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MESSAGE FROM THE EDITOR

The 18 Annual PanSIG conference was held at the Konan University, CUBE Campus (Nishinomiya) in
Hyogo on May 18-19, 2019. The conference was a big success attended by participants from all over
Japan and abroad. An important goal for PanSIG 2019 was to significantly reduce its environmental
footprint, and we were successful to a large extent.

PanSIG 2019 features over 250 presentations and forums ranging across teaching contexts, methodologies,
pedagogies, and SIG topics. The conference was a collaborative effort from 26 Special Interest Groups
(S1Gs) within the Japan Association for Language Teaching (JALT). The conference enabled participants
to attend presentations on a variety of topics from a wide spectrum in the fields of language teaching and
learning.

This journal represents the fifth edition of the annual PanSIG Journal in its latest form—following 14
years of proceedings publications beginning with 2002 - which includes a selection of articles from the
2019 conference. With a comprehensive blind and detailed peer review process, including the new policy
of allowing authors to take on the role of a reviewer, dedicated reviewing and editing committees, along
with motivated and professional authors, and proper time management, the quality of the articles
submitted to the 2019 PanSIG Journal were consistently high. The articles finally selected for publication
in the 2019 PanSIG Journal demonstrated a comprehensive and robust representation of the work
presented at the PanSIG conference from a number of different SIGs on a diverse range of topics. More
importantly, the range of research ideas highlight the effort and creativity of the participants of the
conference and the members of the SIGs, and clearly demonstrated that PanSIG as a language research,
teaching and learning community is constantly evolving and seeking to find new patterns, designs and
structures in language pedagogy.

Heartiest thanks to John Blake, the associate editor of the 2019 PanSIG journal for his immense help.
Congratulations to all previous editors for maintaining the quality of the journal, and allowing me to take
over smoothly. Special thanks to Michael Hollenback, James Dunn, and Aleda Krause for their
continuous support, feedback, dedication and commitment in reviewing and advising.

This edition of the journal truly stands out due to the commitment shown by the volunteer reviewers,
authors who showed so much interest in reviewing papers from peers in the community, providing
scholarly feedback for improvement, and importantly, timely submission by both authors and reviewers
alike. I would also like to thank the authors for submitting their articles for this publication. The success
of this collection is a cumulative effort from a number of hard-working volunteers who dedicated large
amounts of their precious time into putting together such a quality journal. We hope that you will enjoy
reading the articles, explore opportunities for research collaboration and gain insight for your professional
development. Congratulations to all the contributors to this edition of the PanSIG Journal.
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1 Learner Attitudes Towards a Global Approach in Eikaiwa

Tim Andrewartha
The British Council

It is a concern that English schools in Japan, known as eikaiwa, focus too much on native English and
western culture. However, for change to take place, itis necessary to consider the attitudes of the learners.
Therefore, this study measured learner attitudes in an eikaiwa to a global approach to studying English.
This approach aims to prepare Japanese learners to communicate with people from all over the world by
incorporating elements from global Englishes, based on suggestions that they should listen to examples
of world Englishes and English as a lingua franca, and from intercultural communication, based on
suggestions that they should develop an awareness of and appreciation for cultural differences. Eighty-
four learners at an eikaiwa in Tokyo completed a questionnaire with multi-item Likert scales and while

statistical analysis revealed some mixed feelings, overall there was a positive tendency suggesting the

approach should be implemented in the eikaiwa classroom.
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English is spoken by people all over the world,
with the majority of its speakers being multilingual and
multicultural, and its most common use as a global lingua
franca (Galloway, 2017; Jenkins, 2015). Kachru's three
circle model (1992), including the inner circle where
English is spoken as a first language, the outer circle
where English is an official language in post-colonial
countries, and the expanding circle where English is
learned as a foreign language, is frequently given
importance in the literature (Galloway, 2017; Galloway &
Rose, 2014; Liu and Fang, 2017; Ren, Chen & Lin, 2016)
and it is commonly accepted that there are far more
speakers of English in the outer and expanding circles
than in the inner circle (Galloway, 2017; Jenkins, 2015).
Considering these points, it is argued that there needs to

be changes in the way that English is taught, particularly
in expanding circle countries, such as Japan, where so-
called native English remains the target in the TEFL
classroom (Galloway, 2017; Galloway and Rose, 2014).
While efforts to make lessons more global have been
carried out in the university context (ibid), one area which

may be neglected is the eikaiwa industry.

The Eikaiwa Industry

In Japan there are many private English
language schools, known as eikaiwa, which offer lessons
to both young learners and adults. These schools tend to
use the feature of having so-called native teachers as a
selling-point to attract learners, or customers as they are

more accurately seen. Therefore, the lessons and
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materials often focus on British or American English and
the culture which is included in the topics and contexts is
usually from a western perspective. This creates concern
that learners are not adequately prepared to communicate
with people from all over the world. However, it may be
difficult to make changes if learners have been socialised
into believing that focusing on inner circle English and
western culture is the best way to study English. This
means it is important to investigate the attitudes of

learners towards a global approach.

Global Englishes

One area from which suggestions for change
have come is the field of global Englishes. Global
Englishes includes world Englishes and English as a
lingua franca (ELF) (Galloway, 2017; Jenkins, 2015).
World Englishes includes varieties of English from the
outer circle, where they have developed in Asia, Africa
and the Caribbean, each with unique characteristics
reflecting their national and cultural identities, as well as
from the expanding circle, where varieties are also
starting to develop in countries such as China, where
some estimations suggest that 400 million people are
learning English (Jenkins, 2015). However, ELF is the
most common use of English (Galloway, 2017), and it is
used in a flexible way which speakers from the inner circle
struggle to emulate (Jenkins, 2011). Despite the
implications this has for the ownership of English, recent
research suggests many learners still believe English
belongs to the inner circle (Galloway, 2017; Liu & Fang,
2017; Ren, et al. 2016). Therefore, changes need to be
made in the way English is taught. Galloway, who has
conducted research in a Japanese university, suggests
that there is a need to “raise awareness of Global
Englishes” and “emphasise respect for diverse culture
and identity” (2017, preface), and, as shown by Galloway
and Rose (2014), an effective way to do this is through
listening to global Englishes.

Intercultural Communication
Another area from which suggestions for

change have come is the field of intercultural
communication (ICC), and, while this area does not focus
specifically on language but rather feelings, thoughts and
behaviour, it is felt that it is necessary to incorporate

elements from this field into the English language

classroom (Lui & Fang, 2017). In ICC, both Hall (1976)
and Hofstede, Hofstede, & Minkov (2010) are given
importance in the literature (Chiper, 2015; Servaes, 2016;
Yeo and Pang, 2017). Hall (1976) states that people are
usually unaware of their own culture and to understand
other cultures they first need to develop a deep
awareness of their own culture. This has recently been
addressed by Lui and Fang (2017) who argue learners
should study about their own culture as well as other non-
Anglo cultures in the English classroom. In order to
compare different cultures, the six cultural dimensions
proposed by Hofstede, et al. (2010) can be used, and the
individualism versus collectivism dimension is seen as
essential in understanding the difference between
Western and Asian cultures (Servaes, 2016). However, of
particular relevance in this study is research carried out in
Japan by Yoshida, Yashiro and Suzuki (2013) who
conducted a focus group with Japanese business people
in which they discussed how ICC should be taught in the
Japanese context, and, based on their findings, they
devised a framework for teaching ICC in Japan which
suggested that Japanese learners should develop
“awareness of themselves”, “their own culture” and
“cultural differences” (2013, p. 79).

A Global Approach
The global approach in this study (diagram 1)

combines elements from global Englishes and
intercultural communication by aiming to prepare learners
to communicate with people from all over the world by
teaching them global communication skills. These global
communication skills include the ability to listen to global
Englishes and the ability to understand cultural

differences.

Diagram 1 Global Approach

global approach
1
p— intercultural
global Englishes communication

communicate with
people from all over
the world
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Research Questions
This study aims to measure the attitudes of

learners towards such an approach by asking the

following questions.

1) What attitudes do learners have towards a global

approach in the English classroom?

2) Do learners think they should learn how to

communicate with people from all over the world?

3) Do learners think they should listen to different varieties

of English from all over the world?

4) Do learners think they should learn about cultural

differences from all over the world?

Methods

Participant Information
This study included 84 learners at an eikaiwa in

Tokyo, part of a chain which has many schools in Japan.
The majority were female (69%), 50 years old or over
(67%) and studying at the intermediate — advanced levels
(82%). The most usual purpose for studying English was
as a hobby (52%).

Questionnaire
A questionnaire was used as it was felt that for

changes to be implemented it was necessary to measure
attitudes on a larger and more accurate scale than if more
gualitative methods were used. The questionnaire used
Likert scales, (from 1 disagree to 5 agree), and comprised
of 18 items, some of them positive about the global
approach and some of them negative. All 18 items were
combined to create the global approach variable which
aimed to answer research question 1 which was about the
approach as a whole. Then the 18 items were split into
three groups. Items 1 — 6 were combined to create the
global communication skills variable which aimed to
answer research question 2 which was about the idea of
learning how to communicate with people from all over the
world. ltems 7 — 12 were combined to create the listening
to global Englishes variable which aimed to answer
research question 3. Items 13 — 18 were combined to
create the cultural differences variable which aimed to
answer research question 4. As well as the multi-item
variables, there were three open-questions, included so

they could express themselves in a more personal

manner, which asked the participants to write in either
English or Japanese about their attitudes towards learning
global communication skills, listening to global Englishes

and learning about cultural differences.

Reliability

The questionnaire was written in English and
then translated into Japanese by a professional translator.
Then a pilot study was done with four participants who
provided feedback which was used to improve the
questionnaire. After the questionnaires were completed in
the main study, and the negative item results were
recoded, reliability tests were run on SPSS. According to
Dornyei and Taguchi (2010), while it is preferable for the
Cronbach Alpha (a) to be over 0.70, it should not be below
0.60. Whereas the global approach variable (a = .76), the
listening to global Englishes variable (a = .77) and the
cultural differences variable (a = .69) had good reliability,
the global communication skills variable (a = .58) was
slightly low. Therefore, it was decided to remove item 3
from the global communication skills variable to improve
the reliability (a = .60).

Results and Discussion

Attitudes Towards the Global Approach as
a Whole

Research question 1 was answered by the global
approach variable. As shown in table 1, the mean was
3.5 and the standard deviation was .49. This reveals a
tendency in their attitudes which, although close to
neutral, is positive towards the global approach as a
whole. The other variables give further insight into their
attitudes towards the different elements within the
approach and are discussed while answering the other

research questions.

Table 1 Variables

Global Approach 84 .76 35 .49
Global Communication 84 60 34 72
Skills

Listening to Global 84 77 28 .83
Englishes

Cultural Differences 84 69 40 .61
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Attitudes Towards Learning Global

Communication Skills
Research question 2 was answered by the

global communication skills variable. As shown in table
1, the mean was 3.4 and the standard deviation was .72.
This also reveals a tendency in their attitudes which,
although close to neutral, is positive about learning how
to communicate with people from all over the world.
However, the standard deviation indicates there was a
larger variation in their attitudes towards learning global
communication skills than towards the approach as a

whole.

Looking at the individual items (table 2) there
was a strong tendency to agree with the items which are

positive about learning global communication skills (and

in the case of item 3 the level of agreement was so high it
was removed from the variable to improve the reliability).
However, looking at the items which are negative about
learning global communication skills, we can see more
variation, which suggests that there are some conflicting
attitudes. These seemingly contradictory attitudes
suggest that while learners may want to communicate
with people from all over the world in English, some
learners may believe that they can do this by learning how

to communicate with people from the inner circle.

The following two comments which participants
wrote (originally in Japanese) as answers to the open-

question show that while one participant was positive

Table 2 Global Communication Skills

Items

the world in English. (positive)

China, etc.) too. (negative)

(positive)

(negative)

1. Inner circle countries (UK, US, etc.) treat English as a mother 8% 7% 12% 35% 38%
tongue, so the people who | want to communicate with in English
the most are English speakers from these countries. (negative)

2. English is often used not only when | speak to people from inner 4% 1% 0% 25%  70%
circle countries (the UK, the US, etc.), but also when | speak to

people from outer and expanding circle countries (India, China,

etc.) so | want to be able to communicate with people from all over

3. I think being aware of the fact that there are many cultural 1% 0% 0% 11% 88%
differences in the world and also there are different kinds of English

will help me to avoid misunderstandings or trouble when | have

communication with foreign people in English. (positive)

4. If  understand English and culture from the inner circle countries  19%  17% 20% 27% 17%
(the UK, the US, etc.) | will be able to have smooth communication
in English with people from the outer and expanding circles (India,

5. I think the English language belongs to everyone around the 2% 6% 5% 33% 54%
world who uses it. If there are any skills | should learn to be able to

communicate smoothly in English with people who are not from the

inner circle countries (the UK, the US, etc.), | want to know them.

6. | think the English language belongs to people from the inner 15% 26% 29% 17% 13%
circle countries (the UK, US, etc.). So, | mainly want to be able to
have communication with English speakers from these countries.
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towards learning global communication skills, another had

mixed feelings.

| want to learn how to communicate with people
from all over the world. People who we meet in
Japan or in other countries are not always from
the UK or the US, so | want to learn it as a tool

to communicate with more people.

| want to learn how to communicate with mainly
people from the inner circle countries. | want to
learn the basics first. If | could speak the
language correctly, then | would be able to
communicate with people from many different
countries smoothly. It doesn't mean | don't want
to communicate with people from non-inner

circle countries.

Research questions 3 and 4 give further insight
into their attitudes towards learning how to communicate
with people from all over the world by looking specifically
at their attitudes towards listening to global Englishes and

learning about cultural differences.

Attitudes Towards Listening to Global

Englishes
Research question 3 was answered by the

listening to global Englishes variable. As shown in table
1, the mean was 2.8 and the standard deviation was .83.
The mean reveals a tendency in their attitudes which,
although close to neutral, is negative towards listening to
different kinds of English from all over the world. The
standard deviation shows the largest variation in their

attitudes of the four variables.

To try to understand the variety in their attitudes
more, we can look at the individual items (table 3) which

Table 3 Listening to Global Englishes

ltems

7. | think listening CDs should also include English by people from 17% 23% 23% 21% 17%
outer circle countries (India, Singapore, etc.). Then | can experience
different kinds of English and learn about its diversity. (positive)

8. | think listening CDs should also include people from different 18% 31% 20% 21% 10%
countries in the expanding circle (Brazilian, Chinese, Russian, etc.)

speaking to each other in unconventional but smooth English. Then |

can hear flexible English which gives priority to understanding one

another as well. (positive)

9. English from the inner circle countries (the UK, the US, etc.) is 1% 6% 12% 42%  39%
correct and natural, so listening CDs should mainly use English by

English speakers from these countries. (negative)

10. If | experience English by people from expanding circle countries  20% 21% 29% 21% 8%
(Brazil, China, Russia, etc.) on listening CDs, | think there will be an

unfavourable influence on my English. (negative)

11. Varieties of English by people from outer circle countries (India, 11% 20% 24% 29% 17%
Singapore, etc.) are not really correct and are difficult to understand,
so | don't think | want to listen to them on listening CDs. (negative)

12. If I only listen to English from inner circle countries (the UK, the 19% 19% 19% 35% 8%
US, etc.) on listening CDs, then when | actually communicate with

people from the outer and expanding circles (India, China, etc.) |

think | might not be able to understand their English. (positive)

The 2019 PanSIG Journal 10



reveal some complex and seemingly contradictory
attitudes. While an almost equal number agreed and
disagreed with item 12, there was a strong tendency to
agree with item 9. This suggests that while some learners
are aware thatthere is a practical need to listen to different
varieties of English, there is still a clear preference for
inner circle English. Additionally, despite an almost equal
number agreeing and disagreeing with item 7, there was
a tendency to agree with item 11. This reveals
contradictory attitudes suggesting that while some
learners understand itis importance to listen to outer circle
varieties to appreciate the diversity of English, at the same

time they may hesitate to do so because of negative

attitudes. Furthermore, although there was a tendency to
disagree with item 8, there was a slight tendency to
disagree with item 10. This also seems to show some
contradictory attitudes. It seems that while there is a slight
tendency to think expanding circle English will not have a
negative effect on their English, they do not think it should
be included. Possibly they hesitated to agree with item 10
because they felt it was too negative about expanding
circle English, butit could also indicate the complexity and

contradictory nature of their attitudes.

The following two comments which participants

wrote (originally in Japanese) as answers to the open-

Table 4 Cultural Differences

Iltems

my English conversation school class. (negative)

thing. (positive)

(negative)

13. I think there is no need to study about cultural differences around  44% 44% 6% 4% 2%
the world during an English conversation school class in English. It
should be fine if | learn that kind of thing in Japanese, separate from

14. | think different countries have different cultures, and because of 1% 1% 6% 31% 61%
that people's thinking, feeling and behaviour change. During an
English conversation school class, it's important to study that kind of

15. | think it's necessary to learn about cultural differences between 1% 1% 5% 29% 64%
Japan and other countries during English conversation school

classes. | believe that kind of knowledge can be useful when |

communicate with people from all over the world. (positive)

16. The English language belongs to people from the inner circle 21% 25% 32% 17% 5%
countries (the UK, the US, etc.), so if | learn about cultural differences

in an English conversation lesson, | think | should mainly learn about

cultural differences between Japan and inner circle countries.

17.1f | learn cultural differences between too many countries and get  43% 39% 11% 5% 2%
too much culture shock, | think other stuff | should remember in

English learning will be neglected. So, if | learn about cultural

differences in English conversation school classes, it should be

enough just to learn about cultural differences between Japan and
inner circle countries (the UK, the US, etc.). (negative)

18. If the only culture | learn about in English conversation school 15% 13%
classes is from the inner circle countries (UK, the US, etc.), | think it

would be difficult to communicate smoothly with people from the

outer and expanding circles (India, China, etc.). (positive)

27% 32% 12%
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guestion show how two participants had negative

attitudes towards listening to global Englishes.

| think it's not good to learn broken English or
quirky English before you learn the basics.
Therefore, listening should use English by
people from the inner circle countries. Otherwise
you don't know what the correct pronunciation is

or you get confused.

| want listening to use English by people from
the inner circle countries, which is correct and
basic. Because | think people from the
outer/expanding circle must be making efforts to
be able to listen/speak like people from the inner

circle countries.

Attitudes Towards Learning about Cultural

Differences
Research question 4 was answered by the

cultural differences variable. As shown in table 1, the
mean was 4.0 and the standard deviation was .61. The
mean reveals a clearly positive tendency in their attitudes
towards learning about cultural differences between
Japan and countries all over the world. The standard
deviation shows there was less variation in their attitudes
towards cultural differences than for listening to global

Englishes.

Looking at the individual items (table 4), the
positive items show a clear tendency to agree that they
should learn about cultural differences because people’s
thinking, feeling and behaviour change because of their
culture (item 14) and that it would help them to
communicate with people from all over the world (item 15)
whereas, although there was a tendency to agree, more
variety was revealed towards the idea that only learning
inner circle culture would mean not being able to
communicate with people from the outer and expanding
circle (item 18). Looking at the negative items, there was
a strong tendency to disagree that there was no need to
learn about cultural differences in English lessons (item
13) or that they would get culture shock (item 17) whereas,
while there was still a tendency to disagree, there was a
noticeable number of people who selected neither agree
nor disagree that they should mainly learn inner circle
culture because English belonged to the inner circle (item
16). Despite detecting some ambiguous attitudes (items

16 and 18), suggesting some learners might believe that

inner circle culture is universal, this variable shows that in
general the learners are clearly interested in studying
about cultural differences from all over the world. This
indicates that learners consider culture to be different from
global Englishes. While some learners believe English still
belongs to the inner circle, they are aware that English is

used in different cultural environments.

The following two comments which participants
wrote (originally in Japanese) as answers to the open-
question show how two participants had positive attitudes

towards learning about cultural differences.

| think | should learn about cultural differences
between Japan and countries all over the world
equally. Because to communicate with people
from different countries, it's better to know the

cultures of these countries.

It's important to know the difference of culture on
Earth. Because we have to know each other for

the peace of the world.

Conclusion

The findings in this study show that while there are some
variations in the attitudes of the learners towards a global
approach, particularly towards listening to global
Englishes, overall there is a positive tendency. Therefore,
it is felt that the approach could be implemented with the
learners in this study or with similar groups of learners.
Furthermore, it is felt that the clearly positive tendency in
their attitudes towards learning about cultural differences
should be used to encourage learners to listen to different
kinds of English from all over the world by finding suitable
listening material which has people from different
countries talking about different cultural issues and topics.
Then, through the implication of the approach in the
eikaiwa classroom, it is believed that the learners will be
better prepared to communicate with people from all over
the world in English. While there may be reluctance to
make major changes such as course and material design
at the top level, it is felt that if more eikaiwa teachers
attempt to find ways to introduce the global approach in
their classrooms, and more research is conducted, then it
will help pave the way for a more global future in the

eikaiwa industry.
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successful lesson and classroom environment. As a
result, they play an important part in the teaching and
learning activities of many universities (Fisher et al., 2015;
Sargent, Allen, Frahm & Morris, 2009). Although the usual (Herrman & Waterhouse, 2010).
tendency at higher education institutions is to employ

2 Teaching Assistants (TAs) in the English Language Classroom:
Successes and Challenges

Abidemi T. Bankole
Ritsumeikan Asia Pacific University

Teaching assistants (TAs) play an important part in the teaching and learning activities of many universities
(Fisher et al., 2015; Sargent, Allen, Frahm & Morris, 2009), where they are employed across a variety of
academic disciplines (Fingerson & Culley, 2001; Weidert, Wendorf, Gurung & Filz, 2012). An international
university in Japan recruits undergraduate non-Japanese English speakers as Teaching Assistants (TAs)
in English as a Second Language classes. This paper presents survey results from TAs and their partner
teachers about the successes and challenges of the TA role. TA success was reported with respect to
punctuality, friendliness, willingness to help, building rapport with students, modelling the use of English,
answering students’ questions, and completing administrative tasks. The prevailing areas cited as needing
improvement include taking initiative, interacting effectively with students, communicating with partner
teachers, and understanding the TA role. Based on the results, recommendations are made for the
development of a list of expectations for the TA role, and of a corresponding training program, to help

equip TAs with necessary skills to be more effective working with teachers and students.

TH4—F 7 T AZ b (TA) 13, Z< OREOHEROEEIEBIC B W TERERER 2 - Tk
v (Fisher et al., 2015; Sargent, Allen, Franm & Morris, 2009) . ZEER2 =M 08 CRHIH S TV 5
(Fingerson & Culley, 2001; Weidert, Wendorf, Gurung & Filz, 2012) ., &% HARDOEERKFETIE,
Sild LTOIGREOREDTZOIZ, ARNTROVIGESE OFEMELT 4 —F 7« TV RZ b (TA)
ELTHRMLTVD, TA LZO/= b F—=ThHLHB L 2RI, TA OEENZBET 5 FH L <O
BEEIZOWTOFAEM TN, TOMERREE LD bORARLTH D, TA ORIHFEF & LT
WE SN FEE LT, REEST, BLLAOT S0 BRS04 L OfFHEBROREE, LML
AofH], FENL OB, FHEERENFT O, W EARD LN DM LTiE, $hm
RATEN ). AL ORRIRAZ ., S— b —#E L OBEBE, TA ORENIOWTOREMER & E
I S iz, CORRICESE | BEKOFA L LV RNICHE T 57200 B2R N %2 TA 108
FLTHH 20T, TAITKROLNDEENY 2 FOEK, ROBZHITHIES 2D FL—=22 - T uy

T LDRHFEIZONTORIEZ £ LD D,

TAs help teachers and students have a more universities” (Romm, Gordon-Messer & Kosinski-Collins,

graduate students as TAs, “undergraduates have long

held a role in teaching at liberal arts colleges and
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2010, p. 81). Undergraduate TAs have been used
successfully (Fingerson & Culley, 2001), in different
disciplines across many colleges and universities.
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Roles of TAs

Undergraduate TAs fill a number of different
roles, depending on the faculty, department, and
institution (Estrada & Tafliovich, 2017; Hogan, Norcross,
Cannon & Karpiak, 2007). Some take on considerable
teaching responsibilities, including keeping attendance
records, grading student work, and maintaining office
hours (Rodriguez-Sabater, 2005). Other TAs have less
significant tasks, as they work alongside classroom
instructors to lead discussion groups and help students
either in class (Karpenko and Schauz, 2017), or during
office hours (Chandler, 2005). The TAs with which this
paper is concerned work in the classroom alongside
instructors, to facilitate English language discussions and

model the use of English.

Influence of TAs
Studies show that TAs can have a positive effect

on students, teachers, the institution, and TAs themselves
(Crowe, Ceresola & Silva, 2014; Dickson, Dragon, & Lee,
2017; Haswell, 2017; Hogan et. al., 2007; Karpenko &
Schauz, 2017; Murray, 2015; Rodriguez-Sabater, 2005;
Weidert, Wendorf, Gurung, & Filz, 2012). For example, a
TA’s support can lead to better student performance and
increase in course grades (Crowe et al., 2014). At the
institution in this study, 65% of students reported that
having a TA helped their learning (Saunders & Roux,
2013). TAs can become role models, who exemplify good
student practices (Dickson, et al., 2017), and promote
learning as a worthy endeavour (Hogan et al, 2007).
Moreover, students can perceive TAs as more
approachable and understanding of their concerns than
faculty members (Fingerson & Culley, 2001; Hogan et al.,
2007). Thus, they can bridge the gap between faculty and
students, and help departments and institutions become
more integrated (Dickson et al., 2017). In addition to
helping instructors with administrative tasks, TAs can
provide added feedback and perspective on teaching
(Fingerson & Culley, 2001, p.45). Finally, TAs themselves
can acquire “a recognizable professional benefit from the
work experience and some personal benefits as well.”
(Haswell, 2017, p. 32). For instance, it has been shown
that TAs gained “an increased and accelerated sense of
self-confidence, ownership, and initiative concerning their
continued professional development.” (Murray, 2015, p.
72).

However, despite the benefits the TA role procure, it is not
without its set of challenges. Most research available
report the negative impact TAs can have on students, but
not the challenges TAs themselves face in fulfilling their
duties. Liao (2018) in a study of second-year Taiwanese
students’ perceptions of third-year TAs’ effectiveness
showed that students were dissatisfied with the TAs’
subject knowledge, preparation, organization, and
helpfulness. This is similar to reactions from students with
TAs in an undergraduate engineering laboratory course,
who expressed disappointment with the TAs’ inability to
answer questions due to lack of preparation (Reck, 2017).
However, there is little information on the challenges TAs
face in classrooms. This paper will make some

contribution to this area.

Background of the Institution

The institution where this study was conducted
is a relatively new - less than 20 years old - mid-sized,
private international university in Japan. One of its
distinguishing features is that the student body is fifty
percent Japanese, and the other half are students from
over 90 countries and regions (“Student enrolment by
country/region”, 2019). Another important characteristic is
its bilingual education (“Bilingual Education”, n.d.).
Japanese students are required to acquire English
language skills, while foreign students must learn
Japanese. Consequently, the English language
department hires TAs to assist in the English language

classroom.

Background of the English TA program

The program is over ten years old, with about
forty to fifty TAs recruited each semester. Most TAs are
undergraduate non-Japanese students, with excellent
English language skills, but limited or no prior experience
in teaching English. They are paid not only to perform
administrative tasks such as taking attendance or giving
out handouts, but also to facilitate second language
acquisition- by engaging Japanese students in one-one
and group discussions and modeling English language
use. Prior to commencing their duties, TAs attend an
information and training session. English TAs are
assigned to one or two English language classes. They
visit each class twice a week, for a period of 95 minutes

at a time.
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Study Motivation and Method

The study was conducted because the English
TA program lacked a formal feedback system.
Furthermore, there was an undercurrent of dissatisfaction
among teachers and TAs about the program. TAs
complained of feeling ill-prepared for their roles, while
some teachers complained of being too busy to train and
mentor TAs. Therefore, surveys were developed and
distributed in the Fall 2017 and Spring 2018 semesters.

Both teachers and TAs were provided with separate
questionnaires (see Appendix), comprised of questions
about the TA program. The surveys asked respondents
about their impressions of the TA role, its successes, and
challenges. All English TAs and teachers who worked with
TAs received the survey by email once at end of the Fall
2017 semester, and twice in the Spring 2018 semester —
at the end of Quarter 1 (Q1) and again at the end of
Quarter 2 (Q2). A total of 17, 36, and 18 responses were
received from TAs, while 35, 40, and 38 responses were
received from teachers, in the Fall 2017 and Q1 and Q2
of the Spring 2018 semesters respectively. TAs with more
than one class and teacher also completed the survey

more than once.

The low response rates on the part of TAs at the end of
Fall 2017 and Spring 2018 Q2 is attributed to the fact that
questionnaires were sent out at the end of the semester,
when TAs are busy with exams and reports. Amidst these,
and preparations to travel back to their home countries for
the holidays, it would have been easy to forget to
complete the surveys. Whereas, the Spring 2018 Q1
survey has a higher rate because students were less
busy, and could be reminded because they were still
coming to English classes. The survey responses were
analyzed for common trends, which are summarized
below. A descriptive, as opposed to a formal analysis in
the form of a statistical test, has been applied to results.
This has been done firstly because, the survey
questionnaires were not uniform across the study periods;
there are variations in the order and content of questions.
Furthermore, due to the nature of the TA program, some
teachers and TAs completed the surveys twice because
they had two different TAs and teachers respectively.
Consequently, a statistical analysis has not been
performed, but instead, the aggregate of responses has
been analyzed for prevalent themes in terms of successes

and challenges in the TA program.

Results and Discussion

TA and Teacher’s Overall Experience
94% of TA respondents rated their TA

experience as either good or excellentin Fall 2017 (Figure
1). This was an unexpected positive result, considering
the undercurrent of dissatisfaction which initially prompted
the launch of the program evaluation. Unfortunately, this
same question was not asked in Spring 2018 semester,
therefore results across years cannot be compared. As
results for 2017 could be an isolated occurrence, it would
have been interesting to note if TAs’ satisfaction remained
equally as high in 2018. Moreover, given the low response
rate (only 17 TAs), it is possible that TAs who completed
the surveys were those mostly satisfied with their
experience, and those who were not content did not make
an effort to answer the questionnaires. Nevertheless, the
results appear to suggest that TAs’ experience was an

overall positive one.

TAs' Rating of Experience

100%
90%
80%
70%
60%
50%
40%
30%
20%

10%

0%

Fall 2017

B | had hoped for more
Could have been better

| Ok

H Good

B Excellent

Figure 1 TAs’ rating of their experience (Question: How
would you rate your experience as a TA in these classes?)
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On the other side, 66% of teachers gave TAs a
score of 7 or higher in Fall 2017, and this percentage
increased to 79% in the first quarter of Spring 2018, and
to 87% in the second quarter (Figure 2). Even more
positive is that scores between 1 and 4 gradually
decreased and were not given at all in the second quarter.
The reason for these positive and encouraging results is
not completely clear. One possible explanation is that they
arose from adjustments made to the TA program based
on results from the 2017 survey. The training TAs
received at the beginning of the Q1 Spring 2018 was
adjusted to respond to the needs TAs and teachers
specified, and recruitment procedures were also modified

to hire more suitable candidates.

Figure 2 Teachers’ rating of their TA (Question: On a scale
of 1-10, rate your TA. 10 being the best).

Teachers Rating of TAs
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60%
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20%
10%

0%
Fall 2017 Q1 Spring Q2 Spring

2018 2018

H Should not be a TA (1-2)
B Needs Improvement (3-4)
M Ok (5-6)

B Good (7-8)

M Excellent (9-10)

Overall, TAs and teachers rated TAs as being successful
in the following seven areas:

i) punctuality — arriving to class on time

i) professionalism — many TAs were

organized and self-motivated

iii) friendly and positive attitude — both
TAs and teachers reported TAs as being friendly, open,

enthusiastic, and energetic

iv) willingness to help students and
teachers — TAs were eager to help and do as they were
told; they helped students with both English tasks and
other general concerns

V) building rapport with students — many
TAs succeeded in connecting with and engaging students

Vi) modelling the use of English — TAs
showed students how to use English, and were able to

answer most students’ questions

vii) fulfilling administrative tasks - such as

taking attendance, and checking homework completion

Challenges and Areas of Improvement

When TAs' and teachers’ responses are
compared, the lower teachers’ rating suggests that they
were less satisfied with TAs’ roles than TAs were with
themselves. This could be because there were areas of
need that teachers had, but which TAs were unaware of
and were not quite able to meet. This is in line with results
from other researchers who state that TAs tend to
overestimate their competence, especially when
inexperienced and untrained, as they are unable to
accurately judge their own performance (Tulane &

Beckert, 2011).

Furthermore, even though ratings seem to register TAs’
overall satisfaction with their experience, and teachers’
general satisfaction with their TAs, a closer examination
of respondents’ answers to other questions in the
questionnaires reveal concerns that should be addressed.
Table 1 summarizes the top issues which both TAs and
teachers mentioned as challenges and areas needing

improvement.
These include:

i) taking initiative - being proactive, not
always waiting for direction from teachers, anticipating
needs and integrating better into lessons
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i) interacting effectively with students -
engaging, supporting, and keeping students motivated in
English  studies;

joining small-group discussions;

interacting with shy or passive students

iii) communicating with teachers - what to
communicate with teachers, giving feedback on students
issues; knowing teacher expectations, course content,

goals, and progression

iv) giving students feedback — when,

how, and what kind of feedback to give

V) supporting students’ English use - how
to encourage students to use English more in class, with

each other, even after completing tasks

vi) understanding the TA role - gaining a
clear understanding of TA role and responsibilities in the

English classroom

vii) having TAs’ skills used better -
teachers to use TAs’ strengths better, integrate TAs more

into lessons

viii) making use of free time - what to do

during down-time in class, either when teacher is in front

lecturing, or students are testing or doing a task that does

not require TA involvement

ix) TAs their

simplifying language and using appropriate English level

grading language -

with students

These results illustrate that both TAs’ and teachers’
responses overlapped; similar issues were mentioned by
both groups. TAs and teachers had similar concerns,

which need to be addressed.

Both groups wanted TAs to improve their interactions with
students, this was a top concern in all three survey
periods. For instance, a teacher respondent wanted TAs
to be comfortable “Integrating more with students
(knowing how to mix in with them when they're in small
groups or doing other classroom activities)” (Spring 2018
Q1), while another would like TAs to “learn to walk around
and engage with all students, not just one group or two
the whole period. Be more dynamic in the classroom”
(Spring 2018 Q1). Similarly, although most TAs were
successful in building rapport with students, they wanted
to know how to effectively keep students engaged and
motivated so that they could help them improve their
English skills. On the Spring 2018 Q2 questionnaire, a TA
asked, “what is the best way to engage the students in the
class? how to motivate each student to have passion in

Table 1 Areas TAs and Teachers reported TAs need improvement

Areas TAs need to improve TAs Teachers
F2017 Q1S Q2S | F2017 Q1S Q2S
2018 2018 2018 2018

taking initiative v v v
interacting effectively with students v V4 v v v
communicating with teachers v
giving students feedback v
supporting students’ English use
understanding the TA role V4 v
having TAs’ skills used better
making use of free time v
TAs grading their language N4

Note. v signifies that an issue was brought up by a majority of respondent
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learning English”. Another TA specified on the Fall 2017
survey, “... maybe the TA programmer can teach and train
TAs to be better at joining the class and facilitate the class
beside a good proficiency in English.” It is heartening that
TAs recognized that they should be more engaging, but
also discouraging that they did not already know how to

do this, as this is a significant component of their duties.

TAs also sought to take the initiative more and teachers
desired for them to be more proactive, and not wait to be
given every directive. A Fall 2017 teacher survey
participant asserted, “...| don't need another person who
| constantly have to watch or tell what to do in my classes.”
Instructors wanted TAs to anticipate classroom needs by
“reading hints and cues that the teacher would need the
TA to take action” (Fall 2017 Teacher respondent), and
not simply rely on instructions. But TAs did not understand
how to fulfill this expectation, and required teachers to
help them integrate better into lessons. A TA respondent
disclosed, “I'm having a bit of trouble trying to figure out
when to talk to the students or not. So | think it'll be helpful
for going over situations regarding when the TA should
step in or not” (Spring 2018 Q1 responses). This typifies
a challenge which many new TAs experience.

The issues of interacting with students and taking initiative
were compounded by the fact that TAs, and teachers, did
not have an established list of TA role. This was another
top concern on the surveys, which was raised by both
groups. TAs lamented not having a clear understanding
of their role in the classroom, or a set of guidelines to
follow. This prompted a TA respondent to comment, ‘|
think discussing about the job description in more detail
for TA is necessary...” (Spring 2018 Q2 responses), and

«

another to ask for “...some universal basic tasks that
every TAs could expect to be asked to do in EVERY
classes” (Fall 2017 responses). Given this lack of
guideline, it is not surprising that TAs found it difficult to
take initiative — they were uncertain as to what was
required of them. It also made it difficult for TAs to make
appropriate use of any free or down time that arose in

class, as they were unsure of what to do in the first place.

Teachers also, fell into a similar demise, as some
admitted not knowing how to make use of their TAs. This
in turn made it difficult for teachers to make use of TAs’
skills and strengths appropriately, which TAs reported as

an area which needed improvement in Fall 2017.

According to one instructor, “It is not always clear what
role the TA is supposed to have in class. Thus
sometimes, integrating them appropriately is challenging”
(Fall 2017 teacher responses). Thus, although they
wanted TAs to be better integrated into lessons, teachers
themselves were unsure of how to do this and therefore
could not give effective directions in this regard. As a
result, instructors reported a desire for “more
standardized requirements for TAs for each level” (Spring

2018 Q2 teacher responses).

Possible Solutions
Better communication between TAs and

teachers would have mitigated many of these issues. On
the one hand, TAs' comments revealed that they not only
desired general instructions on what and when to
communicate with students, but they also needed specific
information such as course content, goals and
progression. For example, a TA respondent stated, “At
what pace the class is and should be progressing and
what are the expectations from the students of a specific
class should be explained to the TAs more properly" (Fall
2017 TA responses). On the other hand, teachers simply
wanted TAs to communicate with them more, especially
about general observations on students and student
concerns: ‘{[my TA] could be more proactive telling the
teacher about student weak points/issues” (Spring 2018

Q1 teacher responses).

More efficient communication between both groups would
have also alleviated other challenges, including
understanding the specifics of the TA role, and how to
provide students feedback, encourage students to use
English more with each other and grade TA language to
students’ level. According to Haswell (2017), TAs have
“linguistic as well as cultural value. However, for TAs to
provide adequate and organizational support for both
teachers and students, clear communication of aims,
expectations, and opportunities for feedback are required”
(p.63). Teachers may not always be able to sit down with
TAs, or devote significant time to TA-teacher conferencing
in a 95-minute period. However, it is still very important
that they regularly make time before or after class, or
during class break time, to discuss student issues and
lesson goals. As an added means, some of this

communication could take place via email.
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Also as important as communication between TAs and
teachers, is the requirement of a guideline for the TA role
as a reference tool for TAs and teachers. Survey results
and the preceding discussion illustrate the necessity of
this. It would help delineate clear tasks, and keep both
TAs and teachers on the same page throughout the
course of the semester. Having TAs and teachers refer to
this list at the beginning of the semester, and regularly
communicate about it and other issues that come up, will

help prevent uncertainty, and avoid confusion.

Finally, the use of an established set of TA roles could be
strengthened by TA and teacher training in incorporating
TAs into English language classes. A major reason for
TAs'’ lack of knowledge in many of the areas mentioned is
due to lack of experience and training. As previously
stated, most TAs are recruited with minimal prior
experience and training in teaching English. There is an
expectation that they would learn on the job, which has
unfortunately not been possible due to time constraints on
the part of teachers. One of the questions on the Fall 2017
survey pertained to TAs and teachers desire for training.
When asked, “Would you like to have training in becoming
a better TA for English classes?”, 47% of TAs responded
yes. Comparably, 40% of teachers responded yes to the
statement, “If | had extra time, | would be interested in
having further training to work with TAs”. Therefore, both
groups perceive a need for training to fill their knowledge
gap — TAs on their roles in the classroom, and teachers
on how to make better use of TAs. Therefore, it is
recommended that more training and guidance sessions

be used to globally address the issues raised.

Conclusion and Study
Implications

The TA role can bring many benefits to
teachers, students, and TAs themselves. At this
institution, TAs and teachers reported TA success in
professionalism, connecting with students, modelling the
use of English, and completing administrative tasks. In
fact and contrary to expectations, both groups expressed
relatively high satisfaction rates with the TA position —
94% of TAs reported being satisfied with their role in the
Fall 2017 semester, while 66%, 76%, and 87% of
teachers gave TAs a score of seven or higher out of ten,
in the Fall 2017, Q1 and Q2 Spring 2018 semesters
respectively.

However despite these achievements, certain key areas
of challenge were also acknowledged. Specifically, both
TAs and teachers wanted TAs to interact better with
students to help them improve in English and achieve
their language goals. There was a need to integrate TAs
more in lessons, and make better use of their strengths.
Teachers desired for TAs to be able to take more initiative
in the classroom- without waiting for directions. However,
a lack of clear TA role, and inadequate communication
between TAs and teachers prevented TAs from being as
effective as they could be. And although the TAs have a
high level of English language ability, they were recruited
with little prior experience and training. Both TAs and

teachers reported needing further training.

As a result of the results, the author recommends that the
department develop a list of expectations for the TA role.
Additionally, there should be a corresponding training
program, to help equip TAs with the necessary skills so
that they can be more effective working with teachers and
students in English language classrooms. Offering better
preparation and training to TAs would increase their

positive impact on students.

Study Limitations and Future

Considerations
The results presented in this paper are from only two

semesters of data, and from surveys that did not contain
exactly the same set of questions. A future improvement
would be to conduct the same questionnaires, over
several semesters. This would provide more reliable
results, which might well be different from those reported
here. However, TAs and teachers’ responses overlapped
in many areas and similar issues came up, which suggest

that these are valid issues that should be addressed.

Additionally, having self-reported data might have
affected participants’ response validity and reliability.
Participants may have not remembered all information, or
remembered accurately. The fact that some TAs and
teachers completed the survey multiple times could also
have affected their response and its validity. Moreover,
the method of analysis was also somewhat subjective in
some respects — the areas needing improvement were
summarized from survey data based on the interpretation
of the researcher. Therefore, results might vary

depending on researcher.
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Finally, as this study focuses only on one institution and
on one of its departments, findings may not be
representative nor generalizable. Therefore, there is need
for further research to see if these are applicable to other

institutions.
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3 Usefulness Analysis of the Zensho Eiken Test

Andrew Blaker

Konan University — Hirao School of Business Management

Zenshd Eiken is a standardized English test offered to commercial high school students in Japan. Despite
being taken by over 140,000 students each year, there is little information or analysis done of this test.
This analysis of the test was carried out using Bachman and Palmer's (2010) framework of test usefulness.
The content of the test was examined, as was the time spent by students and teachers preparing for the
test, and the use to which the scores are put. It was found that while the test is of use to students as a
qualification, the content of the test and the time spent preparing for it could be better spent on more
communicative activities in the classroom. This research may be of interest to those interested in

standardized testing in Japanese schools.

PRI A AROMEE SR A SN D REEBT A FTH Y | B4 140,000 4 UL EOFAENZER L
TW5, ZOT A hDOS3HIE Bachman & Palmer's (2010)0D 7 A A EFEMED 7 L— LT — 7 & i~ T
Thhi, TAFORNEEL, FAELHEINZOT A S OWERIZHT 2R, S 5I20T X b o sEMR
EDOLVIHEHENTZ DOV TOREEIT o7z, #RE LT, ZOT A bEFEOEKME L LT

FZELITHERTHDLIN, 7AMDOAE LT A NDOEFICESLENTZFFHIZEEATOLY aI2=h

T A TRIEIAEON IR LD AR THSTTHAI LI ZERALNE otz ZOWRITHAR

DAL DO REILIET 2 MCHKEO & 5 A\ ICHEZGIK D THD LHEZXD,

Testing is an important part of the lives of both
students and educators, and as such it is important to
evaluate whether the test is achieving its desired goals.
Usually only aspects of reliability and validity are
considered in this type of analysis. This paper reviews the
first grade of Zensho Eiken, the commercial schools
English proficiency test, and uses Bachman and Palmer’s
(1996) framework of usefulness to view the test more
completely, looking not only at the linguistic content and
goals of the test, but also talking into account how the test
is administered, but also how the qualification is used by
the students.

Usefulness

According to Bachman and Palmer (1996),
usefulness consists of six elements: reliability, construct
validity, authenticity, interactiveness, impact and
practicality. By including each element, Bachman and

Palmer ensure that a test is judged by all elements

together. It is not reasonable to maximize each element,
but rather to balance each to suit the testing context
(Weigle, 2010). Thus, the testing environment is important
to consider. The elements which comprise usefulness are

discussed below.

Reliability

Reliability is the ‘consistency of measurement’
of a test (Bachman & Palmer, 1996, p. 19). A single test
given to the same test-taker at a different time should
provide the same results. If there is any variation in the

score, it is said to have low reliability.

Construct Validity

Of the varieties of validity, Bachman and Palmer
(1996) only consider construct validity to evaluate
usefulness, as construct validity is the most unifying
concept within validity (Messick, 1998). Construct validity
is the ‘meaningfulness and appropriateness of the

interpretations we make on the basis of test scores’
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(Bachman & Palmer, 1996, p. 21). Thus, construct validity
seeks to ensure constructs being tested are those claimed
by the test (ibid).

Authenticity
Authenticity is the relationship between the

Target Language Use (TLU) domain and the tasks a
student is required to do in the test (Bachman & Palmer,
1996). The TLU domain is the set of TLU tasks that a
learner may engage in outside of the test. Thus, if the
skills test-takers perform in the test are the same skills
they perform outside the test, then the test is said to have

authenticity.

Interactiveness

Bachman and Palmer (1996) define
interactiveness as the individual characteristics of the
test-taker being involved in achieving a task. An example
of a non-interactive task is requiring students to change
sentences from the past tense to the future tense as this
task requires knowledge of the language, but nothing
beyond it. An interactive task builds context and requires
students to formulate a response, engaging students’
understanding of the context, and requires students to

plan and execute a response.

Impact
Impact is the effect the test has on the

individuals and systems they are a part of (Bachman &
Palmer, 1996). There are two levels of impact: micro and

macro.

Macro impact is the effect a test has on
educational systems or society as a whole (Bachman &
Palmer, 1996), as results can be used to make decisions
about future curricula, qualification standards, and
textbook production (Taylor, 2005). Micro impact is the
effect on those involved in the test, whom Bachman and
Palmer (1996, p.31) refer to as ‘stakeholders’. Students
taking the test, and teachers who help prepare the

students are significant stakeholders.

Practicality
Practicality is the balance between the

resources the test requires for development and

administration, and the resources available (Brown, 2007).

Bachman and Palmer (1996) represent this as a balance
between required and available resources. If the required

resources exceed available resources then the test is not

practical, but if the required resources do not exceed
available resources then the test is practical. Resources
include money, human resources, materials, and time
(Weigle, 2010), thus, practicality is a consideration at
every stage of the test, from test development.

This concludes the introduction of usefulness. It
is not necessary to score highly on all elements in order
to have a useful test, however, all elements should be

considered in a test to maximize usefulness.

The Test

Zensho Eiken is the name given to the English
Proficiency test organized by the National Commercial
Schools Association, known as Zensho, Zensho was
created in 1951 with the aim of developing commercial
high school education in order to develop industrial
society in Japan. (Zenshd, 2017a). Zenshd provides
standardized tests for eight subjects taught at commercial

high schools including English

Zenshd is a Public Interest Incorporated
Association and as such may not make a profit. It
generates income through fees from testing and its 1,404
member schools (Zenshd, 2017b). Zenshd also provides
support to secondary and tertiary students to promote the
study of commercial subjects, and in 2016-17, gave
¥25,358,000 in scholarships. Tests are conducted twice
annually in September and December. The test is called
Zenshd Eiken, henceforth known as the test. The test
consists of 4 grades, with grade four lowest and grade one
the highest. The most recent statistics regarding the
number of test-takers and pass rates are from 2018 and

are shown in table 1.

As table 1 shows, a total of 65,270 students
applied for all grades in September 2018, while only
60,438 students sat the test, with 24,860 passing, giving
a pass rate of 41.1%. This research analyses grade one

of the test, which has the fewest number of applicants.

Grade No. of No. of No. of Pass
Level Applicants Test- Passing Rate
takers Students

1 10,073 9,323 1,308 13%
2 23,285 21,565 3,019 14%
3 29,958 27,944 19,758 70.7%
4 1,950 1,606 784 48%
Total 65,270 60,438 24,869 41.1%

Table 1 Test Attendance
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The pass rate for grade one is 13%, the lowest amongst
the grades. This analysis uses the test held on December
18th, 2016. The following sections will detail the clientele,

administration, and contents of the test.

The test is taken by commercial high school
students in Japan, but any high school student may apply.
Henceforth, all test-takers are referred to as students.
Commercial schools are a type of vocational school
preparing students for a career in business. The
demographics of Commercial schools are different from
standard high schools, with females making up around
two-thirds of students. Commercial students also have
historically lower rates of university entrance (Yoneyama,
2012).

The test is administered twice annually, with the
member schools providing facilities and staff. The test is
carried out on a Sunday, outside of school hours. The test
is multiple-choice and involves the students reading
guestions in a question booklet, recording their answers
on a separate answer sheet. During the listening section,
audio is played from a CD player at the front of the room,
but written questions are still found on the answer sheet.
The Monday following the test answers are posted online,
and official scores are sent out to schools within two

weeks of the test.

The test takes 90 minutes and consists of 60
guestions in 12 sections. Sections two to six are listening,
for which a CD is played, lasting 30 minutes. Listening
guestions are repeated twice, and time is given for
students to pre-read questions. The remaining content is
written in the question booklet. All questions are multiple-

choice, and details of question types are shown in table 6.

The School

The concept of usefulness of a test is only valid
when discussed in the context in which the test takes
place (Bachman and Palmer, 1996), thus, the school is
also described. The school described in this research is
a large commercial high school in a metropolitan area of
Japan. The school specializes in accounting and
computing courses to prepare students for careers in

business. There are 960 students and 91 teachers.

Two to four weeks prior to each test, the school

holds test preparation seminars. They are held after

classes, and last 60-120 minutes. Two separate classes
are held each day, covering different skill levels. The
Saturday before the test there is one long final seminar
preparing for the next day’s test. Attendance at these
seminars is optional, but students are encouraged to

attend.

Universities that have a relationship with the
high school reserve positions for students admitted
through the recommendation system. In 2017, 216 of 320
graduates proceeded to tertiary education, 197 of which,
or 91%, were through the recommendation system.
Similarly, businesses with a relationship with the school
hire students in their final year provisionally based on their
results. The school contains a career guidance
department, who develop these relationships with tertiary
institutions and the business community. Of the 104
students who sought employment after graduation, 100%

found employment before graduation.

Analysis
In this section, the introduced framework is
applied to the test and the school environment. Each of
the elements of usefulness is analyzed, and conclusions

about whether it rates high or low are made.

Reliability

A full analysis of the test’s reliability requires
comparison of the results of multiple instances of the test
(Bachman & Palmer, 1996). As Zenshd does not publish
statistics of the tests beyond pass rates, such an analysis
is not possible. If these statistics are not available, other
less quantifiable factors in the development,
administration, and scoring of a test can influence its
reliability (Brown, 2007). Therefore, this research uses

these elements determine reliability.

The development of the test questions
influences reliability. The multiple-choice nature of the test
is easy to understand, and instructions for questions are
written in clear and precise Japanese. Multiple-choice
questions reduce the ability of students to answer in
correct yet unpredictable ways. However, in a previous
study, Blaker (2017) identified instances of ambiguity in
available answers. An example is question 7b from the
December 2016 test, shown in table 2. The question is

long written passage, followed by a summary of the
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passage with missing phrases. Students must select the

correct phrases to complete the summary sentences.

Passage ...the baker put paper fortunes on
the outside of the cookies, not the
inside like the fortune cookies we
are used to. The reason why
Takeshi Matsuhisa, the baker, did
that was to make sure that people
did not accidentally eat the paper!
The baker put the paper fortune on
the outside of the cookie so that
people () the paper.
Possible 1) could easily see
answers 2) could eat

3) would not eat

4) would not read

Summarised
Passage

Table 2 Question 7b

Two available answers (numbers 2 and 4) are
easily discarded, but table 3 shows why the remaining
answers are both valid options. This is done by adding an

extra sentence showing the implication of each sentence.

Completed Sentence  Implied by
Sentence

and so not eat it.

Option  The baker put the
1 paper fortune on the
outside of the cookie
so that people could
easily see the paper
Option  The baker put the because they
3 paper fortune on the saw it.
outside of the cookie
so that people would
not eat the paper

Table 3 Possible Answers to Question 7b

The answer sheet indicates the correct answer
is option 3, stating ‘for each question, answers other than
the correct one will be given 0 points’. A student that
chooses option one does not necessarily misunderstand
the question, but still receives zero points. Ambiguity in
responses has a negative impact on the test’s reliability
(Hughes, 2003), thus this is an indication of low reliability

of the test's development.

Each school administering the test does so
according to guidelines set by Zenshd. The school
provides the room, a CD player, and a teacher to manage
the test, while Zensho provides the test papers, a CD
containing the listening, and a script for the listening
section in case of problems with the audio. This uniformity

of experience results in high reliability for the test.

Subjective marking has a negative effect on a
test’s reliability (Haladyna, 2004), but the multiple-choice
nature of the test removes the subjectivity of the marker,
providing more efficient administration. Thus, as a
multiple-choice test with an automated scoring system,

the test has positive reliability.

The only issue causing an issue with reliability
was regarding development. This was one question of 60
and was not a problem seen throughout the test. The
strong aspects of administration and scoring result in high
reliability of the test.

Construct Validity
The analysis of construct validity requires

identification of the constructs being tested (Haladyana,
2004). Zenshd’s literature provides no details regarding
constructs tested. The constructs of each section of the
test were identified in a previous study (Blaker, 2017) and
are shown in Table 4, along with a description of the task

the student should perform.

Section one is designated as a pronunciation
test, but as there is no practical speaking component of
the test indirect pronunciation testing is used. This indirect
method requires students to identify which one of the four
presented words is spoken with the stress on the specified

syllable. An example of this style is shown in table 5.

Indirect testing of pronunciation is not a
predictor of oral pronunciation ability (Taniguchi & Tara,
2005) and is an indication of weak construct validity.

Questions 9-12 are identified as reading
questions, but the nature of these questions is to test
writing skills indirectly by either selecting an appropriate
word, or ordering several different words into an
appropriate phrase. The type of format in questions 9-12
is an interlinear item set, which does not measure
knowledge or ability, but only cognitive skills (Haladyna,
2004), and is an indication of weak construct validity. Five

of the 12 sections were found to have weak construct
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Section  Skill Tested Detailed Contents

Number

1 Pronunciation  Students select one of four words that has the stress on the second syllable for each of
the 5 questions.

2 Listening Responses. Students listen to five situations and determine the most appropriate
responses from four possible answers.

3 Listening Responses. Students listen to five spoken sentences and determine the most
appropriate response from four options.

4 Listening Comprehension. Students listen to five conversations and select the most appropriate
response from four possible options.

5 Listening Comprehension. Students listen to a long, spoken article and select the most
appropriate response from four possible options to complete five sentences about the
article.

6 Listening Comprehension. Students listen to a long dialogue and select the most appropriate
response from four possible options to answer to the 5 questions about the article.

7 Reading Gap-fill. Students read a one-page article and must choose from 4 options for each of 5
sentences to complete a summary of the reading.

8 Reading Gap-fill. Students are given six sentences and must choose five to place in a written
dialogue to complete it appropriately.

9 Reading Gap-fill. Students are asked to choose between four different words in order to
complete each of five sentences.

10 Reading Gap-fill. Students read a one-page story and must choose the most appropriate word
from four for each of the five gaps.

11 Reading Synonyms. Students are given 5 sentences and must choose from 4 different options
which is the closest in meaning for each.

12 Reading Word order. Students are given five sentences where each has a four-word phrase
scrambled and must choose the correct order.

Table 4 Identification of Skills Tested

validity; thus the test is found to have weak construct
validity.

For each of the following questions, choose the
number of the words which have a stronger stress
on the 2na syllable:

a. & au-thor

2 ca-reer
3 jus-tice
4 wel-fare
b. 1 back-ground
2 ex-tra
3 li-cense
4 re-place

Table 5 Pronunciation Question

Authenticity

Analysis  of authenticity requires an
understanding of the students’ TLU domain. In
determining the TLU domain, two sources are considered:
Zensho, and MEXT. Zensho states that the students who
pass this test are capable of business communication. In

Blaker (2017), the test was not found to require

knowledge of business English. If the TLU domain is one
of business English, yet business English is not required,
this test is found to be inauthentic. MEXT (2003) states
that the goal for high school students learning English is
the ability to communicate. Construct validity analysis
showed the skills required for this test are primarily
receptive. Communication requires both productive and
receptive skills, therefore in the case of communicative
English as a TLU domain, this test is found to be

inauthentic.

Authentic texts should be contextualized, and
not rely on single answers to static tasks (Wiggins, 2011).
Each section presents a new situation, and so does not
provide a continuous TLU domain for the students to
demonstrate their skills, which results in low authenticity.
Considering the different TLU domains, the format of the
test, and uncontextualized content, this test is found to

have low authenticity.

Interactiveness
Interactiveness requires engaging more than

students’ language knowledge when answering questions.
Two issues are identified in the test achieving
interactiveness: format, and student interest. Each

question in the test was analysed for interactiveness and
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found to be one of three levels: interactive, low-
interactiveness, and non-interactive. The results of this
analysis are found in Table 6.
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Table 6 Interactiveness Analysis

Table 6 shows how each of the 60 questions has
been determined, a circle indicates interactive, triangles
indicate somewhat interactive, and crosses indicate non-
interactive. Interactive questions comprise 8.3%, low-
interactiveness 25%, and non-interactive 66.7% of the
total. The majority of the questions in the test have either
low or no interactiveness, therefore the test is found to

have low interactiveness.

Impact
Both macro and micro impacts are discussed in

this analysis, and two of Shohamy’s (1996) factors of
influence are used: the status of the subject-matter tested,

and the use to which the test scores are put.

Macro impacts involve the effects of the test on
the education system or the greater society. Tests can be
used to determine curriculum, but the influence of the
results on the curriculum is only as good as the accuracy
of the results themselves. If, as shown in the construct
validity section, skills such as speaking and writing are
only indirectly tested, the results of the test do not give a
clear picture of students’ ability. Thus, any decisions

made based on those results will be inappropriate.

Micro impacts involve the effects on
stakeholders. Teachers are involved in the seminars
before each test is held. Each school day between two to
four weeks before each test, and at 90-120 minutes per
seminar, the twice-yearly impact on teachers is significant.

The same is also true of students. Blaker (2017) showed

56.7% of students found the seminars to be the most
useful preparation method, so while seminars are not

compulsory there is motivation to attend.

Time spent by students preparing for the test
may have a negative effect on understanding of the TLU
domain (Bachman & Palmer, 1996). The time spent on the
preparation for each test is significant, thus a further
investigation on how this preparation is done, and

therefore what effect it has on students’ TLU is required.

Status of subject matter tested is relevant in
understanding the test’s impact further. In Japan, English
scores are considered cultural capital with which students
can advance in society (Shintani, 2013). English ability is
often correlated with academic ability (Takahashi, 2000)
and is therefore heavily weighted in entrance tests
(Hagerman, 2010), showing the high status of English.
The higher the status, the higher the impact of a test will
be (Shohamy, 1996). Given the primary role of English in
academic measurement, it follows that the impact of the
test is high.

When looking at the uses to which the scores
are put, the most likely are in finding a job or applying to
a university. With 91% of graduates at this school entering
university using the recommendation system, and 100%
of job-seeking students were hired before graduation,
qualifications such as the one provided by this test are
valuable. The school’s systems of direct business hiring,
and university recommendation are significant reasons
why students take this test, this results in a positive impact

on the students.

The impact of the test was found to be high, and
the macro impact of the test was found to be negative.
However, despite the negative impact on the stakeholders
by the time taken to prepare for the test, the positive uses
to which the qualification is put, and the resulting positive
effect on the students’ careers, the micro impact was

found to be positive.

Practicality
Practicality is considered throughout the testing

system and requires information about the available
resources. This analysis considers Zenshd’s available
resources; annual revenue of ¥379,270,557, and 1,404

member schools, and the resources required in carrying

The 2019 PanSIG Journal 28



out development, administration, marking, and restrictions

on the test due to practicality concerns.

Development of the test is conducted by
teachers at member schools; thus costs are kept low,
giving test development practicality. Administration of the
test is also carried out by member schools. The school
provides facilities for its own students, but also students
from other schools. The test day is a Sunday, meaning
there is no interruption to school activities. Zensho
provides the testing materials, while the school provides
rooms containing a CD player, and enough teachers to
invigilate. Teachers are paid for their work by Zenshg,
however the school receives no payment for use of its
facilities. Beyond the creation and distribution of the
papers, the cost of administration of the test is very low

which gives administration of the test high practicality.

The time-intensive nature of marking is an
important factor in practicality (Weigle, 2011). The test is
multiple-choice, allowing the use of an automated marking
system. This allows large numbers of tests to be marked
within a reasonable time, with limited expense (ibid).
Papers are collected and marked, with results returned
within two weeks. Official answers are posted online the
following week. Due to this automation, marking maintains

practicality.

Zensho commands considerable resources and
maintains organisational relationships with its member
schools. With the resources required to carry out
development, administration, and marking taken into
consideration, and the income generated by the grade
one test alone, it has been shown that the test has

practicality.

Therefore, development reliability was found to
be low due to unanticipated multiple possible answers, but
the reliability of administration and scoring were found to
be high. Analysis of construct validity identified constructs
used, showing that speaking and writing are tested
indirectly, resulting in low construct validity. Authenticity
analysis found that considering students’ multiple TLU
domains, authenticity was low. The multiple-choice format
did not represent real language usage, also resulting in
low authenticity. Interactiveness analysis considered the
effect of the format of both multiple-choice and word-
ordering questions. While some types of questions

engage strategic competence, the majority do not,

indicating low interactiveness. Impact analysis
determined impact is high on individuals involved due to
time taken and the way in which the results are used.
Weak construct validity means its impact on future
curriculum development is also questionable, however the
use of qualifications by students has a largely positive
impact. The practicality analysis showed that due to
income generated and the organizational networks
between Zensho and the member schools, available
funds are high, and costs are kept low. Thus, practicality

was high.

This shows that elements concerned with the
content of the test; construct validity, authenticity, and
interactiveness were found to be low, while elements
concerned with the administration; reliability and
practicality were found to be high. The test is high impact,
with the results having significant effects on students’
futures, however it suffers from low construct validity,
which means decisions made based on the results are not
necessarily reliable but result in positive effects on the

students.

Conclusion
A usefulness analysis must take into account

each of the six elements, and also consider the
environment in which the test is taken. In terms of a test
used to measure language proficiency, the test was found
lacking. When looking at the administration of the test, it
is found to be reliable, practical, and is carried out
efficiently. However, shortcomings in construct validity,
authenticity, and interactiveness were found due to the
test not adequately testing communicative English. One
interesting aspect of the test seems to be the use to which
the qualification is put. In the environment of this
commercial high school, both students who enter
university, and students who will enter the workplace can
put the qualification to good use. As such, this test is found
to be useful. There are flaws found in this test, but due to
its use the students will continue to take the test
regardless of these flaws. It is worthwhile to put effort into
improving the test to represent genuine English
communication so that it will not only be useful to students
as a qualification, but also encourage practical
communicative English education, and as a meaningful

tool to measure the resulting language ability.
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4 How About You And So On: Formulaic Language

John Campbell-Larsen
Kyoto Women’s University

Speakers use a large number of multi-word chunks and formulae in the course of spoken interaction. The
ability to use formulaic language is a key indicator of fluency (McCarthy, 2010, Hasselgreen, 2004).
Second/foreign language learners may rely on a limited menu of formulae, using them in ways that are
subtly different to native speakers. This may result in sending unintended messages and pragmatic
confusion. In this paper | focus on four fixed expressions that are frequently found in the talk of Japanese
learners of English: How about you?, By the way, And so on and Let me see. | will outline their functions
in English based on corpus data and describe the ways that they are used in student talk. | suggest that a

more nuanced understanding of the functions of these formulae and explicit teaching will aid learners

achieve more developed pragmatic and interactional abilities.
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In spoken interaction, speakers do not proceed through
their turns on a word-by-word basis. Rather, speakers use
a large number of pre-assembled items to convey
meaning and intent to their interlocutors. These items are
referred to variously as chunks, formulae, holophrases,
and so on. These lexical formulae appear in a variety of
forms and are used by speakers for a variety of different
purposes. The ability to use these formulae naturalistically
is a key indicator of spoken fluency (McCarthy, 2010,
Hasselgreen, 2004) and as such these formulae must be
a component of any speaking course. However, within the
broad category of formulaic language, there are several
sub-genres which differ in various ways and present
different challenges to language learners. | will briefly
outline some of these sub-genres below before focusing

on a small number of formulaic expressions that are

primarily used for pragmatic purposes in multi-party

interactions.

Genres of formulaic utterance
Perhaps the simplest instances of formulaic

language are noun plus noun collocations. These are
words that often appear together, often in fixed order and
whose meaning is usually transparent from the
constituent words. Examples of this category are such
commonplace items as boys and girls, salt and pepper,
knife and fork. A more challenging category of formulaic
utterances for language learners are idioms. These are
formulae such as ‘cut him some slack’, ‘miss the boat’ or
‘get bent out of shape’, whose meaning is not readily
accessible from an analysis of their constituent words.

The meanings of these expressions may not be
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accessible to language learners although native and
highly proficient speakers of the language should be able
to process the meanings metacognitively and easily
explain, for example, that ‘get bent out of shape’ means
that a person is upset and dissatisfied with a situation.
Another category of formulaic expressions that is much
less accessible to the intuitions of both language learners
and native speakers are expressions that fulfil a primarily
pragmatic function, especially in spoken language.
Expressions such as | mean, you know and the thing is
are frequently occurring items in mundane spoken
discourse (See McCarthy, 2010 for corpus data on
frequencies), but the precise function (or functions) of
these formulae may not be immediately accessible to
metacognitive reasoning and they may prove problematic
to explain to learners. In fact, such words (and other
single-word pragmatic tokens such as well and like) may
be stigmatized and dismissed as mere fillers and even as
throwaways, exasperating expressions, pollution (cited in
Gilquin & De Cock, 2013), even though they fulfil a range
of important functions. The complexity involved in
explicating pragmatic language can be seen in Heritage
(2015) where the pragmatic functions of the word well are
addressed. Heritage’s literature review references 19
papers by distinguished scholars spanning a 37-year
period.

In summary, pragmatic formulae may present specific
difficulties for language learners and their teachers alike.
| suggest that for pragmatic formulae, their relative
inaccessibility to introspection, their multifunctional nature
and the tendency to be stigmatized can lead to these vital
pieces of language being not taught, under-taught or mis-
taught. In the following sections | investigate some of the
functions of four expressions that are familiar to most
Japanese learners of English with the aim of achieving a
more nuanced understanding of their function is spoken
discourse.

Common Learner Formulae
Although language learners may experience

trouble in giving expression to their thoughts and proceed
through utterances in a word-by-word fashion, even
elementary learners are usually familiar with certain
formulaic utterances and can deploy them readily in
speaking. In the case of Japanese learners of English
there are, in the author’s experience, a small number of

formulaic expressions that are recurrent in learner talk.

Among these are four expressions that serve a basically
pragmatic function. These are; How about you?, And so
on, By the way, and, Let me see. In a survey of university
third-year Japanese English majors (N=23) carried out by
the author, all students indicated that they have been
taught these four expressions by Japanese teachers in
formal, institutional settings. In the author’s view, these
formulae, as used by learners, are interesting in two
respects. Firstly, in the frequency of use, and secondly, in
the way that they are used, which is often subtly different
from the ways that native speakers (or proficient second
language speakers) use them. The issue of frequency is
hard to quantify, but the example of ‘How about you?’ will
give some indication of the issue.

In video recorded data collected by the author
(approximately 100 minutes of spontaneous student peer
talk, see Campbell-Larsen 2019b for background on
participants and data collection methodology), the formula
How about you? was uttered 26 times. By comparison, in
audio recording of spontaneous conversation among
three native English speaking friends in a restaurant
setting the formula did not appear at all in 55 minutes of
data. Not only does the expression seem over-
represented in learner talk, it also stands in comparison to
the absence of other pragmatic formulae. McCarthy
(2010) reports that the pragmatic formulae You know and
I mean are among the most frequent multi-word chunks in
spoken English. In the classroom data mentioned above
there is zero occurrence of either of these two
expressions. The lack of certain high-frequency
expressions and the over-reliance on a limited menu of

other formulae is a feature of student talk in my data.

In addition to the frequency issue, the ways in which the
learners use the words is often, subtly different from the
usage of native speakers. In the following sections | will
discuss issues of usage with reference to student data

and corpus.

How About You?
The ability to engage in spontaneous spoken

interaction in a foreign or second language is more than
just the ability to produce grammatically correct
utterances. Participants in interaction must orient to the
need to achieve orderly turn taking. Sacks, Schegloff and

Jefferson (1974) outlined the system of turn taking that
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applies to mundane interactions. In outline, speakers can
achieve transition by the following means:

1) The current speaker nominates the next
speaker who must then take the turn.

2) If the current speaker does not nominate the
next speaker, then, when the current speaker has
reached a point of possible transition, any other
participant may self-select and begin speaking.

3) If the current speaker reaches a point of
completion and does not nominate a next speaker, and no
other participant self-selects to take a turn, then the
current speaker may self-select and take a further turn.
(Sacks, Schegloff & Jefferson, 1974, p. 704).

For rule 1) the means by which a current
speaker can nominate a next speaker are varied. The
current speaker can use address terms, intonation, eye
contact, pragmatic cues or any combination of these to
signal that speaker transition is relevant, and furthermore
to signal who the next speaker should be. In the case of
student use of the formulaic expression How about you?
some commonalities are apparent.

1) The formula is used to bring about speaker transition.
2) It is used at the end of a turn which itself may be a
response to a question.

3) The formula is used to index that original question and
direct the poser of that original question (or another
participant) to provide an answer. The following excerpts

of student talk are illustrative:

Excerpt 1
M: What time did you get up this morning?
F: Ehh, | got up at (.) eight thirty
M: Eight thirty?
F: 1,  went to my friend’s house so, (.) it (.) Yeah.
How, how eh How about you?

M: | got up at eight, eight ten

Excerpt 2
Rei: What, what are you doing in Golden week?
Aya: | go (.)go to Aqua Resort.
Rei: Aqua?
Chie: Aqua resort?
Aya: Aqua resort.
Rei: Ah, sounds good. How about you?
Chie: Uhm...I...maybe | didn’t | work every day.

Nominating a next speaker in this way is not
unknown in NES interactions, but there are several points
to note in the way that students use the formula. Firstly,
as mentioned above, is seems to be overused by learners
compared to NES. This suggests that other means of
bringing about turn transition may be underdeveloped.
Secondly, the formula may be seen not so much as other-
nomination, but as self-deselection. That is, the speaker
using the formula quickly passes the responsibility to talk
to some other after very minimal contribution from
themselves. The formula used thus hinders progressivity
in that it prevents the prior speaker from engaging in any
uptake of the answer just given. In excerpt 1 above, F’s
answer to the question about what time she got up is given
in a minimal fashion. Her use of the formula requires M to
talk about his own waking time and tacitly prevents M from
delving any deeper into the contents of F’s turn. Similarly,
in excerpt 2, Aya’s response to the question is left at ‘I go
to Aqua resort’. No further details are sought, nor can be
sought as the talk has moved on to Chie’s upcoming plans.

The formula is not present in the author's NES
data. In searching corpora for use of the formula, some
differences can be observed in the way it is deployed.
Firstly, the expression is not that common. Davies (2004)
shows only 76 hits for the term. Secondly, the term is
predominantly tagged as appearing in written genres (66
out of 76 instances). Thirdly, of the spoken genre, five of
the instances were of the formula used to make a
suggestion rather than nominate the next speaker, as in

the following example:

Excerpt 3

A: You want your coat on, how about you
having a try and see if you can put yours on,
like Richard and James (pause) do you think

you can?

The website Youglish (https://youglish.com)
allows users to input a word or phrase and the search
engine searches YouTube videos for the item(s). The
videos will appear in sequence cued to the point where
the phrase occurs. Using this tool, the phrase How about
you? gives a large number of hits -over 3,000. (The total
countis not conclusive as non-contiguous instances of the
words are also included.) Again, the use of the phrase in
its suggestion function is prominent. In its ‘next speaker

nomination’ function several recurrent phenomena are
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observable. Firstly, it is almost always used in interactions
featuring more than two speakers. Most of the instances
are from panel type events. This may be due to the nature
of the data. More of these events than mundane
conversations appear on YouTube. Clearly, in dyadic
interactions the question of who is the next speaker is a
lot more straightforward than in interactions featuring
larger numbers of participants. In these panel type events,
speaker turns are usually allocated by some person
serving as host or moderator and the formula is
universally deployed by these persons. The formula is
often not a turn-end, stand-alone question, but is often
combined with an address term and often with a question

appended, as in the following examples. (H = Host)

Excerpt 4. Entrepreneurs
wspu (2015 13:14 — 13:21)

H: And how about you? You’ve sold Xobni but
you now have Sincerely and Postagram

How many people are you employing?

Excerpt 5. Innovation
RIT Production services (2013, 14:03- 14:10)

H: Great (.) Paul how about you? what's your

philosophy on innovation?

Excerpt 6. Writers
The Richmond Forum (2013, 1:04:54 — 1:04:59)

H: How about you Doris? uhh are, do you have
a ritual as a writer?
These examples reveal the speaking
environment in which the formula appears. Use of
address terms may occur prior to or succeeding the
formula. The formula may index a previously asked
guestion, as is the case with student usage, or, the
guestion may initiate an entirely new topic sequence.
From these data it seems to be the case that learners are
overusing the formula and using it in a bare, stand-alone
way that often interferes with progressivity. For a fuller
discussion of this formulaic utterance see Campbell-

Larsen (2019a).

And So On

English is replete with a large menu of words
that are variously known as vague category markers
(Evison, McCarthy and O’Keeffe, 2007) or general
2014).

expressions are defined by Overstreet as,

extenders  (Overstreet, These formulaic

[Tlypically optional and attach to otherwise
grammatically complete utterances. They are mostly
found in spoken English, particularly among younger
speakers, and perhaps as a consequence are virtually
absent from older descriptive grammars of the English

language. (p. 106).

The most commonly occurring general
extenders are; or something, and everything, and things
(like that), and stuff (like that) (Biber et al cited in
Overstreet 2014, p. 106). English is very productive in
these expressions. Overstreet (1999, p. 4) lists 36
examples and notes that other, novel, coinages are
common.

These expressions fulfil a variety of pragmatic
functions such as list completion (Beer, wine and stuff),
thus avoiding prolixity, and hedging (A booklet or
something) that align with the Gricean maxims of quantity
and truthfulness respectively. They also suggest shared
social knowledge that promotes intersubjectivity and
mutuality. The utterance Cameron, Brian and those guys
alludes to the listener's shared epistemic status in
knowing who those guys are, such knowledge being
inaccessible to out-group persons. In addition, as
McCarthy (2010) notes, these expressions often occur at
turn final position and thus signal that turn transition is
imminent, thereby helping participants manage turn-
taking.

In student data, general extenders are
noticeable by their absence, even in places where

deployment would be optimal, as in the following:

Excerpt 7
R: What kind of job (.) what do you, will you have
part time job?

C: Uh. | want to some café (6.0)

In this case, the inclusion of a general extender
to indicate further types of desirable jobs, such as | want

some café or restaurant or something like that would
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seem apposite, but the turn ends and a prolonged pause
ensues, signaling perturbation in turn-taking. Of course,
absence of an item is not proof that it is unknown and no
strong claims can be made concerning absence and
interactional competence (See Hall and Pekarek Doehler,
2011), but the absence of general extenders in my data is
notable.

The productivity of English in respect of general
extenders has been noted. This stands in contrast with
Japanese where informants report a reliance on a more
limited menu of parallel expressions, namely nado and
toka. Students report that they have been taught that the
English translation is and so on. This expression is
comparatively rare in conversational English. In the British
National Corpus (Davies, 2004-) of the first 1,000
instances of the expression only 18 are tagged as
appearing in the conversational genre. The majority of
instances are from meetings and other, more formal

genres of speaking.

Let Me See

As speakers progress through a turn, they may
encounter troubles in giving utterance to their thoughts.
These troubles may stem from a variety of causes, such
as memory lapses, misspeaking and the like. For
language learners, turn progressivity may also be
compromised by shortcomings in knowledge of the L2
vocabulary, syntax or morphology and other issues
connected to emergent linguistic and interactional
competence. Speakers encountering such difficulties can
engage in various repair practices such as self-initiated
self-repair, appeals for other-repair, signals to maintain
progress by disattending to the trouble source and
strategizing around the difficulty, and the like (Sacks,
Schegloff & Jefferson, 1977).

In my data there are no instances of
this formula, let me see but it is discussed here because
all students reported knowing it and it appears in
Japanese English language textbooks as an item that
signals a trouble source. For example, in the textbook
One World (Matsumoto et al 2011, p. 107) the expression
is given as one translation for the Japanese marker eto.
The proposed function seems to be as a turn holder that
buys time for the speaker while he or she engages in
cognitive activity to construct the turn. Eto is an extremely

common marker in Japanese spoken interactions and

Japanese learners of English often suffuse their English
speaking with this marker. The translation of eto as Let
me see may not be entirely accurate. Although eto serves
to hold the floor for the current speaker and indicate on-
line processing, let me see is often used differently by
native speakers of English. The formula has a directive
meaning of please show me. It also has a turn holder
function, but it often holds the turn while the speaker is
searching for some external resource such as a clock or
a timetable rather than engaging in internal cogitation and
calculation. Both the British National Corpus and the
Youglish sites show a clear majority of the show me
function, with the second function being retrieval of
external information, such as a presenter locating
information on a slide during a presentation or checking a

watch to confirm timing.

Once again, learners report having
being specifically taught the formula in formal instruction
and, also report it being taught as a turn holder while
mental processing of the target language is taking place,
equivalent to eto. Signaling to an interlocutor that the turn
will be taken but that some time is required while internal
language processing takes place is probably a highly
salient feature of L2 talk. However, speakers can do this
more or less felicitously. Extended silence, use of L2 and
multiple restarts lie at one end (the less felicitous end) of
a spectrum (Gardner, 2007). Rapid deployment of
discourse markers and hesitation markers such as uh and
uhm in turn initial position lie at the other end of the
spectrum. The formula let me see, given its multi-
functionality and its tendency to signal turn holding while
contentis retrieved from some external source is probably

sub-optimal in its taught function.

By the Way

As with the other formulae mentioned above,
students universally report having been taught this
expression in formal instruction. The function of this
formula is generally taken to be topic disjunctive. That is,
the speaker signals that the following talk will be topically
unrelated to the previous talk with the tacit meaning that
the previous topic is now finished and will not be returned
to. This expression appears recurrently in my student data
(six instances) compared to zero instances in 55 minutes
of native speaker talk. This is perhaps indicative of the

difficulty that language learners experience in sustaining
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on-topic talk for extended periods. The following excerpt

is illustrative.

Excerpt 8
Y: Ah no | had ah one first class was not | had
A: Good you're lucky
Y: From second so ah | lucky and by the way

winter vacation | was with my friend

Once again, the formula has nuances of usage
that differ from the simple introduction of a new topic. BNC
data shows that the expression is often used to introduce
incidental material that will not be salient in subsequent

speaking as in the following:

Excerpt 9
A: It's a piece of cake for you! Somebody to wait
on you! Hand and foot. And by the way, you've
got your old trousers on did you know?
B: Oh! Have I? Oh!
A: Yes you have! (pause) Have you got rid of the

cod liver oil taste yet?

It is also frequently deployed subsequent to
rather than preceding an utterance to account for that
utterance’s seeming departure from the topic at hand as

illustrated in the following:

Excerpt 10
A: ...lying on the beach at midnight going to
sleep in your sleeping bag, with a bottle of
that and your goat’s cheese
B: We're going away in October by the way
A: Are we? Where we going to?

It seems that in native-speaker talk this formula
broadly signals topic disjuncture but this disjuncture can
be either final or merely temporary and the formula can be
placed either prior to or subsequent to any disjunctive
utterance. This is in contrast to learner use which is only
to use the formula to signal upcoming and complete topic
disjuncture and to signal that previous talk has been

completed and should be seen as closed.

Conclusion
Formulaic utterances are a highly salient feature

of spoken interactions and key indicators of fluency.

However, various different formulae present differing
levels of accessibility to both teachers and learners with
simple propositional two-word collocations being most
accessible and formulae that fulfil pragmatic functions
being the least accessible. This paper has focused on four
formulae that are well-known to most Japanese students
of English and are frequently deployed in learner talk.
However, the frequency of these utterances in learner talk
may differ from that of native and proficient speakers and
the exact ways that language learners’ use the formulae
may be subtly different from the way native and proficient
speakers use them. A more nuanced understanding of
these formulae on the part of teachers and learners can
help to develop learners’ interactional competence and
avoid pragmatic confusion. The precise ways in which
these formulas can be taught to students will vary by
context and level and teachers, once aware of the
pragmatic functions of these formula, can apply a

methodology that suits their own context.
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5 Scaffolding for Success in IELTS Speaking
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System (IELTS) measures the language proficiency of
people who wish to study or work where English is the
main language of communication and is accepted as
evidence of

10,000 educational

worldwide.

Japanese students score well below the global average in the IELTS test (IELTS, 2012) especially in the
speaking and writing sections (Allen, 2017). This is likely due to the disproportionate amount of time spent
in secondary school preparing for university entrance exams that mainly focus on receptive skills
(Watanabe, 2004). The rote memorization of grammar rules and mechanical ability to react to grammar,
reading, and listening questions required to succeed on these exams does not prepare students for the
IELTS test, which requires them to give immediate answers to both concrete and abstract questions and
speak with little hesitation for one to two minutes about a random topic for which they have only one minute
to prepare. Based on the theory of instructional scaffolding (Beed et al, 1991), this paper will focus on
methods to help Japanese students overcome their lack of experience with spontaneous production by
first presenting them with concrete and easily attainable tasks and gradually increasing the difficulty of
tasks in terms of the level of abstraction, fluency, and accuracy required. Methods for giving students
formative feedback for their performance at each stage of task difficulty will also be discussed (Crooks,

2001).
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continued to struggle with IELTS and score well below the
productive
components of the exam. In an attempt to mitigate this,
our paper demonstrates how instructional scaffolding can
help to improve spontaneous speaking by implementing

critical thinking to answer abstract questions, which is



essential for achieving success on the IELTS speaking

test.

Lagging IELTS Production Scores in
Japan
IELTS 2012 global statistics show that
Japanese L1 test takers scored below the global average.
The results show that they scored particularly low on the
speaking and writing sections of the test, with speaking
having the widest marginal difference from the global

average.

Table 1

Average of IELTS 2012 Japanese L1 Test Takers vs
Overall IELTS 2012 Average (Allen, 2017)

IELTS 2012 IELTS 2012 Japanese
Average L1 Average
Overall 5.9 5.8
Reading 6.0 5.9
Listening = 6.0 6.0
Writing 55 5.3
Speaking | 5.9 5.6
These low IELTS scores have been

demonstrated even at one of Japan’s most prestigious
universities. Allen (2017) examined the IELTS results of
204 students from University of Tokyo, who completed the
test in their first year of study, and again within the
following academic year of 2014. The results of the
students’ initial test show that they also had a large
discrepancy between their productive and receptive skills

and scored even lower on the speaking than the national

average.

When examining the English language
requirements for entering University of Tokyo, it becomes
evident why these students struggled on the speaking
section of the IELTS. The National Center for University
Entrance Examinations (NCUEE) is a syllabus-based test
based on the national school curriculum. The test focuses

on vocabulary, grammar, pronunciation and receptive

skills, such as listening tasks made up of short and long
dialogues. There are no writing or speaking tasks on the
test (Watanabe, 2004). The 2013 University of Tokyo
exam included reading, grammar, listening, and writing
sections. However, just as the NCUEE, there were no
speaking tasks on the exam, hence, none of the students
were required to perform speaking tasks in any of the
entrance exams. In a series of questionnaires, Allen
(2017) discovered that, out of the four skills, the 204
students answered that reading was most focused on in
both high school and cram school, while speaking was the
least focused on. This could be a major reason why these
students scored poorly on the speaking section of the
IELTS exam. Therefore, much more attention should be
given to the development of fundamental speaking skills

of Japanese students.
Table 2

Average of Participants in Allen (2017) vs Overall IELTS
2012 average

204 University of Tokyo [ELTS 2012
Students - Initial Test Average
Overall 6.2 5.9
Reading 7.2 6.0
Listening | 6.6 6.0
Writing 55 55
Speaking | 5.4 5.9

Literature Review: Scaffolding
The term scaffolding was used by Wood, Bruner,

Ross (1976) to describe a mode of learning designed to
bridge the gap between a learner’s current ability and their
potential ability. In the early stages of language-learning,
elements of tasks may require a level of skill that is
beyond the learner, thus scaffolding provides the help that
makes task completion possible. As the learner
progresses, the scaffolding is removed until they are

completely autonomous. (Wood 1976).

There are three important features of instructional
scaffolding that facilitate learning. Firstly, it requires
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interaction between a learner and an expert. Secondly,
learning should take place within the learner's zone of
proximal development, meaning that the expert needs to
be aware of the learner's current level of knowledge and
provide help to complete tasks that are slightly beyond
that level. Finally, the help provided by the expert is
gradually removed when the learner becomes more
proficient. (Beed, Hawkins, & Roller 1991).

The zone of proximal developmentis an essential element
of instructional scaffolding. The term zone of proximal
development was first proposed by psychologist Lev
Vygotsky, who defined it as the distance between the
actual developmental level as determined by independent
problem solving and the level of potential development as
determined through problem solving under adult guidance,
or in collaboration with more capable peers (Vygotsky,
1978). In other words, it is the distance between what a
learner can do without support, and what they can do with
the support from a more knowledgeable teacher or peer.
The zone of proximal development should be at a point
beyond what a learner can already learn independently. It
is at a point when a learner needs support from someone
more knowledgeable, but not too far beyond what the
learner is capable of doing. Unlike Piaget, who believed
that children developed in a spontaneous process that is
initiated and completed by the children, stemming from
their own efforts, Vygotsky believed that children would
not advance very far if they were left to discover
everything on their own (Crane, 2010). He thought that we
cannot simply look at what students can do on their own,
but instead we must examine what students are capable
of doing in a social setting. Students are most often able
to complete a task in a group or with assistance before
they are able to complete it on their own. and thus,
Vygotsky believed that a teacher’s job is to move a child’s
mind forward step-by-step, and they must determine

which students are ready for which lessons (Crane, 2010).

Methods and Material Design

a) Design principles

Based on the principles of instructional
scaffolding and the IELTS band 5 and 6 descriptors, a
matrix for developing students’ ability to improve their
communications skills was created. The reason that

bands 5 and 6 were chosen is that 5 represents the

average present level of attainment on the test (Allen,
2017) and 6 is a common goal for students that wish to

join study abroad programs.

The materials were designed for a second-year
communications class at a large Japanese university.
Although the university had no official requirements for
students to take the IELTS test, the rationale for using the
test criteria as a basis for course design and assessment
is that the test's structure moves students along a
continuum from basic to more complex tasks. For
example, the first task represents a baseline level of
attainment that can be expected of candidate: they are
able to give short responses to simple interview questions
about personal topics. In the second task, they are given
one minute to compose a short speech about a personal
topic, which also allows them a chance to demonstrate
their ability to more abstract elements of the topic. Finally,
in the final task of the test, students are expected to
express opinions based on more abstract aspects of a
topic. They are also not given any time to prepare, and
have to respond to the interviewer’s questions as quickly

as they can.

Based on these tasks, an IELTS speaking task scaffolding
matrix was developed (see figure 1). Atthe 0 point of the
matrix is what (false) beginner level students are capable
of doing on their own, such as answering simple questions
about everyday topics in non-sentential utterances. For
example, they may be asked “What food do you like?”, for
which an acceptable response could be “Sushi”. The X
axis is related to the students’ level of performance and is
related to bands of the IELTS test and the three tasks on
the test which increase in difficulty as the test progresses,
with simple interview questions at the bottom and debate
at the top. The Y axis is related to the topics on the test
and moves from very basic, concrete, and familiar topics,
such as place of living, food, and hobbies, and moves to
less familiar, controversial, and abstract topics. For
example, if the topic is food, students may be asked to
express their opinions about genetically modified food and

whether they feel it is safe.
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|IELTS Speaking Test Practice Scaffolding Matrix

Discuss why Discuss the
Explain why people should benefits and
food is cook for drawbacks of

Discussion Questions important

themselves GM food

Explain what
GM food is

Individusl Speech

Cooking and

Genetically
food

modified food

Interview Questions

preparatio
T L

Fueryday Topics Lwss Famillar Topics

Controversial Topics

Figure 1 - IELTS Speaking Scaffolding Matrix

b) Materials
Materials for this project were developed along

this matrix and were related to a unit in the textbook
Contemporary Topics about Genetically modified food.
Lessons were designed for each of the four main stages
along the matrix. First students were asked to complete
simple interview questions about food. These were meant
to get students talking about simple aspects of the topic

(See figure 2).

Warm up interview How often do you go to

guestions restaurants?

Talk with a partner

What is your favorite

about these questions:

What examples can you
think of healthy food?

What examples can you

food? think of unhealthy food?

Why do you like it?

Figure 2 - Interview questions (sample)

Next students were given more technical vocabulary in
Japanese about the topic and asked to translate it into
English (See figure 3). This has been recognized as an
effective way to facilitate vocabulary acquisition by
activating prior knowledge (Kanbe, 2015; Mulia, 2015).
After the translation activities were completed, students
were then asked to fill in the gaps in a series of English
sentences using the vocabulary they learned. Later parts

of the task increased in difficulty by asking students to
provide the correct form of the word. In this way, students

moved from understanding the meaning of the word in
their native language to recognising the correct use of the

word in their native language.

Vocabulary Translation - Translate the following words
into English

15548 3. RIS 5. ¥4y

272 IELE 4. g 6. #oy

Figure 3 - Translation activity (sample)

After completing the vocabulary work, students were
given three minutes to prepare a two-minute speech
about a food that they had eaten recently and use the
vocabulary to describe its taste, texture, and nutritional
content. Students were then given another speaking task
in which they were asked to describe how to make a dish
in which they were given two minutes to prepare, and
finally a third speaking task in which they had just one
minute to prepare a two minute talk about a dish they had
prepared recently, how to make it, and its taste, texture,
and nutritional value. By reducing the preparation time
and increasing the amount of content expected within the
same amount of speaking time, students were expected

to increase their fluency (Lowe, 2015).

Throughout these activities, students were given
formative feedback, which is defined as an ongoing
assessment process designed to improve student
attainment (Crooks, 2001). Thus, students were made
increasingly aware of teacher expectations in terms of
their delivery, such as clarity of speech, eye contact, and
posture, and expectations in content. At first, students
were allowed to look at notes when they gave their
speeches and the content expected of them was mostly
descriptive in nature. However, when they were
introduced to the next section of the course, the debate,
the expectations related to both delivery and content

became more difficult.

Students were separated into groups of three and allowed
to choose from a list of possible debate topics (See
Appendix). As outlined in the scaffolding matrix, the
phases of the debate became increasingly demanding of
the students’ English skills as the debate progressed. The
first part of the debate was the resolution. This required
the students to research their topic and find three reasons
to support their position and use relevant evidence to

support their position. Each student was expected to give
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a reason to support the group’s overall thesis. They were

also given a list of useful phrases for stating resolution.

The next section of the debate was the cross-examination.

This was by far the most difficult part of the debate as it
requires skills, such as critical thinking and the ability to
respond in a discussion spontaneously, that it has been
observed that Japanese students in particular struggle
with (Allen, 2017). To familiarize students with this, they
were asked to listen to two resolutions, each with various
flaws in supporting evidence and logic, think of cross
examination questions, and write them down. They were
also supplied with question forms to use (Figure 4). While
the for and against groups listened to each other's
resolutions, they had to think about cross-examination
guestions. They did the debate three times. The first two
times were practice debates and they were given three
minutes conferral time before the cross-examination.
During this time they could consult with each to formulate
the questions. The third debate was the final debate,

which

Cross-examination questions

Repeat the other groups’ supporting point
-You say (other group’s supporting point). However,
Ask for references

-What is your source? -Do you have a reference

for...? -Where did you get this information?

Ask for more data

-Can you give some exact numbers support this?
Ask for clarification

-Please explain what you mean by...-You say... What

do you mean? -Can you elaborate on...

Figure 4 - Cross-examination questions

did notinclude conferral time and they had to perform the
debate in front of the rest of the class. Their classmates
listened and, after the debate was over, voted on which

side won the debate.

The final debate received a summative assessment. Each
student was given a separate grade based on the quality
of their delivery and content in their part of the resolution,
the quality of questions and their ability to answer
questions, as well as their ability to deliver a part of the
conclusion. All in all, the project was meant to gauge
students’ ability to engage with more abstract content, use
critical thinking to formulate thoughtful questions, and be
able to respond to questions asked to them effectively. All
skills that are required to receive a band 6 score in the

IELTS speaking test.

Survey, Results, and Discussion

a) Participants
The participants in the study were all second-

year students in the Science and Technology department
of a large Japanese university. The students were taught
the material explained above in a total of seven 90-minute
sessions. After the study was concluded, they were asked
to complete a survey. The total number of respondents
was 114. The participants were divided into five classes,
according to their majors. Of the five classes, four were
considered to be the most advanced students in their
major based on their scores on the GTech proficiency test.
The class that did not receive the high scores on the test
was used to pilot the survey, the rationale being that this
group would be the most likely to have difficulty
understanding the questions. These students did not
report any major problems with the survey items. The
survey results for this group, which was 25 students in
total, were not included in the data reported in the results
section of this paper because they were not considered to
be of the same proficiency level as the other students.
Also, there were three students who requested not to

have their answers included in the data.

b) Survey

Upon completion of the debates, students were
given a 10-item survey. Of the survey items, seven
questions asked them about the extent to which they were
asked the extent to which they felt they could do the
various activities on a 5-point Likert scale. There was also
a multiple- choice question in which they were asked how
often they used English during class time (see Appendix

for full survey).
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Survey Results
Overall students were fairly positive about their

use of English in class. As shown in Figure 5, the majority
of students felt that they either used English most of the
time (36%) or sometimes (36%). A smaller, but still
significant, number of students (16.3%) believed that they
used English 100 percent of the time. The number of
students who felt that they rarely or never used English

was comparatively small.

Figure 5 - Student self-reports about the amount of

English used in class

In terms of student responses to the questions about their
ability, there was a tendency to lean towards the middle
of the Likert scale. As shown in Table 2, students felt that
translation was very useful for learning new vocabulary.
However, were less sure of the helpfulness of filling in
missing words to understand how to use the vocabulary
they translated in complete English sentences. They were
even slightly less confident about their ability to use that

vocabulary in a short speech.

Regarding interaction, students seemed confident that
simple interview questions helped them to think about
their topic. They also felt reasonably confident in their
ability to construct a resolution about a certain side of a
debate. Moreover, they were equally confident that they
could listen to another person’s resolution and make a
guestion about it. Where they showed much less
confidence, however, was in their ability to answer
questions about their own resolution. This supports the
observation that Japanese students find responding to
questions much more difficult than constructing speeches

or questions.

Table 3

Questions about Student Belief in Their Ability

Survey ltems Mean | Standard

deviation

Simple interview questions help | 3.68 | 1.23
me to think about the topic.

words from | 3.87 | 1.16
Japanese to English helps me

Translating

learn new vocabulary.

Filling in the missing word in | 3.59 | 1.06
English sentences helps me
understand how to use the

vocabulary | translated.

| can use the vocabulary || 352 | 1.11
learned to make a short, simple

two-minute speech.

| can make a resolution about | 3.64 | 0.95
one side of an argument and
support it with references (for
example, "Vegetarianism is an

unhealthy lifestyle.")

| can listen to another person's | 3.64 | 0.96
resolution and make a question
about it.

| can listen to another person's | 3.49 | 1.01
question about my resolution and

answer it.

Discussion
Scaffolding was used in all of the speaking tasks

as students were guided in their preparation and given an
ample amount of time to prepare for their answers. The

scaffolding was gradually removed so that the learner
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could become more autonomous, which is consistent with
the theory of instructional scaffolding (Beed, Hawkins, &
Roller, 1991). Inthe speaking questions about food,
students were initially given three minutes to prepare their
answers. This time limit was reduced to two and finally
one-minute preparation to in order to give a two-minute
answer, which is consistent with Part 2 of the IELTS
speaking test. Moreover, the speaking matrix was meant
to gauge students’ ability, in order to find their zone of
proximal development, and slowly increase the topics to
more abstract content. The students were guided in order
to have them develop their critical thinking, formulate
thoughtful answers, and be able to respond to questions
effectively, all of which is required to achieve a band 5 or
higher in IELTS.

As mentioned, the survey shows that the students
seemed confident that simple interview questions helped
them to think about their topic. They also felt confident
with their ability to construct a resolution on a side of a
debate. Their confidence also came with their ability to
listen to another person’s resolution and make a question
about it. All in all, the survey showed that with the
speaking matrix and debates, students felt confident with
their ability to listen, plan and construct. The response
with the highest mean of 3.87 was given to “Translating
words from Japanese to English helps me learn new
vocabulary.” This might be because students were in their
comfort zone when they were scaffolded the most, as they
could use their first language in order to grasp the

meaning of English vocabulary.

The lack of confidence lies in their ability to answer
guestions about their own resolution. The mean was 3.49
which was the lowest of the survey to the statement, “I can
listen to another person's question about my resolution
and answer it.” This can be because students were not
given prep time and were expected to answer
spontaneous. This can be attributed to the washback of
their pre-tertiary education, in which there is a strong lack
of productive skills practice. However, the scaffolded
speaking activities were limited to 90-minute classes in a
short period of time, and so more practice would be
necessary to eventually bring more confidence in their
ability to respond, especially to spontaneous questions
with little or no time to prepare. The goal of the scaffolded
speaking exercises is to increase a student's
spontaneous speaking skills and bring more autonomy to

a student’'s ability to answer abstract conversation
questions in preparation for the IELTS speaking test. The
lower confidence is perhaps to be expected until the

students have more time to improve.

Limitations and Considerations for Further

Development
A limitation in this study was that there was no

pre survey and post survey given to the students. Both
could have allowed a comparison of the students’ level of
confidence before and after using these materials.
Moreover, the program did not allow enough classes to
run these comparisons. If this study could have continued
over a two-year period, there would have been sufficient
time to observe their improvement, as well as their
confidence from a pre-to-post survey comparison. There
was a time constraint due to the length of the program,
and so this comparison could not have been done
effectively. Furthermore, the number of lessons that the
students received were spaced out fairly far apart.
Perhaps if they had received more instruction and with
less time lag in between sessions, they could have

improved more.

Conclusion
Japanese students score below the global

IELTS average due to their lagging productive skills,
particularly with speaking. This has been attributed to their
pre-tertiary education, which gives few chances for
productive skill development. Japanese students are not
required to do English speaking tests on the national
university entrance exam, and therefore pre-tertiary
education is geared to the development of receptive

skills.

This study offers techniques of scaffolding IELTS
speaking questions, and IELTS-type questions that can
help Japanese test takers prepare for the speaking
section of the IELTS exam. Based on the super global
university incentive promoted by MEXT (Japanese
Ministry of Education), there is a big push to get more
students studying abroad. However, many students are
not able to qualify for the study abroad program because
they cannot meet the minimum IELTS score requirement.
Our methodology can help Japanese with spontaneous
speaking and critical thinking skills, which is a requirement

to achieve the minimum band 6 in order to study abroad.

The 2019 PanSIG Journal 44



Itis clear that Japanese English learners need to improve
their speaking ability in IELTS, and in general, to remain

competitive in a globalized world.
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Appendix

Debate Topics

Should university students use smartphones/tablets in their
classes?

Should Japan allow more foreign workers?

Should university tuition be free?

Should the government subsidize artists/art?

Should children (be required to) learn about art in school?

Should companies (be required to) provide daycare for their
employees?

Are smartphones helpful/harmful to young people?
Should the government subsidize artists/art?
Should university students have a part-time job?

Should university students use smartphones/tablets in
their classes?

Should Japan allow more foreign workers?
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6 A Small-Scale Investigation into the Efficacy of Pronunciation
Instruction at a Japanese College

Stephen Clarke
Nagoya College

Lauren Landsberry
Nagoya College

Much past research into the effectiveness of pronunciation instruction has limited relevance to pedagogy
because it measures accent rather than comprehensibility or intelligibility (Derwing & Munro, 2015). More
research is necessary to investigate the effectiveness of classroom instruction. The authors conducted a
pilot study measuring comprehensibility and the nativelikeness of two discrete pronunciation features
using a novel data analysis procedure that is less burdensome than standard procedures. Seven subjects
received seven hours explicit pronunciation instruction over 15 weeks based on materials in the
pronunciation textbook “Clear Speech” (Gilbert, 2012). Eight raters were sent short excerpts from pre- and
post-test recordings via SNS and rated their relative comprehensibility. One of the authors also
subjectively rated the nativelikeness of the rhythm and the /8/ and /8/ sounds. Only one subject showed
some improvement in comprehensibility, three showed some improvement in rhythm and there was almost
no effect on pronunciation of /6/ and /8/. More research is needed to show that explicit pronunciation

instruction is a worthwhile use of class time.

FEFHRE DA RSN BT D E DWFIED L ATBRMENE 2 RFE L 72 W T2 O BURIE A~ DO BPEME 2 [RE L T &
7-(Derwing & Munro, 2015), FH#H X7 — X O 7= o8 LW 2 EH LT A 7V 2 HREET 5
Ry NAZT 4 B FEhw LTz, T4HOWBRENREETDOT XA L “Clear Speech”  (Gilbert, 2012 4F)

DEFIEESE 1 5D > TR L2 TR ORI R ERELZ T2, 84BN/ Vv
—F IR L IR OWRE DR 2E LI b O s — R HL7Zb0E SNS (L %Y A%
HYZR PR L 2OV TR L 72, AWFFEOZEF O— NFFRIFZ U X LR th OFIZOWT b EBIHIIFEN L
Too BRFRPEICOUWTIIME— 1 4 OFBRE ICHER Lo, 3ADOPREITY XLADEMR R LT,

th OFICOWTIZIERL DRIZR N0 o7, S HR DN AR S HREN R ERICERTH

LT LT DI ETH D,

Few would deny that acquiring good

2012). L2 Pronunciation resource books such as Derwing

pronunciation is an important part of learning a second
language. It is also true, however, that teachers tend to
regard pronunciation as difficult to teach and their
instruction usually has unsatisfactory results (Szpyra-
Kozlowska, 2014). Although there was a period during the
1980s when explicit pronunciation instruction was avoided
as a waste of time (Derwing & Munro 2015), many
influential figures in the L2 teaching field now see it as a

necessary part of the curriculum (e. Harmer 2015, Ur

& Munro (2015), Grant (2014) and Szpyra-Kozlowska
(2014) confidently state that teachers can expect to see
good results if their instruction is properly designed and
implemented. Against this backdrop, the authors reflected
on their own disappointing classroom experiences. We
were not confident that our pronunciation teaching had
brought about a positive effect and decided to investigate

its efficacy.
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Literature Review
Successful, pronunciation teaching should lead

to improvement that is both long-term and evident in
spontaneous speech, not only in the controlled speech
typical of pronunciation activities. Three recent studies
have attempted to synthetize past research data on the
efficacy of explicit L2 pronunciation instruction. Saito
(2012) found evidence for significant improvement
resulting from instruction in 13 out of 15 published studies.
Thomson and Derwing (2015) examined 75 published
articles and observed that 82% of them reported
significant improvement. In a meta-analysis of 86
published studies, Lee et al. (2014) calculated an average
effect size for instructional interventions of 0.89,
representing medium to large effects. These findings
appear positive, but we need to be cautious when
interpreting them. Lee et al. (2014) acknowledge a bias
towards statistically significant results in their selection of
published studies. Saito (2012) did not report how many
of the studies included a delayed post-test, so we do not
know how durable the gains were; it is possible they
disappeared after a few weeks. Authors of only two of the
15 studies in Saito (2012) claimed to have analyzed
spontaneous speech. Krashen (2013) questioned these
claims and argued that the effects of direct pronunciation

instruction are only evident during monitored speech.

Research into comprehensibility and
intelligibility, two of the key terms in the field, provides
important insights. Derwing and Munro (2015) define
comprehensibility as the “ease or difficulty a listener
experiences in understanding speech” (p.5) and
intelligibility as “the degree of match between a speaker’'s
intended message and the listener’'s comprehension” (p.
5). The

comprehensibility and intelligibility is complex (Derwing &

relationship between accent and both

Munro 2015, Grant, 2014) so it is possible, for example,
for comprehensibility to increase with no significant
reduction in accent (Saito, 2011). As a result, Derwing and
Munro (2015) conclude that “a considerable body of the
research literature on L2 speech has, at most, limited
value for the classroom because it focuses on accent” (p.
50). Thomson and Derwing (2015) echo this criticism,
arguing that since the relationship between discrete
pronunciation features and overall comprehensibility and
intelligibility is unknown, many past studies “lack

ecological validity” (p. 333).

Discrete pronunciation features are frequently
divided into segmental features, (individual vowel and
consonant sounds) and suprasegmental features
(prosodic features including intonation, tone, stress and
rhythm). Saito (2015) argues that since most studies
examining the instruction of suprasegmentals have been
conducted in ESL contexts, we also need to investigate
the effects in EFL contexts, in which learners typically
receive less L2 input. Some students which have been
conducted on Japanese learners include Saito and Saito
(2016), who found significantly greater gains for an
experimental group in overall comprehensibility, word
stress, rhythm and intonation than a control group. Also,
Saito (2016) found that university student subjects
showed significant improvement in rhythm in an
immediate post-test. However, neither of these studies
included a delayed post-test and there was no

assessment of spontaneous speech.

Clearly, more empirical studies are required, but
many researchers prefer to present pedagogical ideas in
the literature without providing empirical data to back up
their claims. As an illustration, since 2008 there have been
11 papers published in the JALT Conference Proceedings
on pronunciation, but only three of them included
empirical evaluation of learner speech, none measured
comprehensibility and none used an outside group of
raters for data analysis. One reason for this lack of
empirical research may be the perceived difficulty of
conducting a pronunciation study. Speech samples must
be carefully elicited, edited and then randomized, and
data analysis should be performed by a group of outside
raters in a controlled environment, leading to issues of
how to compensate the raters for their time. In addition,
the acoustic analysis of discrete pronunciation features
requires use of specialist software such as Praat, for
which most teachers are not trained. Therefore, the
standard procedure followed in published papers may
appear dauntingly labour-intensive, time-consuming and

logistically challenging to many potential researchers.

The Current Study

This research was conceived as a small-scale
pilot study. The main aim was to discover whether
evidence could be obtained of long-term improvement in

pronunciation due to instruction. A secondary goal was to
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find out if data collection and analysis could be achieved

more easily than in standard practice.

The authors agree with Derwing and Munro
(2015) that the main focus of pronunciation instruction
should be improving intelligibility and comprehensibility,
therefore we incorporated a rating of comprehensibility
into the research design. Since we chose raters who
raters were accustomed to listening to Japanese learners
of English, we did not expect useful results from an

analysis of intelligibility.

The comprehensibility rating was expected to
bring useful results for classroom practice, but it would not
shed any light on the effect of instruction on discrete
pronunciation features, which may improve without
affecting comprehensibility. Therefore, we also chose to
anlayze the change over time of one segmental and one
suprasegmental feature; the ‘th’ sounds (dental fricatives)
and rhythm, which is caused by “the differences in stress
between content words and function words” (Saito, 2016).
The ‘th’ sounds are not found in Japanese and are often
difficult for Japanese learners (Saito 2011, Swan & Smith
1987) and the moraic structure of Japanese means that
many Japanese learners’ speech does not have a strong
contrast between stressed and unstressed syllables
(Koike, 2013).

The rating of these two discrete pronunciation
features was based on a native-speaker model because
this was straightforward and fitted in with the selected
textbook’s approach. Recently, traditional native-speaker
models have been problematized, with claims being made
for the acceptability of certain features associated with
non-native speaker pronunciation (Derwing & Munro 2015,
Szpyra-Kozlowska 2014). It was not our intention to take
sides in this debate; we simply wanted to discover

whether explicit instruction led to any long-term change.

Research Questions
RQ1. Does explicit pronunciation instruction improve the

subjects’ comprehensibility and does any improvement

last over time?

RQ2. Does explicit pronunciation instruction make the

rhythm of the subjects’ speech sound more native-like?

RQ3. Does explicit pronunciation instruction make the
subjects’ pronunciation of the /8/ and /6/ sounds more

native-like?

Research Methods

Subjects
The subjects were seven first-year English

majors at a Japanese junior college who took the same
weekly speaking class. This class was taught by one of
the authors and was part of a general English program of
5 classes per week. The subjects did not receive
pronunciation instruction in any other class during the
research period. Their TOEIC scores ranged between 300
and 470 and none had spent more than one week in an

English-speaking country.

Procedure
It was decided to use a reading-aloud text for

eliciting data, since such tasks are the most common
assessment of pronunciation (Thomson & Derwing, 2015).
A 210-word text was adapted from the “Clear Speech”
Teacher's Resource Manual (Gilbert, 2012) to elicit
samples of controlled speech (see appendix). Recording
of all speech samples was conducted during class time.
The subjects were instructed to find a quiet place on
campus and record themselves on their smartphones
reading the entire dialogue aloud. They then sent the

recording to one of the authors via the LINE™ SNS.

A pre-test was conducted in October 2017.
Instruction started immediately afterwards and was
carried out over 15 weeks, once a week, amounting to
approximately seven hours. An immediate post-test (post-
1) was conducted in January 2018 and a surprise delayed
post-test (post-2) was conducted four months later in May
2018.

Content of Instruction
All pronunciation instruction was conducted in

Japanese by one of the authors, who used and adapted
materials from the textbook “Clear Speech” (Gilbert, 2012),
The aspects of English pronunciation taught to the

subjects were:

- The emphasis of content words and de-emphasis of

function words in sentences.
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- Intonation and pitch patterns.

- The correct number of syllables in words and avoidance
of epenthesis (the insertion of unnecessary vowels into
consonant clusters in words). Epenthesis is a feature of
Japanese learners’ speech (Swan & Smith 1987, Koike
2013) and leads to ‘katakana English’ pronunciations
such as the word ‘sports’ being pronounced with three

syllables: ‘su-po-tsu’.

- The /6/ and /8/ sounds, /b/ and /v/, and /r/ and /I/ sounds.
As these sounds do not exist in the Japanese language,
they are often problematic for Japanese English speakers
(Swan & Smith 1987, Saito 2011).

The instructor used some non-traditional
methods to teach these features. Learners held thick
elastic bands to learn about word stress kinesthetically.
They placed their hands in the rubber band and stretched
it apart when pronouncing the stressed section of the
word. Kazoos were used to teach the ‘musicality’ of
English intonation. One learner played a kazoo to mimic
the tone and rhythm of a certain English sentence and a
partner had to listen for the correct number of syllables
and identify the correct sentence from a list. Also, learners
were sometimes directed to clap hands or tap the desk at
the same time as pronouncing syllables. Traditional
drilling of problematic sounds, stress patterns and minimal
pairs was also employed. The instruction comprised not
only of production but also listening practice, in which the
subjects had to identify word stress, the number of
syllables in words and intonation patterns. Some of this
listening practice was done as weekly homework. Since
the subjects were unaware of many pronunciation
features, the instruction involved an element of
consciousness-raising, as well as phonological

explanations, output practice and feedback.

Data Analysis
Each reading of the dialogue took approximately

90 seconds and the authors used the “Audacity(R)’
software to edit these recordings into shorter excerpts. A
total of six short sections of the dialogue were selected for
rating purposes, which are underlined in the appendix.
Each section was one or two lines long, taking between 5
to 10 seconds to listen to. For each subject, three excerpts
were selected for analysis. Choice of excerpt was random,
but if the recorded speech contained a long hesitation,

misreading or cough, it was changed for another. The

recordings were edited into 21 sound files. Each file
contained the recording of the same excerpt from the pre-
and post-tests. Seventeen files contained recordings from
the pre-test, immediate post-test and delayed post-test.
Four files did not contain the delayed post-test recording
due to missing or corrupted data. The order of the
recordings was randomized and known only by the
authors. The raters heard each excerpt introduced only as
‘Recording A’, ‘Recording B’ or ‘Recording C’.

A total of eight volunteer raters were asked to
rate the speech samples for comprehensibility. Six were
native speakers of English and two were advanced level
non-native speakers from Brazil and Bulgaria. All were
part-time English teachers at the institution and some had
taught the subjects before. All names were kept
confidential. The raters ages ranged from 35 to 63 and
they had lived in Japan for between 10 and 25 years.

The raters were explained that
comprehensibility is different from accent and intelligibility
and relates to how much effort is required to understand
a spoken message. They were instructed to listen to the
files in a quiet location and to give their full attention every
time. They were asked to intuitively judge the relative
comprehensibility of the recordings in each file. No rubrics
were used because we were aiming for a holistic,
subjective appraisal. It was explained that one or two
recording(s) of an excerpt may be more or less
comprehensible than the others, or that there may be no

discernible difference in comprehensibility between them.

Over a period of about one month, the raters
were sent sound files via the LINE™ SNS and the authors
collected their responses through the same SNS. Not all
raters responded to all of the requests to listen to and rate
the files, but a minimum of three, a maximum of eight and
a mean average of five rated each file. The authors
identified any patterns in the comments, simplified them
into short phrases, then summarized these into
tendencies concerning the superiority or inferiority of

particular recordings.

Ratings of the nativelikeness of rhythm and the
/6/ and /8/ sounds were conducted by one of the authors,
a 46-year old male who has lived in Japan for 24 years.
When rating rhythm, he listened for the degree to which
there was a detectable difference between stressed and

unstressed syllables, and whether stress was correctly
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placed on content words. In English, stressed syllables
have higher pitch and are longer and louder than
unstressed syllables (Derwing & Munro, 2015). When
rating the ‘th’ sounds, he listened for whether ‘th’ sounds
were pronounced clearly as /6/ and /8/ (dental fricatives),
or as either the alveolar fricatives /s/ and /z/ or post-
alveolar fricatives / [/ and / 3/ that Japanese learners often
substitute them for (Swan & Smith 1987).

Results
The excerpts selected from the seven subjects

recordings are presented in Table 1, as well as the total
number of ratings or each file. An asterisk indicates that

the post-2 data was missing.

Table 1 — Dialogue Excerpts that were Rated

Subject Excerpt Number of
Number Ratings
A File 1 2 8
File 2 3 5
File 3 6 5
B File 1 1 8
File 2 3 5
File 3 6 5
C File 1 6 6
File 2 5 7
File 3 4 5
D File 1 2 5
File 2 3 4
File 3* 2 4
E File 1 4 5
File 2 3 5
File 3 6 5
F File 1 5 5
File 2* 4 6
File 3* 3 4
G File 1* 5 7
File 2 4 4
File 3 2 3

The summarized ratings of comprehensibility for
each file are presented in Table 2. Numbers in brackets
indicate the number of raters who gave that rating. In
many cases, no clear trend emerged and such cases are

marked as ‘inconclusive’ in the table.

The ratings for comprehensibility for Subject B
were consistent and clearly showed the superiority of the
immediate post-test over the pre-test. Ratings were
inconclusive for post-2 in files 1 and 3, but three of five
raters found post-2 to be superior in file 2. Some raters
noticed improvement in either of the post-tests in Subject

E’s files, but the evidence was sometimes contradictory,

so no firm conclusion can be drawn. For all other subjects,
the results were inconclusive: the post-tests were not

consistently rated as more comprehensible.

The ratings of the nativelikeness of rhythm (see
Table 3) were inconclusive for Subject B, so there was no
correspondence with the comprehensibility ratings.
Subjects D, E and F had inconclusive results for
comprehensibility, but there was some evidence for

improvement in the nativelikeness of rhythm.

In response to research question 3, the author
could not notice any difference in the quality of the /6/ and
/8/ sounds in 19 of the 21 sound files. The two sound files
in which a difference in quality was noticed were from
Subjects D (the delayed post-test was superior) and G

(the pre-test was superior).

Discussion
The improvement in the comprehensibility of

Subject B’s pronunciation is the main positive finding from
this study, however there is insufficient evidence to
suggest that the improvement was completely maintained
up to the delayed post-test. In addition, since speech was
elicited only in a reading-aloud text, it is unknown whether
there was also improvement in spontaneous speech.
Despite receiving 15 weeks of pronunciation instruction,
the evidence does not lead us to conclude that the speech
of the other six subjects became more comprehensible.

Some evidence was found for a change to a
more native-like rhythm in Subjects D, E and F’s samples
but there was no corresponding improvement in
comprehensibility. In some cases the raters found slower
speech less comprehensible, but the author rated it as
having more native-like rhythm. Two explanations come
to mind. Firstly, the author and the raters may have
conceptualized comprehensibility differently, which would
indicate a problem with the research design. Alternatively,
learners may need to slow down to allow themselves time
to pronounce words in the way they have been taught and
this may cause them to appear less comprehensible.
Instruction of the /6/ and /8/ sounds seemed to have had

almost no effect on the learners’ pronunciation.
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Table 2 — Summarized Comprehensibility Ratings

Subject File 1 File 2 File 3 Verdict

A post-1 superior (4) pre- superior (3) post-1 and post-2 Inconclusive
pre-superior (2) post-2 superior (2) superior (5)
no difference (2)
post-2 inferior (3)
pre- inferior (1)

B post-1 superior (6) post-2 superior, then post-1 superior (4) Strong evidence of
post-1 and post-2 post-1, then pre- (2) post-2 superior (1) improvement on post-
superior (2) post-1 superior, then post-2 inferior (2) 1, weaker evidence
pre- inferior (5) post-2, then pre- (1), for improvement on

post-1 superior (1) post-2
post-2 superior (1)

C pre- superior (3) post-1 superior (4) post-1 superior (2) Inconclusive
post-1 superior (2) no difference (2) no difference (1)
post-1 and pst-2 post-2 superior (1) pre-superior (1)
superior (1) post-2 inferior (2) post-2 superior (1)

D post-2 superior (5) post-2 superior (4) pre- superior (3) Inconclusive
post-1 inferior (3) no difference (1)

E post-2 superior (2) post-2 superior (3) post-1 superior (5), Some evidence for
post-1 superior (1) post-1 and post-2 post-2 inferior (4) improvement on the
pre- superior (1) superior (2) post-tests, but not
pre- and post-2 superior enough to be
1) conclusive.

F pre- superior (5), pre- superior (5) post-1 superior (4) Inconclusive
no difference (1) post- superior (1)

G pre- superior (3), pre- superior (4) post-2 superior (2) Inconclusive
post-1 superior (2) pre- and post-2
no difference (2) superior (1)

Limitations However, since it was possible to obtain

There are many possible explanations for the
overwhelmingly negative results of this study. Firstly, it
must be admitted that there were weaknesses with the
research design. The lack of consistency in the ratings of
comprehensibility may have been due to the fact that we
asked the raters to judge the relative comprehensibility of
two or three samples, rather than have them rate each
sample individually. The method adopted in this study
may be less suitable for identifying small differences. In
addition, it is possible that the raters’ concentration levels
fluctuated between listenings. The sound quality of the
recordings, which were not made in laboratory conditions,
may also have fluctuated. The suitability of our procedure
for rating comprehensibility needs to be judged by
comparing it with results from a more conventional rating

method.

consistent comprehensibility ratings for at least one
subject, there are grounds for believing that our
procdedure produced valid results and for considering
other explanations for the lack of improvement from
instruction. For example, the instructor may have failed to
properly implement the pedagogy advocated in the ‘Clear
Speech’ materials. Alternatively, this pedagogy or indeed
any explict pronunciation instruction may be ineffective, at
least in the present context. In addition, the instruction
may have included too many features of pronunciation,
overloading the students. Also, one semester of
instruction may be too short to produce noticeable results.
Change in the quality of pronunciation could even be U-

shaped: it may get worse before it gets better.
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Longitudinal studies may be needed in order to better

understand changes in learner pronunciation.

Table 3 — Subjective Rating of Rhythm

Comment

Verdict

FILE 1: No
difference.

FILE 2: No
difference.

FILE 3: No
difference, except
faster speech rate
in the post-tests.

FILE 1: No
difference.

FILE 2: Post-1
superior, post-2
inferior

FILE 3: Post-1 and
Post-2 superior

FILE 1: Pre
superior due to
higher range of
intonation.

FILE 2: No
difference.

FILE 3: Post-1 has
better rhythm
(although slower).

FILE 1: Post-2
superior, pre-
inferior

FILE 2: Post-2
superior, pre-
inferior

FILE 3: No
difference.

FILE 1: No
difference.

FILE 2: Post-1 and
post-2 superior.
FILE 3: Post-2
superior (although
slower).

FILE 1: No
difference.
FILE 2: Post-1
superior

FILE 3: Post-1
superior

FILE 1: No
difference.
FILE 2: No
difference.
FILE 3: No
difference.

Inconclusive

Inconclusive

Inconclusive

Some evidence for
improvement on
the post-tests,
particularly post-2.

Some evidence of
improvement  in
the post-tests.

Some evidence for
improvement  in
post-1.

Inconclusive

Conclusion
The authors began this research project with the

aim of discovering whether explicit pronunciation
instruction could be effective in their context. The results
obtained were disappointing so we remain to be
convinced that class time spent on pronunciation
instruction is worthwhile. While there were weaknesses
with our research design, we decided to present our
findings because it is important to avoid the file drawer
problem of researchers refraining from publishing studies
with negative results. In addition, we wish to have more
teachers reflect on the basis of their beliefs concerning
pronunciation instruction. EFL teachers need to base their
teaching practices as much as possible on empirical data
and the authors encourage other teachers to investigate
for themselves whether pronunciation is actually

something that can be taught effectively in the classroom.
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Appendix

: Excuse me. Where’s the library?

: Sorry, did you say Moatside or Mottside?
: Mottside. 1Go i
: Thanks. | need to buy some books for my classes.
Do you want to buy books or borrow books?

: I want to buy some books.

: Are you studying Spanish?

Did she pass?
No, the opposite. Unfortunately, she failed.
That’s too bad!

<That \ he’ .

2@ >»0>»0>0>0>0»>0 >8>0 »

. It's on the corner of Cupley Road and Mottside Avenue.

Yes, it's going to be my major. What are you studying?

I know how it is. | get mixed up with Spanish words that sound like English words, but have different meanings.

Well, | wish her a lot of luck. And good luck to you, too. It was very nice talking to you.
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7 Effectiveness of Poster Presentations for CLIL Courses
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This paper discusses the effectiveness of poster presentations as a teaching methodology in Content and
Language Integrated Learning (CLIL) courses. In the course being described, students are tasked to do
research, design and make poster presentations on a topic from each of the themes covered. The authors
propose that these presentations provide an opportunity to meet Coyle’s four Cs criteria: content,
communication, cognition, and culture, and share their own experience of how they have successfully
integrated poster presentations as a core activity in classroom learning. Links between CLIL and higher
motivational levels are also explored. Finally, the results of an extensive student questionnaire are
presented. The questionnaire was designed to elicit the learner's perspective on their experiences
researching, preparing and presenting the posters. The results showed a general satisfaction among the
students with the process as a means to communicate new information to one’s audience. Nevertheless,
some of the student responses reveal they miss some opportunities to go beyond content and to improve
more on their L2 learning and communication through the processes of research, practice, and

presentation.

ZOE, CLILNASFER A AR DBIRIEIC BT 2R A —RBEOAMMETH LD TH D,

ZORAZ —=FROIGBOHIIE, Coyle DIUSOEHEFREC Ny 7| SEAFL, e plE ),

HIACP)DBHZZ I ANLD 2 LR T&E D, Z L THET CLIL OBLARIEIIE LTOZDRA X
—REEMHE LWHWHT L L eEL, TORREZMB LA TEIRENLTZOShD LM TVD,

2O CLIL LEFN— a COBRMEICE L Tid, SBERET Th o2, LfE~DIRHeT > 7r— b
FERRND ., ZORAZ—=RROGAECET 28207, BEAbREL WD,

The term “Content and Language Integrated
Learning” was coined in the 1990s to name an
educational approach to the teaching of foreign/second
languages in which students are taught part of their
content curriculum in that language. Such an approach
has, of course, long been the case in colonial and
postcolonial education whereby much education is
conducted in the language of the former colonizers (Smith

& Ssali, 2019). However, the current global movement
originates in Europe, encouraged by the 1995 European
Commission White Paper on Education and Training
which stated that it was “necessary to make proficiency in
at least two foreign languages at school a priority”
(European Commission, 1995, p. 13). Given that this
needed to be attempted without increased time resources,
in order to maximize exposure to the foreign languages
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some content classes (for example, mathematics or
geography) would be taught in those languages (Marsh,
2002). That is, students engage with foreign language
texts and other resources in the process of genuine

content learning as well as foreign language acquisition.

Subsequent theorization of CLIL has led to
Coyle’s popular model of the four Cs: Content,
Communication (unrehearsed, scaffolded production),
Cognition (thinking skills) and Culture (awareness and
tolerance of difference) as key elements in good CLIL
education (Coyle, Hood, & Marsh, 2010). While the
definition of CLIL is contested in terms of its relationship
to other concepts such as Content Based Instruction,
English Medium Instruction, and immersion education,
and in terms of the balance between the priorities of
content and language acquisition (“hard” vs “soft” CLIL),
the trend is to treat it as an umbrella term that can be

identified with all of these practices (Pérez Canado, 2016).

CLIL has spread quickly from Europe, and is now used

increasingly in Asia, including in Japan (Pinner, 2013).

CLIL: Success and Motivation

Although the modern CLIL movement in Europe
emerged as a solution to curricular time constraints,
subsequent research suggests that as a language
teaching methodology, CLIL may have several
advantages over language-only teaching approaches. In
particular, active and passive vocabulary, writing and
grammatical complexity, oral production, and strategic
competence (expressing more with limited linguistic
resources) all appear to be enhanced with CLIL, and
evidence also suggests that CLIL helps the language
acquisition of those students who either have less
aptitude or interest in foreign language compared to
traditional non-CLIL teaching (Dalton-Puffer, 2011).
However, as Dalton-Puffer and Pérez Cafiado both note,
with several studies comparing CLIL and non-CLIL groups
at the same institution, there may be self-selection
advantages for the CLIL groups, something which later
studies have tried to address.

There is also an increasing body of evidence
that the CLIL approach raises the motivation of students
to study a foreign language. It is theorized that this effect
comes from the way that CLIL classes “provide foreign

language learning with meaning and real life,” capitalizing

on how student interest in content may often be greater
than in straightforward language learning (Fernandez
2014).

disaggregated motivational effects suggested that “lack of

Fontecha, Indeed, a recent study that
interest” had the biggest impact on the lower attainment
of non-CLIL students (Pablo & Jiménez, 2018). Notably,
given the current study, Lasagabaster's (2011) factor
analysis found that “interest and instrumental”
motivational factors in CLIL students (valuing English as
a life skill whether generally or specifically for work) had a
significant relationship with successful learning outcomes,
whereas factors based on enjoyment of learning English

or effort did not.

However, while there is a growing literature on
the differences between CLIL and non-CLIL outcomes,
including motivation, there appears to be very little that
considers differences between students within CLIL
courses. As noted above, there is evidence that CLIL may
give a relative advantage to students not normally
oriented towards language learning. However, most
research comparing students within CLIL courses looks at
content outcomes, rather than motivation or language
outcomes. This imbalance is understandable given that
primary and secondary education systems need
assurance that content goals have not been compromised
by the move to CLIL. The current study provides an
opportunity to examine motivation levels across a range

of language abilities..

Posters in CLIL

A key issue in CLIL is the use of authentic
2010).

presentations constitute such an activity, as they are

materials and activites (Meyer, Poster
widely used in everyday professional and academic
contexts to communicate information that is new to
audiences (llic & Rowe, 2013). Their usefulness as a tool
in the EFL classroom has also long been recognized:
done in small groups they allow repetition of fluency tasks,
they encourage the negotiation of meanings with
audiences, and they reduce anxiety compared to whole

class presentations (Prichard & Ferreira, 2014).

They are also particularly appropriate in CLIL. In
the course described here, poster presentations give
students an opportunity to research, design, and present

on a topic within a specified theme. For example, if the
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topic is “leaders,” students must choose a political leader
from an English-speaking country and describe their
career. As such, this activity provides an opportunity to
meet Coyle’s four Cs criteria: content, communication
(where the images selected for the poster provide
scaffolding for extended oral production), cognition
(where students must select key information about the
topic and choose images to represent them as well as

analyze how to express these ideas), and culture.

Background to the Course
The course in which poster presentations are

being examined here originated as a three-year
coordinated compulsory CLIL course in the culture and
history of English-speaking countries at a mid-level
Japanese university. Two of the authors were tasked in
2014 with the development of a course that would meet
the newly reoriented department’s two goals of teaching
the cultures of English-speaking countries (Eigo-ken) and
increasing a focus on English language instruction. They
had, in other words, to design a course with two aims:
improving language (the ability to study and research
cultural issues in English) and improving cultural
knowledge (Smith & Ssali, 2019) as the course can also
be seen as part of a university’s response to the Japanese
Education Ministry’s desire for increased English-
language medium instruction as part of broader efforts to
internationalize the education system and globalize the

Japanese labor force (Brown, 2014).

The focus was initially on the first-year intake to
the new department. The course designers faced two
challenges which they wanted the new course to be able
to tackle: “first, first year students typically arrive with a
striking lack of knowledge of English-speaking countries,
including geography and history; and second, students’
English ability level is usually much below that needed for
university level content instruction” (Smith & Ssali, 2019:
85). They proceeded, therefore, to select such content as
would enable students to study ostensibly highly

» oo«

accessible topics namely “food”, “sports”, “music,” and
“movies” for the spring semester, and “tourist sights”,
“famous people”, “holidays & festivals,” and “drinks” for

the fall semester.

Each topic was designed to cover two lessons,

one with an example from the United States of America

and another with an example from the United Kingdom or
any other Commonwealth country. These would, in the
long run, provide opportunities for learning more complex
academic material. The lesson about American food
(What do Americans eat?), for instance, addresses the all-
important issue of historical migrations to the US: what
Americans eat today reflects who migrated to the US,
when they came, where they came from, and what foods
they brought to the new world. The lesson about British
food (Sunday Roast), on the other hand, introduces the
multi-purpose historical monument of the Tower of
London. Lesson one on “Sports” (Baseball), would
address issues such as the rise of US power in the Pacific,
while lesson two (Cricket) would introduce learners to the
width and breadth of the former British Empire. In
“Famous People 1”7 (Martin Luther King Jr.), learners
would be introduced in simple fashion to the Civil Rights
Movement, while lesson 2 (The Dalai Lama) would not
only enable them to learn about Buddhism in English but
also to have a peep into the more complex China-Tibet
problem. Learning about the Christian holidays of Easter
and Christmas in “Holidays and Festivals”, on the other
hand, introduces learners at an early stage to the complex
issues of what Christians believe, in general, and

Christian ethics in particular.

Subsequent second and third-year courses
have also been selected with the same guiding philosophy.
Learning about Winston Churchill under “Leaders” (a
second-year spring topic), for example, provides an
opportunity to learn about the Second World War from a
British perspective. Other topics, like “Religion,” however,
are about straight-forwardly complex issues that have
been intentionally selected for review and for a deeper
analysis having been introduced in the first-year course.
At all the three levels, and with every topic covered, four

elements can be traced in language preparation:

(1) Direct vocabulary study. Each two-lesson topic is
preceded by a bilingual vocabulary list of 80-100 words.
The items are chosen to fit both the general topic and the
specific lessons, and students are assessed with simple

Japanese-to-English and English-to-Japanese tests.

(2) Intensive reading. Each lesson has (at least one, and
sometimes two) basic historical and cultural content
readings recycling as much vocabulary from the list as

possible.
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(3) Extensive reading. Students take home teacher-
written (usually fictional) stories, recycling as much
vocabulary as possible, related to topic, and tested for

fact-retention with short multiple-choice-question tests.

(4) Research and presentation skills in English. 2-3-
minute poster presentations in small groups of 3-4
students are considered the high point of each topic, and
indeed of the course in general. Students must do
research and make the presentation on an example from

any English-speaking country, and they should speak with

no notes and answer other students’ questions afterwards.

At least one of the lessons in the textbook is always given
in presentation form, and we hoped, in the original design,
that the content example, as well as the language focus
provided, would give adequate scaffolding for students to
research and plan their presentations and thus fulfill the
departmental aim and CLIL goal of improving students’
ability to communicate on cultural topics (Blower,
Rozsnyoi, and Smith, 2017).

Our Experience Using Posters
A general observation from teaching this course

has always been that students’ knowledge of the
geography, history and cultures of the world, let alone of
the English-speaking countries, is low. The course,
therefore, culminating in poster presentations and
introducing concrete here-and-now items, has so far been
worth all the effort. The items (pictures in a poster),
introduced both through the sample lessons and the
students’ own presentations, invite learners to go deeper
into their background and explore the vital questions of
who did what, where, when, and to what effect. As Blower,
Rozsnyoi and Smith observed, citing Meyer (2013),
“presentation tasks provide opportunity for students to
begin to engage higher order thinking skills as they

engage in ‘pushed output”™ (Blower, Rozsnyoi and Smith,
2017: 304). Moreover, images can be described by
students of any level at their own level. The show-and-tell
effect, it has been observed, goes a long way to bridge
the gaps in language abilities and confidence that
inevitably exist among students. In addition, the image
selection students undertake during poster preparations

is an economical demonstration of research.

It must be observed, however, that students

originally lack research know-how. We have learned over

the few years of running the course that constant teacher
guidance is the key to producing ever better results. One
of the part-time teachers at two of the authors’ university
has recently created systematic guides to student
research for all three years. We hope these guidelines will
help improve the students’ search for proper information
as well as their choice of appropriate images. Showing
“good” and “bad” poster examples to students helps them
to choose pictures better. Two pages in the first-year
textbook are devoted to this, and it has helped remedy the
tendency students had in the early days of the course to
choose the appropriate number of images which, although
they depicted the topic in various ways, did not help tell a
story. Finally, we have also observed, as any teacher
using presentations in an EFL classroom will know, that
there is a persistent problem of script reading. This stilts
the group presentation sessions and denies learners the
all-important practice in presentation skills and fluency.
We have also learned on a positive note, however, that
pre-presentation classroom practice and training in less
reading and more speaking slowly produces results.
Poster presentations are graded, after all, and students
are specifically reminded that they lose points by reading
from a script more than they communicate to their

audience with proper eye contact and all.

All'in all, we have learned from this course, and
with our own students, that following some basic rules
such as choosing a good title that will interest the
audience, planning the format of the poster so that
information flows in a logical way, and using the poster to
answer specific questions and tell a story, can make
poster presentations an effective tool in language
education. It has become clear to us that poster

presentations are an effective tool in promoting:

e  Active learning in groups in the classroom

e  Development of content knowledge

e Improvement in presentation skills including

outside the course

>

e Positive feedback in regular students

questionnaires.
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The Student Perspective
Up to this point, this paper has discussed the

background and rationale for using CLIL and poster
presentations, and shared teacher perspectives on the
process. To examine this effectiveness from another
angle, this final section of this paper presents and
discusses the results of a questionnaire to show better
what is happening in poster presentations from the

student perspective.

Questionnaire

The questionnaire was designed to elicit student
opinions and data in four areas: preparation for the
presentation, practice, experience of the presentation
itself, and things the student might do better next time (this
awareness and

also aimed to raise student

metacognition). The questions are shown in Appendix A.

The questionnaire was set up and responses
collected using Google forms. Immediately after the
poster presentations, students filled in the survey using
their smartphones. In order to ensure that students
understood all the questions, we translated the
guestionnaire into Japanese and had it checked by a
Japanese research colleague. The questionnaire was
carried out with two groups at different universities, Group
A (n=220; second- and third-year students, each divided
into five groups by English ability (TOEIC), surveyed
once) and Group B (n=81; surveyed after five separate
presentations to investigate change over the course of the
semester). Proficiency though, was not considered a big
factor in our expectations of students’ perspectives, just
as it is not a factor in the CLIL textbook and other
materials used for the course across the groups. The
guiding principle in conducting the course, as well as this
particular survey, is/was not to prioritize language learning
over content learning, which may weaken the motivational
strength of CLIL courses (Lasagabaster, 2011). Most, but
not all responses to the questions used in the survey,
were measured on a rating scale of 1 to 5 to gauge the
increasing intensity of the students’ feelings about their
experiences. Some questions, however, requires simple

Yes/No responses, while a few of them were simply open.

Results and Discussion
Below, we have selected and commented on

some of the more informative or interesting results from

the student questionnaires for both Groups A and B.

Group A Results and Discussion

Preparing the Poster
Most students chose a topic that they were not

familiar with before (figure 1). 67% chose a topic that they
hadn’t heard of before or didn’t know much about. This is
a good indicator that the CLIL course is helping them to
learn new content as well as language. Research time for
the poster was generally about 1 hour (figure 2). Students
were encouraged to look at multiple sources of
information to prepare. Figure 3 shows that this was fairly
effective and that only 7% used a single source and 21%
used as many as six sources. CLIL is always a balancing
act between the focus on language and focus on content.
As language teachers, we would obviously like our
students to use English-language source materials, but
36% used only Japanese sources and an additional 45%
used mainly Japanese sources (figure 4). We had
expected some of the students to work together but only
3% prepared their poster with another student (figure 5).
Most students spent from 30 minutes to one hour in

creating their poster (figure 6).

Practice
Students usually practiced their presentation for

around 10-30 minutes (figure 7). We encouraged students
to practice in front of others, but only about 10% actually
did so (figure 8). Equally disappointing was that only 20%
of students took the time to video themselves (figure 9).
Modern smart phones make video very accessible for
everyone and we would like to find ways to have students

utilize them more and thus increase self-awareness.

Presentation
Figure 10 shows students’ levels of confidence

during the presentation. It is encouraging to see that more
than 70% report a score of 3 or above on a scale of 1 to
5. Students also believe that other students were able to
understand them quite well (figure 11). And again, in
figure 12, we see the positive result that students
generally thought that other students were interested in
their presentations. The listeners also showed this interest

by asking questions in most cases (figure 13).

In our experience, one of the best ways to

improve presentations is for the presenter to make good
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eye contact with the audience and this is something that
we always encourage. About 75% report not primarily
reading from a script (figure 14). Judging from our own
observations in the classroom this seems high.
Interestingly, however, if we ask students directly whether
they used good eye contact, the results look quite different
(compare figure 15 to figure 14), with only 38.2% reporting
primarily maintaining good eye contact. It may therefore
be that instructions to keep eye contact rather than not to
read from a script may be more effective in encouraging
students to adopt a successful presentation manner.
From the students’ perspective, eye contact is not the

same as not reading from a script.

Figure 16 shows the positive result that students
believe that the poster presentations are helping their
English skills. Another positive finding is that students
state that their motivation towards English increased as a
result of the poster presentations. Interestingly, when the
results were broken down by year and ability group,
motivation levels correlated with English ability level in the
second year, but not in the third year, who had had one
more year of this course. This gives some support to the
finding by Dalton-Puffer (2011) that CLIL classes help the
motivation of those with less aptitude or interest in

studying English.

Next Time
Finally, figure 18 shows how students believe

that they will be better able to make English presentations
in the future. 41.9% (91students), chose a confidence
level of 3 on a scale of 5, followed by 31% (69 students)
who chose 4. Only 7.8% and 10.6% chose 1 and 2
respectively. Cultural attitudes may be partly responsible
for this show of low self-expectations, as one may not
expect many Japanese students to stand out and say, ‘I
am sure | will do better next time”. Nevertheless, a good
number of students indicated they had benefitted from the
poster presentation exercise as well as the feedback
given both by their instructors and their colleagues, hence
the relatively high level of confidence they will use the

poster to tell better stories in the future.

Group B Results and Discussion
In this section, we discuss the smaller group of

students (n=81) who did five poster presentations over a

semester and responded to the questionnaire after each.

Itallows us to see any effects over time. Some of the more

notable results are discussed below.

Table 1. Time spent preparing each presentation

1st 2nd 3 4tn 5th
Time  spent
researching
(9. 2) 1:46:10 1:33:59 1:36:09 1:23:10 1:22:30
Time to
create poster
(9. 6) 0:54:56 1:09:29 2:01:07 0:41:53 0:35:27
Time  spent
practicing (q.
10) 0:31:28 0:24:24 0:24:12 0:27:10 0:18:16

Table 1 and the graph below show the same data which
illustrates a trend to spend less time on practice and
preparation as the semester proceeds. This could be seen
as an improvement in skills and consequently less time
being required, but it could conversely be seen as a
decrease in effort and motivation as the activity becomes

less novel.

Table 2 below shows some other rather
surprising results. There was little variation in student
confidence and it did not seem to develop as they did
more presentations. Other things that we were
encouraging such as eye contact, asking questions, being
interesting, and being easy to understand also showed

little variation.
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Table 2. Other Responses

st  2nd  3d  4th 5th

14. 1 was confident during
my presentation. 3.55 3.66 3.19 3.68 3.39

15. | didn’'t just read a
script. | presented directly
to the audience. 3.25 3.48 3.02 3.52 3.30

16. | maintained good eye

contact while doing my

presentation. 3.03 3.43 3.05 3.36 3.17
17. The listeners
understood my
presentation. 3.41 3.36 3.00 3.58 3.52

18. The listeners were
interested in my
presentation. 3.18 3.21 2.81 3.32 3.43

19. The audience asked
me questions. 2.78 193 1.67 2.68 2.57

21. | would like to learn
more about my topic. 3.43 3.36 3.37 3.44 3.30

Conclusion

Poster presentations are a useful tool in CLIL as
they allow authentic sharing of content, as well as
interaction with other students and the teacher. Students
decide their own topics, and as the results of the
guestionnaire show, through research and presentation
they get to learn new things about the theme in focus, as
well as widening their knowledge of stuff they already
knew. As visual aids, these posters seem to light up
classroom presentation sessions as they act as powerful
communication tools even for the less proficient students.
From a teacher perspective, we saw continual
improvement over the semester through multiple
presentations, but this was not necessarily reflected in the
student questionnaires. It is quite possible that students
are improving significantly but not realizing this
themselves.  For  teachers

considering  poster

presentations, we suggest helping students to raise self-
awareness through this kind of questionnaire supported

by the use of videos and peer practice groups.
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8 Adding Pronunciation Instruction to the Classroom

Anthony Diaz
Ritsumeikan Asia Pacific University

This article discusses how suprasegmental aspects of English pronunciation can be utilized to incorporate
pronunciation activities into the context of the Japanese English classroom. The basis of this notion is a
synthesis of two strands of research regarding pronunciation; difficulties adult-aged learners face when
attempting to master the phonology of a second language (Nakashima, 2006; Munro & Derwing, 1995;
Scovel, 1969; Long, 1990; Patkowski, 1994) and why pronunciation instruction with a focus on
suprasegmentals is important for Japanese L1 learners (Nakashima, 2006, Nakamura, 2010, Koike, 2014).
The second portion of this article briefly discusses a study that the author conducted that focused on
investigating whether the explicit teaching of suprasegmentals could have a measurable impact on the
speech of Japanese L1 learners. The final part of this article shares some practical pronunciation activities
developed for use in Japanese English classes to teach students about suprasegmentals and describes

how to implement them.

Z ORFUIIHFEOFE ORI OGFEE CTHARORFEDORF 7 T AL —LZED LI LTHET
ITFAET 4 BT D0 BRRET, ZOREOEMIRFTICH L TOMEORSIETT, £9. K
NDZEEFIL > CTH T SEOEHRE ST 5 O L Z & (Nakashima, 2006; Munro & Derwing,
1995; Scovel, 1969; Long, 1990; Patkowski, 1994), |2 A A A DB HIC & - THEEO IR OB EiIR
FRUIZEE 3% &y H 2 & T9(Nakashima, 2006, Nakamura, 2010, Koike, 2014), 2, Z OFtFTFA
DBFEDORBA TR ICE L CoZE 28 L CWET, RKIC, SEOBSHBEICBSWTERTS

a7

=]

RET 7 FET 4 BRI LET,

When considering how to incorporate consideration is largely due to the difference between

pronunciation instruction into the Japanese university
classroom, it can be a challenge for instructors to decide
what aspects of pronunciation to focus on (Derwing &
Munro, 2005). A further issue is that many language
instructors lack training in pronunciation instruction (Koike,
2014) or lack the confidence to teach pronunciation, which
can be especially true for non-native English speaking
instructors. This article attempts to remedy this quandary
by defining the most impactful aspects of pronunciation
instruction for Japanese L1 learners with a solid

grounding in SLA research.

When teaching learners from syllable-timed or
mora-timed languages, such as Japanese learners,
special consideration should be taken as to what aspects

contribute the most to their perceived accentedness. This

English and Japanese syllable structure and rhythm.
Therefore, if the aim of pronunciation instruction is to
enable learners to be more easily understood i.e.
comprehensible, then it is imperative that they are made
aware of the difference between the rhythm patterns of

English and Japanese.

This statement is by no means advocating for the
abandonment of the teaching of English phonemes as
part of a pronunciation syllabus, however, it is the author’'s
belief that instructors must reconsider how they approach
the topic of teaching pronunciation to their Japanese L1
students and a focus on the suprasegmental elements of
English speech patterns should be adopted.
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A Focus on Suprasegmentals
Suprasegmentals refer to aspects of

pronunciation which include intonation, word stress, and
word linking. In terms of Japanese and English
pronunciation, there is a large contrast between the two
languages regarding their rhythms and rates of speech.
As a result, Japanese learners tend to transfer their native
speech patterns when they speak English. Regarding
Japanese English pronunciation, several researchers are
in agreement that the suprasegmental aspects of English
pronunciation pose quite a hinderance to Japanese
learners. Nakashima (2006) states that "differences in
English and Japanese syllable structure systems impose
(p.35).
Furthermore, Koike (2014) points out that "Japanese

many difficulties for Japanese learners"
learners are likely to transfer suprasegmental features
from Japanese" (p. 362). One of the most salient features
of this phenomenon is that when Japanese learners
speak English, they not only fail to stress words that are
normally stressed in native-speech, but they also fail to
contrast between the stressed and unstressed words in
an utterance (Nakamura, 2010, p. 5). In addition, there is
evidence that the suprasegmental aspects of English
contribute more to the intelligibility and comprehensibility
of non-native speech. (Derwing and Munro, 2005; Kang,
Rubin & Pickering, 2010)

Setting Pronunciation Goals for
Japanese Learners

Munro and Derwing (1995) define three
dimensions for evaluating foreign-accented speech:
intelligibility, comprehensibility and accentedness (see
Table 1). When considering what aspects of pronunciation
to focus on, it is essential to consider the target audience,
i.e. who will be listening to the speakers. According to
research regarding the intelligibility of non-native speech
to non-native listeners, it has been found that speakers
from the same L1 as the listener are easier to understand

than speakers from different L1s (Major, Fitzmaurice,

Bunta, & Balasubramanian, 2002; Smith & Bisazza, 1982).

While Japanese students may or may not go on to use
English with native speakers, considering the status of
English a tool for international communication in Japan, it
is almost certain that they will be using English with
speakers from different L1 backgrounds. Therefore, the
guestion which must be addressed is how can instructors

assist Japanese students to improve their pronunciation

Term Definition

The extent to which a
listener actually
understands an
utterance

A listener’s
perception of how
difficult it is to
understand an
utterance

A listener’s
perception of how
different a speaker’s
accent is from that of
the L1 community
Table 1 Munroe and Derwing's Three Dimensions
of Non-native Speech (1995)

Intelligibility

Comprehensibility

Accentedness

with the goal in mind of being more intelligible to listeners
from different L1 backgrounds. In order to address this
question, Instructing students in several suprasegmental
features of English as a means of increasing their
intelligibility was the goal of the study that will be
elaborated on in this article.

Difficulties in Mastering Phonology
A common misconception of what contributes to

difficulties in understanding non-native speech is that it is
due to a lack of competence in the phonology of the target
language or a speaker's inability to replicate the sounds
of the target language. While phonology certainly
contributes to accented-speech, it is the suprasegmental
elements of the English language which have more of an
impact on the intelligibility of a learners' speech (Derwing
and Monroe, 2005). In addition, Kang, Ruben and
Pickering (2010) state that "listeners can tolerate a great
deal of inaccuracy in pronouncing consonants and vowels,
so long as pitch and pausing are used appropriately" (p.
555). Several researchers support the claim that it is
nearly impossible for adult-learners to master a target
language's phonology (Long, 1990; Nakashima 2006;
1994). (1969)

hypothesizes that there is a critical period for acquiring the

Patkowski, Furthermore,  Scovel
"sound patterns of a language" (p. 245) that coincides with
brain lateralization, which occurs around the age of twelve.
Derwing and Munro (2005) state that "Though it is often
assumed that greater accentedness automatically entails
reduced intelligibility and comprehensibility, the situation
is not so straightforward" (pp. 385-386). The researchers
proceed to point out that there often is not a correlation

between speech that is identified as "heavily accented" by
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native speech raters and the comprehensibility rating of
the speech (p. 386).

Testing the Hypothesis: Details of a
Small Study

To investigate if instruction in suprasegmentals
could have an impact on the pronunciation of Japanese
learners' English, in 2016, the present author conducted
a small study at Ritsumeikan Asia Pacific University in
Oita. The study consisted of pre/post-test recordings of
participants’ speech and two twenty-minute instructional
sessions conducted approxametly two weeks apart. In
order to test if instruction would have any impact on the
participants' pronunciation, the participants were recorded
before the first instructional session to acquire a sample
of their natural pronunciation. The recording consisted of
words, phrases, and speaking prompts. The first of the
two instructional sessions focused on word stress, and the
second focused on several common word linking rules.
The study took place over a period of two weeks, and at
the end of the second instructional session, students were
recorded using the same words, phrases, and speaking
prompts from the pre-test recording. After analysis of the
pre/post-test recordings, the present author was able to
observe evidence that all participants were able to
successfully integrate aspects of word stress and word
linking in some of the recorded phrases (see Figure 1).
Most noticeably, the participants post-test speech
samples had a greater contrast in intonation and loudness
between stressed and unstressed words. Itis important to
note that little impact was observed in the unscripted

speech saplees, however it is promising that students

A penny saved is a penny earned.
E) peni  seivd 1z 3 'peni arnd
(Pre-test)

earned.

A penny save dis a penny
? pENni  serv diz 2 'peni arnd

(Post-test)

Fig. 1 Participant 1 Male: Pre/Post-test Sound Waves

were able to incorporate elements of English stress and
rhythm only after being exposed to a very short ammount
of instruction. A further interesting discovery that the
current author discovered was that when participants
were asked if they had ever received any kind of explicit
pronunciation instruction regarding suprasegmentals,
they indicated that they had not and stated that they were
unfamiliar with the concept of stress in English (Diaz,
2017). While five participants are a relatively small sample
size, their answer to this question casts light on the notion
that Japanese English learners are largely unaware of the
differing syllable structures between English and
Japanese and could benefit from being made aware of the
differences. (Readers may refer to [Diaz, 2017] for more
soundwaves from the study and pre/post-test sample

accessed at

https://soundcloud.com/user-781340649)

recordings can be

Pronunciation Activities
The following section will outline some

pronunciation activities that the author has trialed in the
classroom that focus on introducing students to English
suprasegmentals. The primary goals of the activities are
to raise students' awareness of the differences between
the rhythm of English and Japanese speech patterns and
to enable students to internalize form through repetition. |
designed the activities taking varying degrees of
inspiration from the book Teaching Pronunciation: A
Reference for Teachers of English to Speakers of Other
Language (Celce-Murcia, Brinton, & Goodwin, 1997)

Methodology

There are several important aspects that these
activities share in terms of methodology that the current
author would like to stress to the reader (see Table 2). The
first aspect is that these activities are ideal for use at the
start of a lesson as warm-ups. This is because most of the
activities are gamelike and can assist students get
comfortable using English at the beginning of class and
break the ice with classmates. The second aspectis these
activities also feature an aspects of kinesthetic learning by
having students tap or clap along to the words that they
stress. The third aspect is these activities focus on the
three ways that words are stressed in English and how
they emphasize the contrast between stressed words and

unstressed words. For example, instructors can utilize
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these activities by requesting students to say stressed
words longer, louder, or by using a higher pitch. Activities
can be repeated with a focus on one of the three methods
of stressing words. A further benefit of this aspect is that
by having students focus on each way to stress words,
they can discover the way that is the easiest for them to
incorporate elements of stress into their speech. The
fourth aspect is repetition which is important for these
activities and allows students to internalize the form. The
final aspect is the use of a metronome, or other time
keeping device. If instructors have the use of a computer,
YouTube can be used as a source of metronome videos

at various bpms.

Method Rationale

Warm-up activities are gamelike, and

activities lend themselves to use at the
start of class

Kinesthetic having students tap their

learning desks or clap their hands

along with stressed words
helps them to connect the
concept of stress with a

physical action

Stressed words  raises students' awareness of

with longer, the different ways that word-

louder, or higher stress is used in English

pitch

Repetition enables students to
internalize form

Use of keeps students in time and

metronome increases the noticing of

mistaken stress

Table 2 Methodology for Pronunciation Activities

Introduction to English Rhythm and Stress
This activity is based on a simple activity from

Teaching Pronunciation: A Reference for Teachers of
English to Speakers of Other Language (Celce-Murcia,
Brinton, & Goodwin, 1997, p. 155). The activity can serve
as a way to introduce the concept of the difference

between Japanese rhythm and English rhythm to students.

The worksheet (Appendix A) starts with a basic
explanation of rhythm and then demonstrates why using

correct rhythm and stress is important. The last part of the

worksheet demonstrates how an English sentence's
duration is not influenced by how many syllables are in an
utterance but how many stressed words it contains. The
instructor starts by demonstrating this concept by
modeling the "Mice eat cheese." sentences, saying each
one consecutively while clapping their hands. After the
instructor finishes the modeling, students are instructed to
get into pairs and practice saying the sequence of
sentences until they can say all of them consecutively
without making a mistake. To add an element of
competition to this activity, partners can be prompted to
call out their classmates when they hear them make a

word-stress mistake.

Syllable Repetition Activity
In this activity (Appendix B) students are

instructed to practice saying a pattern of the same
syllables and to put stress on specific syllables at the
instructor's direction. This activity can be done with any
variety of simple one-syllable sounds such as ha, la, or ba.
The methodology behind this activity is that by choosing
simple syllables that mimic the stress patterns of simple
English phrases, students can focus on stressing and
contrasting between each syllable rather than on the
words of the phrases. In Appendix B, the syllables that
should be stressed are written in bold capital letters. At
first, students should be instructed to practice the
examples. Then, students may mark random syllables to
challenge their classmates.

English Proverbs
There are two benefits of using English proverbs

to teach stress and rhythm. The first reason is that they
are usually short and easy for students to remember. The
second reason is they can be used to teach students
about culture and to show how there are similar
expressions in common between Japanese and English.
Appendix C presents a selection of English proverbs with

their Japanese approximations.

Jazz Chant Rhythm Game

This activity incorporates rhythm and stress with
a jazz chant style activity (Appendix D). Students are
given paired worksheets which they use to ask and
answer the same question form each round of the game.
This activity can also be adapted for use with any question
form as a grammar review for students. The game-like

nature of this activity is very engaging for students, and
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the repetition of form is a good way for students to practice
English rhythm and stress. It is also possible to add an
element of competition by challenging students to keep
track of their partner's mistakes by telling them that the
student with the fewest mistakes at the end of the activity

will be declared the winner.

Conclusion
Due to the difficulty adult students face to

adequately master English phonology, suprasegmentals
should be a main focus of pronunciation instruction in the
Japanese university classroom. This is because the
literature supports that suprasegmentals have a larger
impact on the intelligibility and comprehensibility of an
utterance. Furthermore, students tend to be largely
unaware of how to improve their pronunciation because
of the difference between English and Japanese syllable
structure. The activity ideas and worksheets included with
this article can serve as a good starting point for any
instructor who has the desire to help their students
improve their pronunciation or to raise their awareness of
the difference between Japanese and English syllable

structure.
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Appendix A

Introduction to English Rhythm and Stress

What is rhythm?

Rhythm is important in English because it helps us understand what is said. We
speak English with a different rhythm than Japanese. When we speak in English, it
is important to try to use the correct rhythm, so we can be understood.

Imagine if the following sentence were read by a robot:
| eat sushi every Sunday at 4:00 p.m.
Now listen to your teacher read it normally. Can you see why stress is important?

Example of Rhythm and Stress

Listen to the teacher say each of the sentences and notice the rhythm.

MICE EAT CHEESE.
The MICE EAT CHEESE.
The MICE EAT the CHEESE.
The MICE  will EAT the CHEESE.
The MICE  will have EATen the CHEESE.
The MICE might have been EATIing the CHEESE.

¥" Now in pairs read the sentences again and tap your desks or clap your hands to the
rhythm.

¥v" Notice that the stress is the same in every sentence, and each sentence takes the
same amount of time to say.

Mice eat cheese portion adopted from (Celce-Murcia, Brinton, & Goodwin, 1997, p.

155)
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Appendix B

Syllable Repetition Stress Activity
Procedure
1. Choose some simple phrases or sentences from class textbook.
2. Change the phrases to one repeating syllable (e.g. da, la, mi, etcetera)
3. Show the original stress pattern by making stressed syllables larger than
unstressed ones (DA da DA da = Nice to meet you.)
4. Have students practice the stress patterns
5. Alternate practice: provide students with a string of the same syllables and ask

them to mark their own stress patterns and then challenge their classmates to

say them.
Example Sentence
da DA da da da DA | can’t go to the store.
da da DA da da DA da Do you Want to come over?
da DA dada DA He sat on the couch.
da da da DA da DA da da DA da She doesn’t think we need to go early.

Syllable Marking

1. da da da da da da da da da da.

2. ma ma ma ma ma ma ma.

3. ha ha ha ha ha ha.
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Appendix C

Selection of English Proverbs for Stress and Rhythm Practice

Procedure

1. Introduce one proverb each day

o M D

Have students attempt to read them with correct rhythm and stress
Ask students to briefly discuss what they think the proverb means
Model the proverbs and have students practice in pairs

Additional practice: Provide students with Japanese versions if available

. Strike while the iron is hot.

FRITENN D BITITT

. There is no time like the present.

B s7=nEH

English Japanese
1. Actions speak louder than words. BRE IV AL - fEX Y HT
2. Don’t judge a book by its cover. NFZENTFIZEZ 60 E D
3. Good things come to those who wait. | - |IE TR T
4. Kill two birds with one stone. — A5
5. Out of sight out of mind. EHFITAXITH L
6. Slow and steady wins the race. S AR,
7
8
9

. Time and tide wait for no man.

wH Nz 5729

10. Time is money.

BRX 4720

11. A picture is worth a thousand words.

HEIZ— Az und

12. Where there’s a will, there’s a way.

LNETED - DY OBENE KITH<
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question stem
“Do you have a...?

and answering each question with
“Yes, I do. I do have a...” or No, I don’t. I don’t have a...”

Appendix D

English Rhythm Practice (Part A)
Take turns asking and answering your partner’s questions in rhythm with the beat using the

Animal Cat Dog Lizard Fish Rabbit
Usir B e _
i OV
: -
Color
White YES NO NO YES NO
Black YES YES YES YES YES
Green NO NO YES NO NO
Blue NO NO YES YES NO
Questions Answer Mistake O/X
1. grey dog Yes/No
2. red lizard Yes/No
3. yellow rabbit Yes/No
4. brown cat Yes/No
5. grey lizard Yes/No
6. brown fish Yes/No
7. yellow dog Yes/No
8. red fish Yes/No
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English Rhythm Practice (Part B)
Take turns asking and answering your partner’s questions in thythm with the beat using the
question stem
“Do you have a...?

and answering each question with

“Yes I do. I do have a...” or No I don’t. I don’t have a...”

Animal Cat Dog Lizard Fish Rabbit
w Usse é - .
R |9 O ¢
: )
Color
Brown NO YES NO YES YES
Grey YES YES NO YES NO
Red NO NO YES NO NO
Yellow NO YES YES NO YES
Questions Answer Mistake O/X
1. black lizard Yes/No
2. white cat Yes/No
3. blue fish Yes/No
4. green lizard Yes/No
5. blue rabbit Yes/No
6. white dog Yes/No
7. black rabbit Yes/No
8. green fish Yes/No
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9 Cross Institutional Tech Usage: Findings and Trends

Armando Duarte
University of Shiga Prefecture

Mayumi Komoda

University of Shiga Prefecture
Do university teachers use CALL more than teachers working at the secondary level? Do Japanese
teachers of English (JTEs) use CALL more than their non-Japanese counterparts (NJTEs)? How much
difference is there in CALL usage between teachers working in public and private institutions? In this
exploratory study, the researchers looked into these and other questions regarding CALL use for language
learning purposes at the secondary and tertiary levels. Using both Likert scale and short-answer questions,
respondents disclosed whether or not and how they used CALL for either classwork or homework.
Respondents also disclosed their justifications for not employing CALL in their current teaching context.
The presenters will discuss the results of the study and possible implications for language learning with

CALL and professional development for teachers who do not use CALL.

REHEIF, 1% - BEERBBLLUAT, CALL FRADGEENSLDES5H., HHWIEAERALKE
(T, FFERANFHB LHEART, CALL FRDEENBLDEA 50, £, T//80—0FAICENT,

BIRERIRDOEICEEDREDHENHINESL S50, CORABMETH., 1% - BEERERFE
BT 2EFFEZEME LIz CALL FRICEAT 2O &S HHWIEAT I/EZT oz, VyHh—F
REBLUVERERICLIEEZEL T, OAEFEN, BEOLRBICEVTENDELSIC CALL ZERAL
TLWE0H, FEEFEALTLAVLONDEALAICE 1, S5, BEOKBRARITE LT, CALL
EFFEALTVWEVILICHT IEREE N TDEHEZSIEHIT LN TE R, COMETIE. ZD
FRERBRRBE LU CALL FRICLDBFFE~DREICHT HEREITO L& EBIT, CALL ZFERALT

WEWHKEITH L TOEMMEMALIZOEASREDLTS.

Computer assisted language learning (CALL) has many
definitions, one of the most basic of which was provided
by Beatty who defined CALL as “any process in which a
learner uses a computer and, as a result, improves his or
her language” (2003, p. 7). Due to recent improvements
in smartphone and tablet technology and advancements
in other areas of technology, such as virtual reality,
augmented reality, and mixed reality peripheral
equipment, CALL is evolving into a catch-all term for
almost any language instruction which goes beyond
textbooks and whiteboards. In the current research,
“CALL” is defined as any use of a smartphone, personal

computer, or tablet device.

CALL, its usage, and teacher perceptions of it have been
researched in various teaching contexts. Alshumaimeri
(2008) conducted a study involving 183 Saudi EFL
teachers working at the secondary level which indicated
that teachers working in that context had overall positive
attitudes towards using some form of CALL in their
classrooms. Dashtestani (2012) came to a similar
conclusion through a study which included 212 teachers
working in the Iranian EFL context. Dashtestani also
noted some barriers to classroom tech usage, including
cultural attitudes towards computers and a lack of
resources. Mustafina (2016) conducted a mixed-methods
research project in Kazakhstan, which included interviews
and questionnaires, and concluded that teachers working
in that context held very positive attitudes towards
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integrating CALL in their classrooms. Albirini (2006), in a
study involving 326 high school EFL teachers working in
Syria, found that teachers had either positive or very
positive attitudes towards using CALL in their classrooms.
Ismail, Almekhlafi, and Almekhlafi (2010) reached similar
conclusions in their study of 621 teachers of Arabic and
English in the UAE. Their research indicated that teachers
who participated in that study “view technology as an
essential requirement for their classes” (p. 50). However,
a review of currently available literature did not find any
contemporary research conducted in the Japanese
teaching context. That is, the researchers were unable to
find any research which had solicited either Japanese or
foreign-born teachers’ opinions on CALL usage or
whether or not they employ CALL whatsoever. The

current research seeks to fill that gap in the literature.

A study by Ben Humphreys (2017) compared the
effectiveness of Quizlet, a flashcard website and
smartphone application, with that of handwritten
flashcards in terms of students’ short term vocabulary
gains. His experiment demonstrated that the group
studying using Quizlet gained significantly more

vocabulary than the group using traditional flashcards.

Humphreys also pointed out that the “novelty” effect
observed in the investigation by Lu (as cited in
Humphreys, 2017) of English learners in Taiwan must be
taken into account. That is, the students who used
smartphone applications to learn vocabulary seemed to
enjoy the learning as they appeared quite interested and
engaged with the functionality and style of the application
itself, smiling and shouting comments such as “fun!” “| did

it!”

Advancement of and high accessibility to technology has
encouraged CALL use in foreign language education in
the United States, as well. Omoto, Fukai, and Schneider
(2005) conducted a survey study involving practicing
Japanese teachers in the United States. They point out
that foreign language teachers are particularly attracted
by the Internet's potential as a resource for authentic
materials and as a communication tool (157). Existing
research has already established the benefits of using the
Internet for foreign language learning. However, they
conclude that foreign language teachers appear hesitant
to utilize the Internet because of technical difficulties and

lack of support and training. According to Cotton (as cited

in Omoto, 2005), teachers themselves need to feel
comfortable with computers before they can integrate
computer technology into teaching. Omoto continues by
stating that comfort comes from familiarity, and such
familiarity will increase when teachers have enough
opportunities to use computers and explore ways of
utilizing them. As for the effectiveness of using CALL in
learning, Omoto supposes teachers will see how CALL
can enhance their instruction, and they will gain skills and
knowledge transferable to their own practice by learning

from classroom-situated examples of CALL use.

In Japan, MEXT announced The Vision for ICT in
Education-Toward the Creation of a Learning System and
Schools Suitable for the 21st Century in 2011 and thinks
much of the utilization of CALL for education. MEXT
believes that teachers can “give easy-to-understand
explanations and raise children’s interestin learning” (p.6)
by the usage of CALL and asserts that “[I]t is urgently
necessary to enhance teachers’ ability to utilize ICT in
teaching” (p.32). However, in FY 2009, only 19.2% of
teachers received training on CALL utilization in teaching
(p.32). As for the accredited teacher training course at
universities in Japan, a subject on “Educational Methods
and Techniques” (including the utilization of information
equipment and materials) is compulsory, pursuant to the
Act for Enforcement of the Education Personnel
Certification Act. However, concrete class content is up to
each university and subjects are limited only to how to
utilize information equipment and software (p.33).
Therefore, MEXT emphasizes teacher training courses at
all universities should strengthen the students’ ability to
utilize CALL, which has actually come into force as of April
2019. Furthermore, MEXT mentions the necessity of
containing enhanced lectures on the utilization of CALL in
“training for teachers with 10-year experience” as well as
in “lectures upon renewal of education personnel
certification” (p.33).

In particular, Saga prefecture has taken the lead in
utilizing CALL in all of its public schools (2018, p.20). The
Saga Board of Education has been promoting the use of
CALL in response to MEXT’s The Vision for ICT in
Education, providing public school students with tablet
PCs. To be precise, the ratio of tablet PCs per student in
Saga is higher than any other prefecture in Japan. Thatis,
Saga prefecture has an access rate of 1.8 students per

computer while 5.6 students per computer is the national
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average (Yoshioka, p.20). Also, electronic blackboards
are set in all the classrooms and a high rate of wireless
LAN maintenance has been realized. A survey by MEXT
conducted in a public junior high school in Saga
prefecture proves the attempt to increase CALL in
education has been successful. The survey results
indicate that 87% of the students at the junior high school
became easier and more

answered “English

understandable” by using CALL (2013, p.21).

Considering the fact that, among prefectures, there is a
remarkable difference in CALL availability between
schools and teachers’ ability to utilize CALL, the Saga
model can be held as an example for other prefectures in
Japan. Rectifying such disparities between prefectures
and between schools within a given prefecture are
priorities for the Japanese government, as MEXT thinks it
is important to “redress regional disparities” (p.32), in part

through increased CALL usage as in Saga.

Some of the hesitation towards using CALL which was
alluded to by Omoto extends towards concerns over how
the language learners themselves will adjust, or not, to an
increased rate of CALL usage. The Vision, while
advocating increased knowledge for teachers, also
cautions that children must be given “information morals”
lessons so that they can become responsible users of
technology both inside and outside of the classroom while
being protected against content available on the Internet
which is not suitable for children (p. 7). MEXT believes
that such moral lessons, which are already commonplace
in Japanese school curriculum, will help learners “how to
behave properly in [an] information society” (ibid).
Concerns over childrens’ Internet use in schools also
extends to traditional problems already found in society -
notably, bullying. MEXT reports that “more and more
children come to use the Internet through highly functional
mobile phones, causing new problems concerning
defamation and bullying on the Internet, as well as crimes
and illegal and/or harmful information on the Internet” (p.
10). Other problems, such as the spread of false
information, such as during the Great East Japan
Earthquake in 2011, as well as cheating via transmission
of test questions by mobile phone, have also been
identified by MEXT. However, it is important to note that
such problems are not strictly limited to Japan.
Cyberbullying and the spread of false information are

found in many countries worldwide.

The main research questions addressed here are: 1) Do
university language teachers use CALL more than
teachers working at the secondary level? 2) Do Japanese
teachers of English use CALL more than non-Japanese
teachers? 3) Do teachers working in public schools use

CALL more than private school teachers?

Methods

A 15-question Google Forms survey consisting of Likert
scale items, yes-no questions, and short answer
responses was sent out to teachers at the secondary and
tertiary levels. Questions were written with the intent of
collecting information on participants’ teaching context,
career length, age, and CALL usage habits for the
purpose of finding a relationship between CALL usage
and any other variables. In addition, when participants
indicated that they did not use CALL, short answer spaces
were made available to them so that they could fully
articulate their reasons for not using CALL. These short
answers helped give the researchers an insight into the
participants’ approach in the classroom. Questions about
nationality, age, or teaching career (which could be used
to extrapolate age) were asked at the end of the
questionnaire so that participants would not feel self-
conscious about volunteering such information. Even
though the information gathered in this survey was used
only for research purposes, asking questions about age
can potentially be distasteful to some people. The
researchers decided the best way of ascertaining whether
survey participants were Japanese or non-Japanese
would be to ask if the participant is a native Japanese
speaker. Participants who responded “yes” were counted
as Japanese for the purpose of this survey while
participants who responded “no” were counted as non-

Japanese.

Questions were first written in English and translated into
Japanese by a native Japanese speaker. Due to time
constraints, the researchers were not able to complete a
backwards translation of the survey. Some survey terms,
such as “homework” and “class activities”, were
intentionally left vague so as to give survey respondents
the flexibility to answer the questions how they best saw
fit. In other words, if the researchers were to ask a
question such as “Do your students currently use a tablet
or PC to write essays at home?” with the intention of

asking about homework assignments, a teacher who does
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not assign essays as homework could potentially answer
“no” even if said teacher assigns other homework, such
as watching a YouTube video for listening practice. Thus,
in this survey, what constitutes “homework” and “class
activities” is left up to each individual teacher who
responds to the survey, although through the researchers’
own classroom experience, “homework” is any graded or
ungraded assignment which is expected to be completed
outside of class meeting times, while “class activities” are
any exercises or guided activities undertaken during class

meeting times.

The recipients of the survey were selected from the
researchers’ professional networks. Individual teachers
and administrators at institutions in which the researchers
had previously been employed were contacted and the
survey was sent via email link. Other recipients of the
survey included teachers and researchers whom the
researchers had met in professional settings, such as
conferences and professional development events.
Recipients of the survey were instructed to forward the
survey to others in their department and other teachers

who might be able to participate.

Survey responses were collected between July 11th and
August 30th, 2018.

Results
A total of 72 responses to the survey were collected. Table

1 shows the participant breakdown in further detail.

Amongst all participants, 43 were teachers working at
either 2- or 4-year institutions, while teachers working in
secondary schools accounted for 29 participants.
Coincidentally, there were an equal number of Japanese

and non-Japanese participants - 36 each.

Tables 2 and 3 answer the main research questions
undertaken here. Survey results indicate that non-
Japanese teachers, university teachers, and teachers
working in private schools use CALL, as defined by the
survey, at higher rates for classwork and homework
compared to Japanese teachers, teachers working in
secondary schools, and teachers working in public
schools, respectively. Some of the results showed double
or more the amount of CALL users and non-users
between the compared groups. For example, only five
Japanese teachers who responded to the survey said that
they have students use smartphones for classwork, while
18 NJTEs — more than triple the amount of JTEs — gave
the same answer. However, these numbers only
represent CALL users — that is, survey participants who
responded “yes” to the question of whether or not they use
CALL in any capacity - and non-users as individual users
or percentages and the significance of these numbers

cannot be represented with simple percentages.

Attest conducted on the amount of CALL users produced
the results in table 4. Using a standard value of p<0.05 to
determine statistical significance between groups, the
results indicate that there was a significant difference in

the rate of CALL usage between Japanese/non-Japanese

Table 1
Summary of Participant Teaching Context
Junior Senior Junior/Senior 2-Year 4-Year Public Private
High High High School* University  University** School School
School School (all (all
levels) levels)
All
participants 14 8 7 1 42 44 28
(n=72)
Japanese
(n=36) 7 5 5 1 18 20 16
Non-
Japanese 7 3 2 24 24 12
(n=36)

*Junior high school, senior high school, and junior/senior high school will hereafter be grouped together as

“Secondary”

**2-year and 4-year university teachers will hereafter be grouped together as “University”
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Table 2
CALL Usage for Classwork

Smartphones Smartphones PC/Tablet PC/Tablet
N —Yes % — No % —Yes % — No %

Japanese 36 5 13.8 31 86.1 4 11.1 32 88.8
Non- 36 18 50 18 50 o5 69.4 11 30.5
Japanese
University 43 23 53.4 20 46.5 21 48.8 22 51.1
Secondary 29 29 100 8 27.5 21 72.4
Public 44 11 25 33 75 15 34.0 29 65.9
Private 28 12 42.8 16 57.1 16 57.1 14 50
Table 3
CALL Usage for Homework

Smartphones Smartphones PC/Tablet PC/Tablet

N —Yes % —No % —Yes % - No %
Japanese 36 8 22.2 28 77.7 12 33.3 24 66.6
Non- 41.6 58.3 61.1 38.8
Japanese 36 15 21 22 14
University 43 21 48.8 22 51.1 28 65.1 15 34.8
Secondary 29 2 6.8 27 91.3 6 20.6 23 79.3
Public 44 10 22.7 34 77.2 19 43.1 25 56.8
Private 28 13 46.4 15 53.5 15 53.5 13 46.2
Table 4
t Test of CALL Users in Research Question
Smartphones — PC/Tablet — Smartphones — PC/Tablet — P

Classwork Classwork Homework Homework value
Japanese 5 4 8 12
Non-
Japanese 18 25 15 22 0.0041
University 23 21 21 28
Secondary 8 2 6 0.0002
Public 11 15 10 19
Private 12 16 13 15 0.9152

teachers and between teachers working at universities
compared to teachers working at the secondary level. The
t test gave a p value of 0.9125 when comparing the
number of users at public to private institutions, meaning
there was no significant difference between those two
groups in terms of CALL usage. Although there were
some differences in the amount of public and private

school teachers who answered “no” when asked if they

use CALL, the amount of “yes” answers were similar in

each category.

Given the large discrepancy of CALL usage between
Japanese and non-Japanese teachers, the researchers
further analyzed the results of the initial survey. Tables 5
and 6 give t test results of Japanese and non-Japanese
participants in five categories — overall, university,

secondary, public, and private. Participants assessed the
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Table 5
Perceived Usefulness of CALL for Classwork*

N Mean SD P value
Japanese (all) 36 2.94 1.60
Non-Japanese (all) 36 4.03 1.21 0.0018
University (Japanese) 19 2.84 1.64
University (Non-Japanese) 24 4.04 1.27 0.0099
Secondary (Japanese) 17 3.47 1.46
Secondary (Non-Japanese) 12 3.50 1.57 0.9591
Public (Japanese) 20 3.85 1.04
Public (Non-Japanese) 24 3.46 1.50 0.3305
Private (Japanese) 16 2.56 1.86
Private (Non-Japanese) 12 4.25 1.14 0.0102

*5-point Likert scale: 1 — No change/l don’t know, 2 — Harmful, 3 — Not Helpful, 4 — Helpful, 5 — Very

Helpful

usefulness of CALL for classwork and homework using a

5 point Likert scale.

Using a standard value of p<0.05, the t test indicated that
there were some significant differences in opinion about
CALL usage in some cases, but not in others. Notably,
there was no significant difference in attitudes towards
CALL usage for classwork between Japanese and non-
Japanese teachers at the secondary level and for
teachers at public schools, while for homework, there was
no significant difference between Japanese and non-
Japanese teachers at the university level and at public
schools. In the 10 t tests that were conducted in Tables 5
and 6, there was a significant difference in only six of

those comparisons.

What conclusions can be drawn from this data? The data
seems to suggest that while the level of institution plays
some role in CALL usage, as in the case of university or
secondary schools, it does not make a difference in other
cases, as in public or private schools. Meanwhile, even
though there is a significant difference between Japanese
and non-Japanese teachers in terms of CALL usage for
either classwork or homework, a close examination of
perceived usefulness for either classwork or homework
does not show a dominant trend favoring either group.
That is to say, it is not always the case that non-Japanese

teachers in each category have more favorable views at a

statistically significant level compared to Japanese
teachers in the same group. In the following section, the
researchers will discuss possible explanations for the
difference in CALL usage in spite of comparable levels of
perceived CALL usefulness between the groups

described in this study.

Discussion
We received some responses from teachers who are

skeptical about the usage of CALL in language learning.
To the question “How helpful do you think it is to use a
smartphone, tablet, or PC for class activities for language
acquisition?”, there were teachers who answered “No
change”, or “l don’'t know”. Some of those teachers
believe that there are many issues with using student held
devices in the classroom such as distraction (receiving
social media messages during class and using other
functions of the smartphones unrelated to the class
content), and a lack of face to face interaction with others
in the class. One teacher points out that even though
students’ learning motivation can be raised temporarily by
using CALL, other conventional methods or devices can
do the same for a short time. They continue that students’
learning ability is ultimately developed and depends on
their own will to learn and teaching methods don’t matter.

Other teachers think there are more disadvantages than
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Table 6
Perceived Usefulness of CALL for Homework

N Mean SD P
value

Japanese
(all)
Non-
Japanese 36 3.94 1.43
(all)

University

(Japanese 19 3.37 1.50
)

University

(Non- 24 3.83 1.55
Japanese)
Secondary
(Japanese)
Secondary
(Non- 12 425 114
Japanese)
Public
(Japanese)
Public (Non-
Japanese)
Private
(Japanese)
Private
(Non- 12 425 114
Japanese)

36 319 1.56

0.0375

0.3227

17 3.00 1.66

0.0323

20 3.40 1.47
24 3.83 155 0.3459

16 294 169

0.0286

advantages in using CALL in the classroom. Technical
problems accessing a web site or WiFi issues in the

classroom are among the concerns raised by teachers.

As for the question “How helpful do you think it is to use a
smartphone, tablet, or PC for homework for language
acquisition?”, skeptical teachers who answered “No
change”, “I don’t know” or “Harmful’suggested that CALL
usage would be better for larger, more cultural
assignments or research and would most likely lead to
over-reliance when used for normal daily homework.
Other teachers are afraid that some students would use
technologies for other purposes besides homework if they
are equipped with devices for communication such as
LINE or social media networks. They also point out

students tend to indulge in other activities triggered by

their personal interests, laying aside their homework to

watch videos or play games.

The misgivings and concerns over CALL usage,
mentioned by Omoto and MEXT, may in part be a function
of how technology in schools was introduced by the
Japanese government itself in the past. Funamori (2017)
explains that technology introduction at schools has been
accompanied at all times by a ‘light and dark side”
explanation of what is possible with technology (p. 46).
Toyofuku (2015, as cited by Funamori) identified some of
the precautions about technology which were instilled in
children through the education system, such as the idea
that technology can be addictive and lead to poor health
in children. While not incorrect, Funamori goes on to
identify how such beliefs about the “dark side” of
technology lead to decreased technology usage - not just
CALL - in all aspects of scholastic life: “forbidding students
to bring mobile phones to school” and “[preventing] the
use of e-mail for communication between the school and
parents and [restricting] communication between students
and parents via electronic devices” (p. 47). These beliefs
and practices, introduced through the Japanese school
system at an impressionable age, may be one explanation
of the large CALL usage gap identified through the current
research. However, other possible explanations, found in
other teaching contexts and also specifically within Japan,
can be found in other literature on this topic.

Barriers to CALL usage
Maftoon and Shahini (2012) carried out research on a

group of 70 Iranian teachers of English with the goal of
identifying factors which discouraged CALL usage within
that group. The factors identified by the researchers were
a lack of facilities, administrative support, and time, as well
as “perceived ease of use”, low mastery, others’ attitude,
and perceived usefulness (p. 23).

The responses by skeptical teachers in our research align
with the findings of Maftoon and Shahini. Depending on
the teaching context, some or all of these factors are
already in play before the teacher begins to make his or
her curriculum. For example, many public secondary
schools lack the facilities and resources that many private
institutions can provide for students. In addition, many
secondary-level  teachers are  burdened  with
extracurricular activities which decrease the amount of

time they may spend on CALL training and education.
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Secondary schools often strictly control student
smartphone use, either outright banning all smartphones
on campus or only allowing them to be brought to school
but not used for any purpose, even in the classroom.
While universities have more resources, like CALL
classrooms, campus-wide wifi, and laxer rules about
smartphone or PC usage in class. However, such factors
still do not explain the usage gap between NJTEs and
JTEs. Our current hypothesis is that professional
development opportunities pursued by the communities
sampled in this survey can provide the clearest reason for

why NJTEs and JTEs use CALL at a higher rate.

JALT and JACET participation
JALT and JACET, two of the largest professional

development organizations for language teachers living
and working in Japan, both have special interest groups
(SIGs) dedicated to CALL. JALT specifically has two
groups - the CALL SIG and the MAVR (mixed, augmented,
and virtual reality) SIG. The CALL SIG has 256 members,
of whom 44 identify as Japanese and 212 identify as non-
Japanese. The MAVR SIG, meanwhile, has 25 members,
all of whom identify as non-Japanese (Kobayashi, 2019).
JACET has asingle CALL group, called “CALL_Hokkaido”,
which has 5 members who all identify as Japanese,
according to a JACET officer (Ueno, 2019). Furthermore,
JACET is typically seen as the professional development
group with a larger proportion of its members made up of
Japanese people, while JALT is the opposite - its

membership is made up of more non-Japanese teachers.

While some barriers to CALL usage, like facilities or others’
attitudes, cannot be remedied by more professional
development on the part of the individual teacher, other
barriers (perceived ease of use or usefulness) could
potentially be remedied by more involvement in
professional development groups like JALT or JACET.
Other professional development groups for teachers in
Japan do exist, but very few if any are focused solely on
CALL or have any CALL-centered groups. The
combination of skeptical teacher responses gathered from
this survey and the stark difference in membership
numbers between Japanese people and non-Japanese
people in CALL groups give the impression that CALL
professional development groups are places where
of CALL’s

effectiveness and/or ease of use gather and discuss

people who are already convinced

instead of being places where non-CALL users go to be

converted into CALL users. At that point, the much larger
question is “How does a non-user become a user of

CALL?” to which we currently have no satisfactory answer.

Limitations

One of the limitations of this study is that the sample size
is not truly random. Because the participants are people
that the researchers know, work with, or worked with in
the past, the results will be biased and not truly
representative of the teaching population as a whole. For
example, one of the researchers was previously an ALT
at a junior high school, and observed firsthand that most
teachers did not use CALL. Asking the teachers at that
school to participate in the survey would produce results
that would vyield more non-users because of the
researcher’'s knowledge that CALL is not used at that
school. Future research on this topic should adopt a wider
approach to get a truly random sampling of teachers. In
addition, because this survey was created and distributed
via Google Forms, it could ironically be the case that
people who are uncomfortable using technology were
unable or unwilling to participate in this survey and further
research in this area might be better served by distributing
via traditional means. Finally, this survey did not collect
information about respondents’ gender. Previous
research by Alshumaimeri (2008) in Saudi Arabia
indicated “a greater percentage of female than male
teachers held more positive overall attitudes towards
technology in the classroom”, but there were no major
differences between males and females in terms of “use
of computer labs at the school” (p. 41). The researchers
of this study chose not to research gender and CALL
usage and instead focused on other demographic factors
which are more significant in the Japanese teaching

context.
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Appendix A - Survey Questions

1. What is your teaching environment?

EDNHEBEHETHEE SN TLET D,

2. Do you teach in a public or private school?

DNILERIDEL L THRESATLETD,

3. What grade level do you teach? Check all that apply.

EDEFLXR/EINTVETH., EHEZH,

4. Do you own a smartphone?

AYX— b ITAVEFH>TLS2LeVVETH,

5. Do your students currently use smartphones to do any class activities?

B, RETE/KLBICAT— I+ VEFRAIETOLET D,

6. Do your students currently use a tablet or PC to do any class activities?

WA, RETE/LBIZTZTLY PRV IVEFERSIETOET N,

7. Do your students currently use a smartphone for any homework assignments?

BRELREZ ST IR, REERLLICAI— I+ VEFERAIETOETH,

8. Do your students currently use a tablet or PC for any homework assignments?

BECEELE LR, BELELBIZZTLY bRV IVEFERSIETOETH,

9. How helpful do you think it is to use a smartphone, tablet, or PC for class activities for language acquisition?
BETXAI—FIAUOE2TLy b XYV EFERATHI LR, EEBBRICERIDEBVETD,

10. If you answered "no change", "I don't know", "not helpful", or "harmful" to the previous question, please explain why.
(Japanese or English)

BIOERIC TEHLSEL, Tk, bH ALy TRICEEZAL] TBEELNHD] LBAAIL. TOEBHEEEE
ATEL, (RBRIFARETHBLEEA)

11. How helpful do you think it is to use a smartphone, tablet, or PC for homework for language acquisition?
BETAYI— I+ 02Ty b RVIVEFATELILIE, EEBERICRIDEBVETH,

12. If you answered "no change", "l don't know", "not helpful", or "harmful" to the previous question, please explain why.
(Japanese or English)

BREIC TEboL, FE, vhoilyy MRICHEGL) TEEZELNHDL) EBEALARK. TOEBHELEXT
S, (ERFAAREBTHELEEA)

13. How long have you been teaching?

CHED EERRFRELEAT S,

14. How old are you?

CHEREBBACEEL,

15. Are you a native Japanese speaker?

BAAN (BXEZHBEZELLTLS) TIH.
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10 Homestay Preparation Workshop Activities for Low/Intermediate
Level Students

Robert Dykes
Jin-ai University

Richard Eccleston
University of Fukui

Some language learners who travel abroad to countries where their L2 is the native language may have
never traveled before, may not be at a high-level in their L2, and/or have never used it in a practical,
natural, or colloquial setting. This paper will cover several activities for study abroad or homestay
preparation workshops targeted at such learners. One activity has students use their existing L2 ability
and non-verbal communication methods, bolstering their ability to fill or maneuver around gaps in their L2
knowledge. Students who have not traveled much are often unaware of the uniqueness and attractions of
their own home life and culture. Using a personalized travel journal, they can present and explain about
themselves, and enrich their experience abroad. Working on communication skills and their own cultural
awareness can help boost confidence and motivation, and create a more rewarding experience for

students and host families.

FRTIE, HFHEETORPROR—LATA DML LTDOY =T v a v T TDT 7T 4 BT 4 &8 T
Do T, AWENEICF > TV O HREEN LHFTHEN I a=r—varghafliofcala=r—a
Ve —ATHD, IOF—LEBL, EEPAFOUFENINRARR L TWD S AT, X HHEFETT
& DRV ERRDZENTE, BFEOBRELZEDD I ENRERD, Eio. SMEFATORERZ &7
AfE X, BHOHEEELHEOAEN - UEOME SN2 IFE L T2 L%y, T THE
DAL Z RO D Z L b BB, £I T, Yy —7 b (AR ZfElSE, AT A &R ETEEE
WHE OZLRHEO LR E 2B THIT 2 2 L2 ML T2, TRICE Y BREIISMNETORER
ZIVELODLEOICRD, ZhoOIFEE, FEEOAESEREZESO RN LY . TORER, 5

ETORBNLVAERLDOITRDLEEZLND,

Every year, students from Japan are fortunate
enough to travel overseas for a homestay and/or study
abroad program. Schools and instructors are often
allowed a limited amount of time to prepare students for
their journey. Much of this time is generally spent on travel
preparations, which leaves even less time to prepare for
language or cultural awareness studies. Covering points
such as plane tickets, insurance, and luggage are of
course vital to these programs, but the language and
cultural awareness studies are important to creating a

more rewarding experience for the students, and those

around them who they encounter and interact with on their
trip.

Through our experience in preparing groups of junior high
school students for trips to Seattle, we have put together
a list of activities that will help maximize communication
ability, and foster self- and foreign cultural awareness.
These activities can easily be altered for length and
modified for different age groups and ability levels. First,
we will cover the background of our homestay preparation

experience, which was organized and co-sponsored by
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Eiheiji town in Fukui prefecture. We will then cover our
main goals and aims of the project, before going into detail
about the activities. Lastly, we will detail issues we
faced, and future

encountered, limitations we

recommendations.

Eiheiji town Seattle homestay program
The activities covered in this paper were

designed for the Eiheiji town Seattle Homestay program
in 2017 and 2018. This was a program subsidized by
Eiheiji town in Fukui prefecture, in order to prepare and
send 15 students from three local junior high schools on a
study abroad and homestay program for seven days in
Seattle, Washington, USA. We volunteered for the
program in 2017 to help prepare the students for their trip,
and were then asked back in 2018. In 2017, three
sessions with students were scheduled, totaling a little
under nine hours (about two hours 45 minutes for each
session). In 2018, due to positive feedback from the
previous group of students and Eiheiji town, we were
asked to prepare another group of students. This time,
five preparation sessions were scheduled, totaling roughly
14 hours with the students. Initially, we were given very
loose instructions from the organizers, so we decided that
our goals in preparing the students for their first homestay
experience would be: first, to increase their ability and
confidence in communication; second, to reduce their
overall anxiety and concerns about their impending travel
abroad; and third, to increase their own cultural
awareness. These three would benefit students during
their experience abroad, and could be accomplished in
the time we had available. We also wanted the program
to culminate in some form of a final presentation.
Completing presentations in English would give the
students a sense of accomplishment at the end of the
sessions, and help build their confidence in using simple
English to talk about themselves, days before they leave

Japan for their homestay experience.

Preparation goals
Our goals in preparing the students were simple

and straightforward: work on their communication ability,
reduce their foreign language and travel anxiety, and help

them become more aware of their own unique culture.

Communication ability
Time was our biggest limitation when facing the

request to prepare these young students for a trip to the
USA. We felt that trying to increase their English
vocabulary or grammar would not be practical or show
much progress in such a short time. Instead, we chose to
focus on general communication ability, emphasizing the
ability to convey ideas rather than focus on improving
English accuracy. We took their existing skills, vocabulary,
and grammar, and showed them how to maneuver around
the gaps in their abilities. Based on our observations
during the sessions, as well as the survey results after
their trips, and feedback from the accompanying
supervising teachers, we believe this had a secondary
effect of lowering overall anxiety, which was our second

goal which is discussed below.

Reduce anxiety
Any traveling can be stressful and anxiety

inducing for even the most ardent of travelers. The anxiety
of the airport and flying, traveling to a new and foreign
country, and going to a place where you cannot rely on
your L1 as the main mode of communication are major
concerns for us. For most, if not all of the students we
worked with, the above experiences where firsts for them.
In order to reduce their anxiety leading up to the trip and
during the trip, we prepared various activities and lectures.
Many will overlap with other preparation goals.

Foreign language anxiety is a unique form of anxiety
(Horwitz, Horwitz, & Cope 1986). In order to help reduce
this, we wanted the students to understand through our
activities that communication can still occur with gaps,
even major gaps, in language ability. We had them
practice conveying English ideas without using the actual
target word or topic, using various forms of
communication, such as gestures, drawing, or using other
English words they do know, to explain a word in English
they do not know or cannot remember. (Further details of

this activity will be covered in the Activities section).

We wanted to take some of the shock out of culture shock,
while still leaving plenty of the USA and Seattle to
experience first hand. We conducted brief lectures and
provided short handouts on some of the biggest cultural
differences they could expect to experience, such as food
size portions, tipping culture, and what to say and do while

on homestay (common American table manners, the
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possibility of saying grace, politely rejecting second

servings of food if they are full, etc.).

The students knew where Seattle and Washington were
in the USA, and they knew where the USA was in the
world, but they did not know much more than that about
their destination. We provided them with more details
about Seattle, providing them with easy to read maps and
a list of the main attractions there. These were
downloaded and printed from the official Seattle tourism

website.

Lastly, throughout the preparation activities, through
several brief lectures and the many activities we weaved
in topics, questions, and vocabulary they should expect to
encounter at their destination. We did not focus on
increasing their overall English vocabulary, but did include
some vital travel English words in the preparation
sessions. The students probably did not realize that many
of the people they will be meeting, staying with, and
encountering in the USA are going to be very excited and
interested in them and their lives back home in Japan. We
wanted to prepare the students for some possible
guestions they may be asked about Japan, themselves,
and their lives back home. We also introduced various
topics they should be familiar with while traveling
overseas and to the USA, such as typical American
customs and manners, food allergies, paying and tipping,

and other travel topics.

These anxiety reducing steps were carried out through a
few very brief lectures, activities or handouts. Many of the
handouts or vocabulary we covered were added to a
travel notebook/journal the students created during these
sessions, which they would take with them on their trip.
This notebook also acted as an anxiety reducing measure,
as they could use it as a travel guide, with easy access to
a paper map if they needed it, or to look up any details we
covered in sessions or helped them to write in it

specifically, such as how to explain a certain food allergy.

Increasing their own cultural awareness
For many who travel outside their culture, and

especially with students this age, they often do not realize
that the simple and ordinary things of their culture and
daily lives are extraordinary, special, and interesting to
many of the people they will meet on their travels. Our
goal here was to increase the students’ awareness of their

own unique culture and background. The reasoning

behind this was so that they could answer any questions
they may be asked about Japan and their daily lives, and
be able to explain about their home culture to their host
family, enriching the experience for both themselves and
their hosts. The two main methods to accomplish this was
through the guided creation of a travel notebook/journal,
and a communication expansion activity board game,
both of which will be covered in detail later in the paper.
In the notebook, we had the students create pages about
their own lives, like a type of scrapbook. And in the board
game, we had the students talk about various aspects of
their daily lives and home culture, as practice for
answering any potential questions they may be asked
while in the USA.

Activities
We devised a series of activities to meet the
preparation goals, focusing on communication, gaining
cultural

knowledge about their destination, and

awareness, as well as basic ice-breaking activities.

Ice-breaking
Ice-breaking took the form of “human bingo”

games, where in one activity students had to introduce
themselves to everyone else in the room, and in another,
ask questions to find people who matched certain criteria
in order to complete a bingo board. Criteria were both
general (e.g., “has a pet”, “likes baseball”’) and intended
to encourage students to talk with new people (e.g., “is
from a different school”, “is not from Fukui”). Another
activity was “20 questions”, a simple well-known game
that allowed students to focus on communication. One
other communication activity done early in the sessions
was the “sentence race”. This game divided students into
teams, each with a set of sentences to find in the venue
used to hold the preparation sessions. Sentences were
cut in half, and all pieces were hidden around the venue,
such as under desks and on chairs. Students were tasked
with finding their team’s sentence pieces, memorizing the
sentences and reporting them back to team members at
a white board who wrote them down and put them back
into complete sentences. The first team to correctly
complete all sentences was declared the winner.
Combined, these activities helped students get to know
others in the group, and become more comfortable

working with them.

The 2019 PanSIG Journal 86



What are your

How often do
you clean your

I‘ room?i‘“

What music do
you like?

2 )
R

What do you
like to shop

How do you go
to school?
i,

What kind of
store would you
like to work at?

How often do
you clean your

4"

What do you
like to shop

ﬂ. for? ?:i

What did you
do yesterday?

What is your
favorite
breakfast food?

¥ =3
FREE TOPIC

Fashion!

Whnat are your

interests and

hobbies?

c0mLw
-

-t

i =
"

What is your
favorite
Japanese food?

- (S

ﬂ.for? ?:‘i

Travel! =]

Fig. 1 - Board game

Communication board game
We also created an activity we called the

communication board game (inspired by an activity found
in the textbook Homestay Adventures (Fuller, 2008)). We
created a series of 48 questions and discussion topics,
which was enough for 2 full board game setups. Our main
focus with this activity was to prime them with questions,
answers, and topics they may encounter on their trip
overseas. We chose areas that they may find regular,
normal, or perhaps even mundane, but are actually of
interest to people outside of Japan. For example, “what

» o«

do you eat for breakfast?”, “describe your room”, “what is
your least favorite household chore?”, and “what is your

favorite holiday?”.

The 48 topics and questions were printed as game pieces
on A3 paper, and then laid out in a course on the floor to
create a large-scale board game (see Figure 1). Students
formed small groups and moved from one end to the other,
answering the questions or talking about the topics so
they could move forward, judged by a student assistant
from the university we worked for. Groups raced from one
end to the other, adding an element of competition. This
was done twice on different days with a different set of
questions/topics. The pieces were also turned into small
cards for a memory game. Cards were placed face down
on the desk, and students took it in turns to turn over two
cards. If they matched, they needed to successfully
respond to the question/topic to be allowed to take the

cards. The game proceeded until all cards were taken,

i,
FINISH
i

Layout of pieces on the floor

with the winner being the player with the most cards. In
this way, the pieces/cards could be re-used and adapted
to different communicative activities. Because of the age
and number of students, and because we had enough
space in the venue, we chose to make this a more
physical game. The size can be scaled down to a table
top version. The questions and topics are easily scalable

to higher level students as well.

Word-guessing game
In order to bolster their communication ability,

we took a number of popular party games that all require
different forms of communication to convey ideas, and
adapted them into one single communication activity for
these students. Our goal was to have them practice the
concept that there are many ways to communicate the
same idea to maneuver around gaps in English ability.
The first game we borrowed from was charades; a gesture
game where a topic, word, or idea is given and the player
must convey the idea using only gestures of their body.
The next was Pictionary. This is a word guessing game,
but this time the player is only allowed to draw pictures,
with no words or speaking allowed. The final game we
borrowed from is Taboo . In this game, the player is again
given a topic, word, or idea, and they must convey this by
using any words they can without saying the word they
have been given. These three game ideas were combined
into one activity. The main reasoning behind this was to
show the students that the same word or idea can be

conveyed in countless different ways. Not knowing a
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particular word does not mean that you cannot

communicate its meaning.

For this game we had two stacks of playing cards. Stack
A was made up of the guessing or game type, which were
“drawing” (like Pictionary), “gesture” (charades), and
“description” (Taboo) (see Figure 2). Stack B was made
up of the vocabulary cards. The goal of this activity was
not to teach new vocabulary, but to teach communication
skills. So, the words were chosen from the target
vocabulary used in the New Horizon textbook (Kasajima
& Noriaki, 2016), which the students had been using at
junior high school. In the game, the player will come up to
the white board or chalkboard and choose a card from
each stack. The students were familiar with most of the
vocabulary, and in case they were not we would give them
the translation quietly. They would then attempt to convey
the word, and their team would try to guess the answers.
To add some competition to this game, we split the
students up into teams and gave them a set time. After
the time limit was up, we counted up which team was able

to guess the most words.

How do you go What iS.VOUF
to school? favorite
g breakfast food?
* %
FREE TOPIC
Travel!

Fig. 3—-Board game

Example pieces

Stack A cards (description, gesture, drawing)

Student notebooks: a travel guide and

journal
Each student was given a notebook to keep and

take with them to enhance their travel abroad experience.
This served two functions: a travel guide for Seattle and

the USA, and as a journal.

For use as a travel guide, students were given maps and
basic tourism information about Seattle, Washington state
and the USA, and invited to talk about their expectations
and where looked interesting to visit. This helped them to

visualize and get excited for their visit early on.

Students in 2018 were also given basic advice for travel,
based on the problems faced by students in 2017. These
included phrases and etiquette for when eating out,
paying, and tipping. These are situations that junior high
school students in Japan with limited experience abroad
would be unfamiliar with, and be potential causes of

anxiety and problems while abroad.

By thinking about these topics before traveling, and taking
these maps and advice with them in their notebooks,
students had a small resource with them to turn to when

needed.

As a journal, students used pages to write information
about their hometown, daily lives, and local food and
tourist spots, using a mixture of images and text. This
gave students an opportunity to think about familiar topics
and how to best introduce them to someone in the USA,
in the process giving them a better awareness of the
uniqueness and interesting parts of their own lives and
culture. These were intended to aid in communication with
their host families in the USA, to help explain their home
lives and culture, and spark conversation with whomever
they may encounter on their trip. Students were ableto
practice of this in the preparation sessions by presenting

their pages in groups, and asking each other questions
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about their information, all in English. During their
homestay experience, they could use the remaining
pages as a travel journal, to record their experiences, and

write any notes or useful words/phrases.

Journal pages were assigned as homework, with topics
such as their hometown and weekly schedule. Students
were shown simple example pages, but instructed to be
creative and use their own style and ideas to complete the
pages. The materials used for making pages was up to
each individual to decide; pens, pencils, photographs,
cuttings from magazines, flyers, packaging, origami
paper, scissors, and glue were all used. In the sessions
they shared their work in groups, showing a variety of
detailed and colorful pages, which they used to help talk

about their local culture and daily lives.

Poster presentations
Aside from the notebooks, the second main

activity of the preparation sessions was a poster
presentation. Students worked in groups to discuss and
decide topics, delegate responsibilities, write a script and
prepare a poster, to make a presentation during the final
session. The purpose of completing poster presentations
in English was to build their cultural awareness, by
practicing introducing their own culture. The practice of
giving a group presentation was also a valuable
experience. Topics were focused on aspects of Japan and
Japanese culture, as a way to build their own cultural
awareness, and give them practice of using English to
introduce their own culture. In order to save time, we
presented the students with some topic ideas, which
included sightseeing, food, and festivals/holidays (which
could each apply to Japan, Fukui prefecture, or Eiheiji
town), their school life, and their hobbies. Some students
did extra research about their topic (Japanese festivals,
for example), giving them the opportunity to learn more

about their own culture in the process.

First, we asked groups to choose a topic, and then gave
them time to brainstorm all their ideas about the topic they
chose and write down whatever they thought of. After they
had a lot of ideas written down, we then helped them
narrow down and focus even further. For example, “Fukui
prefecture” would be narrowed down to “Places to visit in
Fukui”; “Eiheiji town” would be narrowed down to “Eiheiji
town foods”. In order to make things easier for the

students, time wise and logistically, we found and printed

photos/images based on their chosen topics, for them to

choose from when making their posters.

The next session was spent on preparation, when groups
made the posters, worked on scripts (which we asked
students to think about for homework) and practiced.
Each group was given a piece of A0 poster paper, a
selection of photos/images we had printed, and access to

pens, scissors, and glue to help make their posters.

Finally, after the preparation session we held the poster
presentations. They were presented in a round robin or
carousel style. In other words, if we had 6 groups total, 3
would be presenting and 3 would be listening. They
presented 3 times, and each time the audience group saw
a different presentation. Each presentation was followed
by questions from the audience. This way, the presenters
could get more talking time, and the audience was able to
be more engaged. Doing these presentations gave
students a sense of accomplishment at the end of the
workshop, and helped build their confidence in using
simple English to talk about themselves days before they

left Japan for their homestay experience.

Adaptability

All of the above activities, from the games to the
notebooks and poster presentations, can be adapted for
use in other teaching contexts. While we used these for
junior high school students, vocabulary and questions
could easily be adjusted to suit higher or even lower level
students. Similarly, while the goal of this project was
preparation for travel abroad, the content could be
adapted for other purposes. For example, questions
based on students’ majors (engineering or medicine, for
instance). These activities could also be made more
generalized with additional topics (not only focusing on
travel abroad) for more general communication courses.
Furthermore, while these activities were often lively and
loud, there is potential to adapt them to be quieter, though
equally as engaging (using board game tiles for a memory
card game, for example). Whatever the context you teach
in, and level of students, the above activities could be
useful, or be the starting point for new activities that you

create.

The 2019 PanSIG Journal 89



Conclusion

Results and limitations
One of the most surprising results was that after

the 2017 group got back, we were informed that the poster
presentations were a huge success in Seattle.
Unbeknownst to us, the organizers of the trip liked the
students’ presentations of Japan, Fukui, and Eiheiji so
much they had folded up the posters, brought them to
Seattle, and had the students present them again there at
a local junior high school. This was never the intention of
the poster project, but it was a welcomed outcome. The
only issue from this was that the organizers liked it so
much, the following year they asked if we could do
something easier to take with them, like PowerPoint
presentations. For our situation, this was not a realistic
endeavor due to time and other logistical concerns. We
did not have ready access to a PC lab, and we did not
know the students’ PC or PowerPoint proficiency, and
would not have time to teach them. We also felt that the
group work, brainstorming, and making of the posters was
in itself an integral aspect of the preparation of the
students. Neither of us have witnessed that same level of
critical thinking and group work with our older university
students when they have PowerPoint presentation

assignments.

During the 2017 session, we provided handouts and brief
lectures on American food and eating in the US. We
received feedback from the 2017 session that some of the
students encountered the most trouble when eating out in

the USA. They had trouble paying at the register or

understanding how much their total was when buying food.

We addressed this in 2018 with more precise handouts
and brief lectures on eating out, paying and tipping,
manners and etiquette. With more time, we would like to
do more to reinforce the advice and information given,

such as with role-play activities.

As a result of the homestay preparation sessions,
students could have an idea of where they were going
(Seattle), and what to expect in the US and during
homestay. We could not prepare them for every possible
eventuality, but they had a basic idea of some things to
expect and how to cope with any communication issues.
Students had practice of introducing themselves, and
talking about their home life to spark conversation with

homestay families, and had a travel guide and journal, to

enhance their homestay experience before, during, and

after.

Future recommendations
A final survey was given to the students by the

trip organizers. However, because we were the ones
preparing the students, we would have preferred to make
the survey ourselves, or at least have the opportunity to
give input on its creation. The surveys contained very little
about their homestay experience. Homestay experiences
are one of the most unpredictable, and more detailed
information about their homestays would be invaluable for
preparing future students for possibilities. Could they use
the family’s wi-fi? Did they have to do chores like cleaning
the dishes after dinner? Was there a bedtime or family TV
time? We were left in the dark as to these sort of details,
and could only prepare the students for what could occur
(saying grace at dinner, for example). We also feel that
both a before and after survey are vital in order to get a
better understanding of the students’ expectations of the
trip before they leave, and see if those expectations were
met or how they differed. A before survey would help us
plan future sessions based on the students’ needs, as
opposed to our perception of their needs. We also wanted
to add some form of feedback about the preparation
sessions from students. Did they want more or less of
certain activities, games, and projects? Did they even feel
more prepared for their trip? Finally, our last future
recommendation would be to add role-play to the
preparation sessions in the form of ordering out at a fast
food or coffee shop. Unfortunately, due to the ratio of
instructors to students and the time allowed, we did not

feel this was possible for these preparation sessions.

Ultimately, these preparation sessions were successful,
and a great experience for all involved, and we hope the
ideas in this paper will be useful for other teachers in

preparing their students for travel abroad.
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11 Target Vocabulary Building and Movies

Julian David Foster
Fukuoka Dental College

Most listening tasks involving movies and other various audio material target lexical material central
to the semantic content of movies (see Takase & Parkinson, 2015). Some studies (see Van Patten,
2015) suggest this focus on key lexical material such as nouns, verbs and adjectives is justified
because it is most apparent and the earliest second language (I.2) material to be absorbed. But what
of the lexical material further down the hierarchy of L2 vocabulary acquisition such as pronouns,
auxiliary verbs, modals and referring words? This ongoing research seeks to determine the
effectiveness of using movies for target vocabulary acquisition and if the noticing of these elements
increases students’ understanding of movies and videos. Students’ awareness of the target vocabulary
was measured using before and after tests. Preliminary results indicate students’ awareness of the

target vocabulary improved along with a better understanding of spoken language in movies.
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Many researchers have shown that movies can provide a
more effective second language (L2) learning tool than
textbooks and various audio recordings (see Bray 2019,
Donaghy 2017, Harmer 2012, Lee & Park 2017). The
reasons for this include visual context references and
paralinguistic behavior such as body language and the
facial expressions of actors (see Harmer 2012, 308). Most
listening tasks involving movies and audio material focus
on lexical material that is primarily related to the semantic
content (see Takase & Parkinson, 2015). For example,
many information gap activities require students to listen
for the characters’ names, places, activities and
adjectives that link directly to plot devices and a better
understanding of the characters and stories. Some
studies (see Van Patten, 2015) suggest this focus on key

semantic material such as nouns, verbs and adjectives is

justified because it is the most apparent and the first L2

material to be noticed and absorbed.

This study seeks to challenge this pedagogical norm by
testing the efficacy of focusing on the lexical elements of
language further down the hierarchy of language
acquisition rather than the more typical semantic content.
Furthermore, it seeks to determine whether such a lexical
focus can actually improve students’ understanding of the
spoken language in movies and videos. These parts of
language include subject and object pronouns, referring
words, tense markers, auxiliary verbs and contractions
involving auxiliary verbs as they occur in common speech
patterns. While semantic elements as well as the
comments and personalities of characters are frequently

discussed with students, the gap fill exercises focus on
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these lexical elements as they occur in everyday spoken

language.

As English as a Foreign Language (EFL) teachers are no
doubt aware, understanding L2 material in videos and
movies can be a taxing experience for low EFL proficiency
students, especially for those without adequate
scaffolding. Research indicates that students use their
limited L2 resources to understand meaning rather than
form (see Skehan 2002, Lightbrown & Spada 2013). This
study seeks to determine if indeed students’
comprehension of English as spoken in movies, videos
and by extension, L2 dialogue in general can be
enhanced by trying to get these elements of language at

least noticed.

Methods

A study was conducted involving 21 Year 1 Dental
Nursing students at the Fukuoka College of Health
Sciences in the first semester of 2018. The group were
given material focusing on lexical elements of language
as mentioned above using selected clips from the movie
Beauty and the Beast (Walt Disney Pictures and
Mandeville Films, 2017). According to Bray (2019),
students generally react favorably to movies in the EFL
classroom and the students involved in this study were
surveyed to confirm this. They were also asked questions
regarding if and how they watched English language
movies and videos. In particular, did they watch them with
subtitles or dubbing and how much of the English dialogue

they could understand.

The pretest results showed that 72% of the students
watched English language movies and videos while 68%
said they were interested in watching them. Meanwhile,
42% of the students said they watched English language
movies and videos with Japanese dubbing while another
37% said that they listened to the English dialogue while
reading the Japanese subtitles. Only one student in the
group watched English language movies while listening to
the English soundtrack and reading English subtitles. Of
those students who listened to the English language
soundtrack, five students said they could understand a
little while one student could not understand any English
at all. It should be acknowledged here that this data is
obtained through self reporting so only carries anecdotal

value.

These results may indicate a positive attitude towards
some well known English speaking actors and perhaps
some cultural aspects of English speaking countries
although the prevalence of Japanese dubbing may
indicate a reluctance to deal with the language. There
were no specific questions regarding these issues so this
is largely speculation and perhaps this could be examined
in more detail in further research. However, the students
were also asked questions about their English proficiency
and their attitudes to English more generally. Only 22% of
the students said they liked English while 64% stated that
they didn’t. No students in the group had achieved Eiken

Grade 3 or equivalent.

The students in this group were given the same reading
and listening tests at the start and end of the semester.
Both tests examined students’ knowledge, awareness
and use of grammatical elements of language such as
pronouns, auxiliary verbs, contractions, referring words
and homonyms incorporating auxiliary verbs. The tests
involved watching a short scene from early in Beauty and
the Beast and included two parts. The first section was a
standard gap fill type exercise focusing on the

grammatical lexicon as mentioned above.

Table 1: Beauty and the Beast listening task

GASTON: Look at (1) her , Le Fou. (2) my
future wife. Belle is the most
beautiful girl in the village. (3) that
makes (4) her the best.

But (5) she’s so ..... well read and

LE FOU:
(6) you’re so ....athletically inclined.

GASTON: (7) I know. Belle can be as

argumentative as (8) she’s beautiful.

LE FOU: Exactly! Who needs (9) her when

you've got (10) us?

GASTON: Yes. Ever since the war | felt like I've
been missing something. (11) She’s
the only girl that gives me that sense

of ...

LE FOU:
GASTON:

Je ne sais quoi?

| don’t know what (12) that means.

In the gap fill exercise, the italicized words were of course
missing in the students’ worksheets. Where requested,
sections of the scene are played again until all the gaps

were filled. Once completed, the test papers were
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collected and students were then given copies of the
complete scripts for the same scene and a series of
questions. In this second part of the test, each question
asked the students to identify what each word in italics
refers to. During this part of the test, the same scene was
viewed again, pausing and repeating as requested by the
students to give them opportunities to use the visual
context references and paralinguistic behavior to aid
understanding of the spoken language. The answers in
the second part of the test are of course the semantic
vocabulary which is the usual focus of teaching material
used with movies. The students scored 73.1% in the

listening section and 37.1% in the reading section.

As a comparison, Table 2 shows an example of a typical
listening task which is used with movies and audio

material from a textbook.

Table 2: Exercise for semantic content

Conversation: Listen to the conversation. Fill in the
blanks.

Jenny: Can | ask a question?

Shota Of course.

Jenny: What's (1)

Shota It's a kind of (2)

Jenny Really? When do you (3)

Shota (4)

(1) natto  kabuki  a happi

(2) food traditional theatre jacket

(3) eat it watch it wear it

(4) Mainly at breakfast All year round At festivals

The focus of this exercise is clearly the semantic lexicon
which is used to introduce elements of Japanese culture
to English speakers. Although the speaking elements and
vocabulary are quite practical and topical, the
grammatical elements of language are fairly incidental to
language production. When asked by the teacher, most
students had little idea what ‘it’ in the conversation refers
to. By contrast, material given to the students in this study
focused mainly on the grammatical elements of language
with the semantic lexicon covered in a more covert or
subliminal way. An example is a gap fill listening exercise

in Table 3 from a scene later in Beauty and The Beast

between Belle and The Beast in which they discuss

Shakespeare’s Romeo and Juliet.

Table 3: Listening exercise for referring words and

grammatical elements of language

Belle (1) You know Shakespeare?

Beast (2) I had an expensive education.

Belle Actually, Romeo and Juliet is (3) my
favorite play.

Beast Why did (4) that not surprise (5) me ?

Belle I'm sorry?

Beast All that heartache and pining. So many
better things to read.

Belle Like what?

Beast Well, there are a couple of things (6) in

here you could start with. (7) You all

right?
Belle (8) It’s wonderful.
Beast Yes. | suppose (9) it is.

Some parts of this movie are of better use for studying this
type of lexical material than others depending on the
dialogue in each scene. Some of the referring words such
as | and you may seem self evident to native (L1)
speakers and even some L2 students but they were
included to help establish the habit of noticing easy
pronouns and noticing the people and things they refer to.
Students commented that personal pronouns were easier
to grasp than other pronouns such as it, this and that.
These often refer to actions and concepts which are used

earlier and not always apparent or visible in the video.

There appears to be a hierarchy of L2 understanding
when using EFL referring words starting with direct
subject personal pronouns followed by object pronouns
such as me, her and them, possessive pronouns and later
demonstrative pronouns. This may be due to exposure in
EFL textbooks and popular songs but more research is
needed to determine the exact nature of this hierarchy
and the cause. Students in this study were given other
material and worksheets which also focused on the

grammatical elements of language.

Students were given translation exercises in class and for
homework which were aimed initially at raising awareness
of the grammatical features of language. Once some

awareness of features such as auxiliary and modal verbs
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was developed through writing and speaking practice, it
was hoped students may be able to notice some more of
them in natural speech patterns. Students were asked to
translate into English the equivalents of What is your
name? Where are you from? How are you? What do you
do? How much is it? What do you think? Would you like
some tea? Did you have lunch? along with several others.
The questions were chosen according to relevance for
use in overseas travel and include high frequency help

guestions as well as casual or small talk.

Students were also given listening exercises utilizing
material from the My First Passport textbook (Buckingham
& Lansford, 2013) with the focus changed from the
semantic to the grammatical lexicon and natural speech
patterns. Table 4 shows an example of a listening task

with a different focus.

Table 4: In class listening task

Kazuo Hi. (1) My name’s Kazuo. Nice (2) to
meet you.

Student Nice to meet (3) you too.

Student A Excuse me. (4) Can you help (5)
me ?

Student B Sure. (6) What'’s the problem?

Student A (7) How do you spell Seattle?

Student B Sorry, (8) Could you speak more
slowly, please?

Teacher Yes, (9) of course.

Results showed that a majority of students had some
awareness and understanding of common expressions
regarding time and shopping such as How much ~, Do
you ~ and What time ~ but a much weaker knowledge of
modal verb forms and questions in the past tense. Scores
for What did ~ and How was ~ were below 20%. Students
were also given subject verb agreement (SVA) quizzes
such as that in Table 5 to help consolidate grammar and
help predict responses to questions and statement in the

videos presented in class.

Table 5: Subject verb agreement quiz

1. Do you like ice cream?
a) Yes, | like. b) Yes, please. c) Yes, |do. d)Yes,|

am.

2. Are you busy today?

a) Yes, | do. b)Yes,lam. c)Yes, you are. d) Yes,
am |?
3. Is it sunny today?

a) Yes, itis. b) Yes,lam. c) Yes, itdoes. d) Yes, it
will.
4. Do you have a car?

a) No, 'mnot. b)No, I haven’t. c)No, it doesn’t. d)
No, | don’t.
5. Did you watch TV last night?

a) Yes, | do. b) Yes, you watched. c) Yes, | did. D)
Yes, | was.

Students were also given pronoun exercises in class and
for homework to help raise awareness of the different
types and practice using them in class. Table 6 is an

example of a pronoun exercise given to students.

Table 6: Pronoun exercise

Choose from the following: 1, me my, You, your, He him,
his, She, her, They, them and their

A: | bought a birthday present for (1)

B: Wow! For (2) ? Thank (3) very much!
A: Did (4) get a present from (5)
boyfriend?

B: Actually, (6) haven'’t heard from (7)

today.

A: Do (8) think (9) will give you one?
B: Well, (10) gave a present to (11) for
(12) birthday.

A: Then, (13) should give something to you?

B: Hmm, maybe (14) will give (15) one
later.

When reviewing homework and other worksheets in class,
it became apparent that students were easily confused by
similar sounds such as where and we’re. This led to the

development of homophone exercises as seenin Table 7.

The 2019 PanSIG Journal 95



Table 7: Homophones exercise

Choose from the following: there, their, they're, to, too,

we’re, where, wear, your and you're

A: (1) We’re going to a party tonight. Do you want to come
(2) too ?

: Yeah! Thank you. Can my sister go (3) too.

: Sure. (4) Your sister can come.

: So, (5) where is the party?

: It's at my cousin’s house, near the station.

B

A

B

A

B: What time are you going (6) there ?

A: (7) We’re meeting at the station at 7 o’clock.
B: Okay, but | don’t know what to (8) wear.

A: Don’t worry. (9) They’re pretty casual people.
B

: I hope (10) you’re right.

The italicized words were omitted and then as in the
previous exercise, the students were required to fill in the
blanks. After completing the writing part of the exercises,
students then practiced reading then with a partner. This
was designed to give students experience using
homophones with at least some awareness of the
different meanings. It was hoped that this may help them
to differentiate between them during subsequent listening
activities and listening to natural speech patterns later in

movies, etc.

Results
At the end of the semester, students were tested again

using the same instrument. In the reading section,
average scores improved from 37.1% in April to 63.2% in
July. As for the listening test, average score in July was
down slightly from the April score of 73.1% to 72.5%. In a
subsequent test held on the first day of the second
semester though, their score increased to 90.4%. When
asked to explain the different scores before and after the
Summer holidays, the students said other exams on the
same day affected their performance in the test held at the

end of the first semester.

These results indicate a focus on grammatical lexicon can
help raise awareness of these elements to some extent. It
is interesting to note that this awareness is better on paper
than in a real listening context, nevertheless there is

noticeable improvement in students’ awareness of this

vocabulary. The bigger question of whether this study
could enhance L2 speakers’ understanding of movies and

naturally spoken language remained.

A survey of students in the Test Group was conducted at
the end of the semester regarding the effectiveness of this
teaching approach. Eighty seven percent said the lessons
helped them to understand the movie, eighty five percent
said the lessons helped them to understand who and what
people were talking about and eighty five percent said the

lessons helped them in some other way.

When asked to elaborate, three students said the lessons
helped them to understand many new words, one student
said the lessons helped them to understand the story,
another student said they were inspired to watch an
English language movie for the first time, another said the
lessons helped them to understand a movie without
subtitles for the first time. One student said the lessons
helped them to imagine what people will say next while
another said the lessons helped them see practical

examples of everyday conversational English.

This ongoing research shows that movies engage
students but natural spoken English presents listening
comprehension problems. These can be helped by edited
scripts which provide the necessary scaffolding for
improved L2 comprehension. This research also shows
that target vocabulary building can be successful using
movies but further research is needed on the efficacy of
focusing on particular vocabulary such as referring words

and other grammatical elements of language.
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12 Using Conversation Cards to Enhance Turn-Taking Fluency

Adam Garnica
Tokyo International University

Ramon Mislang
Tokyo International University

The purpose of this research study is to investigate how turn-taking strategy cards influence English
conversations for EFL students at Tokyo International University. Turn-taking strategies are necessary for
helping EFL students perform competently in English conversation. In our research, we piloted a system
that assists students with turn-taking strategies through a card system. This card system acts as an
assistive device that helps students practice turn-taking strategies, leading to turn-taking habits. We used
a pretest posttest design to record the word count, total conversation time, and uses of each turn-taking
strategy. Data collected was used to measure the efficacy of the training utilizing the turn-taking strategy
cards by comparing the pretest and posttest results. Students also produced transcripts of their
conversations and completed analysis of their conversations. Research results will help to advance future
teaching approaches in encouraging greater depth of conversation among EFL learners by using specific

turn-taking strategies.
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Introduction
The push for nurturing more internationally

minded citizens in Japan has influenced classrooms to
increase exposure to English at all levels of education.
Going beyond grammar translation style instruction,
classrooms have been trying to integrate more
communicative style instruction. Textbooks have also
gone through changes by incorporating an integrated

skills approach to align with pedagogical trends in the

classroom. The effort to expand English curriculum is
aimed at improving oral communication standards among
classrooms in Japan. However, oral communication
standards and assessments seem to differ between
curricula. One reason is that speaking tasks vary from one
classroom to another. For example, although
presentations may be a core speaking task in one class,
a skit performance or scripted dialogues may be the core
speaking task in a different class. While a framework that

caters to the specific needs of each student cohort as well
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as the pedagogical inclinations of each teaching team can
strengthen language programs, sustained opportunities
for building communicative competence in oral
communication appears to be lacking in many
classrooms. In other words, while students are able to
perform a monologue type of speaking task such as a
presentation on Japanese food culture, the same students
may find it challenging to sustain a conversation on the
aforementioned topic. To help learners move beyond
mastery of linguistic knowledge and monologue types of
speaking tasks, learners must be exposed to activities
that expose behavioral norms of English conversations.
The purpose of this study was to observe how learning
aids could provide a starting point for helping learners

sustain conversations in English.

Literature Review

Performance of speech acts and speech acts
sets differ in important ways from language to language
(Celce-Murcia, 2008). As a result, problems negotiating or
signaling when a turn has ended or when the floor is open
for other interlocutors to take can arise (Young, 2018).
However, turn-taking “is perhaps the least tackled in
pedagogical materials and classroom instruction, mostly
because it's the least understood” (Wong & Waring,
2010). Therefore, instructional materials are needed to
assist learners in understanding how silence and active
listening can contribute to a conversation or interactions
flow. Working from this suggestion for classroom practice,
we have developed a conversational card system that
brings learner attention to the different ways
conversations progress in English, allowing them to
practice creating more complex, lengthier, and richer

conversations.

The first card is the Answer/Detail card, in which
students add additional information to their turn. This is to
encourage students to give fuller, richer answers that give
their interlocutor more information to interact with when it
becomes their turn. This also discourages single-word or
single-sentence utterances. Examples of Answer/Detail

usage could be the following:

I went to the shopping mall this weekend. | did
some window shopping but | didn’t buy anything.

My mother is 65 years old. She runs almost

every day. This is why she is so healthy.

| did not do well on my test. | forgot many of my
vocabulary words so | couldn’t understand the

questions.

Conversations rely on a need for progressivity
(Stivers and Robinson, 2006), with questions being a key
marker in inviting more turns to be taken by an
interlocutor. Campbell-Larsen (2019) expanded upon this
by stating that progressivity can be attained via questions
that are interactional in intent. The question is not meant
to be a simple exchange of information, but rather, “to be
understood as an invitation to provide an expanded
answer and move the conversation forward” (p. 41).
Meaning, there are certain speech acts with questions
that can cue the interlocutor into that drive for progression.
Campbell-Larsen noted that one such form commonly
seen in native English speakers is the double question,
where one couples questions together to signal their
intent in conversational exchange versus informational
exchange, the latter of which most Japanese speakers of
English are more apt to treat all questions as (Campbell-
Larsen, 2019). To combat this, the Question/Question
card was formed with the intent of alerting students of the
different intents behind questions, and to give them a
structure for introducing clear and recognizable signals in
their speaking to help aid them in taking more
intentional  turns.

conversationally Examples  of

Question/Question usage could be the following:
What did you do this weekend? Anything Fun?

How is your mother doing? Is she still running

often?

Did you do well on the test? How did it go?

Expanding on the notion of the inclusion of
questions in the turn-taking aspect of spoken dialogue,
there already exists a linguistic similarity between English
and Japanese. Shigemitsu (2012) noted that asking
comprehension questions in Japanese conversation is not
a commonality, but that the types of questions speakers
ask feed into a co-construction format. This plays on the
notions of cooperation, “because they create the idea
together, or the listener shows curiosity about what the
speaker is going to say by inferring what the speaker is
going to say” (p. 10). This lays the foundation for the
Question/Answer strategy, which encourages speakers to

offer a suggestion or recommendation for the answer to
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the question they have just posed. Through offering
helpful suggestions after a question, the card fosters and
brings attention to this already innate strategy in the
Japanese learners, allowing them to recognize its validity
within the English conversation context. Examples of

Question/Answer usage could be the following:

What did you do this weekend? Did you go to

the cinema?
How is your mother doing? Well?
Did you do well on the test? Did you get an A?

There are moments in which a speaker
concludes a turn and the floor becomes open for
interlocutors to take. However, problems negotiating or
signaling when a turn has concluded or when the floor is
open can arise (Young, 2018). These problems are partly
due to speech acts such as silence and pauses being
executed differently between English and Japanese.
McCarthy (2010) also noted that these borders of turns,
turn openings and turn closings, assist in the maintenance
of conversational flow, or what we hear as a more fluent
conversation. The function of the Pivot card is to support
floor management by helping Japanese learners
recognize aturn is closing and assist them in constructing
a turn opening. Examples of Pivot usage could be the

following:

[From the weekend topic] Speaking of the

weekend, | saw this incredible movie...

[From the mother topic] That reminds me of this

time | tried running a marathon...

[From the test topic] You know what else is
difficult? Finding a part-time job...

Participants
The participants in this study consisted of fifteen

students from the School of Language Communication at
a small private liberal arts university in the Kanto region of
Japan. Seventeen students were enrolled in sophomore
communication courses (English Production I, N = 7) and
eleven students were enrolled in an advanced listening
and speaking elective course (Advanced Listening and
Speaking A, N = 8). Students in these classes ranged

from seventeen to twenty-one years of age. In the

advanced listening and speaking elective, students
ranged from first-year to fourth-year students. English
Production students in this study were CEFR Al level
while Advanced Listening and Speaking Students A were
at the CEFR B1 to B2 level. This allowed us to see if both
low-level speakers and more advanced speakers could
benefit from the conversational strategies. We only used
seven of the 17 students in English Production Il and eight
of the 11 students in Listening and Speaking A because
of attendance issues: Those who missed the pretest,
posttest, and more than one card training session were

excluded from the final data set.

Methods

Our null hypothesis is that there is not a
significant difference between the pretest results and the
post-test results for any of our measures for fluency. Our
alternative hypothesis is that the introduction of the
conversational strategies via the conversation cards will
produce a significant difference between the pretest and
post-test measures of fluency. We used three methods to
collect data which included a pretest, post-test, and a post

conversation strategy reflection.

In the pretest, students discussed a particular
topic, money, with their peers. Students recorded their
discussions with the voice memo app on their cellphones.
Students recorded their entire conversation to be
submitted  to

transcribed. The recordings were

researchers via the instructor's course website
(Schoology for English Production Il and Moodle for
Advanced Listening and Speaking A). Students then
listened to their recordings and produced a transcript of
their pretest conversations that was submitted to
researchers via the aforementioned class websites.
Researchers used this discussion as a benchmark for
students’ conversation strategy abilities, comparing the
recordings and transcripts to a set rubric used to measure

students’ conversational fluency (Appendix A).

After the pretest, students underwent a 10-week
training period with four conversation strategy cards.
Because students did not have any extensive experience
with using conversation strategies in English, it was
decided that strategy cards be scaffolded and introduced
every two weeks. For example, the answer-detail card

was introduced and practiced in weeks five and six and
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the question-question card was introduced and practiced
in week seven and eight (Appendix B). In weeks thirteen
and fourteen, students had opportunities to practice all
four conversation strategy cards. During each introduction
of a strategy card, 15 minutes were dedicated to
instruction via a powerpoint to explain aspects of a
strategy card and demonstrate how to use the strategy
card. Students then received a handout (Appendix C) and
practiced the newly introduced strategy card for fifteen
minutes. In the following week, students were given
another 30 minutes of class time to practice the strategy
cards in conversation. Students repeated this process

four times throughout the 10-week training period.

In the post-test, students discussed the same
topic used in the pretest, but they did not use conversation
strategy cards. The procedure for the recording and
transcription for the post-test mirrored that of the pretest
procedure. Fluency was analyzed using the
conversational analysis rubric. Through a combination of
our conversation strategy usage, length of conversation,
and word count for each turn taken by the interlocutors,
these factors combined will show a progression of
conversational discourse and signal more fluent

conversations.

In the post conversation strategy reflections,
students were given a survey with 5-point likert-scaled
guestions. At the end of the survey, students were given

a space to write any additional feedback or comments.

Results
For our data sets, we used a Case-ll T-Test

assuming unequal variance. We chose this statistic
because our data contained normal distribution across our

population (N = 15).

First, we examined the number of words in each

conversation:

From the pretest to the post-test, with our alpha set to .05,
we found that there was a statistically significant
difference in the number of words produced by students
in their conversations from the pretest to the post-test. For
the pretest transcripts, there tended to be a lot of
monologuing, or students giving a canned or rehearsed
response before quickly passing the turn with a lexical
chunk. Let's take, for example, this exchange from
Student 10 and Student 11:

S10: OK. What are some ways to earn money?

S11: Part time job [10 sec pause] only.
Here we also see that the student was unable or unsure
of how to pass the turn, having completed the question.
She pauses for a full ten seconds before adding the
adverb “only” to suggest that “The only way to earn money
is via a part time job.” She adds this as perhaps a way to
suggest the finality of her utterance, signaling to her
interlocutor that she is done speaking and she believes
that she has completed the task of answering the question.
The problem here is that if this is indeed the case, her
mental framing of the task is misaligned with the
assignment, which is to have a conversation, not to
merely ask and answer questions. Now let’s look at these
same students in their post test at the same section:

S10: What are some good ways to earn money?

I mean, are you working part-time? What is your

part-time job?

S11: Yes, | have three part-time jobs. It is to

earn daily meal and play money. | think that part-

time jobs are good for students to earn money.
In the post-test, we see a large shift that exemplifies an
increase in the number of strategies used
(Question/Question, Answer/Detail) as well as word count,
which lengthens the overall conversation. Here, we have

a much more fluid and robust conversation. Student 10

Table 1
Comparison and Pretest and Post-test Fluency Measures, Sum of Total Population (N=15)
FLUENCY MEASURE PRETEST VALUE POST-TEST VALUE P VALUE
Word Count 1454 2928 0.000003500950106
Turn Count 120 208 0.0001587482133
Conversation Length 3000 5574 0.000006541100985
(in seconds)
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adds clarification to her question: She wants to know
specifically about Student 11 and her own experiences
earning money as a student. Student 11 then answers,
explaining why she is working and harkening back to the
original question of whether or not she believes itis a good
way for students to earn money. While she fails to answer
what specifically her jobs are in the dialogue, her answer
opens more possibilities for her interlocutor to follow-up
with a question or add to the conversation with her own
opinion. It does not end the exchange but rather leaves
open possibilities for further contributions from Student 10.

Another example can be seen with another pair
of students and what to do after a partner finishes with
their answer:

S5: what are some good ways to make money.

The people who cannot save money, learn the

tendency because if the person learn the

tendency, they can learn how to save money. So,

| think that is the way to make money.

S6: Umm, ok. [5 sec pause]

S5: What are some good ways to make money?
Here, Student 6 appears to not know how to respond to
Student 5. Student 5 has given a lengthy answer, full of
details, but Student 6 fails to take her turn and add
anything to signal Student 5 to continue to conversation
afterward. Now, let's see how this changes in the same
area of the post-test discussion:

S5: I think just save money and don’t use it. How

about you?

S6: | think good idea setting goals or planning

how to save money. And | want to travel other

countries so now | save money 500 yen a day in

piggy bank. It is tiny things but If it is correct ah

gather big money,| can spend money to travel.

S5: I have same as it, but ... there are 5, 6 coins.
Here we see some strategies put into place to help
alleviate the confusion seen earlier. Rather than framing
the conversation as a series of “correct” answers to be
given in order to complete the assignment, the students
see opportunities to have a conversation and achieve
progressivity. Student 6 expands with their own answer
and gives examples (Answer/Detail) in order to give her
interlocutor something to use to initiate their turn. Student
5 takes the example of the piggy bank and uses that to
continue the conversation about making money. While
Student 5 did shorten their initial turn, they removed the

unnatural reading of the question and then self-selecting

themself to answer said question. This makes the
conversation sound more fluent and natural and less like
an interview or quiz.

Second, we examined the number of turns each
student took in the course of their conversation.We found
that there was a statistically significant difference in the
number of turns taken by students in their conversations
from the pretest to the post-test. Students, in the pretest,
focused mostly on going through the topic questions much
like a checklist, exchanging turns rapidly, usually keeping
it to only two turns per question in the topic. In the post-
test, however, we see students expanding upon the two-
turn format to include follow-up questions, deeper
explanations, and a few clarification questions. Take this
dialogue from Students 13 and 14 in their post test:

S13: OK. If someone give you 20,000 yen, what

would you do with it?

S14: Someone give me 20,000 yen, | want to

new clothes, bag, and shoes.

S13: OK. What is your favorite brand?

S14: Umm, my favorite brand is Zara. | often go

to Zara and H&M.

The number of turns expands because Student 13 takes
it upon herself to ask a follow-up question to Student 14
about her favorite brand, expanding upon the idea that
Student 14 would want to buy new clothes and
accessories. This allows Student 14 to expand upon her
initial answer, and with the utilization of the Answer/Detail
strategy, also introduces new information in the form of
also enjoying shopping at H&M. This gives Student 13
more information to tie into her next turn and add a more
coherent flow to the conversation. Now, contrast that with
their exchange from the pretest:

S13: If someone give you 20,000 yen, what

would you do with it?

S14: Maybe I'll hangout with my friend and |

want to go shopping.

There were fewer turns taken by both Student 13 and 14,
conforming more to the question-answer format of a strict
task completion mindset versus a more conversational
framework. Note the lack of any expansion of answers
and follow-up, lacking in the number of turn-passing
signifiers and opportunities for continuation of the

conversation topic.
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Table 2

Comparison and Pretest and Post-test Conversation Card Usage, Sum of Total Population (N=15)

CARD PRETEST COUNT POST-TEST COUNT P VALUE
Answer/Detalil 14 39 0.0008590470558
Question/Question 2 9 0.05064197719
Question/ 0 4 0.05190705376
Answer
Pivot 0 4 0.02028429657

Third, we looked at the time for the students to
complete the conversations, as measured in seconds. We
found that there was a statistically significant difference in
the length of the conversations from the pretest to the
post-test. The increase in length was seen universally
across all participants, regardless of level. Combined with
data on the increase in total words and number of turns,
we see that the conversations are stepping further away
from the more monologic question and answer format and
approaching more of a co-constructed exchange more
indicative of a conversation.

More words, turns, and time do not necessarily
show an increase in the quality of the conversation,
however, which is why data on the conversational
strategies was collected and analyzed. Thus, we began
looking at conversational card usage. We examined the
use of each of the cards:

From the pretest to the post-test, with our alpha set to 