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      As I write this, Dogme ELT turns 25. That is, if you date its birthday from my article ‘A Dogma for ELT’ that appeared in February 2000. Or if you date it from the formation, a month later, of the Yahoo-hosted discussion forum, called Dogme ELT, with the by-line: For a pedagogy of bare essentials, and its enigmatic epigraph from Samuel Beckett’s Endgame:

      
        
        CLOVE: What is there to keep me here?

        HAMM: The dialogue.

      

      

      Of course, it’s misleading to suggest that the principles behind Dogme were born then. In fact, initial forum posts identified a long tradition of materials-light and learner-centred pedagogies dating back to Socrates! But giving the pedagogy a name somehow validated it.

      Since those first tentative steps, interest in Dogme grew rapidly. Key milestones included a rowdy panel discussion at the IATEFL conference in Brighton in 2003, the publication of our book Teaching Unplugged in 2009, and the first conference dedicated entirely to Dogme, held at Oxford House School in Barcelona in May 2011.

      In subsequent years postings about Dogme on the Yahoo group started to tail off, suggesting that interest in Dogme might have peaked.

      But it seems it hadn’t. In 2018 and 2019 I ran intensive workshops in Moscow and Kiev for teachers whose understanding and commitment to Dogme principles had me struggling to keep up. The pandemic forced subsequent workshops online: in 2020 iTDi hosted what was to become the first of a series.

      25 years on, it seems there’s a whole new generation of teachers who are keen to embrace Dogme – as this collection of lesson accounts so persuasively demonstrates. The dialogue continues.
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        * * *
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      Revisiting my ‘story’ from the start of Teaching Unplugged reminds me that the book marked the start of a new chapter, and a new challenge, in my ELT career.

      I’d been a teacher, journalist and school manager, but I hadn’t done much teacher training. The enthusiastic response to our book meant I had to learn fast.

      I did learn, partly by trial and error, and partly from the colleagues who participated in training days and short courses around the world.

      What did I have to offer educators with years more experience than me? The power of an idea which resonated. How should I train? It needed to be true to Dogme, using a blend of framework planning and improvisation.

      Training in new contexts naturally prompted deeper reflection, as trainee enthusiasms and concerns fed back into my own understanding of the approach.

      I realised that teachers around the world were constrained by the same test-driven education models, and I saw how radical the idea of unplugging is in practice.

      I learned that technology in the classroom is neither friend nor foe, and that it’s all about how we use it. Active use makes so much sense – working up from classroom interests and language needs, finding stimulus, using online tools to capture and collate student texts. But just delivering top-down digital material takes us back where we started: not enough room for the learners and their language.

      Now when I train I think in terms of ‘learning space’. How can we find it, and how can we use it? Coursebooks remain crammed with content, while assessment is more corporate and atomised than ever. Students and teachers still need room to breathe and grow, and unplugging is one way to create it.
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            INTRODUCTION

          

          SCOTT THORNBURY & LUKE MEDDINGS

        

      

    

    
      As is now fairly well known, Dogme ELT was inspired by the ‘back to basics’ philosophy of the Dogme 95 film movement. When Lars von Trier, one of the co-founders of that movement, was asked by a colleague what Dogme was all about, he responded, ‘It’s to give you and me our joyful filmmaking back.’⁠1 The same might be said of the Dogme ELT movement: ‘It’s to give us our joyful teaching back.’

      Indeed, the original online Dogme discussion list (which started in 2000 and continued for ten years until the list service was terminated) includes many posts that report a revived interest in, and enjoyment of, teaching – not just by teachers but also by learners. For example, a teacher in Italy wrote:

      
        
        I'm buzzing at the moment 'cos I've been lucky enough to hit on a couple of new groups who seem to have invented Dogme themselves, and the things we're coming up with together are stunning me into a state of 'I've never loved teaching so much before – but is this really teaching?!'. Well, it certainly seems to be learning – enthusiastically and really joyfully – for all of us.

      

      

      What is it, then, that takes the joy out of teaching and of learning? There are, of course, a multitude of factors, many of them institutional, and beyond the remit of individual teachers to change. All teachers work within constraints, to a greater or lesser degree, and most of us do not have the freedom to design our own curricula, write our own tests, or choose our own resources, let alone select our students, regulate class size or negotiate our wages and working hours.

      We do have some freedom, though, in terms of how we interact with our learners, how we structure and monitor classroom activities, and how we confer a degree of agency and autonomy on our learners. This is where Dogme comes in.

      From the start, Dogme placed interaction at the heart of things, consistent with Dick Allwright’s argument that ‘the importance of interaction is not simply that it creates learning opportunities, it is that it constitutes learning itself.’⁠2 To this end, and analogous with the Dogme 95 film movement’s rejection of high-tech, big-budget production values, Dogme ELT started life as a metaphorical broom, sweeping aside anything in the classroom ecology that might inhibit or impoverish interaction. This ecological ‘clutter’ included not only the coursebook, with its endlessly reproduced menu of grammar ‘McNuggets’, but also intrusive and distracting technological aids, inauthentic and primarily form-focused language practice activities, prolonged sequences of teacher-led display questions, and texts and tasks that only superficially engaged the learners. Freeing the classroom space in this way – it was argued – maximised learning opportunities by 1. allowing learners more say in choosing lesson content and in initiating and controlling the classroom discourse; 2. increasing the time spent actually using language; 3. enhancing the classroom dynamic through processes of socialization; 4. orienting the curriculum towards the learners’ needs and interests; and, ultimately, 5. boosting motivation, engagement, and – yes – the joy of learning.

      Although Dogme was never intended to be a ‘method’, in the sense of a prescribed set of classroom procedures allied to a theory of learning, it did – and still does – have the potential of changing the way teachers teach, and, ultimately, of exerting pressure for curriculum reform. As Leo van Lier argued,

      
        
        Curriculum innovation ... can only come about through a fundamental change in the way educators and students interact with one another [...] Reform thus occurs from the bottom up, one pedagogical action at a time.⁠3

      

      

      This is the thinking that underlies the first ‘maxim’ of Dogme teaching, i.e. that Dogme is about teaching that is conversation-driven. (It’s worth noting that conversation can be spoken, written, and even visual – think of the variety of audio, texts, and images we share every day on messaging services). The way that teachers and students interact with one another through spoken or written communication is the foundation on which language development is constructed and on which curriculum reform is expedited – ‘one pedagogical action at a time.’

      The second maxim, that Dogme is about teaching that is materials-light, follows from the first: it does not need a great deal of kindling to light a conversational fire. Indeed, there is a long history of accounts of highly interactive teaching occurring in minimally resourced situations: see for example, those by Sylvia Ashton-Warner⁠4 and John Wade.⁠5

      The third pillar of Dogme practice, that ‘Dogme is about teaching that focuses on emergent language’, is the pedagogical crunch. That is to say, the success or not of Dogme as a viable pedagogical option depends on the willingness and capacity of the interlocutors (and not just the teacher) to shift attention from content to linguistic code and back again. Initially conceived as a way of implementing Mike Long’s notion of ‘focus-on-form’ during or immediately after a communicative task,⁠6 the attentional shift involved in dealing with emergent language has, more recently, been validated through research into what Seedhouse and Walsh term ‘classroom interactive competence’ (CIC):

      
        
        CIC entails teachers being able to shape learner contributions by scaffolding, paraphrasing, re-iterating, and so on. Essentially, through shaping the discourse, a teacher is helping learners to say what they mean by using the most appropriate language to do so.⁠7

      

      

      The term ‘emergent language’ has now firmly established itself in teachers’ discourse: witness the publication of the very Dogme-friendly resource book Working with Emergent Language.⁠8 Meanwhile, developments in second language acquisition (SLA) theory and research, particularly in what is called usage-based learning, which foregrounds the experiential, embodied, and social aspects of language learning over the purely cognitive, have provided further support to Dogme’s foundational principles, especially the claim that ‘learning is a social and dialogic process, where knowledge is co-constructed rather than “transmitted” or “imported” from teacher/coursebook to the learner’.⁠9

      Initially ignored or dismissed by the educational establishment, Dogme (or Teaching Unplugged) is increasingly referenced in methodology texts, especially since the 2009 publication of Teaching Unplugged: Dogme in ELT.⁠10 Mentions include Jane Spiro’s Changing Methodologies in TESOL (Edinburgh University Press, 2013), the latest edition of Richards and Rodgers’ Approaches and Methods in Language Teaching (Cambridge 2014), the 2015 edition of Jeremy Harmer’s The Practice of English Language Teaching (Pearson), and (no surprise!) Scott Thornbury’s 30 Language Teaching Methods (Cambridge 2017). And, more recently still, the authors of English Language Teaching: Now and How It Could Be (Geoff Jordan and Mike Long⁠11) devote a section to Dogme in their final chapter, titled ‘Signs of struggle: Towards an alternative organization of ELT.’ In this segment, they quote Scott’s contention that ‘Dogme, now two decades old, has experienced a renaissance, partly as a response to the increasing commodification of ELT, including the all-pervasive grammar syllabus and the alienation effect created by the precipitate shift into online teaching.’⁠12 In the face of threats of this kind, including the increasing use of AI as a machine-generated source of language learning content and instruction, Dogme – with its emphasis on human interaction and organic, socially situated teaching and learning opportunities – seems to offer a kind of solution.

      Despite this acceptance and the renewed interest in Dogme, the fact remains that there are few descriptions of how Dogme actually manifests itself in classroom practice. ‘Yes, but what is a Dogme lesson actually like?’ is a question that comes up again and again in workshops and online seminars. 

      Hence this book: it is designed to answer that question. Especially since the demise of the online discussion group, we have always wanted to provide an alternative platform for teachers to share how – and why – they are implementing the Dogme principles in their classes. So, we have invited a worldwide array of practitioners to do exactly that: to tell us how you ‘do’ Dogme. The only conditions were that the lesson descriptions should situate the lesson in its local context, describe its process and outcomes, and explicitly state how the lesson enshrines Dogme principles. 

      What has transpired is a fascinating collection of first-person accounts from a wide range of learning contexts (young learners, online, university, one-to-one, etc) and 30 different countries (with the UK, Japan, Spain, and Brazil leading the way), but all – often ingeniously – faithful to the Dogme philosophy, whether Dogme-light or Dogme-heavy. All share an enthusiasm for teaching and for putting the learners at the heart of the process. And for retrieving the joy of teaching and learning. To quote from another post on the discontinued discussion list, a teacher in China wrote:

      
        
        I think if you tried to pin down what dogme is from my teaching alone, you'd leave thinking it isn't much of anything at all (and I still don't feel I've succeeded in adapting dogme to fit my school). But Dogme goes beyond just teaching for me, and evidently other members of the list too. The real meaning of dogme for me is that where before the things I loved about teaching were methods, techniques, and approaches, now the thing I love about it is people.

      

      

      We hope you feel as inspired in reading this amazingly rich resource as we have been in compiling and commenting on it.

      

      Thanks,

      Scott and Luke
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            SCAFFOLDING THE UNDER-30 BUCKET LIST

          

          BRUNO ALBUQUERQUE

        

      

    

    
      BRAZIL | ADULTS | A1

      This was a small class of only two A1, Brazilian students, friends and workmates, who decided they needed English lessons to progress in their careers here in Brazil and, in the future, abroad. They were in their early twenties and work in an architecture office. We had been studying together for two months, meeting weekly for 45 minutes. The students were often encouraged to do extra activities between classes, such as working in the coursebook, watching TV shows in English and writing down interesting words, and communicating through a messaging app for conversation practice.

      I acted as teacher, course designer, and manager all together as a one-teacher school/company. I began teaching private students shortly after taking the CELTA, and now after DELTA, I feel more confident to experiment in class and have adopted a more flexible, back-to-the-roots approach to ELT. I feel that my initial qualification gave me the necessary tools for the craft and that the diploma taught me to use those tools to make it an art. This is where Dogme ELT comes in.

      I always began the classes with a chat, asking them what they did on the weekend and their plans for the week ahead. We usually had a light conversation to set the tone and “flip the switch” from Portuguese to English. This time, they told me that together they had ticked one of the items from their "before-30 bucket list”. I could not let that slide.

      The students explained that the bucket list was made up of things you had to do before you turned 30. I mentioned that it was unfortunate I was 32 and must have missed out on many of the items. I asked them to write down their top 5 items from their list and prepare to share them. I told them that, for that moment, I wasn’t going to participate in the interaction in order to focus on my notes. After a minute, they were done with their notes and ready to share.

      I asked them to share their lists and write down their friend’s list to comment on it later. I thought that taking notes would foster more active and intensive listening and be an interesting way of developing listening and note-taking skills. The students shared their lists, negotiated meaning, and used the language they had at hand to talk about their bucket lists.

      At some point, one of them asked, “Teacher, I like visit all capitals in Brazil?”, clearly hinting at whether I would like to talk about my plans or desires for the future. I replied, “Try, "I’d like to visit all the capitals in Brazil". She rephrased and kept going.

      Both students were then using “I’d like to…” or “I would like to talk about my bucket list.” After they were done, I gave them feedback based on my notes. Mostly, I praised their use of these structures and attempts at some more interesting vocabulary such as "do an extreme sport", "go on a cruise", and "ride an off-road motorcycle". They were excited with each other’s lists so I asked them to report what their friend had on their list. The idea was to allow them another shot at using the emergent language we looked into during the first feedback phase and work on fluency, as the message had already been conveyed.

      Students then reported what their friends shared and I wrote their information on the board. I commented and asked some follow-up questions to expand the conversation in a scaffolded way to try and get more emergent language from them. After this wrap-up moment, I told them I had five items on my list that I would talk about for a minute or so and that they should take notes the same way they did before. I got my cellphone, set it on voice recorder, and talked into it like a microphone while students listened and took their notes.

      When I was done, students checked their answers in pairs and then I sent them the audio file in our message app so they could listen to it again and check their answers. After checking, students asked me a couple of questions about my list, I answered them and we had a final feedback session before the end of the lesson.

      The students seemed to enjoy these spur-of-the-moment lessons the most. It’s not that they didn’t enjoy our coursebook-based lessons, but they seemed much more “into it” when the lesson happened more organically as this one did. The students were eager to share their bucket lists and were also excited to learn about mine. They learned how to talk about their dreams and aspirations with language deeply connected to their immediate needs and that naturally emerged in the given context. There was work on vocabulary, grammar, speaking, listening, and note-taking skills in a well-rounded, skills-integrated lesson and all of that happened naturally because I did not shy away from improvising based on student input and my experience as a teacher.

      This kind of teaching and learning experience fosters more learner and teacher agency. Learners feel that the teaching is done taking their needs and wants into account as well as who they are into account. Dogme ELT and this level of reactive teaching deeply values students’ and teachers’ contributions in class, creating a more democratic and less authoritarian space for learning to take place. It also deals with language from a holistic perspective, focusing on learning the language at the point of need through a conversational manner. I believe this is the kind of teaching that would make Paulo Freire and bell hooks proud.
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        * * *

      

      
        
        A note from Scott:

      

      

      
        
        In his book on classroom interaction, Steve Walsh writes: “The role of the teacher is central to co-constructing a dialogue in which learning opportunities are maximised through the use of specific interactional strategies to scaffold, shape and clarify learner contributions.”⁠1

        Bruno’s lesson is a good example of how this is done. But it’s worth revisiting the original literature about scaffolding, and noticing that it’s not just about ‘tidying up’ emergent language: there is a strong motivational and affective element involved too.

        These are what Wood, Bruner, and Ross considered to be the elements of scaffolding: “recruiting interest in the task; simplifying the task; maintaining pursuit of the goal; marking critical features and discrepancies between what has been produced and the ideal solution; controlling frustration during problem-solving; demonstrating an idealized version of the act to be performed.”⁠2

        On this last point, Bruno’s use of his phone to record an ‘idealized version’ of the task is inspired.
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            A RAINY DAY IN JEDDAH

          

          ZARAFSHAN ASLAM, SYEDA

        

      

    

    
      SAUDI ARABIA | ADULTS | A1 – A2

      I led a session for foundation year students at the English Language Institute of King Abdulaziz University, located in Jeddah, Kingdom of Saudi Arabia. The attendees were young women in their late teens. The course was designed for beginners, aligning with the A1 CEFR level, and catered to a diverse group of 30 students with mostly lower levels of proficiency. English, not being their subject of choice, was a requisite for them to fulfill their academic requirements and contribute to their GPA. On this particular day, the classroom was unusually quiet with only half of the enrolled students present—15 in total.

      The reduced number of attendees created a more intimate setting, allowing for a personalized teaching approach. Despite their initial lack of enthusiasm for the subject, the smaller class size provided an opportunity to engage the students more deeply and address individual learning needs. This particular session became an unexpected chance to spark an interest in the English language through interactive and student-centered teaching methods. The day’s unique circumstances paved the way for an enriching educational experience for both the students and myself.

      At the time, the English Language Institute (ELI) operated on a modular system, with each module spanning 5 to 6 weeks. We were using the New Headway Plus series, special edition. Adhering to a weekly pacing guide was crucial, as student assessments were based on this schedule. The class began at 8:00 AM in early October. Typically, Jeddah experiences a predominantly summer climate with little to no rain. Yet, on this day, the sky was overcast from the early hours with thunder and lightning preceding the rain, which likely contributed to the low attendance. In this region, residents can have apprehension about rain due to past flooding incidents. Understandably, the students showed little interest in the lesson and wished for the class to be dismissed. However, seizing the moment, I decided to introduce Dogme teaching, assuring them that we would not have a ‘textbook lesson’ and wouldn’t even open our textbooks, which lifted their spirits.

      Having been a teacher and mentor for some time, I relish experimentation. However, the strict pacing schedule often limited such opportunities. This situation presented a perfect chance to try something new.

      I invited the students to share words that described the weather, their emotions, or their thoughts about the day. As they spoke, I wrote their words on the board, and soon we had a rich vocabulary chart. Admittedly, the words varied, describing the weather, emotions, and even food and drinks.

      
        
        Afraid, loud, rain, thunder, bed, coffee, hot drinks, blanket, jacket, lightening, shower, dark, bright, happy, scared, ice cream, walk, watch TV, listen to music, read a book, go home

      

      

      With a student-generated vocabulary list at hand, I divided the class into three groups of five. Their task was to create sentences using these words, reflecting their personal truths. The results were a mix of fragmented phrases and some well-constructed sentences appropriate for their level.

      
        
        I like to eat ice cream in the rain.

        I am afraid of thunder

        We want to listen to music.

        I want to stay in my blanket.

        We want to go home.

        I like to drink coffee now

        I like walking in the rain

        It is so dark

        We are wearing jackets

        It is not bright

        We can hear thunder

      

      

      Instead of having them read their sentences aloud to the class, I circulated the room to review their work. Remembering my promise that they wouldn’t need to open their bags or textbooks, I distributed A4 sheets and pencils to each group.

      Thirty minutes later, I introduced a new activity. I gave each group sticky notes of different colors and instructed them to write one word from their sentences on each note. After placing their notes on the wall, they stepped back, allowing other groups to rearrange the words into coherent sentences. This competitive element spurred enthusiasm and participation, even among the less active students. It was interesting to note that the kind of sentences that came out of this activity were sometimes different from the original sentences. Once completed, each group presented their sentences, and we collectively evaluated their grammatical accuracy. The group with the most correct sentences earned a point.

      After the activity, the students returned to their seats. I prompted them to describe the day’s lesson in a single word. The responses were overwhelmingly positive: ‘interesting,’ ‘fun,’ ‘good,’ ‘happy,’ ‘nice,’ ‘lovely.’ Aiming at fluency, I then asked them to express their current feelings, and solely for the purpose of differentiation I added that they could do so using simple words, phrases, or sentences. This activity aimed to help them distinguish between descriptive words for objects, weather, and emotions. At the same time, I got some very positive responses reflecting their engagement with the Dogme approach on this rainy day in Jeddah. We concluded the lesson there, and the students left with positive sentiments, while I felt a sense of accomplishment for trying something new.

      Reflecting on the day, I realized it was the first time I conducted a class without a lesson plan, textbooks, or materials—aside from plain A4 sheets, sticky notes, and pencils. Notably, I hadn’t written any lesson objectives on the board at the start, as I typically would. The language used was entirely student-generated, with minimal guidance from me. Although we began without explicit lesson objectives as we normally do, by the end, I could confidently state that my students had learned to:

      
        
          	
        Use accurate words to describe the weather.
      

      	
        Use appropriate words to describe feelings.
      

      	
        Create meaningful sentences using these words to articulate feelings, describe objects, and depict weather conditions.
      

      

      

      This approach marked a departure from my usual structured lessons, yet it proved to be an enriching experience for both the students and myself.

      
        
          
            [image: ]
          

        

        * * *

      

      
        
        A note from Luke:

      

      

      
        
        This lesson exhibits an impressive fluidity in terms of strategies and outcomes.

        Zarafshan reflects at the end on a personal ‘first’, having taught a lesson without a plan, and where the language was wholly generated by the students.

        Her flexibility in seizing the opportunity – at a moment when students were anxious about the weather and asking to go home – is an object lesson in personal development: it’s only by experimenting that we learn new things.

        Then there are the outcomes. Tasked to share words describing the weather or their feelings about it, the students – and this always happens, because human thought is liquid and overflows – came up with words around the target areas and more: weather and emotions for sure, but also clothing, food, and activities.

        The teacher embraces this and has the students create sentences with these words. But what happens next is magical: Zarafshan has the students deconstruct their own sentences and make new ones – ‘sometimes different from the original’ ones. Here is language, like thought, flowing into new shapes.
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            TEETH

          

          BRAD BARKER

        

      

    

    
      JAPAN | ADULTS | B1 – C2

      This group of 12 were 2nd, 3rd, and 4th-year university students enrolled in the elective course English Communication 1 at Rikkyo University in Tokyo, Japan. The majority were from Japan, but there was one regular student from China. There were also three “special international students” studying abroad for a semester or year at the university. These class members were from China, Canada, and the United States. English proficiencies ranged from approximately CEFR B1 to a first-language English speaker. Students' majors and interests were wide-ranging. Classroom culture was centered on lively communication and intercultural exchange.

      For the elective course English Communication 1, the class met twice a week during a 14-week spring semester in 2023. This was a dream-like class to teach. Although there were challenges, such as working with a wide range of language proficiencies, students were motivated, cooperative, and had chosen to be there. I was fortunate to find myself teaching a course that allows for a high degree of teacher agency and the option to not choose a coursebook. This amount of freedom has been quite rare during my teaching career as a whole. Much of my past teaching has been within relatively tightly controlled courses with required coursebooks.

      I would suggest that using a general language coursebook would not be the best way to hold this particular group’s attention. To give students greater control of the course, I decided to implement a process syllabus (also known as a negotiated syllabus; e.g., see Breen & Littlejohn, 2000⁠1). Basically all of my classroom decisions were inspired by Dogme ELT.

      Due to the course guidelines and syllabus, some aspects of the course could not be changed, such as the type of assessment (discussion tests) and weighted grades, however, there was a lot of room for teacher and student agency. Many aspects of the course emerged through negotiation. The university guidelines stated that the main course objective was to develop students’ abilities to “produce and respond to language on everyday social topics.” In the first few lessons, six main topics were decided after negotiation with students: Social Media, Age, Sustainability, Culture, Beauty, and Rights.

      Students were starting the new topic of Beauty. At this point in week 10 of the semester, all I had to do was instruct students to begin discussing Beauty in small groups. I asked them what questions and ideas they had about the topic and directed them to a shared Google Doc in which all students could add notes, pictures or memes. The Google Doc was entitled Beauty, but was blank, to begin with.

      After about twenty minutes of student discussion, I sat down next to one of the groups.⁠2

      
        
        Teacher: So, what ideas have you talked about so far for Beauty?

        Student 1: [softly] Teeth.

        T: Say it again.

        S1: Teeth.

        T: Teeth! [students laugh] Nice! Okay, tell me more about teeth.

        S2: Maybe Americans and some other cultures care about teeth, but maybe Japanese, not so much. 

        T: Really? So, you’re saying that Japanese people don’t care about their teeth?

        S2: Compared to other countries.

        T: That’s really interesting. This is something that I would have never thought about to discuss, but I like it. Can you talk more about that? Why is that the case? Because I think it’s somewhat true. 

        S2: Eh?

        S1: Costs a lot.

        T: It costs a lot. To do what? What…toothpaste? [students laugh]

        S1: Whitening.

        T: Whitening. Okay, yeah. So there’s whitening toothpaste but there’s also whitening treatments. […] I don’t even know, but it can be very expensive. What else? [pause] What do you call the things that you put on your teeth to make them straight?

        S1: Ah, kyousei.

        S2: Kyousei in Japanese. 

        T: Does anybody know what that is in English? How do you say it in Japanese? Kyousei?

        S2: Kyousei.

        T: Kyousei. What would that be in English? [students check a dictionary]

        S1: [slowly sounding the word out] Orthodontics.

        T: True. That’s true, but that’s the high-level word. Most people don’t use that. 

        S2: Ah, braces.

        T: Braces! Braces. That’s the one! Did you have braces?

      

      

      The discussion of teeth continued for about 30 more minutes in this lesson and also into the following lesson as groups exchanged ideas with other groups. Students and I added pages of emergent language, discussion questions, and memes as we discussed teeth and other beauty-related topics such as tattoos, plastic surgery, traditional clothing, beauty standards, lookism, fast fashion, cosmetics, and men with long hair.

      Teeth-related emergent language included: tooth whitening, orthodontics, orthodontist, braces, ohaguro (the historic Japanese practice of blackening teeth with a mixture of iron and vinegar), yaeba (literally “double tooth,” referring to a fang-like snaggletooth that may be considered a sign of natural beauty or youthfulness in Japan), straight teeth, snaggletooth, gums, and tooth decay.

      Teeth are such a simple, interesting, and obvious topic of discussion—but it only became apparent to me after it had emerged naturally in class. I never would have thought of it while planning a lesson or course.

      Isn’t it strange that some Americans seem obsessed with unnaturally white, straight teeth? How fascinating is it that historically, Japanese society embraced ohaguro—the blackening of teeth—as a symbol of beauty and status, or that yaeba is sometimes seen as a sign of natural beauty and youthfulness in modern Japan?⁠3

      I did not ask students to reflect on this specific activity and topic, but I did ask what they liked about the course through a Google Forms questionnaire. One comment in particular presents a good summary of the general feeling among students: “I liked the people and freedom of discussion we had in this class, no topic was off limits and we were able to talk about things that would never be in a textbook.”

      Students are experts at introducing topics that they and their peers are interested in talking about. In many cases, introducing vocabulary when there is a communicative need for it seems superior to pre-planning it. I’m reluctant to use emergent vocabulary as a chance to go into teacher mode and teach. There’s no need to derail a good discussion. I think that in some contexts, it may be more beneficial when students and the teacher simply record emergent language in a shared Google Doc or incorporate it immediately into the classroom discussion. Maybe simply drawing attention to certain language features by underlining or using bold text is enough focus on form. If only every course could be like this one!

      
        
          
            [image: ]
          

        

        * * *

      

      
        
        A note from Scott:

      

      

      
        
        “No topic was off limits and we were able to talk about things that would never be in a textbook,” reported one student after Brad’s classes.

        This ‘Dogmetic’ sense of freedom is enhanced when – as in this instance – the learners are able to choose the topics of the program themselves. Of course, not every class has the freedom to do this. But even when topics are pre-selected, e.g. because they are in the coursebook, Brad’s approach to developing them seems perfectly viable, i.e. asking the learners – even before they open the coursebook, and working in small groups – to brainstorm ideas and questions on to a blank Google document (It could, of course, be a blank whiteboard – but the blankness is important!)

        This document can then become the repository for all the topic-related products that are generated over subsequent lessons, e.g. class surveys, interviews, anecdotes, news stories, poems, and so on.

        One advantage of this topic-driven approach is that the vocabulary generated is likely to be frequently recycled, ensuring its memorability.

      

      

    

    
      
        
        

        
          
1 Breen, M. P., & Littlejohn, A. (Eds.). (2000). Classroom decision-making: Negotiation and process syllabus in practice. Cambridge University Press.

          

          
2 Transcribed with permission from students and Rikkyo University.

          

          
3 Poon, R. X. M. (2018). The perfect smile – Part 4. British Dental Journal, 225(8), 743–746.
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            DOGME IN CRITICAL THINKING: WORKING WITH EMERGENT BELIEFS

          

          PETER BRERETON

        

      

    

    
      JAPAN | ADULTS | B1 – B2

      This class consisted of 18 students who were five weeks into their first semester at a Japanese university. Their English level was around CEFR B1-B2 and they came to university with a broadly similar background of going through the Japanese school system, some with brief periods of study abroad. This Academic Reading and Writing course was part of a mandatory first-year English for Academic Purposes (EAP) program which aims to equip students with the necessary academic skills to tackle an undergraduate education in English. As the name suggests, the course had a heavy emphasis on academic reading and writing but also on developing students' logical reasoning and critical thinking skills.

      My teaching philosophy has long been closely aligned with Dogme principles, particularly in prioritising student-generated content and emergent language. Until recently, I always tended to interpret “emergent language” as referring primarily to vocabulary (and, to a lesser extent, to grammatical structures). However, as this case demonstrates, it is also possible to apply these principles to emergent ideas and beliefs. In this lesson, I chose to work predominantly with student-generated beliefs as I believed this would provide us with authentic responses that we could exploit for critical analysis and discussion.

      With students sitting in groups of three, the lesson began with one word written on the board: xenophobia. Students immediately began discussing the meaning, and I encouraged them to check with other groups if they were unsure. We quickly went over the pronunciation, the meaning of “a phobia”, and I elicited/explained a few similar types of phobia (e.g. Islamo-, trans-, homo-). I asked them to discuss why I might have written this on the board, though no one seemed to know the answer at this stage. I then displayed a Guardian headline on the projector screen:

      
        
          [image: Brereton image 1]
        

      

      I asked students if they agreed with Joe Biden’s assessment of Japan⁠1. This prompted some immediate small-group discussions, which I monitored closely, taking copious notes. Note-taking, for me, is a necessity in any conversation-driven lesson; keeping track of the emerging threads helps me to weave them together in a more meaningful way. It quickly became apparent from the discussions that many students had reacted instinctively to the headline, shaking their heads or saying “no”. In a way, I was pleased to see this as it gave us an obvious emerging thread to examine and exploit for further development.

      I paused the conversation after a few minutes and asked students to reflect on their responses, specifically asking them to consider their reasons for their opinions. At the same time I noted two of their reactions on the board:

      
        
          [image: Brereton boardwork 1]
        

      

      Drawing students’ attention to the top line, I explained that this had been the most common reaction I had noticed. I wondered aloud how so many of them were able to dismiss Biden’s view so quickly, especially given that none of them seemed to have read Biden’s full comments. As such, I asked them to reflect in their groups on where this disagreement may have stemmed from. This led to a wider group discussion which I summarised on the board as:
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