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EDITORIAL

This issue of the GISIG Newsletter is being distributed electronically. In his letter, Graham Hall our
SIG Coordinator, explains the reason why. Sadly, we cannot afford to have more than one printed
issue a year at present. Fortunately some of our members may not consider this sad at all.

In this Newsletter, we have assembled seven articles dealing with ELT as seen in different parts of the
world. Graham Hall delves into the origins of standard languages, and discusses the influence of the
printed word, of capitalism and colonialism. For those interested in professional development, we have
a contribution by Gabriel Diaz Maggioli of Uruguay, who uses his experience as a school principal to
discuss the results of the Amazing Young Minds conference in GB in July 2005 attended by teachers
from all over the world. Then we have three articles that touch on the very relevant question of ELT
and other cultures. Gerry Abbot juxtaposes reading skills and terrorism. Sohail Karmani suggests
that good Moslems speak English, while Radislav Milrood bemoans the fact that it hurts to lose one’s
identity. Jake McClure , our GISIG website manager, who recently went out to Mongolia, reflects on
his first month in Ulaan Baatar, and the weird and wonderful circles he has been moving in. And last
but not least, we have some very practical suggestions supplied by Adrian Tennant on how to make
global issues local.

In the resources summary, Jane Nakagawa from Japan introduces us to Gender Issues Today, the
book she has contributed to and edited for intermediate EFL students. To end, we have a most useful
list of Links supplied by Estelle Angelinas our List Moderator.

| would like to thank all our contributors who have made this issue of the GISIG Newsletter something
worth reading.

Esther Lucas
Editor

(lucas@bezegint.net)

f .iatefl |

Have you joined IATEFL and GISIG?
If not, it's time to do it NOW!

How to join:

*Find the IATEFL website at: www.iatefl.org
*Click on how to join

«Complete the online registration form

If you want to become a member of GISIG,
mark Global Issues as your first choice Special Interest Group.

The first choice of Special Interest Group is FREE
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LETTER FROM THE COORDINATOR

Dear Colleagues

Welcome to the new edition of the GISIG newsletter. Things have been going pretty well for the SIG
over a busy last few months, but there have been one or two difficulties that GISIG has had to
overcome. Let's deal with the difficult things first...

The first thing that will have struck you about this newsletter is that, after several paper-based editions
which Esther, our newsletter editor, had put together, we have (temporarily) returned to publishing
them electronically. Opinion is divided within the GISIG Committee as to whether this is a
disappointment or not. We know that many members like the physical presence of a paper-based
publication; however, in this online and web-based era (my jargon probably gives me away as being a
little behind the times!), others are quite happy with an electronic publication and the flexibility that this
brings. I'm sure you will all see the advantages and disadvantages of each format and have your own
preferences.

So, why have we taken this step? Fundamentally, it is to save money. GISIG is the smallest IATEFL
Special Interest Group and has the fewest resources, and one of our biggest costs is producing and
circulating the newsletter. Currently, we need to juggle our costs a little and saving the expense of the
newsletter is the surest way of keeping our heads above water. Hopefully, by the time our next edition
comes out, we might be in a position to make a principled decision about how to keep producing these
publications (all paper-based; all electronic; one paper, one electronic per year), so any feedback you
have on your preferences would be more than welcome.

Apart from savings, GISIG could also do with trying to raise a litle more money. You may have
noticed that recent SIG publications have carried advertising for the first time, as does our website. If
you are part of an organisation which feels advertising with GISIG (or even sponsorship of the SIG)
would benefit you, please don't hesitate to get in touch!

But what else has been happening recently? Jake McClure has thoroughly revised our website, and it
is much improved. Even if we say it ourselves, it has a great ‘links’ section and we are hoping to
provide a much fuller access to past newsletters in the coming months. The new address is
www.iatefl-gisig.org.

Our online discussion list is still as active as ever. It is still slowly growing (now approaching the 100
members mark), with around 75-100 messages per month! Costadina, our moderator, works very hard
to organize some fascinating fielded discussions which have recently included Prof. Peter Patrick on
Linguist Human Rights  (June); Prof. Manuela Guilherme on Critical Citizenship  (July); Graham
Harper and John Elyles on English 4 Sustainability (September). Our recent discussion on English
as a Missionary Language , with Don Snow, was as lively as | can remember. On a related topic, you
may also have seen Dominic McCabe's review of the GISIG discussion of dogme, fielded by Scott
Thornbury, which recently appeared in the ELTJ (2005/3). You can access the list at
http://groups.yahoo.com/group/gisig/

You will also perhaps remember our mid-summer joint publication with TDSIG — papers from the
‘Empowerment through Development, Development through Empowerment’ event earlier in the year.
We felt it was important to share and circulate the talks and papers from the day with the membership
who could not attend and hope you enjoyed reading them (we must also acknowledge the role of TD
SIG in supporting us with the cost of the publication).

As the event itself and the publication seemed so successful, it is perhaps worth drawing your
attention here to our next planned event, again with TD SIG in Brighton, which has the title
“Development and Internationalism: international and global influences on our teaching”. Further
details can be found later in this newsletter, but if you can make it, it would be great to see you there.
We also hope to organise a joint event in Sri Lanka with YLSIG — watch this space! As ever, though, if
you have an idea for a GISIG event or would like to help put one together, don’t hesitate to get in
touch.
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Finally, it's perhaps worth noting again that despite our range of interests and activities, Global Issues
SIG is the smallest IATEFL Special Interest Group. However, we do maintain our wide range of
interests and a varied and international membership. So, if you are interested in finding out more and
sharing your experiences of both global issues in English language teaching and teaching English
around the globe, why not get in touch, write for our newsletter, investigate our discussion list and
website and join the SIG.

Best wishes
Graham

Graham Hall
GISIG Coordinator

This newsletter needs you to write for it !!!
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WHERE DO STANDARD LANGUAGES COME FROM?
POWER, PRINT AND NATIONS

Graham Hall

1. Introduction

Amongst the many current debates surrounding the emergence of World Englishes, the ownership of
English, and English as a Lingua Franca (e.g. World Englishes GISIG Fielded Discussion, Newsletter
16), | thought it might be interesting to discuss how standard languages might have emerged in the
first place. | also briefly consider what, if anything, this discussion might offer us as teachers. As the
title makes clear, standard languages have as their foundation issues of power, often drawn from the
early capitalism of printing, and/or nationalism.

2. What is a language? What is a dialect?
It is, of course, difficult to provide clear-cut definitions for language and dialect. Languages are social
phenomenon and do not necessarily have clear edges that would make them easy to identify and
define. We can make generalizations about language (e.g. language is a dialect with an army,
language is always superior to the dialects it encapsulates), but these refer to social, political, and
cultural factors, rather than any intrinsic concrete and rational evaluation of the linguistic features of
the “language” itself. One possible definition of language which recognizes these difficulties is:

a [linguistic] system of elements and rules conceived broadly enough to admit variant

ways of using it. A dialect is understood as one of these variant ways. (Joseph,

1987:1)
However, this still leaves language as an inexact term as dialects too can be systems, and it seems
that the perceived importance to the user of a language/dialect is what actually resolves whether a
language or dialect is being spoken. For the remainder of this article, | shall refer to pre-standardized
and non-standardized forms of language as vernaculars.

Language standardization is the process by which a vernacular in a community becomes the
standard language (SL) form. This carries implicit elements of prestige (whereby the SL vernacular is
valued more highly than others), stability, and common usage. Alternative variations are either
eliminated and/or stigmatized.

3. The Pre-capitalist Era:

Truth Languages and Dynasties Prior to 1450 CE, standardization was slow, if it took place at all.
Clear local vernaculars were present and remained relatively unaffected by standardized change as
diglossia - two varieties of language coexisting in a single community, each with a defined function,
usage and therefore prestige - was prevalent. For example, in England, there was an era during which
a high prestige, imposed foreign language of a ruling class (French) co-existed with a low status native
language (English). Change and standardization is not a defining feature of diglossia.

This was also the era of what Anderson (1991) calls ‘truth languages’, whereby one overwhelming
language (Church Latin in Europe, Qur'anic Arabic in Islam) represented the truth, the truth being
God/Allah’s word. Only these languages had God-given purity. As the focus of learning, truth
languages were at the apex of societies which encompassed swathes of geographical, cultural, and
dynastic identities, and a vast associated variety of vernaculars. These existed free from political,
ideological, or other planned interference

However, such systems of religious supremacy and certainty did not last. Intellectual and geographical
exploration led to the discovery of “the other” (other religions, other cultures etc.), and thus to the
relativisation of religion from “the truth” to “the truest” (Anderson, 1991). Geographical competition
between religions led to the formation of more clearly delineated territorial spheres of influence as the
age of religion passed into the era of dynasty. Monarchs became ideologically supreme in politics,
culture, and allegiance (religion of course remained a major influence).

Expanding their realm through war and marital alliance, monarchs ruled over heterogeneous
populations with which they had very little real contact. These were sometimes areas that contained
massive local variation and where intra-realm communication amongst the population would have
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been impossible, except amongst the ruling classes who developed “administrative vernaculars” to
communicate about matters of state and other functions. Again, this was not a planned process of
standardization as speakers of local vernaculars were often ruled by those from abroad who showed
no interest in ensuring linguistic unity amongst the population. (Hence, an English vernacular was not
used by the rulers of England for 200 years from the Norman Invasion of 1066 (as mentioned), whilst
local vernaculars thrived).

4. Print Capitalism and language standardisation

However, the arrival of print capitalism and widespread written language revolutionized both
language use, and eventually ideas of nation and nationality. Print capitalism supported the necessary
development of writing in society, producing what Milroy and Milroy (1991) call a “quantum leap” in
language standardization, certainly for European languages. (This discussion concentrates on Europe
where most writers have focused. Elsewhere, absolutism and/or the absence of technological
development during these years probably prevented the processes described).

4.1 The Initial Effects of Printing

Printing presses were in use in Europe by the mid-15" century. Printing enabled planned utterances to
be devised and circulated. Communication was no longer limited to formulaic administration, religious
tracts, or spontaneous speech. Ideas and theories were propagated, especially concerning religion.
With the invention of the printing press, written ideas could be reproduced on a massive scale, not
only in the Church Latin that was the traditional language of European religion, but in vernaculars that
could be more widely understood. Printers saw an opportunity to both establish the success of their
trade and make money, whilst those involved in the religious arguments could enlarge their appeal.
Thus, it is no surprise that Luther “became the first best-selling author...in the coalition between
Protestantism and print-capitalism” (Anderson, 1991:39), authoring one-third of all books sold in the
German vernacular between 1518 and 1535.

Print languages affected the variety of vernaculars used in a particular community. Mass-produced
written texts started to provide fixed language forms, giving a degree of permanence to new norms
and preventing extreme language change and diversity. Print languages were inclusive for those who
could read them, whilst excluding those who could not; and they were delimited geographically,
initializing a geographical sense of “us” and “other” for people and places.

4.2 A Theory of Language Standardisation

Haugen (1964) suggests a four-stage model for the development of language standardization. The
initial selection of a single vernacular was important so that printers could ensure that their texts were
comprehensible to all readers at all times in all places within the community. This enabled a broad
market to develop, and the cutting of costs (i.e. maximise profits) by facilitating mass production.

However, which vernacular to choose? For those producing the texts, it was reasonable to use the
language they spoke (or was spoken in their geographical and social community). For example, in the
case of England, the vernacular chosen as the vehicle of print capitalism was the language used by
the London-based, emergent entrepreneurial and merchant class. Printed materials spread this
vernacular into areas where it was previously unknown and unused.

The original choice of the print vernacular/language might have been free from a conscious
consideration of power-relations; however, not only did the print language gain prestige from being
selected and spread, but it was also the language of those with money, power, and influence within
the community as a whole, and could be seen to be so. Thus, those whose vernacular was adopted
were placed at a considerable advantage in both practical usage and prestige terms in the wider print
community.

The selected language then required codification and elaboration, aiming at a minimal variation and
stability in linguistic form (e.g. one spelling for each word). This was undermined by non-standard
vernaculars. Meanwhile, elaboration required the language to perform all the functions of the lower
prestige vernaculars it was starting to overwhelm. To achieve this, it could borrow from them.

Finally, Haugen says, the key to the overall process of successful language standardization was, and
in areas where it is a continuing process today is, acceptance whereby the standardized form can be
easily implemented and maintained without challenge from another vernacular.
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5. Nationalism and language standardisation

So far, processes of standardization seem to have benefited the powerful in society, but were not
developed with a linguistic, ideological, or state target in mind. Communities were unified by language,
also creating an awareness of “others”, but this was not ideologically manipulated. The advent of
nationalism changed this.

Nationalism has clear roots in the development of print-capitalism, but takes them one step further.
Emerging in the 17" century and lasting through to the present day, the idea of nations and
nationhood highlights difference, using it to create what Anderson calls “imagined communities”.
Ethnic groups (nations) become the focus of legitimacy, controlling their own destiny by governing
themselves in their own unique territory. Nations thus become the most effective unit of international
politics, and can act at their most efficient if they have internal cohesion.

Nairn proposes that nationalism is geographically a ‘modern Janus’ (Nairn,1977: pp329-363). Nations
look both inwards and outwards, emphasizing internal similarities and differences with what lies
‘outside’. Clearly many factors contribute to this sense of nation - the development of a national
character, a national culture, a history, and often a national language. Unlike in the previous era | have
described, national languages are often used consciously as tools, facilitators, and weapons in
creating internal unity and external differentiation.

Thus Joseph (1987:72-83) proposes several ways in which the SL provides inclusivity within a nation.
It is primarily a national symbol, one that can be linked to a permanent past much more easily than
often changing geographical boundaries, especially for newer nations. It can also be used as a symbol
of formality and solemnity. It replaces the older administrative dialects to provide a more general
lingua franca function, helping the internal cohesion of the state, and performs various nation-forming
functions such as in literature, broadcasting, education, etc. How have these processes operated in
practice?

5.1 Language and Early Nationalism...

The American and French Revolutions are often identified as starting points for early nationalism
(1776 and 1789 respectively). The American Revolution can be visualised as an anti-metropolitan war
between speakers of the same language (English), American states resisting English domination. As a
result, vernaculars did not divide the two sides in the conflict but, as Anderson (1991) maintains, it did
serve to unify the American community through the circulation of news and newspapers over a wide
geographical area. Similarly the French Revolution did not focus on language divisions until after its
success was assured. Then, however, a vast process of language standardization took place in an
attempt to unify the nation against outside threats, both perceived and real, culminating in the
Académie Frangaise, still the current guardian of a standardized French language.

5.2 ...and to the Present Day

Issues of power surrounding language standardization and standard languages continue to affect the
modern world. Firstly, the after-effects of the age of imperialism continue to be felt. Ethnic groups
originating in former imperial powers colonized and settled in the dominions, while continuing to use
the prestigious imperial language. Following independence, many have found themselves members of
a nation-state that is not truly theirs, and unable to speak the newly chosen/re-emerged national
language (e.g. the Russian populations of the Baltic states).

Alternatively, in newly independent states, there is the crucial issue of what administrative language to
adopt, and whether or not to use this as a national symbol. Often, in multi-ethnic, post-colonial states
the language of the original imperial power is maintained as the language of administration. This both
provides an arguably “neutral” standard which does not belong to any one ethnic group within the
state, and is already known by the bureaucratic elites who administer the state. That is not to suggest
that this is an easy process, given the historical connotations that these languages carry, but
nationalism seems not to focus on language as a key issue.

A further legacy of imperialism is the process of immigration from former colonies into the ex-
colonizer. This leads to an influx of non-native languages and speakers, who, in terms of my
examination of prestige carry low status. This situation may restrict the access of those whose
language is not standardized to state facilities.
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The continuing role of language, nationalism, and state formation can also be seen in non-imperial
situations. Thus there are increasing differences between what are now known as the standard Czech
and Slovakian languages following the division of Czechoslovakia in 1993.

Finally, the insistence on “one nation, one language” continues in many places. Thus the suppression
of dissident ethnic groups occurs in conjunction with the suppression of their language, either overtly
through coercion or more covertly through education policies

6. Taking Stock

Although a common process for several centuries, language standardization is not a “natural” process.
It was driven first by print-capitalism, and more recently by nationalism, moving language from being a
spoken local identifier to being a written and spoken form of national identity. Language
standardization thus raises issues of power and prestige, both within and between communities.

From the late 17" century, standardization and national languages have played a crucial role in the
legitimacy of the nation-state. Through a symbiotic relationship, national identity has created national
standard languages, and standard language use has created national identities.

Despite the historical perspective of this article, language standardization also has major current social
implications. Standard and national languages have become a site of struggle - symbols of unity and
domination against forms of resistance. Languages are social phenomenon; languages do not have
interests but people do.

7. Bringing the debate back to the classroom

| think much of the above discussion has relevance to teachers of English, both as interesting and
useful context, but also as a source of classroom content. Of course, it is also an issue that needs to
be approached carefully, touching as it does on issues of social and national identity.

For example, as a teacher, | might consider how ‘standard’ my own English is and does this matter in
my teaching — both to myself and to the learners? The emphasis on spoken communication in much
ELT makes this a particularly interesting issue.

Language and language standardization is also a topic which opens up a whole array of political,
social and cultural issues for learners to examine as a part of, and as a vehicle for, their language
learning. The question of what has happened to other languages in the UK (e.g. Cornish, Manx,
Welsh) has often provoked interest amongst my students, and has led to an examination of similar
situations in learners’ own countries. Similarly, touching on ideas such as diglossia, and different
functions for different languages/vernaculars/dialects in different countries has also raised interesting
questions of why people are learning English and what they might use it for.

These are, of course, challenging issues and can lead to often uncomfortable questions which touch
on the role of the English language and English language teaching in the world. Nevertheless, they
can also stimulate learners (and teachers!) and produce meaningful and stimulating classroom
learning.
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PROFESSIONAL DEVELOPMENT AS A GLOBAL ISSUE

Gabriel Diaz Maggioli

In most professions, the need for ongoing and proactive professional development is seen as a driving
force both for learning and development within the organization. In this sense, organi- zations invest a
significant amount of resources on activities aimed at furthering and deepen- ing the knowledge and
skills of the professionals they employ with the conviction that these actions have a positive impact on
their day-to-day performance.

In the field of English Language Teaching (henceforth ELT) the status of professional development is
not so clear as one would expect. Although embraced as a valid belief by many, the actual
implementation of professional development programs has suffered from limitations, which render it
ineffective at times.

At a recent gathering of ELT teachers from Africa, the Americas, Asia, Europe and Australia, this lack
of direction in professional development became apparent. During the “Amazing Young Minds”
conference organized by Pearson Longman in the United Kingdom in July 2005, | decided to explore
the issue from a more global perspective. Through unstructured interviews and surveys give to the 50
odd participants, the following were identified as problems affecting all the teachers present in terms of
their professional development:

Lack of adequate preparation for trainers

Participants complained about the fact that most trainers do not contextualize their content to
the situation of the schools they are supposed to advise, and that a one-size-fits-all approach
is generally adopted.

Lack of systematization of professional development efforts

Often, professional development events are a one-shot attempt at communicating new ideas.
These ideas are generally dictated by current fads or trends in the profession thus failing to
adequately respond to the pressing needs teachers experience on a day-to-day basis.

Lack of time
Professional development events are seldom extensive in terms of their duration, and are
limited to intensive communication of information for brief periods of time.

Lack of money

Embarking on professional development endeavours requires adequate funding. Given the
economic situation of teachers and educational institutions, these funds are not always readily
available.

Abundance of courses to choose from
In contrast to the fact that actual investment of time and resources on professional

development is limited, the offer of development opportunities is vast, which makes it difficult
for teachers to choose the most adequate source.

Lack of recognition and incentives

Having completed their professional development session, teachers do not perceive
significant rewards in terms of their professional positioning or in terms of economic
improvements.

Lack of support and follow up

Most professional development events do not provide adequate support systems for the
teachers who are to implement changes in their teaching. Thus, the transfer of the knowledge
gained in the event to the actual classroom is made even more cumbersome.

Low motivation on the part of teachers

Most teachers seem to be weary of embarking on professional development initiatives given
their many fallacies. These seem to lead to the generic de-motivation of teachers when
deciding whether to participate in professional development programmes or not.
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Inadequate timing of professional development oppor tunities

As a general rule, professional development events are scheduled at times which are
convenient, not to the teachers, but to the school. This renders the event inadequate, at best.

These problems are shared by teachers from all five continents and are recognized as the ones
conspiring against the efficiency of professional development in their parts of the world.

In stark contrast with this reality, educationalists worldwide emphasize the power of professional
development and the impact that such actions can have on student learning. A working definition of
the term professional development sees it as “a career-long process in which educators fine-tune their
teaching to meet their students’ needs” (Diaz-Maggioli, 2004:5). Taken in this context, it becomes a
two way process of intellectual and professional dialogue which brings teachers closer to students.
Guskey (2000) sees effective staff development as ongoing, intentional and systematic, highlighting
the fact that only through sustained involvement in such actions can teachers effectively update their
knowledge base so that it better relates to their learners’ learning.

At an empirical level, teachers frequently request opportunities for professional development but their
voices are not always heeded. In general, professional development opportunities for teachers come
in the shape of courses, seminars or lectures delivered by experts in a certain area of knowledge.
Along the same lines, decisions on what professional development strategy to adopt are generally
made by the educational institutions who contract with the experts thus causing a mismatch between
the teachers’ perceived needs and the development opportunities on offer.

For professional development efforts to fulfil the promise of enhancing teacher’'s careers and affect
student learning, we should position teachers as diverse individuals, each with their own unique
location in a historical and dialectical process of professional growth. Hence, professional
development should start with the teachers and from the point in which they are in their careers.

West (1996) advocates collaborative, job-embedded learning on the grounds that “buy-in and
ownership [by teachers] in the process is increased by collaboration and inclusion. This becomes
especially important when diversity exists within the workplace, including not only cultural, racial and
socioeconomic diversity, but also diversity of thought.”

In this respect, we see that the current state of professional development practices in general is far
from this goal. Diaz-Maggioli (2004) sees professional development as a process which tends to vary
along an axis moving from traditional to visionary. Traditional professional development is
characterized by top-down decision making which is often the consequence of taking a deficit view
regarding the issue. This deficit view seems to imply that teachers need to be “fixed,” hence the
emphasis on prescription and the one-size-fits-all approach. To add to these deficiencies, delivery
options offer little variety and there is little or no follow up. Also, the approach chosen for the delivery
of professional development within the field of education, and ELT in particular, is a pedagogic one,
positioning teachers as if they were learners, thus disregarding the wealth of knowledge and
experience these professional bring to the course.

| would advocate for a kind of professional development, which takes a visionary perspective into
consideration. This visionary perspective might be described as comprising:

= Collaborative decision-making. Involving teachers right from the start in
assessing their professional development needs and selecting the best
alternative to fulfil those needs leads to ownership of the process and
enhances its efficacy.

= A growth-driven approach. In contrast to the deficit view, truly effective
professional development sees teachers as developing professionals who
engage in these activities not because they need to change the way they do
things, but because they constantly finely-tune their expertise to best serve
their students’ needs.

= Collective construction of programmes. Every school is a cosmos of
experience and staff possess a wealth of knowledge, which ranges from
novices to experts. Experience has demonstrated that, when these internal
resources are tapped, the outcomes of professional development have a
much greater impact than when they are not taken into consideration.
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= Inquiry-based ideas. When teachers are given the chance to explore their
praxis, revisiting the decisions they make and observing the impact of their
actions on student learning, there is a greater chance of development than
when an outsider comes into the school to prescribe the way things should be
done. Teacher's experience can be legitimized through helping them engage
into spirals of inquiry around topics of concern within the learning community
they belong to.

= Tailor-made techniques. Teachers, pretty much like learners, have specific
needs, which can be successfully met by tailoring the content, delivery and
scheduling of the development program to these needs. When these needs
are taken into consideration, the impact of the professional development
strategy is longer lasting.

= Varied and timely delivery methods. While courses, seminars and workshops
are the preferred delivery methods, the actual methodologies used during
those courses make a deep impact on the teacher's understanding of the
ideas communicated through the course. Making sure that courses actively
involve participants in elaborating on the contents is a sure-fire step to their
success.

= Adequate support systems. Transferring new knowledge into practical
applications is no easy task. Hence, when consultation processes and
adequate follow up are in place, there is a greater chance that the transfer of
knowledge will be positive and result in less frustration for those involved.
Establishing a mentoring or peer support system increases the possibilities of
adequate transfer of knowledge.

= Context-specific programmes. The one-size-fits-all approach to professional
development has proved impractical and ineffective in most cases. Designing
professional development opportunities, which target teachers’ needs within
the context of their day-to-day work, significantly enhances the impact of the
program.

= An andragogical perspective. Knowles, Holton and Swanson (1998) describe
andragogy as the art of facilitating adult learning. Adults bring a wealth of
experience to the learning event. If this experience is tapped into and valued,
then the results of the learning experience will be greater.

By working close to teachers, and delving into the already existing expertise within the school,
professional development initiatives have a better possibility of success. Collaboration, collegiality and
collective decision-making are crucial elements of the process of professional development. In short,
as Sparks (2002:14) aptly puts it: “Professional development as it is experienced by most teachers
and principals is pretty much like it has always been— unfocused, insufficient, and
irrelevant...professional development must be significantly different from what it has been in the past if
it is to produce high levels of learning for students and staff members. At its core, it will have a
professional learning team whose members accept a collective responsibility for the academic
achievement of all the students represented by the teachers in the group and who meet regularly to
learn, plan and support one another in the process of continuous improvement.”
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SCEPTICAL INQUIRY, READING SKILLS AND TERRORISM

Gerry Abbott

Introduction

A thought-provoking paper in Issue No.17 (Maley, 2005) has prompted me to respond with this revised
version of an article published electronically without my knowledge (Abbott, 2003). Maley mentions
religious fundamentalism and terrorism on the one hand, and Edward Said's faith in 'patient and
sceptical inquiry' on the other. To practise such a spirit of enquiry is in effect to challenge a person or
statement seen as an authority. Said would agree that it is one of 'the rational interpretative skills that
are the legacy of humanist education’; nevertheless, it is not always and everywhere culturally
acceptable.

Challenging the ELT 'expert": two examples
Although | am mainly concerned with the application of 'sceptical inquiry' to reading texts, | shall begin
with an example of personal challenge.

(1) Back in 1960, as a young English teacher in Bangkok where | was ludicrously labelled an 'expert’, |
tried several times to teach my students to contradict me in English. Having drawn a bird on the
blackboard, | would announce "That isn't a bird" and get them to chorus, "Yes it is!" Or | would draw a
white ball and say, "That's a black ball" to get them to retort, "No it isn't! It's white." But this was just
listen-and-repeat stuff. When | tried to get real contradictions out of the class, they were struck dumb.
Until now, they had simply been obeying their teacher in an artificial exercise; their culture forbade
them to challenge in real life any teacher (the Thai word comes from 'guru’), let alone one who was a
foreign visiting 'expert'.

(2) At about the same time, | was teaching the comparatives to a different Thai class. Several of my
students started producing erroneous written sentences such as John's running faster than Tom's and
He's older than I'm. The best advice | could think of at the time was to give my students a hasty rule of
thumb: "After THAN, there are no contractions”. More than a decade later, | was reading a very
influential paper whose author made the following claim about the learner's' interlanguage’ (IL):

Most learners of English quickly learn the English rule of contraction which forms things like the
concert's from the concert is, but then these learners may over generalise this rule to produce
sentences like(3) Max is happier than Sam's these days in their English IL. Though this sentence is
hypothetical, it illustrates an earlier point. The learner of English who produces contractions correctly
in all environments must have learned the following constraint without 'explanation or instruction’,
since this constraint was discovered only recently. (Selinker, 1972)

When | came to example sentence (3) | paid particular attention because of that long-ago teaching
experience in Bangkok. | read the passage again and realised that it was nonsense. After all, what
Selinker was saying was that

(a) the applied linguist had only just discovered this rule; so
(b) no teacher could have discovered it; but
(c) any learner could have done so.

Now came proof that a reluctance to challenge is not limited to oriental cultures: there was no outcry
from teachers of English anywhere — even from me. Were my international colleagues so respectful of
a paper published in a respected international journal that they actually believed such poppycock? Did
they feel insecure? Or were they only, like me, a bit too lazy to object publicly?

Challenging the political text

In political matters, treating a text with too much respect or being too lazy to object can lead to very
dangerous situations. Take Gobineau and Chamberlain, for instance, two very learned nineteenth
century figures little-known in the English-speaking world. Count Gobineau wrote a massive treatise in
which he stated that of the three main races (white, yellow and black) the white was superior —
especially the Aryans, of whom the Teutons were the purest and best. Houston Stewart Chamberlain,
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an Englishman who had become a German citizen, was an enthusiastic follower. He too wrote a huge
and influential work in his adopted language, further arguing that the Teuton was the only hope for the
world, and that the importance of a nation was directly proportional to the amount of genuinely
Teutonic blood in its population. Recognising the importance of the Christian heritage, however,
Chamberlain concluded that Jesus could not have been a Jew: he must have been an Aryan.

Was Chamberlain's nonsense laughed out of court? No. By the outbreak of World War Il it was in its
twenty-fourth edition and had sold more than a quarter of a million copies. In fact, in Mein Kampf Hitler
expressed his regret that Chamberlain's observations had not been heeded during the Second Reich.
Shirer (1959:103) considers Gobineau and Chamberlain important ‘for their effect on the German
mind, which they helped to direct toward the coming of the Third Reich’ and consequently the
terrorism of the Holocaust. We can well understand how it was largely fear that led to the massive
sales of Mein Kampf — as Shirer puts it, 'few family households felt secure without a copy on the table'
(p.81). But how was it that the views of those two nineteenth-century men, writing for literate
populations much earlier, were left unchallenged? Was it fear of a different kind that was involved?
Fear of appearing to lack solidarity and patriotism, perhaps? Just timidity in the face of a perceived
authority? If so, can we say that fear or timidity may impair one's reading comprehension skills?

Challenging the religious text: Christianity and | slam
In George Gershwin's Porgy and Bess, a character called Sportin' Life sings about certain stories in
the Bible such as the one about Jonah, who lived in a whale. Then comes the chorus:

The things that you're li'ble
To read in your Bible
They ain't necessarily so.

But texts of a religious nature have often been assumed to be perfectly true and consequently left
unchallenged, relied upon unthinkingly. This applies to many adherents of the Abrahamic religions.
The word Islam means something like 'the peace that comes from submission to God in all things'.
The Arabic text revealed to the prophet Mohammed by the angel Jibra'el, being of divine origin, has for
at least a millennium been regarded by Moslems as unchallengeable. To surrender to God entails
surrendering oneself to the text of the Qur'an. It is learnt by heart and generally regarded as literally
true; and often these two features are transferred into the reading of other important texts, such as
those | used in English lessons in the Middle East. While any attempt to change or challenge the text
of the Qur'an may be seen in some quarters as punishable by death (as Salman Rushdie will confirm),
such a punishment may be seen elsewhere as an act of terrorism in itself.

Turning back to sixteenth-century Christianity we find William Tyndale translating the Holy Bible into
English, his aim being simply to make the scriptures comprehensible to all without the need for
intermediary interpretation. But here too the text was regarded as inviolable, so in 1536 he was
strangled and burned at the stake as a heretic. Just three years later it was possible to print the 'Great
Bible' legally in English.

The challenges made to religion by scientific advances are well known. As Feynman (2001: 254) puts
it:

The spirit of uncertainty in science is an attitude towards the metaphysical questions

that is quite different from the certainty and faith that is demanded in religion.

In Europe the Polish astronomer Kopernik concluded that Aristotle was wrong in supposing that the
sun moved round the earth, and Galileo later came to the same conclusion. But his work was banned
by the Catholic Church authorities, because it ran counter to the texts used in the universities that they
administered. These authorities might nowadays be called ‘fundamentalist’: they already knew the
facts, so anyone contradicting them must be wrong and therefore actually or potentially evil. Although
the Church did not execute Galileo, its terrorist Inquisition forced him to lie to the world by making a
public recantation.

Christianity and Judaism

In 1925, the year in which the first volume of Mein Kampf appeared, a teacher called John Scopes
was tried in Tennessee for teaching the evolutionary theory put forward by Charles Darwin and Alfred
Russel Wallace. It was a time of resurgent Christian (non-Catholic) fundamentalism in the southern
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United States, and the fundamentalist view was that the Holy Bible was accurate: the world was
created in six days by God, probably in 4004 BC. Rocks known to be millions of years old were
produced in Scopes's defence, but to no avail. He was found guilty of questioning the Bible and
thereby sowing sinful thoughts in the minds of his students. True, the verdict was later reversed, but
only on a technicality. The fundamentalist conviction that the account of the Creation in the Book of
Genesis is literally true persists to this day in parts of the USA, and Creationism is making a comeback
even in British schools.

It is a belief in the literal truth of further Old Testament texts that has contributed to the current
terrorism in the Middle East. In the Torah (the first five books of the Bible) it is written that God
promised Abraham, Isaac and Jacob that their offspring would possess the land of Canaan (Joshua,
Chapter 1). By no means all Jews, whether Israeli or not, would subscribe to a literal interpretation of
that text; but it is in the pursuit of that 'promised land' that Palestine is slowly being ethnically
cleansed. This particular form of terrorism began long ago in the 1940s when Palestine was under
British mandate. | am old enough to remember newsreel and newspaper accounts of the Irgun Gang's
killing of 91 people in the bombing of the King David Hotel in Jerusalem in 1946 and the Deir Yassin
massacre of 1948, in which they wiped out a village of 254 Palestinians. That gang was led by
Menachem Begin, who became Prime Minister of Israel in 1977. In 1983 he handed the premiership to
Yitzhak Shamir, who had had led the Stern Gang in such terrorist acts as the assassination of the UN
mediator, Count Bernadotte; and as | write, Ariel Sharon, another (former?) terrorist is allowing the
slow ethnic cleansing to continue.

Questioning the labels

If they are to be skilful readers, our students have to learn to detect prejudice and bias in written texts.
It is especially important to recognise and respond to the ways in which people and peoples are
labelled. You may have noticed that in the previous paragraph | used the old British labels: in Hebrew
the groups are not known as 'gangs', and the participants would be called ‘freedom fighters' rather
than ‘terrorists’.  Similarly Ariel Sharon, who planned the 1982 invasion of Lebanon and was
responsible for the massacres in the Sabra and Shatila refugee camps, today labels as ‘'terrorists'
Palestinians who regard themselves as ‘freedom fighters'. Lind (2003:35) points out that the current
administration of George W. Bush is underpinned by the President's fundamentalist 'Bible Belt
Christian Zionism' whose aims include the establishment of a Greater Israel — an act which would
entail the forceful expulsion of Palestinians, whether Christian or Moslem. | would label such an act as
‘ethnic cleansing', unlike Christian evangelists in the US south and elsewhere who use Joshua,
Chapter 1 as justification. If at this point you are experiencing a twinge of uneasiness, you are not
alone. | am wondering if you are now labelling me as 'antisemitic', and my unease is probably similar
to the phenomenon responsible for the popularity of Gobineau and Chamberlain: a fear of being seen
as socially and politically unacceptable.

Finding coded messages

Perhaps the strangest reading strategy to employ when studying ancient texts such as the Bible is to
search for coded messages. A large advertisement in my daily newspaper (The Guardian, London) a
couple of years ago was headed: The Last Piece of the Jigsaw? Being interested in puzzles, | read
through its many column inches of small print. Among this verbiage | detected two major points. The
first was a detailed political prediction concerning the USA, the UK and the UN, based on a reading of
three verses in the Holy Bible. The prediction was explained as follows.

Here are the 3 verses of Revelation which have given us all of this information:

11. And the beast that was but is not, it is also an 8" King but springs from the
7 and it goes off into destruction.
12. And the 10 horns that you saw are 10 kings, who have not yet received a
kingdom. But they do receive authority as kings one hour with the beast.
13. These have one thought, and so they give their power and authority to the
beast.
(Revelation 17)

We believe that these 3 verses of Revelation contain the whole rise to power of the UN when the
correct symbolism is employed. We understand this symbolism to be as follows: The Beast is the UN,
the 8" King of the world. The 7 previous kings over God's people are in order, the Egyptians, the
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Assyrians, the Babylonians, the Medo Persians, the Greeks, the Romans and the Anglo Americans,
and so on. There was a great deal more, but none of it meant anything to me. The second prediction
was in Isaiah Chapter 30: it was of the fall of the Twin Towers. | immediately took out my old Bible and
read that chapter but, finding no mention of two towers, | stopped reading. (If you think your reading
comprehension might be better than mine you can, according to the advertisement, write to The Lord's
Witnesses, PO Box 1AL, London W1 1AL for some further information.) The Lord's Witnesses were
confident that the book of Revelation must contain literal truth in some form or other. My own view is
that they had extracted coded messages that did not exist — not a reading skill that | would want to
encourage among my students, despite the popularity of The Da Vinci Code.

Conclusion

In my own culture, intelligent reading does not stop at the mere extraction of meanings; the meanings
have to be considered and judged by the reader, and then either accepted or rejected or 'put on hold'.
Umberto Eco (1983) puts it succinctly when his sleuthing monk tells the novice Adso, "Books are not
made to be believed, but to be subjected to enquiry”. | think teaching should be subversive in that it
fosters such enquiry, but experience in various countries has left me with certain questions in my
mind. When | encouraged students to disbelieve a statement by Squealer in Animal Farm, or to find
fault with an author's argument, did they transfer these skills to texts within their own cultures? If they
did, was | guilty of cultural imperialism? Of subversion, even? And if they didn't, what prevented them?
Fear? | just wonder whether failure to evaluate reading-matter (especially religious texts) by exercising
‘rational interpretative skills' and ‘patient and sceptical enquiry’ might lead to the adoption of
fundamentalist attitudes, which in turn can find expression in terrorist activities.

What | have been stressing is the acute danger of an unthinking literalism in the process of reading,
whether of sacred or secular texts. To regard any scientific text as unchallengeable is incompatible
with modern thinking; to regard a religious text as unchallengeable is in my view one step on the way
to fundamentalism; and fundamentalists tend to further their ends by means other than scientific
debate or friendly persuasion.

From the author : | would welcome any comments that readers might wish to make, either by e-mail:
gerryabbott@mail.shwepla.net or by post to me at: School of Education, University of Manchester,
Manchester M13 9PL.
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TEACHER DEVELOPI\/IENT
GLOBAL ISSUES SIGs

JOINT EVENT

Development and Internationalism:
international and global influences on our teaching

to be held at
Sussex Language Institute, University of Sussex

on

Saturday 11th March, from 9.30 am to 5 pm

Teaching English involves teaching a language which is used globally; teaching English is also an
international occupation. Many people have learnt much about themselves while teaching in an
international context (whatever that is) and/or interacting with people from different contexts and
cultures. The very act of teaching a world language involves interacting with international and global
influences.

We are going to look at how living and working in, or interacting with, international and global contexts
has lead to our personal and professional growth and development. By sharing personal experiences,
theoretical analysis and the exchange of practical ideas, we will explore the varied international and
intercultural paths we have taken. We will ask what we have learned, with the aim of learning
something more about the paths we are to take in the future.

Plenary Speaker: Professor Michael Eraut (Universit y of Sussex)
Tessa Woodward (President IATEFL)

£30 for TD/GI SIG Members
£35 for Non-members
£15 for students

(includes tea, coffee and a buffet lunch)

Check IATEFL, TD SIG and Global Issues SIG Websites for the latest information on speakers and final
programme details.

If you would like to give a workshop, send your proposal to:
Jennifer Book: J.B. Book@sussex.ac.uk or Sandra Piai: S.M.Piai@sussex.ac.uk

by 31.01.06

For more details about the event, contact: J.B.Book@sussex.ac.uk or
enquiries@IATEFL.orqg .
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“‘GOOD MUSLIMS SPEAK ENGLISH”

Sohail Karmani

It was only a few days after the London bombings of July 7" when the media announced that the
perpetrators had now been identified. As the chilling details emerged, we were all expected to be
doubly shocked, not simply because of the sheer savagery that had been involved but because the
bombers had all been British born and bred, and spoke English just like “you” and “me”. And while the
media was scrambling to come up with a neat formula to explain why the bombings had happened
and how they could have been prevented, it was perhaps the London Times that provided the most
extraordinary analysis of the events of 7/7.

The attacks, it insisted, had absolutely nothing to do with the continuing occupations of Iraq and
Afghanistan but were rather the inevitable consequence of extremist views “disseminated in mosques
by ill-educated imams, brought over from villages in Pakistan, unable to speak English and ill-
equipped to guide young Muslims in a western society” (The Times, 2005).

This was by no means the first time that poor English skills had been singled out as one of the crucial
strands that supposedly emanates from the roots of “Muslim rage”. In the aftermath of the summer
riots of 2001, for instance, when mainly British-born Muslim youths rioted in the northern English cities
of Bradford, Oldham and Burnley, Anne Cryer, British Member of Parliament for Keighley, posited a
“direct connection” between difficulties in learning English, arranged marriages, and the acute poverty
in Muslim Asian communities of Britain (BBC News, 13.07.2001). And, then of course there followed
the outrageous outbursts of the then Home Secretary, David Blunkett, who a year on from the 9/11
attacks urged British Asian families to speak English at home and to refrain from speaking their ethnic
languages in order to overcome what he called “schizophrenic rifts between generations of families”
(The Observer, 2002). But even more astonishingly, at a time when the anti-war movement was
beginning to mobilise with increasing intensity, the Home Secretary went a step further by intruding
into the inner sanctum of the British mosque. Like the London Times article, he saw it fit to warn
British-based imams to begin addressing their congregations in English rather than say in Arabic, Urdu
or Punjabi, (Morris, 2003), in a move calculated, no doubt, to drown dissenting voices in the Muslim
community.

There is of course, taking a step back from all this, a highly dubious logic to the associations being
made here, namely between language and Muslim “extremism”, even as America and her mainly
English-speaking allies are fighting a so-called “war on terror”.

On the one hand, for instance, underpinning these suggestions is the ludicrous idea that young
impressionable Muslim men are somehow less prone to commit acts of terrorism if they undergo
greater exposure to English. Bizarrely, it's as if one were to suggest that an increasing exposure to the
English language triggers some sort of Krashen type affective filter that, over time, will weed out the
offending traits of Muslim radicalisation. Outlandish though this may sound, this sort of thinking
certainly seems to be behind the British government’'s recent commitment to the notorious
“Britishness” tests, in which of course proficiency in the English language is an essential component,
(BBC News, 25.02.2004). Ironically though, and much to the embarrassment of the Home Office, such
proposals did little to deter the would-be London bomber, Muktar Said Ibrahim, of the failed bomb-
attacks on July 21% who according to various news reports was naturalised as recently as September
2004, (Travis & Gillan, 2005).

On the other hand, and much more disturbingly, lurking beneath these recent suggestions is the
blatantly racist belief that Muslim languages like Arabic, Urdu, Amharic or Somali are somehow
inherently programmed to promote a militant Islamic mindset that have a special dislocating effect on
young Muslim men, and which can only then be corrected by greater exposure to English or some
other “friendly” western language. Such outrageous associations between the purported properties of
a language and a tiny totally insignificant minority of its users would never of course be tolerated in
mainstream, were they to be made about any other culture or group. Consider for instance how utterly
grotesque it would sound to suggest that the Jamaican variety of English was partly the reason that all
young British-born Jamaican men were pimps, gangsters or drug pushers and accordingly they all
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needed to be exposed to standard British English in the interest of lowering crime rates in London! Or
alternatively consider the unthinkable suggestion that the reason that all Jews were misers had
something to do with the Hebrew language, which is why British rabbis needed to address their
congregations in English in order to boost the British economy!

In short, looming over this dangerous sort of nonsense, is the embarrassingly crass idea that it's
always the good guys who speak English, and it's mostly the bad guys (at least for the time being)
who speak Arabic, Urdu, Punjabi or any one of a host of other “radical” languages. It seems obvious to
me that such views are able to take on a deeply troubling currency, particularly in times of a national
or cultural crisis. Alarmingly, they are easily evoked and instantly employable as part of an effort to
pacify (and indeed vilify) a perceived “enemy within”, especially in a time of “war”, and not least when
it's necessary to obfuscate the shocking realties of Iraq, Afghanistan and Palestine. And more
specifically because of the long history in the West, of demonising the world of Islam, its cultures, its
diverse peoples, and its dozens of languages. Such absurdities about Muslim “realities” are able to
find an easy readymade Islamophobic framework in which to thrive and to whip up tensions, without
ever being challenged. Which is why | feel as English language teachers, or let's say intercultural
mediators, we need to be extremely vigilant about the emotive force of such ideas and forever
cautious that we never, wittingly or unwittingly, reproduce or perpetuate them in our classrooms, much
less in these very difficult and testing times.
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CULTURE OF TEACHING: IT HURTS TO LOSE ONE'S IDENTIT Y

Radislav Millrood

It has been seven years since a successful Tambov-Manchester project sponsored by the British
Council was started in 1998. Some project materials are still available on line at
http://tsu.tmb.ru/millrood1/projects/tambov/tambov.htm. The lapse of seven years prompts the need
for Sabbatical studies to take place with an overview of the experience.

Recently a group of former project participants met to recall, reflect and re-evaluate. This was actually
a cup-of-tea get-together. Everybody agreed that the project helped change attitudes, refresh teaching
practices, overhaul one's professional experience, introduce innovations and acquire new approaches
to teaching based in the West. It was a gulp of fresh air. A discussion was triggered off by a
spontaneous self-addressed question from one of the teachers, "If | am a Russian teacher of English,
why should | lose my identity? It hurts!"

The talk that developed further was centred round the issue of teacher development in international
projects and retaining one's national and individual identity in professional culture. The participants
agreed that culture of teaching was a set of professional values, stereotypes and norms shared in a
professional community (What does it mean to behave professionally?), used for self-identity (What
am | as a professional?) and distinguishing between "one of us" and "them/others" (What makes us
different?).

An interesting controversy evolved during the discussion. This occurred between the assumption that
"the project helped us change a lot" and inability to say what actually changed in the classroom. Most
teachers recalled the "three-phase framework" of "pre-, while-, and post-activity" emphasizing that
they did not use much of this every day. Other examples were of a similar nature.

This was, perhaps, caused by the often mentioned "resistance to change" but none of the participants
in the discussion agreed that it was conditioned by "fear of uncertainty”, "lack of time" or "insufficient
knowledge" - reasons most frequently mentioned in research. Most teachers agreed that "broadening
one's mind" has not meant "parting with one's second self" for them. An often heard question, "How do

you teach in your classroom?" implying that there is a "better way" appears to be a waste of time.

One of the moves for consideration was to reflect on the possibility of creating an "enclave of exemplar
practice" that would free the enthusiasts from pressure of traditional teaching culture. To this one of
the teachers remarked not unwisely, "This would be very much like a monastery with the walls
carefully guarded". The metaphor was pretty convincing as a monastery can develop only into a chain
of more walled realms, just as an enclave will always produce more enclaves. A sect is never a way to
a community. It simply does not have the gene.

The talk about visiting teacher trainers in the project was remarkably complimentary. This was very
much consistent with appreciation of the efforts made, the culture of hospitality and

a natural interest in "them/others". By thinking over the question of what eventually distanced the
audience away from the ideas advanced by the visiting trainers, one of the teachers insightfully
noticed, "We are expected to learn about their theories and authors, but they do not seem to know
ours".

Teacher development and re-training is, essentially "conceptual learning" and can't be limited to
picking up occasional “innovative techniques”. It was at learning new concepts that a mismatch with
the local professional language, false assumptions, loss of information,

rising barriers, and "cooling down" was eventually observed. In the long run, teacher learning defined
as acquisition of new internal and external behaviours made vivid by new competences and
transformed experience, first slowed down and then took its own course.

That reminded me of just one name everybody will surely know, i.e. Lev Vygotskij. His "social-
historical theory" of psychological development is taken so much away from the original concept
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written in Russian, that even the theory itself changed hands and is now called socio-cultural theory.
As a result, this name familiar to the Russian audience becomes "them/others". Many quite important
local authors and research schools with power and influence are often ignored in international
projects, although generations of teachers in Russia are being brought up with these names and
ideas. This knowledge vanishes once innovative projects are introduced "from abroad'. It looks very
much like trying to create bilinguals forgetting that Sylvian fissure (the part of the brain where
language is processed) has already been filled with the native tongue.

Does it not explain that the reason why imported innovations turn into perishable goods and need a
well controlled environment without which they will only last till their "best before” and not beyond that
date? Innovations in language teaching methodology need a native soil and a thorough recognition of
the beautiful local landscape. Just like "Englishes" on the global scale, there will be "methodologies" of
Russia, China, India, Germany, England, sharing much in common and safeguarding one's own
unique brand. This is not a matter of respect for local traditions. Successful introduction of innovations
can be managed as a "dialogue of cultures" the major function of which is raising awareness of who
we are but not getting converted into another surrogate religion. There is a different term for this -
acculturation. Losing one's identity hurts.

Predictably enough, some participants in the project who rose to the status of teacher trainers followed
suit and faced similar consequences despite all the genuine interest shown in the ideas they
propagated. On a more optimistic note, everybody in the reflection session spoke very highly of the
unforgettable experience with the teacher development project seven years ago.

Radislav Millrood is Head of ELT and Applied Linguistics at the University of Tambov, Str. Internationalnaya, 33.
Tambov. 392622. Russia. (+7 0752 720300 (office). Fax: +7 0752 723631 or 710307). Please visit
http://elt.freehomepage.com.

Email: millrood@millrood.tstu.ru or rad_millrood@yahoo.com

IT'S OUR 40TH!
INTERNATIONAL IATEFL CONFERENCE
AND EXHIBITION
HARROGATE 8 ™-12™ APRIL 2005

For this special anniversary we are having our 2006 conference in Harrogate, an
elegant Victorian town located centrally on the UK map in Yorkshire, midway
between the ports of Liverpool and Hull. Our meetings will be in the resplendent
Harrogate International Centre, set in the heart of the town, within walking distance of
hotels, guesthouses, shops, restaurants and the stunning parks and gardens that
testify to Harrogate's reputation as ‘England’s Floral Town’. Yorkshire is a very
special county with its scenery and its literary associations with the Bronte sisters,
James Herriot and Ted Hughes. We hope you will join us for a comfortable and very
interesting stay in this magical county!

PLENARY SPEAKERS
Michael Swan, Bena Gul Peker, Jennifer Coates & Ryu ko Kubota

Details are available on our website  www.iatefl.org

Or email generalenquiries@iatefl.org
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ONE STEPPE AT A TIME

Jake McClure

ELT in Mongolia is alive and well. | hope you enjoy this personal reflection on my first month in Ulaan
Baatar, which includes a short diary of the weird and wonderful circles | have been moving in recently!

Before arriving in Mongolia to start the latest British Council managed Peacekeeping English Project, |
decided to do some research. | read a book about Australians cycling from Moscow to Beijing on
recumbent bikes. | saw a documentary where Ewan McGregor and Charlie Boorman take motorcycles
from London to New York, the ‘Long Way Round’. | ploughed through Lonely Planet, the Brandt Guide
and also looked at a website of an American who decided that Mongolia represents the world’s largest
natural golf course with an 11,880 par, 18 hole course - hazards coming in the form of a difficult to
negotiate bunker - the Gobi Desert. | decided that | could live in this country.

Upon arrival in Ulaan Baatar, | was informed that | had just missed Naadam, the biggest festival of the
year. Huge men squeeze into excruciatingly tight underpants, wrestle each other to the ground,
perform miracles on horses and compete in archery competitions. The victor is awarded a title ranging
from falcon to titan, though this year one supreme fighter was crowned "eye-pleasing nationally
famous mighty and invincible giant”. Then everyone participates in the unofficial fourth ‘manly’ sport -
vodka drinking. ‘Something to look forward to next year’, | thought.

So why am | here anyway? In 1990, Mongolia abandoned its 70-year-old Soviet-style one-party state
and started its transition to democracy and a free market economy. The military system in Mongolia
has faced significant challenges - under funding, traditionally centralised decision-making and power
structures, and limited mechanisms to demonstrate accountability and transparency. Despite the
problems, during the past year a Mongolian peacekeeping contingent consisting of approximately 200
soldiers arrived to assume duties in southern Irag. At the same time, smaller numbers of Mongolian
advisors have helped train members of the new national army in Afghanistan. English will be the key
to increasing the number of Mongolian military personnel capable of participating in peacekeeping
missions in the future. This is what | hope to aid and support.

Initially, |1 will conduct a baseline study to identify training needs in terms of the restructuring and
reorganisation of the ELT system within the Mongolian Armed Forces, which will lead to a mutually
determined country plan. | intend to establish an effective teacher training system for the 24 teachers
in the military institutes in Mongolia, to identify areas for curriculum changes with regard to
appropriateness of courses and testing systems and to look at possibilities of increasing the range of
language training facilities necessary to implement these changes. In doing this, | hope to achieve the
underlying goal of promoting respect for civilian democratic government and practices, and
strengthening human rights and educational co-operation in partnership with the UK and other
countries.

My first month was understandably hectic! Here’s a snippet of an average week in my life so far in the
Steppe:

Monday 15 August

Today is an early start, as | have to liaise with the Head of Foreign Cooperation at the Mongolian
Ministry of Defence. Mongolian time tends to run a couple of hours behind normal time, but the military
tend to conform to the expression ‘with military precision’. It's my second visit to the MoD, and | am
looking forward to seeing the Head, Boldbat, who recently returned from the UK after a training
course. As a senior official with excellent English skills, he represents the ‘new face’ of management
within the Mongolian military. It is an important part of my job to ensure that managers like him receive
maximum support.

| head home meet Jan and his wife for an impromptu Mongolian lesson. Jan was my Mongolian
teacher in Warsaw where | used to live. He is about to start a PhD in ‘Mongolistics’ at the University of
Warsaw, and they are in Mongolia for a month to see the extended family and to catch up with old
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friends. We have a great Korean meal, talk about first impressions of Ulaan Baatar and | feel sure that
I will have major problems conquering this language!

Tuesday 16 August

An early morning drive to the National Defence University, where I'm to visit Enkhee, the Head of
Languages and Amaraa, one of the teachers. We are to discuss the programme of training, which |
am to embark on starting 1% September.

The university itself is characterised by enthusiasm but a relative lack of resources, which hopefully
will improve as the centre matures. I've come to see how | can help out. PEP Mongolia can assist with
relatively inexpensive purchases, such as support materials. | also hope to work with the team in
establishing a self access centre. The teachers and students have displayed a positive attitude to
encouraging a more learner centred approach to language training, and self access language learning
(SALL) could be the way forward.

In the afternoon, | pray for a fast Internet connection in my apartment. In order to save valuable funds
for the local partner institutions, | decided to avoid a broadband connection at home, preferring to use
cards, which provide access to the Internet for a very reasonable price of 8000 togrogs for 30 hours.
The only problem is the speed. | hope to be able to work on updating the Global Issues website which
| look after, but the fish aren’t biting today. | console myself by working offline on an article about
International Human Rights Day which | hope to upload onto the website at some point in the near
future.

Wednesday 17 August

Today is a quiet day, as the University Peacekeeping Centre and General Staff have yet to start the
new courses. | am writing an introductory basic methodology workshop for the teachers, as | am to
conduct three sessions a week in the University. After our initial discussions, | decided to have a
‘Getting to know you’ week to start off with, with all teachers under one roof, and lots of activities
designed to break the ice, inspire a mutual trust and encourage people to be honest about the realities
of teaching English in Mongolia.

Since | have been here in Ulaan Baatar, | have had the opportunity to talk to volunteers, teachers,
trainers and directors from the UK, US, Australia, Canada and Mongolia. They have painted an
interesting ELT scene, which makes up for what it lacks in resources, with bags of enthusiasm. The
teaching of English in secondary schools was introduced after the democratic revolution in 1990. At
that time, there were very few teachers, or indeed citizens in general, who could speak English. But
the country needed to diversify its means of communicating with the international community for
economic, political and cultural reasons.

English is now an entry requirement for colleges and tertiary study and training. The British Council
has not, until now, had a full-time presence in Mongolia. For many years, volunteers through
institutions such as VSO taught Russian teachers to become English teachers, starting with the
alphabet and progressing as far as they could in the course of a six- or ten-month programme. These
volunteers then began working in secondary schools, alongside teachers who had been on short re-
training courses, to work on their daily language and methodology skills.

The case of VSO demonstrates the impact a programme in ELT can have over time. Over 100 ELT
volunteers have worked in Mongolia since VSO started working there in 1992 - the same number that
go to China in just one year. The PEP hopes to also succeed in terms of such a programme, and |
also hope to be available to add support, advice and aid to the Mongolian Ministry of Education, NGOs
and other areas of educational training in Mongolia where the British Council can be of assistance.

Thursday 18 August

A day of proof reading, restructuring and printing. The initial basic training workshop is finished, and |
now need to proof read it before tweaking a few activities and heading into town to print it. | still have
not got around to buying a printer, but it seems to be quicker and cheaper to do bulk copies at one of
the numerous Internet cafes in town. Not being a backpacker (and sometimes feeling very envious), |
am not able to relax for long and discuss where | will be heading to next. As | am heading back home
to piece together the video materials | was working on with a group of Border Guard and Police
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teachers in my previous job in Poland. | want to show the Mongolian teachers what can be achieved in
a couple of workshops, and where it can lead to.

A video on Human Trafficking entitled ‘Open your Eyes’ is an award-winning collaboration between the
International Organisation for Migration, (IOM), Bulgarian and UK theatre groups, and the British
Council Bulgaria Governance project unit. The video formed a part of the PEP Global Issues pre-
conference workshop at IATEFL this year, and was very well received by the participants. We are
presently in the process of developing specific EL materials for this. A second video called ‘Olga’
(produced by CARE International) is also being used by teachers within PEP and the Ministry of
Education in some countries in Europe. Today | am providing the finishing touches to some of the
materials written in Poland, and wondering if | can adapt these materials for use in Mongolia.

Last but not least, | write to Archie Miller-Bakewell, the British Defence Attaché in Beijing. He will be
visiting Ulaan Baatar in early September, and | am just checking if | can be of any assistance with
regard to the preparations for his trip. After an entire day spent indoors, | am pleased to see that it is
still light outside. | walk down to the Mercury Market, which sells everything you can possibly imagine.
With the exception of grapefruit juice — my only gripe!

Friday 19 August

This is my only proper day in the British Embassy this week. In the morning | plough through paper
work concerned with courses and workshops for tutors, along with my own visits within Mongolia. | try
to catch up on the Human Rights project within PEP, which will involve a series of events to coincide
with International Human Rights day in December. The Embassy closes at 13.30 on a Friday, so |
spend the last half an hour briefing the Ambassador on the weeks’ comings and goings. | find it
difficult to refrain from using esoteric military and NATO-type terminology, as that's how | talk in my
usual working environment. | get through however and look forward to the weekend - hiking in the
beautiful surrounding countryside with some Mongolian friends. No sign of winter yet, so best to get as
much outdoor exercise in as possible. Winter can see temperatures as low as -45!

The PEP in Mongolia is very young. The British Council’s involvement in general will be minimal with
only my presence here on a full-time basis. However | hope to support the Ministries of Defense and
Education as best as | possibly can, but most importantly, | hope to provide much needed permanent
support for teachers with a view to creating a more sustainable system within the language
departments of the Mongolian military institutions. | hope for this in turn, to aid the Ministry of
Education in terms of testing, training, self access language learning, online support and materials
selection. Oh, and of course to work on the Gl website! If the connection is kind to me...

Jake McClure is the British Council Peacekeeping Project Manager in Ulaan Baator, Mongolia. He also manages
the IATEFL GISIG website (www.iatelf-gisig.org). He has taught, trained, consulted and managed in six different
countries and is studying for an MSc in Developmental Management.

Email: britcoun.mongolia@gmail.com

ADVERTISING WITH GISIG

If you are reading this, so are plenty of other people ... and they could be interested in what
you have to offer. GISIG aims to produce three publications per year

BACK COVER: £150
FULL PAGE: £120
HALF PAGE: £ 70
QUARTER PAGE: £ 40

INSERTS
Please contact IATEFL head Office for issues price per brochure, diskette or CD-Rom.
Next Issue Due out June 2006

Contact g.hall@unn.ac.uk to advertise
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MAKING GLOBAL ISSUES LOCAL

Adrian Tennant

As a materials writer and teacher trainer, and one who is particularly interested in Global Issues, |
have often been asked why course books always seem to include the same GI topics and why these
topics are nearly always dealt with in such broad terms. To be honest, this complaint — that most
course books are too generic and do not address local needs and issues — is usually levelled at all
aspects of course books. However, as most of these course books are written for an ‘international
market’ this is not really a surprise. What does surprise me is that writers, trainers and teachers
themselves have not done more to address how these materials could be made more local in context.

I think one of the problems is in the very name Global Issues itself. Although these issues are global
one of the most important aspects about them is that they are local as well, or at least there are local
consequences. If they weren't, then their relevance and importance to students would be far less than
it is. Maybe it is time for a more local focus on what is global and, to achieve this, only those people
with local knowledge (usually the teacher and students) can really do much about it.

After all, what do generic issues such as peace, justice and equality; human rights and social
responsibility; globalization and world development; social identity; and the role of the English
language and English Language Teaching in the world?, really have to do with individual students in
individual classes around the world? Sure, if you ask students if they think these topics are important
or interesting they will usually say ‘Yes'. (Although | have heard more than one student groan when
the next topic in the course book has been Pollution or Women's roles etc). But how relevant is ‘Smog
in LA’ or ‘Tigers near extinction’ or ‘Fairtrade — what’s on your shelves? to students studying English in
Spain or Poland or Argentina or Hong Kong or many other countries in the world?

However, these topics, and the way they are dealt with in course books, often provide an excellent
way into looking at more local issues. | have found that once you localize the topic and issue there is
so much more you can do with it. In fact, you can almost generate an entire course simply from one
topic. So, how do you go about localizing a Global Issue?

Let’s take two very common Global Issues — Endangered animals and Natural resources — and look at
how we could localize these issues.

Endangered animals

Almost all the lessons | have come across in course books focus on one of three animals; The Giant
Panda, Tigers or Rhinoceros. Beautiful animals, no doubt. Endangered, no doubt. But how meaningful
are these animals to the majority of our students? And, why exactly should students care about
animals becoming extinct? But, if students become aware of many of the factors underlying the issues
of endangered animals, and these can be linked in with their own daily lives, then the relevance of
animals such as The Giant Panda or Rhinos becomes clearer.

Start your lesson by brainstorming the names of endangered animals (and/or follow some of the
materials in the course book), where they live, why they are endangered. Elicit ideas such as
hunted/poached, destruction of environment etc. and write these all up on the board (using a
spidergram can be a nice way of collating the information). If it hasn’'t already come up, raise the
concept of the Food Chain and check that your students understand it. Tell your students that you
want them to look at these ideas and issues more closely, but this time on a local level.

Put your students in groups and ask them to think about where they live. Write up some focus
guestions on the board, for example:

* Has the place you live changed in the last five/ten years?
e Are there more houses? More trees?

e Do farmers grow the same crops?

e Have farmers, or other people, changed the land?*

* Do you see the same animals? As many?
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e Are there any new animals?
e  Where did they come from?
¢ What impact are they having on the local wildlife etc.?

Give groups plenty of time to answer these questions and think of any other related questions/issues.
Monitor, prompt and help (if you know of any local issues you may want to add those to the mix — but
sometimes it's best to give students a free rein, otherwise every group ends up looking at the same
things).

Depending on time, and availability of things such as the Internet etc, you can turn this into a project.
Groups go away and research a particular aspect of the topic, in subsequent lessons a certain amount
of time is devoted to groupwork where the individual members of each group can exchange
information within their group. Finally, in a given lesson (or sequence of lessons), each group reports
back on what they found out. This can be done through a variety of methods e.g. powerpoint slide
show, poster, or even a lesson conducted by a group. For example, one group once ‘taught’ a lesson
that included a reading text and a role play on the rights, wrongs and what should be done about the
particular situation.

Initially using (some of) the material from the course book as a springboard into the topic often helps
students think of some of the issues, as they usually include things they have already heard about.

Natural resources

At the end of a lesson leave yourself about ten minutes. On the board write up the words Natural
resources and brainstorm some examples. It might well be that one in particular is a local issue and
you want to focus on that. However, if none of them strikes you as locally relevant then choose one
e.g. water, oil/petrol to focus on (In this particular example I've taken Water as my lesson focus). Then
set the students some homework — to find out 5 facts about water (or whatever you have chosen as
your focus).

In the next lesson put students into groups and ask them to make a ‘factsheet’ about water. Then, on
the board, write up the following questions:

e How much water do you use every day?

¢ What do you use the water for? Is it all necessary?

« Do you ever try and ‘save’ water? How (what do you do)?

« What is the most important thing you use water for?

« Is there anything you do with water which is absolutely essential?

< If you were limited to only five litres per day what would you use it for?3

Ask students to discuss these questions in their groups before asking a few students to report back on
their discussion to the whole class.

Next, give students the choice; of designing a survey looking at water use, or thinking of five ways of
saving water and how they would persuade people to carry out these water-saving measures. For the
survey they should plan to ask at least five people the survey questions. For homework get students to
interview five people and complete the survey. In the following class, tell the students to collate their
survey results and present them in the form of a chart or graph. Those who are looking at water-
saving measures should discuss their ideas and think about the practicalities (they might even want to
try out some of the ideas e.g. putting a brick in a plastic bag inside the cistern tank of the toilet, turning
off the taps while brushing their teeth etc).

By making Global Issues local a number of things seem to happen. The first is that students become
far more involved in the topic, often to the extent of the theme leading to a whole series of tasks and
lessons. Another interesting phenomena is that the amount of language generated seems to far
exceed that originally included in the course book lesson, and the language is often of more
immediate use to the students. Finally, there is a practical aspect to these lessons. Rather than simply
being English lessons, and a means of improving students’ language skills, the lessons can be a
means of activating students and getting them to do something constructive in terms of a Glocal
Issue4.
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In almost every area generic course books can be localized, but when the topic is a Global Issue,
failure to do so is an opportunity missed to turn awareness into action.

Notes
IThis list was taken directly from the Global Issues website - http://www.iatefl-gisig.org/index.htm

2 Although these are not actual headings from course book lessons they bear a close resemblance to
many currently in print.

3 Most sources state that a minimum of two litres of water is needed by each person per day for
survival.

4 Glocal — Global & Local

* For example, a group might take a wading bird that used to be common in their area. They may note
that farmers have drained fields that used to be wetlands in order to grow crops or graze cattle. By
draining the wetlands, the farmers have altered the environment and the habitat in which animals such
as frogs and insects that the wading birds fed on lived.

Adrian Tennant started teaching in Spain and has also lived and worked in France, Hungary, Ecuador and the
UK. His first serious foray into Global Issues was when h worked in Hungary. From October 1993 to January 1994
he was responsible for training US Peace Corps volunteers working in Hungary. The theme of the training
programme was EFL Methodology and Environmental Issues.

Although much of the material he writes today is for International Books (the most recent being Straight Forward,
Macmillan), he has been fortunate enough to be involved in writing projects for specific areas e.g. Uzbekistan
(English Matters — a five level series for 11-16 year olds). Such experiences have given him the chance to think
about Global Issues on both a global and a local level.

Email: adrian.tennant@ntlworld.com

UPDATE YOURSELF...

Some of you will recently have received an email from me (i.e. the
SIG Coordinator) introducing the new members of the Global Issues
SIG committee ...... BUT, many of you will not have got anything as
we don’t have email addresses for you — or the ones we DO have
are out of date and not working any more.

We would very much like to be able to keep in touch with you on a
regular basis, with news, updates, questions, comments reports,
etc.

If you would like to update your IATEFL GISIG profile, please get in
touch with me directly with the following information:

First name:

Family Name:

IATEFL Membership number:
Email address:

| will then ensure that your details are updated. | look forward to
hearing from you...
Graham Hall g.hall@unn.ac.uk
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Resource Summary

GENDER ISSUES TODAY
by
Jane Nakagawa

Title: Gender Issues Today
Authors: J Nakagawa (ed). et al

Gender Issues Today is an intermediate English level EFL textbook co-authored by roughly a dozen
teacher-activist-researchers who work in Japan or once did (two of the authors are/were based in the
USA and Africa but formerly worked in Japan).

The sixteen chapters together form an introduction to gender issues around the world, suitable for
young adult or adult learners.

Chapter one tackles the topic "What is gender?" Subsequent chapters each treat one important issue
or theme, such as gender and language, domestic violence, heterosexism, masculinities and men's
movements, gender socialization, family issues, reproductive rights, gender and AIDs, gender and the
environment, sex work, and others.

Each chapter contains a reading about the chapter theme, key word list, comprehension questions
about the reading, a discussion activity where students create most of the discussion questions
themselves, plus additional activities that include journal writing, writing stories and poems, making
drawings, participating in debates or role plays with other students, mime, doing additional research,
and others.

Also included is a bibliography of sources consulted for the chapter readings and two prefaces, one to
the student and another that gives suggestions to the teacher for using the book.

In an attempt to accommodate diverse learning styles, the learner activities over the course of the
book activate the full spectrum of Gardner's multiple intelligences and all of the MBTI psychological
type preferences.

Publisher Tokyo Shuppan Service Center, Tokyo, Japan ISBN# 4-9902208-8-9
Price 1200 yen per copy in Japan; additional postage and handling charge for international orders.

To order : contact Mr. Kawamura, Tokyo Shuppan Service Center, Tokyo, Japan at kawamura@c-
enter.co.jp or FAX (in Japan) 03 5688 5802 ]

Currently the book is only available directly throu gh the publisher

After receiving her MA in TESOL and BA in Creative Writing/Literature, Jane Joritz-Nakagawa moved to Japan in
1989 where she still resides. Currently she is Associate Professor at Aichi University of Education, a national
university, where she teaches undergraduate courses in teaching methodology, cultural studies and human rights,
gender, and English. Research interests include learning styles and cooperative learning as well as experimental
poetry.

Email: vf2j-nkgw@asahi-net.or.jp
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LINKS OF INTEREST FROM THE GISIG DISCUSSION LIST

Estelle Angelinas

GISIG Discussion List Moderator

Here are a few of the links that were posted from time to time on the list, during September and
October 2005, along with a brief description. These links represent the different interests and topics
discussed on the list.

http://www.ethnologue.com

SIL International: This is an encyclopaedic reference work cataloguing all of the worlds 6,919 known
living languages. Can you imagine the work that went into compiling all this information?

http://www.bbc.co.uk/voices

This is an interactive site of recordings of different voices and dialects. Something similar could easily
be done in class, by recording your students’ voices and listening to them.

http://www.vso.org.uk/resources/global-educators-re gister.asp

A national online register of professionals with international experience who are willing to assist
teachers interested in global education. This is a good way to learn about the world and dispel any
misconceptions and prejudices.

http://www.qginie.org/crisis-links/prof/edu-crisis-h tml

A site about the problems of educating children, youth and women around the world. According to
statistics, in many countries women and children still lack a decent education.

http://www.e-0-n.org

The home site of English for Sustainability. It lists many of the different projects the organization has
done. It is one of my favourite sites.

http://www.earthrenewal.org

A teachers’ resources site with links to many topics, i.e. Tolerance, special needs. It has very
interesting ideas.

http://www.greens.org/s-r/05/05-34.htm

Reviews and resources on Critical Citizenship.

http://firefish.com.sqg/linquistics/html/index/html

A TEFL site for missions. It is one of many such sites found on the Internet.

http://www.tolerance.org/101 tools/index html

This site has 101 ideas on how to practice tolerance at home, at work, at school or in your community.
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Global Issues
Special Interest Group

The Global Issues SIG, created in 1995, aims to
provide a forum among ELT practitioners to stimulate
awareness and understanding of global issues, and
to encourage the development of global education
within language teaching.

Our aims

To assist in the exchange of information and
ideas surrounding issues within ELT such as
peace, justice and equality; human rights and
social responsibility; globalisation and world
development; social identity; and the role of the
English language and English Language
Teaching in the world.

To exchange ideas on integrating peace
education, human rights education, development
education and environmental education into
language teaching.

To help members fulfil the two roles a language
teacher has in society: the conveyer of linguistic
knowledge and the educator to enable students
to understand better how the modern world
functions.

To equip learners with the knowledge, skills and
values which can help them confront both local
and global problems.

To promote a less Eurocentric perspective within
ELT.

To provide a counterbalance to the idea of
language teaching as necessarily high tech and
profit generating. For example, we hope to
provide a forum for those developing successful
methods of teaching large classes with minimal
resources - typically working within poorly funded
state systems in the developing world, where the
majority of students learn English.

What we offer
GISIG aims to offer members:

e 3 mailings per year ( 2 newsletters and one
other publication), including a wide range of
articles and reviews.

e Alively online Discussion List

e GISIG programme at the Annual IATEFL
Conference

 Pre-Annual Conference Events and other
GISIG events

* Preferential rates for attending events;

« Website - including electronic newsletter,

» articles, contacts list, news of events

GISIG Committee Members

Coordinator: Graham Hall
Newsletter Editor: Esther Lucas
Discussion List Moderator:
Estelle Angelinas
Website Manager: Jake McClure
Joint Events Coordinators:
Wolfgang Ridder
Lin Peachey
General Committee Members:
Stuart Simpson
Eleanor Watts
Leo Marin
Paul Woods

For more information about the
SIG contact:

Graham Hall

English Language Centre
Northumbria University
Newcastle upon Tyne
NE1 8ST

UK

Email: g.hall@unn.ac.uk

or any other committee member

For more information about
IATEFL contact:

The International Association of
Teachers of English as a Foreign
Language

Darwin College

University of Kent

Canterbury

Kent, UK

Tel: + 00 44 (0)1227 824430
Fax:+00 44 (0)1227 824431
Email:
generalenquiries@iatefl.org
http://www.iatefl.org
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