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Abstract 

This thesis explores the ideological constitutions of English and its speakers in Japan, drawing on language ideology theory. The theory, which originates from linguistic anthropology, views ideologies as people’s thoughts, beliefs, and feelings about language rather than as top-down forces. The thesis therefore aims to examine how people engaging with English in Japan understand the language, and what language ideologies constitute or are constituted by their engagements with and understandings of English.  As research sites where people engage with English, the thesis focuses on self-help English language learning (ELL) books, Philippines-based Skype English conversation (eikaiwa) lessons, and English as an official corporate language (EOCL) policies in Japan-based enterprises. Through a lens of critical multimodal discourse analysis (CMDA), different types of data collected from these three research sites, such as the contents of the self-help ELL books, promotional materials produced by Philippines-based Skype eikaiwa providers, online customer reviews on the books and providers, and interview findings regarding EOCL policies are analyzed. By doing this, the thesis untangles the complicated intersection of people’s engagements with English, what they think of the language and its speakers, and what kinds of beliefs and feelings they have toward them.  The findings suggest several important considerations. First, they show that my participants are involved in English or ELL far more divergently than what language use and language learning mean in the conventional sense. To further 



x 
 

explore this phenomenon, the thesis proposes two new ideas (‘engagements with English for self-development’ and ‘engagements with English for male gratification’), asserting the need to reconsider the notions of language use and language learning. The findings also demonstrate that in the course of engaging with English or ELL, the participants conceptualize the language and its speakers in specific ways. The native speaker, for example, is often considered as someone who is qualified to judge whether particular English is ‘correct’ or not, based on his/her intuition. However, the findings simultaneously indicate that this sort of conceptualization is not fixed but rather is constantly negotiated; the notion of the native speaker is socially, culturally, and ideologically constituted through people’s discursive practices, and the glorification of ‘native English’ is not absolute.  The thesis contributes to providing more comprehensive understandings of English and ELL by developing the idea of ‘engagement’ instead of utilizing the more traditional notions of ‘use’ and ‘learning.’ The thesis also advances the theorization of language ideologies within critical inquiries in language studies, helping usher in significant changes in both Japan’s and the world’s language education. 
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Chapter 1 

Introducing the Study 
 

1.1 What is this thing called English? English. What is it? I have pondered this question ever since I became aware of this thing called English. In his book entitled What Is This Thing Called 

Language? Nunan (2007) states that if he were asked for a single-sentence answer to the question, he would reply, “It’s the stuff that surrounds us!” (p. 1). English would, by this definition, be things that envelop our lives. Considering that English is taught, learned, and used in our daily lives, certainly the language encompasses us. Indeed, as a doctoral student in Australia and former schoolteacher of English in Japan, I listen to, speak, read, and write in the language every day. However, in addition to the idea that language is the stuff that surrounds us as a means of communication or expression, there is another crucial view about it: that is, language as a discursive construct. As Seargeant (2009) points out, “we talk not only via language but also about language” (p. 1; emphasis added). In this respect, while English is surely in the world as the material that encircles us and assists our expression or communication, the language also exists as a construct that has been socially, culturally, and historically produced through our utterances about it. To put it differently, “[w]hat we call and recognize as the language of English is an ideological 

construct and an outcome of a series of processes” (Park & Wee, 2012, p. 105; emphasis added) that constantly emerges from people’s discursive practices, as will be discussed in further detail throughout this thesis. 
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 In the thesis, starting with this perspective, I aim to explore the ideological constitutions1 of English and its speakers in Japan. More specifically, I examine the ways in which people engaging with English in Japan understand the language, and what language ideologies constitute or are constituted by their engagements with and understandings of English. To this end, drawing on language ideology theory (e.g., Blommaert, 2006; Heath, 1989; Irvine, 1989; Kroskrity, 2004; Park, 2009; Piller, 2015; Seargeant, 2009; Silverstein, 1979; Woolard, 2004) as well as folk linguistics (e.g., Niedzielski & Preston, 2003; Paveau, 2011; Preston, 1993; Seargeant, 2011b; Wilton & Stegu, 2011), I critically analyze English-related written texts, visual images, and narrative accounts generated from multiple research sites2 mainly within Japan (see Chapters 2 and 3 for more on the theory and the methodology respectively). The immediate research sites are as follows: self-help English language learning (ELL) books, Philippines-based Skype English conversation (eikaiwa) lessons, and English as an official corporate language (EOCL) policies in Japan-based enterprises.  In the thesis, through analyses of this mixed set of data and in the subsequent discussions regarding the ideological constitutions of English and its speakers, I 
                                                   1 I adopt the term ‘constitution’ instead of ‘construction’ throughout this thesis because I consider it a better word to express the ongoing process of language being ideologically produced. 2 Philips (2000) distinguishes the notion of ‘site’ from that of ‘context’ in that the former can be viewed as a socially and culturally constructed place where discourse is generated, whereas the latter generally refers to a domain of language use. Park (2009) also argues for the importance of this distinction in language ideology studies because one of the central purposes of the studies is to explore “a culture-specific understanding of a scene of discourse production” (p. 22). Following these two researchers, I employ the term ‘research site’ rather than ‘research context’ in this thesis (see Chapter 2 for more on discussions about the interconnection between research sites and language ideologies). 
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also develop the idea of ‘engagement with English.’ By proposing this idea for better comprehension of people’s relationships to the language, I assert the necessity of reconsidering notions such as ‘language use’ and ‘language learning,’ which have been commonly employed in the fields of applied linguistics, teaching English to speakers of other languages (TESOL), and sociolinguistics.  In this chapter, I introduce the three immediate research sites. I also present research questions, argue for the significance of the study, and outline each chapter. To begin my discussion, I describe Japan, the broader research site, and problematize the traditional sociolinguistic belief that it is a country where English is seldom used as exemplified in the World Englishes (WE) framework (e.g., Kachru, 1985, 1992). As will be explained in further detail in the next section, this problematization is closely connected with the proposition that when the notion of language use is understood differently, the customary view of Japan as a country where English is not utilized very often demands further scrutiny. This proposition is established by the argument that rather than continuing to adopt the terms ‘use’ and ‘learning’ in the conventional sense, it is necessary to develop the idea of ‘engagement’ to thoroughly comprehend the relations between people in Japan and the English language.   When I describe the broader research site of Japan, bring the WE framework into question, and advocate the need for the idea of engagement, I make a passing reference to a section of the primary data collected for the study. This practice, namely the utilization of data before detailing the research design, explaining the data collection and analysis procedure, and introducing the research participants recruited for the study, may go against thesis conventions. 
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Yet, by partially subverting those traditions, I would like to emphasize the reality that research does not necessarily progress in a linear manner and that the very data gathered often help researchers to better recognize the nature of the research sites and the central concerns of the study. 
 

1.2 Broader research site: Japan 

1.2.1 Problematizing the WE framework Of the several paradigms theorizing the global spread of English, the Three Concentric Circles (Inner, Outer, and Expanding Circles) model within the WE framework formulated by Kachru (e.g., 1985, 1992) is the most famous and influential (Seargeant & Swann, 2012). Since its inception over 30 years ago, this model has contributed greatly to enhancing the awareness of the notion of ‘Englishes’ in the fields of applied linguistics, TESOL, and sociolinguistics. The model has served to legitimize different varieties of English by confronting the traditionally entrenched idea that these varieties are faulty or inferior versions of Inner Circle Englishes such as American or British English. Yet, while being quite helpful in decentering so-called native speaker norms, the WE framework has also been called into question (e.g., Canagarajah, 1999b; Fujiwara, 2012, 2014; Hino, 2009, 2012; Park & Wee, 2012; Seargeant & Swann, 2012; Seidlhofer, 2009; Tajima, 2015, 2016; Tupas & Rubdy, 2015). One of the major criticisms has been directed to the uneven interest in each circle displayed in the framework. Although the framework gives special focus to local varieties in Outer Circle countries such as India and Singapore, it has less discussion about the Expanding Circle, where English is conventionally viewed as a foreign language. With regard to this tendency, researchers working on Expanding 
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Circle countries often lament that the Englishes in the circle cannot help depending on the Inner Circle for their norms and end up remaining “exonormative” (Kachru, 1985, p. 17). As a result, numerous studies have tried to redress this insufficiency within the WE framework (e.g., Fujiwara, 2012, 2014; Hino, 2009, 2012; Morizumi, 2009; Park, 2009).  Japan is one of the countries actively involved in this movement. Fujiwara (2012, 2014), for example, identifies which Japanese words are borrowed into English usage by ‘Japanese people’3 and examines the possibility of these words being recognized by other international users. In doing this, he attempts to capture the lexical features of Japanese English and explore endonormative models for Japanese learners of English (Fujiwara, 2014). From a more pedagogical perspective, Hino (2012) proposes a new model of Japanese English (MJE). The MJE, which is designed based on his own university classroom practices, includes phonological, grammatical, lexical, discourse, and sociolinguistic characteristics that are more familiar to and easier for Japanese learners of English than the standard pedagogy (Hino, 2012). Hino believes that the MJE would assist the learners in expressing their “Japanese values in international communication” (2012, p. 30). He also hopes that this attempt “will help pave the way for the autonomy of English language teaching (ELT) in the Expanding Circle, a privilege that has been allowed in the WE paradigm only for the Outer 
                                                   3 “To whom does it refer?” This question arises whenever the term ‘Japanese people’ is used; studies such as Heinrich (2012), Sakai (1996), and Yasuda (2003) elucidate this issue in relation to the constitution of the Japanese language. In order to indicate that the definition of ‘Japanese people’ is very complicated and political, I have enclosed the term in quotation marks here. However, I will stop this practice hereafter to avoid clumsiness despite my awareness of difficulties that may stem from this decision. The same problem also holds true for terminology such as ‘Filipino/Filipina tutors’ and ‘native (English) speakers.’ See Chapter 6 for further discussions about the notion of the ‘native (English) speaker.’ 
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Circle with national varieties of English” (2012, p. 29).  Unlike those who strive to explore their own norms, other researchers level the more fundamental criticism that different varieties of English are categorized along national lines within the WE framework (e.g., Bruthiaux, 2003; Canagarajah, 1999b; Kubota, 2015; Park & Wee, 2012; Pennycook, 2007a; Seargeant & Swann, 2012; Tajima, 2015, 2016; Tupas & Rubdy, 2015). As grounds for this argument, it is often mentioned that the nation-state division of English cannot fully explain the complexity of the situations in which English is currently being used. First, even within each country, there are numerous varieties of English. As Seargeant and Swann (2012) point out, categorizing everything and everyone within a country into the same group disregards these varieties. Indian English, for example, cannot be a monolithic representation of all forms of English used in India.   Second, in this globalized world, where people frequently move across national borders, “there is a need to attend to Englishes that may exist at the subnational as well as transnational levels” (Park & Wee, 2012, p. 66). As Blommaert (2010) argues, this view suggests that it is no longer applicable to consider “language and language events from the fixed position in time and space attributed to them” (p. 21). Here, the WE framework is challenged not because it fails to cover every country equally, but because the country-based division itself is problematic. In brief, the very notion of national varieties such as Indian English and Singaporean English is under scrutiny. 
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1.2.2 Japan, a country where English is seldom used? Proposing 

the idea of engagement  In relation to the criticism against national English varieties, another important concern is whether the conventional perspective of language use is really relevant when addressing the current global spread of English. To further explore this concern, I introduce statements presented by Yano, a prominent WE researcher in Japan. In his papers, Yano frequently comments that “[English] will probably never be used within the Japanese community” (2001, p. 127; emphasis added) or “English is never used among the Japanese” (2011, p. 133; emphasis added). Given the fact that English has no official status in Japan and the majority of Japanese citizens do not need to interact in the language in institutional domains of society, these statements are understandable; if we were to follow the WE framework, it could not be denied that Japan belongs to the Expanding Circle. However, as Park and Wee (2012) point out, “there exists a range of practices that involve the local appropriation of English” (p. 67; emphasis added) in so-called Expanding Circle countries and these practices are beyond the established view of language use. In fact, as linguistic landscape studies on Japanese society indicate (e.g., Backhaus, 2007; Kallen & Dhonnacha, 2010; Seargeant, 2011b), despite its unofficial status, English is quite often appropriated in product names, signs, advertising, and pop culture in the country, and people who consume these artifacts are also involved in the language practices.  One example of these local language practices is an advertisement for a new suitcase that appeared in a business magazine: 
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Figure 1.1: Advertisement for a new suitcase (Source: Diamond Weekly, January 11, 2014) 
 As Figure 1.1 shows, the name of the suitcase is ‘STLIGHT.’ This word sounds strange to those very familiar with English since the consonant cluster ‘STL’ does not exist in so-called Inner Circle varieties; in this respect, the name is impossible. However, the nomenclature does make sense to those who speak Japanese and have some knowledge of English. This is because a sales pitch written in Japanese is also provided in the advertisement: ‘(motto karuku, motto tsuyoku),’ whose English meaning is ‘lighter and stronger.’ This sales pitch helps Japanese speakers with some knowledge of English recognize that ‘STLIGHT’ is the combination of the two words ‘strong’ and ‘light.’ 
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Another case of such appropriation of English can be evidenced in puns often heard in Japan. As researchers such as Inagawa (2015) and Schering (2016) demonstrate, English is creatively blended into the Japanese lexicon or vice versa as useful resources for eliciting humor. One of the examples offered by Schering (2016) is the logo ‘I LOVE YOU SO MATCHA,’ which is emblazoned on goods such as coffee mugs and T-shirts:  

 
 

Figure 1.2: ‘I LOVE YOU SO MATCHA’ (Source: Schering, 2016, p. 289) 
 This logo, usually accompanied by a visual image of  (matcha, powdered Japanese green tea) poured into a cup, makes use of the similar homophony between the English word ‘much’ and the Japanese term ‘matcha,’ conveying two messages: ‘I love you so much’ and ‘I love matcha’ (Schering, 2016). According to Schering, the two messages ultimately “reinforce each other to express in an economic and creative way the high regard extended to green tea: ‘I love Matcha very much!’” (2016, p. 288).  
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These two examples provide us with an opportunity to carefully contemplate what the notion of English use means. As mentioned earlier, given the fact that English is not officially adopted in most institutional domains of society, the language could be described as being seldom used in Japan. Yet, what if we move beyond this established view of language use and embark on an attempt to think about it differently? What if we try to grasp it in a much broader sense and attach greater importance to the perspective of appropriation, which is defined as “taking something that belongs to others and making it one’s own, using it for one’s own purposes, and with one’s own intentions” (Lin, Wang, Akamatsu, & Riazi, 2002, p. 314)? What if we take into account the thought that people “manipulate the multilingual resources they have available to them” (Otsuji & Pennycook, 2010, p. 241) rather than merely use distinct languages? From these standpoints, an alternative term would be necessary to cover every language practice, including the examples given above, and I would like to develop the idea of engagement throughout this thesis.  It is also crucial to incorporate discussions on language-related issues into the scope of the idea of engagement. In this context, I reiterate Seargeant’s (2009) statement that “we talk not only via language but also about language” (p. 1). Indeed, people in Japan talk quite often about English, ELL, and English language teaching (ELT) in various local milieus. A classic instance of such discussions concerns utterances made in English by Japanese athletes and celebrities. Recently, a young professional baseball player, Shohei Ohtani, decided to transfer to Major League Baseball in the USA and a farewell press conference was held in his current team’s home stadium. At the press conference, he said only a few words in English, but numerous news articles and 
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TV programs made a big deal of this speech, reporting it with headlines such as “ (Starting off with a greeting in English!). 4Additionally, several ordinary bloggers wrote posts that focused on an evaluation of the quality of his English, although all he said was, “Long time no see. I’m Shohei Ohtani. Thank you all for coming to see [the] press conference. Please enjoy!”  In a similar manner, some YouTubers regularly create video clips featuring English spoken by distinguished Japanese people with captions such as “ (the English proficiency of stars)” and “  (stars skilled in English).” Most of these video clips have been watched by over two hundred thousand people and the comment sections below the videos contain numerous reviews that express opinions such as “A’s pronunciation is super good!,” “B’s English has an Australian accent,” and “C speaks Japanese English.” These viewers as well as the bloggers can be described as actively engaging with English even if they do not use the language in the traditional sense. It can also be argued that their engagements with English are inextricably connected with particular thoughts and beliefs they have about the language: that is, their language ideologies (see Chapter 2 for more on language ideologies).  The data I have collected for this study also demonstrate that people in Japan frequently talk about English-related issues. Although I address the active manner in which my research participants react to and discuss the issues in further detail in later chapters, I present one example here to help me contend 
                                                   4 The URL to the news article with this headline is as follows: www.sanspo.com/baseball/ news/20171226/mlb17122605050001-n1.html (last accessed on December 27, 2017). 
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the need to reconsider the conventional view of language use and develop the idea of engagement. The illustration concerns my third research site, EOCL policies in Japan-based enterprises.  Recent years have witnessed a growing interest in the adoption of English as an official corporate language by Japan-based enterprises (Murata, 2016). Two famous enterprises that have already enacted EOCL policies are Rakuten Inc. (hereafter Rakuten, an enterprise running the largest online shopping site in Japan) and UNIQLO CO., LTD. (hereafter UNIQLO, a popular fashion retailer). The establishment of such internal language policies by these two enterprises has drawn considerable public attention because the CEOs have voluntarily selected English as a lingua franca of their organizations. This sort of intentional and top-down decision has made a great impact on both industrial and ELT circles (e.g., Murata, 2016; Oda, 2010; Takahashi, 2010). It has also created what may be called ‘urban myths’ about language practices not only within Rakuten and UNIQLO but also in the premises of other enterprises that have endorsed EOCL policies:      Urban myth 1 
 
           In Marufuku,5 even the cafeteria menu is written in English. As a result, some employees ordered what they did not really want to eat because they could not understand what the choices were.   
                                                   5 Marufuku is one of the enterprises that have adopted English as an official corporate language. A pseudonym has been applied to preserve the enterprise’s anonymity as some of my participants are affiliated to this organization. 
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    Urban myth 2  
          A Marufuku project leader was using English to conduct a meeting with his team members. In the middle of the meeting, the leader said, “What I’m going to say from this point is very important, so I’ll tell you the rest in Japanese.”  Modern folklore tends to be obscure in its origins and the source of these urban myths is unknown. They are, however, often heard online and offline in Japan as funny, ironic, or unfortunate outcomes of EOCL policies. The myths sometimes display a negative evaluation of the endorsement of EOCL policies within Japan-based enterprises; at other times, they lead to criticizing the ELT in Japan’s schools for not adequately developing the English proficiency of students. The urban myths are occasionally refuted by employees working in the enterprises in question. For example, Shota, one of my interviewees from Marufuku (see Chapter 3 and Appendix 1 for more on his profile), remarked that the anecdotes about the enterprise’s language practices are twisted to some extent. In response to my question seeking his thoughts on how people outside Marufuku talk or write about its EOCL policy, he said, “(Some are true, but others are somehow a little bit exaggerated)” (Dec.16.2014).6 With regard to the first urban myth in particular, Shota stated with soft laughter:       
    (1) Dec.16.2014 S: Shota          S: …  
                                                   6 (Dec.16.2014) indicates that this account was produced from the interview conducted on December 16, 2014. This convention applies to all interview data used hereafter. 
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           When you go to the cafeteria, you’ll see a display of meal replicas and the English [menu]. What I guess is, er…, everyone has a look at those replicas and decides [what to eat] (laugh). […] So I guess like nobody particularly reads the English.   We can see that by his reaction, Shota contests the humorous anecdote about the cafeteria. He implies that even if employees lack English proficiency or knowledge, they make use of the visual cues offered (the model meals on display) and rarely place a wrong order at the office dining hall. What is also interesting about the narrative account above is that by stating his opinion in this way, Shota consciously or unconsciously argues that language does not function on its own in the real world. In other words, by pointing out that 
“nobody particularly reads the English” in the cafeteria, he suggests that “languages are only one part of a multimodal … environment” (Pennycook & Otsuji, 2014, p. 171).  Although Shota, as a Marufuku insider, casts doubt on the authenticity of the anecdotes, my intention in introducing the anecdotes and in including his reactions to them is not to examine whether they are true or false. Rather, I would like to demonstrate how English-related issues such as the EOCL policies of Japan-based enterprises tend to be matters of public concern in Japan to such an extent that plausible modern folklore has been created around the phenomenon. I also aim to clarify how people, including the employees in question such as Shota, engage in these public discussions on English-related issues by offering their own views on the urban myths. Ultimately, these engagements with English contribute to the ideological constitutions of the language (Seargeant, 2009).  
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When Pennycook (2010) discusses his conception of language as a local practice, he distinguishes it from language use. According to him, language use implies that “languages exist out there in the world and can then be taken up and put to some use” (p. 8), whereas language practice indicates that “language is a product of social action, not a tool to be used” (p. 8). In his view, language does not exist as a pre-given or a discrete system but always emerges from people’s everyday local practices. It is also vital to note here that this notion of language as a local practice incorporates the “ideolingual implications” (Pennycook, 2010, p. 86) of the practices. To put it differently, local language practices always get involved with language ideologies, that is to say, “the ways in which languages are understood locally” (Pennycook, 2010, p. 7). Given this perspective, what matters when addressing the global spread of English is not so much to discuss it within the WE framework that presupposes the conventional view of language use or to bemoan the fact that Expanding Circle countries such as Japan are out of the loop in the framework. Rather, it is crucial to explore what language ideologies constitute or are constituted by people’s everyday English practices, which include not only the use of the language in a narrow sense but also the local appropriation of the language as epitomized by the exemplars of ‘STLIGHT’ and ‘I LOVE YOU SO MATCHA’ mentioned above. The language practices also cover reactions to and discussions on English-related issues such as EOCL policies in Japan-based enterprises. In this study, viewing all these practices as ‘engagements with English,’ I examine how people engaging with English in Japan understand the language, and untangle the relationships between their engagements with English and the language ideologies surrounding the engagements.  
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In Section 1.2, I have reviewed the WE framework and problematized its perspective that Japan is a country where English is seldom used. I have, instead, proposed the idea of engagement to address the appropriation of English and the local discussion about the language. Furthermore, I have advocated the investigation into the ways in which the language and its speakers are ideologically constituted through people’s discursive practices. In the next sections, I set out the three immediate research sites (Section 1.3) and introduce the research questions of the study, discussing its significance (Section 1.4). I also present the outline of the thesis (Section 1.5).  
1.3 Three immediate research sites This study draws on data related to self-help ELL books, Philippines-based Skype eikaiwa lessons, and EOCL policies in Japan-based enterprises. In this section, I describe the nature of each of these three sites and assert the significance of this selection.  
1.3.1 Self-help ELL books As has been discussed in the previous section, people’s engagements with English seen in Japan are varied. That being said, it cannot be denied that many individuals are associated with the language through the act of learning it.7 
                                                   7 Although I propose developing the idea of engagement instead of continuing to adopt the notions of language use and language learning, this proposition does not indicate that I am unaware of the existence of ELL. On the contrary, most of my participants have the perception that they are ‘learning’ English. Therefore, what I would like to do in the thesis is not to deny the reality that they are involved in ELL but to argue that their ELL could be better understood by going beyond the conventional view of language learning that is premised on the assumption that its primary goal is to enhance linguistic skills in a target language; as will be discussed in further detail in Chapters 4 and 5, a certain number of my participants do not necessarily aim to develop English proficiency through their ELL and I deem that the term ‘engagement’ is more suitable for depicting the phenomenon. 
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They continue their ELL even after completing the requirements of ‘English as a school subject.’ A survey conducted by an economic research institution highlights this trend. According to Yano Research Institute (2016), the foreign language learning market in Japan, most of which is geared to English, is flourishing; its total sales in 2015, for example, were 827.2 billion yen (approx. US$7.52 billion). One of the most popular ways among the many methods available for adult learners is self-studying the language through books. Responding to this tendency, bookstores in Japan often have a special section offering a wide variety of ELL materials. Among these, one can even find comic books that attempt to provide learners with easier access to English. Numerous magazines are also available that evaluate or rank ELL books and introduce successful learners’ tips on effective learning. Similarly, search terms such as ‘ELL materials’ yield quite a number of hits on online shopping sites. Given the sizable sales of foreign language learning materials (Yano Research Institute, 2016), this is an area worth exploring in order to understand recent trends in ELL and the language ideologies that are circulated in this specific sector as well as across society. In addition, now that the significance of research on language and language education as commodities has been increasingly acknowledged (Cameron, 2005; Heller, 2003, 2010; Heller & Duchêne, 2016; Kubota, 2011b, 2011c; Park, 2010, 2016; Shin & Park, 2016; Tan & Rubdy, 2008), it seems timely that critical inquiries in language studies include investigations into self-help ELL books available in the market.  Against this backdrop, I have selected the ELL material industry as the first research site of the study. More specifically, focusing my attention on a paperback (hereafter PB) and a comic book (hereafter CB) written by a popular 
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and productive material writer named David Thayne — “ (This English Offends Native [Speakers])” and “  (A Little Weird English from 

Japanese People: Funny English Mr. Thayne Has Witnessed)” — I examine the language ideologies that constitute or are constituted by these two ELL books as well as the PB editor’s narrative accounts. In particular, I investigate the ways in which the notion of the native speaker is conceptualized in relation to the books through a variety of semiotic resources, including language. Additionally, since the study aims to explore the ideological constitutions of English and its speakers through people’s discursive practices, I also utilize customer reviews posted on two online bookstores as another set of data (see Chapter 3 for more on the rationale behind the selection of Thayne and these two particular books, and the detailed data collection procedure).  
1.3.2 Philippines-based Skype eikaiwa lessons Another popular approach to ELL outside formal education is attending eikaiwa schools. While it is well-known in the fields of applied linguistics, TESOL, and sociolinguistics that franchised eikaiwa schools, where numerous so-called native English speakers are hired and learners physically gather, are ubiquitous in Japan (Appleby, 2014; Bailey, 2006, 2007; Kubota 2011b; Piller & Takahashi, 2006; Piller, Takahashi, & Watanabe, 2010; Takahashi, 2013), one-on-one lessons via Skype have recently emerged in this educational industry. What is remarkable about this Skype eikaiwa is that many providers have established offices in the Philippines and the majority of the tutors are local university students or graduates. Skype eikaiwa has been thriving over the last decade, 
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with currently more than 150 providers in Japan (Diamond Weekly, January 11, 2014). Statistics released by RareJob, one of the largest Philippines-based Skype 
eikaiwa providers, also illuminate this popularity. According to its website, the provider has registered over five hundred thousand subscribers and offered around 20 million lessons since its inception in 2007 (RareJob, 2017).  What underpins this flourishing Skype eikaiwa business is, first of all, the development of technology. In particular, online communication tools such as Skype have greatly helped learners take lessons wherever Internet access is available (Terhune, 2016). Furthermore, the following features specific to online lessons support the growth of Skype eikaiwa:          

 Almost all providers offer lessons from early in the morning to late at night; some of them are open 24 hours (Diamond Weekly, January 11, 2014). 
 The length of a lesson is shorter than class duration in a franchised school; normally, one session only lasts for 15 to 30 minutes (Diamond Weekly, January 11, 2014). 
 Booking or cancelling a lesson is undemanding; in RareJob, for example, learners can reserve/call off a session 5-30 minutes before it starts (RareJob, 2017).  While these characteristics make it easy for learners, especially busy people with full-time work, to continue ELL at their own pace, low tuition also plays a significant role in retaining the popularity of Skype eikaiwa. As will be shown in further detail in Chapter 3, every Philippines-based provider offers lessons for 
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surprisingly low instruction fees; RareJob, for example, provides a 25-minute lesson for only 209 yen (approx. US$1.90) (RareJob, 2017). This is almost one- twentieth the price of an online lesson by a franchised eikaiwa school; in the case of ECC Web Lesson, which is affiliated to a time-honored franchised 
eikaiwa school proud of its native English-speaking teachers, a 30-minute private lesson costs 4,103 yen (approx. US$37.30) (ECC Web Lesson, 2017). This easy financial access to Philippines-based Skype eikaiwa has benefited those who are hesitant to attend franchised eikaiwa schools to (re)start their ELL.  Thus, the Philippines-based Skype eikaiwa business owes its prosperity to the nature of the lessons: ‘convenience,’ ‘flexibility,’ and ‘affordability.’ In the nexus of these distinct features, what is actually going on in the Skype eikaiwa sector? How do the providers emphasize the legitimacy of Filipino tutors? How do Skype eikaiwa learners react to these claims of legitimacy? What language ideologies constitute or are constituted by people’s engagements with Skype 
eikaiwa lessons? Is there any difference from the language ideologies marked by past studies on franchised eikaiwa schools (Appleby, 2014; Bailey, 2006, 2007; Kubota 2011b; Piller & Takahashi, 2006; Piller et al., 2010; Takahashi, 2013)? These questions have encouraged me to select the Philippines-based Skype 
eikaiwa sector, utilizing as data the online promotional materials of the providers, public remarks by the founders of these e-learning enterprises, online customer reviews, and narrative accounts produced through individual interviews with both learners and tutors (see Chapter 3 for more on the detailed data collection procedure).  
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1.3.3 EOCL policies in Japan-based enterprises As has been shown above, the first two research sites of this study provide a focus to people’s engagements with ELL and their reactions to or discussions on ELL-related as well as English-related issues. The third research site, on the other hand, pays closer attention to English use in a narrower sense: EOCL policies in Japan-based enterprises. The rationale behind this selection stems from my view that the recent popularity of these internal language policies is inextricably connected with particular thoughts and beliefs about English as epitomized by the discourse of English as a/the default lingua franca of the global business arena (Kubota, 2011a, 2013b; Lønsmann, 2015). Policies and people’s discussions about these policies should not be overlooked when the ideological constitutions of English and its speakers in contemporary Japan are addressed.  Indeed, enterprises in Japan have progressively come to consider adopting English as an official corporate language in the name of globalization. The most commonly voiced reasons for enacting this internal language policy are as follows. First, the translation of documents from one language to another language results in a huge loss of time and money for enterprises with overseas branches and a higher-than-usual proportion of foreign employees (Diamond 

Weekly, January 11, 2014). Second, securing excellent human resources is the initial step to survival in today’s highly competitive business world for any enterprise, and demanding Japanese language proficiency from job applicants is tantamount to shutting out talented potential employees from across the world (Diamond Weekly, January 11, 2014). 
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 With these rather pragmatic aspects in mind, several Japan-based enterprises have already adopted English as an official corporate language, while others have work environments where English is intensely used despite its unofficial status (Murata, 2016). As introduced earlier, two of the most famous enterprises that have ratified EOCL policies are Rakuten and UNIQLO. In particular, the CEO of Rakuten, Hiroshi Mikitani, who was the pioneer of this policy, drew public attention when he announced his decision for the first time in February 2010. His original plan was for Rakuten to fully switch the business language to English by April 2012. Although this deadline was postponed for three months due to the effects of the 2011 Great East Japan Earthquake, English became an official language of the enterprise in July 2012 (Diamond Weekly, January 11, 2014).  Since Mikitani announced his decision, there have been heated debates on this type of internal language policy. Some consider it to be a reasonable reform plan for the enhancement of the competitiveness of Japanese enterprises in global business. Takahashi (2010) reports that extremists even support the adoption of English as the national language. On the other hand, other voices are skeptical about this policy. From the perspective of ELT, for example, Oda (2010) focuses on public discourses surrounding the policy. By means of newspaper articles and press releases on the policy, and extracts from Twitter messages by Mikitani and his followers, Oda (2010) examines the ways in which movements in the business world influence ELT policy making.  Tsuda (2011a) is more radically critical. He starts his book with the full text of 
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the letter he sent to both Rakuten and UNIQLO. The ultimate purpose of his letter was to ask the two enterprises to reconsider their decision and withdraw the policy. He raises three major reasons for his strong opposition to the policy. First, the course of action taken by the enterprises opens up the possibility of further promoting an English-oriented society, which he believes will cause public neglect and loss of respect for the Japanese language and culture. Second, the policy can trigger social divisions based on English proficiency. He warns that this class separation might create disharmony within Japan. Third, language is not a mere tool but an aspect of human rights. He claims that EOCL policy forcing employees to use English would amount to a serious violation of human rights. Incidentally, according to an interview with him conducted by a business magazine, he had received no reply from either enterprise as of April 2011 (Tsuda, 2011b).  Thus, while public debates and previous studies concern themselves with the pros and cons of this EOCL policy and its effects on ELT or its wider impact on society, what seems to remain unexplored are the viewpoints of the employees. As far as I am aware, no studies have focused on the employees’ actual language practices within the enterprises, and their thoughts or beliefs about the policies. To fill this gap, I have decided to conduct individual interviews with staff employed by Marufuku and Ichigen.8 Both Marufuku and Ichigen had endorsed EOCL policies at the time of the interviews, although the background behind each policy and the extent of their binding force differed (see Chapter 3 for more on the data collection procedure and Chapter 4 for more on the details of both enterprises). Through the individual interviews, I aim to explore the 
                                                   8 Like Marufuku, Ichigen is also a pseudonym. 
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language ideologies that constitute or are constituted by the participants’ engagements with English, and their thoughts and beliefs about the language policies. Taking into account that an increasing number of enterprises are currently considering the adoption of English as an official corporate language (Murata, 2016), it is significant to hear the voices of the recipients of these top-down policies. 
 

1.4 Research questions and the significance of the study In this chapter, bearing in mind the perspective that language is a discursive construct and problematizing the traditional sociolinguistic belief that Japan is a country where English is seldom used, I have introduced the central concerns of the study. I have also set out the three immediate research sites. On the strength of these efforts, I have elaborated the following four research questions:                  1. How do people engaging with English in Japan understand the language?         2. What language ideologies inform their engagements with English and how do these engagements produce different ideologies?         3. How do the language ideologies reinforce or challenge the established categorization of language and native/non-native speakers?         4. What implications for foreign language education and language studies can be drawn from our understandings of these engagements and ideologies?  
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In aiming to address these research questions, this thesis has the significance as shown in the following. First, given that the broader research site is Japanese society, the thesis will certainly contribute to the field of ELT in Japan. Traditionally, in this academic field, socio-political or cultural-political research pertaining to the English language has seldom been conducted. The few studies that exist, such as Horiguchi, Imoto, and Poole (2015), Kubota (1998, 2002b, 2012), Oda (2007, 2010), Seargeant (2009, 2011a), Terasawa (2014, 2015), and Toh (2015), have often been categorized as ‘other’ according to conventional divisions of research areas exemplified by ‘reading,’ ‘writing,’ ‘assessment,’ and ‘teacher training.’ Taking this trend into consideration, it can be argued that undertaking a study on the ideological constitutions of English and its speakers will usher in significant changes in Japan’s ELT. It is hoped that this work will raise the awareness among researchers, language educators, and policy makers in the field that while ‘how-to’ discussions are important, they are not sufficient for comprehensive understandings of English, ELL, and ELT as well as language in general.  Second, the attention to the process of the ideological constitutions of English and its speakers in Japan should not be taken as an indication that this thesis is only an area study. The research findings will likely shed light on similar situations in other countries where, as in Japan, the public has an intense interest in and actively engages with English. This fact suggests that the thesis must also be influenced by studies exploring issues surrounding people’s engagements with English in other areas, for example, the English fever in South Korea (e.g., Bae, 2015; Cho, 2017; Choi, 2016; Lee, 2016; Park, 2009, 2010, 2016; Piller & Cho, 2013). It is expected that such “local-to-local connections” 
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(Ramanathan, Pennycook, & Norton, 2009, p. xiv) will enhance the perspective of the local and global as “mutually constitutive” rather than as “opposites” (Ramanathan et al., 2009, p. xiii).  Third, the thesis can contribute to not only the international academic fields of applied linguistics, TESOL, and sociolinguistics but also other disciplines such as anthropological studies, cultural studies, postcolonial studies, poststructuralist studies, and sociology. Although they represent a minority, various researchers in the fields of applied linguistics, TESOL, and sociolinguistics have investigated the politics of English and ELT (e.g., Appleby, 2010, 2014; Blommaert, 2005, 2010, 2013; Canagarajah, 1999b, 2000, 2005, 2013; Kramsch, 1993; Kubota, 1998, 1999, 2012; Pennycook, 1994, 1998, 2001, 2007a, 2010, 2012; Piller, 2011, 2016; Tollefson, 1991, 2000). Their arguments related to the concept of globalization or the “discourse of English as an International Language (EIL)” (Pennycook, 1994, p. 6; emphasis in the original), for example, have enriched the fields, introducing the new academic branch of critical applied linguistics and creating a link to anthropological studies, cultural studies, postcolonial studies, poststructuralist studies, and sociology. My thesis will also carefully contemplate the concept of globalization and various language ideologies exemplified by the discourse of EIL through its investigation into the ideological constitutions of English and its speakers in Japan. This endeavor is expected to offer significant implications for these innovative academic branches, serving as a new case study on public views of English and its speakers in the era of globalization.  
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1.5 Structure of the thesis In Chapter 1, I have introduced Japan as the broader research site, questioning the traditional sociolinguistic belief that it is a country where English is seldom used. I have also argued on behalf of the need to understand the notions of language use and language learning in an alternative way. I have further suggested the development of the idea of engagement. Thereafter, I have presented the three immediate research sites of the study: self-help ELL books, Philippines-based Skype eikaiwa lessons, and EOCL policies in Japan-based enterprises. I have also offered the four research questions and discussed the significance of the study.  Next, I will theoretically ground the study in Chapter 2. In specific terms, I will deliberate on language ideology theory and assert its effectiveness in exploring the complicated intersection of my participants’ engagements with English and the ways in which they appreciate the language and its speakers. This assertion will then lead to providing the rationale behind founding this thesis on a multifaceted study. In this chapter, I will also describe the epistemology of the study and discuss the ways in which I view and interpret such concepts as ideology, knowledge, power, structure, and agency as well as the mixed set of data produced from each of the three research sites.  In Chapter 3, I will locate the study methodologically. I will first rationalize my utilization of the different types of data in further detail. Thereafter, I will explain the data collection and analysis procedure conducted in each of the three research sites. Through this process, I will also present stories behind the 
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data collection phase, including some of my own engagements with English and its speakers. This presentation is expected to help detail the three research sites. I will conclude the chapter with discussions on translation issues, ethical considerations, and the contextual issues of the study.  Chapters 4 to 7 will represent the data analysis and discussion chapters. In the first half of the chapters (Chapters 4 and 5), I will concentrate on showing how divergently my participants engage with English and what kinds of language ideologies and socio-political or cultural-political components underline these engagements. Particularly in Chapter 4, I will explore my participants’ ‘engagements with English for self-development,’ whereas in Chapter 5, I will address their ‘engagements with English for male gratification.’ These chapters are expected to support my argument that it is necessary to go beyond the conventional notions of language use and language learning, and develop the idea of engagement to better understand the relations between people in Japan and the English language.  Conversely, in the second half of the data analysis and discussion chapters (Chapters 6 and 7), I will explore the ways in which the thing called English and its speakers are ideologically constituted through my participants’ engagements with the language. In Chapter 6, I will focus intensely on the notions of the native speaker and ‘correct English,’ and investigate the ways in which the former is discursively constituted as a qualified representative of the latter through a variety of semiotic resources, including language. In Chapter 7, I will pay closer attention to particular Japanese phrases: kireina eigo and chantoshita 

eigo, whose respective word-for-word translations are ‘beautiful English’ and 
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‘proper English.’ In this chapter, I will examine the ways in which these notions are ideologically constituted through my participants’ frequent utilization of them to discuss English-related issues or to depict specific speakers of the language.  Finally, in Chapter 8, revisiting the four research questions, I will assemble the findings and arguments of the study. I will conclude the chapter with discussions on the implications of the study particularly with regard to foreign language education and language studies.  I conclude this section by addressing one more important aspect with regard to the structure of the thesis. In general, a thesis presents a literature review in an independent chapter, which is located between Chapter 1 (Introduction) and Chapter 3 (Methodology). However, as has been shown above, this thesis does not follow these conventions. This is primarily because the thesis is based on a multifaceted study; it needs to cover a wider range of scholarly literature and I consider it more appropriate to integrate a relevant literature review into each of the findings chapters. Therefore, in this thesis, reviews of past studies will appear in Chapters 4 to 7, in relation to the analyses and discussions.  
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Chapter 2 

Locating the Study Theoretically 
 

2.1 Introduction In Chapter 1, I have concentrated on raising the central concerns of the study. By introducing my standpoint that language can be considered as a discursive construct, I have first suggested that for better comprehension of the relations between people in Japan and the English language, it is important to investigate the ways in which the language and its speakers are ideologically constituted through their discursive practices. Thereafter, I have argued that for this investigation, it is necessary to understand established notions such as language use and language learning in a different manner, and instead develop the idea of engagement. I have also offered research questions, argued for the significance of the study, and outlined each chapter of the thesis.  Following the introductory chapter, I locate the study theoretically in Chapter 2. I first describe language ideology theory and discuss its relevance to the study. In relation to this discussion, I also present the rationale behind establishing the thesis as a multifaceted study, justifying my utilization of different types of data collected from multiple research sites. The presentation and justification are followed by a brief review of the existing scholarly literature on language ideologies, especially research with regard to the ideological constitutions of English. I conclude the chapter with an epistemological explanation concerning the study: that is, how I view and interpret such concepts as ideology, 
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knowledge, power, structure, and agency as well as my mixed set of data.  
2.2 Language ideology theory Language ideology theory stems from the field of linguistic anthropology, which has encompassed research on “almost any aspect of language structure and language use” (Duranti, 2004, p. xiii). Of the wide variety of themes addressed in this academic field, language ideology theory has focused particularly on interpretations about language by its speakers (Kroskrity, 2004; Park, 2009; Seargeant, 2009). Because the purpose of this study is, as stated in Chapter 1, to explore the ways in which English and its speakers are ideologically constituted through my participants’ discursive practices, drawing on their own views about the language and its speakers, it is suitable to situate the study within a tradition of language ideology research.  The most influential definition of language ideologies, which was provided by Silverstein (1979), clearly reflects the standpoint of the theory that its academic scope features people’s interpretations about language; he defines language ideologies as “any sets of beliefs about language articulated by the users as a rationalization or justification of perceived language structure and use” (p. 193). Since Silverstein’s proposal of this definition in 1979 — the origin of language ideology theory as a distinctive academic field (Blommaert, 2006; Seargeant, 2009) — several other researchers have offered their own explanations of the notion. For example, in a similar manner to Silverstein, but more briefly, Kroskrity (2004) describes language ideologies as “beliefs, or feelings, about languages as used in [the speakers’] social worlds” (p. 498). What is intriguing 
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about this description is that he includes the concept of ‘feelings.’ According to Kroskrity (2004), this is because he considers it important that language ideology theory addresses not only the speakers’ understandings about languages but also their “relatively automatic aesthetic response[s]” (p. 512) to the languages. He further argues that by doing so, language ideology theory could “go beyond the analytical dichotomies of consciousness — practical and discursive” and “capture a wide range of analytical possibilities” (Kroskrity, 2004, p. 512).  On the other hand, researchers such as Heath (1989) and Irvine (1989) attach greater importance to the social and cultural role of language ideologies in their definitions (Cho, 2017). Heath, for example, interprets them as “self-evident ideas and objectives a group holds concerning roles of language in the social experiences of members as they contribute to the expression of the group” (1989, p. 393). Irvine likewise explains language ideologies as “the cultural system of ideas about social and linguistic relationships, together with their loading of moral and political interests” (1989, p. 255). Woolard’s (1998) and Piller’s (2015) definitions are also along the same lines as those provided by Heath (1989) and Irvine (1989). While Woolard defines language ideologies as “[r]epresentations, whether explicit or implicit, that construe the intersection of language and human beings in a social world” (1998, p. 3), Piller characterizes them as “beliefs, feelings, and conceptions about language that are socially shared and relate language and society in a dialectical fashion” (2015, p. 920).  As demonstrated above, various definitions of language ideologies have so far been proposed depending on the researchers’ academic focal points. However, 
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as Cho (2017) and Gal (1992) suggest, the differences seen among each definition do not necessarily mean that particular phenomena investigated under divergent labels are incompatible with one another; in contrast, they display similarities or connections. In this respect, what Gal (1992) stresses with special reference to Woolard (1992) can serve as a crucial standpoint when conducting language ideology research; Gal argues that it is much more meaningful to begin not with precise definitions of labels but from the comprehensive perspective that language ideologies are “a mediating link between social structures and forms of talk” (1992, p. 445). In a similar manner, Kroskrity (2004) also suggests that “it is useful to regard language ideologies as a cluster concept, consisting of a number of converging dimensions” (p. 501).  Thus, in this study, basically following Silverstein (1979) and Kroskrity (2004), and simultaneously being inspired by the other researchers’ viewpoints regarding language ideologies, I consider them to be ‘people’s thoughts, beliefs, and feelings about language’ both as their own rationalization or justification of perceived language structure and use, and as socially or culturally entrenched and widely shared understandings about them. With this interpretation in mind, I examine how people engaging with English in Japan think of the language and what kinds of beliefs and feelings they have toward it, without losing sight of the existence of inevitable influences exerted by established social structures.  In relation to language ideology theory, it should be noted here that this study theoretically relies on the perspectives presented by folk linguistics as well (Niedzielski & Preston, 2003; Paveau, 2011; Preston, 1993, 2011; Wilton & Stegu, 2011). This is because in a similar manner to language ideology theory, folk linguistics also views ideologies not as top-down forces but as the local 
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public’s voicing of its understandings of the world. According to Preston (2011), one of the leading researchers of this camp, the term ‘folk’ indicates “all persons except academic linguists” (p. 15). With this definition, folk linguistics studies cover not only the comments non-academics offer about linguistic subjects but also the responses they make to language varieties and language practices, including their explicit as well as implicit reactions (Preston, 2011). Advocates of folk linguistics stress that language studies researchers, especially those in applied linguistics, should take folk views about language more seriously because the main focus of applied linguistics is on people’s daily language use and the linguistic issues they face (Wilton & Stegu, 2011). Therefore, in order to explore everyday language practices or solve language problems, the folk views should not be discarded as “uninteresting, unqualified, uninformed or even dangerous” (Wilton & Stegu, 2011, p. 1) amateur opinions. This spirit, aligned very closely with that of language ideology theory, serves as a vital standpoint for my study, which draws primarily on ordinary people’s thoughts, beliefs, and feelings about English and its speakers.  I conclude this section by pointing out another important aspect of language ideology theory. It is that the theory does not restrict its focal point to language (Piller, 2015; Seargeant, 2009; Woolard, 1998, 2004). According to Woolard (1998, 2004), language ideologies in the field of linguistic anthropology are about the relationship between language and other social elements rather than only about language. On the contrary, “this symbiosis of linguistic and extra- linguistic concerns” (Seargeant, 2009, p. 29) is the very essence of language ideology theory. As will be demonstrated in further detail later, the scope of this study also expands to social and cultural concerns, especially to those of gender 
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and race (e.g., Philippines-based Skype eikaiwa lessons; see Chapter 5 for more on the concerns), although the major interest remains in English and its speakers. For this reason, too, language ideology theory (as well as folk linguistics) is expected to form a reasonably solid theoretical foundation for the study.  In Section 2.2, I have deliberated on language ideology theory and presented my own perspective with regard to how language ideologies are viewed in this thesis, referring to the definitions offered by several researchers; in specific terms, language ideologies indicate ‘people’s thoughts, beliefs, and feelings about language’ in the thesis. In this section, I have also briefly described the similarity of folk linguistics to language ideology theory and assert the relevance of both theoretical frameworks to my study. In the next section, by further discussing the nature of language ideologies, I justify this thesis being based on a multifaceted research project. In the same section, I also provide a review of Park (2009) and Seargeant (2009) as two good examples of language ideology research in that they draw on a wide variety of data generated from multiple research sites. 
 

2.3 Rationale behind the multifaceted research project As explained in Chapter 1, this study intends to address the engagements of disparate people with English and their discussions about the language from various perspectives in order to examine the ways in which English and its speakers are ideologically constituted through discursive practices. I have therefore decided to collect different types of data produced from multiple 
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research sites. The other crucial rationale behind founding this thesis on a multifaceted research project originates from the nature of language ideologies: they operate in both site-specific and multi-sited ways (Agha 2005; Park, 2009; Philips, 2000; Seargeant, 2009; Silverstein, 2005; Wortham, 2005).  
2.3.1 Site-specific and multi-sited nature of language ideologies According to Park (2009), language ideologies are site-specific in that “the ways [they] are articulated within any given site are subject to speakers’ metapragmatic understandings of that site” (p. 22). On the other hand, with regard to the multi-sited feature of language ideologies, Park argues that they are conveyed throughout various sites in society; “their articulation is not just limited to a particular site but relevant to many different sites, which may contribute to their social significance” (2009, p. 22). This duality of language ideologies serves as an important function in fostering the reproduction of the ideologies.  First, because thoughts, beliefs, and feelings about language are site-specific, particular ideologies are involved in specific social constraints that have been entrenched in each site. Therefore, by analyzing people’s discussions about language in a certain site, we can understand the ways in which social elements play an inevitable role in reproducing the language ideologies within the site (Park, 2009). Second, due to the nature of language ideologies that they are multi-sited, they are circulated across various levels of society. Consequently, by looking across people’s ideological views about language permeating several sites, we can capture the ways in which the circulation of the views ultimately 
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contributes to the establishment of their dominance (Agha, 2005; Silverstein, 2005; Wortham, 2005).  Researchers such as Blommaert (2010), Park (2009), and Seargeant (2009), who are involved in language ideology research, often utilize different types of data produced in diverse sites because they subscribe to the simultaneously site-specific and multi-sited characteristics of language ideologies. To put it differently, the selection of multiple sites and the collection of various kinds of data in the sites help us observe how language ideologies are explicitly and implicitly displayed, identifying their site-specific and multi-sited features through the interconnectedness of each site (Park, 2009). In the next subsection, I provide a brief review of Park (2009) and Seargeant (2009). I have selected these two specific studies not merely because they are based on multifaceted research projects; I deem that they are very informative for my study in that they also explore the local process of the ideological constitutions of English in South Korea and Japan respectively.   
2.3.2 Past multifaceted research projects on language ideologies The main purpose of Park (2009) is to examine the local constitution of English in South Korea. To this end, the study draws on a wide variety of data such as public opinion on whether English should be adopted as an official language in South Korea, Korean humor and TV entertainment shows related to English, and naturally-occurring face-to-face interaction between Korean people that refers to the language. By analyzing these disparate kinds of data generated from multiple research sites, he argues that the local constitution of English in South 
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Korea is mediated primarily by the following three language ideologies: “[n]ecessitation,” “[e]xternalization,” and “[s]elf-deprecation” (p. 26; emphasis in the original).  According to Park (2009), the first language ideology (necessitation) can be described as the belief that English is an economically, culturally, and/or politically beneficial and inevitable language in the contemporary world, and an obvious parallel to this belief is found in the worldwide discourse of English as an/the international language. In South Korea, the belief, in conjunction with this discourse, constitutes English as a language that Korean people need to master in order to cope with and survive waves of globalization. Conversely speaking, under this strongly held belief, deficiencies in English linguistic skills are viewed as a serious issue for sustaining individuals’ and, by extension, the whole country’s prosperity (Park, 2009). On the other hand, the second language ideology (externalization) considers English as a language that belongs to the Other and is incompatible with Korean people’s national and ethnic identity. With this relatively exclusive thought, English sympathizers in South Korea are regarded as betrayers who could threaten or disrupt the social order of the country (Park, 2009). He further argues that this language ideology is also utilized “to rationalize avoidance and resistance to English” (p. 26), strengthening the boundary between the local language (Korean) and the global language (English).  While necessitation and externalization might be incongruous with each other, the last language ideology (self-deprecation) is interconnected particularly with the first notion. According to Park (2009), what firmly underpins the ideology of 
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necessitation is Korean people’s self-deprecating feeling that they are “illegitimate speakers of English” (p. 224). He also stresses that this very feeling impels Korean people to pursue “a near-obsessive quest that is often called the 
yeongeo yeolpung (‘English frenzy’)” (p. 2). What is also notable about the ideology of self-deprecation is that this feeling is not necessarily limited to particular groups of people; through this language ideology, even those who have great competence in English tend to underestimate their own ability and constitute themselves as lacking considerable English skills, resulting in sweeping generalizations about all Koreans’ incompetence in the language (Park, 2009). In his exact words, the feeling of self-deprecation is not an “other- targeting ideology, which attributes incompetence to some group other than one’s own, but a self-targeting one (hence the name self-deprecation)” (p. 82). To put it differently, Korean people’s concern about English is “not a mere psychological reflex of inadequate English skills, but a socially constructed part of the habitus that is inculcated in the speaker through socially-situated constraints of metalinguistic discourse” (p. 231).  Focusing on Japan, Seargeant (2009) makes similar arguments concerning the state and status of English in the country. Like Park (2009), drawing on mixed sorts of data such as statements on English, ELT, and language policy officially articulated by the Minister of Education or applied linguistics researchers, promotional materials offered by public and private educational institutions, artists’ work, and television programs related to English, Seargeant (2009) demonstrates the ways in which people’s diverse conceptualizations of English produce the ideological position of the language within Japanese society, simultaneously influencing and being influenced by the worldwide discourse of 
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English as a global language.  For example, through his critical analysis of pedagogic and policy documents and the academic literature surrounding them, Seargeant (2009) points out that these documents and literature tend to bemoan Japanese people’s lack of communication skills in English, almost always highlighting the existence of a problem in the current curriculum and classroom practice, and this serves as the default on which discussions or arguments are based. Two telling examples presented by him are The Prime Minister’s Commission on Japan’s Goals in the 21st Century (CJGTC) (2000) and Honna’s (1995) appraisal of the ELT situation. The former claims that “[t]oday’s Japanese are lacking … basic skills. Their English-language abilities as measured by their TOEFL scores in 1998 were the lowest in Asia. The Japanese themselves are painfully aware of the inadequacy of their communication skills” (CJGTC, 2000, p. 4; emphasis added). In a similar manner, the latter states:          People have not developed proficiency in English as a language for international communication. … The late Edwin O. Reischauer, former US ambassador to Japan, seriously listed Japan’s miserable performance in English teaching as one of the seven wonders of the world. Many government, industrial, and educational leaders expressed concern and proposed reforms. However, no significant change has been witnessed. What is wrong? (Honna, 1995, p. 57; emphasis added)  What the two statements above share is the lamentation of Japanese people’s low level of English competence or inefficiencies of Japan’s ELT through utilization of relatively emotive modifiers such as “painfully” and “miserable.” This mindset can be considered to be along nearly the same lines as what Park 
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(2009) calls the ideology of self-deprecation. In addition, Seargeant (2009) argues that these kinds of statements easily lead to a claim for the necessity of adopting the communicative approach in English classes, simultaneously describing the grammar-translation method as an exemplification of the out-of- date ELT within the Japanese school system.  According to Seargeant (2009), what is also noteworthy about this act of dichotomizing teaching methodology is that it promotes a particular view about English in relation to the history of ELT in Japan. To be specific, by presenting a historical overview of Japan’s ELT and explaining that the grammar-translation method developed at its dawn in order to import or decipher Western knowledge in the late 19th and early 20th centuries, studies on Japan’s ELT frequently position English “as being something brought from outside” (p. 49). Seargeant (2009) further points out that this trend within the field of ELT is never unrelated to the perspective of English as “political coercion and even invasion” (p. 50) that helps foster “[t]he idea of Japanese ethnocentrism” (p. 54) and “[the] strong essentialist view of the national language” (p. 55), which is often witnessed in Japan. Here again, this analysis can be considered to be quite compatible with Park’s (2009) argument with regard to the ideology of externalization in South Korea.  Thus, as exemplified by these past studies, analysis of various sets of data collected from multiple sites and the subsequent discussion about the findings help us detect the ways in which language ideologies are explicitly and implicitly demonstrated, identifying their site-specific and multi-sited nature through the nexus of each site (Park, 2009). Following the footsteps of these studies, I have 
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also chosen to access three specific research sites to investigate the ideological constitutions of English and its speakers in Japan: that is, self-help ELL books, Philippines-based Skype eikaiwa lessons, and EOCL policies in Japan-based enterprises.   I conclude this section with a brief statement regarding my thesis structure. One possible way of organizing the thesis is to assign one chapter to the analysis and discussion concerning particular data produced from one site: Chapter 4 for the first research site, Chapter 5 for the second research site, and so on. While this sort of flow is easy to follow, it may result in emphasizing the site-specific nature of language ideologies. However, as discussed above, language ideologies have the other crucial aspect in that they operate in a multi-sited manner. More concretely, there is the great possibility that people’s discursive practices about something in the first research site, for example, may be aligned very closely to those in the second and/or third research site(s). I have thus strived to structure the chapters of the thesis according to themes rather than research sites and have endeavored to utilize each set of data produced from the three research sites in a mixed way as necessary (see Section 1.5 in the previous chapter for more on the thesis structure). By doing this, I intend to clearly indicate that certain language ideologies permeate multiple levels of society.  
2.4 Epistemology of the study As shown in the previous section, language ideology theory is essential to describe the nature of my study. In a similar manner, the epistemological standpoint with regard to such notions as ideology, knowledge, power, structure, 
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and agency also serves as an important element of the study. In this section, I provide an explanation about my conceptual paradigms (constructionism and poststructuralism), in contrast to Marxist-based critical theory.  This study is situated within a tradition of critical inquiries in language studies. However, what the term ‘critical’ or ‘criticality’ indicates varies from one researcher to another. According to Kubota and Miller (2017), the critical turn, which first emerged in the field of social sciences around the 1980s and 1990s, and thereafter affected education and applied linguistics research, comprises three conceptual paradigms: “Marxist-influenced critical theory,” “postmodern constructionism including poststructuralist theory,” and “postcolonial theory” (p. 133). If a label were to be necessary to describe this study, it could be said that its epistemology corresponds most closely with that of the second theory.  To begin with my discussion concerning constructionism and poststructuralism, I first review Marxist-based critical theory. This is because the critical theory has been influential when the global spread English and the politics of the language are addressed in the fields of applied linguistic, TESOL, and sociolinguistics. Particularly within the field of ELT in Japan, macro-societal theoretical paradigms such as linguistic imperialism (Phillipson, 1992, 2006, 2009, 2016), linguistic human rights (Phillipson & Skutnabb-Kangas, 1995), and language ecology (Phillipson & Skutnabb-Kangas, 1996) have frequently been deployed to explore the dominant position of English, the close public attention to the language, and the ideological underpinning of the predominance and enthusiasm in the country.   
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According to Phillipson (1992, 2006, 2009, 2016), the global spread of English needs to be located in the past and present imperialist world order. He further claims that the spread of the language has been promoted and supported by structural inequalities such as the economically, politically, and culturally hegemonic status of Western, especially English-speaking, nation states. From Phillipson’s perspective, the harmony of existent languages or language ecology has been disrupted under such a statically unequal world order (Phillipson & Skutnabb-Kangas, 1996); in consequence, the linguistic human rights of non- English speakers, particularly of linguistic/ethnic minorities, have also been insecure (Phillipson & Skutnabb-Kangas, 1995).  Similar standpoints to Phillipson (1992, 2006, 2009, 2016), and Phillipson and Skutnabb-Kangas (1995, 1996) have been adopted by researchers in Japan such as Nakamura (1989, 1993, 2004) and Tsuda (1990, 1993, 1996, 2003). These researchers’ main argument is that the dominant position of English in the country also results from the current imperialist world order, in which English is the hegemonic world language. They further claim that strong public fascination toward English in Japan symbolizes the self-colonized mindset of Japanese people or what Tsuda (1996) defines as “the mental condition in which they renounce their independence, worship English and Western culture, and take pride in doing so, instead of endeavoring to create their own culture” (p. 66; my translation). 
 The discussions within a macro-societal theoretical framework exemplified by Tsuda (1996) are crucial. This is because, as mentioned in the previous chapter, apart from several studies such as Horiguchi et al. (2015), Kubota (1998, 2002b, 
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2012), Oda (2007, 2010), Seargeant (2009, 2011a), Terasawa (2014, 2015), and Toh (2015), it was and still is unpopular in Japan to address issues surrounding the English language from the perspective of global forces, power, or ideologies. As Pennycook (2000) highlights in connection with the international fields of applied linguistics and TESOL, the major ELT research topics in Japan also concern the ways in which learners learn to communicate. Simultaneously, however, it cannot be denied that the arguments developed by Phillipson (1992, 2006, 2009, 2016), Phillipson and Skutnabb-Kangas (1995, 1996), and related researchers in Japan also have some weaknesses. 
 One of the weaknesses shown by these macro-societal theoretical frameworks is that the discussions taking place within them have a tendency to “rely on broad, rigid categories such as the center and periphery, or essentialist understandings of the nature of language and community” (Park, 2009, p. 8). Referring to Freeland and Patrick (2004), Park (2009) continues to argue that their views are apt to draw on the simplistic and old premise that there is an essential interconnection between language and identity. This type of traditional viewpoint is aligned very closely with the idea of preservation and it can easily be caught in a trap of conservatism, resulting in the possibility that “strong nationalist defences of Japanese language and culture” (Pennycook, 2007a, p. 20) may be escalated.9 
 The attempt to move beyond the linguistic imperialism paradigm first 
                                                   9 This concern is well epitomized by the title of Tsuda’s 1996 book, “ (English Invading and Japanese Fighting Back).” This title clearly demonstrates Tsuda’s perspective, which regards English only as a threat that may demolish the Japanese language (Tajima, 2010). 
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engenders the necessity of reconsidering the concept of ideology. Researchers working on the global spread of English and strong public fascination toward the language from the perspective of linguistic imperialism tend to regard ideologies only as top-down forces or as Marxist forms of ‘false consciousness’ (Blommaert, 2006; Seargeant, 2009; van Dijk, 2006). In this view, people are considered to be entities controlled by macro power. Yet, this position relies strongly on determinism and lacks the idea of agency. What is more important when we address the hegemonic position of English, close public attention to the language, and the ideological underpinning of the dominance and enthusiasm is to have a careful look at the complicated intersection of structure (macro) and agency (micro).  Drawing on Giddens’s (1979) idea of structuration, which is a striving for overcoming the tendency in sociology to prioritize macro over micro, Pennycook (2001) asserts the importance of examining the reciprocal relation of structure and agency or their continual correlative structuring; that is, “what we do, think, say as humans is always affected by larger questions of social power and to some extent reproduces those same relations, which then reaffect what we do, think, or say” (pp. 119-120). In his more specific words:                  Thus, once we have started to work out how structure may limit or produce (rather than absolutely determine) human agency and how agency may work in fairly complex oppositional ways (but never outside some domain of power), we can then start to work toward a more multilayered model in which the issue is not merely one of a dialectical relation between macro structure and micro agency but rather a poststructuration of constant recycling of different forms of power through our everyday words and actions. (Pennycook, 2001, p. 120)  
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This epistemological standpoint, namely what Kubota and Miller (2017) call “postmodern constructionism including poststructuralist theory” (p. 133), informs us of two crucial aspects regarding critical inquiries in language studies and language ideology research. First, power exerts via our daily discussions and deeds, and it should not be dichotomized between structure (macro) and agency (micro). Second, ideology is constituted in discourses and power relations rather than only by social structures. In connection with this argument, what should be noted here is that postmodernist and poststructuralist discussions about the constitution of meanings and subjectivities within discourses is greatly influenced by Foucault’s (1977, 1978, 1980) view of knowledge not as ‘truth’ but as ‘régime of truth’ (Kubota & Miller, 2017; McNamara, 2012; Miller & Fox, 2004). Through this conceptualization, Foucault stresses that what counts is not whether a certain system of knowledge is true or false, but how it produces effects of truth; in his exact words, it matters “how effects of truth are produced within discourses which in themselves are neither true nor false” (1980, p. 118). Since this study concentrates on my participants’ engagements with English, including their discussions about issues related to the language and its speakers, and explores the language ideologies that constitute or are constituted in and through the discussions, it seems most applicable to locate the study within constructionism and poststructuralism. It is expected that my investigation into language ideologies from these conceptual paradigms will fill the gaps left by previous studies that were based on linguistic imperialism. It is also hoped that this endeavor contributes to the fields of applied linguistics, TESOL, and sociolinguistics in that it will provide a new understanding of English and its speakers in Japan and ask how else various ideologies underpinning them can be captured. 
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 That being said, the declaration of the adoption of constructionism and poststructuralism does not necessarily indicate that this study completely dismisses the perspectives presented by Marxist-based critical theory and postcolonial theory. For example, as will be discussed in further detail in later chapters, the recent economic movement or the rise of neoliberalism, and its subsequent impact on language, language education, and language learning are crucial social elements that cannot be overlooked when my participants’ engagements with and understandings of English are addressed. In particular, given that neoliberalism or the globalized new economy has promoted the notion of linguistic skills as human capital as well as the commodification of language and language education (Block, Gray, & Holborow, 2012; Cameron, 2005; Heller, 2003, 2010; Heller & Duchêne, 2016; Kubota, 2011c, 2016; Park, 2016; Shin & Park, 2016), analysis of the correlation between the macro political economy and my participants’ talk about what is behind their engagements with English in the neoliberal capitalist world is necessary and significant. In this study, I therefore strive to make use of “multiple conceptual threads that intertwine” (Kubota & Miller, 2017, p. 133) in constructionism and poststructuralism as well as Marxist-based critical theory.  This attempt holds true for my standpoint on postcolonial theory. While the postcolonial intellectual movement is distinctive in that it has tried to resist predominant European norms, its view of language, culture, and knowledge takes the same position as constructionism and poststructuralism. The movement has problematized cultural and ethnic essentializing, drawing on the perspective cultivated in constructionism and poststructuralism that language, 
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culture, race, ethnicity, and gender are not pre-given or distinct (Kubota, 2008; Kubota & Lin, 2006, 2009; Pennycook, 1998, 2001; Ramanathan, 2005, 2013). What is also important about postcolonial theory is that it has put focus more on local contexts of language and language practices (Pennycook, 2001). Although the broader research site of this study, Japan, is seldom categorized as a postcolonial country, unlike India or Singapore,10 this study pays careful attention to how people engaging with English in Japan understand, appropriate, and resist the language, which is aligned very closely with the postcolonial intellectual movement that “demands that we work contextually” (Pennycook, 2001, p. 71). Thus, once again, I situate my study within constructionism and poststructuralism, but simultaneously, I strive not to lose sight of the existence of global forces, contextuality, locality, and resistance.  
2.5 Conclusion In Chapter 2, I have grounded the study theoretically. In specific terms, I have first deliberated on language ideology theory and argued on behalf of its effectiveness in addressing the complicated relations between my participants’ engagements with English and the ways in which they understand the language as well as its speakers. This argument has then led to offering the reason why this thesis is based on a multifaceted study; since language ideologies function in both site-specific and multi-sited ways, it is vital to analyze data generated from multiple research sites. In this chapter, I have also pointed out some 
                                                   10 Looking back on Asian history, Japan is rather classified as a colonizing country. Bearing this aspect in mind is essential in this study because while the central focus of the study is placed on Japan, the Philippines also serves as a crucial research site. I take the spirit of postcolonial theory seriously, in particular when addressing the diplomatic and economic relations between Japan and the Philippines, and the human relations between Japanese men and Filipinas (see Chapter 5). 



50 

 

weaknesses of Marxist-based critical theory such as linguistic imperialism, language ecology, and linguistic human rights, and asserted the need to take the conceptual paradigms of constructionism and poststructuralism more seriously. I have argued that by doing so, my investigation into language ideologies will fill the gaps left by existing studies that founded themselves on linguistic imperialism.  In the next methodology chapter, I describe my overall research design adopted for the study. The description includes further explanation about the rationale behind utilizing the different types of data, a full account of each of the three research sites, and discussions with regard to translation issues, ethical considerations, and the contextual issues of the study.             



51 

 

Chapter 3 

Locating the Study Methodologically 
 

3.1 Introduction In Chapter 2, I have argued for the effectiveness of language ideology theory tounderstand the complicated intersection of people’s engagements with English, what they think of the language, and what kinds of beliefs and feelings they have toward it. I have also explained the epistemological standpoint of the study, namely how I view and interpret particular concepts such as ideology and power. Following this argument and explanation, in Chapter 3, I present my overall research design employed for the study. I first rationalize my utilization of the different types of data. Thereafter, I describe the three research sites (self-help ELL books, Philippines-based Skype eikaiwa lessons, and EOCL policies in Japan-based enterprises), detailing the data collection and analysis procedure. Through this process, I also provide some stories behind the data collection phase, including my own engagements with English, which can help explain the three research sites in further detail. I conclude the chapter with discussions on translation issues, ethical considerations, and the contextual issues of the study. 
 

3.2 Data collection 

3.2.1 Rationale for the data collected Broadly speaking, the data collected for this study consist of online texts and 
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narrative accounts generated through individual interviews. First, there were two reasons for the selection of online texts; online texts ensured both the quantity and quality of data. Regarding the quantity, more ‘participants’ were able to be accessed online (via customer reviews posted on two bookstores or a ranking platform and blog entries), compared with other survey methods such as interviews and focus groups. This made it possible to extract a rich variety of voices with varying genders, ages, places of residence, occupations, and ELL experiences. Because this multifaceted study aimed to address as diverse people’s engagements with English as possible, online texts served as a useful data source for the study. However, an online entry on a bookstore or a ranking platform is generally anonymous and explicit personal information is not usually available; the information about bloggers is sometimes limited as well, even if they provide their self-introduction. In this respect, it cannot be denied that utilization of online texts, especially customer reviews, might lead to credibility issues. Nevertheless, I argue that customer reviews were relevant to the study. This is because, as described in Chapter 2, the study focuses on the examination of what language ideologies constitute or are constituted in and through discussions about English-related issues. To put it differently, the study explores how Thayne’s self-help ELL books and Philippines-based Skype 
eikaiwa lessons are talked about in particular contexts rather than exactly who talks about them. Given this research aim, I believe that online texts were a helpful data source for the study. Second, the customer reviews and blog entries utilized in the study were naturally-occurring data. This fact indicates that people’s reactions to the self-help ELL books and Philippines-based Skype 
eikaiwa lessons were captured without being affected by the research intentions. As for online texts, this study prioritized the larger participant demographics 
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and the spontaneous responses to the books and eikaiwa lessons.  That being said, for social research, interviewing is also an effective mode of obtaining people’s thoughts about a specific topic (Morris, 2015). In particular, interviewing can be considered as advantageous in that it produces rich and thick data from each participant (Denscombe, 2010; Fontana & Frey, 2000) and personal information about him/her is also available. These were in fact crucial elements that could compensate for what online customer reviews (and blog entries) lacked. However, it should be noted here that some researchers point out that what participants say they believe in the interviews may not necessarily represent the entire realm of their beliefs (Park, 2009; Silverstein, 2001). Furthermore, what participants say does not always provide a proper portrayal (Morris, 2015; Rubin & Rubin, 2012); even if an interviewee says, for example, that he/she has strong social connections, he/she might in fact feel lonely and isolated (Morris, 2015). Acknowledging these seemingly negative respects, I still argue that interviewing was relevant to this study as one of the data sources. This argument is closely connected with the idea of interviewing from the perspective of constructionism. According to Morris (2015), from this standpoint, an interview serves as the very site where “[an] interviewee constructs a particular view of reality” (p. 12). Holstein and Gubrium (2003) similarly point out that “[interviewees] are constructors of knowledge in collaboration with interviewers” (p. 68). This stance is in the same lines as the central focus of this study: that is, my participants’ ‘talk’ about their engagements with and understandings of English, and the language ideologies constituting or being constituted ‘in and through the talk’ in specific contexts. In other words, as Foucault (1977, 1978, 1980) puts focus more on how discourse 
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produces effects of truth rather than whether it is true or false (see Section 2.4 in the previous chapter), my interest was also in how my participants’ discussions about English-related issues produced effects of truth rather than whether what they said was true or false. To this end, interviewing played an important role in collecting my data. Unlike online texts, one of whose strengths was that they were naturally-occurring data without being influenced by the research intentions, as for interview data, I prioritized the interviewer and interviewees’ collaborative discussions (Holstein & Gubrium, 2003; Morris, 2015). It was expected that through these discussions, the interviewees’ particular thoughts, beliefs, and feelings about English-related issues would emerge.  Thus, both online texts and interview data have strengths and limitations. However, by combining the two data sources, this study has striven to mutually redeem the limitations; this course of action has also helped form data triangulation, making the study more convincing (Denscombe, 2010; Mertens, 2015). To demonstrate how one data source compensates for what the other lacks, I conclude this subsection with a summary of the strengths and limitations of both online texts and interview data. Following this summary, the next subsections detail the data collected in each of the three research sites (self-help ELL books, Philippines-based Skype eikaiwa lessons, and EOCL policies in Japan-based enterprises) and the respective data collection procedures.  
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 Strengths Limitations Online Texts large participant demographics naturally-occurring data relatively non-detailed data almost no personal information about the participants 
Interview Data 

rich and thick data personal information about the participants interviewer and interviewees’ collaborative construction of a particular reality 

limited number of participants possibility of being influenced   by the research intentions 
 

Table 3.1: Strengths and limitations of online texts and interview data 
 

3.2.2 Self-help ELL books My initial encounter with David Thayne’s self-help ELL books, which eventually prompted me to utilize the paperback (PB, This English Offends Native 

[Speakers]) and the comic book (CB, A Little Weird English from Japanese People: 

Funny English Mr. Thayne Has Witnessed) as one of the data sources for the first research site, took place at a branch of the city library in Sydney, Australia. As the branch had a small section housing books, comic books, and magazines written in Japanese, I used to go there regularly to get some fresh air apart from my doctoral work. The original owners of most of the items were temporary residents in Sydney such as students, working holiday makers, and expatriates dispatched by their enterprises, and when they left the city, they donated their unnecessary books to the library. Among them were a few dozen English-related books epitomized by glossary books, usage books, and self-help ELL books. One possible interpretation of this line-up is that a certain number of Japanese sojourners in Sydney might have brought with them English-related manuals 
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that they thought would assist their daily lives in a so-called English-speaking country. What intrigued me with regard to this library’s possession was that within such a small selection of English-related manuals, there were several books written by Thayne, including the PB and the CB. Very curious about him at the time, I swiftly checked online, and it turned out that Thayne was a popular and productive ELL material writer in Japan. My latest search on Amazon.co.jp using the author name ‘David Thayne’ generated 301 book titles (as of May 5, 2017). He also sold as many as 3.5 million copies as of the same time (David Thayne’s Native English Gym, 2017). 
 In addition to the substantial amount of his sales, what drew my attention is the frequent use of the term ‘  (native [speakers])’ in the titles of his books. In a similar manner to the PB (This English Offends Native [Speakers]), many of his book titles include the term such as “  (How This English Sounds to Native [Speakers]),” “

 (Native [Speakers] Laugh at This English),” and “ 130   (130 Rules for Native English Conversation Japanese People Do Not Know: You 

Must Not Speak English without Knowing These Rules!).” When I noticed this tendency, I started to deeply ponder what was behind Thayne’s and his publishers’ repeated utilization of the term ‘native’ and what kind of impact it might exert on the users of his books. I also thought that to address those questions would help capture the ways in which not only English but also the notion of the native speaker is conceptualized through discursive practices in a particular local context (Faez, 2011a, 2011b; Makoni & Pennycook, 2007; Park, 2009; Pennycook, 2007b; Toh, 2013). These thoughts drove me to select as data 
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sources for this study Thayne’s books and customer reviews posted on online bookstores in response to his books.11 
 The rationale behind my concentration on the PB and the CB is the fact that of all Thayne’s materials, these books received the greatest and the second greatest number of customer reviews on two major online bookstores in Japan (Amazon.co.jp and Rakuten Ichiba12) at the time I was collecting my data. This fact served as the primary motive in selecting the PB and the CB because I intended to work with as many reactions from as many users as possible. From Amazon.co.jp and Rakuten Ichiba, a total of 258 customer reviews were collected (as of April 2015; see Table 3.2).  

 Amazon.co.jp Rakuten Ichiba Total PB 40 30 70 CB 111 77 188 Total 151 107 258  
Table 3.2: Summary of the customer reviews  Along with the PB, the CB, and the 258 customer reviews, I also attempted to incorporate editor voice into the first research site. This is because in practice, 

                                                   11 Interestingly and surprisingly, after deciding on the first focus of my research project, I happened to find two books written by Thayne in my home in Japan and recalled that I had tried to improve my English by using them. This episode suggests that although I almost completely forgot about the purchase itself and what I had actually learned from his materials, I myself was once attracted to them. In this sense, I can be described as an insider-researcher who shares similar experiences with my ‘online participants.’ 12 Amazon.co.jp is part of the most widely known international e-commerce company, Amazon.com, Inc. Rakuten Ichiba is the largest online shopping site within Japan owned and operated by Rakuten, Inc. 
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self-help ELL books are not only educational but also commercial products sold in the market and publishers’ intentions inevitably influence them. With this thought in mind, I first contacted the respective editors of the PB and the CB by phone, and asked them to allow me to conduct an individual interview. At the time, I adequately explained my positionality as a research student who investigated self-help ELL books written by Thayne and would like to be informed of the editors’ views about his popularity or recent trends in the ELL material industry. While unfortunately, my request to the editor of the CB was declined because of his busyness, the editor of the PB (Mr. Morimoto)13 showed an interest in participating in the interview. I then sent Mr. Morimoto an information sheet regarding this study by email so that he could better understand the purpose of the interview (Morris, 2015); this eventually led to his official consent to be an interviewee (see Appendices 3 and 4 for the information sheet and the consent form). The interview was held in the publishing company Mr. Morimoto worked for on the day requested (June 3, 2015). As he was also a busy editor, the time spared for the interview was only 40 minutes. Knowing this tight schedule in advance, I tried to make an effective use of the limited chance by meticulously preparing interview questions. Yet, I simultaneously strove not to stick to the questions at hand in the course of the interview; I paid careful attention to always keeping it conversational so that something unexpected but interesting to and useful for the study could emerge during the interview (see Chapter 4 for the details of Mr. Morimoto). 
                                                   13 To preserve anonymity, a pseudonym has been applied to the editor. However, I am aware that he might be recognizable to someone familiar with the publishing industry in Japan, especially the ELL material sector, since he appears in this thesis as the editor of the PB. In relation to this, it should be added here that I informed Mr. Morimoto of the aforementioned probability, and despite that, he consented to participate in my research project. 
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3.2.3 Philippines-based Skype eikaiwa lessons People involved in Philippines-based Skype eikaiwa lessons can be classified broadly into three groups: providers, registrants/learners, and tutors. Because, as mentioned earlier, this study aimed to address as diverse people’s engagements with English as possible, I decided on all three groups as data sources for the second research site. With regard to the first group, I utilized promotional materials given by 10 Philippines-based Skype eikaiwa providers, including public remarks delivered by some of the founders. As every Skype 

eikaiwa provider had its own website, the data (not only written texts but also visual images used to describe its services) were collected online. I selected these 10 providers because they were introduced in a business magazine featuring ELL (Diamond Weekly, January 11, 2014) as major institutions offering Philippines-based English lessons via telecommunication tools such as Skype. The summary of the providers is presented in Table 3.3 on the next page.         
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 Name Unit Price of a Lesson Opening Hours 
1 (RareJob) 199 yen (25 mins)14 6:00a.m.-1:00a.m. 
2 (Gn Gn Eikaiwa) 100 yen (15 mins) 6:00a.m.-1:00a.m. 
3 DMM  (DMM Eikaiwa)15 98 yen (25 mins) 6:00a.m.-2:00a.m. 
4 (Tenori Eigo) 190 yen (25 mins) 24 hours 
5 (Langrich) 166 yen (25 mins) 5:00a.m.-1:00a.m. 
6 QQ English (QQ English) 248 yen (25 mins) 24 hours 
7 (English Bell) 780 yen (25 mins) 24 hours 
8 PIKT (PIKT) 207 yen (25 mins) 6:00a.m.-1:00a.m. 9 hanaso (hanaso) 422 yen (25 mins) 6:00a.m.-1:00a.m. 

10 (Sankei Online Eikaiwa) 167 yen (25 mins) 5:00a.m.-1:00a.m.  
Table 3.3: Summary of the 10 providers (Source: Diamond Weekly, January 11, 2014, p. 39; my summary)  

                                                   14 As of May 2017, 100 yen is about US$0.90, which means that the unit price of a 25-minute lesson in RareJob corresponds roughly with US$1.80. It should be noted, however, that it was the cost as of 2014 and the latest price in each provider is slightly different; as mentioned in Chapter 1, RareJob, for example, currently offers a 25-minute lesson for 209 yen (approx. US$1.90) (RareJob, 2017). 15 Of all 10 providers, DMM Eikaiwa is the only one that hires tutors residing not only in the Philippines but also in various other countries such as South Africa and Nigeria. 
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As for registrants’ voices, I made use of   (Kuchikomi Rankingu!),16 one of the biggest and most famous platforms ranking products or customer services according to user reviews. Through this platform, a total of 213 reviews about 57 providers were collected (as of February 2014). I also accessed four blogs written by male learners of English, in which they referred to their ELL experiences or tips on effective learning. From my knowledge obtained from the four men’s self-introduction in their blogs, two of them (Daisuke and Eita) were employees and one (Kazutaka) was a self-employed worker; the other (Kamo) provided no detailed information (see Appendix 1 for the details of the four bloggers).17 
 With regard to the four bloggers mentioned above, further information should be added here. As explained so far, the ultimate purpose of this study is to explore people’s engagements with, and the ideological constitutions of, English in Japan. In brief, the study looks primarily at the language ideologies underpinning the thing called English. Yet, in the course of collecting data concerning Philippines-based Skype eikaiwa lessons, another crucial theme emerged: that is, gendered and sexualized constitutions of young Filipina tutors by Japanese male learners. This theme first caught my eye when I was googling Skype eikaiwa providers and happened to find Kamo’s blog. As will be discussed 
                                                   16 The URL to this platform is as follows: https://kuchiran.jp/business/eng_online.html (last accessed on February 28, 2014). 17 I use these four men’s names (Daisuke, Eita, Kamo, and Kazutaka) as they are because these are their handle names for their blog entries and the entries are open to the public online. The URLs to their blogs are as follows (last accessed on January 20, 2017):     Daisuke: http://philipinizer.blog.fc2.com/blog-entry-32.html (written on October 10,   2014)    Eita: http://learn-create.info/archives/175 (written on February 19, 2015)    Kamo: https://minhyo.jp/hobosute/630/ (written on April 4, 2013)    Kazutaka: http://have-a-good-time.jp/archives/8615 (written on May 13, 2016) 
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in further detail in Chapter 5, Kamo adopted words or phrases that objectified Filipina tutors’ external appearances and personalities in one of his blog entries. His descriptions of Filipina tutors in this particular way immediately reminded me of past studies on gender concerns surrounding eikaiwa in Japan, that is, the romanticized interrelationship between Japanese female learners and Western male teachers, primarily in franchised eikaiwa schools (e.g., Appleby, 2014; Bailey, 2007; Kelsky, 2001; Kubota, 2011b; Piller & Takahashi, 2006).  The close similarity in both eikaiwa contexts posed a couple of questions: How do the previous studies on franchised eikaiwa schools inform the gendered and sexualized constitutions of Filipina tutors in the Skype eikaiwa sector? Do the discursive constitutions challenge earlier gender and race concerns in franchised eikaiwa schools? Do they merely reverse the positions of men and women, ultimately reproducing the same concerns? To pursue this line of inquiry, I decided to intentionally collect data regarding the interrelationship between Japanese male learners and Filipina tutors; more specifically, I made an online search using the combination of keywords such as ‘  (the Philippines),’ ‘  (Skype eikaiwa),’ and ‘  (female tutors),’ and encountered several blog entries featuring the ‘cute’ or ‘affectionate’ nature of Filipina tutors working in the Skype eikaiwa sector, as exemplified by Daisuke’s, Eita’s, and Kazutaka’s blogs. In this sense, the blog entries of the four male learners (including Kamo) can be considered to be data obtained through more purposive sampling (Emmel, 2013) than the others. 
 In addition to online data, face-to-face interaction with participants also served as an important data source for the extraction of registrants’ voices. In specific 
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terms, I conducted individual interviews with university students who were taking Philippines-based online English lessons at the time I was collecting my data. The students interviewed were affiliated to the Department of International Economics within the Faculty of Economics at Chiyoda University,18 a private university in Tokyo. All were members of the same zemi (research seminar), which featured not so much economics as English unlike other research seminars in the department. The lecturer in charge of the zemi, Professor Hoshino, was a Japanese TESOL expert and I knew through my personal connections and social networks that in his zemi, he utilized Skype 
eikaiwa lessons provided by tutors in the Philippines to enhance his students’ English proficiency, particularly their listening and speaking abilities. In Professor Hoshino’s zemi at the time, the members were required to take a 50-minute online lesson every week, and it was also mandatory for them to participate in a one-month study tour to the Philippines, where they took an intensive English program. While choosing their zemi from several options, they were informed of the details regarding each research seminar. The students’ choice of Professor Hoshino’s zemi therefore implies that they prioritized the improvement of their English over studying economics, even though they belonged to the Faculty of Economics.  As for the concrete data collection procedure, I first contacted Professor Hoshino and asked him to distribute information sheets to his zemi students. Five students (Aiko, Eri, Shingo, Toru, and Yui) were interested in my research project, all of whom volunteered to participate in individual interviews lasting 
                                                   18 To preserve anonymity, pseudonyms have been applied to all institutions and my participants mentioned hereafter.  
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approximately one hour. All interviews except the one with Shingo were conducted at Chiyoda University. The main topic in the interviews was the participants’ thoughts regarding and experiences with the Philippines-based online English lessons and the study tour to the country; however, all interviews extended into other areas, such as future dreams and everyday language practices (see Appendix 1 for the details of the five university students). 
 Finally, I detail the procedure concerning interviews with Filipino tutors. Regarding the tutors, I knew no potential participants at the beginning of the data collection phase, so I first contacted one of the largest Philippines-based Skype eikaiwa providers, TrueTrade, and asked the provider to allow me to approach its tutors. TrueTrade was very supportive of my research project and generously granted me two months of free access to the online platform that was open only to its registrants; on the platform, they were able to browse and book a tutor, and take a lesson via Skype. To put it differently, TrueTrade permitted me to conduct individual interviews with tutors by utilizing their lesson time.19 Owing to this permission, theoretically speaking, I could enjoy a maximum of two 25-minute lessons every day during the two months (July and August 2015); within the limits, I was also allowed to take as many trial lessons as possible, apart from my research purpose. This indicates that it was entirely my choice how I would make use of the free access to the online platform. In fact, I took several lessons ‘as a learner’ without disclosing my positionality for the following reason.  
                                                   19 While I offered a gift voucher to every participant I physically met in Japan, it was difficult to do this for Filipino tutors. However, the utilization of their lesson time somehow replaced the voucher because they were paid during the interviews. 
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The reason was related to research ethics, particularly a confidentiality and anonymity issue. Due to its online system, TrueTrade could track each registrant’s learning history, such as when he/she took a lesson with which tutor, and this also applied to me. Although TrueTrade informed me that the system had no function of video/audio recording a lesson itself, which meant that the contents of interviews were completely confidential, there was the possibility that my participants would be identified if someone engaging with administrative work in TrueTrade saw my learning history. To avoid this problem, namely to blur exactly who participated in the interviews on the online platform, I decided to take more lessons than I needed; I took several lessons for no research purpose and managed to have the names of both participant and non-participant tutors coexist within my online learning history. In relation to this, I provided each tutor I approached for the research purpose with the following explanations before the interview:          
 TrueTrade might realize that he/she has become one of the researcher’s participants, but any information he/she presents will be kept in strict confidentiality. 
 The researcher was interested in the tutor’s view about online English lessons rather than about working for TrueTrade. 
 When the researcher chooses to use any of the interview data in her thesis or publications, she would ensure that no comments that could jeopardize the tutor’s work are included.  Listening to these explanations, nobody declined to participate in the interview; on the contrary, all tutors I approached for the research purpose willingly 
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agreed to become participants and provided me with oral or written consent.  In terms of exact numbers, I booked 25-minute lessons 28 times and out of the total lessons, I utilized 20 for interviewing three male tutors (Ben, Dave, and Kevin) and seven female tutors (Amanda, Jenny, Laura, May, Pauline, Rose, and Tina); conversely speaking, I took eight extra lessons by four non-participant tutors as the solution for avoiding the aforementioned confidentiality and anonymity issue. As for the length, I basically spared two sessions (50 minutes) for one interview. However, I booked three sessions (75 minutes) with the tutor I approached for the first time (May) because in the beginning, I could not anticipate how long the interview would take; after the third lesson with May, it turned out that two sessions were enough, which helped me schedule the rest of the interviews. On the other hand, in the case of another tutor (Ben), I only spared one session (25 minutes) because he had been fully booked after the first lesson until the two-month period of free access expired. According to the information from the interviews, all 10 tutors were university graduates and had taught in TrueTrade from two months (the shortest) to six years and 11 months (the longest). Four of them worked full-time and five worked part-time; one (Ben) answered that he identified himself sometimes as a full-time tutor and at other times as a part-time tutor (see Appendix 1 for the details of the 10 Filipino tutors).20 
 I conclude this subsection by stating that the solution adopted to avoid the confidentiality and anonymity issue generated a by-product. First, the extra 
                                                   20 In TrueTrade, it is completely the choice of each tutor whether he/she works full-time or part-time. The tutors can even change their work patterns every week freely, depending on their circumstances such as families, studies, and other jobs.  
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eight lessons by four non-participant tutors unexpectedly served as a good opportunity for me to directly observe Philippines-based Skype eikaiwa and obtain a glimpse of how actual lessons in this sector proceeded, although this experience could not be used as ‘official data.’ Second, the experience also happened to bring about an episode that helped me embody one of the central ideas in this thesis that the notion of ‘correct English’ is always contextually (re)constituted (see Chapter 6).  The episode occurred when I was taking one of the extra lessons, in which the tutor utilized a news article as the major learning material, and questions and answers concerning the article functioned as an interactive exercise. After exchanging greetings, the tutor told me to read aloud the news article and it included the word ‘doctor.’ I pronounced the word as /ˈdɒktə/, which I regarded as ‘correct,’ but as soon as he listened to this pronunciation, especially the second syllable /tə/, he stopped my reading and said, “It’s not ‘doctor [ˈdɒktə].’ It’s ‘doctor [ˈdɑ:ktər],’ Misako-san.”21 He also instructed me to repeat after his model, which was super rhotic (a very strong /r/), until I came to be able to pronounce the word in the same manner as he did. In the course of this lesson, I realized for the first time that staying in Sydney for a couple of years, I unconsciously pronounced some English words in a so-called ‘Australian’ (or perhaps ‘British’) way, although my own identification was that my English was based on ‘American’ English because of the ELT I had received at school in Japan. I also became aware that in that specific context of the lesson provided by that particular tutor, who was a speaker of Tagalog and had learned English in the 
                                                   21 The Japanese suffix san indicates ‘Mr.’ or ‘Ms.’ It was used by all TrueTrade tutors whom I encountered. 
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Philippines, the ‘correct’ pronunciation of the second syllable of the word ‘doctor’ was super rhotic (/tər/), and my ‘Australian/British’ way (/tə/) was the target to be cured. When I imagined that if I had taken that lesson in Japan, I would probably have pronounced the second syllable in an ‘American’ (if not his super rhotic) manner, I really felt that how to pronounce something was very contextually situated. I also embodied the idea that the notion of ‘correct English’ is not fixed but fluid. This embodiment encouraged me to make a case for the ideological constitutions of English and its speakers throughout the thesis.  
3.2.4 EOCL policies in Japan-based enterprises For the recruitment of interviewees with regard to the third research site, three types of methods were combined: the Internet, my personal connections and social networks, and a snowballing technique. First of all, I started by approaching a blogger who presumably worked for Marufuku; although the blogger (Shota) did not mention the exact name of his enterprise within any of his entries, he wrote that it had enacted EOCL policy, which covertly implied that it was Marufuku. The main purpose of his blog appeared to be writing about his ideas on English and ELL, but he also frequently depicted how people in his enterprise engaged with the language in their workplaces or daily lives. Against this backdrop, I contacted Shota by posting a message on the hidden comment section of his blog. In the message, I asked him whether he would allow me to conduct an individual interview, explaining my positionality as a research student who investigated EOCL policies in Japan-based enterprises and would like to be informed of employees’ perspectives. I also included my contact 
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email address in the message. A few days later, Shota emailed me, displaying interest in participating in the face-to-face interview. Thereafter, in a similar manner to the case of the PB editor, Mr. Morimoto, I sent Shota an information sheet regarding the study by email, which led to his official consent to be an interviewee.  Simultaneously, I continued recruiting employees working for either Marufuku or Ichigen. I also approached employees who did not necessarily work for enterprises that had ratified EOCL policies, but often needed to engage with English in their workplaces. Eventually, I was able to conduct individual interviews with four more employees from Marufuku (Fumika, Nichole, Osamu, and Takao), two employees from Ichigen (Koji and Yasushi), and five employees from five other enterprises (Atsuko, Jiro, Momoyo, Ryo, and Taichi). While most of them were accessed through my personal connections and social networks, Nichole and Osamu were exceptions. They were recruited utilizing a snowball technique; Nichole was introduced by Fumika, and Osamu, by Shota, as her/his (former) colleague (see Appendix 1 for the details of the 12 employees). During the interviews, the employees primarily informed me of their thoughts regarding EOCL policies. However, the interviews also referred to such topics as ELT in Japan, their past and present foreign language learning experiences, and the languages and cultures they encountered in their workplaces or daily lives.  Unlike the interviews with Mr. Morimoto, the students at Chiyoda University, and the tutors in the Philippines, those with the 12 employees were basically conducted in the evening after their work. As a consequence of this schedule, cafés, restaurants, or izakayas (Japanese gastropubs) near their workplaces, all 
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of which were recommended by the interviewees, often became the venues for the interviews. It is often suggested that an interview should be held in a quiet place so that both the interviewer and the interviewee can hear each other and the data generated through the interview can be transcribed properly (Morris, 2015; Rapley, 2007). Acknowledging the relevance of this suggestion, I argue that the venues where my participants felt comfortable and items such as coffee, alcohol, and tasty food positively helped our talk go in a relaxed mood, which lasted from about one hour (the shortest) to about three and a half hours (the longest).  The most positive aspect of this style of interview was that while covering the questions I had prepared, it enabled the interviewees to “‘ramble’ to an extent” (Morris, 2015, p. 10). This worked well especially for Osamu. Although the main topic of the interview with him was Marufuku’s internal language policy and he provided me with his own thoughts about it as a former manager in this enterprise, what was also interesting to and helpful in this study was that as the interview went on, he became franker and franker, and started talking very actively about Thayne’s books and Philippines-based Skype eikaiwa lessons. In particular, statements made by Osamu regarding ‘cute’ and ‘affectionate’ Filipina tutors had close parallels to the narrative accounts generated by the four male bloggers, which contributed to my arguments on gender and race concerns in the Skype eikaiwa sector (see Chapter 5). In a similar manner to Osamu, some other participants also presented their thoughts about self-help ELL books or online English lessons in relation to their ELL, although the central topic of the interviews with them was EOCL policies. Thus, owing to the longer-than-usual interviews in informal settings, some interviewees in the third research site 
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happened to be helpful informants in the first and second research sites as well.  
3.2.5 Summary of all data As has so far been described, this thesis draws on different types of data produced from multiple research sites. To tidy up, I provide two tables here that summarize the three research sites and the data collected in each of the sites. 

 

 Data 
ELL Books Thayne’s two books (the PB and the CB) 258 customer reviews about the books posted on two online bookstores 

Skype Eikaiwa 
10 providers’ promotional materials (including public remarks delivered by some of the founders) 213 customer reviews about 57 providers posted on an online platform four blogs written by four male learners (Daisuke, Eita, Kamo, and Kazutaka) EOCL Policies   (N/A)  

Table 3.4: Summary of the online or written data     
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 Data ELL Books the PB editor (Mr. Morimoto) 
Skype Eikaiwa 

five university students (Aiko, Eri, Shingo, Toru, and Yui) 10 tutors in the Philippines (Amanda, Ben, Dave, Jenny, Laura, May, Pauline, Rose, Santos, and Tina) 
EOCL Policies 

five employees from Marufuku (Fumika, Nichole, Osamu, Shota, and Takao) two employees from Ichigen (Koji and Yasushi) five employees from five other enterprises (Atsuko,   Jiro, Momoyo, Ryo, and Taichi)  
Table 3.5: Summary of the interviewees (see Appendix 2 for the interview overview)22  

3.3 Data analysis In terms of data analysis, this study is situated within critical discourse studies, exemplified by critical discourse analysis (CDA) (e.g., Fairclough, 2001, 2010; Fairclough & Wodak, 1997; van Dijk, 2008; van Leeuwen, 2008; Wodak, 1996; Wodak & Meyer, 2009) or critical multimodal discourse analysis (CMDA) (e.g., Djonov & Zhao, 2014a; Jones, 2013; Machin, 2013; van Leeuwen, 2013). Of particular interest to critical discourse studies is the intersection of language and power, and therefore its principal purpose is to denaturalize ideologies that 
                                                   22 Each interviewee was asked in advance to fill in a questionnaire concerning his/her background such as age, educational qualifications, nature of work, experiences of living overseas, and foreign language learning experiences (see Appendix 5). The answers to the questionnaire considerably helped me start the interview or change the topics smoothly. Regarding the Filipino tutors, however, I did not use this strategy. This is because their profiles already appeared on the online platform of TrueTrade and they covered almost all information I needed. 
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have become naturalized in texts and other semiotic resources (Fairclough, 2001, 2010; Wodak & Meyer, 2009). Because this study addresses data related to English, and this ‘global’ language has numerous socio-political or cultural- political implications (e.g., issues of standard forms, varieties, native/non-native speakers, gender, and race), approaching the data through the critical discourse analytical lens was helpful in investigating the ways in which English was ideologically constituted through my participants’ discursive practices.  However, drawing on critical discourse studies does not necessarily indicate that this study employed a particular established model. As numerous researchers have so far suggested, CDA is now an umbrella term that covers a wide variety of analytical methods (Djonov & Zhao, 2014b; Lee & Otsuji, 2009; Lin, 2014; Luke, 2002; Noro, 2009). Some draw mainly on systemic functional linguistics (Fairclough, 2001, 2010; Janks, 1997; van Leeuwen, 2008), whereas others focus more on a discourse-historical approach (Wodak, 1996) or a socio- cognitive approach (van Dijk, 2008) (for the summary of CDA, see Djonov & Zhao, 2014b; Lee & Otsuji, 2009; Lin, 2014; Noro, 2009). Following this suggestion, in my study, I prioritized the view of CDA or CMDA as “a broad theoretical qualitative research approach” (Mirhosseini & Samar, 2015, p. 116) or “a cluster of interdisciplinary approaches” (Lin, 2014, p. 214) rather than as a method. In other words, rather than selecting a specific model from the established methods mentioned above, I adopted “a contextually relevant procedure” (Mirhosseini & Samar, 2015, p. 116), attaching significance to the common spirit of critical discourse studies and also bearing in mind that despite the effectiveness of CDA and CMDA, their weaknesses have been pointed out by several researchers. 
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 One of the major criticisms against CDA, for example, has been directed to the ways in which the relationship between the micro level of linguistic discourses and the macro level of wider society should be viewed. Regarding this issue, Otsuji (2008) argues that CDA has a tendency to over-emphasize ideologies. In particular, she problematizes Fairclough’s (2001) rather deterministic and structuralist view that dominant ideologies exert an enormous impact on discursive and social formations. Relying on other researchers such as Luke (2002) and Hammersley (1996), she suggests that individual contributions to the discursive and social formation processes should not be overlooked. Otherwise, we would run the risk of considering the individual “as the collective social, as if the members of the same social group speak in the same manner by sharing the same ideology” (Otsuji, 2008, p. 12).  This suggestion is crucial during critical text analysis. In the case of Thayne’s self-help ELL books, for example, it might be easy to analyze the sensational book titles and contents of his books, concluding that they reflect and reproduce native speakerism, that is, “the belief that ‘native-speaker’ teachers represent a ‘Western culture’ from which spring the ideals both of the English language and of English language teaching methodology” (Holliday, 2006, p. 385). However, as Pennycook (2001) stresses in relation to the shortcomings of Fairclough’s practice of the analytical method based on systemic functional linguistics, an interpretation is only “a particular reading of a particular text” (p. 93), revealing little about how the text is actually read or perceived in society. To put it differently, text analysts should be careful not to reduce the meaning of a text to their own readings outside the context of its social comprehension (Pennycook, 
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2007a, 2010). To eschew this, especially to avoid making analyses limited to one’s own readings (Blommaert, 2005; Sunderland, Cowley, Abdul Rahim, Leontzakou, & Shattuck, 2000), it is vital to have the view of “transtexuality” (Pennycook, 2007a, p. 53; emphasis in the original), in which texts are regarded as “hav[ing] meaning not in themselves but only when used” (p. 53).   With this argument in mind, in the case of the first research site, the study enlarged its scope of analysis to users’ responses to the PB and the CB. That is, the study put focus more on how the PB and the CB were read and understood by the users. This standpoint also held true for the second and third research sites. Along with presenting my own critical analysis with regard to the promotional materials of Skype eikaiwa providers and the trend of EOCL policies in Japan-based enterprises, I have striven to incorporate people’s reactions to them into the study.   Regarding the concrete analysis procedure, I first translated online texts into English. As for narrative accounts generated through individual interviews, I underwent the same process after transcribing the audio-recorded data; in the case of the data concerning Filipino tutors, this process was omitted because the medium of interaction was English. Thereafter, as the initial stage of analysis, I carefully read through the English versions as well as the original Japanese texts. During this stage, I tried to immerse myself in the data and capture what could be key themes for the whole study (Morris, 2015). In addition, through this first reading, I strove to detect “notable quotes” (Rubin & Rubin, 2012, p. 195) that vividly conveyed my participants’ thoughts, beliefs, and feelings about English or English-related issues. These quotes also helped me observe the key themes 
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emerging. Some of the quotes were incorporated in the data analysis and discussion chapters as the participants’ “actual words” (Morris, 2015, p. 134) that powerfully supported my arguments. 
 That being said, my work did not always progress in the linear and tidy way described above. In particular, since this thesis is based on a multifaceted research project and draws on a mixed set of data produced from multiple sites, different tasks were in progress at the same time. For example, when I was repeatedly analyzing the online texts regarding the PB and the CB (the first research site), I interviewed the university students (the second research site). Or when I was transcribing the interview data concerning the employees (the third research site), I elaborated on the thesis structure (all three research sites). I also frequently went back and forth between listening to the audio-recorded data and reading through the English/Japanese transcripts, or among the different types of data generated from each of the three research sites. It was really a messy and time-consuming process, but it helped me familiarize myself with the massive amount of data as thoroughly as possible. 
 My engagement with the complicated multitasking was effective in another way. Through transcribing and analyzing the data I had obtained earlier, an idea of what the key themes were emerged and the idea enabled me to conduct better interviews with new participants. This worked very well especially when I approached Filipino tutors. As mentioned in Subsection 3.2.3, when all the data were analyzed for information on Skype eikaiwa learners, a recurring theme emerged: gendered and sexualized constitutions of young Filipina tutors. As this theme was salient particularly in five male participants’ narrative accounts, I 
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used their descriptions of young Filipinas as anecdotes when I interviewed female tutors. The anecdotes played the role of a prompt (Appleby, 2014) for the women to produce their own stories that tell their “socially and culturally conditioned experiences” (Blommaert & Jie, 2010, p. 56) as Skype eikaiwa tutors. Their stories contributed to strengthening my arguments regarding gender and race concerns in the Skype eikaiwa sector. 
 

3.4 Translation issues As often witnessed in qualitative research drawing on data generated in a language different from the one in which the findings are produced, translation is a considerable challenge. Although in the previous subsection, I passingly referred to the task of translating Japanese data into English, it was in fact demanding, sensitive, political, and ideological work (e.g., Ramanathan, 2006; van Nes, Abma, Jonsson, & Deeg, 2010). I needed to carefully choose English words or phrases that sounded most equivalent to the original Japanese ones in order not to change my participants’ voices; I paid close attention even to sentence structures. In particular, “specific culturally bound words” (van Nes et al., 2010, p. 315) were a serious matter. This is because the literal translation of them had the great possibility of reducing their intended meanings (van Nes et al., 2010).   Although there was no perfect solution for these translation issues, I made every effort to minimize the risk. First, I decided to present both Japanese and English-translated data throughout this thesis when using my participants’ direct quotes. It is true that readers of the thesis do not necessarily understand 
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Japanese, but I considered that it could at least provide the feeling of the original texts. Second, I tried not to force myself to translate everything when it seemed that it would spoil the original meanings; instead, I intentionally utilized some Japanese words or phrases as they were, although they were written in romaji (the Roman alphabet) and added further explanation to them (see Chapters 6 and 7). I decided to take these courses of action, viewing them as sincere and ethical behavior toward my participants.  
3.5 Ethical considerations I carefully managed several ethical issues before and after setting foot in the data collection phase. First, before travelling to Japan for the first fieldwork,23 I asked the Ethics Committee of the University of Technology Sydney (UTS) to grant ethical approval for my research project; the approval number is UTS HREC REF NO. 2014000490. Second, I created several information sheets and consent forms suitable for each of the three research sites that included the approval number (see Appendices 3 and 4), and sent them to each participant before the interview (see Section 3.2). Regarding how to utilize the information presented by my participants, I provided them with the following four options:          1. The participant agrees that the researcher will use any data freely on condition that he/she is de-identified.         2. The participant agrees that the researcher will use any data freely on condition that he/she is de-identified and with his/her consent to the use. 
                                                   23 I visited Japan twice to collect data. The first fieldwork lasted from December 2014 to January 2015 and the second, from May to June 2015. 
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        3. The participant agrees that the researcher will use any data freely without de-identifying him/her.         4. The participant agrees that the researcher will use any data freely without de-identifying him/her, but with his/her consent to the use.  Every participant chose the first option except Shota. As he selected the second option, I asked him in advance whether I could make use of specific information related to him; eventually, all data obtained from Shota and utilized in this thesis is with his consent.  I conclude this subsection with a statement that all the data are kept locked and securely stored on computers.  
 

3.6 Contextual issues The contextual issues of this study are primarily related to methodology. As has so far been explained, the interviewees (in particular, the employee participants) I met in Japan were basically recruited through my personal connections and social networks. Because of this method of recruitment, most of them resulted in having similar backgrounds to mine, such as places of residence and educational qualifications; in fact, all of the employees interviewed resided in or near Tokyo at the time I was collecting the data, and the percentage of employee participants who had completed a postgraduate course was relatively high. It cannot be argued, therefore, that my participants are representative of the population despite the phrase ‘people engaging with English in Japan’ appearing in the first research question. 
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 This also holds true for the 10 Filipino tutors. First, as mentioned in Chapter 1, there are currently over 150 Skype eikaiwa providers in Japan (Diamond Weekly, January 11, 2014) and TrueTrade is one of them. Second, TrueTrade itself is also a very large provider and hires as many as 4,000 tutors. Third, since one of my major motives in interviewing Filipino tutors stemmed from the theme, gendered and sexualized constitutions of young Filipina tutors, over half of the Filipino tutors interviewed were women in their twenties or thirties. Here again, this sampling cannot be considered to be representative of the Skype eikaiwa tutors in the Philippines.  In relation to these issues, however, I would like to cite Marshall’s (1996) and Morris’s (2015) viewpoints with regard to qualitative research based on interviewing. They argue:                  Qualitative researchers recognize that some informants are ‘richer’ than others and that these people are more likely to provide insight and understanding for the researcher. Choosing someone at random to answer a qualitative question would be analogous to randomly asking a passer-by how to repair a broken down car, rather than asking a garage mechanic — the former might have a good stab, but asking the latter is likely to be more productive. (Marshall, 1996, p. 523)          [I]n most studies based on in-depth interviews, it is not possible or desirable to strive for a representative sample. The key aim should be to interview a range of interviewees who will be able to give you insights into the research question/s under review. (Morris, 2015, p. 63)  Following their arguments, I tried to seek out as various participants as possible who were most likely to present rich, thick, and informative insights into this 
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study. On one hand, I acknowledge the possible limitations of my methodology; on the other hand, I here justify the validity of the study. 
 

3.7 Conclusion In this chapter, I have grounded the study methodologically. I first rationalized the data collected, detailing the data collection and analysis procedure. Through this process, I provided some stories behind the data collection phase, which hopefully helped depict the three research sites in further detail. Thereafter, I described what could be concerns in terms of translation, ethics, and validity of the study, and presented how I strove to minimize the concerns.  In the next four chapters, I report on the analyses and discussions of the data to untangle the complicated relations between my participants’ engagements with English and the language ideologies surrounding the engagements. In Chapters 4 and 5, I concentrate on demonstrating how divergently my participants engage with English and what kinds of language ideologies and socio-political or cultural-political components underlie these engagements. Following these two chapters, in Chapters 6 and 7, I explore the ways in which the thing called English and its speakers are ideologically constituted through my participants’ engagements with the language.   
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Chapter 4 

Engagements with English for 

Self-development 
 

4.1 Introduction In Chapter 3, I have presented the overall research design employed for this study. Starting with rationalization of utilizing different types of data, I have detailed the three research sites and the data collected within each of the sites. I have also described the data collection and analysis procedure, providing some stories behind it to help explain the nature of the research sites and data in further detail. Following this methodology chapter, I aim to untangle the relations between my participants’ engagements with English and the language ideologies surrounding the engagements in the next four chapters. In Chapters 4 and 5, I focus on showing how divergently my participants engage with English and what kinds of language ideologies and socio-political or cultural-political components underpin these engagements. The engagements are indeed more than the mere act of learning or using the language in the conventional sense; the ones explored in Chapter 4 can be considered to be ‘engagements with English for self-development,’ whereas the ones specifically addressed in Chapter 5 can be termed ‘engagements with English for male gratification.’  In Chapter 4, discussions as to engagements with English for self-development are first conducted with special reference to the notion of language learning as a 
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leisure activity (Kubota, 2011b, 2011c; Kubota, Seo, Kito, Sano, Yamaguchi, & Yonemoto, 2014; Seo, Seo, & Yonemoto, 2015) (Section 4.2). This notion was formulated and developed to explain the ideological dimensions of recent language teaching and learning, and could serve as a helpful tool to describe my participants’ engagements with English. However, detailed analysis of my data reveals that the participants’ engagements with English cannot be fully understood by only drawing on this notion. The participants’ thoughts regarding their ELL display greater complexity than earlier studies have demonstrated and suggest the need to extend the notion of language learning as a leisure activity. In Chapter 4, I therefore address this complexity and add a new layer to the notion: that is, English for self-development (Section 4.3).  Moreover, the attempt to capture my participants’ engagements with English for self-development opens up another crucial discussion with regard to the relationship between language, language learning, and neoliberalism (Block et al., 2012; Flubacher & Del Percio, 2017; Kubota, 2011c, 2016; Park, 2010, 2016; Shin & Park 2016). In the latter part of this chapter (Section 4.4), drawing on Park’s (2010, 2016) and Shin and Park’s (2016) idea of ‘neoliberal subjects,’ I further discuss my participants’ engagements with English for self-development in relation to neoliberalism. This discussion is based on the analysis of the data concerning Ichigen’s and Marufuku’s EOCL policies.  
4.2 Language learning as a leisure activity Referring to Stebbins’s (1997, 2007) series of leisure studies, Kubota (2011b, 2011c) proposes the view of language learning as a leisure activity. This 
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proposal stems from the reality of her research participants’ devotion to English conversation (eikaiwa) in rural Japan. According to Kubota (2011b, 2011c), as they do not necessarily learn English for economic benefits, successful careers, or future life changes, the notion of investment (Norton, 2000; Peirce, 1995), which has frequently been employed in studies on language learning and identity, cannot thoroughly explain the participants’ motivations for or purposes of ELL. Unlike learners who invest in language learning to boost the value of their economic, social, and cultural capital (Norton, 2000; Peirce, 1995), some of Kubota’s (2011b, 2011c) participants enjoy mingling with their eikaiwa teachers or fellow learners, and others appreciate the novelty of English- speaking time and space apart from their daily lives. For this group of participants, ELL can be seen to be “leisure, socializing, or escape” (Kubota, 2011c, p. 258). 
 This tendency is not limited to traditional eikaiwa learners. Some data obtained for this study show that language learning as a leisure activity also permeates the self-help ELL material and Skype eikaiwa sectors. For example, a reviewer of Thayne’s comic book posted the comment that “

 (I have little chance to use [English], but I want to learn eikaiwa from Mr. Thayne)” (CB/Rakuten/Feb.21. 2012).24 This comment implies that despite no actual immediate need, the reviewer has an interest in eikaiwa and that is why he/she engages with English making use of self-help ELL materials written by Thayne. The comment closely 
                                                   24 (CB/Rakuten/Feb.21.2012) indicates that this is a customer review regarding the CB posted on Rakuten Ichiba on February 21, 2012. Likewise, (PB/Amazon/Feb.09.2013) mentioned later in the same paragraph means that it is a customer review concerning the PB posted on Amazon.co.jp on February 9, 2013. This convention applies to all customer reviews about Thayne’s comic book or paperback used hereafter. 
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corresponds to the narrative accounts presented by some of Kubota’s (2011b) participants who are learning eikaiwa under “low pressure and low communicative urgency in daily life” (p. 480). This type of learning, that is, ELL in a relaxed mood can also be seen in another comment on Thayne’s paperback: “60  (I’m learning eikaiwa as tenarai of a 60-year-old)” (PB/Amazon/Feb.09.2013). The Japanese term ‘  (tenarai)’ needs a brief explanation here. This term originally indicated ‘practice of writing with a brush’ and has expanded its meaning into ‘learning’ (Kojien, 2009). It is customarily used in the proverb ‘  (tenarai of a 60-year-old)’ exactly as described by the reviewer. This proverb literally represents ‘starting to learn something new in one’s 60s (or more loosely, late in life),’ connoting that ‘it is never too late to learn.’ Although it is not very clear how serious the reviewer is about his/her ELL, the title of the customer review “  (English is fun)” (PB/Amazon/Feb.09.2013) suggests that the reviewer, presumably in his/her 60s, has taken up ELL as tenarai, with which he/she is having a good time.  ELL for fun is also reported by Skype eikaiwa tutors in the Philippines. Here, I provide narrative accounts generated by some of them. First, when I asked the tutors about the demographics of the student population, most of them answered that the profiles were quite rich in variety, ranging from three-year- old kids (the youngest) to retirees in their 80s (the oldest); according to the tutors, they happened to be familiar with their students’ personal information through self-introduction and free conversations in the course of the lesson. Then, to the question with regard to adult learners’ aims of taking online 
eikaiwa lessons, several tutors gave their responses utilizing the term ‘hobby.’ 
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For example, Santos replied, “Some of them [= my students], especially the seniors, er, they just wanted […] a hobby. They just enjoy it” (Aug.02.2015). In a similar manner, Amanda offered the following information: “[…] older students, like 70s, 80s, it’s just their hobby” (Aug.15.2015). These tutors’ statements indicate that in Japan, a certain number of adults (even people in their 80s) engage with ELL as a leisure activity. The statements simultaneously support past studies’ argument that not each and every learner intends to increase human capital or business competitiveness through language learning (Kubota, 2011b, 2011c; Kubota et al., 2014: Seo et al., 2015). 
 However, questions arise here about this style of learning. Why do people in Japan, regardless of age, select language learning as their leisure activity? Do the hobbyist learners only seek fun? What is behind their selection of English in particular? In the next section, in order to explore these questions, I concentrate on narrative accounts produced by Mr. Morimoto (the editor of the PB) and Osamu (a former manager in Marufuku as well as a user of Thayne’s ELL materials and Skype eikaiwa registrant). Considering these two participants’ viewpoints, it can be argued that for some people in Japan, ELL is more than 
“pleasure and enjoyment” (Kubota, 2011b, p. 475; emphasis in the original); their ELL can be better understood from the perspective of ‘self-development aimed at the growth of the whole person.’  
4.3 English for self-development: More than pleasure and 

enjoyment 
 As an editor of ELL materials with nearly 20 years’ experience, Mr. Morimoto 
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understands that not all learners of English in Japan are driven by necessity to master the language. On the contrary, he is very much aware of a large demand for English-related books that the purchasers simply would like to enjoy reading. In the course of the interview with him, Mr. Morimoto remarked, “ (Of housewives around me [and of] the readers, people who learn English as a hobby are many […])” (Jun.03.2015). In relation to this statement, when I asked him for his thoughts on what was behind those people’s selection of ELL as a hobby, he answered as follows: 
 

    (1) Jun.03.2015 M: Mr. Morimoto          M: 

 Er…, you know, [those people] have desires to improve themselves. […] I’d say, er…, they don’t feel right unless they do something. […] I’d say they want to really feel themselves growing even a little every day. […] There are a considerable number of people who only read books and have no particular chance to do eikaiwa, but still want to learn English. I feel that for those people, you know, er…, [learning English] is learning English, but at the same time, it’s also self-development, yes. 
 The keywords in Mr. Morimoto’s account above are “desires to improve 

themselves,” “growing,” and “self-development.” To sum up, of people learning English in Japan, many are aspirants who wish to improve themselves and realize their growth or development through learning. These learners seem to slightly differ from Kubota’s (2011b, 2011c) participants who tend to quest for joy and fantasy by doing eikaiwa. For further discussion of this difference, it is 
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meaningful to contemplate Mr. Morimoto’s viewpoint simultaneously referring to part of narrative accounts presented by Osamu, who used to be a manager in Marufuku. Osamu is also a Skype eikaiwa registrant as well as a user of Thayne’s materials, and during the interview, he self-mockingly confessed that he had so far spent an enormous sum of money on ELL. Below is the excerpt immediately after we talked about the current and future directions of ELL in Japan: 
 

    (2) May.26.2015 O: Osamu / R: Researcher 
 
        O: 

 [Books …] are vitamin tablets. […] Er…, not only ELL but the model of learning won’t be obsolete, I guess. That, learning itself, provides mental stability. […] Learning, you know, studying, trying to improve, the mere act of being involved in this makes [us] stable. 
 
        R: 
           Uh-huh. Is it, well, a requisite for growing as a working adult, as a whole person? 
 
        O: 
           Er, it’s been imprinted [on us] that we must grow, hasn’t it? […] In the way that growing is something good […].  In a similar manner to Mr. Morimoto, Osamu employs phrases such as “trying to 

improve” and “must grow” to explain his thoughts on what motivates people to engage with ELL or learning in general. It should be noted here that his use of the term ‘grow’ in the last part of this excerpt is triggered by my interpretation 
“a requisite for growing as a working adult, as a whole person,” but he does not deny the idea that learning has something to do with working adults’ or people’s sense of obligation to improve themselves. On the contrary, he adds his 
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own view here that we have been infused with the moral that we must develop and this development is a good deed. Thus, although Mr. Morimoto and Osamu are on opposite sides of the ELL material industry (a seller and a buyer), they share nearly the same standpoint concerning the purpose of ELL for some people in Japan; these learners aim to develop and improve themselves through ELL, and the very act of engaging with this learning as well as (or perhaps rather than) what they have actually learned can fulfill their purpose.  Although this style of ELL for self-development might be in the same lines as ELL for fun in that both have a tendency to put less focus on the acquisition of linguistic skills, they are also incompatible with each other in another way. The major difference between them is that books play a crucial role in ELL for self- development and the learners do not necessarily need companionship unlike those who are involved in ELL as a leisure activity. In Mr. Morimoto’s analysis, there are a great number of people who “only read books and have no particular 

chance to do eikaiwa.” These learners are in contrast with Kubota’s (2011b) participants who feel satisfaction in having interpersonal relationships forged through social interaction with their fellow learners. Her participants come together to learn eikaiwa, but their relative priority is socializing in and outside the classroom, and this “social space […] can become a primary driving force for engaging in the activity” (Kubota, 2011b, p. 475). However, in the case of learners devoted to English for self-development making use of books, a more considerable emphasis is placed on self-study and what motivates the learners to engage with this learning is a sense of obligation that they “must grow.” Furthermore, according to Osamu, with this rather obsessive idea about self- development, the act of learning itself leads to “mental stability” and books that 
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accompany the learning function in the same way as “vitamin tablets” for the health-conscious. Although Mr. Morimoto does not use the term “  

(self-development)” in either a Buddhist or a Confucian sense, which connotes religious or philosophical ‘enlightenment’ (Akhavan, 2015; Zhang & Milligan, 2010), the ELL that both Mr. Morimoto and Osamu mentioned in their respective interviews can be viewed as something spiritual or something that yearns for “spiritual well-being” (Prilleltensky & Prilleltensky, 2006, p. 153). In this respect, the learning in question does not completely fit the notion of ELL as a leisure activity, which primarily seeks pleasure and enjoyment; here, a new layer that can be termed ‘self-development aimed at the growth of the whole person’ is necessary. 
 To further discuss this idea of engagements with English for self-development, I make a specific reference to Mr. Morimoto’s standpoint as an editor here. What is noteworthy about his academic, professional, and personal background is that despite his involvement in editing ELL materials, he perceives himself as neither an expert of ELT nor a learner/user of English. When I asked him whether it was his own request or an administrative order that he had joined the ELL material sector, he replied as shown in the following:      (3) Jun.03.2015 M: Mr. Morimoto          M: 
           No, er…, [my] request. Yes. Er…, an editor wants to edit books that, you know, sell. That is the, well, biggest factor. And learners of English buy books. […] Well, vulgarly speaking, it’s solid.  
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This response indicates that ELL material is one of the most promising genres in Japan’s publishing industry, and his intuition as an editor, who “wants to edit 

books that […] sell,” has led Mr. Morimoto to be involved in English-related books. What is behind his engagement with ELL material editing is therefore its commercial potential; conversely speaking, he does not stick to ELT itself. Indeed, Thayne’s series of ELL books is only part of his work. Mr. Morimoto has recently been responsible for many other books unrelated to English, and this fact is displayed in his business card ― I received one when I visited him in his office for the interview. On the back of the card is a list of the books that he has planned and edited in the last few years, and interestingly, the list, along with Thayne’s series, includes the following themes: ‘  (autonomic nervous system),’ ‘  (tough mind),’ ‘  (streetwiseness),’ and ‘  (end-of-life planning).’ 
 This line-up suggests that his major interests as an editor are in the genre called ‘self-help skills,’ and on the face of it, Thayne’s series appears to be rather out of place. Yet, given that English or ELL can be a form of fostering self-development that aims at the growth of the whole person, Mr. Morimoto’s list of works does make sense. Here, engagements with English for self-development parallel such concerns as ‘how to keep the autonomic nervous system in order,’ ‘how to be tough-minded or streetwise,’ and even ‘how to end one’s life happily.’ To put it differently, whether the theme is end-of-life planning or English, under the same category called self-help skills, Mr. Morimoto’s books are intended to assist the readers in obtaining physical and mental wellness or leading a life of good quality. His business card symbolically represents that ELL in Japan could be an important component of people’s endeavor to achieve physical and mental 
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well-being or enhance their value of life. The existence of ELL in this particular way definitely differs from the established notion of language learning. This ELL also serves as a new layer to the notion of language learning as a leisure activity.  In this section, by analyzing and discussing several online comments and narrative accounts generated from individual interviews, I have argued that of people learning English in Japan, there are some who consider their ELL to be a form of fostering self-development. I have also suggested that it is important and necessary to add this new perspective to the notion of language learning as a leisure activity for better understandings of people’s diverse engagements with English. However, it should be pointed out here that whether ELL is for pleasure and enjoyment or due to a sense of obligation to grow as a whole person, individuals’ choice of English is never unrelated to broader socio- political and cultural-political elements. As Kubota (2011b) stresses, in fact, learners’ seemingly self-determined selection of ELL is inextricably connected with the hegemonic position or symbolic image of English both in Japan and in the world. This argument is supported by the following 28-year-old housewife’s online comment about Skype eikaiwa:25      (4) Mar.04.2014 (retrieved)  
 
        5

I’m five months pregnant and often stay at home. What I’ve started, as a way of using my spare time fruitfully, is online eikaiwa, which is 
                                                   25 Unlike Amazon.co.jp and Rakuten Ichiba, the online platform where I collected Skype 

eikaiwa learners’ comments (Kuchikomi Rankingu!) offers information regarding reviewers’ occupations, ages, and genders, as filled out voluntarily by them. However, the platform does not show when their comments were posted. I have therefore provided the date on which I retrieved the comments (see Excerpt (4)). 
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available in my place. […] Since the Olympic Games are going to be held in Japan, to teach English to the child I’m carrying has become both my aim and dream.  From this comment, it can be deduced that she views eikaiwa as a safe pastime for a woman with child. In particular, for this reviewer, who is trying to stay quiet during pregnancy, Skype eikaiwa (not traditional eikaiwa) does matter because in the case of online lessons, learners can choose their own homes as a learning space, instead of physically going to a school (Terhune, 2016). However, given the wording “a way of using my spare time fruitfully,” it can also be inferred that it was not just safety that concerned this woman. She wanted a pastime with which she could not only kill time safely but also obtain something meaningful; for her, that was eikaiwa. In what respect then does this woman think that eikaiwa can be meaningful? It seems that the latter part of her comment clearly answers this question; that is, the eikaiwa ability she has obtained through her pastime during pregnancy would be beneficial in that she could pass the ability to her expected child, who might have a chance to display it when the Olympic Games are held in Tokyo in 2020. 
 This expectation is probably based on the premise that “[f]or business, studying, trading, socializing, or tourism, English is nowadays a truly international language” (Cogo, 2012, p. 97) or that “[t]o facilitate communication on a global level, the default choice is often English” (Terauchi & Araki, 2016, p. 180) (see also Kubota (2013a, 2014) for problematization of this premise). It may likewise be affected by the fallacy that the earlier English is taught, the better the outcome will be (Phillipson, 1992). Thus, whether it is for leisure or for self- development, ELL does not exist in a socio-political and cultural-political 
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vacuum. Individuals’ choice of English not only reflects but also assists its global spread (Kubota, 2011b). Their choice also reinforces various prevailing language ideologies underpinning English, ELT, and ELL, as exemplified by the discourse of English as a/the default global lingua franca and the early start fallacy. This analysis suggests that we should take the perspective of macro forces seriously when conducting critical studies on English, ELT, and ELL, although in order not to fall into determinism, we also need to distance ourselves from counting too much on macro-societal theoretical frameworks (Pennycook, 2001, 2007a).  Finally, the attempt not to lose sight of macro forces reminds us of the recent economic trend, namely the rise of neoliberalism, and its subsequent impact on language, language education, and language learning (e.g., Block et al., 2012; Flubacher & Del Percio, 2017). In particular, for my participants working in Ichigen, Marufuku, or other enterprises, the notion of linguistic skills as human capital, which is a typical language ideology promoted in the globalized new economy (Cameron, 2005; Heller, 2003, 2010; Kubota, 2011c, 2016; Park, 2010, 2016; Shin & Park, 2016; Tan & Rubdy, 2008), does matter. In the next section, drawing on the participants’ discussions about Ichigen’s and Marufuku’s EOCL policies, I explore the ways in which these internal language policies operate within the enterprises and foster the idea of English for self-development. Through this exploration, I argue that the language policies help the Test of English for International Communication (TOEIC) assume a specific role and exercise institutional discipline over the employees rather than enhance their actual English use for business. I begin this exploration with a brief overview of Park’s (2010, 2016) and Shin and Park’s (2016) perspectives on the relation 
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between those who work under neoliberalism (what is called ‘neoliberal subjects’) and their language learning. 
 

4.4 English for self-development: Neoliberal subjects 

4.4.1  Neoliberalism and language learning Harvey (2005), one of the leading researchers of neoliberalism, defines it as “a theory of political economic practices that proposes that human well-being can best be advanced by liberating individual entrepreneurial freedoms and skills within an institutional framework characterized by strong private property rights, free markets, and free trade” (p. 5). With this theory, since the 1980s, many nation states have begun the implementation of radical economic reforms such as “[d]eregulation, privatization, and withdrawal of the state from many areas of social provision” (Harvey, 2005, pp. 12-13). On a non-governmental level, private enterprises or individual investors have continued questing for a place where the lowest-cost labor is available and the most inexpensive production is possible.  According to Shin and Park (2016), under such competitive and individual- orientated circumstances, people are encouraged to act on their own initiative with regard to their lives and ensure accountability for their own choices or decisions. The researchers further argue that this trend is clearly reflected in the recent phenomenon where personal branding to show abilities and endless self-development to maximize latent potential are celebrated. In other words, people, especially adult workers, in the neoliberal capitalist world (what is called ‘neoliberal subjects’) are compelled to embark on a risky venture, 
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compete with others, and develop new skills (Bauman, 2007; Shin & Park, 2016). Shin and Park (2016) also suggest that this phenomenon can be explained by drawing on Foucault’s (1988, 1997) notion of ‘technologies of the self.’ According to Foucault (1988), technologies of the self are the ones that                   permit individuals to effect by their own means or with the help of others a certain number of operations on their own bodies and souls, thoughts, conduct, and way of being, so as to transform themselves in order to attain a certain state of happiness, purity, wisdom, perfection, or immortality. (p. 18)  With these technologies, individuals are driven to act rationally and regulate their relationship with themselves (Makino, 2009; Ryan, Bissell, & Alexander, 2010). These technologies can also be viewed as practices that embed in individuals a willingness to govern themselves even without conspicuous supervision (Miller & Rose, 2008; Shin & Park, 2016). In the contemporary world, through these practices, individuals strive to conduct themselves and do whatever is necessary such as the acquisition of practical skills. A telling example of the skills regarded as essential under neoliberalism is linguistic skills (Del Percio & Flubacher, 2017; Kubota, 2011c, 2016; Park, 2010, 2016; Urciuoli, 2008). In particular, English proficiency is considered to be the most useful and beneficial for global communication or business (e.g., Cogo, 2012; Terauchi & Araki, 2016). On this premise, neoliberal subjects originally speaking languages other than English devote themselves to ELL, which results in the current state, termed “English frenzy” (Park, 2010, p. 22) in South Korea, “the national obsession with English” (McVeigh, 2002, p. 150) in Japan, and so on.  What is noteworthy about language learning, especially ELL, in the name of 
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neoliberalism is that willpower as well as (or perhaps rather than) actual competence is valorized. Since in the neoliberal capitalist world, individual responsibility is emphasized, those who can manage themselves as technologies of the self (Foucault, 1997), that is to say, those who can invest time and effort in studying English spontaneously and unstintingly are viewed as ideal neoliberal subjects (Park, 2010, 2016). Focusing on South Korean society, Park (2016) raises two characteristics with regard to ELL under neoliberalism. The first is that despite enterprises’ stress on the importance and necessity of their employees’ English proficiency, most of them actually do not need great competence in the language for their daily tasks; to put it differently, people in South Korea tend to continue ELL not so much for the practicality of English itself as for competition with rival workers within the country (Park, 2016). The second characteristic is more closely aligned with the neoliberal mindset mentioned above; English skills are apt to be treated as something that displays responsible supervision of self. In Park’s (2016) exact words, for neoliberal subjects in South Korea, ELL “is not simply preparation for the job market, but a moral project of developing oneself to become a better person through English … even [though] this also gives [them] a great deal of pain and anxiety” (p. 458).26 
 Kubota (2011c) discusses almost the same role played by ELL under neoliberalism in relation to Japan’s language testing industry. Drawing on data obtained from interviews with adult workers learning English and managers of 
                                                   26 What I have discussed in the previous section (English for self-development, which is more than pleasure and enjoyment) is inextricably connected with this argument. In particular, Osamu’s narrative account regarding the obsessional idea of the relationship between learning and the growth of the whole person (see pages 88-89) echoes Park’s (2016) analysis of neoliberal subjects. 
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manufacturing enterprises in rural Japan, she suggests that while it is often claimed that the TOEIC serves as a means to screen job applicants and candidates for particular positions, the importance of this test appears to be linked more intimately to individuals’ beliefs than to enterprises’ requirements. More specifically, none of the four managers she accessed for her study reported that their enterprises implement a promotion system utilizing TOEIC scores; in reality, more focus is placed on professional qualities than English skills. In the first place, according to Kubota’s (2011c) adult worker participants, only a few employees seem to use English within their enterprises; even for those who need the language while they are on duty, insufficiency of English skills does not seem to exert a very negative impact on their business performance or their enterprises’ productivity, either. Nevertheless, her participants urge themselves to continuously study English, in particular to prepare for the TOEIC. As for the role of the TOEIC within the enterprises in question, Kubota’s (2011c) study has reached the conclusion that “language tests such as TOEIC work as a convenient tool to measure the level of effort rather than proficiency itself” (p. 258; emphasis in the original). This state of the test is in the same lines as the nature of ELL in neoliberal South Korean society described by Park (2016). In sum, for neoliberal subjects, ELL, including preparation for the TOEIC, could be proof of how enthusiastically they try to develop or improve themselves. 
 Following the overview of language learning under neoliberalism above, in the next subsection, I focus on my employee participants’ discussions about Ichigen’s and Marufuku’s EOCL policies and further explore the idea of English for self-development. This exploration is conducted with special reference to the dominant status of the TOEIC within the two enterprises. I begin with a 
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presentation of the background behind Ichigen’s and Marufuku’s EOCL policies in order to convey a glimpse of the atmospheres of both enterprises provided by my participants. 
 

4.4.2  Backgrounds behind Ichigen’s and Marufuku’s EOCL 

policies  At the time of the individual interviews with two employees from Ichigen (Koji and Yasushi) and five employees from Marufuku (Fumika, Nichole, Osamu, Shota, and Takao), both had enacted EOCL policies. However, the background behind each policy and the extent of their binding force differed. Ichigen, a long-established manufacturer, adopted English as an official corporate language approximately 15 years ago, when it merged with a foreign-owned enterprise, Basile. Since that time, Ichigen employees have been required to use English as necessary. According to Yasushi, “ ([In that year, we] entered, er…, the phase where like we suddenly needed English (laugh))” (Jan.10.2015). A good example of this shift is the medium used in meetings; since the merger, English has institutionally become the only language when foreign employees with no or little Japanese proficiency are present. As Koji stated, “1  (Er, we cannot help using English in a meeting with even one foreigner unless they speak Japanese)” (Jan.05.2015). This arrangement holds true for written communication within the enterprise. As Koji further informed, “
 (Materials that reach people like directors are written in 
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English anyway […]. They are never written in Japanese)” (Jan.05.2015). To put it the other way around, however, in meetings where all attendees speak Japanese, the medium remains the language. Business documents are also written in Japanese as long as they are only circulated among fellow workers who understand the language. From Yasushi’s rather critical perspective, “ ([the enterprise] says that its official corporate language is English, but […] this doesn’t work at all)” (Jan.10.2015) as a whole. In sum, the status of English in Ichigen can be viewed as an additional language that is utilized depending on time and circumstances.  On the other hand, in Marufuku, a newly established enterprise, the CEO decided to fully switch the business language to English several years ago. The CEO viewed English as absolutely essential for the enhancement of his enterprise’s global business competitiveness (see Chapter 1 for more on general backgrounds behind EOCL policies in Japan-based enterprises). Ever since, Marufuku has made positive efforts to recruit and hire talented employees from all over the world. The enterprise has also encouraged all pre-existing employees to improve their English proficiency, not to mention the use of the language while they are on duty. In particular, just before and after the press release of the CEO’s decision, “ EOCL  ([the binding force of the EOCL policy] was the strictest” in Takao’s words (May.24. 2016). Around that time, as he further remarked, “  ([The language used within the enterprise] was completely English. [The use of] Japanese [was] totally forbidden)” (May.24.2016). According to Takao, the menus in the cafeteria within Marufuku, which had been written in Japanese, were also 
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suddenly changed into English (see pages 12-13 for more on the urban myth about the cafeteria).  

 However, it should be noted here that Takao’s account above is how he felt around the time of the press release of Marufuku’s EOCL policy. During the interview, he also reported that the policy’s binding force appeared to loosen as time went by. According to Takao, he left Marufuku shortly after the enactment of the policy, but he keeps in touch with his former colleagues, with whom he occasionally exchanges their latest news. From Takao’s knowledge obtained through these colleagues, who are still working in the enterprise, they have gradually started to utilize Japanese in business scenes where they used to try to adopt English at the inception of the EOCL policy. Additionally, the interview data gathered from my other Marufuku participants suggest that they perceive a gap between the internal language policy and their own Japanese-dominated workplace communication. Shota, for example, describes his daily language practices within Marufuku as follows: 
 

    (5) Dec.16.2014 R: Researcher / S: Shota 
 
        R: 
           […] Is the language used at work Japanese? 
 
        S: 
           It is. Well, I guess hiding [the fact] is senseless. […]          R: OK   […] Is that okay for your enterprise’s, er…, language policy? 
        S: 
           Probably, to be strict, er…, it’s no good since [the enterprise] has 
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declared that its official [language] is English, but in reality (laugh), it’s Japanese, Japanese. […] 
 The reality that the main business language used within Marufuku is Japanese also applies to Fumika. Fumika was born to ethnically Japanese parents and raised in the USA. She was educated in that country up to the university level but entered a graduate school in Japan to pursue her master’s degree. In the USA, she was told to speak in Japanese at home by her mother, who wanted her to maintain the language. Fumika considers English as her definitely dominant language, but according to her, she is gradually becoming confident using Japanese. With this background, she was hired by Marufuku as a foreign employee. Yet, the division to which she was assigned has a highly Japanese- dominated work environment and she has almost no chance to use English at work. In Fumika’s exact words, “

 ([…] my, er, division is remarkably domestic and I only use Japanese. I seldom use English for daily email, conversation, and the like)” (Jan.07.2015).27 
 What is important to be discussed here is that despite this sort of work environment, the employees in Marufuku are encouraged to continue their ELL in the name of a ‘global’ enterprise that has enacted an EOCL policy; they are especially urged to prepare for the TOEIC. My Ichigen employee participants reported that this tendency was also witnessed in their enterprise. Focusing on this respect, in the following subsection, I examine my Ichigen and Marufuku 
                                                   27 The interview with Fumika was conducted basically in Japanese, but English was also used depending on topics. 
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employee participants’ discussions on the ways in which the TOEIC as well as the EOCL policies operate within the enterprises. Through this examination, I first point out that in both enterprises, the TOEIC functions as a surveillance mechanism that drives the employees to study English constantly. I then argue that preparation for the test can be an important component of ELL for showing 
“  (dogged perseverance)” under neoliberalism, as will be described by one of my participants, Takao.  
4.4.3  TOEIC as a surveillance mechanism Unlike the enterprises to which Kubota’s (2011c) participants are affiliated, both Ichigen and Marufuku adopt an evaluation and promotion system utilizing their employees’ English proficiency or TOEIC scores. Regarding this aspect, two excerpts from my respective interviews with Koji and Yasushi from Ichigen are first provided below. Koji is in the accounting and finance division, and Yasushi is an engineer and manager in the research and development division:      (6) Jan.05.2015 R: Researcher / K: Koji          R: 

 

           Whether [you] have English proficiency or not affects so-called promotion […]? 
        K: 

           It does, I guess. […] Because within the accounting and finance division, there are sectors where it is mandatory, er, to use English, and [people in high] positions like general managers, er…, need to handle various situations generally, you know, so well, er, without English proficiency, it’d probably be impossible to get promoted to [positions] higher than that. 



104 

 

         (7) Jan.10.2015 R: Researcher / Y: Yasushi          after talking about mass email in Ichigen, which is written in both Japanese and English because business efficiency would be reduced without Japanese  
 

        R: Oh, does it mean that among the employees, there are many who are, like, not good at English?          Y: NG

  
           Yes, yes. Yes, yes. Like people who are bad at English and er…, have trouble in their promotion. You know, it cannot be helped. 
        R: 

  
     Oh, what do you think of it? For example, […] let’s suppose [someone who] has considerable expertise or skills but is only poor at English. Currently, there is the great possibility that the person’s chance to be promoted is cut off, isn’t there? What is your thought about this? 

        Y: TOEIC500 Well, er, ultimately, well, it cannot be helped. You know why, because the hurdle, er…, isn’t high (laugh). Er…, for example, er, [the score required for employees in] the section chief rank is a score of 500 in the TOEIC.  The excerpts above indicate that English proficiency, assessed on the basis of the TOEIC, seems to be one of the significant factors for promotion in Ichigen. After this conversation with Yasushi, he also stated that the employees in his division were directed to take the TOEIC regularly to not only achieve the specific scores necessary for promotion but also maintain their English proficiency. Given these circumstances, it could be said that for a certain number of employees in Ichigen, especially for those whom Yasushi calls “people 
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who are bad at English and […] have trouble in their promotion,” ELL is practically equated with preparing themselves to sit for the TOEIC. If they did well on the test, their scores would help them stay on track as business people, which would also contribute to economic stability. 
 However, while Koji and Yasushi admit the dominant status of the TOEIC within Ichigen, both feel that there is an over-reliance on the test. For example, Koji, who had already obtained a score of 800 before he entered Ichigen and reached a score of 900 several years ago, currently does not take a serious view of the test. He says:         (8) Jan.05.2015 K: Koji 
 
        K: TOEIC 1

  
           I guess [a TOEIC score is] nothing but an objective yardstick people utilize to evaluate [me], and as for actual competence, some aspects cannot be assessed by the test. 
 Yasushi likewise shows an awareness of this low correlation between a TOEIC score and practical English performance (Chapman, 2003). During the interview, he remarked that the upper ranks in Ichigen had recently started to realize there was a gap between what their employees should be able to do (as inferred by their TOEIC scores) and what they could actually do in English. Nevertheless, the test is still being utilized as a means to evaluate the employees in Ichigen. In relation to this TOEIC-orientated culture (what might be called ‘TOEICism’), Yasushi further provided an interesting anecdote. He is an active engineer in his academic field and continues publishing articles or presenting at international conferences in English. As a manager in charge of corporate strategy, he also 
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frequently attends meetings at which foreign managers are present and holds teleconferences with his fellow French employees in Basile, both of which are conducted in English. Despite such a tireless academic and business performance, Yasushi, like other employees, is still encouraged by his boss to sit for the TOEIC regularly. 
 One possible interpretation of this anecdote is that although the practical function of the TOEIC for evaluation and promotion in Ichigen cannot be denied, the test also serves as a surveillance mechanism with which people in higher positions would like to grasp (if not control) their subordinates. As a result of this mechanism, the subordinates are driven to almost always consider ELL, or preparation for the TOEIC in a strict sense. However, as researchers such as Kubota (2011c), Park (2016), and Shin and Park (2016) point out, for these subordinates, this sort of ELL does not necessarily mean an improvement in English proficiency itself; rather, their ELL results in demonstrating that they are constantly striving to develop themselves as ideal working adults through learning. In this respect, it can be argued that employees in Ichigen are consciously or unconsciously devoted to a neoliberal project of endless self- development as technologies of the self (Park, 2016; Shin & Park, 2016), and the TOEIC promotes this particular engagement with English. 
 In a similar manner to Ichigen employees, the TOEIC also matters to those in Marufuku; to be precise, it is much more vital for them. The excerpt below from my interview with Nichole displays her understanding of what is going on inside Marufuku in relation to the test. Nichole, a woman in her early 20s, was hired by the enterprise as a foreign employee and came to Japan from the USA 
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several months prior to the interview. She was born and raised in South Korea, but due to her family’s migration to the USA when she was eight, she was educated in that country up to the university level. She started learning Japanese at high school, and it was one of her double majors at university. She identifies English as her first language and Japanese as her second language. The interview was conducted in Japanese, which was her choice: 
 

    (9) May.25.2015 N: Nichole / R: Researcher          N: TOEIC 800 80010 
           The current benchmark is a score of 800 in the TOEIC, and unless you achieve a score of 800, you have your salary cut by 10 percent. 
        R: 800
           And are there any people who actually haven’t achieved 800?          N:  
           Super many. […]          R: […] [Those who haven’t achieved the score] probably study at home, don’t they? 
        N: 1 1
           Yes, er, every day, for about an hour a day, everyone goes to the cafeteria and studies English there.          R: 9
           Oh, really? Do they study even in the enterprise? […] Well, is that, does work in the enterprise start around 9?           N: 

 Yes.          R: 8   
           So do they start around 8?          N:   Well, [they’re studying] during working hours.  
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        R: OK      Oh, is that okay? During working hours?          N: OK   It’s okay. Rather, too many people haven’t achieved the score (laugh).          R:    Are they told to study? Even during working hours? Wow.  The excerpt above shows that the circumstances in Marufuku are similar to those in Ichigen in that the immediate goal of ELL for a certain number of employees is to do well in the TOEIC. However, there are two major concerns to be addressed here, which are particular to Marufuku. The first is that all employees need to get a score of 800; otherwise, they will have their salaries reduced by 10 percent. This score is by no means easy for people who had regarded English as irrelevant in their lives until the endorsement of the EOCL policy. In fact, according to Nichole, employees struggling to obtain this score are “super many.” The second concern is that those who have not gained a score of 800 are directed by their bosses to study English “during working hours.” In brief, the ELL to achieve this specific score is given priority over normal business in some divisions. In the course of the interview with Nichole, she explained why some bosses in Marufuku became very upset about the test. Interestingly, the reason is related to a matter of their administrative ability or the divisions’ credibility rather than the employees’ English proficiency. 
 According to Nichole, the entire staff in Marufuku is supposed to attend the same morning gathering every week. As Marufuku is a gigantic, multifaceted enterprise, this morning gathering is one of the only opportunities for employees to catch up on the CEO’s latest vision or the projects on which their 
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fellow workers in other divisions are currently working. As part of this information exchange across the entire staff, the once-a-month morning gathering focuses on the effectiveness of the EOCL policy by releasing the newest divisional rankings based on the ratio of employees who have achieved TOEIC scores over 800. In addition, some employees who have recently obtained that score make presentations in English regarding test tips. Nichole’s division always ranks low, and to move out of this position, her bosses require those members who have not yet achieved the score to study English while they are on duty.  This remedy sounds like a case of putting the cart before the horse, but it indicates that certain employees’ low TOEIC scores are no longer their own individual problem because their bosses and divisions also shoulder the collective responsibility. Here, in a similar manner to Ichigen, the TOEIC plays a very specific role. The test operates as a surveillance mechanism with which the employees, especially those who have not yet achieved a score of 800, ‘have to’ expend considerable time and effort to obtain the required score. They ‘have to’ study English even during working hours. However, this type of ELL is, again, not for genuinely developing English proficiency. The ELL is first aimed at escaping the 10 percent salary-reduction penalty and then so as not to cause their division disrespect. Simultaneously, for people in higher positions, the TOEIC serves as a tool with which their administrative ability and their divisions’ credibility can be measured. Either way, the test is being utilized for purposes that are not necessarily related to the conventional views of language use, language learning, and language proficiency. Exerting institutional power, the TOEIC has become a device to further promote the employees’ ideological 
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internalization of self-development and self-help as a good and necessary deed for promising neoliberal subjects. 
 Finally, to further explore this particular role of the TOEIC and its relationship to the idea of English for self-development, I provide narrative accounts produced by a former Marufuku employee, Takao, who can be considered as a telling example of ‘successful’ neoliberal subjects. At the time of the interview, Takao had nearly completed his MBA degree at an overseas university, 28  and according to him, this endeavor was inspired by Marufuku’s enactment of the EOCL policy. Looking back on that time, he said, “  (I felt the pinch like, if I have no English proficiency, I’ll get into trouble as a businessperson)” (May.24.2016). He also informed me that when he was working in Marufuku, his TOEIC outcome was in the 200 score range and he gradually developed a terrible inferiority complex: “

 (I was proud that I did well in a Japanese-speaking environment, but once I entered a globalized environment, I became like a person who did poorly) (May.24.2016). Against this backdrop, he decided to quit his job and study abroad, although people around him firmly opposed his decision; he first went to a language school for approximately two years and then entered a university as a postgraduate student in an English-speaking country. 
 

                                                   28 To keep Takao unrecognizable to anyone who knows him, no information about his destination is provided. 



111 

 

During the interview with Takao, I grasped his strong sense of satisfaction and accomplishment obtained from the endeavor mentioned above. This is reflected in one of his descriptions about it: “ MBA
 (I advanced to MBA from a zero-English state)” (May.24.2016). His spirit to make this relatively risky attempt and the subsequent sense of satisfaction and accomplishment parallels the nature of ideal neoliberal subjects who try to undertake a bold venture and learn new skills, which contributes to the realization of their latent potential (Bauman, 2007; Shin & Park, 2016). Indeed, Takao himself perceives that through his endeavor, he was able to improve himself not only in terms of English but also as a working adult; in particular, concerning the former aspect, he has reached the conclusion that “ (anyone can acquire English if they just try)” (May.24.2016). To put it differently, from the perspective of Takao, who succeeded in making the impossible possible by sheer willpower (“MBA from a zero-English state”), whether someone can be skilled in English does not necessarily depend on his/her ability itself; what is crucial is whether he/she can first commence studying the language earnestly and then continue the pursuit even if they feel it tough. 

 In relation to this viewpoint, Takao further presented his own analysis with regard to the status of the TOEIC in Marufuku. His interpretation of its absolute dominance is that the enterprise may in fact make use of the test for a “ (hidden purpose)”: “  (Marufuku wants to secure employees with dogged perseverance)” (May.24.2016). In his more specific and detailed words: 
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   (10) May.24.2016 T: Takao          T: TOEIC

TOEIC 
             In short, [the TOEIC is] a test in which anyone who studied can achieve [a good score] even if they don’t have English proficiency. So I realized that [Marufuku] only tried to find whether [employees] could just do this or not, let’s say their dogged perseverance. […] If some employees say, “Oh well, I can’t do this” or they can’t display the ability to continue, [Marufuku] judges that they don’t show great promise as business people who can improve themselves. But it’s too straightforward to say in public, so [Marufuku] has [this actual intention] as a hidden purpose of the TOEIC […].  Within the statement above, in addition to Takao’s original wording “dogged 

perseverance,” we can also detect phrases that are similarly employed in Park’s (2016) explanations about neoliberal projects of self-development, such as “the 

ability to continue” and “improve[ing] themselves.” At the same time, these phrases as well as Takao’s whole interpretation of the dominant status of the TOEIC in Marufuku closely correspond with Kubota’s (2011c) argument concerning the test that “what is valued is not so much whether an individual has language skills as how much he (and perhaps not so much she) makes an effort” (p. 258). In particular, what Takao stated regarding English and the TOEIC during the interview is in line with the account provided by one of Kubota’s (2011c) participants: “[t]hose who can tackle English can tackle other things too” (p. 258). Given this respect, it can be argued that for Takao as well as this participant in Kubota’s (2011c) study, ELL aiming to achieve a high TOEIC score “[has become] a technology of the self …, through which [they] manage and conduct themselves” (Park, 2016, p. 456). 
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 However, what should be noted here is that not every Marufuku employee strives to manage or conduct him/herself as technologies of the self or is submissive to institutional authority in relation to the TOEIC and self- development. Some display resistance to the enterprise’s course of action, although the resistance appears passive and feeble. For example, according to Takao, one of his former colleagues who are still working in Marufuku declares that he does not or will never engage with ELL, despite the 10 percent salary reduction penalty. In Takao’s exact words:     (11) May.24.2016 T: Takao          T: TOEIC             [The former colleague] says, “Well, I no longer use such a thing as English.” Yes. He says, “[The enterprise] persuades me to study [English] for the TOEIC or something even though I don’t use it, but I have no motive [for the study].”  Likewise, as for the morning gatherings where the divisional rankings based on the ratio of employees who have achieved TOEIC scores over 800 are updated and presentations about TOEIC tips are delivered by recent ‘successful test takers,’ Nichole informed me of the reactions produced by her colleagues who have not yet obtained the score:          (12) May.25.2015 N: Nichole / R: Researcher          N:    Probably everyone gets rather irritated at the presentations, I guess.                     R:              Oh, do you feel that way? 
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         N:              Yes (laugh).          R:    I see, well, do you hear your office seniors’ voice?                     N:              Well, everyone is asleep (laugh).          R:             (laugh) Oh, during the meetings?          N: …             Yes (laugh). […] But I understand that they get irritated. You know, er, they are struggling to achieve [the score] this way or that way, but they can’t. And that English [issue], er, is highlighted in the morning gatherings.          R:    Yeah, [it is] pointed out.                      N: 800              It’s irritating to hear others say, like “I’ve reached a score of 800 this way,” isn’t it? And they aren’t fluent in English at all.          R: …              Yeah, yeah, yeah. […]          N: … TOEIC 800    […] But even if you’ve got a score of 800 in the TOEIC, it doesn’t necessarily mean that you’re a fluent speaker of English, does it?                     R:             I agree.                  N:              So from my perspective (laugh), [it’s] really, you know, trifling (laugh).   This excerpt reveals that similar to Koji and Yasushi from Ichigen, Nichole is also very aware of the low correlation between a TOEIC score and practical English 
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performance (Chapman, 2003). She even describes Marufuku’s TOEICism as 
“really […] trifling,” showing compassion toward her unsuccessful colleagues and an understanding of why they get annoyed with the morning gatherings. It should be pointed out here that this view of the ways in which those employees perceive the meetings is based on Nichole’s narrative account. Even if she feels that “everyone gets rather irritated,” this does not necessarily mean that they are. However, her descriptions such as “[…] everyone is asleep (laugh)” capture at least part of the atmospheres regarding the morning gatherings. Although the act of sleeping during the meetings might appear passive and feeble, some Marufuku employees offer resistance to the enterprise’s emphasis on the importance and necessity of English, the subsequent dominant status of the TOEIC, and engagements with ELL under (self-)coercion. This phenomenon demonstrates that power is inevitably connected with resistance; as Foucault (1980) argues, “[w]here there is power, there is resistance” (p. 95). 
 Thus, under neoliberalism, in which English skills are presumably regarded as essential but in reality other elements such as willpower are often prioritized over the skills, English and ELL play a multifaceted role. First of all, as informed by my participants who are employees of Ichigen and Marufuku, even in so-called ‘global’ enterprises where English has been adopted as their official corporate language, the language does not necessarily exist out there just to be used in the conventional sense. The statements provided by the insiders display a gap between top-down language policies and staff ’s actual language practices. The statements also help prove that no matter how much policy makers try to regulate people’s linguistic and cultural practices, what is actually done with language always escapes regulations (Pennycook, 2013). 
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 It is true that in the nexus of the recent economic trend, the enterprises’ desires to enhance their global business competitiveness, and the popular discourse of English as a/the default global lingua franca, they have enacted EOCL policies, and under such policies, English could serve as a/the language of business in transnational workplaces. Simultaneously, however, it can also be argued that with these internal language policies operating, the thing called English is discursively constituted as an ideological product, whose imagined importance and necessity the employees (and the general public as well) have been inculcated with. With this inculcation, the employees engage with ELL, which is frequently equated with preparation for the TOEIC and is not always related directly to the improvement of proficiency in the language. More specifically, they engage with ELL sometimes to receive promotion and at other times not to cause their colleagues or bosses trouble. They also engage with ELL to display their “dogged perseverance” as a promising worker who never says, “[W]ell, I 

can’t do this,” although some of them mount resistance to this sort of (self-)coercion. 
 

4.5 Conclusion In this chapter, drawing on a wide variety of data, such as online comments regarding Thayne’s self-help ELL books, Skype eikaiwa lessons, and narrative accounts produced from individual interviews with the editor of the PB, Filipino tutors, and employees of Ichigen and Marufuku, I have proposed the idea of engagements with English for self-development. This proposal has been intended first to indicate that my participants are devoted to the language in 
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diverse ways, and then to argue that in order to better understand the diversity, it is necessary to add this new perspective to the notion of language learning as a leisure activity formulated by Kubota (2011b, 2011c) and developed by researchers such as Kubota et al. (2014) and Seo et al. (2015). In the latter part of the chapter, following Park’s (2010, 2016) and Shin and Park’s (2016) perspective on neoliberal subjects, I have pointed out that the idea of engagements with English for self-development is not unrelated to the recent economic trend, namely the rise of neoliberalism, and especially in enterprises such as Ichigen and Marufuku, the TOEIC plays a particular role in promoting the engagements. In specific terms, the test contributes to mediating the employees’ engagements with English or ELL as a surveillance mechanism. It sometimes functions for the employees to receive promotion or display their 
“dogged perseverance” as a promising worker who never says, “[W]ell, I can’t do 

this.” For people in higher positions, the test in turn operates as a device to observe their subordinates. It can also become a tool with which their administrative ability and their divisions’ credibility are measured. Under such circumstances, English, ELL, and the TOEIC serve as an active promoter of the employees’ ideological internalization of self-development as a good and necessary deed for human beings; to put it differently, the importance of their technologies of the self is reinforced. Yet, not each and every employee is obedient to this project of endless self-development or self-management; there are some who offer resistance to power by giving up receiving the original incomes or sleeping during the meetings, even if this kind of resistance is rather passive and feeble. People’s engagements with English or ELL for self- development thus exist in such complicated relations of power. 
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It is vital to add here that although in the latter part of this chapter, I have focused on the influence of neoliberalism over employee’s ELL in order to explore the idea of English for self-development, we should not forget that this idea also holds true for those who are not workers. As argued in Section 4.3, people who are seemingly not under neoliberal pressure and may be described as hobbyist learners (e.g., housewives and pregnant women) also engage with English for self-development. Some of them undertake an internal endeavor to genuinely aim at the growth of the whole person (see Mr. Morimoto’s statement on page 87), whereas others engage with ELL expecting that it perhaps will be beneficial somehow in the future (see the pregnant woman’s online comment on pages 92-93). Either way, these engagements are inextricably intertwined with “the symbolic meaning attributed to English” (Seargeant, 2009, p. 3) and popular language ideologies exemplified by the discourse of English as a/the default global lingua franca. 
 Considering this trend, it does not sound very helpful to divide people engaging with English for self-development depending on whether they are workers very much affected by neoliberalism or not; probably, it is impossible even. Rather, what is crucial here is to be aware that at the complicated intersection of all these elements ― the discourse of English as a/the default global lingua franca, the hegemonic position and symbolic image of the language, people’s desires to improve themselves (whether as a promising worker or as a whole person), and neoliberalism ― people’s ways of engaging with English are becoming diverse and different from ELL in the established sense. In addition, if we view this phenomenon particularly from the perspective of the commodification and consumption of language and language education (e.g., Cameron, 2005; Heller 
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2003, 2010; Tan & Rubdy, 2008), it is also important and necessary to realize that people’s divergent engagements with English addressed in this chapter consequently yield tremendous profits for not only language schools but also testing service organizations and publishing companies that sell test- preparation materials (Kubota, 2011c). As informed by Mr. Morimoto, the editor of the PB (“[…] learners of English buy books. […] Well, vulgarly speaking, it’s 

solid”), this concern can similarly be witnessed in more general English-related or ELL-related books such as Thayne’s. Moreover, this tendency is not limited to the ELL material sector; various other realms within the ELT industry now strive to tailor products or services to meet every possible requirement from individuals who engage with English in different ways. In the next chapter, I explore this aspect in further detail, proposing the idea of engagements with English for male gratification.            
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Chapter 5 

Engagements with English for 

Male Gratification 
 

5.1 Introduction In Chapter 4, I have demonstrated that my participants engage with English in divergent ways from the conventional notions of language use and language learning. More specifically, presenting the idea of ‘engagements with English for self-development,’ I have argued that these particular acts in relation to English have emerged from the complicated intersection of various elements, such as prevailing language ideologies epitomized by the discourse of English as a/the default global lingua franca, the hegemonic position and symbolic image of the language, people’s desires to improve themselves, and the rise of neoliberalism. I have also pointed out that numerous sections of the ELT industry (e.g., the ELL material sector) owe their prosperity to people’s changing and diverse engagements with English, and this aspect needs to be further explored when we contemplate concerns surrounding the view of language and language education as commodities under the globalized new economy (e.g., Cameron, 2005; Heller 2003, 2010; Tan & Rubdy, 2008). In this chapter, turning a central focus toward some of my Japanese male participants and their engagements with Philippines-based Skype eikaiwa lessons, I discuss the concerns in more detail. Through this discussion, I argue that for the male participants, online 
eikaiwa lessons offered from the Philippines via Skype can serve as not only a 
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learning space in which their English proficiency is developed but also an occasion to gratify themselves by chatting with their favorite Filipina tutors. I also point out that these men’s specific engagements with English and their discursive practices in relation to the engagements ideologically constitute Filipina tutors as intimate, affectionate, and romanticized entities. 
 The constitution of Filipina tutors in this particular way might correspond to that of Western male eikaiwa teachers as embodied recipients of Japanese women’s akogare (longing/desire) (Appleby, 2014; Bailey, 2006, 2007; Kubota, 2011b; Piller & Takahashi, 2006; Piller et al., 2010; Takahashi, 2013) in that both are positioned to and consumed as distinctly gendered and sexualized commodities. In Chapter 5, acknowledging this parallel, I seek to highlight crucial differences between past studies on gender concerns in franchised 
eikaiwa schools and what currently happens within the Skype eikaiwa sector. To this end, I analyze and discuss narrative accounts generated by Japanese men taking Philippines-based Skype eikaiwa lessons and also the female tutors providing the lessons (Section 5.4). Before beginning the analysis and discussion, I undertake a review of the literature on the commodification and consumption of language and language education witnessed mainly within Japan’s ELT industry (Section 5.2) and describe the development of Philippines-based Skype eikaiwa in relation to neoliberalism (Section 5.3). 
 

5.2 Commodification and consumption of English and ELT in 

Japan  The attempt to capture people’s engagements with English that are different 
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from the traditional notions of language use and language learning opens up another crucial conceptualization of the language and its education: that is, the commodification and consumption of English and ELT (e.g., Kubota, 2011b; Piller et al., 2010; Tan & Rubdy, 2008). When Kubota (2011b) proposes the idea of language learning as a leisure activity (see Chapter 4), she argues that leisure activities are inseparable from the consumption of goods and services, leading to tremendous economic consequences, because most parts of the leisure industry try to accommodate consumer interests. In the case of ELL, numerous realms of the ELT industry strive to address every possible need indicated by different types of learners. As a telling example of this trend, Kubota (2011b) makes a reference to ubiquitous eikaiwa schools in Japan. While eikaiwa schools’ backgrounds, scales, and specializations vary from provider to provider, one of their common features is that a considerable number of native English speakers are hired so that learners expecting to touch ‘genuine’ English readily loosen the purse strings. It is also often pointed out that these schools especially make use of white male teachers to tempt female learners (Appleby, 2014; Bailey, 2006, 2007; Kubota, 2011b; Piller & Takahashi, 2006; Piller et al., 2010; Takahashi, 2013). Through his analysis of eikaiwa promotional materials, for example, Bailey (2006) suggests that white males are frequently depicted in the materials as agents helping female learners achieve “transformed selfhood” (p. 109). He continues to argue that for these female learners, eikaiwa schools are wonderlands or “places (destinations) of promise and wonder, of becoming, of transgression, of unreality” (p. 127). In these wonderlands, not only English itself but also the concepts of ‘nativeness,’ ‘whiteness,’ and ‘masculinity’ are commodified, and (female) learners/consumers expend their time and money on these commodities (Appleby, 2014; Kubota, 2011b). 
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 This trend also holds true for the promotion of ‘  (studying overseas).’ According to Piller et al. (2010), the popularity in Japan and Korea of studying overseas is supported by two premises: “English as the language of global communication would ensure desirable employment in national and global job markets” (p. 187), and “the best way to master the language, particularly that ‘perfect’ accent, is to immerse oneself in an English-speaking country” (p. 187). Piller et al. (2010) further argue that on these two premises, the ELT industry advertises study abroad programs as experiences that would change the participants’ lives. Particularly in Japan, targeting young women, the industry positively frames studying overseas “as a glamorous means of reinventing and empowering one’s womanhood, as a woman’s indispensable weapon to cope in chauvinistic Japan” (Piller & Takahashi, 2006, p. 64). Here, in addition to the concepts of ‘nativeness,’ ‘whiteness,’ and ‘masculinity’ as well as English, ‘English-speaking countries’ are similarly promoted as alluring places where all the elements above are directly available. 
 To explain what is behind these phenomena, Bailey (2006, 2007), Piller and Takahashi (2006), and Takahashi (2013) employ the notion of akogare first formulated by Kelsky (2001). In her anthropological study of middle-class Japanese women, Kelsky (2001) points out that many of her participants have 
akogare for the West, Western men, and foreign languages (especially English), and by this longing/desire they are orientated toward activities connected with overseas countries, such as foreign language learning, studying or living in a foreign country, working for a foreign-owned enterprise, and establishing a romantic relationship with a Western man. In particular, they consider English 
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and other foreign languages “as the single most indispensable ‘weapon’ (buki) in women’s battle for advancement in the business world” (Kelsky, 2001, p. 100). Drawing on this discourse of akogare, Bailey (2007) reflects upon his own experiences and positionality as a white male English teacher in Japan’s eikaiwa schools. Simultaneously utilizing the data obtained from his interviews with 
eikaiwa learners, he argues that females’ akogare for the West can be granted “as a result of learning English, through learning English, or through habituating the locales frequented by (white, male, gaijin, heterosexual) English speakers, or a combination of these activities” (p. 594). Piller and Takahashi (2006) and Takahashi (2013) also draw on the discourse of akogare for their (Takahashi’s) critical ethnographic study of Japanese women in Australia. They unpack the complicated interrelationship among the participants’ longing/desire for the West, their relations with Western men, and their ELL trajectories, stressing that “[t]he effect of language desire on romantic choices [is] fluid, neither uniform nor static” (Takahashi, 2013, p. 153). 
 These studies provide profound insights of romanticized akogare into the field of second language acquisition (SLA), followed by other works such as Appleby (2014), Kennett and Jackson (2014), and Kubota (2011b). Appleby (2014), for example, conversely examines through interview data the identity negotiation processes experienced by Western male native English-speaking teachers working in the field of ELT in Japan, including eikaiwa schools. The examination illustrates how “an embodied racialised, romantic and sexual allure [is] implicitly encouraged” (p. 94) in the field, masculinity and heterosexuality remaining unmarked. Kennett and Jackson (2014) turn the spotlight on an iPhone app called “  (What If [Your] Boyfriend 
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Was a Foreigner English Conversation?).” This iBoyfriend app is a learning-aid device that targets Japanese female learners who wish to enhance their eikaiwa ability, situating themselves in the enticing context of romance with American virtual boyfriends. Kennett and Jackson (2014) first question the pedagogical effectiveness of this device and then demonstrate how it accelerates distinctly gendered and stereotypical representations of both Japanese women and Western men. 
 As a classic example of the Japanese ELT industry’s attempt to commodify English, Piller et al. (2010) likewise take up learning aids. In their article, they focus on three different types of ELL materials, which, however, are written along the same lines in that “sexual innuendos” (p. 193) are utilized. The first type termed ‘English for romantic purposes’ primarily provides women with “vocabulary, phrases and communicative routines deemed useful for starting and maintaining romantic and sexual relationships with foreign men” (p. 193). 
Roppongi English, a telling book of this type, describes how the English spoken by a ‘traditional’ Japanese woman develops through romantic and sexual engagements with a white man. The second type is the one that sexualizes and eroticizes Western female teachers. According to Piller et al. (2010), a distinct example of this sort is Gaigo TV. It is a combination of education and entertainment offering multimedia lessons, in which white young women called ‘hostesses’ teach English while stripping naked. As the last type, the researchers mention Moetan, a vocabulary book with illustrative sentences and visual images. Piller et al. (2010) further explain that although the main character of this book is a high school student, she only looks like a girl of around 10 and is often depicted as showing her underwear or adopting a suggestive pose. Thus, 
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Moetan allures otaku (amine geeks) or pedophiles by offering child- pornographic illustrations, while Roppongi English constitutes white men as the target of akogare for its female readers, and Gaigo TV describes white women as eye-catching sexual objects for its male users. To sum up, in all these ELL materials, English is commodified and consumed through eroticization as well as sexualization (Piller et al., 2010). 
 As reviewed above, studies on the commodification and consumption of English and ELT in Japan have frequently concentrated on the discourse of romantic 
akogare, Western masculinity, sexualization, and eroticization. However, with the development of Philippines-based Skype eikaiwa, new gender and race concerns have recently emerged. In the next sections, I first explain the growth of Skype eikaiwa under neoliberalism and then discuss the new gender and race concerns, paying special attention to narrative accounts produced by my participants who are Japanese male learners of English and Filipina tutors. 
 

5.3 Growth of Skype eikaiwa under neoliberalism While time-honored franchised eikaiwa schools, where a considerable number of native English-speaking teachers are hired and learners physically gather, are still in fashion in Japan (see Section 5.2), private lessons offered by Filipino tutors via Skype have recently been soaring in popularity in this educational industry. As introduced in Chapter 1, there are three characteristics that support the growth of Skype eikaiwa: ‘convenience,’ ‘flexibility,’ and ‘affordability.’ Of these three defining features, affordability greatly matters given the enormous price difference between a lesson by a franchised school and that by a 
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Philippines-based provider (see pages 19-20). Although this difference is an important aspect to be discussed in terms of native/non-native English- speaking teacher issues (e.g., Braine, 2010; Llurda, 2005; Mahboob, 2010), what I would like to focus more on here is locating this phenomenon in the broader context of neoliberalism or the globalized new economy (Cameron, 2005; Heller, 2003, 2010; Heller & Duchêne, 2016; Rubdy, 2008; Shin & Park, 2016; Tupas, 2008; Tupas & Salonga, 2016). 
 As described in Chapter 4, neoliberalism is founded on “an economic doctrine that valorizes individual entrepreneurial freedom and marketization of society” (Shin & Park, 2016, p. 443). With this doctrine, individual investors or enterprises are searching for a place where the lowest-cost labor is obtainable and the most inexpensive production is feasible. According to researchers such as Cameron (2005) and Heller (2010), one good example of the globalized new economy is the emergence of offshore call centers. Enterprises in the so-called First World seek call center operators in less developed countries, where labor costs can be controlled effectively. Yet, not every country may be a candidate for the location of offshore call centers. What matters in this context is language (Cameron, 2005; Heller, 2003, 2010; Rubdy, 2008; Tupas, 2008; Tupas & Salonga, 2016). American or Australian enterprises, for example, obviously do not outsource call center work to, say, Chinese-speaking or Spanish-speaking countries; they do to countries such as India and the Philippines, where English is relatively pervasive (Rubdy, 2008; Tupas, 2008). As Cameron (2005) argues, “[l]anguage is one of the things that determines who invests where” (p. 11). Moreover, what is crucial in relation to this trend is that not all people in India or the Philippines can be operators, either. USA-owned or Australia-owned call 
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centers need those who speak “a non-local variety of [English]” and this form of linguistic skill is “a valuable commodity” (Cameron, 2005, p. 11) for potential workers in India and the Philippines. With regard to this aspect, Tupas (2008) focuses on Filipino society and points out that only privileged people who went to “expensive exclusive schools concentrated in urban centres like Metro Manila” (p. 98) fulfill this requirement. As he further suggests, well-paid jobs may theoretically be available in the Philippines, but practically those jobs are only for ‘good’ speakers of English. Thus, strengthening the boundary between the haves and have-nots, and “reaffirming different forms of inequality between speakers of Englishes” (Tupas & Salonga, 2016, p. 368), the globalized new economy has promoted the notion of linguistics skills as human capital as well as the commodification of language. 
 It can be argued that this tendency holds true for Skype eikaiwa. As enterprises in the First World look for call center operators in less developed countries, the 
eikaiwa industry in Japan has started to outsource English teaching jobs to the Philippines, especially to individuals who are considered to be almost equal to native English speakers. In fact, many Skype eikaiwa providers stress the high quality of their Filipino tutors in their promotional materials by articulating, for example, that “  (the English spoken by our tutors is close to American English)” (Gn Gn Eikaiwa, 2017) or that “  (many of our tutors [are] graduates or students of the University of the Philippines, which is equivalent to the University of Tokyo)” (RareJob, 2017)(see Chapter 7 for more on discussions regarding their promotional materials). Interestingly enough, some providers even cite call centers as evidence to 
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support the eminence of their tutors. Below is an excerpt from the promotional materials presented by Tenori Eigo: 
 

    (1) Oct.01.2016 (retrieved)  
 
        

 Some of you might wonder, “Doesn’t [Filipinos’] pronunciation have an accent? Isn’t it hard to follow, compared with that of American or British people?” However, many American enterprises have chosen the Philippines as [a location for their] call centers, and [the English spoken by Filipinos] has been accepted by American consumers. (Tenori Eigo, 2017) 
This excerpt shows that in response to anticipated questions regarding Filipino tutors’ English (particularly their accent), Tenori Eigo utilizes the current economic trend where many enterprises in the USA have set up their offshore call centers in the Philippines. In this provider’s logic, speakers of English that is judged by American consumers to be acceptable are good enough to become tutors. Here, in Tenori Eigo’s advertising, Filipinos’ English is first evaluated through American consumer’s experiences with Philippines-based call center services and then commodified as ‘legitimate’ (Bourdieu, 1991) English for learners in Japan based on that evaluation. Thus, the emergence of Skype 
eikaiwa is never unrelated to the globalized new economy as well as the well-developed audio-videoconferencing infrastructure both in Japan and in the Philippines (Tajima, 2018a). In the nexus of these economic and technological trends, what is actually going on within the Skype eikaiwa sector? In the next section, I address this question, particularly focusing on the interrelationship between Japanese male learners and Filipina tutors. 
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5.4 English for male gratification 

5.4.1 Young Filipina tutors as ‘a feast for the eyes’ As a striking example of my argument that for Japanese men, Philippines-based Skype eikaiwa lessons can serve as an opportunity to satisfy their masculine desires, I first present a narrative account produced by a blogger, Kamo. In his blog entry entitled “  (A complete novice English learner dabbled in online eikaiwa and saw Hell),” Kamo writes about his own experiences with free trial lessons in four online 
eikaiwa providers. As the blog entry’s title implies, his major purpose for posting the account is to tell readers that it was tough for him (“a complete 

novice English learner”) to thoroughly enjoy online lessons. In this entry, until Kamo ultimately recommends that people at the absolute beginner level should find a tutor who will assist their ELL by using some Japanese, he evaluates each provider. He starts his report with RareJob, citing part of the tutor introductions on its website (see Figure 1): 
 

    (2) Apr.04.2013 (emphasis in the original) 
 
        

Since I [was] shown this webpage, I almost select[ed] [a tutor] 

entirely based on [her] face […]. As the first step, following my 
kleshas,29 I gave high priority to finding a beauty but couldn’t book [one] because I’d be busy in [those beauties’] open time slots or they were fully booked. As a last resort, I took a different angle and tried 

                                                   29 Kleshas is a Buddhist term that broadly means “irrational … emotions” (Midgley, 2001, p. 327). In Buddhist thought, irrational emotions represent every type of desire or negative state of mind such as anger, jealousy, and laziness, all of which are considered to hinder human beings from achieving spiritual enlightenment. In daily life, the term is often adopted less religiously. In the case of Kamo’s blog entry, kleshas can be viewed as most equivalent to romantic or sensual desires. 
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selecting a male.  
 

 

Figure 5.1: Part of the tutor introductions on the RareJob website (Source: Kamo’s blog)30 
 According to the excerpt, Kamo wanted to take a free trial lesson provided by “a 

beauty,” but once he realized that it would be impossible timewise, he chose to book a male tutor. It is not very clear how serious he was at the time, but he completely left out of consideration female tutors who he thought were not beautiful; he preferred to take a lesson from a man rather than select a woman who did not impress him with “[her] face.” Additionally, on its website, RareJob offers brief tutor profiles in Japanese, including academic and vocational backgrounds, and how long they have been teaching for the provider, which are supposed to show who the tutors are more precisely than the photos, but it seems that Kamo paid scant attention to these useful pieces of information. As he writes, he “gave high priority to finding a beauty” rather than an instructive tutor. 
 

                                                   30 To protect privacy, photo manipulation is applied. 
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It is interesting to note, however, that Kamo’s early determination to book a beautiful tutor changed later. Within the same blog entry, reflecting on the first trial lesson, he mentions that he eventually found the male tutor he had selected very nice and helpful. Regarding this realization, Kamo writes in an amusing way, “  (Thanks to the nice guy, the kleshas that ‘I want to learn while gazing at a young and beautiful lady’ has been purified […])” (Apr.04. 2013). He further states that owing to this purification, when he was selecting a tutor for another free trial lesson from a different provider, he had a new perspective: “
 (I booked an experienced tutor who was a madamu [= middle-aged (married) woman]31 and appeared to feel a sense of responsibility to teach properly)” (Apr.04.2013). This series of statements demonstrates that toward the second trial lesson, Kamo focused much more on learning itself than on an encounter with a beautiful woman. Yet, it can also be observed that these statements result in promoting a sharp contrast between “middle-aged 

(married)” tutors and “young and beautiful” ones. While the former is described as “experienced” and “feel[ing] a sense of responsibility to teach properly,” the latter is perceived as a “lady” for “gazing at.” That is to say, the former is a tutor chosen when Kamo wants to learn English seriously, whereas the latter is someone who would satisfy his desire. Although Kamo’s attitude toward online lessons might have shifted after the first trial, the constitution of a young Filipina tutor as a gendered object remains unchanged. For Kamo, a “young and 

beautiful” Filipina tutor is still ‘a feast for the eyes.’ 
                                                   31 ‘ (Madamu)’ stems from the French word madame. This Japanese expression occasionally connotes a woman who has not only reached ‘a certain age’ but also is ‘married’ as the original French word means. 
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 This sort of engagement with Skype eikaiwa and the subsequent discursive constitution of Filipina tutors are likewise displayed in Diasuke’s and Kazutaka’s blogs. In his entry named “
 (About romance with a Filipina online eikaiwa tutor),” Daisuke writes: 

         (3) Oct.10.2014  
 
        

 It’s surprising that recent Filipina online eikaiwa tutors are remarkably cute. Lots of tutors are as cute as a pop idol and as well-proportioned as a model, and graduated from prestigious universities in the Philippines. […] Even if you’ve come to like a particular tutor, it’s not embarrassing; rather, by making it your motivation to learn eikaiwa, you could more and more improve [your English], I guess. 
 In the case of Kazutaka’s entry entitled “  (I’ve found cute female tutors!),” listing photos of seven Filipina tutors in their 20s along with their names, affiliations, and even dates of birth, he describes the tutors’ cardinal virtues. Two examples are provided below:      (4) May.13.2016   
        Kim [This is] Ms. Kim, [a] cheerful, cute, and vigorous [tutor]. Her lessons lift learners’ spirits and motivate them.  
     (5) May.13.2016  
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[She is] a tutor who is by far cuter than her photo, vigorous, and kind. I recommend her to those who want to take lessons in a refreshing mood.  Daisuke’s and Kazutaka’s excerpts share two common features. First, both of them frequently adopt words or phrases that objectify Filipina tutors’ external appearances and personalities rather than explaining their teaching ability. This tendency is in the same lines as Kamo’s descriptions introduced above (e.g., 
“beauty”). However, unlike Kamo, who did not select a “young and beautiful” tutor when he wanted to learn English seriously, Daisuke and Kazutaka consider it as the very motive for ELL that their tutors’ external appearances are attractive (e.g., “remarkably cute,” “as cute as a pop idol,” and “as well- 

proportioned as a model”) or that their personalities are great (e.g., “cheerful,” 

“vigorous,” and “kind”).  These two male learners’ view of young Filipina tutors first as ‘a feast for the eyes’ and thereafter as a strong motive for ELL can also be witnessed in Osamu’s narrative accounts. The following is the interaction between Osamu and me immediately after he mentioned that he had just become a registrant of TrueTrade: 
         (6) May.26.2015 R: Researcher / O: Osamu          R: TrueTrade

 Why [have you chosen] TrueTrade?          O: TrueTrade
           TrueTrade, you know, the cost, and er… my office junior is attending it. […] And [he said] (laugh), “There are lots of cute girls,” so [I said to myself] (laugh), “Well, I’ll just give it a try.”  
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        R:              Wow. (laugh) Is it that important? Well, well, it’s a secondary concern, though.          O: 
           No, no no nope, er… I guess [it’s] quite important.           R:              Important? What? Oh, that just interests [me] (laugh). […] Why [is it] important?          O: 
           Er… well, in the first place, er… [learning English] is sometimes a bother, isn’t it? So I tend to think, “Oh well, it doesn’t matter,” but I guess, you know, [cute girls] would somehow motivate [me] (laugh).   This excerpt contains several important facets to be addressed. First, the rationale behind Osamu’s selection of TrueTrade lies in his office junior’s statement that “[t]here are lots of cute girls.” Here, it is apparent that like the previous three learners, Osamu and his office junior are interested in whether Skype eikaiwa tutors are cute rather than whether they are instructive. Another noteworthy aspect of this direct quote is that Filipina tutors are not treated as ‘  (teachers/tutors)’ but ‘  (girls).’ The Japanese word ‘ ’ primarily indicates ‘child,’ but as my English translation above demonstrates, it has the expanded meaning of ‘girl/young woman.’ Furthermore, it also stands for ‘someone who is little or inferior’ and ‘something that is subordinate’ (Kojien, 2009). In general, therefore, the word is seldom used to describe people in a respectful way, especially teachers/tutors. Despite these connotations attached to the word, Osamu and his office junior call Filipina tutors ‘ .’ By doing so, the two men consciously or unconsciously push the tutors to a more approachable 
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and more intimate position than is normally supposed. 
 In the excerpt above, Filipina tutors’ external appearances continue to be the major topic; Osamu keeps emphasizing the importance of the tutors’ faces. First, when I present my personal viewpoint that whether tutors are cute or not is “a 

secondary concern,” he quickly and rather stubbornly replies, “No, no no nope.” Then, he plausibly claims, “I guess [it’s] quite important.” According to Osamu, this is closely connected with his own attitude toward ELL. For him, ELL is something he ‘has to do’ but occasionally does not feel like being engaged with, and that is why he describes it as “a bother.” It is important to point out here that in this respect, he can be considered as a ‘neoliberal subject’ who forces himself to study English continuously, not only to develop his linguistic skills as a promising worker, but also to feel that he is devoted to the act of learning to improve himself as a whole person (Park, 2010, 2016; Shin & Park, 2016) (see Chapter 4). Under these circumstances, Osamu expects that cute female tutors can be a positive motivation for going beyond the “bother.” As at the time of the interview, he was just about to book his first lesson, I asked him how he was actually going to select a tutor. His answer was, “
 (Well, absolutely, you know, a woman, like [a] young [woman]. I’ll probably select [a tutor] based on her photo, I guess. […] [The photos are] extremely important. Yeah)” (May.26.2015). Here, Osamu’s talk about his definite and strong preference regarding tutors helps reinforce Kamo’s, Daisuke’s, and Kazutaka’s constitutions of Filipina tutors. To put it differently, through Osamu’s particular engagement with English and his discursive practices in relation to it, a “young and beautiful” Filipina tutor is 
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once again pushed to the position of ‘a feast for the eyes’ that is judged “based 

on her photo.” 
 

5.4.2 Filipina tutors’ voices Male learners’ preferences regarding tutors mentioned in the previous subsection are also reported by Skype eikaiwa tutors themselves. To examine this aspect further, I provide Filipina tutors’ narrative accounts here. As explained in Chapter 3, when I interviewed the tutors, I utilized as a prompt (Appleby, 2014) how some Japanese male learners had described Filipinas. More specifically, I asked each female interviewee almost the same anecdote- based questions as shown in the following:          
 I know this guy who has just become a member of TrueTrade. He told me he was looking forward to talking with a cute and young female tutor. Have you ever encountered male learners like him? 
 Have your students ever told you something like “You are cute?”  

 What is noticeable about the responses to the questions above is that all seven female tutors whom I interviewed answered in the affirmative. To the first question, for example, Laura replied, “Oh, yeah, yes, many times” (Aug.05.2015), and with regard to the second question, Amanda answered, “Yeah, a lot of my students say that, you know” (Aug.15.2015). In a similar manner, May remarked, “Honestly, I’ve already encountered students like that. […] Uh, actually, they told me directly, er, that, yes, they, they do appreciate if the teacher, er, would be a beautiful female” (Jul.29.2015). Furthermore, the following account generated by Tina depicts the reality that male learners tend to select a female tutor based 
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on not only her appearance and age but also her marital status. Referring to the photo she uses as her Skype icon, Tina stated: 
     (7) Aug.14.2015 T: Tina          T: […] I remember, a few years back, when I was still single, then, yeah, of course, I put a profile picture and in the picture it’s only me because I was single (laugh) and then I remember a few of them [= my students] would say, “Oh, you’re beautiful,” “you look good.” […] But now, that, I’ve been married for two years, so I usually put [a] family picture. […] So that makes my students know I am married and I have a family.  These tutors also informed me what kinds of flattering (if not romantic or sexual) words they had received from their male students. In response to my further question, “Exactly what do those male learners say to you?,” Rose stated, “Some students said my TrueTrade picture looks like an old Japanese singer. […] Hiromi something?” (Aug.30.2015). Jenny similarly reported, “Well, sometimes, it depends on my, my clothes. Like, they would say, ‘Oh, you have a pretty blouse. You look beautiful today’” (Aug.20.2015). Laura and May provided much more intimate examples: 
     (8) Aug.05.2015 L: Laura          L: I have this one student. […] He is an advanced speaker and he is a businessman. And he always book[s] my lesson and he tell[s] me, “Oh, Laura, looking forward to talk[ing] to you. I really missed you, Miss Laura. Ahahahaha.” 

 

    (9) Jul.29.2015 M: May  
        M: […] Some students [say], “Oh, you have a beautiful picture,” and then sometimes they’d express, er… I, I encountered, er… a few already who were to, to actually meet in person if they visit the Philippines. 
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It should be noted here that I do not intend to generalize the phenomenon above; I am not arguing that each and every Japanese man selects a female over male tutor or flatters the female tutor in the course of the lesson. Yet, the tutors’ narrative accounts as well as the ones produced by the male learners indicate that the photos on the tutor introduction pages somehow play an important role when learners select their tutors, and for a certain number of male learners, talking with a female tutor they have chosen according to their preferences can be a pleasant occasion that not only gratifies their passing masculine desires but also motivates their ELL. The accounts generated by Laura and May also demonstrate that there are even some male learners who have a romantic passion for a specific female tutor, and they stick to booking her or wish to meet her outside the learning space if things go well. 
 

5.4.3 Differences from engagements with English based on akogare The analyses and discussions in the previous subsections concerning the male participants’ engagements with Philippines-based Skype eikaiwa invite a sense of déjà vu. The relationship of Japanese men to Filipina tutors reminds us of that of Japanese women to Western male teachers, mainly in franchised eikaiwa schools (Appleby, 2014; Bailey, 2006, 2007; Kubota, 2011b; Piller & Takahashi, 2006; Takahashi, 2013). This is because both learners tend to view their teachers/tutors in romanticized and sexualized ways, and both eikaiwa schools and Skype eikaiwa providers cleverly utilize their teachers’/tutors’ visual images in their advertising to tempt learners of the opposite sex. In the case of time-honored franchised eikaiwa schools, their promotional materials often shoot comparatively young (and good-looking) male teachers in suits in nearly 
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the same way as “Hollywood stars and Western musicians are represented” (Piller & Takahashi, 2006, p. 66). As Piller and Takahashi (2006) continue to argue, these visual images contribute to constituting eikaiwa teachers as sophisticated gentlemen who perhaps could be Japanese female learners’ desirable romantic partners (see Figure 5.2). Likewise, in the photos on Philippines-based Skype eikaiwa provider websites, a considerable number of female tutors adopt an attractive (if not seductive) pose epitomized by a head tilt (see Figure 5.3 as well as Figure 5.1 on page 131). 
 

 
Figure 5.2: Visual images of eikaiwa teachers (Source: an-an, July 19, 2002, p. 37 cited in Piller & Takahashi, 2006, p. 65)  

                  

      

Figure 5.3: Part of the tutor introductions on the Gn Gn Eikaiwa website (Gn Gn Eikaiwa, 2017)32 
                                                   32 To protect privacy, photo manipulation is applied. 
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 Yet, a question arises here about this likeness between previous studies and what currently happens within the Philippine-based Skype eikaiwa sector. As reviewed at the beginning of this chapter, in the case of Japanese women who are eager to learn English from Western male teachers, the discourse of akogare (Kelsky, 2001) is often deployed. To put it differently, what is behind these Japanese women’s engagements with ELL is frequently their longing/desire for the West, Western men, and foreign languages (especially English). However, to what extent is this discourse of akogare helpful in explaining Japanese male learners’ constitutions of Filipina tutors as approachable and intimate entities? As discussed in 5.4.1, my male participants often utilize highly gendered expressions to depict Filipina tutors, but they never use the term akogare. Although the learners definitely have a desire to learn English from Filipina tutors, this desire is not the admiration type of akogare that Japanese female learners possess toward the West and Western men. Rather, as the expressions used by the men indicate (especially the Japanese word ‘ ’), their romantic feelings toward Filipina tutors originate from the Japanese men’s sense of masculinity and Filipinas’ femininity. This argument is supported by the following two narrative accounts. The first account is an excerpt from the interview with Osamu, and the second is from the blog entry entitled “ (The possibility of falling in love with a Filipina English tutor),” which was written by the other blogger, Eita: 
       (10) May.26.2015 O: Osamu 
 
        O: 
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           [A chance to encounter,] you know, soft white women is fifty-fifty, isn’t it? […] They are like self-assertive, too. You know, [communication with them] starts by [us] being ‘passive.’ […] Asian [women], and you know, er… since people in the Philippines are all Christians, er… their personality or humanity is, er, remarkably affectionate, isn’t it? And their smiles are also affectionate, so […] this, er, works for Japanese men as pleasure, I guess.  

    

   (11) Feb.19.2015 (emphasis in the original) 
 
        

 
        Filipinas are good with their words.         Filipinas often say to me, “You are so amazing,” which makes me embarrassed, but actually, I feel very happy in my mind.  In the narrative account produced by Osamu, he highlights positive aspects of Filipinas by contrasting them with white women. Filipinas are depicted as 
“remarkably affectionate,” which clearly differs from his description of “self- 

assertive” white women; even Filipinas’ smiles are considered to represent their affectionate nature here. Likewise, in Eita’s blog entry, he describes Filipinas as 

“good with their words” and confesses that their frequent praise for him offers him hidden pleasure. In addition, Osamu states that Japanese men become 
“passive” in their communication with white women. One possible interpretation of this statement is that although Japanese men tend to shrink near a white woman, they can talk with a Filipina dauntlessly. Although Japanese men may find contact with a white woman to be a threat, they can prove their masculinity in front of a Filipina.  When this interpretation is applied to eikaiwa lessons, it can be argued that 
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although Japanese men may hesitate to broach topics unrelated to ELL to white female teachers (e.g., singer, pretty blouse, I-miss-you feeling, and wish to meet in private), it is easier for them to show their flirtatious attitudes or personal emotions to Filipina tutors. This mindset seems to rely on highly gendered and racialized views of these women, but as Osamu and Eita suggest (“this, er, works 

for Japanese men as pleasure, I guess” and “actually, I feel very happy in my 

mind”), a certain number of Japanese men engage with Philippines-based Skype 
eikaiwa enthusiastically because in the course of the lessons, they can display their masculinity and touch Filipinas’ femininity. It can also be pointed out that the popularity of Philippines-based Skype eikaiwa might have grown partially due to this type of Japanese men’s desire. Thus, while what happens in franchised eikaiwa schools is primarily underpinned by Japanese women’s 
akogare, this discourse does not fit Philippines-based Skype eikaiwa very well. Rather, in this educational sector, what greatly matters is Japanese male learners’ sense of masculinity as well as Filipina tutors’ femininity that is also constituted through the learners’ discursive practices. Japanese men’s constitutions of Filipina tutors as “cute girls” who let the men perform their masculinity without hesitation contributes to promoting the commodification and consumption of Philippines-based Skype eikaiwa (Tajima, 2018a). 
 Finally, it is more meaningful to locate the analysis and discussion in this subsection within the long-established sex-mediated link between Japanese men and Filipinas. By doing so, I argue that my male participants’ engagements with Philippines-based Skype eikaiwa and subsequent constitutions of Filipina tutors as distinctly gendered and sexualized entities cannot be explained by the development of telecommunication tools or neoliberalism alone. In the next 
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subsection, I begin this argument with a presentation of a historical overview of the relations between Japan and the Philippines, giving special focus to the interrelationship between Japanese men and Filipinas mediated by sex, emotions, and capital.  
5.4.4  Sex-mediated link between Japanese men and Filipinas Of the numerous events that have taken place throughout the long history between Japan and the Philippines, the outbreak of the Asia-Pacific War in 1941 was the most serious clash for the two countries (Jose, 2008). As Jose (2008) further argues, this war transformed their previously cordial relationship into a conqueror–conquered one and it lasted until the San Francisco Peace Treaty was ratified in 1956. The Japanese invasion and occupation of the Philippines during the war were also of great consequence in terms of sexual exploitation, given the existence of local comfort women33 to Japanese soldiers at the time: the origin of the sex-mediated link between Japanese men and Filipinas. This link was strengthened in the process of postwar reestablishment of diplomatic, economic, and human relations between the two countries. According to Suzuki (2007), in the context of Japan serving as an active donor in the Philippines’ development schemes from the 1960s, Japanese workers, primarily men, visited and stayed in the country, which boosted the chance for them and Filipinas to meet. In Suzuki’s (2007) exact words, “through the influx of Japan’s capital, technologies, goods, and people to the Philippines, Japanese men’s and Filipinas’ workplaces and social environments became contact zones where they began to develop 
                                                   33 Comfort women are “females who were forced into sexual slavery to provide ‘comfort’ in the form of sexual services to Japanese Imperial Army troops during World War II” (Lynch, 2009). 
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transnational imaginations about and desires for each other” (p. 432).  Along with those sojourners who aimed to engage in work in the Philippines, tourists also matter when the interrelationship between Japanese men and Filipinas is discussed. What should be mentioned specifically here is sex tourism (Muroi & Sasaki, 1997; Suzuki, 2000, 2007; Tyner, 1996). With this industry flourishing in the 1970s, approximately 80 percent of Japanese visitors to the Philippines in the 1980s were males, who comprised one of the largest national categories of tourists to the country (Chant, 1997; Ministry of Justice 1981-1990 cited in Suzuki, 2007). Although, as Suzuki (2007) emphasizes, it must be carefully noted that not all male visitors were involved in sex tourism, it cannot be denied that such tours helped foster the emotional and somatic connection between Japanese men and Filipinas. 
 On the other hand, the number of Filipino entrants to Japan grew considerably in the mid-1980s (Ono, 2015). The gender ratio was completely opposite to that of Japanese sojourners or tourists to the Philippines. While men outnumbered women until the end of the 1970s, the proportion was reversed in 1980; this tendency has continued since then and women constituted approximately 70 percent of Filipinos entering Japan in 2008 (Ono, 2015). What was behind this phenomenon was connected primarily with campaigns against sex tourism mounted by female groups in Asian countries in the early 1980s. Owing to these campaigns, sex tours declined (Muroi & Sasaki, 1997; Ono, 2015; Suzuki, 2000; Tyner, 1996), but it did not necessarily mean that the desire for the tours ceased. As Ono (2015) and Tyner (1996) suggest, protests against sex tourism instead increased the number of Filipinas going overseas on an entertainer visa. While 
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those women who headed off to Japan, frequently called Japayuki (the combination of Japa- (Japan) and -yuki (to go)), were entertainers in the literal sense of the visa category, it is widely known that most of them in fact worked as hostesses in night clubs that specialized in hiring Filipinas (Philippine pubs) (Allison, 1994; Parreñas, 2011; Tokunaga, 2011). These night clubs became sites where Japanese men built homosocial bonds with their fellows or displayed their masculinity by objectifying the external appearances of hostesses (Allison, 1994; Parreñas, 2011). It is also pointed out that some customers went beyond this male bonding practice, developing romantic relations with their favorites (Faier, 2007, 2014). To put it differently, “[r]ather than travelling to the Philippines, women were ‘imported’ to satisfy demand in the growing Japanese ‘sex industry’” (Tyner, 1996, p. 84). 
 Filipinas also migrated to Japan as bride candidates for Japanese men (Faier, 2007, 2014; Satake, 2011; Suzuki, 2000, 2007). What underpinned these arranged international marriages was the reality that it has become difficult for Japanese men, especially those in farming areas, to find marital partners over the last few decades (Satake, 2011). In response to this ‘bride drought,’ private agencies as well as rural public offices began to intermediate marriages between a Japanese man and a Filipina. These marriages benefited both the groom and the bride, although there were also numerous downsides. For grooms in Japan, where the belief permeated that a man could be a full-fledged adult by getting married and becoming a breadwinner for his family, a marriage to a Filipina served as the acquisition of legitimate masculine citizenship with patriarchal supremacy and social credibility (Roberson & Suzuki, 2003). On the other hand, for Filipina brides, whose families in their homeland faced financial difficulties, a 
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marriage to a Japanese man enabled them to make remittances, simultaneously improving their own social status and economic well-being (Constable, 2009; Faier, 2007, 2014). 
 Thus, when explaining the connection between Japan and the Philippines, and between Japanese men and Filipinas, emotional and somatic relations as well as capital serve as inevitable elements (Jose, 2008). This fact is epitomized by the various forms of Japanese men’s exploitation of Filipinas mentioned above, such as sex tours to the Philippines, Philippine pubs within Japan, and arranged international marriages between a (rural) Japanese man and a Filipina. In the former two industries, Filipinas have been commodified and consumed as highly sexualized objects. In the case of arranged international marriages, by contrast, they have been fantasized as possessing a “‘good old feminine virtue’ … modern Japanese women have lost” (Suzuki, 2000, p. 431). These representations of Filipinas appear quite contradictory, depending on the contexts (sometimes prostitutes/hostesses and at other times obedient wives), but what can be argued here is that in Japan there is a breeding ground where Filipinas easily become entities to be physically and morally objectified in relation to their sexuality and femininity (Tajima, 2018a). 
 What is also important about the issues mentioned above is that they are firmly underpinned by the unequal economic relationship between Japan and the Philippines (Constable, 2009), and this argument is perfectly valid in Skype 
eikaiwa. For example, according to Pauline, one of the Filipina tutors whom I interviewed, she is paid 50 PHP (approx. US$1.00) for providing a 25-minute lesson. This wage sounds exceptionally low to most people in Japan, but for 



148 

 

TrueTrade tutors, it is acceptable if not very satisfactory. In fact, all my Filipino interviewees (not only female but also male tutors) informed me that a teaching position in TrueTrade was very competitive, and Amanda said, “As long as there is TrueTrade, I want to work in TrueTrade” (Aug.15.2015). 
 As discussed in Section 5.3, it is certain that the Skype eikaiwa business owes its prosperity to the globalized new economy as well as the well-developed audio-videoconferencing infrastructure both in Japan and in the Philippines. Simultaneously, however, pre-existent disparities between Japan and the Philippines also greatly matter. These disparities have made Skype eikaiwa’s surprisingly low tuition possible, which in turn leads to the opportunity for Japanese men exemplified by my participants to enjoy talking with “cute girls” at affordable prices, gratifying their desires. For some of these men, the online learning space could even become a site where they encounter a woman whom they may seriously have a romantic passion for and wish to meet at a personal level, going beyond passing pleasure and enjoyment (see May’s narrative account on page 138). For these men, there seems no large difference between Skype eikaiwa lessons and Philippine pubs, although ostensibly the major purpose of the former is ELL and the cost is minimal compared with the latter. Indeed, during the interview with Osamu, who, according to him, frequently has a chat with his colleagues about ‘cute’ Filipina tutors over drinks, he described this act of homosocial chatting as “  (almost the same as [talking about] a kyabakura [= hostess bar] […] (laugh))” (May.26.2015). 
 It is also necessary and important to point out here that the disparities 
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mentioned above are advantageous to not only registrants but also Skype 
eikaiwa providers. As informed by Pauline, a tutor in TrueTrade gains 50 PHP (approx. US$1.00) by offering one lesson. On the other hand, providers usually set the price at around 200 yen (approx. US$1.80) (see Chapters 1 and 3). A rough calculation based on these two pieces of information shows that a tutor’s share is only 55%. This fact implicitly suggests that Japanese providers profit from their Filipino tutor’s English skills more immensely than the tutors themselves do (Heller & Duchêne, 2016).34 
 

5.5 Conclusion In this chapter, drawing on data such as blog entries and interview findings with regard to Philippines-based Skype eikaiwa, I have investigated how differently from the notion of language learning Japanese men engage with this new style of English lesson. Analysis of the data has demonstrated that for some of these men, the online learning space can serve as an occasion to gratify their passing desires by simply enjoying chats with female tutors, whereas for others, the very existence of their favorite female tutors help them maintain their motivation to study English enthusiastically. Among the men, there are even those who seriously have a romantic passion for a particular tutor, resulting in booking her lessons persistently or wishing to meet her privately beyond the learning space. However, no matter what these men seek from their engagements with Philippines-based Skype eikaiwa, there is a specific feature 
                                                   34 In most Skype eikaiwa providers, registrants pay their tuition every month and the number of lessons they can take depends on the amount of their monthly payment. Yet, like fitness centers, not every member makes the maximum use of membership privileges; the lazier a learner is, the higher the unit price of a lesson will be and the more profits the providers will generate. 
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commonly observed in all the men: that is, usage of distinctly gendered expressions to depict Filipina tutors, such as “young and beautiful,” “cute girls,” and “as well-proportioned as a model” to name but a few. While this sort of wording clearly indicates that the men are interested in whether their tutors are attractive as women rather than whether they are instructive as English teachers, it also contributes to ideologically constituting the female tutors as intimate, affectionate, and romanticized entities. 
 It is significant to recall here as well that these highly gendered and sexualized constitutions of Filipina tutors differ from the ways in which Western male teachers are consumed as embodied recipients of Japanese female learners’ 
akogare in franchised eikaiwa schools (e.g., Appleby, 2014; Bailey, 2007; Kelsky, 2001; Kubota, 2011b; Piller & Takahashi, 2006). The discursive constitutions within the Philippines-based Skype eikaiwa sector are rather grounded on Japanese men’s sense of masculinity and Filipinas’ femininity cultivated in pre-existent economic disparities between Japan and the Philippines, and between Japanese men and Filipinas; Japanese people’s particular attitudes toward Asian others also matter. In this respect, although Philippines-based Skype eikaiwa is definitely a new fashion, the gender and race concerns within the educational sector are not so much new as a refashioning of existing unequal relationships between Japan and the Philippines, and between Japanese men and Filipinas (Tajima, 2018a). These unequal relationships, along with the development of telecommunication tools and the globalized new economy, have fostered Japanese men’s engagements with English for male gratification, simultaneously yielding considerable benefits for Philippines- based Skype eikaiwa providers; the situation in which providers owned and run 
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by Japanese people profit from Filipino tutors’ linguistic skills more enormously than the tutors themselves do is indeed a serious matter (Heller & Duchêne, 2016). In particular, considering the growing business interests of Japan’s online English tutoring industry as a whole (Yano Research Institute, 2015) and the tendency that more male than female students take online lessons offered by Filipino/Filipina tutors (RareJob cited in Diamond Weekly, January 11, 2014),35 we, as researchers and language educators, should bear in mind what is actually going on in this educational sector in relation to economic disparities as well as gender and race concerns (e.g., Jenks, 2017). 
 I conclude this chapter by addressing one more important aspect. Although I have so far concentrated on investigating the ways in which Japanese men engage with Philippines-based Skype eikaiwa for their male gratification, this does not necessarily mean that these particular engagements exist singly. On the contrary, for some male learners, these engagements and ELL for self- development discussed in Chapter 4 coexist side by side. For example, Osamu tries to continue studying English even after he quit Marufuku, where EOCL policy is in operation. This is because he views it essential to maintain his English proficiency as a promising worker in the globalized world and also wants to feel that he is improving himself as a whole person by devoting himself to the act of learning: in his exact words, “[l]earning, you know, studying, trying 

to improve, the mere act of being involved in this makes [us] stable” (May.26.2015) (see Chapter 4). To this end, Osamu makes use of self-help ELL 
                                                   35 To my knowledge, only RareJob has released information about the ratio of male to female registrants. Lacking learner demographics for other providers, I should not generalize this single sample. It can be argued, however, that the tendency in RareJob at least differs from the overwhelmingly female-dominated learning environment in franchised eikaiwa schools (e.g., Appleby, 2014; Kubota, 2011b). 
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books, including Thayne’s materials, which accompany his learning like “vitamin 

tablets” for health nuts. At the same time, in the Philippines-based Skype 
eikaiwa context, to make his ELL (or what can be called ‘endless, solitary self- development endeavor’) more pleasant and enjoyable, Osamu intentionally selects his favorite female tutor based on her photo (see Subsection 5.4.1). It can be said that this sort of behavior also applies to my other male participants such as Daisuke (employee) and Kazutaka (self-employed worker); both of them regard young and cute Filipina tutors as a strong motive for their ELL. 
 Given this respect, it seems hard to draw definite lines of demarcation between engagements with English for self-development and those for male gratification; they in fact quite often overlap each other. In the concluding part of Chapter 4, I have argued that it is neither helpful nor possible to divide people engaging with English for self-development depending on whether they are workers affected by neoliberalism or not; rather, we should be aware that people’s diverse engagements with English have emerged in the nexus of multiple elements, such as popular language ideologies, the hegemonic position and symbolic image of the language, people’s desires to improve themselves, and the rise of neoliberalism. Likewise, categorization of Japanese male learners into, for example, those who study English for self-development or those who do so for male gratification does not really help. Rather, it is crucial to understand that their ways of engaging with English are complicated, and for them, the meanings of these engagements are also multifaceted. This complicity and multifacetedness of people’s engagements with English in the contemporary world leads to the constitution, reconstitution, or reinforcement of particular ideologies regarding the language and its speakers. In the next two more 
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analysis and discussion chapters, I focus on exploring the ways in which the thing called English and its speakers are ideologically constituted through my participants’ diverse engagements with the language and their discursive practices concerning the engagements.                
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Chapter 6 

Ideological Constitutions of the Neitibu36 

as a Speaker of ‘Correct English’ 
 

6.1 Introduction  In the previous analysis and discussion chapters, drawing on multiple sets of data collected in the three research sites, such as online customer reviews, blog entries, and interview findings, I have demonstrated that my participants are devoted to English or ELL in far more divergent ways than what language use and language learning mean in the traditional sense. I have also investigated the ways in which their engagements with English are entangled in popular language ideologies and various socio-political or cultural-political components. The demonstration and investigation have been conducted particularly from the perspectives of self-development (Chapter 4) and of male gratification (Chapter 5). Following these two chapters, in Chapters 6 and 7, I explore the ways in which the thing called English and its speakers are ideologically constituted through the participants’ engagements with the language and their discursive practices concerning the engagements.  
                                                   36 As will be explained in further detail in Section 6.1, the English term ‘native speaker’ is often shortened to ‘ (neitibu)’ when it is used in Japanese. Yet, the Japanese word ‘ ’ is not merely an abbreviated form of or a borrowing from the English term ‘native speaker’; it has accrued particular strong connotations in a Japanese- speaking environment. In order to retain this specific nature of the concept ‘ ,’ I have decided to utilize it as it is but write it in romaji: neitibu. 
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Because in Chapter 6, I give intense focus to the notion of the native speaker, I first present a comprehensive review of the scholarly literature on native/ non-native English issues in the field of ELT (Section 6.2). This review is followed by two analysis and discussion sections. In Section 6.3, drawing on data such as Thayne’s paperback (PB) and comic book (CB), and a narrative account produced by the editor of the PB (Mr. Morimoto), I explore the ways in which the notions of the neitibu and ‘correct English’ join together in discourse; I particularly examine the ways in which the former (the neitibu) is ideologically constituted as a qualified representative of the latter (‘correct English’) through a variety of semiotic resources, including language. In 6.4, on the other hand, I pay closer attention to the users of these ELL books and analyze customer reviews about the books posted on two online bookstores. Through this analysis, I investigate the ways in which the users react to or discuss the sellers’ discursive constitutions of the neitibu, and struggle with prevalent language ideologies surrounding English, ELL, ELT, and ideal English teachers.  Before proceeding to the next section, I offer further explanation about my writing the term ‘native’ in romaji as shown in the title of this chapter: neitibu. In English, when the term ‘native’ is used as a noun, it generally indicates a person who was born or has lived for a long time in a particular country/region (e.g., a native of Sydney). In Japanese, however, the word ‘ (neitibu)’ often replaces ‘  (native speaker),’ or ‘ (native English speaker)’ depending on contexts. This tendency is epitomized by the title of the PB, “ ”; its word-for-word translation is This English Offends Neitibu, but in fact it stands for This English Offends Native [Speakers]. Regarding the usage of this specific 
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Japanese word, there are two more classic illustrations in the field of ELT in Japan. The first is ‘ (neitibu’s sense),’ meaning ‘intuition of the native [speaker],’ and the second is ‘ (neitibu check),’  indicating ‘proofreading by a native [speaker].’ These collocations (neitibu, intuition, and proofreading) as well as the title of the PB suggest that the Japanese concept ‘ ’ connotes various elements. It is sometimes regarded as a person who might be offended when he/she hears the English that deviates from his/hers. At other times, as the two examples (‘neitibu’s sense’ and ‘neitibu check’) show, focus is placed more on a quality and ‘’ is considered as something that makes it possible to judge the relevance of certain usage based on intuition or to proofread texts.  It is true that the English term ‘native speaker’ also implies the superiority of people called as such (see Section 6.2), but the Japanese concept ‘ ’ tends to be connected far more easily with such ideological ideas as authenticity, legitimacy, correctness, and trustworthiness. In this respect, the word is not merely a shortened form of or a borrowing from the English term ‘native speaker.’ The concept ‘ ’ has acquired cultural-political connotations and can be viewed as an ideological construct that has been socially, culturally, and historically produced through repeated utterances. In order to preserve this specific nature of the concept ‘ ,’ I have decided to write it in romaji as 

neitibu (whether it signifies a person or a quality) when analyzing and discussing my data. I have also included the concept within the title of this chapter.  
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6.2 Native/non-native English issues in the field of ELT Considerable discussions over native/non-native English issues have so far taken place in ELT and related academic fields. While some researchers have attempted to itemize features of a native/non-native speaker (Cook, 1999; Davies, 1991, 2003, 2004; Medgyes, 1994), others have focused more on the practical aspects of education such as the relative assets of native/non-native speaker teachers and target models desirable for learners (Braine, 1999b, 2010; Kirkpatrick, 2006; Llurda, 2004, 2005; Mahboob, 2010). Among several attributes of a native speaker, Davies (1991, 2003, 2004) lists intuition. He argues that a native speaker has intuition both “about his/her idiolectal grammar” and “about those features of the standard language grammar which are distinct from his/her idiolectal grammar” (2004, p. 435). Yet, he also adds that a native speaker’s intuition about the standard language becomes unsteady on occasion and consequently it can be best described as “learnt not innate” (2004, p. 435). Although the concept of ‘the standard language’ remains controversial, his argument suggests that not every person called a native speaker of a language has pre-eminent intuition about the language or can use it most ‘correctly’ or ‘appropriately’ (Mulder & Hulstijn, 2011; Pennycook, 2012). The degree of intuition about a language should vary from one person to another depending on several factors. As Pennycook (2012) points out, “we are not born into languages but are gradually languaged” (p. 84). Doerr (2009) also stresses that the wide-spread belief that native speakers have complete competence in their language is an ideological assumption and it “serv[es] as a discursive force in daily life” (p. 32).  
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Despite these researchers’ arguments, it cannot be denied that native speakers are often lionized in the field of ELT. As Phillipson (1992) suggests, what lies behind this lionization is the “native speaker fallacy” (p. 194), in which native English speakers are believed to make the best teachers of the language. To describe the same tendency, Holliday (2006) coined the term “native- speakerism” (p. 385). This concept is defined as “a pervasive ideology within ELT, characterized by the belief that ‘native-speaker’ teachers represent a ‘Western culture’ from which springs the ideals both of the English language and the English language teaching methodology” (p. 385). Whether it is called the native speaker fallacy or native-speakerism, this language ideology has promoted the dominant status of native English-speaking teachers as intrinsic professionals as well as the owners of the language.  A context where this language ideology often operates, while simultaneously being linked to racial issues, is the recruitment of new teachers. As numerous researchers such as Amin (1999), Kubota (2002a), and Kubota and Lin (2006, 2009) point out, discriminatory hiring practices against non-native speaker teachers are closely related to racial features such as skin color. For example, non-white teachers tend not to be accepted as native speakers even when they consider that their native language is English, whereas white teachers without this linguistic background are apt to be received as native speakers (Holliday, 2013). In this context, “[w]hiteness and the native speaker construct are in a complicit relation” (Kubota, 2002a, p. 87).  As a counterattack on the native speaker fallacy or native-speakerism, various studies have begun to lay great emphasis on the merits of non-native speaker 
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teachers. Edited collections such as Braine (1999a), Llurda (2005), and Mahboob (2010), most chapters of which are written from the perspective of so-called non-native speaker teachers, can be regarded as representative of the movement. According to this body of literature, one of the positive aspects of non-native speaker teachers is their ability to empathize with students. For example, non-native speaker teachers are familiar with their students’ learning difficulties since they themselves have experienced similar problems as former (and perhaps still active) learners. They have the great possibility of being much better at guiding their students’ learning processes (Braine, 1999b). In addition, under the circumstances where non-native speaker teachers and their students share the same language other than English, which does not necessarily have to be their first language, it is reasonable for the teachers to utilize the linguistic resources, enhancing the students’ English language development (Canagarajah, 1999a; Macaro, 2005).  While awareness of native-speakerism and the subsequent celebration of non- native speaker teachers may have helped displace native speaker teachers from the center, this movement also raises new issues to be addressed. First, it is argued by Houghton and Rivers (2013) that the term native-speakerism should be used carefully so as not to foster the simple dichotomy between Self (native) and Other (non-native). They problematize the typically entrenched idea that native speakers are predominantly “the perpetrators of native-speakerism (the subjects of the verb)” and non-native speakers are “the victims (the objects of the verb)” (p. 3). As they further suggest, it should not be forgotten that this ideology could inhabit “all ESOL educators” (p. 4; emphasis in the original). From a slightly different perspective, Pennycook (2012) also stresses that 
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despite the significance of challenges to the hegemonic position of native speakers, few of the challenges confront the notion itself. By striving to unsettle the status of native English-speaking teachers through emphasis on the legitimacy of non-native English-speaking teachers, the arguments have perpetuated and even strengthened the distinction between the two (Pennycook, 2012). He suggests that in order not to fall into this trap, what is currently necessary is to question the very categorization of native/non-native speakers.  In this regard, it can be said that one of the attempts to place the native/ non-native discussions under scrutiny is the project conducted by Faez (2011a, 2011b). On the basis of her case study research on 25 teacher candidates with various linguistic backgrounds in Canada, she points out that the simplistic native/non-native categorization cannot grasp “the true linguistic identities” (Faez, 2011a, p. 395) of her participants. This binary grouping may also end up with the misrepresentation of these linguistic identities. To describe her participants properly, Faez (2011a, 2011b) instead creates and applies six new categories: “(1) Bilingual, (2) English as a First Language Speaker, (3) Second Generation English Speaker, (4) English Dominant, (5) L1 Dominant, (6) English Variety Speaker” (Faez, 2011b, p. 238). However, what is significant here is that Faez does not propose replacing the native/non-native categories with this new typology. This is because these six labels arose through her particular case study and “[o]ther categories may emerge in other contexts at different times and for different purposes” (Faez, 2011a, p. 397). Her argument therefore indicates that (linguistic) identity is not fixed but fluid and is always negotiated. It also suggests that while it may be important to strive continuously to decenter the 
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native speaker norms or empower so-called non-native speakers, it is also necessary to investigate the ways in which such cultural-political identity negotiations take place and what kinds of language ideologies constitute or are constituted by these negotiations.  Inspired by Faez’s (2011a, 2011b) considerations mentioned above, in the next sections, I demonstrate that Thayne’s status as a neitibu who is supposed to speak ‘correct English’ is sometimes reinforced, and at other times challenged, for not only linguistic but also social and ethical reasons. First, in Section 6.3, presenting an overview of Thayne’s PB and CB, I examine the ways in which people called neitibus, especially Thayne, are depicted through the texts and visual images within the two books. I also utilize a narrative account generated by the editor of the PB, Mr. Morimoto, to help elucidate the sellers’ perspective. In Section 6.4, providing a focus to customer reviews about the PB and the CB posted on Amazon.co.jp and Rakuten Ichiba, I investigate the ways in which the users of the books react to and discuss the sellers’ depiction of neitibus based on their own thoughts, beliefs, and feelings about English, ELL, ELT, and ideal English teachers. 
 

6.3 The neitibu as a speaker of ‘correct English’: The sellers’ 

perspective 
 While the perspectives of akogare (longing/desire), masculinity, sexualization, and eroticization are helpful in contemplating the ideological dimensions of English-related or ELL-related books published in Japan (see Section 5.2 in the previous chapter), it seems that these approaches cannot explain adequately the 
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ways in which Thayne’s materials are commodified and consumed. The reason for this is that although Thayne is a so-called white male native English- speaking teacher from the USA, the concept of masculinity is not utilized in any of his books. It is true that Thayne’s very act of teaching English in Japan might represent his masculinity given that “English language work developed as a male enterprise within the context of British and American expansion and imperialism” (Appleby, 2014, p. 32). As Appleby further argues, although the ratio of women is very high in domestic areas of language education, “men have been dominant participants in the global encounters through which English language teaching emerged as a practice inflected by race, gender, and power” (p. 32). In this respect, Thayne could be considered to be one of these core participants. Yet, in his materials, Thayne’s status as a male teacher is at least not stressed in the form of something that yields female learners’ romanticized 

akogare for him. This analysis can be supported by some visual images from the CB:      
 

Figure 6.1: Visual images of David Thayne (Thayne, 2012, p. 12, p. 62, p. 109)  As Figure 6.1 indicates, Thayne is a friendly middle-aged man and is almost always depicted as wearing casual clothing and a flat cap. This depiction, which reflects the way he looks in real life, creates a quite relaxed and companionable atmosphere. To put it another way, the depiction is completely divergent from 

Production Note: Figure 6.1 has been deleted from this digital copy                    due to copyright restrictions. 
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photos often witnessed in eikaiwa promotional materials that depict young and Hollywood-star-like male teachers, as has been discussed in Chapter 5 (see page 140). While those teachers tend to be ideologically constituted as sophisticated gentlemen who could serve as Japanese women’s eligible romantic partners (Piller & Takahashi, 2006), Thayne’s images in Figure 6.1 are not suggestive of this. Indeed, no online comments about the PB and the CB mention his attractiveness as an embodied recipient of female learners’ akogare. It can therefore be argued that the intended selling points of Thayne and his self-help ELL books fundamentally differ from those of male teachers working in franchised eikaiwa schools and of English-for-romantic-purpose materials exemplified by Roppongi English. 
 Instead of akogare, masculinity, sexualization, and eroticization, what is highlighted in Thayne’s materials is his ‘neitibu’s sense’ (or native intuition) about English. The concept of ‘correct English’ based on his intuition is specifically emphasized. In other words, the common feature shared by the PB and the CB is that both ELL books aim to point out English usage errors made by Japanese people, orientating the users toward ‘neitibu correctness.’ First, this standpoint is evident in the titles of the books (This English Offends Native 

[Speakers] and A Little Weird English from Japanese People: Funny English Mr. 

Thayne Has Witnessed). In particular, the PB clearly demonstrates that it fully utilizes his status as a native English speaker by including the term neitibu in its title. During the interview with the editor of the PB, Mr. Morimoto, I asked him about what the overall aim of the PB was and how the title had been chosen. Below is an excerpt after Mr. Morimoto stated that he had been chiefly responsible for deciding the title and content: 



164 

 

     
    (1) Jun.03.2015 M: Mr. Morimoto / R: Researcher          M: …    When people see [the book] in the bookstore (laugh), they break into a cold sweat. I aimed at that kind of feeling. […]  
         R:             […] Er, [the title is] relatively sensational or [it] relatively has an impact.          M:              I aimed to make an impact. […]          R:  […] Did you rather intentionally put the term neitibu in the title? 
 
        M: 

           Oh, yes, I did do that completely on purpose.  This excerpt suggests that Mr. Morimoto strategically utilizes the authority of the neitibu for the title of the PB. Likewise, the sellers’ standpoint that they aim to make the maximum use of Thayne’s status as a neitibu and point out Japanese people’s English usage errors based on his intuition is also explicitly expressed in the prefaces of the PB and the CB, which were presented by Thayne himself. The preface of the PB writes:      
    (2) the PB’s Preface  
 

 Did you know? In fact, listening to the English spoken by Japanese people, neitibus frequently feel a sense of discomfort, wondering, “What?” and sometimes get angry, thinking, “How dare you talk to me like that!” I have also been consulted by Japanese people who talked with a neitibu in English and experienced the situation where “my 
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interlocutor looked puzzled toward me for some unknown reason……” […]. (Thayne, 2010, p. 3) 

 Within the PB, to help Japanese people solve this sort of problem, that is, for them not to make neitibus “feel a sense of discomfort” or “get angry,” Thayne first displays what he calls ‘dangerous English expressions’ Japanese people tend to use and thereafter lists several appropriate ones according to the degree of politeness, using labels such as ‘  (ichioshi, most highly recommended).’ In a similar manner, in the preface to the CB, Thayne describes his stance as shown in the following: 
     (3) the CB’s Preface   
       25 “ ”“ ”
       Nice to meet you, everyone. I’m David Thayne, teaching English in the 

shitamachi37 area of Tokyo. I’m from the USA and have been teaching English in Japan for over 25 years. But what I often think is that the English spoken by Japanese people is a little ‘weird’…. […] In this book, I cover the English Japanese people tend to use, but which sounds a little ‘weird’ to neitibus. (Thayne, 2012, pp. 2-3) 
 As his grounds for considering that the English spoken by Japanese people is ‘weird,’ Thayne further presents the example below: 
 

    (4) the CB’s Preface          “Thank you.” “You are welcome.” 
                                                   37 Shitamachi refers to traditional districts of cities in Japan: especially, the eastern area of Tokyo such as Asakusa and Ueno. This area is known as where many blue-collar workers live. Thayne’s self-introduction that he is teaching English in shitamachi helps convey the impression that he is not a business-oriented but an approachable teacher. 
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“ ” 
       For example, “You are welcome” is Japanese people’s standard response to “Thank you.” In fact, this expression sounds ‘weird’ to neitibus, whose national language is English, such as American and British people. You must have learned at school [that it means] “Sure, no problem,” but the actual implication is “Everyone does this...”. (Thayne, 2012, p. 2)38 
 Setting aside whether the response “You are welcome” is really ‘weird,’ it can be pointed out that with this preface Thayne indicates that the main purpose of the CB is to teach Japanese people ‘correct English’ that is based on his own criterion as a neitibu of the language. He also implies that ‘school English (English taught at school in Japan)’ is different from what he regards as ‘correct English,’ constituting a native as someone who is qualified to determine what is ‘correct’ and what is ‘weird.’ This discursive constitution of the native as “an arbiter on language correctness” (Pennycook, 2012, p. 85) is reinforced by visual images in the CB. Here, I present its front cover as the first example (see Figure 6.2 on the next page). 

 

 

 

 

 

 

 

 

 

                                                   38 English used in the original Japanese data is presented in italics in the translated texts. 
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Figure 6.2: Front cover of the CB (Thayne, 2012)  As Figure 6.2 shows, Thayne appears on the front cover with his seven students, who are supposed to speak ‘weird’ English within the CB. In this illustration, focus is placed more on Thayne than on his students; he is depicted about ten times bigger than the other characters. He is also shrugging with a perplexed look and a drop of sweat is running down his cheek. These visual images offer 

Production Note: Figure 6.2 has been deleted from this digital copy                    due to copyright restrictions. 
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the vivid impression that Thayne is really annoyed with ‘weird’ English spoken by his students. In addition to the front cover above, other visual images also foster this ‘annoying–annoyed’ relationship between Japanese people and 
neitibus. For example, Thayne is often depicted as laughing loudly at his students’ grammatical and pragmatic errors. Other neitibus, who sometimes appear as extra characters, also openly express their shock and anger after listening to Japanese learners speaking ‘weird’ English (see Figures 6.3 and 6.4).     
       

 
Figure 6.3: Loud laugh at ‘weird’ English (Thayne, 2012, p. 12, p. 37, p. 101)       

 

Figure 6.4: Shock and anger at ‘weird’ English (Thayne, 2012, p. 18, p. 83)  It is crucial to note here that Thayne’s claim that the English spoken by Japanese people is ‘weird’ may demand further scrutiny. As an example, I take the right frame in Figure 6.3 (see Figure 6.5 on the next page for the story concerning this frame). In the frame, Thayne is holding his sides with loud laughter, saying, “Are 

Production Note: Figure 6.3 has been deleted from this digital copy                            due to copyright restrictions. 

Production Note: Figure 6.4 has been deleted from this digital copy                             due to copyright restrictions. 
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you ‘Taxi’, Mr. Suzuki?” What Thayne ridicules here is a statement made by Mr. Suzuki (one of Thayne’s students) in the previous frame: “Mr. Thayne! Could you 

call me taxi?” As soon as Thayne hears this statement, he starts to laugh loudly (as we have just seen) and in the following frame, he suggests to Mr. Suzuki, “You 

should say ‘a taxi’, otherwise you will be mistaken for saying, ‘Could you call me Mr. 

Taxi?’”                  
Figure 6.5: “Could you call me Mr. Taxi?” (Thayne, 2012, pp. 101-102)  A question arising here is whether the statement “Could you call me taxi?” causes any serious trouble. In the real world, especially in this globalized world, where people with different linguistic and cultural backgrounds daily interact 

Production Note: Figure 6.5 has been deleted from this digital copy                            due to copyright restrictions. 

Mr. Thayne! Could you call 

me taxi? (Intention: Could you call me a taxi?)  I’ve just remembered an appointment. I can’t make it by train. 

Are you Taxi, Mr. Suzuki? [Pooh ha ha ha ha] 

You should say ‘a taxi,’ otherwise you will be mistaken for saying, “Could you call me Mr. Taxi?” [Pooh kuku] 
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with one another, making use of their available semiotic resources (e.g., Blommaert, 2010; Canagarajah, 2013; Pennycook & Otsuji, 2015), Mr. Suzuki’s interlocutor would understand what he really wants to say. Despite that, such a tiny error is utilized in the CB to suggest that people in Japan often use ‘incorrect’ or ‘inappropriate’ English, simultaneously constituting the neitibu as someone who not only judges but also sometimes even laughs at the English.  Thus, deliberately providing a focus to Thayne’s status as a neitibu, the PB and the CB express their purpose, which is to teach Japanese people ‘correct English.’ In the process of this endeavor, however, the books also negatively frame the English spoken by Japanese people as different from what Thayne regards as ‘correct English,’ constituting the neitibu as someone who is qualified to decide what is ‘correct’ and what is ‘weird.’ This sort of ideological constitution is supported by not only written texts but also visual images.  In the next section, I investigate the ways in which my participants (users of the PB and the CB) understand the books’ discursive constitutions of the neitibu as a speaker of ‘correct English.’ I also examine the ways in which the participants engage in various English-related ideologies as well as the notion of the neitibu by posting their customer reviews on two online bookstores (Amazon.co.jp and Rakuten Ichiba). The section consists of two parts. The first part pays close attention to customer reviews regarding ELT in Japan and Thayne as a teacher; the second part deals with reviews related to the English language and Thayne as a neitibu.   
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6.4 Struggle with prevalent language ideologies: The users’ 

perspective 

6.4.1  ELT in Japan and Thayne as a teacher  I start this first part with the following main texts of four customer reviews: 
  

    (5) CB/Rakuten/Feb.09.2012           
       I wish teachers like him were at school. 
     (6) CB/Amazon/May.07.2013           
       I sincerely hope that all the people of Japan will read [this comic book]. I want [them] to realize that they can’t make themselves understood in the English [they’ve] learned at school.  
                                 (7) CB/Rakuten/Feb.05.2013           
       I think that in particular, English teachers at school must absolutely read [this comic book]. I want to say [this] with emphasis. 
                                                                                        (8) PB/Amazon/May.01.2010          6   
       I feel like [saying,] “Give me back my youth  my six years at junior and senior high schools.” 
 These four customer reviews indicate that the reviewers are highly supportive of Thayne’s materials. While Reviewer (5) regards him as a desirable teacher, Reviewers (6) and (7) recommend the CB to others such as “all the people of 

Japan” and “English teachers at school.” It is also noteworthy that praising Thayne and his materials easily leads to criticizing Japan’s ELT in school settings, 
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which is, as problematized by Oda (2008), often viewed as not effective despite students’ efforts over a long period. This mindset is clearly reflected in Review (8). By writing, “Give me back my youth,” the reviewer implies that his/her precious youthful years were deprived because of useless ELL at school. Reviewers (6) and (7) are likewise severe critics of ELT in Japan. A summary of what both the reviewers have written equates to: the English schoolteachers teach is pointless and they must learn this reality by reading Thayne’s materials.  The next three customer reviews also provide critical viewpoints about ELT in school settings, but in a slightly different way.  
    (9) CB/Rakuten/Mar.03.2012                                   This is a pen.         

       This is a pen.        I find it interesting that there is such a big difference between ‘textbook English’ [we] learn at school and ‘neitibu [English]’ spoken in English- speaking countries. 
    (10) CB/Amazon/Mar.18.2012          80 
       Are English textbooks [used] at school in Japan created by 80-year-old people?      (11) CB/Amazon/May.09.2013           
       Japanese people who teach English at school are linguistically old farts.  These comments are as harsh as Reviews (6), (7), and (8). Reviewer (9) reproduces the belief that there is a gap between the English taught at school 
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(“textbook English”) and the English actually used (“neitibu [English]”). What is also remarkable here is that this reviewer has entitled his/her review in English (“This is a pen”). In Japan, people, especially those over 50 years old, frequently refer to the sentence “This is a pen” when they self-mockingly depict the ELT they received at school; an often-heard statement is “The English my generation learned is ‘This is a pen!’” This stems from the fact that many of them have almost the same experience that they were instructed by their teachers to repeat chorusing “This is a pen” in the classroom at the very beginning of their ELL. What makes them reflect on this particular sentence with a sort of regret is their awareness that in the real world, they have seldom encountered the scene in which the sentence is necessary (Naruke, 2015); in general, people easily recognize a pen without being told that that is a pen. Nonetheless, the sentence was often included in former English textbooks that were edited on the basis of grammar and forms separated from context. Thus, “This is a pen” has become a symbolic and metaphoric expression indicating that the ELT in school settings at the time was not communicative at all.  Although current English textbooks may still be based on grammar and forms, many of them no longer use sentences that obviously ignore their functions in certain situations. Textbooks are edited carefully to set scenes in which particular utterances are natural and necessary to be given. For example, the company publishing New Crown English Series, one of the six approved English textbooks for junior high school students, stresses that since the company started editing the first series issued in 1978, it has managed to create in its textbooks situations suitable for introducing every new grammatical item (Sanseido, 2015). Interestingly and coincidentally, the company calls this 
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endeavor “This is a pen. (Departure from This is a pen)” (Sanseido, 2015).  Despite this trend, Reviewer (9) amusingly entitles his/her review “This is a pen,” covertly conveying that “textbook English” is still useless. Reviewers (10) and (11) are along the same lines as Reviewer (9). By making use of phrases such as “80-year-old people” and “linguistically old farts,” both reviewers suggest that the English taught at school is old-fashioned. Here, the clear contrast between ‘correct neitibu English’ and ‘weird school English’ is discursively reinforced, celebrating Thayne as a desirable teacher qualified to distinguish the two. According to Canagarajah (1999a), the native speaker fallacy springs from the idea that the disorder of a language “can be arrested by the prescriptive role of the native speaker teacher” (p. 80). In Thayne’s materials, the ‘weird English’ spoken by Japanese people is arrested by Thayne, and the reviews above foster his role as the leading representative who can teach ‘correct English.’ 
 

6.4.2  The English language and Thayne as a neitibu While the reviewers introduced above are active supporters of Thayne, others direct their criticisms at not only his materials but also his neitibu status. I first provide comments concerning some users’ attitudes toward the English language and discuss how their perspectives help the users evaluate Thayne’s materials negatively.     (12) CB/Amazon/Jun.02.2013           
       English currently used in the world isn’t always American English. 
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    (13) CB/Amazon/Nov.18.2012          
 
       Since the USA is large, there are expressions unique to each area in the country. […] Moreover, English isn’t ‘a possession belonging only to the USA.’  In Review (12), the reviewer takes up an issue connected with the global spread of English; he/she refers to the undeniable reality that different varieties of English are now spoken in the world. As has been discussed in Chapter 1, how to understand the diversity of English is controversial. From the perspective of researchers who problematize the nation-state division of English, the categorization “American English” in Review (12) may need to be scrutinized carefully. However, this reviewer’s sociolinguistic awareness that “English 

currently used in the world isn’t always American English” contributes to contesting the CB’s adherence to Thayne’s own norm. Reviewer (13) also raises the same issue related to the global spread of English. Through the sentence 
“English isn’t a ‘possession belonging only to the USA’,” the reviewer argues that English is no longer monopolized by limited people; different people use the language in different places in different ways. Although he/she does not adopt this term, the reviewer happens to introduce the concept ‘the ownership of English’ here, which has been enthusiastically discussed in the academic fields of applied linguistics, TESOL, and sociolinguistics (e.g., Canagarajah, 1993, 1999a, 1999b; Matsuda, 2012; Phan, 2008; Rajagopalan, 2007; Widdowson, 1994). Discussions on the ownership of English have offered fresh and profound insights, particularly into how we can deconstruct established thoughts on standard forms and varieties. The discussions have also encouraged so-called 
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non-native speakers to appropriate English and proudly assert that they are the owners of the language as well (Lin et al., 2002).  It should be added quickly that the assertion that all people using English own the language is naïve. Referring to Tupas (2006), who researches on the political and economic position of English in the Philippines, Pennycook (2012) suggests that the claim that English is everybody’s asset “might be critiqued as a liberal aspiration rather than a political reality” (p. 79). As he further argues, issues with regard to the ownership of English “need a much sharper political analysis about who gets to speak” (p. 79).39 However, the description concerning the current status of English (“English isn’t a ‘possession belonging only to the USA’”) helps question the USA-only orientation frequently seen in Japan’s ELT (Tajima, 2011) and the subsequent ideological mindset that views American English as the prioritized standard. The reviewer is also reflective enough to point out that there are regional differences even within the USA (Niedzielski & Preston, 2003; Preston, 1993).  Some other users who also question Thayne’s judgement in his materials enlarge their scope of criticism to the extent that they even try to challenge his status as a neitibu. Three such users are the following reviewers:     (14) CB/Amazon/May.23.2012                   25
                                                   39 Pennycook’s (2012) argument is closely connected with an aspect of what Tupas calls ‘unequal Englishes.’ See his edited book, Tupas (2015), for more on discussions about this concern. 
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                                  Neitibu?        […] This comic book mentions ‘dead language,’ but many [expressions] included [in the ‘dead language’] are used daily. In the first place, he [= Thayne] says that he’s an American neitibu…, but I’m wondering if he can declare himself so after living in Japan for as many as 25 years…. My husband is a neitibu, unlike him, but [my husband and] his American and Australian friends often use [the ‘dead language’]. My husband’s parents and brothers, who live in the UK and Australia respectively, do too. When I read [this comic book] to my husband, he said, “Please don’t trust such a stupid book!”     (15) CB/Amazon/Apr.18.2012                   Weird English from an American        […] When I showed this book to my friend, who is a neitibu, she got thoroughly stunned. Isn’t the author ashamed of publishing this kind of book?      (16) PB/Amazon/Jun.16.2012                   

 This book offeeends me.        This book really really offends me. You can see it with the mere sight of the title of this book. […]  One of the features shared by all the comments above is that Thayne’s neitibu status is questioned in their titles. In the case of Review (14), the reviewer utilizes only one short content word neitibu, but “  (ka),” a Japanese suffix used to form the interrogative, and a question mark are added to the word. Overall, the title of Review (14) is semantically a quizzical phrase Neitibu?  thus expressing doubts about Thayne’s position as a neitibu. Reviewers (15) and (16) do more. By mocking the titles of the CB and the PB (A Little Weird English 
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from Japanese People and This English Offends Native [Speakers]) respectively, the reviewers suggest that it is Thayne’s English and materials that are strange (“Weird English from an American”) and disrespectful (“This book offeeends me”). According to Bakhtin (1968, 1984), through the playful imitation of other people’s language practices (an aspect of what he calls ‘carnival’), a new meaning can be added to established authority and power. In this regard, Reviewers (15) and (16) turn the tables on Thayne by parodying and deconstructing his received status as a neitibu, which is often regarded as the “benchmark for knowledge of [the] language” (Davies, 2004, p. 431). Indeed, the titles of all these comments challenge social and cultural values attached to 
neitibus as well as the relationship between teachers/material writers and learners/users, and raise intriguing questions such as “Who can declare him/herself to be a neitibu?” and “Who can approve of someone as a neitibu?” In this respect, as researchers such as Canagarajah (1999b), Chun (2016), and Moffatt and Norton (2005) stress, learners/users are neither mere reproducers of dominant ideologies nor passive consumers of textbooks/books. On the contrary, in this specific context, the reviewers actively engage with both (re)constituting the notion of the neitibu and evaluating Thayne’s materials.  However, when we read through the main texts of Reviews (14) and (15), we will also recognize the struggle these reviewers have with the notion of the 
neitibu. In Review (14), the reviewer takes up “dead language.” This is because the CB includes a chapter in which Thayne says to his students, “ (Actually, the English spoken by Japanese people is full of dead language)” (Thayne, 2012, p. 15) and labels their English as “  (antique)” (p. 15). Examples of dead language and his alternative proposals are 
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provided in Table 6.1.  Dead Language Thayne’s Alternative Proposals 1) My name is Kengo Takahashi. 2) A: Hello. How are you? B: Fine, thank you. 3) Goodbye. 
1) I’m Kengo. Kengo Takahashi. 2) A: Hi! How are you doing? B: Really good. 3) (no mention)  

Table 6.1: Dead language and Thayne’s alternative proposals (Thayne, 2012, pp. 10-15; my summary)  In a similar manner to the phrase “You are welcome” (see page 166), what should be considered regarding this claim is that it remains debatable whether the expressions he views as ‘dead language’ are really ‘dead.’ All the greetings above are still widely accepted and which expression is used totally depends on each individual speaker. In this regard, Reviewer (14) is right since she states that “many [expressions] included [in the ‘dead language’] are used daily.” However, what is noteworthy and also ironic is that she bases her argument on the fact that her husband is a neitibu and he as well as his parents and friends use these expressions. Here, she is challenging Thayne’s neitibu quality, but she does this by dragging other neitibus into her arena. This conscious or unconscious strategy indicates that the authority for her judgement of Thayne is in their hands, particularly in her husband’s. For this reviewer, her husband, who advises her, “Please don’t trust such a stupid book!,” is a more trustful neitibu than Thayne. On the contrary, Thayne is no longer a genuine neitibu (“My 

husband is a neitibu, unlike him”) because of his long residence in Japan (“I’m 

wondering if he can declare himself so after living in Japan for as many as 25 
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years…”). From her point of view, a neitibu living in a non-English-speaking country for a long time, away from his/her home, is not qualified for that position. Thayne’s neitibu status is at stake here due to not only linguistic but also social elements.  Reviewer (15) adopts almost the same manner of confronting Thayne’s status as a neitibu. Within the comment, Reviewer (15) mentions an episode when he/she showed the CB to his/her neitibu friend, who ended up expressing utter amazement. The reviewer concludes with the suggestion that Thayne should be abashed at publishing this material. Here, the reviewer’s critique also goes beyond linguistic elements, expanding to his personal and professional ethic. Furthermore, this reviewer corresponds closely with Reviewer (14) in that to question Thayne and the CB, he/she pulls a more trustworthy neitibu into his/her claim. Like Reviewer (14), who gets her husband on her side, Reviewer (15) labels Thayne’s English as “Weird English from an American” based on the evaluation made by his/her neitibu friend. On the face of it, particularly when we have a brief look at the titles of their comments (“Neitibu?” and “Weird 

English from an American”), the two reviewers appear to be contesting Thayne; they indeed do as far as the titles are concerned. However, despite their resistance seen in the titles, the main texts of the comments still unquestionably puts the judgment on ‘correct’ or ‘weird’ English in the hands of neitibus. The reviewers’ acts of questioning Thayne’s neitibu quality do not necessarily equal challenging the very notion of the neitibu; on the contrary, they may result in perpetuating it (Pennycook, 2012).  
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6.5 Conclusion In this chapter, I have explored the ways in which the notions of the neitibu and ‘correct English’ join together in discourse. Drawing on data such as written texts and visual images within the PB and the CB, and a narrative account generated by the editor of the PB, I have first examined the ideological manner in which the neitibu is discursively constituted as a qualified representative of ‘correct English’ who can judge whether particular English is ‘offensive/weird’ or not. Thereafter, by critically analyzing customer reviews posted on online bookstores, I have investigated the ways in which the users of the books react to such ideological constitutions of the neitibu. The analysis of the reviews has demonstrated that the users occasionally celebrate, and at other times counter, these constitutions of the neitibu as a speaker of ‘correct English,’ based on their own thoughts, beliefs, and feelings about the English language, ELT, ELL, and ideal English teachers.  In particular, the contrast between ‘correct neitibu English’ and ‘offensive/weird school English’ in the ELL books is maintained by some users who praise Thayne as an informative teacher. Simultaneously, however, the emphasis on ‘correct neitibu English’ placed by the books is dismissed by others who regard it as irrelevant to judge what is ‘correct’ and what is ‘offensive/weird’ by only relying on Thayne’s canon. These users even question his status as a neitibu. The critiques stem mainly from linguistic reasons, whereas those critical reviews frequently go beyond linguistics, bringing in social and ethical elements. This public struggle among the users on online bookstores illustrates that the positionality of Thayne is constantly negotiated and that the notion of the 
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neitibu is also socially, culturally, and ideologically (re)constituted through discursive practices (Faez, 2011a, 2011b; Tajima, 2018b; Toh, 2013).  It is also interesting to recall here that some reviewers are trying to contest Thayne’s neitibu quality, but by introducing counter neitibus into their claims, they result in legitimatizing the neitibu authority. Their acts of challenging Thayne by depending on more trustworthy neitibus eventually reinforce the social and cultural values attached to them. This example suggests the difficulty of moving beyond the established conceptualization. Yet, by elucidating the ways in which the users struggle with popular language ideologies while producing conflicting thoughts, beliefs, and feelings about English, I have shed light on their active involvement in the language, which is far more divergent than what English use and ELL indicate in the conventional sense. Thus, as has been reiterated throughout this thesis, it is important and necessary to develop the idea of engagement instead of continuing to adopt the more traditional notions of language use and language learning. This endeavor contributes to providing more comprehensive understandings of the multilayered role of English as well as the ideological position of the neitibu both in Japan and in the world, advancing the theorization of language ideologies within critical inquiries in language studies.    
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Chapter 7 

Ideological Constitutions of Chantoshita, 

Kireina Eigo40 
 

7.1 Introduction In Chapter 6, utilizing data such as Thayne’s ELL books (the PB and the CB), a narrative account generated by the PB editor, and online customer reviews about the books, I have explored the ways in which the neitibu is conceptualized among the sellers and the users. Through this exploration, I have argued that while the neitibu is often viewed as a person (and a quality as well) associated with ‘correct English,’ this conceptualization is not fixed but rather is constantly negotiated; the notion of the neitibu is socially, culturally, and ideologically constituted through people’s discursive practices.  In Chapter 7, shifting my central focus toward Philippines-based Skype eikaiwa and drawing primarily on the providers’ promotional materials as data, I first analyze the ideological manner in which the notion of the neitibu is employed when the legitimacy of Filipino tutors is claimed in this educational industry 
                                                   40 The terms chantoshita, kireina, and eigo are all Japanese words, indicating ‘proper,’ ‘beautiful,’ and ‘English’ respectively in their most literal translations. Yet, the first two modifiers (chantoshita and kireina) get tinged with cultural-political connotations when they collocate with the last noun (eigo). In the same manner as the term neitibu, I have therefore decided to write these Japanese modifiers in romaji when each of them is used together with the noun eigo (e.g., chantoshita eigo and kireina eigo). While analyzing and discussing my data, I explain the difficulty of making word-for-word translations of the modifiers in further detail and provide their multifaceted meanings. 
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(Section 7.2). Based on the findings from the analysis, I point out that although the providers do not directly adopt the term neitibu, they indirectly make use of its power by placing the Philippines within the same bracket as the two top English-speaking countries (the USA and the UK) or by equating Filipino tutors’ English with American English. Thereafter, paying closer attention to registrants’ online comments as well as my interviewees’ narrative accounts, I examine the consumers’ reactions to these claims of legitimacy made by the providers (Section 7.3). In particular, I discuss the ways in which my participants engage in the act of constituting the notion of chantoshita, kireina eigo in the course of reproducing, reinforcing, or challenging the providers’ promotion of Filipino tutors as speakers of ‘quasi-American English.’ I conclude this discussion with the suggestion that although chantoshita, kireina eigo is an ideological construct, which is often based on people’s vague mental images, it has a very real effect and greatly contributes to strengthening or questioning the view of specific English speakers as legitimate/illegitimate. However, while chantoshita, kireina 

eigo, which occasionally parallels neitibu English, is celebrated, neitibu English itself is not always perceived to be ideal. In conclusion, I therefore put forward the other argument that the glorification of neitibu English is not absolute.  
7.2 Filipino tutors as speakers of ‘quasi-American English’: The 

providers’ perspective 
 As has so far been reiterated, one of the reasons behind the current popularity of Philippines-based Skype eikaiwa is its affordability (see Chapters 1, 3, and 5). In consequence, all 10 providers I accessed pitch this financial aspect at potential registrants on their websites. At the same time, however, they also present 
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rationales behind their employment of Filipino tutors in terms of the tutors’ quality. The logic often applied in those rationales is that although the providers offer lessons at surprisingly low prices, it never indicates that as the saying goes, ‘You get what you pay for’; throughout their advertising, the providers strive to guarantee the eminence of the tutors they hire. The following excerpts are parts of the online promotional materials given by two providers (Gn Gn Eikaiwa and Tenori Eigo), which describe the reasons for their selection of the Philippines and the strengths of their tutors. English translations are also added below: 
 

 

    About tutors 
  
  Most tutors are in the Philippines, which has the third   largest English-speaking population in the world.  
  Most tutors are people in the Philippines, which has   the third largest English-speaking population in the   world. The English spoken by the tutors is close to   American English and [their] pronunciation, with   scarcely any accent, is easy to follow. […]  
 

Figure 7.1: Part of the promotional materials on the Gn Gn Eikaiwa website (Gn Gn Eikaiwa, 2017)    

Visual Image 
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    Excellent tutors and assessment system 
 
  […] The Philippines is the third-ranking English-as-   an-official-language country in the world after the   USA and the UK. Some of you might wonder, “Doesn’t   [Filipinos’] pronunciation have an accent? Isn’t it   hard to follow, compared with that of American or   British people?” However, many American enterprises   have chosen the Philippines as [a location for their]   call centers and [the English spoken by Filipinos] has   been accepted by American consumers. […]  

Figure 7.2: Part of the promotional materials on the Tenori Eigo website (Tenori Eigo, 2017)  What is noteworthy about these two rationales is that they include the Philippines in the category of English-speaking countries. Gn Gn Eikaiwa ranks the Philippines the third on the grounds of its large English-speaking population (see Figure 7.1). As shown in Figure 7.2, Tenori Eigo implements almost the same strategy as Gn Gn Eikaiwa. The provider promotes the Philippines as “the 

third-ranking English-as-an-official-language country in the world after the USA 

and the UK.” This sort of classification is a quite recent trend in the eikaiwa industry because most franchised schools have so far emphasized the fact that the majority of their teachers come from “the center nations” (Canagarajah, 1999b, p. 4) such as the USA, the UK, Canada, Australia, and New Zealand. The 
eikaiwa industry (the whole field of ELT in Japan as well) has lionized so-called 

Visual Image 
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Western native English-speaking teachers, frequently excluding non-Western English users such as Filipinos, regardless of their proficiency and professional skills (Hayes, 2013; Kubota, 2002b; Kubota & Fujimoto, 2013; Lummis, 1976). In other words, the industry has perpetuated “the idealization of a native speaker as someone who has perfect, innate knowledge of the language and culture and thus is the best teacher of English” (Kubota, 2002b, p. 21; see Section 6.2 in the previous chapter for more on native/non-native English issues).  Yet, a question arises here concerning this new movement (the inclusion of the Philippines in the category of English-speaking countries) within the Skype 
eikaiwa sector: Can the movement be considered as a watershed in the history of Japan’s ELT field? Before proceeding to detailed discussions with regard to this question, I pay more careful attention to the two rationales offered by Gn Gn Eikaiwa and Tenori Eigo. This is because the rationales appear to serve as an archetype of how discourses produce effects of truth regardless of whether they are true or false (Foucault, 1980).  First of all, as indicated in Figure 7.1, Gn Gn Eikaiwa claims that the Philippines 
“has the third largest English-speaking population.” However, the size of the English-speaking population is indeed greatly contingent on how it is counted. In relation to this, a more fundamental question may also emerge: What is meant by the term ‘English-speaking’ in the first place? In the case of Tenori Eigo’s rationale (“the third-ranking English-as-an-official-language country in the 

world after the USA and the UK”), the reason for which the provider has ranked the Philippines the third is not explicitly mentioned. Yet, supposing that the provider writes about the number of English speakers within the country (in a 



188 

 

similar manner to Gn Gn Eikaiwa, and this supposition sounds the most feasible), the question concerning who on earth is included in the number surfaces again. In addition, the relevance of describing the USA and the UK as 
“English-as-an-official-language countr[ies]” could demand further scrutiny; strictly speaking, English has official status at the federal level in neither country. Above all, one might wonder if there is any correlation between the size of the English-speaking population of a certain country and the quality of its local tutors; the Philippines’ having the large English-speaking population does not necessarily prove the professional distinction of Filipino tutors.  In these respects, it seems that both Gn Gn Eikaiwa and Tenori Eigo present the rationales by rather advantageously and plausibly utilizing various pieces of information in a ‘patchworked’ manner. However, in the context of advertising, these kinds of rationales have the great possibility of working efficiently; indeed the providers have so far been successful in gathering registrants. Toward people interested in Skype eikaiwa, the rationales help create a positive impression of the Philippines regardless of their truth or falsehood. Particularly by lining up the country alongside the USA and the UK, which are generally conceived as the two top English-speaking countries, the Philippines is set up as legitimate enough to produce excellent English tutors.41 Here, it can be said that the rationales offered by Gn Gn Eikaiwa and Tenori Eigo exert effects of truth even if their authenticity is uncertain (Foucault, 1980).  Now I return to the question raised at the beginning of this section: Can the 
                                                   41 Of the 10 providers I accessed, two others (RareJob and English Bell) also deploy this strategy. See the analysis and discussion starting on page 191 for more on the rationale given by RareJob. 
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inclusion of the Philippines in English-speaking countries be considered as a watershed in the history of Japan’s ELT field, where so-called Western native English-speaking teachers have been celebrated? Contemplating carefully the ways in which Filipino tutors are described in Gn Gn Eikaiwa’s and Tenori Eigo’s advertising, the answer will be in the negative; their way of publicizing the tutors might result in reproducing and reinforcing the primacy of the neitibu. First, in Gn Gn Eikaiwa’s rationale, Filipino tutors are promoted as legitimate because of their USA-like English. The tutors are discursively constituted as speakers of the English that is “close to American English”; their pronunciation is similarly depicted as “[having] scarcely any accent” and “easy to follow.”  Second, the constitution of Filipino tutors in association with American English also holds true for Tenori Eigo’s rationale. In the case of this provider, offshore call centers are dragged into its assertion of Filipino tutors’ legitimacy. As has already been introduced in Chapter 5, in response to anticipated questions with regard to their English, such as “Doesn’t [Filipinos’] pronunciation have any 

accent?” and “Isn’t it hard to follow, compared with that of American or British 

people?,” Tenori Eigo offers the following answer: “[…] many American 

enterprises have chosen the Philippines as [a location for] their call centers and 

[the English spoken by Filipinos] has been accepted by American consumers.” To put it differently, in this provider’s argumentation, speakers of the English that is judged by American consumers as acceptable are relevant enough to be tutors for learners in Japan.  Interestingly, this kind of claim is also made by Filipino tutors themselves; of the 10 interviewees I accessed through TrueTrade, three tutors (Ben, May, and 
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Pauline) have work experience in foreign-owned call centers. During the individual interview with May, for example, she remarked that before joining TrueTrade, she had been employed as an operator by a USA-owned call center and obtained an ‘American pronunciation certificate,’ which was independently issued by the enterprise. May also added that this call center background as well as her degree in linguistics probably had conveyed a favorable impression to TrueTrade in the hiring process.42  Thus, in the Philippines-based Skype eikaiwa sector, Filipino tutors are discursively constituted in particular ways through the providers’ emphasis on ‘the USA’ and ‘American English,’ and these phrases play a significant role in asserting the tutors’ legitimacy. Although the providers do not directly employ the term neitibu, they indirectly utilize its power first by stating that their Filipino tutors speak the English that is “close to American English” or “has been 

accepted by American consumers” and then by implying that the tutors are consequently almost equated with neitibus. In brief, it can be argued that this trend in the Philippines-based Skype eikaiwa sector might result in reproducing and reinforcing the primacy of the neitibu in the field of ELT.  While the promotional materials of Gn Gn Eikaiwa and Tenori Eigo lay great emphasis on the strong relationships between the Philippines and the USA, and between Filipino tutors and American English, RareJob places more focus on 
                                                   42 In addition to these aspects, May also considers that her position as an English as a second language (ESL) speaker is her strength; in May’s exact words, “I’m actually a living proof that you as a second, er, language learner could actually become fluent, too” (Jul.29.2015). This standpoint could not be adopted by ‘innate’ neitibus but by ‘acquired’ ones. See Section 6.2 in the previous chapter for more on discussions about the advantages of so-called non-native English-speaking teachers in the field of ELT. 
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how widely English is used within the Philippines. The rationale by RareJob is provided below:  

       

 

 

Figure 7.3: Part of the promotional materials on the RareJob website (RareJob, 2017) 
 As demonstrated in Figure 7.3, RareJob begins its rationale with the same statement as Tenori Eigo in order to claim the legitimacy of the Philippines: “the 

third-ranking English-as-an-official-language country in the world after the USA 

and the UK.” Arranging the national flags of the three countries in a line, where the center is occupied by the Philippines’s, also visually supports the provider’s assertion that the country belongs to the same circle as the USA and the UK. RareJob then explains English use within the Philippines in the following way: 
“English is used daily in life and education.” Yet, what this sentence in the passive voice lacks is ‘who’ uses English on a daily basis in the country. This concern seems to be closely connected with discussions about the ownership of English (e.g., Canagarajah, 1993, 1999a, 1999b; Lin et al., 2002; Matsuda, 2012; Phan, 2008; Rajagopalan, 2007; Widdowson, 1994). 

 

Visual Image 
 

Country where English 

is daily used 
 The Philippines is the third-ranking English-as- an-official-language country in the world after the USA and the UK.  English is used daily in life and education. 
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 As mentioned in Chapter 6, in the fields of applied linguistics and TESOL, with the global spread of English and also with the movement to go beyond the obsession with standard forms, it is often said that English is no longer owned by only so-called native speakers; it is frequently maintained that English is owned by all people using the language. However, considering the broader socio-political and cultural-political dimensions of language, the claim that English is everyone’s property needs to be scrutinized carefully (Pennycook, 2012). Tupas (2006), whose main research site is exactly the Philippines, also stresses that the power to (re)create English is “mainly reserved only for those … who enjoy particular social privileges such as wealth, symbolic power, education, and so on, in their respective communities or societies” (pp. 169- 170). In fact, Tupas’s argument introduced above coincidentally corresponds to what RareJob states about their tutors in another part of its promotional materials: 
     (1) Part of RareJob’s promotional materials          1   
       RareJob has hired about ten thousand tutors, many of whom are [students or graduates of] the University of the Philippines, which is equivalent to the University of Tokyo in Japan, and who have a high degree of English proficiency and specialization […]. (RareJob, 2017) 
     In this excerpt, RareJob remarks that the university with which many of its tutors are/were affiliated is the University of the Philippines. In addition, the provider emphasizes the prominence of this educational facility by articulating that it is “equivalent to the University of Tokyo,” which is the most prestigious 
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institution within Japan.43 This advertising suggests that not every Filipino can be a tutor of English, although RareJob writes on its website that the language 
“is used daily” in the Philippines (see Figure 7.3). To put it differently, in the Skype eikaiwa context, not only a speaker of ‘quasi-American English’ but also a student or a graduate of a prestigious university could claim the ownership of the language, simultaneously serving as a relevant tutor for learners in Japan.44  Thus, in Section 7.2, I have analyzed promotional materials presented by Philippines-based Skype eikaiwa providers, and discussed the ways in which the Philippines and Filipino tutors are publicized through the texts and visual images. Based on the findings from this analysis and discussion, I have pointed out that the Philippines is set up as a legitimate country that can produce English tutors of high quality by paralleling it with the USA and the UK. I have also argued that in this process of claiming the legitimacy of the Philippines, Filipino tutors are discursively constituted as speakers of ‘quasi-American English,’ which connotes neitibu English. However, not all Filipinos can claim the ownership of this variety of English; only those who possess social privileges exemplified by high academic qualifications can enjoy it as well as the status of online English tutors.  Following this argument, in the next section, I concentrate on the consumers’ perspective. More specifically, I investigate the ways in which the view of 
                                                   43 It is intriguing to compare this way of promoting Filipino tutors with promotional materials of franchised eikaiwa schools. While those eikaiwa schools are very proud of their teachers’ neitibu nature, the schools have almost never referred to the teachers’ universities. For those eikaiwa schools, what matters is whether their teachers are 

neitibus rather than which university they graduated from. 44 This trend is closely aligned with what happens in the offshore call center businesses within the Philippines (see Section 5.3 in the previous chapter for more on this concern). 
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Filipino tutors as speakers of ‘quasi-American English’ or ‘quasi-neitibu English’ is reconceptualized through the consumers’ discursive practices. I also examine the ways in which the notion of kireina, chantoshita ego is ideologically constituted in the course of this reconceptualization. To this end, I analyze not only narrative accounts generated through individual interviews with my participants but also customer reviews posted by registrants on the online platform (Kuchikomi Rankingu!). 
 

7.3 Chantoshita, kireina eigo: The consumers’ perspective In order to explore consumers’ reactions to the claims of legitimacy made by Philippines-based Skype eikaiwa providers, I begin this section with interview findings concerning two of my employee participants: Atsuko and Momoyo. Both Atsuko and Momoyo were originally recruited as participants for the third research site, who could present their views on Ichigen’s and Marufuku’s EOCL policies, but their respective interviews extended into the recent popularity of Philippines-based Skype eikaiwa. Although they themselves had never engaged with this new type of ELL at the time of the interviews, I consider that what they said about Philippines-based Skype eikaiwa helps us contemplate the language ideologies surrounding it.45  Atsuko works in a video game enterprise, where she is in charge of voice recording and editing. She often goes on a business trip to the USA and stays there for several weeks to work on English dubbing for her enterprise’s video 
                                                   45 Both Atsuko and Momoyo have experience of attending franchised eikaiwa schools where the majority of the teachers are neitibus. Atsuko has also taken online English lessons offered by neitibus. 
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games. In the recording studio, she needs to interact with local sound directors and voice actors in English, which serves as the main reason for her engagement with ELL. Yet, because a Japanese-English interpreter always assists her during the recording, Atsuko is not really desperate to improve her English; according to her, she continues ELL, but on a much reduced scale. The following is an excerpt where she expresses her thoughts and feelings about learning English from Filipino tutors:          (2) Jan.13.2015 A: Atsuko          A: 

             […] I don’t know because I have no idea about the level of Filipinos, but as long as they are neitibus, I’m sure it’s okay. […] Cheap and er, even if [tutors are] Filipinos, as long as you can talk with people who speak, well, chantoshita eigo, [it’s okay. But] […] I’m not quite sure whether you can call [it] ‘English learning.’ For example, er, what to say, if you want to learn grammar or, for example, you want to learn kireina eigo, […] chantoshita pronunciation or something like that, I’m not sure whether that cheap Filipino eikaiwa would do the job.   In this excerpt, Atsuko employs two particular Japanese modifiers to convey her thoughts and feelings about Philippines-based Skype eikaiwa, Filipino tutors, and ELL in general: that is, chantoshita and kireina. Here, both terms need further explanation. First, if the modifier chantoshita were to be rendered into English, considering that it is used together with such words as ‘eigo (English)’ and ‘pronunciation,’ the adjective ‘proper’ is the most appropriate. However, this Japanese modifier chantoshita bears several other meanings exemplified by 
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‘correct,’ ‘decent,’ ‘legitimate,’ ‘suitable,’ and ‘tidy.’ Consequently, Atsuko’s statements “people who speak, well, chantoshita eigo” and “if you want to learn 

[…] chantoshita pronunciation” exhibit more than ‘proper English’ and ‘proper pronunciation.’ Chantoshita eigo, for example, can sometimes signify ‘correct English with legitimacy,’ whereas at other times it may mean ‘English suitable for a certain occasion.’ Or it also has the great possibility of moving beyond the mere act of modifying the term ‘English’ itself and extending into describing a certain speaker of English; the modifier chantoshita could connote an “aesthetic” (Kroskrity, 2004, p. 512) aspect of the speaker such as his/her ‘decentness’ and “tidiness.’  The other modifier kireina likewise carries multiple meanings. While its primary interpretation could be ‘beautiful,’ there are many other contenders such as ‘clean,’ ‘clear,’ ‘fine,’ ‘graceful,’ and ‘pure’ to name but a few. Taking into account that here, Atsuko uses the term kireina together with the word ‘eigo (English),’ the nearest equivalent adjective is ‘clear’ and the overall translation of the phrase kireina eigo is deemed to be ‘interference-free English.’ However, again, given the other possible meanings introduced above, it can be argued that 
kireina eigo should express more than ‘clear, interference-free English.’ Depending on circumstances, it can indicate, for example, ‘beautiful English,’ simultaneously connoting ‘cleanness’ or ‘gracefulness’ of the speaker. Thus, the phrases chantoshita eigo and kireina eigo are semantically complex, and also carry cultural-political connotations. I therefore consider it better to utilize the Japanese expressions as they are, rather than unreasonably translate them into English.  
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Bearing in mind this particular nature of chantoshita eigo and kireina eigo, I return to Excerpt (2). In this excerpt, Atsuko does not talk about specific Filipino tutors. As can be seen in her disclaimer at the outset, she indeed has little knowledge of Filipinos; this narrative account is consequently her vague mental image of them.46 Drawing on that image, Atsuko sets out two conditions for Philippines-based Skype eikaiwa to be acceptable: “as long as [Filipinos] are neitibus” and “as long as you can talk with people who speak, well, chantoshita eigo.” From these conditions, it can be deduced that Atsuko regards ordinary Filipinos as neither neitibus nor speakers of chantoshita eigo. It can also be inferred that she consciously or unconsciously identifies neitibus as speakers of 
chantoshita eigo. Additionally, what is intriguing about Atsuko’s narrative account is that even if the second condition is fulfilled, that is to say, even if Filipino tutors speak chantoshita eigo, she still questions whether learning English from them is an apt choice; she adds, “I’m not quite sure whether you can 

call [it] ‘English learning’.” This is because, as Atsuko further states, she is concerned about the possibility that learners may not be able to acquire 
“grammar,” “kireina eigo,” or “chantoshita pronunciation” through “that cheap 

Filipino eikaiwa.” Here, the constitutions of Filipino tutors as speakers of ‘quasi-American English’ or ‘quasi-neitibu English’ produced by the providers are challenged. To put it the other way round, Filipino tutors are reconstituted through Atsuko’s discursive practice as not being able to teach grammar or as not speaking kireina eigo with chantoshita pronunciation, simultaneously conceptualizing this sort of English as belonging to neitibus.  
                                                   46 Individual mental images are constituted through one’s past and present, and direct and indirect social experiences. These images are also significant parts of language ideologies permeating the society. 
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This uncertainty about the legitimacy of Filipino tutors is also expressed by Momoyo. Like Atsuko, Momoyo was recruited as a participant for the third research site because she engages with English at work. Yet, as an assistant to patent attorneys, her engagement with the language focuses primarily on writing (translation of official documents). In addition, according to her, Momoyo has ‘an obsession with “polite English”’ and ‘an allergy to foreigners.’ Because of this, she always attempts to avoid situations in her daily life where she has to speak English. Below is the interaction between Momoyo and me immediately after I asked her whether she would like to try a lesson with a Filipino tutor:      (3) Jan.21.2015 M: Momoyo / R: Researcher          M:              Well, you know. Because I desire to speak kireina eigo or polite English. I mean, [this is] com-, complete prejudice, though. 
 
        R: Yeah, yeah. Never mind, go ahead. Yeah, yeah.          M: 

 Because what I first get concerned about is whether the English taught by Filipino tutors is really polite and kireina eigo. So you know, er…, I don’t want to try, I guess. […] Well, er, probably, let’s suppose I ask [Filipino tutors], “Isn’t this rude?” and they answer, “It’s not rude.” I’d wonder, “Is it really correct?” I guess (laugh).  In this excerpt, acknowledging that her own idea is biased, Momoyo questions 
“whether the English taught by Filipino tutors is really polite and kireina eigo” ― it is notable that like Atsuko, Momoyo also adopts the phrase kireina eigo here. 
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According to her, because of this dubiety, she would not be convinced of, for example, the politeness of certain English usage even if Filipino tutors vouched for it. In relation to this narrative account, it may be interesting to introduce her reaction to Thayne’s materials here. In the course of the interview, we also talked about self-help ELL books written by neitibus, including Thayne, and she informed me that she had bought some of them. When I asked Momoyo about her thoughts and feelings about catchy titles, exemplified by This English Offends 

Native [Speakers] and A Little Weird English from Japanese People, she answered as shown in the following:      (4) Jan.21.2015 M: Momoyo          M:  […] Titles such as Embarrassing English from Japanese People would [make me extremely curious] (laugh). Even if I don’t buy the books, I’d seriously read them in the bookstore (laugh). 
 With this statement, as well as her remark about Filipino tutors, it can be argued that although Momoyo is willing to ask for neitibus’ (for example, Thayne’s) advice, she is not ready to listen to Filipino tutors. Here again, the constitutions of Filipinos as legitimate English tutors through the advertising of Skype eikaiwa is challenged. At the same time, the discourse of the neitibu as the best and most ideal teacher who speaks chantoshita, kireina eigo is perpetuated; in the case of Momoyo, chantoshita, kireina eigo also connotes ‘polite English.’  It should be noted here, however, that although Atsuko and Momoyo often utilize the notions of kireina eigo and chantoshita eigo, they themselves do not have a very specific idea with regard to what they really mean by chantoshita, 
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kireina eigo. In particular, Atsuko seems to have a vague image about it:            (5) Jan.13.2015 R: Researcher / A: Atsuko          R:             Then, well, do you have any particular view of so-called ‘kireina 
eigo’? 

 
        A: 

            Of course, you know, it’d be good if I could speak that [English]. […]  But well, when I go to the USA and er…, work with people there, I meet a lot of people [speaking English] with a very strong accent. […] Er…, yeah, well, so kireina eigo isn’t necessary (laugh). Uhhh, well, of course, er, for example, voice actors should speak kireina 

eigo, you know, because they should be accepted by everybody. […]          R:  […] What you call ‘kireina eigo,’ is it like the one that voice actors speak, Atsuko-san?          A:               Well, so-called, real, well, yeah, what is it, the English spoken by American people without any accent. I’m not quite sure how kirei it is, though.  This excerpt demonstrates that Atsuko does not directly answer my first question about her view of kireina eigo. Instead, she informs me that if possible, she would like to be able to speak kireina eigo and starts talking about her experiences in the USA. Because in the excerpt, she mentions that voice actors should be speakers of kireina eigo, I ask her again about her thoughts in a different manner: “What you call ‘kireina eigo,’ is it like the one that voice actors 

speak?” Then, she finally answers that kireina eigo means “the English spoken by 
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American people without any accent.” However, she quickly adds, “I’m not quite 

sure how kirei it is, though.” This interaction shows that Atsuko’s view of kireina 

eigo is based on a very hazy image rather than specific grounds. Nevertheless, this very image definitely operates when Atsuko considers whether she will try Philippines-based Skype eikaiwa, challenging the discursive constitutions of Filipino tutors as speakers of ‘quasi-American English’ or ‘quasi-neitibu English.’ Simultaneously, her mental image of kireina eigo ― even if she cannot adequately explain what it is ― forms a close association with “the English 

spoken by American people,” which reinforces the ideological position of the 
neitibu.  Next, in order to further explore the notion of chantoshita, kireina eigo, I introduce four online customer reviews written by Philippines-based Skype 
eikaiwa registrants. The registrants are a 29-year-old housewife, a 34-year-old female office worker, a 34-year-old male office worker, and a 44-year-old male office worker in the order of the customer reviews below:47      (6) Mar.04.2014 (retrieved)           
         I had been worried about [tutors’] accent, but they spoke more kireina 

eigo than I had imagined […]. 
     (7) Mar.04.2014 (retrieved)           
         […] The pronunciation of every tutor is kirei and I don’t notice any accent peculiar to the Philippines. 
                                                   47  As explained in Chapter 4, unlike Amazon.co.jp and Rakuten Ichiba, Kuchikomi Rankingu! provides information about reviewers’ occupations, ages, and genders, as filled out voluntarily by them. Yet, this online platform does not indicate when their comments were posted. I consequently present the date on which I retrieved the comments.  
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     (8) Mar.04.2014 (retrieved)            
         I hadn’t expected much, but [my tutors] spoke with the same correct accent as neitibus did […]. […] I’m very satisfied.      (9) Mar.04.2014 (retrieved)            
         I talked with several tutors. As expected, [I noticed] pronunciation peculiar to Filipinos in many of the tutors, which made it impossible to catch [what they said].   These customer reviews contain several important aspects to be addressed. First, as shown in Reviews (6) and (7), the modifier kireina (or its original form 
kirei) is often employed when Filipino tutors’ English is depicted (the term is also adopted in some other customer reviews within my data set). However, Reviews (6) and (7) are different from Atsuko’s and Momoyo’s narrative accounts introduced above. While in their narrative accounts, Filipino tutors are constituted as speakers of non-kireina eigo, both the reviewers use the modifier 
kirei(na) to explain the tutors in a favorable manner. Reviewer (6) writes, 
“[T]hey [= Filipino tutors] spoke more kireina eigo than I had imagined,” whereas Reviewer (7) expresses, “The pronunciation of every tutor is kirei.”  In particular, what is noteworthy about Reviewer (6) is that she appears to have changed her mind after the lessons. As demonstrated in her comment, Reviewer (6) “had been worried about [tutors’] accent” before she started to engage with Philippines-based Skype eikaiwa. Yet, through her first-hand experiences of interacting with the tutors during the lessons, she has come to perceive their 
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English as more kirei than she anticipated. This sort of attitudinal transition can also be witnessed in Review (8). The reviewer begins his comment with the statement “I hadn’t expected much”; however, within the same comment, he eventually writes that “I’m very satisfied.” Moreover, by posting the sentence that 
“[my tutors] spoke with the same correct accent as neitibus did […]),” he also helps reinforce the providers’ discursive constitutions of Filipino tutors as speakers of ‘quasi-neitibu English.’  That being said, I do not intend to strongly argue here that actual interaction with Filipino tutors encourages people with uncertainty about the legitimacy of the tutors to alter their evaluation. Of course, as epitomized by Reviewers (6) and (8), direct experiences of communicating with the tutors could help registrants adjust their preconceptions. Yet, at the same time, there are also those who still have a negative impression toward Filipino tutors even after attending the lessons offered. Reviewer (9), for example, writes in his comment that “[a]s expected, [I noticed] pronunciation peculiar to Filipinos in many of the 

tutors.” Here, the phrase “[a]s expected” suggests that the reviewer anticipated 
“pronunciation peculiar to Filipinos” before the lessons and actually recognized it while interacting with the tutors. Additionally, according to Reviewer (9), this ‘marked’ pronunciation of the tutors interfered in his understanding of what they said.  Thus, consumers’ reactions to providers’ claims of legitimacy regarding Filipino tutors are complicated; the reactions show contradictions or ambivalence based on the consumers’ immediate experiences of the lessons as well as their mixed thoughts, beliefs, and feelings about such ideological notions as chantoshita eigo, 
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kireina eigo, and the neitibu. In this context, what matters is not to examine whether the judgements formed by the reviewers as well as Atsuko and Momoyo are accurate or not. Rather, as has been demonstrated in this chapter, it is vital to explore how particular ideological notions such as chantoshita eigo and kireina eigo are discursively constituted and also utilized to produce, reinforce, or challenge the view that specific English speakers (Filipino tutors in this case) are legitimate/illegitimate.  In relation to Philippines-based Skype eikaiwa and the notions of chantoshita 

eigo, kireina eigo, and neitibu English, I provide final narrative accounts, which indicate that neitibu English is not necessarily perceived to be ideal and help us reconsider its veneration. The accounts are excerpts from my interview data with Toru, a student at Chiyoda University, and Koji, an employee in Ichigen.  As explained in Chapter 3, in the zemi (research seminar) to which Toru belonged at the time of the interview, it was mandatory for the members to take a 50-minute English lesson offered by a Filipino tutor via Skype every week. They were also required to participate in a one-month study tour to the Philippines, where they took an intensive English program. In the course of the interview, Toru expressed his first impression about the study tour to the Philippines in this way: “ (At first, […] I thought, ‘It’s the Philippines [that we are going to].’ Not the USA or Australia, for example […])” (Jun.17.2015). However, after the weekly online lessons in Japan and the first-hand experience of learning English in the Philippines, he altered:     
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   (10) Jun.17.2015 T: Toru          T: 
   […] But well, I found it okay when I went there. […] [The tutors] try to speak clearly or er…, I have the impression that [their English] is easier to understand, compared with the English spoken by people living in English-speaking countries, well, say, the USA. […] I felt that the English in the Philippines was very easy to understand. 

 In this excerpt, Toru depicts his Filipino tutors’ English as “very easy to 

understand.” His attitudinal transition such as this (from questioning the legitimacy of Filipino tutors to feeling satisfied with their teaching) is closely aligned with that of Reviewers (6) and (8). What is also noteworthy about Toru’s narrative account above is that he even compares his Filipino tutors’ English with that of neitibus (“people living in English-speaking countries” epitomized by “the USA”) and describes the former as “easier to understand.” In a similar manner, when Koji and I were discussing the difficulties he had experienced concerning English interaction, especially those related to listening comprehension, he stated:         (11) Jan.05.2015 K: Koji          K: 
   Well, you know, even now, I’m afraid of conversation in the end. […] Well, you know, I often don’t understand what I’m listening to. […] I don’t understand anything like Indian English. I don’t understand Mexican English, either. I don’t understand that trilled ‘r’ of Spanish origin. But I don’t agree that Americans are easy to understand, either.  
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In this excerpt, Koji displays a lack of confidence in English conversation. In particular, he confesses that he perceives himself as deficient in listening skills by repeating the negative sentence pattern “I don’t understand …” as many as four times: “I often don’t understand what I’m listening to,” “I don’t understand 

anything like Indian English,” “I don’t understand Mexican English, either,” and “I 

don’t understand that trilled ‘r’ of Spanish origin.” What is also intriguing about Koji’s explanation about his own deficiency in listening comprehension is that in addition to these varieties of English, he articulates that “I don’t agree that 

Americans are easy to understand, either.”   This narrative account, as well as Toru’s statement that Filipino tutors’ English is “easier to understand” than that of neitibus, provides us with an opportunity to question the glorification of neitibu English. As has so far been discussed in this chapter, it is true that the notion of chantoshita, kireina eigo is ideologically constituted through people’s discursive practices and in the process of this ideological constitution, chantoshita, kireina eigo is occasionally juxtaposed with 
neitibu English. Furthermore, this ideological construct of chantoshita, kireina 

eigo is frequently employed to legitimatize or illegitimatize particular English speakers, especially Filipino tutors. However, in real life, neitibu English itself is not always perceived to be easy to understand; for some people such as Toru and Koji, the English can be hard to follow. To put it differently, while 
chantoshita, kireina eigo is conceptually connected with neitubu English and is often celebrated, practically neitibu English itself is not always ideal; the glorification of neitibu English is not absolute.  
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7.4 Conclusion In this chapter, providing a focus to Philippines-based Skype eikaiwa, I have explored the process of the ideological constitutions of chantoshita, kireina eigo. As the first step in this exploration, I have analyzed promotional materials offered by Philippines-based Skype eikaiwa providers and examined the ways in which the notion of the neitibu is utilized when the legitimacy of Filipino tutors is claimed. Through this analysis and examination, I have argued that although the providers do not directly employ the term neitibu, they indirectly take advantage of its power by juxtaposing the Philippines with the USA and the UK or by associating Filipino tutors’ English with American English. In this advertising context, what matters is not so much whether these claims are true or false as how they produce effects of truth (Foucault, 1980). Indeed, given the current flourishing Skype eikaiwa business in Japan, the providers’ plausible depictions of the Philippines as the country that “has the third largest English- 

speaking population” or as “the third-ranking English-as-an-official-language 

country in the world after the USA and the UK” can be seen to work efficiently, regardless of their truth or falsehood.  In relation to this, what should be noted here is that the recent popularity of Skype eikaiwa, where the Philippines is set up as a country with legitimacy enough to produce excellent English teachers and Filipinos are constituted as speakers of ‘quasi-American English,’ does not necessarily contribute to redressing the boundary between neitibus who work in franchised eikaiwa schools and Filipino online tutors. This is because for Filipinos to be able to work in Japan’s Skype eikaiwa industry (in the international field of ELT as well), 
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their ability to speak ‘quasi-American English’ does not suffice. Possessing high academic qualifications exemplified by graduation from a prestigious university serves as another ‘must’ for them to be qualified to teach English (see page 192 for the emphasis on the University of the Philippines in RareJob’s promotional materials). This extra condition is almost never witnessed in the advertisements of franchised eikaiwa schools, where what matters is whether their teachers are 
neitibus or not rather than which universities they graduated from. The additional condition also reminds us of the reality that in a similar manner to offshore call centers, the context of Skype eikaiwa tutoring may widen the wealth gap between those who have social privileges and the rest of the Philippines, simultaneously “reaffirming different forms of inequality between speakers of Englishes” (Tupas & Salonga, 2016, p. 368).  Following this discussion with regard to promotional materials, I have then paid closer attention to the consumers’ perspective. In specific terms, drawing on my interviewees’ narrative accounts as well as registrants’ online customer reviews, I have investigated the ways in which they react to the claims of legitimacy concerning the Philippines and Filipino tutors made by the providers. In particular, I have explored the ways in which my interviewees and the reviewers engage in the act of constituting the notions of chantoshita eigo and kireina eigo in the course of reproducing, reinforcing, or challenging the providers’ promotion of Filipino tutors as speakers of ‘quasi-American English.’  The findings suggest several crucial considerations. First, they demonstrate that through discursive practices of some participants such as Atsuko and Momoyo, the constitutions of Filipino tutors as speakers of ‘quasi-American English’ are 
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challenged. In contrast, through these participants’ talk about Philippines- based Skype eikaiwa, Filipino tutors are reconstituted as not being able to teach grammar or speak kireina eigo with chantoshita pronunciation. At the same time, this sort of English is conceptualized as belonging to the neitibu and the discourse of the neitibu as the most ideal teacher is reinforced. However, what is interesting about Atsuko and Momoyo is that neither of them has a concrete idea with regard to what really indicates chantoshita eigo and kireina eigo. Their views of chantoshita eigo and kireina eigo are based on vague images rather than particular grounds. Nevertheless, these very images function adequately when they provide their own thoughts, beliefs, and feelings about Philippines- based Skype eikaiwa and Filipino tutors, which simultaneously contributes to perpetuating the ideological status of the neitibu.  Second, the findings show that those who have actually tried lessons offered by Filipino tutors also present contradictions or ambivalence based on their first- hand experiences of the lessons as well as their mixed thoughts, beliefs, and feelings about the English language (particularly pronunciation). For example, direct experiences of communicating with Filipino tutors have consolidated some registrants’ rather negative feelings toward the tutors; in Reviewer (9)’s exact words, “I [noticed] pronunciation peculiar to Filipinos in many of the 

tutors, which made it impossible to catch [what they said].” Conversely, other registrants epitomized by Reviewers (6) and (8) have amended their preconceived views about Filipino tutors and describe them as speaking “more kireina eigo than I […] imagined” or as speaking English “with the same correct 

accent as neitibus […].” Here, it is noteworthy that like Atsuko and Momoyo, both the reviewers adopt terms such as kireina eigo and neitibus. This trend indicates 
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that although chantoshita, kireina eigo (as well as neitibu English) is an ideological construct, it is recurrently utilized to sometimes strengthen, and at other times question, the view that specific English and its speakers are authentic. This repeated utilization ultimately results in the legitimation of 
chantoshita, kireina eigo as particular truth (Foucault, 1980; Kubota, 2011a; Pennycook, 2007a, 2007b), “serving as discursive force in daily life” (Doerr, 2009b, p. 32).  Finally, the findings, in particular the narrative accounts produced by Toru and Koji, provide us with an opportunity to reconsider the glorification of neitibu English. As summarized above, notions such as chantoshita eigo and kireina eigo are ideologically constituted through discursive practices while occasionally being associated with neitibu English. The notions are also deployed to judge particular English and its speakers as legitimate/illegitimate. Yet, Toru’s statement that Filipino tutors’ English is “easier to understand” than that of 
“people living in English-speaking countries” such as “the USA” and Koji’s articulation that “I don’t agree that Americans are easy to understand” suggest that in real life, neitibu English itself is not necessarily perceived to be easy to follow. To put it differently, at a conceptual level, the notions of chantoshita eigo and kireina ego are ideologically constituted as equivalent to neitibu English and are frequently celebrated; at a practical level, however, neitibu English is not always ideal. Thus, Toru’s and Koji’s narrative accounts encourage us to be aware of the reality that the veneration of neitibu English is not absolute. This awareness will contribute to better comprehension of people’s complicated and conflicting thoughts, beliefs, and feelings about the English language and its speakers. 
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 Chapter 7 has brought the analyses and discussions to a close. In Chapter 8, I assemble the findings and arguments of the study, revisiting the research questions introduced in Chapter 1. I then conclude this thesis with a presentation of the implications that have emerged from the study, especially in terms of foreign language education and language studies.                     
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Chapter 8 

Concluding the Study 
 

8.1 Introduction As indicated in the title of this thesis, the dual purpose of my research project is to investigate the process of the ideological constitutions of English and its speakers in Japan, and to develop the idea of ‘engagement with English’ for better comprehension of people’s relations to the language. In this concluding chapter, I bring together the findings and arguments that have been presented to achieve the purpose of the project. I begin this consolidation with an assertion of the significance attached to the proposition of the idea of engagement.  
8.2 Significance of the idea of engagement In this thesis, I have employed the term ‘engagement’ to describe the complicated interconnections among my participants, the English language, and the ideologies concerning the language. This is primarily because, as has been discussed throughout the thesis, especially in Chapters 4 and 5, the participants’ practices in relation to English often go beyond what language use and language learning mean in the traditional sense. Even if they are involved, for example, in an activity normally called ELL, what they expect from it (e.g., self-development and male gratification) is divergent from the commonly shared view on language learning achievement epitomized by an improvement in linguistic 
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skills. In addition, as the mixed variety of data generated from the multiple sites have demonstrated, my participants actively react to or discuss English-related issues (e.g., EOCL policies in Japan-based enterprises and notions such as the 
neitibu, ‘correct English,’ and chantoshita, kireina ego) as well as ELL-related products or services (e.g., Thayne’s self-help ELL books and Philippines-based Skype eikaiwa lessons).  In past language studies, these discursive practices have seldom been covered in the category of language use. The reason for this is that language use is generally considered to stand for listening, speaking, reading, and writing in a particular language. Yet, once we take Seargeant’s (2009) argument seriously that “we talk not only via language but also about language” (p. 1; emphasis added), in addition to the ways in which English is locally appropriated in Japan (recall illustrations such as ‘STLIGHT’ and ‘I LOVE YOU SO MATCHA’ introduced in Chapter 1), we should be aware of other crucial aspects of language and the need to reconsider the conventional view of language use. In this study, I have therefore expanded the notion of language use (and that of language learning as well), developing the idea of engagement; the idea of engagement includes not only English use and ELL in a narrow sense but also the local appropriation of the language and reactions to or discussions on English-related and ELL-related issues. Here, I argue that this thesis is highly significant in that it has shed light on what remains unexplored in the existing scholarly literature on language studies, forwarded the novel perspective of ‘engagement with English,’ and afforded an empirical exemplar of how else people’s relations to the language can be grasped.  
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Bearing this significance of the thesis in mind, I reiterate the four research questions of the study here:                  1. How do people engaging with English in Japan understand the language?         2. What language ideologies inform their engagements with English and how do these engagements produce different ideologies?         3. How do the language ideologies reinforce or challenge the established categorization of language and native/non-native speakers?         4. What implications for foreign language education and language studies can be drawn from our understandings of these engagements and ideologies?          To address these research questions, I have critically analyzed the mixed set of data produced from the three research sites (self-help ELL books, Philippines- based Skype eikaiwa lessons, and EOCL policies in Japan-based enterprises) and attempted to untangle the relationships between my participants’ engagements with English and the language ideologies surrounding the engagements. In the next sections, I summarize the findings and arguments of the study, and discuss the implications specifically from the perspectives of foreign language education and language studies.  
8.3 Research questions 1 and 2 

8.3.1 Engagements with English for self-development 
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Language learning has normally been regarded as the act of acquiring or improving linguistic skills of a target language. To sharpen metalanguage or raise an awareness of cultural aspects related to the target language has also often been considered as a crucial component of language learning, especially foreign language learning. These interpretations are clearly reflected in the overall objective of foreign language education (substantially ELT) declared by the Ministry of Education, Culture, Sports, Science and Technology (MEXT) in Japan: “To develop students’ basic communication abilities such as listening, speaking, reading and writing, deepening their understanding of language and culture and fostering a positive attitude toward communication through foreign languages” (MEXT, 2008, p. 1).  While the view of foreign language learning mentioned above is shared by my participants, detailed analysis of the data has revealed that their engagements with English are more than mere ELL in this established sense. As has been demonstrated in Chapter 4, one of the noteworthy purposes of being involved in English is to stimulate the growth of the whole person. Within this specific practice, the participants wish to realize that they are developing themselves through ELL and simply by engaging in this development, as well as (or perhaps rather than) what they have actually learned, can their purpose be achieved. In Chapter 4, I have therefore proposed the idea of ‘engagements with English for self-development.’  Engagements with English for self-development might correspond with ELL as a leisure activity (e.g., Kubota, 2011b, 2011c). The reason for this is that both have a tendency to focus relatively little on the acquisition of English linguistic skills. 
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Yet, engagements with English for self-development slightly differ from ELL as a leisure activity in that what drives my participants to be devoted to English or ELL is not so much the pursuit of fun or companionship as a sense of obligation to grow. For those who engage with English for self-development, ELL functions as a ‘self-help’ practice that could assist them in ensuring physical and mental well-being or enhancing their quality of life; this particular understanding of English or ELL is exemplified by Osamu’s statement that books (including ELL materials) that accompany his learning are “vitamin tablets.” Thus, in Chapter 4, I have argued that for deeper comprehension of people’s diverse engagements with English in Japan, it is important and necessary to carefully explore this dimension of self-development, in addition to the notion of language learning as a leisure activity.  My data have also suggested that whether people’s engagements with English stem from aspirations for the growth of the whole person or those simply for pleasure, their selection of English is never unrelated to the hegemonic position or symbolic image of the language (e.g., Seargeant, 2009). Their selection is also inextricably connected with prevailing language ideologies such as the discourse of English as a/the default global lingua franca and the early start fallacy. What should be borne in mind in relation to this argument is that people’s engagements with English do not exist in a socio-political, cultural- political, or ideological vacuum; the seemingly personal domain of self- development cannot be viewed outside the larger forces. In consequence, we should take the perspective of macro forces seriously when conducting critical studies on English, ELT, and ELL, although we also need to detach ourselves from leaning too much on macro-societal theoretical frameworks so as not to 
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get involved in determinism (Pennycook, 2001, 2007a).   In Chapter 4, I have pointed out as well that the attempt not to lose sight of macro forces leads us to discuss people’s engagements with English for self- development in relation to the permeation of neoliberalism and its subsequent impact on language, language education, and language learning. In particular, for those who work in so-called ‘global’ enterprises such as Ichigen and Marufuku, the notion of linguistic skills as human capital, which is a telling language ideology promoted in the globalized new economy, does matter. However, close analysis of my employee participants’ narrative accounts has indicated that even in Ichigen and Marufuku, where English has been adopted as their official corporate language, there is a gap between the top-down policies and the participants’ own Japanese-dominated workplace communication. Moreover, the role of English in these enterprises is much more complex than a business lingua franca.  In the complicated intersection of neoliberalism, the enterprises’ desires to enhance or maintain their global business competitiveness, and the prevalent discourse of English as the primary language of business, Ichigen and Marufuku have enacted the EOCL policies. It cannot be denied that under such policies, English could serve as a/the lingua franca in transnational workplaces. However, as has been discussed in Chapter 4, with these internal language policies operating, the thing called English is discursively constituted as an ideological product, and its imagined importance and necessity have been inculcated on the employees (and similarly on the general public). Due to this inculcation, the employees are driven to study English continuously; they are especially urged to 
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prepare for the TOEIC. Yet, this sort of ELL is not for genuinely improving their English proficiency. Rather, it is aimed, for example, at receiving promotion or proving that they are ideal, promising, and dogged workers. I have concluded Chapter 4 with the argument that under these circumstances, the employees ideologically internalize self-development as a good and necessary deed for human beings (an aspect of what Foucault (1988, 1997) calls ‘technologies of the self’), and English, ELL, and the TOEIC play an active role in promoting the ideological internalization, although some of the employees mount resistance to this sort of (self-)coercion.  
8.3.2 Engagements with English for male gratification In Chapter 5, as another notable way of being devoted to English that is beyond the narrower definitions of language use and language learning, I have focused on Japanese male participants’ involvement in Philippines-based Skype eikaiwa. In the chapter, in order to better understand this particular involvement, I have presented and discussed the new idea of ‘engagements with English for male gratification.’ Through this discussion, I have argued that for the Japanese male participants, online eikaiwa lessons offered from the Philippines via Skype can serve as not only a learning space where they improve their English proficiency but also an occasion to gratify themselves by chatting with Filipina tutors. Analysis of the data has indicated as well that while some of these men only enjoy the chats, others feel that the very existence of their favorite female tutors helps them maintain a strong motive for studying English continuously; of the men, there are even those who seriously have a romantic passion for a specific tutor, resulting in booking her lessons persistently or wishing to meet her 
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privately beyond the learning space.  Despite the differences in the expectations of Filipina tutors held by the male participants, there is a particular feature commonly seen in all the men: that is, verbalization of Filipina tutors in distinctly gendered and sexualized ways, such as “young and beautiful,” “cute girls,” and “as well-proportioned as a model.” In Chapter 5, I have pointed out that these kinds of expressions convincingly show that the men have a special interest in whether their tutors are attractive as women rather than whether they are informative as English instructors. I have also argued that the male participants’ engagements with Philippines-based Skype eikaiwa in this particular way and their discursive practices concerning the engagements result in ideological objectifications and constitutions of the female tutors as intimate, affectionate, and romanticized entities. 
 The Japanese men’s engagements with Philippines-based Skype eikaiwa, that is to say their relationship to Filipina tutors in this educational sector, reminds us of that of Japanese women to Western male teachers in franchised eikaiwa schools. This is because both learners tend to view their teachers/tutors in highly gendered and sexualized ways, and both eikaiwa schools and Skype 
eikaiwa providers indeed make use of their teachers’/tutors’ visual images in their promotional materials to allure learners of the opposite sex (see Figures 5.1-5.3). In Chapter 5, acknowledging this parallel, I have sought to capture the major differences between previous studies on gender concerns in franchised 
eikaiwa schools and what currently happens within the Skype eikaiwa sector. To put it differently, I have argued that although what is going on in franchised 
eikaiwa schools is predominantly underpinned by Japanese women’s akogare 
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(longing/desire), the gendered and sexualized constitutions of Filipina tutors within the Philippines-based Skype eikaiwa sector are rather grounded on Japanese men’s sense of masculinity as well as the tutors’ femininity that is also constituted through the men’s discursive practices. 
 In relation to this argument, I have also pointed out in Chapter 5 that it is more significant to situate my participants’ engagements with English for male gratification within the long-established sex-mediated link between Japanese men and Filipinas. As has been exemplified by a number of existing gender studies, various forms of Japanese men’s exploitation of Filipinas have been reported; classic examples are sex tours to the Philippines, Philippine pubs within Japan, and arranged international marriages between a (rural) Japanese man and a Filipina. What can be argued in connection with this trend is that in Japan, there is a breeding ground in which Filipinas are physically and morally objectified on the basis of their sexuality and femininity. I have also suggested that this sort of breeding ground is sturdily underpinned by economic disparities between Japan and the Philippines, and between Japanese men and Filipinas; Japanese people’s particular attitudes toward Asian others also matter. In sum, although Philippines-based Skype eikaiwa is a recent fashion, the gender and race concerns within this educational sector are not new; rather, they are a refashioning of pre-existent unequal relationships between Japan and the Philippines, and between Japanese men and Filipinas (Tajima, 2018a). In Chapter 5, I have argued that researchers and language educators should realize the fact that these economic disparities, along with the development of telecommunication tools and neoliberalism, have fostered Japanese men’s engagements with English for male gratification, yielding tremendous benefits 
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for Philippines-based Skype eikaiwa providers owned and run by Japanese people.  I have concluded Chapter 5 with the argument that my participants’ engagements with English for male gratification do not necessarily exist independently; on the contrary, for some participants, these engagements and ELL for self-development discussed in Chapter 4 frequently overlap each other. For example, Osamu, a former manager in Marufuku, engages in ELL not only from the necessity to maintain his English proficiency as a promising worker in the ‘globalized’ world but also from a sense of obligation to improve himself as a whole person. To this end, as mentioned in Chapter 4, Osamu has so far utilized a wide variety of self-help ELL books, including Thayne’s materials. At the same time, in the Philippines-based Skype eikaiwa context, in order to enjoy his ELL (or what can be called ‘endless, solitary self-development endeavor’) as greatly as possible, he intends to select “cute girls” based on Filipina tutors’ photos. Thus, for Osamu, engagements with English for self-development and those for male gratification are not divisible but intertwined; the meaning of his engaging in the language is also multifaceted. In Chapter 5, I have suggested that, as researchers and language educators, we should be very much aware of this intertwinement and multifacetedness of people’s engagements with English in the contemporary world; careful investigations into this phenomenon would help us to more deeply understand the complicated process of (re)production and (re)constitution of pre-existing and new ideologies regarding English and its speakers.   
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8.4 Research question 3: The neitibu and chantoshita, kireina eigo In Chapters 6 and 7, I have focused on exploring the ways in which the thing called English and its speakers are ideologically constituted through my participants’ engagements with the language and their discursive practices regarding the engagements. Particularly in Chapter 6, drawing on the contents of a paperback and a comic book written by Thayne (the PB and the CB), a narrative account produced by the editor of the PB (Mr. Morimoto), and customer reviews about the two ELL books posted on online bookstores, I have examined the ways in which the neitibu is conceptualized among the sellers (Thayne and Mr. Morimoto) and the users (reviewers). In the course of this examination, I have first argued that by the sellers, through a variety of semiotic resources such as texts and visual images (see Figures 6.2-6.4), the notion of the 
neitibu is discursively constituted as someone who is a speaker of ‘correct English’ and is also qualified to judge whether particular English is ‘correct,’ based on his/her intuition. I have thereafter pointed out that by presenting this specific conceptualization of the neitibu in interconnection with ‘correctness,’ the sellers ideologically frame the English spoken by Japanese people as ‘offensive’ or ‘weird,’ which has a very real effect on users in that they feel concerned about their own English usage. This ideological framing or what can be called the sellers’ intentional sales strategy is exemplified by Mr. Morimoto’s narrative account: “When people see [the book] in the bookstore (laugh), they 

break into a cold sweat. I aimed at that kind of feeling,” “I aimed to make an 

impact,” and “[…] I did do that [= putting the term neitibu in the title] completely 

on purpose.”  
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On the other hand, analysis of the customer reviews has displayed the struggle the users have with the notion of the neitibu. The analysis has revealed that the users occasionally celebrate, and at other times counter, the sellers’ ideological constitutions of the neitibu, based on their own views about English, ELT, and ideal English teachers. In particular, the contrast between ‘correct neitibu English’ and ‘offensive/weird school English’ in the PB and the CB is reproduced by some users who praise Thayne as an informative neitibu teacher, whereas the sellers’ great stress on ‘correct neitibu English’ is repudiated by others who consider it inappropriate to judge what is ‘correct’ and what is ‘offensive/weird’ by only relying on Thayne’s criterion. These users even problematize his status as a neitibu. The critiques originate primarily from linguistic reasons, but these critical customer reviewers often move beyond linguistics, bringing in social and ethical components. A good example of this is a female reviewer’s way of rationalizing her skeptical view on Thayne’s status as a neitibu; according to her customer review, Thayne is no more a genuine neitibu due to his long residence in Japan away from the USA. In Chapter 6, I have argued that this sort of public struggle among the users on online bookstores clearly demonstrates that the positionality of Thayne is not fixed but constantly negotiated. This argument also suggests that the notion of the neitibu is socially, culturally, and ideologically (re)constituted through people’s discursive practices (Faez, 2011a, 2011b; Tajima, 2018b; Toh, 2013).  As ideological constitutions of the neitibu mattered in Chapter 6, those of 
chantoshita, kireina eigo were of great consequence when I addressed my participants’ engagements with Philippines-based Skype eikaiwa in Chapter 7. In the chapter, drawing primarily on promotional materials presented by 



224 

 

Philippines-based Skype eikaiwa providers, I have first investigated the ways in which the legitimacy of Filipino tutors is claimed in this educational sector. Through this investigation, I have argued that many of the providers rationalize the Philippines by lining it up alongside the USA and the UK, which are generally deemed to be the two top English-speaking countries; the most prominent manner of doing this is to describe the Philippines as having “the third largest 

English-speaking population” or as being “the third-ranking English-as-an- 

official-language country in the world after the USA and the UK.” I have also pointed out that in the course of this rationalization, the providers depict their Filipino tutors’ English as “close to American English” or “ha[ving] been accepted 

by American consumers,” thus discursively constituting the tutors as speakers of ‘quasi-American English’ and simultaneously asserting their eminence. As has been discussed in Chapter 7, what is vital with regard to these discursive constitutions is not whether the claims are true or false; rather, it matters how they produce the effects of truth (Foucault, 1980). Given the current increasing popularity of Philippines-based Skype eikaiwa in Japan, it can be argued that the claims have had a very real effect on registrants.  Following the analysis and discussion above regarding promotional materials, I have then examined the ways in which the consumers react to these claims of legitimacy made by the providers. Through this examination, I have suggested that my participants engage in the act of conceptualizing chantoshita, kireina 

eigo in the process of reproducing or challenging the providers’ constitutions of Filipino tutors as speakers of ‘quasi-American English.’ I have also argued that the notion of chantoshita, kireina eigo is ambivalent and negotiable; for some participants such as Atsuko and Momoyo, chantoshita, kireina eigo parallels 
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neitibu English, while for others, epitomized by online reviewers, the English that they have perceived to be easy to follow could be chantoshita, kireina eigo. In either way, this specific Japanese expression is repeatedly adopted to sometimes reinforce, and at other times challenge, the view of particular English speakers/tutors as authentic. I have suggested that this recurrent adoption ultimately results in legitimatizing chantoshita, kireina eigo as particular truth (Foucault, 1980; Kubota, 2011a; Pennycook, 2007a, 2007b). That being said, while chantoshita, kireina eigo, which occasionally parallels 
neitibu English, is lionized, neitibu English itself is not necessarily perceived to be ideal. I have concluded the chapter with the argument that the veneration of 
neitibu English is not absolute.  
8.5 Research question 4: Implications of the study Following the summary of the findings and arguments above, I conclude this thesis with discussions concerning the implications of the study. They are addressed particularly in terms of foreign language education and language studies.  
8.5.1 Implications for foreign language education As has frequently been pointed out by researchers such as Gottlieb (2012) and Nakamura (2004), successive foreign language education policies in Japan have placed English in a predominant position. Despite the utilization of the term ‘foreign language,’ the current sets of Courses of Study for junior and senior high schools developed by the Japanese government suggest that English should be selected and taught in principle (MEXT, 2008, 2009). This suggestion indicates 
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that although English is an elective subject under the label of ‘foreign language education,’ the selection of the language is practically compulsory. In other words, the term ‘foreign language’ is almost synonymous with English in public education, which makes other foreign languages invisible to students (Gottlieb, 2012; Nakamura, 2004). Other studies such as Yamagami and Tollefson (2011) and Matsuda (2011) also argue that the government designs foreign language education policies based on the following premise: English is the most important international language, and therefore ELT should be particularly emphasized. This premise is obviously reflected in the latest ELT reform plan entitled “English education reform plan corresponding to globalization” (MEXT, 2013). Its main propositions are that the commencement of ELT in public education should be brought forward by two years; lessons in junior high schools should be conducted entirely in English; and more foreign assistant language teachers should be hired. It has been approximately four years since MEXT released this reform plan, and some of the third and fourth graders at elementary schools are about to officially begin their ELL on an experimental basis in April, 2018 under the name of ‘foreign language activities.’  The government’s exclusive focus on English also exerts a decisive effect on individuals. Because of the English-oriented policies mentioned above and also due to regret over past ELL experiences (see Chapter 6 for more on discussions regarding the popular symbolic and metaphoric expression ‘This is a pen,’ which implies that ELT in school settings was and still is not useful), a certain number of parents are eager to choose their children’s schools based on the quality of ELT offered. In response to this trend, schools, especially private schools, attempt to publicize their ELT, making use of catchy keywords such as ‘neitibu,’ 
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‘practical communication abilities,’ ‘study abroad tours,’ ‘the eiken (the most popular test of practical English proficiency in Japan),’ and ‘the TOEIC’ (Tajima, 2014). These attractive words help further enhance public attention to ELL, and this attention (as well as the demand from financial and industrial circles) in turn occupies a large part of the justification for the next ELT reforms. Thus, policy discourses, school advertisements, and public enthusiasm for English operate together, contributing to the reinforcement of what McVeigh (2002) calls “the national obsession with English” (p. 150).  As an investigator conducting this research project, I myself often grasped the parents’ desires to have their children achieve a high level of fluency in English while interviewing my participants. Regarding his nine-year-old daughter, for example, Yasushi stated, “
 (Well, you know, I want to get her to study abroad someday. […] You know, in an overseas country, er…, I should cut off her escape route (laugh); otherwise [her English] would come to nothing. The same as mine (laugh))” (Jan.10.2015). Shota likewise displayed his eagerness to teach English to his daughter, who was under one year of age. According to him, because he recently felt that he was stagnating in ELL, he was losing his motivation to improve his own English skills: “  (I’ve, well, just given up (laugh))” (Dec.16.2014). During the interview, he continued to remark that he had instead shifted his focus of interest onto his toddler. In Shota’s exact words:       
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    (1) Dec.16.2014 S: Shota 
 
        S: 

  
            Er, [my motivation] has been replaced with the relaxed goal of teaching English to my kid (laugh). I want her to be able to speak English. […] Because I don’t want her to encounter the same lot as mine. […] I’m planning to imprint [English in her] before she starts resisting one way or another (laugh).   From these narrative accounts, we can observe two entrenched beliefs about ELL or language learning in general: an immersion environment should work effectively for language acquisition (e.g., “I should cut off her escape route”) and it is better for children to start their ELL before they become conscious that it is learning (e.g., “I’m planning to imprint [English in her]”). We can also perceive Yasushi’s and Shota’s parental feelings that they would like their children to avoid the English-related struggle they themselves have faced (e.g., “I don’t want 

her to encounter the same lot as mine”). These parental feelings simultaneously imply that both Yasushi and Shota regard fluency in English as important linguistic capital (Bourdieu, 1991) in the contemporary world and they wish to hand over this capital (or what is more than their own capital in a strict sense) to their children (Lee, 2016).  Insights from my research project have implications for this tendency as well as English-oriented governmental policies. While it cannot be denied that English could serve as a/the lingua franca for cross-cultural communication or global business, the findings have shown that the language does not always function as such. As has been discussed in Chapter 4, even in so-called ‘global’ enterprises that have ratified EOCL policies, Japanese-dominated workplace interaction is 
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reported. In this sort of work environment, the importance and necessity of English is ideologically constituted through repeated utterances as well as by the very existence of the policies. With this nature of a discursive construct, the imagined importance and necessity of English produces profound truth effects (Foucault, 1980; Kubota, 2011a; Pennycook, 2007a, 2007b) on the employees to such an extent that the importance and necessity is indelibly ‘imprinted’48 on them. As a result of this ‘imprinting,’ they devote themselves to studying English enthusiastically and endlessly.  Given the ideological mechanism above, when we encounter exclusive emphasis on the English language, as displayed by parents such as Yasushi and Shota as well as by the Japanese government’s foreign language education policies, we should pause and contemplate where on earth this emphasis stems from. Although it is vital to avoid claiming that everything is a discursive product, the perspective of English as an ideological construct, which has been discussed throughout this thesis, helps us view foreign language education differently. One of my recommendations is for policy makers to critically reflect on their own long-held principle that English, among other foreign languages, should be selected and taught in school settings; policy makers instead need to commence serious consideration for the provision of more options so that students can select which foreign language they would like to be engaged with. This freedom of choice would first serve as a promising beginning for the younger generation to develop an interest in languages other than English and contribute to 
                                                   48 I borrowed this expression from Shota’s statement on page 228. Interestingly, Osamu also uses it to explain the importance of self-development: “[…] it’s been imprinted [on 

us] that we must grow, hasn’t it? […] In the way that growing is something good […].” See page 88 for more on Osamu’s narrative account. 
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fostering their awareness of linguistic, cultural, and ethnic diversity within Japan as well as in the world. Second, this multilingualism-based reform could likewise affect adults (including parents) positively, which would lead the society as a whole to question not only monolingual-minded fascination toward English but also the dichotomous idea of language (Japanese vs. English).  However, although I recommend the provision of multiple foreign languages as school subjects (e.g., ‘Arabic,’ ‘Chinese,’ ‘Korean,’ and ‘Spanish’), I do not intend to reinforce the other ideological view that languages are discrete and bounded entities. As has been shown by recent sociolinguistic studies based on linguistic ethnography and netnography (e.g., Blommaert, 2010; Canagarajah, 2013; Pennycook & Otsuji, 2015; Seargeant & Tagg, 2011), people’s language practices in the globalized world can be described as mobilizing rich linguistic resources rather than merely utilizing separate languages as pre-given systems. It can also be pointed out that along with languages, people draw on a wide variety of multimodal semiotic resources for their everyday interaction (Otsuji & Pennycook, 2010, 2018; Pennycook & Otsuji, 2014, 2015).49 In response to this current sociolinguistic trend, Pennycook (2014) argues that we should “start to view language education in terms of multimodal semiotics […] and the need to develop resourceful speakers” (p. 14; emphasis added). According to Pennycook (2014), resourceful speakers are those who “hav[e] available language resources and [are] good at shifting between styles, discourses, registers and genres” (p. 15). As he further stresses, resourceful speakers are also able to serve as accommodators or negotiators in the midst of divergent linguistic and 
                                                   49 It is interesting to recall Shota’s reaction to the urban myth about the cafeteria in Marufuku (see pages 13-14). What happens in the office dining hall can be seen to be a good example of multimodal semiotic practices.  
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cultural conventions.  Given this novel and insightful standpoint, it may also be important and necessary for policy makers, researchers, and language educators in Japan to consider designing a school curriculum from the perspective of comprehensive and overarching language education rather than classifying language-related subjects into categories such as ‘kokugo’50 and ‘foreign language(s).’ This sort of endeavor would ultimately contribute to enhancing students’ “capacity to use a range of linguistic and nonlinguistic resources and to accommodate to each other” (Pennycook, 2014, p. 15), which is essential in the era of globalization. My recommendations mentioned above are not limited to Japan. They also hold true for similar situations in other countries where, as in Japan, the public has a keen interest in and actively engages with the English language.  
8.5.2 Implications for language studies In addition to the insights into foreign language education, my project also has implications for language studies in the following three facets: the theorization of the global spread of English, a presentation of a new case study for language ideology research, and contributions to the international academic fields of applied linguistics, TESOL, and sociolinguistics as well as other disciplines.  As argued in Section 8.2, I have developed the idea of ‘engagement with English’ throughout the thesis. Although this attempt primarily aimed to offer more 
                                                   50 The term kokugo literally means ‘the national language’ and the Japanese language is generally considered to be equated with it. The term kokugo is also utilized as a school subject (see Heinrich (2012) and Yasuda (2003) for discussions on the language ideologies behind the notion of kokugo). 
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comprehensive understandings of people’s relations to English and ELL, it likewise has the great possibility of forwarding the theorization of the global spread of English. As has been detailed in Chapter 1, of the several theoretical paradigms addressing the global spread of English, the Three Concentric Circles (Inner, Outer, and Expanding Circles) model within the WE framework (e.g., Kachru, 1985, 1992) is the most famous and influential (Seargeant & Swann, 2012). However, once we take the idea of engagement seriously and begin questioning the established notion of language use, the claim that English is infrequently used among people in Japan, a country belonging to the Expanding Circle, seems to no longer stand. From this novel perspective of engagement, which includes not only language use and language learning in a narrow sense but also the local appropriation of language and reactions to language-related issues, it can be argued that people in Japan indeed have active engagements with English. This argument, which serves as a counter-discourse against the traditional sociolinguistic belief, will contribute to advancing academic discussions regarding the reconsideration of the nation-state division of English based on the degree of English use as exemplified in the WE framework.  The second implication concerns language ideology research. Attaching great importance to the site-specific and multi-sited nature of language ideologies (Agha 2005; Park, 2009; Philips, 2000; Seargeant, 2009; Silverstein, 2005; Wortham, 2005), I founded this thesis on a multifaceted research project. This decision enabled me to enter the three disparate research sites and the data collected in the respective sites first constituted rich sources for investigating the language ideologies specific to each of them. For example, the ELL material industry served as a crucial research site for exploring the positionality of the 
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neitibu carefully. In particular, my analysis concerning how the sellers and the users of Thayne’s self-help ELL books actively discuss the idea of the neitibu has clearly demonstrated the ways in which this notion is socially, culturally, and ideologically (re)constituted through discursive practices. The analysis has also revealed various conflicting language ideologies underpinning the notion of the 
neitibu, and also the sellers’ and users’ engagements with English within this particular research site. In this respect, the findings and arguments with regard to Thayne’s self-help ELL books can be seen to concentrate on the site-specific nature of language ideologies.  However, part (if not all) of the phenomenon observed in the ELL material industry is also inextricably connected with the second and third research sites. Language ideologies witnessed in the ELL material industry are likewise circulated across the Philippines-based Skype eikaiwa sector and Japan-based enterprises that have enacted EOCL policies (e.g., the commodification of language and language education, language learning as consumption, and the view of linguistic skills as human capital under neoliberalism). Throughout the thesis, I have therefore striven to capture the multi-sited nature of language ideologies as well. I have done so particularly through the utilization of each set of data produced from the three research sites in a mixed way as necessary. This thesis will thus contribute to language ideology research by offering a new multifaceted case study that has captured the twofold nature of language ideologies.  I conclude this final chapter with a presentation of the third implication: that is, how my research project can afford insights into not only the international 
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fields of applied linguistics, TESOL, and sociolinguistics but also other disciplines. To this end, I take the Philippines-based Skype eikaiwa sector as a telling example.  As for this research site, I have specifically contemplated gender concerns in the field of ELT. As has been pointed out in Chapter 5, the body of literature on gender issues surrounding eikaiwa has focused mainly on the interrelationship between Japanese female learners and Western male teachers (e.g., Appleby, 2014; Bailey, 2007; Piller & Takahashi, 2006). Yet, in this thesis, I have opened up a scholarly discussion with regard to Japanese male learners’ relationship to Filipina tutors, and the gendered and sexualized constitutions of the tutors through the learners’ discursive practices. I have also argued that these findings should be situated within the historical relations and economic disparities between Japan and the Philippines, as well as the long-established sex-mediated link between Japanese men and Filipinas. This argument suggests that further investigations into gender concerns within the Philippines-based Skype eikaiwa sector possess a highly interdisciplinary nature. Those transboundary investigations will ultimately contribute to disciplines such as anthropological studies, cultural studies, postcolonial studies, poststructuralist studies, and sociology.  Additionally, although my inquiry into the Philippines-based Skype eikaiwa sector in this thesis is specific to Japan, this does not necessarily indicate that the inquiry is only an area study; the findings have wider implications. For example, future research projects may explore whether the gendered and sexualized constitutions of Filipina tutors reported in the thesis can also be seen 
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in other countries, say, South Korea, which is the pioneer of Philippines-based English lessons. Moreover, given the recent trend where the Philippines has become a newly emerging destination for ELL (Lorente & Tupas, 2014), it is likewise significant for researchers to step out of the online tutoring site and directly observe what is actually going on inside/outside the classrooms at English language schools within the Philippines. This sort of ethnographic research can be conducted from the perspective of not only gender but also the notions of the neitibu and chantoshita, kireina eigo. Considering the view that linguistic skills are human capital, which now permeates the world under neoliberalism (e.g., Kubota, 2011c; Park, 2016; Shin & Park, 2016; Tan & Rubdy, 2008), Filipino tutors’ voices in relation to their engagements with English and ELT can constitute another crucial set of data. All the investigations mentioned above have the great possibility of advancing research projects on language ideologies, language education and gender, and the commodification and consumption of language and language education in the era of globalization. I hope that this thesis will serve as a constructive and helpful footstep for those future critical inquiries in language studies.         
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Appendices 

Appendix 1: Collated participant profiles 

 

First research site (self-help ELL books) 

  Name Age Sex Enterprise Nature of Work 1 Makoto Morimoto ― male publishing company editing  
Second research site (Philippines-based Skype eikaiwa lessons) [Students at Chiyoda University]  Name Year Sex English Language Learning 1 Aiko Fujii junior female started at junior high school 2 Eri Zheng sophomore female started at junior high school 3 Shingo Ishida junior male started at junior high school 4 Toru Koizumi junior male started around ten at juku* 5 Yui Ono sophomore female started around nine at juku * Juku is a tutoring school that helps elementary or junior and senior high school students keep up with their school work or prepare for entrance examinations. Some jukus provide elementary school students with English lessons in advance before they officially start to learn the language as a school subject at junior high schools.   [Bloggers]  Name Age Sex Work (nature of work) 1 Daisuke 30s male employee (unknown) 2 Eita unknown male employee (IT) 3 Kamo unknown male unknown 4 Kazutaka 30s male self-employed worker (affiliate marketing) 
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[Tutors in TrueTrade]  Name* Age Sex Length of Employment (employment status) Other Languages** 
1 Amanda 20s female five years and six months (full-time) Filipino Spanish 
2 Ben 30s male four years and 11 months (full-time and part-time) ― 
3 Dave 30s male one year and one month (full-time) Filipino Japanese 
4 Jenny 30s female 11 months (part-time) Hiligaynon Filipino 
5 Laura 30s female six years and 11 months (parti-time) 

Hiligaynon another dialect Filipino Japanese 
6 May 30s female five years and two months (part-time) 

Kapampangan Filipino Japanese 
7 Pauline 20s female one year and five months (part-time) Filipino 

8 Rose 20s female six years and seven months (full-time) 
Filipino Cebuano Ilonggo  Japanese (Continued on next page)   
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9 Santos 20s male two months (full-time) 
Filipino Latin Italian 

10 Tina 30s female five years and three months (parti-time) 
Bisaya Filipino Japanese  * Tutors in TrueTrade only provide their first names on its website. ** I listed the languages other than English the tutors are familiar with, based on their self-declaration. Dave, Laura, May, Rose, and Tina mentioned Japanese, but every tutor except Dave described that they could just say a few greetings such as “Hello” and “Thank you”; according to Dave, whose father is from Japan, he is a fluent speaker of Japanese.  

Third research site (EOCL policies in Japan-based enterprises) [Employees in Marufuku]  Name Age Sex Length of Employment 1 Fumika Anne Ida 25-34 female less than one year 2 Nichole Lee 18-24 female less than one year 3 Osamu Nitta 35-44 male approximately seven years* 4 Shota Usuda 35-44 male approximately seven years 5 Takao Wada 35-44 male approximately six years* * At the time of the interview, Osamu and Takao had already left Marufuku. 
 [Employees in Ichigen]  Name Age Sex Length of Employment 1 Koji Nagashima 35-44 male approximately 15 years 2 Yasushi Sato 35-44 male approximately 20 years 
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[Employees in other enterprises]  Name Age Sex Nature of the Enterprise (nature of work) 
1 Atsuko Ito 35-44 female development and sales of video games (voice recording and editing) 
2 Jiro Masuno 45-54 male general trading company (development of oil and gas fields) 
3 Momoyo Narita 35-44 female patent office (assistant to patent attorneys) 
4 Ryo Ogawa 45-54 male manufacturing and sales of steel products (management planning) 
5 Taichi Saito 45-54 male consulting and IT platform (consulting) 
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Appendix 2: Interview overview 

  Name Date Place Length 1 Makoto Morimoto June 3, 2015 Shinjuku, Tokyo 40 minutes 2 Aiko Fujii June 18, 2015 Chiyoda University Campus, Tokyo one hour 3 Eri Zheng June 17, 2015 Chiyoda University Campus, Tokyo 54 minutes 4 Shingo Ishida June 25, 2015 Shinjuku, Tokyo 54 minutes 5 Toru Koizumi June 17, 2015 Chiyoda University Campus, Tokyo 50 minutes 6 Yui Ono June 18, 2015 Chiyoda University Campus, Tokyo 46 minutes 7 Amanda August 15 and 17, 2015 Sydney* 50 minutes 8 Ben July 30, 2015 Sydney 25 minutes 9 Dave July 20 and 31, 2015 Sydney 50 minutes 10 Jenny August 15 and 20, 2015 Sydney 50 minutes 11 Laura August 4 and 5, 2015 Sydney 50 minutes 12 May July 20 and 29, 2015 Sydney one hour and 15 minutes 13 Pauline July 19 and 23, 2015 Sydney 50 minutes 14 Rose August 28 and 30, 2015 Sydney 50 minutes 15 Santos July 30 and August 2, 2015 Sydney 50 minutes 16 Tina August 13 and 14, 2015 Sydney 50 minutes 17 Fumika Anne Ida January 7, 2015 Shimokitazawa, Tokyo two hours and 12 minutes 18 Nichole Lee May 25, 2015 Shibuya, Tokyo three hours and 11 minutes 19 Osamu Nitta May 26, 2015 Roppongi, Tokyo two hours and two minutes 20 Shota Usuda December 16, 2014 Shinagawa, Tokyo one hour and 45 minutes 21 Takao Wada May 24, 2016 ―** one hour and 25 minutes (Continued on next page) 
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22 Koji Nagashima January 5, 2015 Itabashi, Tokyo one hour and eight minutes 23 Yasuhi Sato January 10, 2015 Sakura-shimmachi, Tokyo three hours and 24 minutes 24 Atsuko Ito January 13, 2015 Ikebukuro, Tokyo one hour and 50 minutes 25 Jiro Masuno December 15, 2014 Ebisu, Tokyo three hours and 35 minutes 26 Momoyo Narita January 21, 2015 Kyobashi, Tokyo one hour and 36 minutes 27 Ryo Ogawa December 8, 2014 Shimbashi, Tokyo one hour and 24 minutes 28 Taichi Saito December 23, 2014 Yokohama, Kanagawa one hour and 30 minutes  * All interviews with the Filipino tutors were conducted via Skype, which means that although I was in Sydney, each tutor was in his/her place within the Philippines. ** Due to Takao’s request, I provide no information about the place of the interview.                                
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Appendix 3: Information sheet*  [Japanese version] 
 

 

Q&A

misako.tajima@student.uts.edu.au

alastair.pennycook@uts.edu.au

 / 042 783 2344  
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 (1)(2)(3)  (4)

 (2) (4)
 

+61 404 623 350  / 090 2440 4854: +61 2 9514 9772 / E : research.ethics@ uts.edu.au UTS HREC REF NO. 2014000490       
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[English version] 
  

INFORMATION SHEET  
     My name is Misako Tajima, a doctoral student at the University of Technology Sydney. This is the information sheet to ask for your cooperation on my research entitled “The ideological constitution of English in Japan.”     Regarding the detailed content of the research, please see the following questions and answers. If you have any further concerns about it, please feel free to contact me (misako.tajima@student.uts.edu.au), my supervisor, Professor Alastair Pennycook (alastair. pennycook@ust.edu.au), or my research guarantor in Japan, Professor Atsushi Iino (Hosei University, 041 783 2344).     Thank you very much in advance for your time.  

QUESTIONS & ANSWERS ABOUT THE RESEARCH PROJECT  WHO IS DOING THE RESEARCH? I am doing the research under the supervision of Professor Alastair Pennycook at the University of Technology Sydney. I was a teacher at a secondary school in Japan (Seibi Gakuen Junior and Senior High School) over 10 years. I have also been a member of the editorial committees of two series of authorized school textbooks published and used in the country. I received MAs in English literature and linguistics, language and literacy, and applied linguistics.  WHAT IS THIS RESEARCH ABOUT? The purpose of this research is to investigate how people in Japan engage with English, exploring what thoughts or beliefs underpin the engagements, and how the engagements produce different thoughts or beliefs.  WHO WILL BENEFIT FROM THE RESEARCH? The research will be beneficial to the academic field of English Language Teaching. It will also be beneficial to enterprises that consider adopting English as their official corporate language.  IF I SAY YES, WHAT WILL IT INVOLVE? First, I will ask you to fill in a questionnaire about your background, professional career, and experiences of living overseas. This will take approximately 15 minutes. If you do not feel like answering particular questions, you will not have to provide the answers to them. Thereafter, I will ask you to take part in an individual interview which will take approximately one hour. The topics of the interview are (1) your thoughts about languages you use and cultures you encounter in your daily life or workplace and (2) your past and present foreign language learning experiences. The interview will be audio-recorded and you can request a copy of the transcript if you wish. 
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ARE THERE ANY RISKS/INCONVENIENCE? Yes, there is the risk that you might hesitate to disclose your personal thoughts or beliefs, but I plan to minimize the risk by leaving it completely to you whether you will answer particular questions or not.  ARE THERE ANY BENEFITS FROM PARTICIPATING IN THE RESEARCH? Yes, there are. The results of the research will be shared with you. I also hope that the interview will serve as an opportunity for you to reflect on your views of language and culture or your past and present foreign language learning experiences. Besides, I will offer you a gift certificate.  DO I HAVE TO SAY YES? You do not have to say yes.  WHAT WILL HAPPEN IF I SAY NO? Nothing will happen. I will thank you for your time so far and will not contact you about the research again.  IF I SAY YES, CAN I CHANGE MY MIND LATER? You can change your mind at any time and you do not have to say why.  IS THERE ANY POSSIBILITY THAT I WILL BE IDENTIFIED IN THE RESEARCH? No, there is not. Your name will be de-identified in the research (unless you would like me to use your real name). You have four choices with regard to how I will be able to use the data obtained through the interview and questionnaire. The four choices are as follows:  (1) I agree that the researcher will use any data freely on condition that I am de-identified. (2) I agree that the researcher will use any data freely on condition that I am de-identified and with my consent to the use. (3) I agree that the researcher will use any data freely without de-identifying me. (4) I agree that the researcher will use any data freely without de-identifying me, but with my consent to the use.  When you choose (2) or (4), I will consult with you before I use particular parts of the data you are involved in. I will refrain from using the parts unless I gain your consent.  WHAT IF I HAVE CONCERNS? If you have concerns, please feel free to contact me on +61 404 623 350 (Australia) or 090 2440 4854 (Japan). If you would like to talk to someone who is not connected with the research, you may contact the Research Ethics Officer on +61 2 9514 9772 or research.ethics@uts.edu.au, and quote this number: UTS HREC REF NO. 2014000490.   * I prepared several types of information sheets, depending on the three research sites. As space is limited, I have only provided the information sheet distributed to the interviewees in the third research site. This also holds true for the consent form on the following pages. 
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Appendix 4: Consent form  [Japanese version] 
 

                                     +61 404 623 350 / 090 2440 4854   
  30 1(1)(2) 15  

      (1)  (2)  
 (3)  (4)                      ____________________________    ____________            ____/____/____                     _________________________________    _______            ____/____/____                                                                                      +61 2 9514 9772 / Eresearch.ethics@uts.eu.au 
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[English version] 
 

CONSENT FORM 
 I _______________        agree to participate in the research project entitled “The ideological constitution of English in Japan” being conducted by Misako Tajima (+61 404 623 350 (Australia) / 090 2440 4854 (Japan)) of the University of Technology Sydney for her PhD.  I understand that the purpose of this research is to investigate how people in Japan engage with English, exploring what thoughts or beliefs underpin the engagements, and how the engagements produce different thoughts or beliefs. I also understand that the results of the research will be beneficial to the field of English Language Teaching and enterprises that consider adopting English as their official corporate language.  I am aware that my participation in this research will involve a 30-minute to one-hour individual interview and a 15-minute questionnaire. I am also aware that the topics of the individual interview are (1) my thoughts about languages I use and cultures I encounter in my daily life or workplace and (2) my past and present foreign language learning experiences, and that the questionnaire concerns my background, professional career, and experiences of living overseas. I am aware as well that the individual interview will be audio-recorded and I can request a copy of the transcript if I wish.  I understand that I can contact Misako Tajima, her supervisor, Professor Alastair Pennycook, or her research guarantor in Japan, Professor Atsushi Iino, if I have any concerns about the research. I also understand that I am free to withdraw my participation from this research at any time I wish, without consequences, and without giving a reason.  I agree that Misako Tajima has answered all my questions fully and clearly.  When Misako Tajima publishes the data gathered from this research, (Please choose one from the following options.)  (1) I agree that she will use any data freely on condition that I am de-identified. (2) I agree that she will use any data freely on condition that I am de-identified and with my consent to the use. (3) I agree that she will use any data freely without de-identifying me.  (4) I agree that she will use any data freely without de-identifying me, but with my consent to the use.                                                                                         ________________________________________               ____/____/____           Signature (participant)                                              ________________________________________               ____/____/____           Signature (researcher or delegate)            

NOTE:   This study has been approved by the University of Technology Sydney Human Research Ethics Committee. If you have any complaints or reservations about any aspect of your participation in this research which you cannot resolve with the researcher, you may contact the Ethics Committee through the Research Ethics Officer (ph: +61 2 9514 9772 / research.ethics@uts.edu.au). Any complaint you make will be treated in confidence and investigated fully and you will be informed of the outcome. 
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Appendix 5: Questionnaire  [Japanese version]  
  1.   2.      a. 18-24     b. 25-34     c. 35-44     d. 45-54     e. 55-64     f. 65+  3.      a. b.   4.      a. b. c. d.          e.  f.        g.        h.        5.   6.   7.   8.   9.   10.   11.    12.   
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[English version]  
Questionnaire   1. Name  2. Age (Please choose one from the following options.)   a. 18-24     b. 25-34     c. 35-44     d. 45-54     e. 55-64     f. 65+  3. Sex (Please choose one from the following options.)   a. male b. female  4. Educational qualifications (Please choose one from the following options.)   a. junior high school        b. high school          c. college of technology    d. vocational school            e. junior college                      f. university    g. graduate school             h. others (                         )  5. Major area of study  6. Nature of the enterprise  7. Name of the department  8. Nature of work  9. Length of employment with this enterprise  10. Main language(s) used for business interactions  11. Experiences of living overseas (Names of countries, period, purpose)  12. Foreign language learning experiences (Where? How long?)   
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Appendix 6: Sample interview questions  [Japanese version]  1.                    E                   E   2.                                      3.                           
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[English version]  1. Communication with your colleagues in general     When and in what context do you interact/speak with your colleagues?      Which language do you mainly use when you interact/speak with your colleagues?      Which language do you mainly use when you email your colleagues?      How often do you interact/speak with business acquaintances?      Which language do you mainly use when you interact/speak with business       acquaintances?      Which language do you mainly use when you email business acquaintances?  2. Language (English) use within the enterprise     How did you feel and what did you think when you first heard about English being an    official corporate language?      What did you do to prepare for this policy?      How do you find your current work environment?      Are there any difficulties while working in terms of language (English) use?      Is there anything you are doing now to adjust yourself to your current work       environment?  3. Foreign language learning experiences     Please tell me about your foreign language learning experiences.      Do you have anything you think you should have done regarding your past foreign         language learning?      What do you think of the role of English?      What do you think of foreign language education in Japan’s schools? 
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