuals. Decoration is veneer. Think design,
but never decoration. Design is soul deep,
decoration is “Happy Birthday” placed atop a
sponge cake.

e Make it visual, make it large, make it high-rez.

e Make it vocal. Your voice is a powerful tool.
Your presentation is not a slideshow with nar-
ration. It is you telling your story with compel-
ling visual support.

e Think in terms of what makes a good meal and
good design. Think balance, harmony, variety,
and content that leaves them satisfied and
delighted, yet wanting more.

Presenting naked may not be appropriate for
every case, but stripping down as much as we
can often will make a huge, refreshing difference.
The result will be a presentation that is different
and somehow more real, like a frank conversation
among friends. In my experience, the higher up the
management chain you go, the less real the talk.
People at the highest level of management do not
often present naked, but I wish they would.

A writer, designer, musician, and life-long student of
the Zen arts, Garr Reynolds is author of the inter-
nationally best-selling Presentation Zen (3rd out of
Amazon’s top 10 business titles for 2008). Honored
for outstanding book design at the 38th Annual
Bookbuilders West Book Show and Awards Cer-
emony in 2009, Garr is the Director of Design Mat-
ters Japan. His popular website presentationzen.
com features regular insights on presentations,
communication, and creativity. Currently Associate
Professor of Management at Kansai Gaidai Univer-
sity, Garr is frequently invited to speak internation-
ally (recently to Microsoft, Google, Hewlett Packard,
P&QG, and Ritz-Carlton). Garr lives in Osaka, Japan.
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- JALT2009: TIP #91 -

"Plenaries—more than just,

well, plenaries!

Plenaries can be a mixed bag. Some,
like Paul Nation's last year, are mind blow-
ing. Others can be yawners. However,
they provide a wonderful opportunity for
a number of things—a relaxing sit down
in comfort-
able seating,
a chance
to read the
handbook
and plan
ahead, an
opportunity
for people
watching and catching up with friends,
and if worst comes to worst, a moment to
snooze. Just don't snore too loudly!

K <jalt.org/conference >
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Business English and TOEIC®: Similar
goals, similar methodologies

Grant Trew

Author, Materials Developer,
Editor, Testing and Evaluation
Consultant
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ESRARELTOEIC®: #iBNDH
HIEIRERICDNT
Developing practical English skills of use in the workplace is
more important than ever. In response to this need, Japanese
companies are increasingly relying on the TOEIC® test to evalu-
ate their workers’ English ability. Traditionally these two areas
have generally been seen as requiring significantly different
skills and have been approached with often dramatically dif-
ferent teaching methodologies. In this workshop, | will show
how goals of practical business English and effective TOEIC®
preparation classes are largely similar and will demonstrate
that the same interactive and communication-focused tech-
niques can and should be applied in both types of classes. Fi-
nally I will look at ways that TOEIC® and Business English study
can be integrated and made more mutually supportive.
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Keywords: TOEIC®, Business English, functional language,
testing, goals, methodology TOEIC®, E X R%E. #AESE. 7
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F ence on overseas exports, the need for
practical business English skills has become
more important than ever. In addition, companies
also need to be able to assess the English ability of
their workers. To this end, the Test Of English for
International Communication (TOEIC®) has become
the standard for Japanese companies. This multiple-
choice listening and reading test is taken by over 4.5
million people each year, with over one third of these
in Japan (TOEIC® Data & Analysis, 2008).

TOEIC® scores are often required for new re-
cruits seeking employment, for promotion to senior

OR countries like Japan, with a high depend-

management positions,
and for transfers to
international depart-
ments. This leads to
the very real pressure
for Japanese workers
to not only develop
practical English abil-
ity, but also to get
decent TOEIC® scores.

Traditionally how-
ever, business English
and TOEIC® prepara-
tion have been seen
as requiring different
skills and are generally
taught in completely
different courses using
different methodolo-
gies. Unlike business
English courses, which
generally use an inter-
active or communica-
tive approach, TOEIC® preparation has consisted
largely of extensive practice doing test questions
supplemented with additional lessons on grammar,
vocabulary, or both, often with some focus on test
taking strategies.

Not only is this type of instruction generally seen
as a poor complement for developing practical Eng-
lish skills, many educators actually see it as counter-
productive. Nall (2003) notes this sort of teaching:

..may include narrowing or distortion of the
curriculum, loss of instructional time, reduced
emphasis on skills that require complex thinking
or problem-solving and test score “pollution,”
meaning gains in test scores without a parallel
improvement in actual ability in the construct
under examination. (Evaluating the TOEIC test
section, para. 3)

In any case, the desire for both high test scores
and practical communication ability leaves Japa-
nese learners (and teachers and administrators)
with the unhappy need to study two separate, and
seemingly only indirectly related, courses of study.

But are these two curriculum choices actually as
different and incompatible as they seem?

THE LANGUAGE TEACHER 33.7 - JULY 2009



38 TREW

JALT2009 FEATURED SPEAKER

After nearly 15 years of teaching, administering,
and writing materials for large-scale TOEIC® and
business English courses, I've come to the conclu-
sion that they aren’t as different as they may appear
at first glance.

In order to clarify why I believe this, I'll first take
a closer look at what exactly is involved in business
English.

What characterizes business English?

Ellis and Johnson (1994) note three main character-
istics of Business English:

1. Sense of purpose—Broadly speaking this
means that in business English language is used
to achieve a practical end.

2. Social aspects—A big part of business inter-
action involves building a good relationship.
Much of the language used for things like greet-
ings and introductions is typically polite and
largely formulaic.

3. Clear communication—Exchanging information
with the minimum risk of misunderstanding is
a high priority

In terms of the objectives of business English, the
main focus is on performance. Typically this would
include features such as:

¢ confidence and fluency in speaking

¢ sufficient language accuracy (to be able to com-
municate ideas without ambiguity or stress for
the listener or reader)

e strategies following the main points of fast,
complex, and imperfect speech

e strategies for clarifying and checking unclear
information

e clear pronunciation and delivery

e anawareness of appropriate language

¢ skills for organizing and structuring informa-
tion

e practical reading and writing skills
(adapted from Ellis and Johnson,1994, p. 35)

Now let’s take a closer look at the TOEIC®. The
TOEIC® Examinee Handbook (2008), says that
the test, “...measures the everyday English skills of
people working in an international environment.”
(p- 2), but to get a clearer understanding of exactly
what skills and knowledge students need, let’s take
alook at some examples of actual TOEIC questions.

Listening Part 2: Question-Response

In this part of the test students hear a question or
statement followed by three responses. Students

must select the best response to the question or
statement. Question content includes a range of
typical business or social interactions.

Why don’t we go to the beach this weekend?
(A) Sorry, I don’t know.
(B) That’s a great idea.
(C) Because I was there.

In order to choose the correct response, you
need to be able to recognize that this is actually
not a question. The first speaker is in fact making a
suggestion, and answer (B) is a very common and
appropriate way of responding to such suggestions.

Common everyday functions such as suggestions,
requests, offers, complaints, and invitations make
up a high percentage of the type of things tested on
the TOEIC®. In order to do well in these sorts of
questions, students must be familiar with common
language functions, and the natural phrases used to
perform them. Here we can see a direct relationship
to business English, as being aware of the appropri-
ate ways proficient speakers handle such common
functions is crucial to social interaction and avoid-
ing misunderstanding.

Let’s look at another example.

Listening Part 3: Conversations

In this part of the test, students hear conversations
between two people, then answer three questions.
Situations in Part 3 closely mirror those found in
typical business English textbooks, and include
such things as asking for information about deliv-
ery schedules, making appointments, asking for
directions, and arranging meetings by telephone.
Students hear:

W: Would it be okay if I took a few hours off next
Friday? My parents are coming to visit and I
need to pick them up at the airport.

M: Yes, that would be fine. We do need to form a
construction committee and start planning the
company picnic next week but there should be
plenty of time for that.

W: Thanks. I'll be happy to work late on Thursday
if necessary.

1. What are the speakers discussing?
What will happen next week?

3. What does the woman offer to do on Thurs-
day?

In this case we have a situation where an employ-
ee is making a request to her boss for some time off
work. Understanding that the stock phrase Would
it be okay if... is a common way of making polite re-
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quests, and that such requests are often followed up
with a future offer or promise, is of great assistance
in understanding the situation, and by extension,
answering the questions correctly.

Looking closely at the test, we find that the types
of situations closely mirror those found in the aver-
age business English course. A more important, and
often overlooked similarity is that an understand-
ing of natural English usage, especially common
everyday functions and their associated vocabulary
and stock phrases, is a key factor in doing well in
the TOEIC®.

Teaching Methodology

Traditional TOEIC® study methods do very little
to address this key need of understanding natural
English usage. Thus the implications for teaching
such clearly communication-focused content are
fairly obvious—if you want students to gain a clear
understanding of how language is used in the real
world, the best way to give them that understand-
ing is to give them opportunities to actually use it.

In practice what this means is that rather than
having students spend most of their class time do-
ing practice questions, teachers should:

e Draw attention to key functions common in
everyday communication

e Outline the high-frequency language associated
with those key functions

e Give students opportunities to practice actively
using the language in activities such as role-
plays, focusing on the type of functions and
situations found in the TOEIC® (and in busi-
ness English courses)

After several years of using this approach with my
TOEIC® classes, I noticed significant improvements
in overall test scores. Even more encouraging has
been the development of the types of practical lan-
guage skills normally covered in business English
courses.

Implications for TOEIC® and business
English classes

The similarities between TOEIC® and business
English, in terms of content, key language, and ef-
fective methodology present a number of positive
implications for our classes, specifically:

¢ Study of key functional language found in the
TOEIC® can directly support the development
of skills relevant to business English study (and
vice versa)

e Use of interactive and productive activities
of the type found in typical business English
courses can help students better understand
and answer questions on the TOEIC®

e  Students or institutions with limited study time
can find it easy to integrate practical business
skills and TOEIC® preparation into a single
course of study

In my workshop [ will present further examples
of the similarities between TOEIC® and business
English and will provide some practical examples of
ways the two types of courses can be integrated and
made more mutually supportive.
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...with Mark de Boer
& Dax Thomas

<my share@Jalt publications.org>

We welcome submissions for the
My Share column. Submissions
should be up to 700 words describ-
ing a successful technique or lesson
plan you have used which can be
replicated by readers, and should
conform to the My Share format
(see any edition of The Language
Teacher). Please send submissions to
<my-share@jalt-publications.org>.

MY SHARE ONLINE

A linked index of My Share
articles can be found at:

<jalt-publications.org/tlt/
myshare/>

ELCOME to another My Share column!
W This month, Jon Mitchell shows us how

peer assessment can work with stu-
dents’ narratives. Gordon Reid then looks at how

students can remember some of the rules they use
for writing with his Five-Star Groove.

Telling tales:
Student-centred
narratives and
peer-assessment

Jon Mitchell

Tokyo Institute of Technology
<jon.w.mitchell@gmail.com>

Quick guide

Keywords: Story-telling, peer assessment, speak-
ing

Learner English level: High beginner and up
Learner maturity: High school, university, adults
Preparation time: 30 minutes

Activity time: One 90-minute class

Materials: A poorly-written short story (approxi-

RESOURCES « MY SHARE

mately 200 words) tailored to the level of the class,
a well-written story (approximately 200 words), a
pre-drawn four-frame comic strip.

Introduction

This lesson plan introduces one way in which the
power of stories can be harnessed in the classroom.
At its heart is a student-led exploration of what
makes a good story good. These narrative guide-
lines provide learners with both the tools to struc-
ture their own stories and the confidence to assess
the work of their peers.

Procedure

Step 1: At the outset of class, divide learners into
pairs and hand them the poorly-written short
stories. Ask them to place themselves in the roles
of teachers and explain that you would like them

to grade the story. Tell them to focus not only on
grammar mistakes, but also to consider whether
the story was interesting for them—whether it held
their attention.

Step 2: After allowing the students time to discuss
the story in pairs, elicit from them the story’s weak-
nesses. As they tell you what they think is wrong
with the tale, encourage them to think about how
they could make it better. Write their ideas on the
board, starting with “A good story...” Some of the
guidelines that my learners often come up with
include: A good story uses tenses carefully, A good
story includes speech and emotions, A good story
flows smoothly using “so’, “then’, “in the end”.

Step 3: Having now elicited what makes a story
good, hand the learners a better-written narrative.
Ask them to find instances of the guidelines within
it, and add any extra examples that they find to the
Good Story... list created above.

Step 4: In this stage, hand the learner pairs the
four-frame comic strips. For the more adventur-
ous of you, these can be hand-drawn, but for the
artistically-inept (like myself) try snipping Gar-
field and Sazae-san cartoons from the newspaper
and blacking out the speech bubbles with a magic
marker. Tell students that you would like them to
write a short story and they should try to make it
as interesting as possible. Encourage them to refer
to their guidelines if they become stuck, but make
yourself available should they have any questions.
Be sure to tell them that their classmates will be as-
sessing their tales, so they should write clearly.

Step 5: Collect the completed narratives and then
redistribute them to different pairs. Ask them to as-
sess the stories according to the guidelines that they
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produced earlier. Ask the students to produce writ-
ten feedback on the stories along the lines of What
we liked about this tale was..., What we didn’t like as
much was..., and In future, you might like to try....

Step 6: After the students hand their comments
back to the stories’ authors, provide some feedback
on common strengths and weaknesses.

Step 7: As homework, have the learners write a
short story of their own choosing. With the learn-
ers’ permission, these stories can be recycled into
Step 3 of future classes, thereby creating a truly
self-sufficient learning community.

Conclusion

The lesson plan above is based upon a four-stage
cycle: Text exploration—Short presentation—Pair
production—Peer assessment. It is designed to
provide a high level of support for students who
are often reticent about critiquing the works of
their peers. From the outset, the plan encourages
the learners to place themselves in the role of as-
sessors. The Good Story list provides them with

a means not only to guide their own creation of
stories, but also for assessing other students. Since
this list is created by the learners themselves (albeit
with your guiding hand), it should give them a vital
sense of ownership of the criteria, more so than if
you had given them a ready-written handout.

Appendix 1
An example of a poorly-written story

(A story designed for late beginner students to high-
light the importance of tense, conjunctions, emotions,
and speech)

[ went to the beach with my friend. It is a sunny
day and the beach is very crowded. We ate ice-
cream and we drink soft drinks. My friend and me
went into the sea. We swim for about one hour. The
sea is very cold. My friend screamed. I looked at
her leg. It was very red. There are many jellyfish in
the water. We went to the life guard station and we
asked for help. The life guard is very handsome. He
give my friend medicine. My friend smiled at him.
Next week, they are going on a date.

Appendix 2
An example of a well-written story

(A story designed for lower intermediate students to
highlight emotions, conjunctions, past perfect, and
the use of a final coda)

Last summer, [ went to the beach with my best
friend. The beach was very busy, but we could

find some space near the water. We sat down and
relaxed. After about an hour, we were hot so we
decided to go into the sea for a swim. The water
was cool and we felt very refreshed. However, when
we came out of the water, we discovered that our
bags were missing. In a panic, we rushed to the life
guard’s hut. We asked him if anyone had handed
in our bags. He checked in the back room and
came back with our bags. He told us they had been
washed away by the incoming tide and we were
very lucky that someone had spotted them. We
were so relieved and from now on we will be very
careful.

Five-star groove
Gordon Reid

Kansai Gaidai University
<gordon@kansaigaidai.ac.jp>

Quick guide

Keywords: Entrenched errors, mediated memory,
established rules, writing

Learner English level: Pre-intermediate to ad-
vanced

Learner maturity: Junior high to adult
Preparation time: One hour
Materials: Writing assignment, rule(s), symbol

Introduction

The following technique has helped my students
reduce their common recurring errors. [ devel-
oped the technique from Vygotskian theory—in
particular mediated memory. The most common
example is a string tied around one’s finger in order
to remember something of importance. The string
acts as the external reminder until the necessary
action is performed or the action becomes internal-
ized, thereby rendering the string unnecessary. In

a language class, this means the students become
conscious of particular errors and then make the
necessary adjustments without a teacher’s continu-
al reminders. The basic concept can be modified for
classes that focus on speaking skills.

Procedure

Step 1: When you have identified a common error
from class work, establish a classroom writing (or
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speaking) rule that addresses the error. For exam-
ple, if students are consistently writing the word
because at the beginning of simple or compound
sentences, make the rule: Do not begin a simple or
compound sentence with the word “because”. Four
rules or less is most effective.

Step 2: Have students demonstrate their under-
standing of the rule. Provide writing samples that
may or may not include the particular error. Then
have students identify which samples adhere to the
rule and which samples violate it.

Step 3: Have each student write the rules at the top
of the writing assignment. Then, have the students
write five stars (or whatever symbol) after each
rule. For example:

Rule: Do not begin a simple sentence
with because. ¥¢ ¥¢ ¥ % ¢

The technique is more effective if you have stu-
dents write the rules and symbols themselves on
each assignment.

Step 4: After the students submit their completed
assignment, correct it in your usual manner. In
addition, each time a student breaks one of the
established rules, put an X through one star. For
example, if the student begins a simple sentence
with because three times in one assignment, cross
off three stars.

Rule: Do not begin a simple sentence
with because. ¥ ¥ X X X

Step 5: Return the assignments to the students
and repeat the process from step three. However,
for the next assignment, the students should put

only their remaining stars. According to the above
example in step four, the student would write the
rule as before, but write only two stars rather than
the original five.

Rule: Do not begin a simple sentence
with because. ¥¢ %

At this time, remind students that the stars do not
relate to the grading of the paper; if there is any. The
stars are simply reminders.

Conclusion

This technique is not a punishment/reward system.
As in the example of the string around one’s finger,
the string is not a punishment, but a reminder.
Furthermore, once you have initially explained the
process to your students, no further explanations or
discussion is necessary. The students simply have

a visual reminder of how their piece of writing re-
lates to the rules. Although students may begin with
five new stars, if none remain for a particular rule,
it has been my experience that they do not require
more than five. In other words, the students' writ-
ing starts to get into an English groove rather than
an error-filled trench.
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"Wow, that was such a great lesson, I really want others to try it!"

MFIXSE UWEZE!L ZN 2D ANZHRL THHWAN!

for possible publication.

Every teacher has run a lesson which just "worked." So, why not share it around?
The My Share Column is seeking material from creative, enthusiastic teachers
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For more information, please contact the editor.
FELLIE, THKLIESI N,
<my-share@jalt-publications.org>
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If you are interested in writing a
book review, please consult the list
of materials available for review in
the Recently Received column, or
consider suggesting an alternative
book that would be helpful to our
membership.

BOOK REVIEWS ONLINE
A linked index of Book Reviews can be found at:
<jalt-publications.org/tlt/reviews/>

Andrew Atkins’ evaluation of Reading for

T HIS month’s Book Reviews column features
Speed and Fluency 1.

Reading for
Speed and
Fluency 1

[Paul Nation and Casey Malarcher. Santa Fe
Springs, CA: Compass Publishing, 2007. pp.
113.¥1,575 (incl. downloadable MP3 files).
ISBN: 978-1-59966-100-1.]

Reviewed by Andrew
Atkins, Kyoto Sangyo
University

Reading for Speed and Fluency 1 is the lowest level
of a four-level series written to help learners of
English read at a normal, comfortable reading
speed, of around 250 words per minute. This is

the same speed that the average American college
student reads English, and it is not the goal of level
one, but for the whole series. This one book alone
is unlikely to produce native-like readers of English
in the Japanese EFL context, but may be a means

to help students get closer to the ideal speed.

The book consists of eight thematically arranged
chapters, all of which contain a set of vocabulary-
based preview exercises and five short readings.
The preview exercises are designed to pre-teach
any vocabulary that may slow the learner’s reading
speed, and they also serve the purpose of activating

43

schemata before the reading begins. The read-
ing passages are ordered in a way that facilitates
comprehension of the subsequent passages in the
chapter.

The non-culturally specific schemata required by
students to use the book made it suitable for EFL
students at the tertiary level in Japan. The read-
ings were designed to be easy so the student level
needed to be carefully considered. Unfortunately no
guidelines were provided. The textbook was used
with two intermediate level university classes and
two low intermediate level junior college classes.
Some of the low intermediate students found the
book slightly too difficult, making it inappropriate
for the class as a whole. The intermediate level uni-
versity students appeared to be of a suitable level,
and did not have to worry too much about vocabu-
lary and focused on their reading speed.

Each of the readings consists of 300 words, and it
can only be speculated that this arbitrary number
was chosen to make calculation of reading speeds
easier. Thisisa
serious concern, as
longer passages or
even stories would
surely give students
more chance to im-
prove their reading.
This clearly is not
extensive reading
(ER) in the usual
sense, but neither
is it intensive. It can
be inferred that the
authors envisage
the book being
used as a comple-
ment to ER. Tanaka 1
and Stapleton '

(2007), using this
kind of combined
approach, found that studying shorter reading
passages in class when combined with ER texts
outside of class produced statistically significant
improvements in reading speed and comprehen-
sion.

READING
FOR
SPEED

AND
MEOENCY

Paul Nation « Casey Malarcher

Students record their reading times on a chart
at the back of the book, from which they can find
out their reading speed in words per minute. They
also record their score on a five-question test, the
purpose of which is to check that they have under-
stood each reading. Reading speed does steadily
improve, giving students a sense of achievement. In
a recent study using this type of activity, Crawford
(2008) found that timed reading was an effective
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means of developing reading rates. He cautioned,
though, that further research needs to be done
before any strong recommendations can be made,
and suggested that a combination of timed reading,
repeated reading, and extensive reading may be
most beneficial to learners.

In addition to the student book, freely download-
able MP3 files for all of the readings are available,
extending the book’s possibilities to include listen-
ing activities. A recent study by Brown, Waring,
and Donkaewbua (2008) shows that students
retain significantly more vocabulary when texts are
delivered using a reading-while-listening approach,
as opposed to a reading-only approach. Using a
computer lab for individual practice of reading-
while-listening, as well as shadowing and rhythm
and intonation practice of the readings, provided
useful reinforcement of vocabulary and variety for
the students.

An informal discussion was held after using this
book in class for six lessons over six weeks, and
students felt that it was of benefit to their learning,
although many said that two readings in one lesson
were enough, suggesting the book would be best as
a supplementary text. The students felt the topics
were of interest, but were a little bemused by the
reading about Elvis Presley. Most of the topics of the
readings could be further expanded for class dis-
cussion and follow-up activities and, if used along
with extensive reading books outside of the class,
the book could be used as the basis for a whole
course. Choosing the correct level for a class could
be difficult; however, if successfully done, Reading
for Speed and Fluency could be a useful tool to help
develop reading speed.

References

Brown, R., Waring, R., & Donkaewbua, S. (2008).
Incidental vocabulary acquisition from reading,
reading-while-listening, and listening to stories.
Reading in a Foreign Language, 20(2), 136-163.

Crawford, M. J. (2008). Increasing reading rate with
timed reading. The Language Teacher, 32(2), 3-7.

Tanaka, H., & Stapleton, P. (2007). Increasing read-
ing input in Japanese high school EFL classrooms:
An empirical study exploring the efficacy of
extensive reading. Reading Matrix, 7(1), 115-131.
Retrieved February 2, 2009, from <www.read-
ingmatrix.com/articles/tanaka_stapleton/article.
pdf>

Recently
Received
...with Greg Rouault

<pub-review@jalt-publications.org>

A list of texts and resource materials for language
teachers available for book reviews in TLT and
JALT Journal. Publishers are invited to submit com-
plete sets of materials to the Publishers’ Review
Copies Liaison address listed on the Staff page at
the back of TLT.

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

Books for Students (reviewed in TLT)

Contact: Greg Rouault
<pub-review@jalt-publications.org>

Activities for Interactive Whiteboards. Martin, D.
Crawley, UK: Helbling Languages, 2008. [Re-
sourceful Teacher series activities handbook
incl. CD-ROM].

Language Leader. Cotton, D., Falvey, D., & Kent, S.
Harlow, UK: Pearson Education, 2008. [4-level
coursebook styled for adults and profession-
als incl. CD-ROM, audio CD, workbook w/CD,
teacher’s book w/Test Master CD-ROM].

Oxford Picture Dictionary (Second Edition).
Adelson-Goldstein, ]., & Shapiro, N. New York:
Oxford University Press, 2008. [Picture dic-
tionary arranged by topic in monolingual and
bilingual editions incl. workbooks at 3 levels,
vocabulary handbooks, reading library, instruc-
tional support w/interleaved lesson plan book
w/audio CD, photocopiable classroom activities,
OH transparencies, and dictionary CDs].

Stimulating Conversation. Goodmacher, G. Fukuo-
ka, Japan: Intercom Press, 2008. [Intermediate
to advanced level critical thinking and conversa-
tion coursebook incl. CD].

Books for Teachers
(reviewed in JALT Journal)

Contact: Bill Perry
<jj-reviews@jalt-publications.org>

Japanese language teaching: A communicative ap-
proach. Benati, A. G. London: Continuum, 2009.
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...with Marcos Benevides

<jalt-focus@jalt-publications.org>

JALT Focus contributors are re-
quested by the column editor to
submit articles of up to 750 words
written in paragraph format and
not in abbreviated or outline form.
Announcements for JALT Notices
should not exceed 150 words. All
submissions should be made by
the 15th of the month, one and a
half months prior to publication.

JALT FOCUS ONLINE
A listing of notices and news can be found at:
<jalt-publications.org/tlt/focus/>

JALT Calendar

Listings of major upcoming events in the organisation.

For more information, visit JALT's website <jalt.org>, the

JALT events website <jaltorg/events>, or see the SIG

and chapter event columns later in this issue.

» 1 Oct 2009: Pre-registration deadline for presenters
at JALT2009 in Shizuoka <jalt.org/conference>

» 11 Oct — The 4th JALT Joint Tokyo Conference,
Toyo Gakuen University, Hongo Campus.

» 26 Oct 2009: Pre-registration deadline for JALT2009
in Shizuoka <jalt.org/conference>

» 21 -23 Nov — JALT2009 "The Teaching Learning
Dialogue: An Active Mirror" will be held at
Granship Shizuoka. See <jalt.org/conference>
for more information.

JALT Focus

Announcements

TLT Call for Papers: Discourse and Identity
Special Issue

The Language Teacher is seeking papers (1,500-
2,000 words) for a special issue on discourse and
identity in second language contexts, including
language learning settings and/or language-in-use
beyond the classroom. Papers should be research
based and focus on the discursive accomplishment
of identity through the application of participant-
centred methodologies such as discursive psychol-
ogy, conversation analysis or membership catego-
rization analysis. We are looking for articles that
document the negotiation of identity in instances of
naturally-occurring interaction, particularly studies
that feature original collections of interactional
practices. Transcripts should conform to Jefferson-
ian conventions and be limited to 35 characters per
line, including spaces. If you are interested in writ-
ing a paper for this special issue or have sugges-
tions which might fit with the above themes, please
contact Tim Greer <tim@kobe-u.ac.jp> and Keiko
Ikeda <ikedakeiko@nagoya-u.jp>. The deadline for
manuscript submissions is 30 July 2009.

TLT Call for Papers: Lifelong Language
Learning

The Language Teacher is seeking papers (1,500-
2,000 words) for a special issue focusing on lifelong
language learning. Papers should be research or
classroom based and related to language educa-
tion for adult learners (post-graduation) in various
contexts. Articles may address topics such as local
or national guidelines and facilities for lifelong lan-
guage learning; reasons that adults study languag-
es; business-related language learning; language
classes for the elderly; materials and methodology
for adult learners; the challenges faced by lifelong
learners and their teachers; the future of lifelong
language learning; and other related topics. In ad-
dition, shorter papers for My Share, book reviews,
and teacher or learner profiles are welcome. If you
are interested in submitting a paper for this special
issue, please contact Julia Harper <harperjulia.k@
gmail.com>. The deadline for manuscript submis-
sions is 30 September, 2009 and publication is
expected in September 2010.
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JALT Research Grants 2009

Spring means a new opportunity to be awarded
a JALT Research Grant to help fund your research
aspirations. This year apply between 1 May and
31 July for one of three ¥100,000 grants. Success-
ful awardees will receive comprehensive support,
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...with Jason Peppard

<memprofile@jalt-publications.org>

Member's Profile is a column
where members are invited to
introduce themselves to TLTs
readership in 750 words or less.
Research interests, professional
affiliations, current projects, and
personal professional develop-
ment are all appropriate content.
Please address inquiries to the
editor.

Herder discusses the benefits of collaboration
and shares his EFL experiences, insights, and
accomplishments.

I N this month’s Member’s Profile, Steven

MEMBER’S PROFILE
Steven Herder

First we have to connect... the rest we just work
out day by day.

Not an auspicious start

The bubble economy was still thriving when I ar-
rived at Narita airport in the fall of 1989. As I got
off the plane, a woman in uniform was waiting for
me, holding a sign saying, “Steven Herder” Yikes!
Did she know that I only had a tourist visa but was
hoping to eventually work here? She had been sent
by JAL to tell me that my big green backpack had
abandoned me and was in Hawaii. Even worse, five
days later I drove a friend’s van into a truck parked
on a narrow street. After four hours in the local
police station, I was wondering if Japan was “right”
for me. Thankfully I stayed, because I eventually
stumbled into a great career as an EFL teacher.

both from the Research Grants Committee and from
experienced advisors and mentors in the Research
Grants Teacher-Researcher Network. Full informa-
tion, including application procedures, is available
on the JALT website <jalt.org/researchgrants/>.

JALT FOCUS «- MEMBER'S PROFILE

Nagging questions

Even after 17 years of “solo classroom teaching,” |
still hesitated to share in public all [ had learned.
Having just a BA in English, I always secretly ques-
tioned my lack of a real teacher’s license. Recently
though, completing my MA TEFL through the
University of Birmingham has helped immensely
because those studies
added theory to my
years of practice, and
left me feeling com-
plete: well prepared

J to finally “join the EFL
conversation” and
share with others.

So in August of 2006,
I helped to start a net-
work of teachers who
wanted to do more and
grow more. We created
an organization that we
call MASH Collabora-
tion (Meet, Ask, Share & Help). We are interested in
making good things happen for each other and for
all like-minded colleagues. While working full-time,
and studying in all the remaining time, we have ac-
complished a lot together in the past three years:

¢ An online weekly study group (2 years);

e  Six MASH events around Japan focusing on Pro-
fessional Development through Collaboration;

¢ A homepage that facilitates our collaborative
efforts and records our projects;

e Anongoing book project defining our EFL con-
text, Innovating Teaching in Context: Asia;

e A column on Professional Development (PD) on
the ELT News website;

e A MASH building (headquarters) in the Second
Life virtual world;

Collaborative events with Kyoto JALT Chapter
and with Curtis Kelly;

e MASH Online Statistics Course with Gregory
Sholdt (Kobe University);

¢ Nakasendo 2009 participant.
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What I've learned through PD

Two MASHisms that have evolved over time and
sum up what I've personally learned from collabo-
rating are, “Anything I can do, we can do better.”
Once I learned to be more open to feedback and the
collective opinions of people I trusted, I noticed that
my own work got much better. Even more impor-
tantly, [ now know that “Collaboration creates just
the right kind of tension to get lots done.” [ have
grown used to letting myself down at times, but [
continue to fight to never let my cohorts down.

Calling a spade a spade

Unfortunately, teaching is an unregulated profes-
sion that IMHO produces blue-collar and white-
collar attitudes. This metaphor simply separates
teachers who understand that being a teacher
means a never-ending commitment to personal
and professional development from those teachers
who don'’t see teaching that way. I've seen white-
collar attitudes at NOVA and ECC, and blue-collar
attitudes at famous universities. If we non-Japanese
teachers are ever going to get the responsibility and
respect that many of us deserve, we are going to
have to work extra hard to differentiate ourselves
from teachers who just do the minimum.

JALT FOCUS « GRASSROOTS

...with Joyce Cunningham
and Mariko Miyao

<grassroots@jalt-publications.org>
[

The co-editors
warmly invite
750-word reports
on events, groups,
or resources within
JALT in English,
Japanese, or a
combination of

both.

Harashima warmly invites you

to the ever-popular 21st JALT-
Gunma Summer Workshop, with
guest speaker Geoffrey Leech.

I N this month’s issue, Hideto

Message to colleagues

The deeper you go, the better it gets. The more you
reach out—earnestly, to ask questions, to connect
with others, to get involved in JALT, JACET, ET]J,
MASH, etc., the more meaningful each day becomes.
My MASH and JALT friends will be friends for life.
As a foreigner in Japan, these connections are my
lifeline. If any of this resonates with you, I hope we
meet someday. My professional interests include:

e Extensive Writing (EWr)—my dissertation is
on fluency writing practice in Japanese high
school writing classes.

e Professional development through collabora-
tion with EFL teachers.

e Defining the unique nature of our EFL context:
raising our voices beyond ESL ideologies.

e Debunking the “English Only” myth for all lev-
els and all contexts of teaching in Japan.

e Promoting a balanced four skills approach to
teaching English.

Steven teaches Writing II & III, and Oral Commu-
nication at Seibo Jogakuin in Osaka and Intensive
English in the International Relations Department
at Kyoto Sangyo University in Kyoto. He can be
reached at <steven.herder@gmail.com>.
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Geoffrey Leech

comes to Kusatsu

by Hideto D. Harashima, Co-
president, JALT Gunma Chapter

Renowned professor emeritus of English linguistics
at Lancaster University, Geoffrey Leech is visiting
Kusatsu this summer for the 21st JALT-Gunma Sum-
mer Workshop. The summer workshop is an annual
event that Gunma Chapter is particularly proud of,
and this year it will be held on Saturday and Sunday
22-23 August. This year’s theme is English Gram-
mar and Politeness. The workshop venue is Ku-
satsu Seminar House (Kanto-Koshinetsu Kokuritsu
Daigaku Kyodoriyo Shisetsu), 737 Shirane, Kusatsu-
machi, Agatsuma-gun, Gunma-ken 377-1711 (tel:
0279-88-2212).

Participants will be able to enjoy a good many
things in the two-day workshop: the cool and fresh air
of Kusatsu highlands, one of the best onsens in Japan,
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arelaxing atmosphere, a draft-beer party, an excellent
opportunity for networking with other participants,
presenting their own papers, and sitting in on inform-
ative lectures from a first-class featured speaker.

Leech is both a Fellow of the British Academy and
a Member of the Academia Europaea. He has writ-
ten, coauthored, or coedited numerous books in
the areas of grammar, stylistics, semantics, corpus
linguistics, and pragmatics <www.ling.lancs.ac.uk/
profiles/296>. In this summer workshop, he will
give two separate lectures on topics certain to inter-
est you. The first is entitled: How English grammar
has been changing; while the second is: Politeness: Is
there an East-West divide?

Participants will most surely enjoy all the features
the Kusatsu Workshop has to offer. Those wanting to
attend should contact the coordinator, Mr. Shibaya-
ma, as soon as possible, for capacity is limited. Send
the registration form and deposit in an “envelope for
cash” (genkin kakitome fuutoo) to Morijiro Shibaya-
ma, 2-38-4 Hirose, Maebashi, Gunma 371-0812
(tel/fax: 027-263-8522) <mshibaya@jcom.home.
ne.jp>. Registrations will be accepted on a first-
come, first-served basis. The maximum capacity is
40 participants. The fee to participate is ¥9,000 per
participant, which includes the right to attend the

programme, room and board, and the party; ¥6,000
per family member; ¥4,000 for a primary school
child; ¥2,000 for a preschooler; and free for a baby
(without meals). The deposit is ¥3,000 per partici-
pant and ¥1,000 per family member. The deposit
should be enclosed with the registration form, and
the rest will be collected onsite.

As mentioned above, you are also welcome to give
a presentation. If you want to apply, please put your
title on the registration form. There are five presen-
tation slots of about 30 minutes each. Most pre-
senters go on to write articles for Gunma Chapter’s
ISSN-numbered newsletter SpeakEasy, which serves
as the workshop’s proceedings. The registration
form is available from the website: <harahara.net/
JALT /kusatsu.htm>. The deadline for registration,
deposit, and any presentation proposal is 31 July.
Hope to see you with us this summer at our Gunma
Chapter annual retreat!

Contact persons: JALT Gunma Chapter Co-presi-
dents: Michele Steele 0277-45-3233, Hideto Har-
ashima 027-266-7101; Co-Program Chairs: Barry
Keith 0277-30-1944, Morijiro Shibayama 027-
263-8522, Hisatake Jimbo 0274- 62-0376, Natsue
Nakayama 027-266-7575.

High Beginner

Pre-Intermediate

COMMUNI
CATION

SPOTLIGHT

Speaking Strategies and Listening Skills

by Alastair Graham-Marr ¥2,573 (¥2,450) Anciudes

audi_'g CD
notebook

For high beginner and pre-
intermediate college classes.
The hows of speaking; the hows
of listening. Not just giving
practice-actually teaching.

For more information contact sales@abax.co.jp

THE LANGUAGE TEACHER 33.7 « JULY 2009




COLUMN « SIG NEWS

...with James Hobbs

<sig-news@jalt-publications.org>

JALT currently has 17 Special
Interest Groups (SIGs) available
for members to join. This col-
umn publishes announcements
of SIG events, mini-conferences,
publications, or calls for papers
and presenters. SIGs wishing to
print news or announcements
should contact the editor by
the 15th of the month, 6 weeks
prior to publication.

SIGs at a glance

Key: [@ = keywords ] [ = publications ] [ & =
other activities ] [#=7 = email list] [ @® = online forum]

Note: For contacts & URLs, please see the Contacts page.

Bilingualism

[ @ bilingualism, biculturality, international families, child-
raising, identity ] [ Bilingual Japan—3x year, Journal—1x
year ] [ ® forums, panels ] [Z=7]

Our group has two broad aims: to support fami-
lies who regularly communicate in more than one
language and to further research on bilingualism in
Japanese contexts. See our website <www.bsig.org>
for more information.

B RNIERSHECTER TR EBLIHAICB T
ENAHIX LD RZHNEL TAERT, £5F
R—LR—T D<www.bsig.org>ZE T F I,

Computer Assisted Language Learning

[ @ technology, computer-assisted, wireless, online learn-
ing, self-access ][ ledl JALT CALL Journal Newsletter—3x year]
[ @ Annual SIG conference, regional events and workshops ]

[£=7] [ @®]

The 2009 JALT CALL SIG officers and conference
team would like to say a great big Thank you! to all
of our presenters, attendees, and especially our As-
sociate Members for their continued support year
after year. We look forward to meeting even more
persons interested in the expanding world of CALL
next year! <www.jaltcall.org>.

College and University Educators

[ @ tertiary education, interdisciplinary collaboration, profes-
sional development, classroom research, innovative teaching]
[ On CUE —2x year, YouCUE e-newsletter ] [ ¥ Annual
SIG conference, regional events and workshops ]

49

CUE’s refereed publication, OnCUE Journal (ISSN:
1882-0220), is published twice a year. In addition,
members receive the email newsletter YouCUE three
times a year. Check the CUE SIG website <jaltcue-sig.
org> for news and updates about CUE SIG events.

Extensive Reading (forming)

Extensive Reading in Japan Seminar 2009: The ER
SIG will be co-hosting the ER] Seminar with the
Kyoto and Osaka chapters of JALT at Kinki Daigaku
in Osaka on 5 Jul. The featured speaker, Rob War-
ing, is one of the giants of ER. He has played many
roles in the world of ER including researcher, pro-
moter, author, and series editor. In addition there
will be many ER presentations and several publish-
ers showing their latest readers.

Gender Awareness in Language
Education

[ @ gender awareness; gender roles; interaction/discourse
analysis; critical thought; gender related/biased teaching
aims 1 [ £ newsletter/online journal ] [ @ Gender confer-

ence, workshops ] [£=7 ] [ g ]

GALE works towards building a supportive commu-
nity of educators and researchers interested in rais-
ing awareness and researching how gender plays an
integral role in education and professional interac-
tion. We also network and collaborate with other
JALT groups and the community at large to promote
pedagogical and professional practices, language
teaching materials, and research inclusive of gender
and gender-related topics. Visit our website at
<www.gale-sig.org> or contact us for more details.

Global Issues in Language Education

[ @ global issues, global education, content-based lan-
guage teaching, international understanding, world citizen-
ship][ Global Issues in Language Education Newsletter—
4x year ] [ ® Sponsor of Peace as a Global Language (PGL)
conference ] [Z=7 ][ @R ]

Are you interested in promoting global awareness
and international understanding through your
teaching? Then join the Global Issues in Language
Education SIG. We produce an exciting quarterly
newsletter packed with news, articles, and book
reviews; organize presentations for local, national,
and international conferences; and network with
groups such as UNESCO, Amnesty International,
and Educators for Social Responsibility. Join us in
teaching for a better world! Our website is <www.
gilesig.org>. For further information, contact Kip
Cates <kcates@rstu.jp>.

THE LANGUAGE TEACHER 33.7 - JULY 2009



50 COLUMN - SIG NEWS

Japanese as a Second Language

(‘@ Japanese as a second language ] [ B AASE#E=1—
A% — Japanese as a Second Language Newsletter—4x year ]
[ € Annual general meeting at the JALT conference ] [£=7 ]

JALT JSLTIMBEETHARBEAFE WL ZRITLTNE

T MEFI0SRTERET. AAEAE - AH T D
SCOME A 72 E, JALT JSLEBOHARGEBEMLE.

HABREECEEEIVERL TOET . REDRETT
TRENX20104F3A31H. HehakfiO ¥I01320094F12A31H,
Call for Papers: JALT Journal of Japanese Language
Education. Japanese as a second language research-
ers, teachers, and learners who are members of the
JSL SIG may contribute articles, research reports,
essays, etc. Submission Deadline: 31 Dec 2009.

Junior and Senior High School

[ @ curriculum, native speaker, JET programme, JTE, ALT,
internationalization ] [ The School House—3-4x year ]
[ @ teacher development workshops & seminars, network-
ing, open mics ] [Z=7]

The JSH SIG is operating at a time of considerable
change in secondary EFL education. Therefore, we
are concerned with language learning theory, teach-
ing materials, and methods. We are also intensely
interested in curriculum innovation. The large-
scale employment of native speaker instructors is
arecent innovation yet to be thoroughly studied or
evaluated. JALT members involved with junior or
senior high school EFL are cordially invited to join
us for dialogue and professional development op-
portunities.

Learner Development

[ @ autonomy, learning, reflections, collaboration, devel-
opment ] [ Learning Learning, 2x year; LD-Wired, quar-
terly electronic newsletter ] [ ®¢ Forum at the JALT na-
tional conference, annual mini-conference/retreat, printed
anthology of Japan-based action research projects ] [£=7 ]

The Learner Development SIG is a lively and wel-
coming group of teachers interested in improving
our practice by exploring the connections between
learning and teaching. The SIG publishes an e-
journal twice a year. We also meet to share ideas
and research in small-scale events such as mini-
conferences, poster-sessions, and local group meet-
ings. For more information check out our homepage
<ld-sig.org>.

Lifelong Language Learning

[@ lifelong learning, older adult learners, fulfillment ] [ EX)
Told You Sol—3x year (online) ] [ ®: Pan-SIG, teaching con-
test, national & mini-conferences ] [#=7 ] [ g ]

The increasing number of people of retirement age,
plus the internationalization of Japanese society,
has greatly increased the number of people eager
to study English as part of their lifelong learning.
The LLL SIG provides resources and information for
teachers who teach English to older learners. We
run a website, online forum, listserv, and SIG publi-
cation (see <jalt.org/lifelong>). For more informa-
tion or to join the mailing list, contact Yoko Wakui
<ywakui@bu.iij4u.or.jp> or Eric M. Skier <skier@
ps.toyaku.ac.jp>.

AJERR E I E IR R 1Ok S m bt & I AT T
MEEZZORADRBAREEIORETLHIEEZHEL.
WEAERE AR L2 LW B2 T, BITE, HA TIHRES
FEH THROBINETORBRCLMIMILZE A2 LRI =
B ILIENWEREA TSN RIEICIEA TBDET,
THIEFEFEE RO, FEHEEE 2L TNH%<

DFEFITH U THOIDOIE - 2 7 Bk ok 2 3
2<, TIPS O PIE BT SN TNET LLLT
V3 H A S E DM ANE WA HE, TR, WHFERR D IR
ZATWHICZOH LW B ZBIIL TWIDEH L FULIT
EEHRTY, BUEA > F1 < jaltorg/lifelong> ETH T+
=T LAV AR, ——:L‘_‘Z L& —IRfE 25 FIT 7> T
BOET, @& OEFBAEICHED>THE-Le5 1
HHEAA, FFROKFEBEHIANELDOHLHTET, Bk
DHDIIERIETHRBGATT, AR NAAIB L <S
MLUTWETDTESTBREICT ARSI, BN
B OEILFHBF<ywakui@bu iijdu.or jp> - £7zIE Eric
M. Skier <skier@ps.toyaku.ac.jp>% T #H#% <723,

Materials Writers

O materials development, textbook ert\ng@ublishers
and publishing, self-publication, technology ] [ Between
the Keys—3x year ] [ @ JALT national conference events ]

[£=7] [ @®]

The MW SIG shares information on ways to cre-
ate better language learning materials, covering a
wide range of issues from practical advice on style
to copyright law and publishing practices, includ-
ing self-publication. On certain conditions we also
provide free ISBNs. Our newsletter Between the
Keys is published three to four times a year and we
have a discussion forum and mailing list <groups.
yahoo.com/group/jaltmwsig>. Our website is <uk.
geocities.com/materialwritersig>. To contact us,
email <mw@jalt.org>.

Pragmatics

[‘©" appropriate communication, co-construction of mean-
ing, interaction, pragmatic strategies, social context ] [ [
Pragmatic Matters (3B Fish815) —3x year ] [ ¥ Pan-SIG and
JALT conferences, Temple University Applied Linguistics
Colloguium, seminars on pragmatics-related topics, other
publications 1[#=7]

Pragmatics is the study of how people use language.
As teachers we help students learn to communi-

THE LANGUAGE TEACHER 33.7 - JULY 2009



COLUMN - SIG NEWS 51

cate appropriately, and as researchers we study
language in use. This is clearly an area of study to
which many JALT members can contribute. If you
have a practical classroom technique or a research
project related to Pragmatics, please send an article
to our newsletter, Pragmatic Matters. Send submis-
sions to <sarmstro@kansaigaidai.ac.jp>. Also see
<www.pragsig.org/index.html>.

Professionalism, Administration, and
Leadership in Education

The PALE SIG welcomes new members, officers,
volunteers, and submissions of articles for our journal
or newsletter. To read current and past issues of our
journal, visit <www.debito.org/PALE>. Also, anyone
may join our listserv <groups.yahoo.com/group/
PALE_Group>. For information on events, visit <www.
jalt.org/groups/PALE>.

Study Abroad (forming)

[ O study abroad, pre-departure curriculum, setting up,
receiving students, returnees ] [ Ryugaku—3-4x year ]
[ @ Pan-SIG, national and mini-conference in 2009 1 [#=7 ]

The Study Abroad SIG is a new and upcoming group
interested in all that is Study Abroad. We aim to
provide a supportive place for discussion of areas
of interest, and we hope that our members will col-
laborate to improve the somewhat sparse research
into Study Abroad. We welcome submissions for
our newsletter, Ryugaku, and we are still in need

of officers. Contact Andrew Atkins or Todd Thorpe
<studyabroadsig@gmail.com> for further informa-
tion.

Teacher Education

[ @ action research, peer support, reflection and teacher
development ] [ Explorations in Teacher Education—
4x year ] [ ¥ library, annual retreat or mini-conference,
Pan-SIG sponsorship, sponsorship of speaker at the JALT
national conference ] [£=7] [f]

The Teacher Education SIG is a network of foreign
language instructors dedicated to becoming better
teachers and helping others teach more effectively.
Our members teach at universities, schools, and
language centres, both in Japan and other countries.
We share a wide variety of research interests, and
support and organize a number of events through-
out Japan every year. We also have an online discus-
sion group. Contact <ted@jalt.org> or visit our web-
site <jalttesig.terapad.com>.

Teaching Children

[ @ children, elementary school, kindergarten, early child-
hood, play ][ Teachers Learning with Children, bilingual—
4x year ] [ @ JALT Junior at national conference, regional
bilingual 1-day conferences ] [£=7 ] [@®]

The Teaching Children SIG is for all teachers of chil-
dren. We publish a bilingual newsletter four times a
year, with columns by leading teachers in our field.
There is a mailing list for teachers of children who
want to share teaching ideas or questions or hear
about our upcoming events. <tcsig@yahoogroups.
com>. For more information, visit <www.tcsigjalt.
org>.

WEHE 2T T EBITHRGE GHERE) 2B A 2B A D
R RELIZHRTY . YA T, CONHTEAR
BHISN AT LAEHY T HR|EE 4 BFEITLTHBOE
o FEBEHRHICET 57 A T 7 CRMREE T H5L
L TA—=U 1) X <tesig@yahoogroups.com>% i & LT
WET, RIREHEFFEEHATE TRIEL TBOHAADLE
FDOZMBREGITY . SRS NDHRITEE T 25
fllZ<www.tcsigjalt.org>%Z 8 F W,

Testing & Evaluation

[ @ research, information, database on testing 1]
[ Shiken—3x year ] [ €< Pan-SIG, JALT National ] [=7 ]
[@®]

The TEVAL SIG is concerned with language testing
and assessment, and welcomes both experienced
teachers and those who are new to this area and
wish to learn more about it. Our newsletter, pub-
lished three times a year, contains a variety of
testing-related articles, including discussions of

the ethical implications of testing, interviews with
prominent authors and researchers, book reviews,
and reader-friendly explanations of some of the sta-
tistical techniques used in test analysis. Visit <www.
jalt.org/test>.

WALT2Z00A

THE TEACKAIAG LEARAINA DALOLUE
AN ACTWE Mol

- Nov 2U-23, 2004 -
GRANSHRP SHZuoch
<NALT.0R %4/ CONFERENCE>
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...with Ben Lehtinen

<chap-events@jalt-publications.org>

Each of JALT's 36 active chapters
sponsors from 5 to 12 events every
year. All JALT members may attend
events at any chapter at member
rates—usually free. Chapters, don't
forget to add your event to the JALT
calendar or send the details to the
editor by email or t/f: 048-787-3342.

CHAPTER EVENTS ONLINE

You can access all of JALT's
events online at:

<www jalt.org/calendar>.

If you have a QRcode-capable

mobile phone, use the image
on the left.

ULY arrives with hopefully well-deserved
J summer holidays just around the corner

for teachers across the land. It also brings
another flurry of chapter events happening around
the country from Yamagata to Okinawa, so why
not plan your vacation around one? If your chapter
is not listed below, be sure to keep an eye on the
chapter events website <jalt.org/events/2009-07>
as events may appear at any time.

Gunma—Developing group cohesion in the lan-
guage classroom by Steven Paydon of Tokai Uni-
versity. Most modern teaching methodologies are
based around communicative classrooms. However,
when students do not feel secure enough in their
classroom group to communicate, learning is com-
promised. The key to making students feel secure
in the language classroom is to develop the group’s
cohesion. This interactive workshop will discuss the
importance of cohesion and demonstrate a number
of activities that can be used to develop it. Sun 12
Jul 14:00-16:30; Maebashi Institute of Technology
(Maebashi Koka Daigaku); One-day members ¥1000.

Hamamatsu—Changing English education in Ja-
pan at its roots by Dan Frost and Tetsuya Ozono.
Junior high school English has followed this recipe:
The Japanese teacher does reading and grammar
while the native speaker appears occasionally to do
conversation. Frost and Ozono are trying to break
out of this dichotomy by sharing the teaching of
reading, grammar, and conversation, using chil-
dren’s picture books as a base and helping students
to gradually free themselves from translation. Sat

COLUMN « CHAPTER EVENTS

25 Jul 18:30-21:00; Hamamatsu ZaZaCity Palette 5F
Rm A; One-day members ¥1000.

Kitakyushu—Teaching/learning principles for
oral communication courses by Kristen Sullivan
of Shimonoseki City University. Sullivan will intro-
duce the teaching/learning principles she believes
are crucial for oral communication courses; she will
discuss how they were incorporated into the oral
communication textbook Impact Conversation 1 &
2 (Pearson Longman), which she coauthored, and
how she applies them in her own classes. Sat 11 Jul
18:00-20:00; Kitakyushu International Centre, 3F;
One-day members ¥1000.

Nagasaki—Intertwining content studies with
language studies by Greg Goodmacher and
Asako Kajiura. The presenters will demonstrate
activities and materials that they have used in
culture content, environmental issues content, and
other global issues-based content classes. Also, at-
tendees will create and adapt their own materials
and activities during this practical workshop. There
will also be a discussion about balance of content
and language, testing and authentic materials. A
dinner and onsen trip to nearby Ioujima will follow
the meeting. If you are interested, please contact us
as soon as possible. Sat 25 Jul 13:00-15:00; Dejima
Koryu Kaikan, 4F; One-day members ¥1000.

Nagoya—Using the whole language approach
to create meaning for young children by Ruth
Barnes of Manakau Institute of Technology. This
interactive workshop explores the whole language
approach to developing children’s language. Advo-
cating that language learning is a whole life experi-
ence, best achieved when there is real purpose for
the child, Barnes explores using puppets, rhymes,
and magnetic stories to make language learning
more relevant, engaging, and memorable for chil-
dren. Sun 12 Jul 13:30-16:00; International Center,
3E Lecture Room 2; One-day members ¥1000.

Okayama—In search of the “real” Johnny Depp:
The co-construction of identity through an in-
terview by Ian Nakamura of Okayama University.
This workshop-lecture will highlight how celebrity
interviews are organized to draw out new and in-
teresting information. Special attention will be paid
to what can be learned by examining transcript
excerpts to appreciate how talk-in-interaction is a
co-accomplished social activity. Sun 12 Jul 15:00-
17:00; Sankaku A Bldg, 2F near Omotecho in Okaya-
ma City; One-day members ¥500.
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Okinawa—All-Okinawa Language Educators’
Day by Okinawa JALT, Meio University, Cengage
and JellyBeans. There will be two featured pres-
entations (Curtis Kelly and Chuck Sandy are the
main presenters) as well as poster sessions, short
papers by local presenters, and an extensive book
and materials display provided by Cengage and
JellyBeans. Contact kamadutoo@yahoo.com or 090-
1945-5224. Sat 11 Jul 9:00-17:00; Meio University,
Nago, Okinawa; Members and students free, others
¥1000 donation.

Osaka and Kyoto—Second Annual Extensive
Reading in Japan Seminar by the Extensive
Reading SIG with Rob Waring. Extensive Reading
is a growing phenomenon in Japan and an excel-
lent way of reaching our students. This will be a full
day of presentations and poster sessions about ER
and there will be a wide range of publishers with
their latest offerings. Whether you are new to ER
or a seasoned pro, there will be something for you
to learn! 5 Sun Jul 11:00-16:00; Kinki University,
Higashi-Osaka City; Non-members ¥500.

Osaka—Stories that need to be told—A film
screening by an award-winning Japanese- Ca-
nadian by Linda Ohama. Ohama, a filmmaker and
visual artist, will show and discuss her award-win-
ning film, Obaachan’s Garden. This film is about the
life of Asayo Imamoto Murakami, born in Onomichi,
Hiroshima-ken, who was sent to Canada in 1923.

COLUMN « CHAPTER REPORTS

...with Troy Miller

<chap-reports@jalt-publications.org>

The Chapter Reports column is
a forum for sharing with the TLT
readership synopses of presenta-
tions held at JALT chapters around
Japan. For more information on
these speakers, please contact
the chapter officers in the JALT
Contacts section of this issue. For
guidelines on contributions, see
the Submissions page at the back
of each issue.

AKita: April—The corpus in the classroom by Co-
lin Graham. The presenter led a workshop session
to show the possibilities and pitfalls of introducing
corpora in a practical way in the classroom. After a

Ohama, the granddaughter of the film’s heroine, will
share some experiences in making this film. This
event is cosponsored by Kyoto JALT and SIETAR
Kansai. 12 Sun Jul 13:30-17:30; Osaka Gakuin
University, Building 2, near Hankyu Shojaku Station;
Members and students ¥500, Non-members ¥1000.

Shinshu—The second annual JALT Shinshu/Inter-
national families camping retreat by everyone.
Let’s take a relaxing weekend by the river in the
rustic scenery of Nagano near Ueda City. You can
camp, rent a cabin or a bungalow. There are lots of
facilities here. Please check the webpage at <jalt.
org/events/shinshu-chapter/09-08-21>. Be sure

to make your reservations early, because the cabins
especially will fill up fast. Bring the children! For
more information, contact Fred Carruth <fredcar-
ruth@hotmail.com>. Fri 21 Aug 18:00-Sun 23 Aug
17:00; Kinpo Sanso lodge; Members and non-mem-
bers free (all participants pay their own expenses).

Yamagata—Canada in terms of its history, cul-
ture, education, and language by Cheryl Staple-
ton. Stapleton will present on this topic in terms

of English as a means for global communication in
the 21st century. How is Canada different from the
USA, Europe, Russia, and China? Cheryl Stapleton

is a CIR at Yamagata Education Center. Sat 4 Jul
13:30-15:30; Yamagata-shi Seibu-Kominkan; Kagota
1 chome 2-23 (tel 0236-45-1223); Non-members
¥1000.
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brief introduction to Corpus Linguistics, he went on
to discuss aspects of building a corpus, and ways to
involve students in its creation, and then illustrated
resources for materials development. There were
practical demonstrations of various activities teach-
ers could employ based on Corpus Linguistics. After
a short break, the presenter utilized a live Internet
feed to compare various Corpus Linguistics web-
sites, and explained how best to adjust the input
variables for optimum success.

Reported by Stephen Shucart

Gunma: April—Teaching communicative strat-
egies by Alastair Graham-Marr. Graham-Marr
encouraged instructors to take a look at communi-
cative strategies from a curriculum development
point of view. Developing strategic competence is
vital to students’ language acquisition. Teachers
cannot be sure of all the grammar structures and
“real life” situations students may encounter, but

THE LANGUAGE TEACHER 33.7 - JULY 2009



54 COLUMN « CHAPTER REPORTS

they can be sure that students will have trouble.

If students do not feel equipped with strategies to
navigate their learning experience, their motivation
and, consequently, their accomplishment, will be
negatively affected. Graham-Marr provided excel-
lent examples of how he has reconciled the role of
strategy instruction in his own publications.

Reported by Sarah Carter

Hiroshima: April—Teaching culture in the uni-
versity classroom. Four well-known local teachers
gave short presentations outlining their ideas about
the teaching of culture. (1) Ron Klein discussed
his syllabus for a cross-cultural communication
course, emphasizing that a historical perspective is
crucial to the understanding of culture. (2) Susan
Meiki described her course which focuses more on
religion, the understanding of one’s own culture,
and awareness of prejudice and discrimination.

(3) Fuyuko Takita Ruetenik talked about her
cross-cultural management class and the way that
cultural differences are manifested in the busi-
ness world, before introducing Hofstede’s work on
culture and values. (4) Peter Goldsbury outlined
three different courses he has designed in which
culture is taught either implicitly or explicitly,
including a discussion of “deep” cultural concepts.
In the second hour all the presenters took part in an
enjoyable and informative panel discussion chaired
by Carol Rinnert.

Reported by Andrew Brady

Hokkaido: April—Analyzing grammar mistakes
in college composition classes by Kenlay Friesen
and Peter Gray. Friesen and Gray gathered data by
classifying the mistakes found in their composition
courses. Their analysis consists of 20 categories,
of which eight include subcategories. According to
the rank of difficulty, the following categories were
revealed to be most problematic: (1) articles; (2)
word choice of verb, preposition, noun, pronoun,
adjective, or adverb; (3) prepositions (including ex-
traneous or missing ones); (4) noun pluralization;
(5) adverbs; and (6) verb form and tense.

Qualitatively, the researchers provided evidence
that students’ writing accuracy had generally
improved, despite finding approximately the same
number of mistakes in essays throughout the year,
because the students’ essays increased in length
and complexity. Their findings suggest three gener-
al conclusions: (a) Students need continual help in
vocabulary building in order to express their ideas
clearly, (b) When faced with numerous student er-
rors, teachers need to make careful and consistent

decisions about which errors to correct and how
to correct those errors, and (c) As far as possible,
teachers should devise ways to give students indi-
vidual attention, because the individual strengths
and weaknesses of students vary greatly.

Reported by Lorne Kirkwold

Kitakyushu: April— Neuroscience and psychol-
ogy for TEFL by Robert Murphy. Murphy’s ba-

sic introduction gave us just enough insight into
behavioral psychology to follow his reasoning and
understand his practical advice for class organiza-
tion. He is concerned with students missing out on
their full potential of language acquisition due to a
lack of necessary support, reminding us that learn-
ing without application falls short of understanding.
He walked us through the four tiers of understand-
ing—reflexes, actions, representations and abstrac-
tions—explaining when and how they each kick

in, how they can be augmented for optimal results
with “High Support Conditions,” and why ongoing
assessment is the only worthwhile form of assess-
ment. Many commonly accepted psychological
truisms were entertainingly debunked. A simple
diagram illustrated how three developmental ar-
chetypes, Linguistic Structures, Nonverbal and Cul-
tural Manifestations, need to be balanced for good
L2 performance, and how overemphasis on the
former is counterproductive. Self in Relationships
(SiR) interviews showed that father and teacher
roles (which demand arbitrary filial respect) are the
ones viewed most negatively by students in Japan.
“Consciousness raising maps,” grouping of terms
and assigning of emotional valences to them, help
students focus on Performance of Understanding,
entirely in English.

Reported by Dave Pite

Nagasaki: April—English language as a lingua
franca in the Nagasaki foreign settlement, 1859-
1941 by Brian Burke-Gaffney. Burke-Gaffney’s
extensive knowledge about Nagasaki and its
linguistic roots assured the audience a stimulating
and informative talk. He first explained his personal
motivation for his research, stemming initially from
an interest in Eastern philosophy which eventu-
ally led him to settling down in Nagasaki—a city

he believes has maintained congeniality between
peoples despite abhorrent historical events. Burke-
Gaffney’s focus on the Nagasaki foreign settlement
from 1859-1941 highlighted varying sources of
documental evidence of English in use. These were
found in natural features, English newspapers dat-
ing back to 1861, and letters stored at the Nagasaki
Museum of History and Culture, as well as docu-
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ments now contained in the UK National Archives
in London. Notable people, such as Thomas Glover
and the Ringer family, were highlighted for their
role in the shaping of the city. Photographs, sup-
plemented by Burke-Gaffney’s personal interest

in postcard collecting, revealed the geographical
changes that have taken place in Nagasaki over the
years. Burke-Gaffney finished with an activity for
students to compare discrepancies in English and
Japanese newspapers in the coverage of the events.

Reported by Monica Roberts

Nagoya: April—Task sequence and design for all
classrooms by John Gunning. Gunning began by
explaining the framework for designing task-based
language lessons: Pre-task, Task, Planning, Report,
Analysis, Practice. Gunning explained that when
you design a sequence of tasks for skill building, it
is important to give students concrete goals they
can easily attain, give them motivation to realize
their progress, and give them confidence at every
step. It is also important to consider time, the stu-
dents’ level of ability, materials, environment and
atmosphere, and how well students work together.
Gunning showed the participants an example of a
lesson plan and let them join in a receptive skills
lesson. After watching a scene from the movie Stand
By Me, participants were asked to discuss photos
from the movie. This was followed by listening to a
song from the same movie, doing a word-scramble
task, and completing a handout for the song. Par-
ticipants were chosen to come to the board and
write the answers. They also wrote 5-6 questions
based on friendship, surveyed other participants,
and returned to their groups to share their survey
results.

Reported by Kayoko Kato

Nara: April—Poetry for language learning and
personal growth by Jane Joritz-Nakagawa. Joritz-
Nakagawa began with having participants look over
poems on her handout and select the one(s) we
could use in class. When everyone was ready, each
person related which one(s) could be used and how.
Rather than mere presentation, everyone added
comments and questions about each person’s
potential uses, which created an interactive and
useful sharing session. Some of the considerations
in choosing poems were language difficulty, length,
the sound of a poem when read, and the image
created by a poem. Activities ranged from merely
reading the poem, to having discussions about it

or students sharing impressions. Joritz-Nakagawa
noted that songs are often better for rhythm and
rhyme, if that is a goal. Although she has taught

courses devoted to poetry, she mainly peppers her
other classes, including general English classes,
with activities similar to the ones we discussed. One
important point is that she tries to make many of
the activities communal in nature, so students can
share their ideas and help each other, rather than
working alone. She then gave us information about
materials and resources before ending the work-
shop with ideas and experiences of using poetry for
therapy and personal growth.

Reported by Rodney Dunham

Niigata: March—Rapport in the classroom by
Patrick Lee. Within the ESL and EFL classroom,
rapport is an under-studied area, yet no teacher
would deny its importance. Lee is a teacher trainer,
and his area of focus is learner autonomy and
teaching as a reflective learning process. He feels
that focusing on rapport in an overt manner, rather
than assuming it will naturally develop, is a key step
in easing into effective second language learning
and teaching. Rapport tends to be the relationships
the students have with their teachers, with each
other, with the environment, and with the content
of what is being taught. Some ways to encourage
the development of rapport are to design personal-
ised lessons; learn and remember students’ names
and use them; have the students learn each other’s
names and use them; and be aware of the lives of
students’ outside the classroom, and whether they
have problems that may be contributing towards
apathy or a perceived lack of involvement. Provid-
ing students with personal information about your
own life is also beneficial as is having a sense of
humour. Lee provided us with many more ways to
develop and maintain rapport, and urged research-
ers to further explore this neglected area.

Reported by Susan Sullivan

Okayama: April—Motivating non-English majors
in English classes by Paul Moritoshi. Moritoshi
opened with an interactive discussion exploring the
underlying causes of low motivation in the English
classroom, especially as it relates to non-English
university majors. Lack of relevance was identified
as a major source of low motivation. The latter half
of the workshop was devoted to the introduction of
a comprehensive framework developed by Mori-
toshi for the implementation of ESP-based projects
that address the needs of non-English majors.
Moritoshi asserts that non-English majors might be
more motivated to actively participate in their Eng-
lish classes if a clear link is established between the
subject matter of their majors and the English used
in the classroom, as this would make the material
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more relevant. The students could provide much of
the content by identifying those aspects of their de-
gree course which they might find useful, interest-
ing or fun to perform in English. This information
would then be used to develop a discipline-specific
project such as a poster presentation. Moritoshi
then had those in attendance try their hand at mak-
ing a project to demonstrate in a practical manner
the steps involved in his framework.

Reported by David Townsend

Omiya: March—Defining good language learn-
ers and University listening classes: Less product,
more process by Joe Siegel. Siegel first examined
the notion of GLLs and how they relate to teach-

ing and learning contexts, ranging from the more
traditional to the more progressive. Participants
were asked to create a characterization of their
own GLLs for one of the teaching contexts. This was
followed by a discussion and Siegel’s explanation

of learners’ characteristics. In the second session,
Siegel discussed listening in university classes.
Based on his experience, he thinks university listen-
ing classes and curriculum should be changed. He
emphasized that Japanese students require more
listening training to become autonomous listeners.
He summarized some listening strategies and what
he sees as the need for a shift from product-orienta-
tion to process-orientation. A useful framework to
form plans for sustainable curriculum change was
also addressed.

Reported by Masa Tsuneyasu

Sendai: April—So where are the working wom-
en? A discussion of gender roles in high school
textbooks by Fumie Togano. Japanese government
policy calls for promotion of gender equality in
educational materials. Interested in whether this
directive is reflected in high school EFL textbooks,
Togano, an instructor at a high school in Kanagawa,
analyzed sentences in exercises and examples in
five EFL writing textbooks. She found that men ap-
pear much more frequently than women in example
sentences and that traditional gender roles, repre-
sented by women staying home and men working
outside the home, overwhelmingly dominate, in
spite of an increasing number of working women in
society. In her presentation, Togano led us through
examples from the textbooks, clearly laid out her
findings and provided opportunity for small group
discussion of the implications of her findings and
our experience with gender-related issues in the
classroom. This was followed by discussion of a
textbook unit specifically on gender in society and
recommendations for improvements. Finally we

looked at an activity Togano used with her students
to examine gender roles. The session was an excel-
lent combination of eye-opening presentation and
constructive discussion.

Reported by Ken Schmidt

Shizuoka: April—Developing discussion tasks
for EFL classrooms by Gregory Strong. Strong, a
coordinator of the Integrated English Program at
his university, began by discussing research con-
cerning the importance of classroom activities to
develop speaking skills. Strong and his colleagues
were dissatisfied with the rigid speaking activities
in commercial textbooks and sought alternatives.
Over the past 8 years, they have been refining the
implementation and assessment of discussion
tasks in speaking classes. Strong emphasized the
importance of students clearly understanding what
is expected of them. This is achieved by showing
them video clips of students engaged in discussion
tasks. In addition to understanding the task, the
students need activities that involve the various
components of discussions such as turn-taking, eye
contact, gestures, and functional language. Strong
then discussed the practicalities of using discussion
tasks with large classes and with students of vari-
ous proficiency levels. He also shared the standard-
ized rating scale that is used to quickly assess the
performance of the students. He concluded by shar-
ing online resources that students can use when
preparing for discussions.

Reported by Adam Murray

>

/

— JALT2009: TIP #62 -
"Join a SIG—and party on!"

[t's a well known fact that SIGs hold the
est parties (except for TLT, of coursel), so
join a SIG atf the conference and find out
their evening
plans! Of
course, there
are lots of other
reasons fo join
SIGs, but having
a little fun is also
important!

<jalt.org/conference>
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...with James McCrostie
<job-info@jalt-publications.org>

=Y, A To lista position in The Language
Teacher, please submit online at
<jalt-publications.org/tlt/jobs>
or email James McCrostie, Job
Information Center Editor, <job-
info@jalt-publications.org>.
Online submission is preferred.
Please place your ad in the
body of the email. The notice
should be received before the
15th of the month, 2 months
before publication, and should contain the following in-
formation: location, name of institution, title of position,
whether full- or part-time, qualifications, duties, salary
and benefits, application materials, deadline, and con-
tact information. Be sure to refer to TLT's policy on dis-
crimination. Any job advertisement that discriminates
on the basis of gender, race, age, or nationality must be
modified or will not be included in the JIC column. All
advertisements may be edited for length or content.

Job Information Center Online

Recent job listings and links to other job-related web-
sites can be viewed at <jalt-publications.org/tlt/jobs>

Judging job
applicants by
their cover letters

Too many job hunters focus on perfecting their
résumés to the detriment of their cover letters.

If you are one of those applicants sending off the
same rushed generic cover letter to every job, stop
and remember that recruiters will be looking care-
fully at the whole application package.

The cover letter should briefly describe yourself
and tell the person in charge of hiring why you're
perfect for the position. There is no need to go
longer than one page. There is less need to try turn-
ing one-and-a-half pages into one page through the
magic of wider margins and 11-point-Garamond
font.

Include a person’s name and proper title after the
salutation whenever possible, but if a job ad doesn’t
list a contact person, please don’t pester office
staff by phoning them for the name of the person
in charge of hiring. If you don’t know the name of
a specific person, a general Dear Search Committee
will suffice.
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Starting the body of your cover letter is easy:
State the title of the job you are applying for and
where you saw the position advertised. For the rest
of the letter’s content the most important thing is,
like writing resumes, to tailor your cover letter for
each position. Writing to say you are interested in
the position won't suffice. You must show that you
read the entire job ad and that you meet all the
requirements it listed. If a job ad lists four qualifica-
tions, make sure your cover letter addresses all four.

Always include specific examples. Who would you
bring in for an interview? The candidate who says,
“I have students use a variety of online resources in
my classroom” or one who explains, “For their final
project students worked together to design a Visit
Canada website with links to their own power point
presentations, popular Canadian tourist destina-
tions, and a virtual tour of Niagara Falls.”

Applicants must also make sure to give specific
reasons why they want to work at a school and not
just state how they are the apotheosis of language
teaching. Explaining why you want to work at the
school allows you to demonstrate that you've done
some background research and that you aren’t just
applying to every advertised job. This ensures you
look better in the eyes of hiring managers who get
shocked and appalled annually with how little many
applicants know about their schools and students.

When applying for jobs by email you should put
your cover letter in the body of the email as well as
send it as an attachment. Some employers will print
out a copy to attach with your resume and a prop-
erly formatted Microsoft Word document always
looks better than a printed email. With any luck, the
hiring manager will read your cover letter twice.

Finally, proofread your cover letter, proofread it
again, and then have a friend proofread it.

Job Openings

The Job Information Center lists only brief sum-
maries of open positions in TLT. Full details of each
position are available on the JALT website. Please
visit <www.jalt-publications.org/tlt/jobs/> to view
the most up-to-date list of job postings.

Location: Fukuoka, Kurume
School: Kurume University
Position: Part-time instructors
Start Date: April 2010
Deadline: 25 September 2009
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Location: Kanagawa, Sagamihara

School: Aoyama Gakuin University, School of Inter-
national Politics, Economics, and Communication
Position: Part-time instructors

Start Date: April 2010

Deadline: 30 September 2009

Location: Ehime, Matsuyama
School: Matsuyama University
Position: Full-time instructor
Start Date: April 2010
Deadline: 30 September 2009
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...with David Stephan

<conferences@jalt-publications.org>

New listings are welcome. Please
email information (including a
website address) to the column
editor as early as possible, prefer-
ably by the 15th of the month, at
least 3 months before a confer-
ence in Japan, or 4 months before
an overseas conference. Thus, 15
July is the deadline for an October
conference in Japan or a Novem-
ber conference overseas. Feedback or suggestions on
the usefulness of this column are also most welcome.

Upcoming Conferences

5 Jul 09—Second Annual Extensive Reading
Seminar in Japan, Gogaku Center, Kinki University,
Higashi Osaka. Keynote speaker: Rob Waring. Free
to JALT members; non-members, 500 yen. Contact:
<eltcalendar.com/events/details/4456>

20-23 Jul 09—Fifth Corpus Linguistics Confer-
ence, at U. of Liverpool. Plenary speakers will be
Svenja Adolphs (U. Nottingham), Douglas Biber (N.
Arizona U.), Michael Hoey (U. Liverpool), Joybrato
Mukherjee (U. Giessen), Mike Scott (U. Liverpool).
Contact: <www.livac.uk/english/CL2009>

2 Aug 09—Teaching Peace and Cultural Under-
standing in the Classroom, Yamaguchi. Contact:
<web.cc.yamaguchi-u.ac.jp/~johnson/Peace%20Con-
ference%202009/Peace%20Conference%20E.pdf>

Location: Tokyo, Hachioji

School: Chuo University (Tama Campus)
Position: Part-time instructors

Start Date: April 2010

Deadline: Ongoing

Location: Nagano, Komagane
School: Interac Japan

Position: Short-term intensive language pro-
gramme instructors

Start Date: Four times a year
Deadline: Ongoing

COLUMN « CONFERENCE CALENDAR

8 Aug 09—First TESOL Philippines Internation-
al EFL ESL Conference, Cebu, Philippines. Keynote
speakers will include Rod Ellis (New Zealand), Phyl-
lis Chew (Singapore), Carlo Magno (Philippines), Z.
N. Patil (India), Paul Robertson (Australia). Con-
tact: <tesol.com.ph/index.php>

3-5 Sep 09—BAAL 42nd Annual Conference:
Language, Learning and Context, in Newcastle.
Contact: <www.ncl.ac.uk/ecls/news/conferences/
BAAL2009/>

13-16 Sep 09—Third Biennial International
Conference on Task-Based Language Teaching:
Tasks: Context, Purpose and Use, in Lancaster, UK.
Contact: <www.lancs.ac.uk/fass/events/tblt2009/
index.htm>

18-19 Sep 09—Good Practice Forum: Collab-
orative Language Teaching in North East Asia
through ICT, U. of Shimane. Keynote speaker will
be David Nunan. Participants are invited to attend
one or both days to discuss collaborative language
teaching through ICT. Contact: <Ims.u-shimane.
ac.jp/~eguchi/conference09.html>

18-20 Sep 09—15th IAICS International Con-
ference on Cross-Cultural Communication:
Intercultural Communication and Collaboration
Within and Across Sociolinguistic Environments,
at Kumamoto Gakuen U. Contact: <www.uri.edu/
iaics/> <iaics2009@kumagaku.ac.jp>

26-27 Sep 09—International Conference on Ap-
plied Linguistics: Developments, Challenges, and
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Promises, Teheran, Iran. Keynote speakers include:
David Block, Guy Cook, Hossein Farhady, Barbara
Seidlhofer, Henry Widdowson. Contact: <applied-
linguistics.ir>

11-13 Oct 09—Language Learning in Computer
Mediated Communities (LLCMC) Conference, at
U. of Hawaii, Manoa. Contact: <nflrc.hawaii.edu/
llcmce>

14-17 Oct 09—English as an International
Language Conference, Izmir, Turkey. Invited
speakers will be Sandra McKay (USA), Cem Alptekin
(Bogazici U., Turkey), Giil Durmusoglu (Anadolu U,
Turkey), Roger Nunn (UK), Paul Robertson (Aus-
tralia), Ahmet Acar (Turkey), John Fanselow (USA),
Bradley Horn (USA). Contact: <asian-efl-journal.
com/Call-for-Papers-Izmir-Turkey-2009.php>

16-17 Oct 09—First International Conference
on Foreign Language Learning and Teaching,
at Thammasat U., Bangkok. Keynote speakers will
be Anne Burns, Macquarie U.; Gita Martohardjono,
CUNY Graduate Center; Shelly Wong, President,
TESOL. Contact: <fllt2009.org>

17-18 Oct 09—Third Annual Japan Writers
Conference, Doshisha Women’s College, Kyoto.
Presentations on all aspects of the writing craft for
those living and working in Japan. Contact: <japan-
writersconference.org>

24-25 Oct 09—ACE 2009: Asian Conference on
Education: Local Problems, Global Solutions? in
Osaka. Featured speaker will be Stuart D. B. Picken
(Royal Asiatic Society). Contact: <ace.iafor.org/
index.html>

5-7 Nov 09—Symposium on Second Language
Writing: The Future of Second Language Writing,
at Arizona State U. Plenary speakers will be Carole
Edelsky, Mark James, Ann M. Johns, Mark Warschau-
er, Gail Shuck. Contact: <sslw.asu.edu/2009>

26-28 Nov 09—14th English in South East Asia
(ESEA) Conference: English Changing: Implica-
tions for Policy, Teaching, and Research, Ateneo
de Manila U., Philippines. Keynote speakers include:
Vaidehi Ramanathan (UC, Davis), Brian Morgan
(York U,, Canada), Edilberto C. de Jesus (U. of the
Cordilleras, Philippines). Contact: <ateneo.edu/
index.php?p=2487>

21-23 Nov 09—]JALT2009: 35th An-
nual International Conference on
Language Teaching and Learning:
The Teaching-Learning Dialogue: An
Active Mirror, in Shizuoka. Mirrors
allow us to look at a single object from
many different angles. In a good teach-
ing-learning situation, there is always
another way of looking at any issue: We
proceed successfully only when reflec-
tion and a variety of perspectives are in-
volved. Contact: <jalt.org/conference>

Calls for Papers or Posters

Deadline: 31 Aug 09 (for 14-17 Oct 09)—English
as an International Language Conference, [zmir,
Turkey. Proposals should be related to English as
an international language, or general ELT themes,
such as new trends in approaches, methods and
techniques; syllabus design; textbook evaluation;
the role of culture in language teaching; or the use
of literature in language teaching. Contact: <www.
asian-efl-journal.com/Call-for-Papers-lzmir-Tur-
key-2009.php>

Deadline: 15 Jan 10 (for 16-19 Jul 10)—18th In-
ternational Conference on Pragmatics and Lan-
guage Learning, Kobe U. Proposals for papers (20
min. presentation, 10 min. discussion) are welcome
on topics such as L2 talk and text, developmental L2
pragmatics, pragmatics in language education, as-
sessment, computer-mediated communication, and
theory and methodology in pragmatics. Contact:

<pragsig.org/pll/>

Deadline: 28 Feb 10 (for 23-28 Aug 11)—

16th World Congress of Applied Linguistics
(AILA2011): Harmony in Diversity: Language,
Culture, Society, Beijing. Contact: <aila2011.org/
en/newsdetails.asp?icntno=92662>
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For changes and additions, please contact the editor
<contacts@jalt-publications.org>. More extensive list-
ings can be found on the JALT website <jalt.org>.

National Officers

» President—Caroline Lloyd; <prez@jalt.org>

» Vice President—Cynthia Keith; <vp@jalt.org>

» Director of Treasury—Kevin Cleary;
<treasury@jalt.org>

» Director of Membership—Nathan Furuya;
<membership@jalt.org>

» Director of Programs—Philip McCasland;
<programs@jalt.org>

» Director of Public Relations—Emi Itoi;
<publicity@jalt.org>

» Director of Records—Aleda Krause;
<records@jalt.org>

» Auditor—Tadashi Ishida; <auditor@jalt.org>

Appointed Officers

» Business Manager—Andrew Zitzmann;
<business@jalt.org>

» Central Office Supervisor—]Junko Fujio;
<jco@jalt.org>

» Chapter Representative Liaison—Fred Carruth;
<chaprep@jalt.org>

» SIG Representative Liaison—Hugh Nicoll;
<sigrep@jalt.org>

» JALT2009 Conference Chairs—Deryn Verity,
Steve Cornwell

» JALT2009 Programme Chair—Sarah Louisa
Birchley; <conf-program@jalt.org>

Publications Officers

» Publications Board Chair—Steve Brown;
<pubchair@jalt.org>

» JALT Journal Editor—Ian Isemonger;
<jj-editor@jalt-publications.org>

» TLT Staff—See the back of this issue

» Conference Proceedings Editors—Alan Stoke
(Content), Theron Muller (Reading),
Malcolm Swanson (Admin);
<proc_editor@jalt-publications.org>

COLUMN « JALT CONTACTS

Chapter Contacts

Chapter websites can be accessed through
the national website: <jalt.org/main/groups>

» Akita—Takeshi Suzuki; t: 018-422-1562;
<takeshis@mail.edinet.ne.jp>

» Chiba—Fiona MacGregor; t: 047-555-8827;
<fjmacgregor@yahoo.ca>

» East Shikoku—Lawrie Hunter;
<lawrie_hunter@kochi-tech.ac.jp>

» Fukui—Takako Watanabe; t/f: 0776-34-8334;
<wtakako@vesta.ocn.ne.jp>

» Fukuoka—]ack Brajcich; <brajcich@fukujo.ac.jp>

» Gifu—Mike Stockwell;
<michael.stockwell@gmail.com>

» Gunma—Michele Steele;
<psisnowar@gmail.com>

» Hamamatsu—Dan Frost; <danshonest@yahoo.
com>; Jon Dujmovich; <jon@imaginationink.biz>

» Himeji—Aya Dougherty;
<aya720d@hotmail.com>

» Hiroshima—Naomi Fujishima; t: 082-224-3816;
<naomikfuji@gmail.com>

» Hokkaido—Wilmat Luth;
<office@jalthokkaido.net>

» Ibaraki—Dan Waldhoff;
<dwaldhoff@gmail.com>

» Iwate—Mary Burkitt; t/f: 019-663-3132; <iwate-
jalt@hotmail.com>

» Kagoshima—Anne Johnassen; t: 099-216-8800;
f: 099-216-8801; <prez@jalt-kagoshima.org>

» Kitakyushu—Margaret Orleans;
<tommysibo@yahoo.com>

» Kobe—Shirley Ando;
<kobejalt@gmail.com>

» Kyoto— Catherine Kinoshita;
<www.kyotojalt.org>

» Matsuyama—AKiyoshi Shioiri;
<kshioiri@shinonome.ac.jp>

» Miyazaki—Paul Hullah; 0985-58-7449 (w);
<hullah@cc.miyazaki-u.ac.jp>

» Nagasaki—Tim Allan; <allan@kwassui.ac.jp>

» Nagoya—Katsumi Ito; t: 070-5642-3339;
f: 0569-34-2489; <itokatsumi@hb5.dion.ne.jp>

» Nara—Steven Nishida; t/f 0742-51-1702;
<steven.nishida@gmail.com>

» Okayama—Shirley Leane;
<okayamashirley@gmail.com>
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» Okinawa—Caroline Latham;
t: 090-1945-5224 <kamadutoo@yahoo.com>

» Omiya—Ruth Kambartel;
<rkambart@mail.saitama-u.ac.jp>

» Osaka—Robert Sanderson;
<osakajalt@yahoo.com>

» Sendai— Ken Schmidt; t: 022-301-1176;
<kennethjschmidt@yahoo.com>

» Shinshu—Fred Carruth; t: 0263-36-3356;
<fredcarruth@hotmail.com>

» Shizuoka—Masahiko Goshi;
<goshimms@ybb.ne.jp>

» Tokyo—Sayoko Yamashita;
<Sayokoy.pr@gmail.com>

» Toyohashi—Simon Sanada; t: 0532-46-6299;
<sanada@vega.aichi-u.ac.jp>

» West Tokyo—Alan Stoke; <ams-tut@gol.com>

» Yamagata—Fumio Sugawara; t/f: 0238-85-2468

» Yokohama—Dan Ferreira;
<yojaltpublicity@yojalt.org>

SIG Contacts

SIG websites can be accessed through the
national website: <jalt.org/main/groups>

» Bilingualism—Bernadette Luyckx;
t: 046-872-3416; <luyckx@cool.email.ne.jp>;
<www.bsig.org>

» College and University Educators—Matthew
Apple; 0743-55-6000 (w);
<matthewtapple@mac.com>; <jaltcue-sig.org>

» Computer-Assisted Language Learning—Paul

Daniels (Coordinator); <sig-coordinator@jaltcall.

org>; Journal editorial team <sig-newsletter@
jaltcall.org>; <jaltcall.org>

» Extensive Reading (forming)—Daniel Stewart;
<stewart_reading@mac.com>

» Gender Awareness in Language Education—
Salem Hicks; <salemhicks2 @yahoo.com>;
<www.tokyoprogressive.org.uk/gale>

» Global Issues in Language Education—
Kip Cates; t/f: 0857-31-5148 (w);
<kcates@rstu.jp>; <www.gilesig.org>

» Japanese as a Second Language—Mitsuko
Tanaka; t: 06-6789-7028;
<tanaka.mitsuko@gmail.com>
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» Junior and Senior High School—William Ma-
theny; t: 052-624-3493; <willheny@nifty.ne.jp>;
<www.juniorseniorhighsig.org>

» Learner Development—Hugh Nicoll;
<hnicoll@gmail.com>; <ld-sig.org>

» Lifelong Language Learning—Eric Skier;
<skier@ps.toyaku.ac.jp>; <jalt.org/lifelong>

» Materials Writers—Jim Smiley;
t. 022-233-3542; <mw@jalt.org>;
<materialswriters.org>

» Other Language Educators—Rudolf Reinelt;
t/f: 089-927-6293(h); t/f: 089-927-9359(w);
<reinelt@iec.ehime-u.ac.jp>

» PALE—Tom Goetz; <goetz@hokusei.ac.jp>;
<www.debito.org/PALE>

» Pragmatics—Megumi Kawate-Mierzejewska;
<mierze@tuj.ac.jp>;
<groups.yahoo.com/group/jaltpragsig>

» Study Abroad (forming)—Todd Thorpe; <tod-
dthorpe@hotmail.com>

» Teacher Education—Paul Beaufait;
<pab@pu-kumamoto.ac.jp>

» Teachers Helping Teachers (forming)— Patrick
Dougherty; <ct180@hotmail.com>

» Teaching Children—]ane Takizawa;
<j-takizawa@s-1-s.jp>; <tcsig.jalt.org>

» Testing and Evaluation—]eff Hubbell;

<01jhubbell@jcom.home.ne.jp>;
<www.jalt.org/test>

JALT Journal

is a refereed research journal
of the Japan Association for
Language Teaching
EeEFHEFR).
It invites practical and
theoretical articles and
research reports on second/
foreign language teaching
and learning in Japanese and
Asian contexts.

For more information and
submission guidelines see
<www.jalt-publications.org/jj>

THE LANGUAGE TEACHER 33.7 - JULY 2009



62

The editors welcome submissions of materials concerned with all aspects of language education, particularly
with relevance to Japan. If accepted, the editors reserve the right to edit all copy for length, style, and clarity,
without prior notification to authors. Materials in English should be sent in Rich Text Format by either email (pre-
ferred) or post. Postal submissions must include a clearly labeled floppy disk or CD-ROM and one printed copy.
Manuscripts should follow the American Psychological Association (APA) style as it appears in The Language
Teacher. Please submit materials to the contact editor indicated for each column. Deadlines are indicated below.
AAENTOERFHBICELARBESHOLTVNET, TEBLETBFAINICI v F - TFRAN T4 =Ty bORMIT 74 TE
FEYFE, BEDHFEICE, 70y E=F A X HMCD-ROMICINIVERY, T2 R O UbDE—HICHEEY TS0, BRIZTA
UHLBZHBRAPARTAIICEDE RFyTVAM-IILHEEATLADREEE THOTVICBRLUT RELTES W, 1211

SNZBDIDOEELUIREB (LTI EILRVET,

Feature Articles
English Features. Submissions should be well-
written, well-documented, and researched articles.
Analysis and data can be quantitative or qualita-
tive (or both). Manuscripts are typically screened
and evaluated anonymously by members of The
Language Teacher Editorial Advisory Board. They are
evaluated for degree of scholarly research, relevance,
originality of conclusions, etc. Submissions should:
+ be up to 3,000 words (not including appendices)
- have pages numbered, paragraphs separated
by double carriage returns (not tabbed), and
subheadings (boldfaced or italic) used throughout
for the convenience of readers
- have the article’s title, the author’s name, affiliation,
contact details, and word count at the top of the
first page
+ be accompanied by an English abstract of up to
150 words (translated into Japanese, if possible,
and submitted as a separate file)
be accompanied by a 100-word biographical
background
« include a list of up to 8 keywords for indexing
« have tables, figures, appendices, etc. attached as
separate files.

Send as an email attachment to the co-editors.
AAGERN  RAEDOH SMRMBIERHET, B, HEHD
(HBNIHA) TEBRSNIPPT —FEROET, Bif(L,
EZDOTLIOEFREZSICLY, BFKE, B@E, #RzEDmE
HTIMEENE S, 8,0005F(E IR UAT R—IFFEA
N BT LIC21TH(0 BIRMUKXFD A5 ) v o) &I T
TEW, ROIDOR—2D—FLICHER, FER, R, BigkbL
VEERHEBEET I, X MXTI00ENEE. 300:ENE
EREDRETE. &R B AHOATRETY, ARAREEEET

BFA-NDORMIT7AVTEEYTE,
Readers’ Forum articles are thoughtful essays on
topics related to language teaching and learning in
Japan. Submissions should:
+ be of relevance to language teachers in Japan
+ contain up to 2,500 words
« include English and Japanese abstracts, as per
Features above
+ include a list of up to 8 keywords for indexing
« include a short bio and a Japanese title.
Send as an email attachment to the co-editors.

WETA—TL BATHEERHE. RUSHEFEICHIIEE
BRIy LA EBELTVEY, BATOERLLMIEELTW

T, 6,000FLUAT, RX- IXOEE, B BESLVARED
GAMVERATTEN, HRAREEETEFA-INORIT7
AINTEEYTEL,

Interviews. If you are interested in interviewing a
well-known professional in the field of language
teaching in and around Japan, please consult the
editors first. Lengths range from 1,500-2,500 words.
Send as an email attachment to the co-editors.
AFE1—  AAERHNTEBLREDNHTO 874 FFIR
LA o Ea—LEWMEAE, REEICBNICERZEZATS
1\, 3,600%E77°56,000BNKRETY, £RAFREEETEFA -
DA77V TEEYTE,

Conference Reports. If you have attended a confer-
ence on a topic of interest to language teachers in
Asia, write a 1,500-word report summarizing the

main events. Send as an email attachment to the
co-editors.

FERE BEFRMCBLDHSLNEY I DRSCEESNLIS
Al3. 4000FBRREICENLT BEFLBENTWLLESN, £FRF
EEETEFANORT7ANTERY TS,

Departments

My Share. Submissions should be original teaching

techniques or a lesson plan you have used. Readers
should be able to replicate your technique or lesson
plan. Submissions should:
+ be up to 700 words
- have the article title, the author name, affiliation,
email address, and word count at the top of the
first page
- include a Quick Guide to the lesson plan or teach-
ing technique
follow My Share formatting
have tables, figures, appendices, etc. attached as
separate files
+ include copyright warnings, if appropriate.
Send as an email attachment to the My Share editor.
RAVLT FBEYCHIDRENLTAT7ICONT. T
Iy U RREGENBIATEDLDICBNTZHODT
T, L,000FLUATRINDR—2ICHA ML, EEE. FilE. EF
A=)VT7 RVREXFHESEETE, &R K. AR EEHED
BIEMTEETH, EFECIIESEDIITE, My Share
BHEEECBFANDORMT 7V TEEYTEL,
Book Reviews. \\e invite reviews of books and other
educational materials. Contact the Publishers'Review
Copies Liaison <pub-review@jalt-publications.org>
for material listed in the Recently Received column,
and the Book Reviews editor if you wish to review
unlisted material, including websites or other online
resources. Review articles treating several related
titles are particularly welcome. Submissions should:
- show a thorough understanding of the material
reviewed in under 750 words
- reflect actual classroom usage in the case of
classroom materials
be thoroughly checked and proofread before
submission.
Send as an email attachment to the Book Reviews
editor.
B APHMOEFTY. FEFFEEE<pub-review@jalt-
publications.org>IC L&D, REHRENLY R M5 ERN
Wefz< i blwebtA MrEDUR MIEWNEEICIETRE
EEEBRELOTLEN, BHOBETE5( MLERIDDE
BICROLEY, FFTE AONBRBRN HEFHOHMELTD
ERECHN, BTREEETETA ORI 77V TERY
=S
JALT Focus. Submissions should be directly related
to recent or upcoming developments within JALT,
preferably on an organization-wide scale. Submis-
sions should:
+ be no more than 750 words
+ be relevant to the JALT membership as whole
+ encourage readers to participate more actively in
JALT on both a micro and macro level.
Deadline: 15th of the month, 174 months prior to
publication. Send as an email attachment to the JALT
Focus editor.
JALT 74+ —hR JALTRDERZSEDERICHLATEHD
TY, EDJALTREICHASDLVWART, JALTIC, LYUEHH
[CBMTBLOICEHENTEHDTT, 1,600F2E T BA15H
ETICBRY TSN, BEULAFRICHVET, JALTI4—H
AREEETEFANORMIT7AINTERYTEL,
JALT Notices. Submissions should be of general
relevance to language learners and teachers in Japan.
JALT Notices can be accessed at <www.jalt-publi-
cations.org/tlt/focus/>. Calls for papers or research
projects will be accepted; however, announcements
of conferences, colloquia, or seminars should be
submitted to the Conference Calendar. Submissions:
+ should be no more than 150 words
+ should be submitted as far in advance as is possible
- will be removed from the website when the an-
nouncement becomes outdated.
Submissions can be sent through the JALT Notices
online submissions form.
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BRAR - BATORXEECHREIL, 4254 ~<www jalt-
publications.org/tit/focus/>TRH - EMTEE Y, TEHLSHT
Do THENCLETH, BTRE HEVLLET, BRIRA
V34 - H T3y a ERICRN, 400FLRTRIBELTTE
W\, 728, &8, 37— Conference Calendar THRIVE T,
SIG News. JALT's Special Interest Groups may use this
column to report on news or events happening within
their group. This might include mini-conferences, pres-
entations, publications, calls for papers or presenters,
or general SIG information. Deadline: 15% of month, 6
weeks prior to publication. Send as an email attach-
ment to the SIG News editor.
SIG=2—R:SIGIF=1—ARANY FOBEICCDISLEE
BTEET, £, T T—ay, B, RXEE. EiE
RRELEDHERETAT S, FOHUVISHIRD2DAFIDIS
AETIC, SIGEERICEFA—NDRL 77 TE T
E8
Chapter Events. Chapters are invited to submit up-
coming events. Submissions should follow the pre-
cise format used in every issue of TLT (topic, speaker,
date, time, place, fee, and other information in order,
followed by a 60-word description of the event).
Meetings scheduled for early in the month should
be published in the previous month’s issue. Maps
of new locations can be printed upon consultation
with the column editor. Deadline: 15™ of the month,
2 months prior to publication. Send as an email
attachment to the Chapter Events editor.
AR R SEDNTVBEHOAAR Y FORABRTT, bE
v, BRE AR BE, 5 HLE2COERTEEVLE
¥ #HOUVIE. BAISET, 2n ARTETIC, XMANY MRS
EICEFA-NDRE T 74V TERYTFE,
Chapter Reports. This column is a forum for sharing
synopses of presentations given at JALT chapters
around Japan. Submissions must therefore reflect
the nature of the column and be written clearly and
concisely. Chapters are limited to one report per
month. Submissions should:

« be interesting and not contain extraneous

information

be in well-written, concise, informative prose

be made by email only — faxed and/or postal
submissions are not acceptable

be approximately 200 words in order to explore
the content in sufficient detail

be structured as follows: Chapter name; Event
date; Event title; Name of presenter(s); Synopsis;
Reporter’s name.

Send as an email attachment to the Chapter Reports editor.

BEME  JALTHREXBLORRSRETT, HRAER

ECRHETE. 600N FRETHRCEEETEV, XM
%, BB, ANV MR, RRER B BEERE COERT
BEETE, IMEREREELTETFANDRET 74
INTEREUTEN, 77y I RAPBEEIZBVLELADT,
TEBETEN.

Job Information Center. TLT encourages all prospec-
tive employers to use this free service to locate the
most qualified language teachers in Japan. The
notice should:

« contain the following information: City and
prefecture, Name of institution, Title of position,
Whether full- or part-time, Qualifications, Duties,
Salary & benefits, Application materials, Deadline,
Contact information

« not be positions wanted. (It is JALT policy that
they will not be printed.)

Deadline: 15" of month, 2 months prior to publica-
tion. Send as an email attachment to the JIC editor.
KA BFABEDORAZEZEHTY—EXRBLET. BeE
;. #ER, BE FELFEDHHOXE, &iE ABAR,
TRk O PRI ERIT2, BRIDISAE TICEMOET
SV HROEREHYERA, JICHESFEEECEFA-ID
AMET7ANTEZEYTEN,

Conference Calendar. Announcements of confer-
ences and their calls for papers as well as for colloquia,
symposiums, and seminars may be posted in this
column. The announcement should be up to 150
words. Deadline: 15" of month, at least 3 months prior
to the conference date for conferences in Japan and 4
months prior for overseas conferences. Send within an
email message to the Conference Calendar editor.
L I0FVA, DURIUA EIF— SEOBMOEL, @B
NHENEARTY, Conference CalendarifFéE® IC4005E12ET
BFA-NORE 774V TERY TN, #HHtIUEBA158
T AR, BLWBENDRFETIrARETOHFREBRLES,
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The Japan Association for Language
Teaching (JALT)

¢ a professional organization formed in 1976
-19764RICRANL SN e =

¢ working to improve language learning and
teaching, particularly in a Japanese context
SEFOFEEBEFEOMN LERNSIEEZHEL TN
ESch

e over 3,000 members in Japan and overseas
-ENSLTH 300084 DRBNNET

Annual international conference X [EE K2

e 1,500 to 2,000 participants
- 1,5004 70 52,0004 3B L E T

¢ hundreds of workshops and presentations
-ZROT—I 3y TRRENDHVET

¢ publishers’ exhibition
- KD BM BN HDET

¢ Job Information Centre
SRS sy — R e NET

JALT publications include:

e The Language Teacher—our monthly publica-
tion - ZMHARITLET

e JALT Journal—biannual research journal
- ZAE2MFEFTLET

¢ Annual Conference Proceedings
- EERER AR RO RALBREZFEITLET

¢ SIG and chapter newsletters, anthologies, and
conference proceedings
- SRR PSR, 7onTY—, #%E
DRFALEERITLET

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

Bilingualism

CALL

College and university education
Cooperative learning

Gender awareness in language education
Global issues in language education
Japanese as a second language

Learner autonomy

Pragmatics, pronunciation, second language
acquisition

Teaching children

¢ Lifelong language learning

JALT - MEMBERSHIP INFORMATION

¢ Testing and evaluation

e Materials development

KK O BRI IR R L DB LR ITHA

FUTHESI LT O B TOREER IR ENT

HBNET, NAVHIZ L, CALL, K2ESHEREHE

Y, Doy LB EE, Jo—)VVREE, B

AFEHE . BERSHE, EMw- Ry - B SREE.

IREFRAHE ., IR A B EVE S, SRR,

LM BAFE.

JALT cooperates with domestic and international

partners, including [JALTIZLA FOENA D E L4

L TWET]:

¢ [ATEFL—International Association of Teachers
of English as a Foreign Language

¢ JACET—the Japan Association of College Eng-
lish Teachers

e PAC—the Pan Asian Conference consortium

¢ TESOL—Teachers of English to Speakers of
Other Languages

Membership Categories & H & &%

All members receive annual subscriptions to The

Language Teacher and JALT Journal, and member

discounts for meetings and conferences. B3

The Language Teacher° JALT JournalZ5® HihR )% ik i

Hik, Xl RBNTHEIG I TS MIkET,

e Regular —fi#x H: ¥10,000

¢ Student rate (undergraduate/graduate in
Japan) “FES B (HARIZH DK, KFFROFA):
¥6,000

¢ Joint—for two persons sharing a mailing ad-
dress, one set of publications Va2 r& & (F
CHFT TR A2 Z M REL, JALTHIRY)
(324412 1 #B): ¥17,000

e Group (5 or more) ¥6,500/person—one set of
publications for each five members H{A£x E (
540 Easd e, JALTHBIZSAITDE 1)
:1446,5001

For more information please consult our website

<jalt.org>, ask an officer at any JALT event, or

contact JALT Central Office.

JALT Central Office

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

JALTHF )R :T110-0016 = H B R X 58 1-37-9
T—NN>IwPEIVSF
t: 03-3837-1630; f: 03-3837-1631; <jco@jalt.org>

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

...by Scott Gardner

<old-grammarians@jalt-publications.org>

Battlestar
Grammatica:
Episode SVC

HE robotized Pluperfects are attacking
I again, and the beleaguered Battlestar

Grammatica is running desperately short of
labialized velar approximants with which to wage
war. Commander Clitic risks the life of his only liv-
ing son, A-bar, by sending him and three volunteers,
chained at the ankles, on a long-shot mission to
the planet Theta Criterion, to enlist the help of the
Expletives, a race of druids and winemakers who
centuries ago renounced war and declared that the
taking up of arms was punishable by a yellow card
and a free kick. After a treacherous journey that
lasts nearly as long as that last sentence did, A-bar
and his bound and governed associates reach the
planet and request an audience with the Expletives’
mysterious leader, Anaphora. They are invited to
wait in the lounge and take advantage of the coffee
bar while there is a short commercial break.

Meanwhile, back on the BS Grammatica, Com-
mander Clitic is facing mutiny,
fomented by the unruliest of his
soldiers (which confuses him
greatly, seeing as he thought he
had just packed off his unruliest
soldiers on a fool’s errand with his son).
The mutineers have only one demand:
change course and pilot the ship toward
the mythical planet called Earth, where it
is believed the race of humans began eons ago. In a
passionate, patriotic speech—broadcast by Trim-
line telephone to all the ships in the fleet—Com-
mander Clitic informs his renegade crew that Earth
has been the ship’s destination ever since the first
series two seasons ago. As proof he also transmits
an annoying low-resolution internet teaser video
from the first season and an interview he once did
for Japanese television. The rebellious crew mem-
bers immediately stand down, give a cheer, and
promise to send the Commander a batch of decora-
tive, eight-cornered thank-you cards containing
trite poetry written by anonymous strangers. The
mutiny is ended. [Cut to Hallmark Octagreetings
commercial.]

EXPLETIVES

---AND T
BEYOND?
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A-bar finally meets with the Expletive leader
Anaphora, who demonstrates her unique pow-
ers of insight by telling him that she and he have
two things in common: specifically that both their
names start with A, and that their roles in the cur-
rent episode are not central to the plot but meant
simply to pad the story out and prop up the feeble
attention spans of the average 21st century TV
audience. She determines to make the Expletives’
role more significant—and to increase her share of
speaking parts—by agreeing to renounce the Exple-
tives’ renunciation of war and fight alongside Gram-
matica against the evil Pluperfects. A-bar is elated,
and steps up to show his gratitude to Anaphora, but
he oversteps the bounds of Expletive decorum by
exposing his teeth in her presence. This results in
a severe punishment of two minutes on the bench
and two foul shots. Precious time is being lost.
[More commercials here.]

In her stateroom aboard Grammatica, A-bar’s
fiancée, Hortense, is crying at her desk as she reads
again the acid words of a letter she has just re-
ceived from the Natural Order Adherence Ministry
(NOAM), informing her that she is to be banished
from the fleet because her existence has been
found not to allude in any way to the religiously
revered syntacto-grammar symbology which by law
pervades every facet of life for the Grammaticans.
After giving her fate a few commercials’ thought,
she decides she has only two op-
tions: kill herself, or seek help
from Doctor Dissociative,
the eccentric scien-

tist who is often seen

walking around the ship muttering to himself “You
look much better in the red dress, darling,” and who
always seems to know in advance what maneuvers
the Pluperfects are planning. In a final appeal to
humanity Hortense chooses the latter option, but
unfortunately when she confides in the Doctor

he counsels her to do the former. Cut to her lover
A-bar, who is finally on his way back with a massive
Expletive fleet of spaceships, but will they be able
to reach Grammatica in time? Hortense is just about
to commit suicide by affix detachment when the
episode ends.

THE LANGUAGE TEACHER 33.7 - JULY 2009



