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[ Research Article]

Japanese EFL university student attitudes and engagement
in a flipped learning course in combination
with synchronous online classes

Adam Roarty

Abstract

Flipped or blended learning has grown in popularity recently with its focus on student-centered learning and use of
technology. The current study introduced a flipped learning approach in combination with synchronous online classes
at a Japanese university during the COVID-19 pandemic. 106 first year students participated in this study. A mixed
methods approach was adopted with quantitative (post-course survey, usage statistics from Blackboard) and
qualitative (group discussions) data collected and analyzed using thematic analysis. Results suggested students
viewed flipped learning favorably, the main advantages noted were that they felt well-prepared for classes, perceived
improvements in their English abilities and valued the increased chances for interaction. Additionally, many students
perceived improvements in their ability to self-regulate their learning. However, a decline in engagement with flipped
learning materials was seen as the course progressed. Whilst engagement declined with some materials, there was
consistently high engagement with graded materials which suggests incorporating flipped learning tasks into student

grades may be one way to ensure students remain engaged.

Keywords: flipped learning, engagement, self-regulated learning

Introduction

Whilst active learning is not a new concept, only recently has it grown in popularity in Japan (Ito
and Kawazoe, 2015). With the development of technology, there are now more ways students can be
active in the learning process. Blended learning, as defined by Garrison and Vaughan (2008, p.5), is
“the thoughtful fusion of face to face and online learning experiences” and has seen increasing
popularity in education as institutions utilize learning management systems to deliver content
(Siemens, Gasevi¢ and Dawson, 2015). One method of blended learning is flipped learning wherein
students are introduced to new materials before class, which they study independently. Mehring
(2015) defined the flipped classroom “as one where the instructor moved lecture content previously
presented in class to the online environment” (p.10). Many researchers include or emphasize the use
of technology in their definitions of flipped learning (e.g Chen Hsieh, Wu, and Marek, 2017; Hung,
2017; Mehring, 2014; Turan and Cimen, 2019), and for the purpose of this study I will also use this
definition.

Literature Review

Recent reviews of flipped learning in English foreign language (EFL) learning have found
improvements in student satisfaction, motivation, engagement, and language abilities when compared
to traditional classrooms (Turan and Cimen, 2019; Grgurovic, 2017; Vitta and Al-Hoorie, 2020). In a
study of Japanese university students using a flipped learning method, Mehring (2015) noted
students became more active learners as compared to passive roles in previous traditional classrooms,
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particularly due to having additional interaction opportunities with other students in an online forum.
Whilst the use of online forums is not unique or integral in flipped learning, the method’s integration
with technology entails such tools are readily available to complement the flipped classroom. The
increased opportunities for interaction given by use of online forums may be of particular value for
Japanese EFL students. Mack (2012) noted some reasons students at a Japanese university did not
participate in class discussions, for example, they felt uncomfortable speaking in front of others, or
they could not respond quickly enough. In a study comparing the motivation of Japanese students to
engage in face-to-face or online communication, Freiermuth and Jarrell (2006) found most students
preferred online chats as this environment was perceived as more comfortable and less threatening.
Abe and Mashiko (2019) also reported that Japanese students participating in an exchange with
Filipino students found text chats more enjoyable than video chats. Utilizing online forums may be
one way to engage Japanese students who display a reticence to speak English. In online forums,
students have more time to formulate their ideas and can work at their own pace. Freiermuth and
Huang (2012) found that use of an online chat tool improved Japanese and Taiwanese EFL students’
willingness to communicate as well as other factors relating to motivation. Further, use of an
international virtual exchange forum saw Japanese university students improve their interactional
confidence and motivation to learn EFL (Hagley, 2020). Miyazoe and Anderson (2010) and Hirschel
(2012) similarly reported positive views of online forums to aid Japanese students’ EFL learning.

In addition to online forums, videos are often used in the flipped classroom. Mehring and Leis
(2018) emphasize that videos are not essential to flipping a classroom but more important is the
creation of a student-centered learning environment. Videos, however, are conducive to creating this
environment. Unlike one-way lectures in the classroom, students may use the videos at their own
pace, pause, rewind and replay to aid comprehension. Leis (2016) found that a flipped learning
method delivered via videos accessible on mobile increased Japanese EFL students’ confidence in
listening and speaking and made students less passive and more productive in speaking.

Yet, there remains concern as to whether Japanese students are ready to engage in online
environments. Mehran et. al (2017) found Japanese university students were generally unwilling to
take either fully online or blended English courses due to a perceived lack of digital literacy skills.
This is not unique to Japanese students. In a study comparing online and face-to-face classes at a
university in California, Ni (2013) found higher rates of failure in online courses (10%) compared to
face-to-face courses (4%). One of the main drawbacks of online courses is the lack of social interaction
and there is evidence that students report greater course satisfaction and greater success, in terms
of grades, in online courses which include synchronous interaction (Duncan, Kenworthy, and
McNamara, 2012; McBrien, Rui and Jones, 2009).

Research Questions

Whether ready or not, the COVID-19 pandemic forced many institutions across Japan to move
towards an online environment and thus provided a unique opportunity to assess how well students
can adapt to this method of learning. This study aims to explore the attitudes of Japanese first-year
EFL university students towards one method of online learning, flipped learning in combination with
synchronous online sessions. The research questions were as follows:

1. What are Japanese EFL university students’ attitudes to the use of flipped learning in

combination with online classes?

2. How do students independently engage with flipped learning materials through Blackboard?
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Whereas previous studies in flipped learning in EFL in Japan have combined the model by using
technology to complement face-to-face sessions, this study looked at student attitudes towards the
combination of a flipped learning method with synchronous online sessions conducted using Zoom.
The second research question looks at engagement in terms of behavioral engagement with the
flipped learning materials provided through Blackboard.

Methodology

Context

This study focuses on an English discussion course for first-year students at a private university
in Japan. Due to the COVID-19 pandemic, classes were moved online. Previously, classes were
planned for 100 minutes in groups of 9-10 students; however, to reduce strain on student internet
connections and allow teachers to effectively monitor discussion groups, the faculty recommended
classes to be split into two groups of 4-5 students for 40-minute weekly sessions conducted over
Zoom. The recommended way to deliver the class in this new structure is compared to the flipped
method chosen in Table 1 below.

Table 1
Comparison of the traditional method and flipped method for delivery of the discussion course
Traditional Method Flipped Method
Reading about the topic (before class) Reading about the topic (before class)
Lesson overview and check-in (in class) Presentation of discussion or communication
skill (before class)
Presentation of discussion or communication Videos related to the topic (before class)
skill (in class)
Practice of discussion or communication skill Discussion about the topic on an online forum
(in class) (before class)
Preparation for discussion (in class) Lesson overview and check-in (in class)
12-minute Discussion (in class) Peer-to-peer reflection on this week’s
discussion or communication skill and goal
setting (in class)
Brief teacher-fronted feedback (in class) 20-minute Discussion (in class)
Set homework (in class) Peer-to-peer Feedback (in class)
Written or recorded assignment (after class) Set homework (in class)

Learning Materials

A battery of online materials was designed on the learning management system, Blackboard,
which is integrated into the university’s website. The materials included an announcements page
with information about each class; slides which presented new discussion and communication skills;
videos relating to the content of the discussion topics with quizzes based on these videos; an online
forum; quizzes based on content related readings; and a grades page where students could check
scores from quizzes, lessons and receive feedback comments from the instructor.
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Data Collection

This study implemented a mixed-method triangulation approach (Cresswell and Plano Clark,
2018). Quantitative data was collected from a post-course survey completed online and usage
statistics from Blackboard. This data was combined with qualitative data collected from recorded
group discussions and analysed thematically.

Participants

The participants in this study were 106 first-year university students taking an English discussion
course at a private Japanese university. All students were taught by the same teacher who is also the
researcher. Of the 106 students asked to participate, 97 students completed the post-course survey.
The students consisted of 11 classes and each class was separated into two discussion groups of four
or five students. This made a total of 22 discussion groups. All students participated in the discussions,
however, in four groups one student did not consent to the discussion being recorded. Data from
these groups is not included which left a total of 18 discussion groups which were recorded and
analyzed. A total of 92 students participated in these group discussions. Comments have been taken
from the discussion groups and the speakers have been anonymized with numbers based on the
order they spoke in the discussion. Finally, all 106 students agreed to usage statistics from Blackboard
being collected.

Post-Course Survey

The post-course survey (see Appendix A) consisted of 18 items designed with a number of
factors recommended by Dornyei (2003) taken into consideration such as the length, presentation
and wording of the items. Items 2 to 14 were assessed using a 6-point likert scale. It has been
suggested that Japanese tend to respond neutrally to survey items (Matsuura, Chiba and
Hilderbrandt, 2001; Kimura, Nakata and Okumara, 2001) so it was decided to remove the neutral
option to obtain a clearer indication of students’ attitudes. The survey was translated to Japanese but
also included the original items in English. The translation was checked by three native Japanese
speakers who were also instructors on the course and were therefore well placed to know, not only if
the translation made sense, but also if the students were likely to respond appropriately. A pilot test
was conducted with one group of students, and there were no apparent problems with completion.

Blackboard Usage Statistics

Data was also collected from Blackboard in order to measure how often and for how long
students accessed flipped learning materials. The in-built course reports tool on Blackboard allows
instructors to track the amount of time spent on the course and the number of clicks per student per
week as well as the area of the course students accessed.

Group Discussions

Qualitative data was collected from recorded group discussions at the end of the course. The
group discussions were held in the same style as the regular discussions students participated in
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throughout the semester - a 20-minute discussion conducted through Zoom with teacher observation
but no intervention. After allowing the students to discuss the topic at length together, the teacher
(also the researcher) asked a few follow-up questions to obtain information not covered in the
discussion. If students had not already discussed details of the time they spend using materials on
blackboard or strategies they employed, the teacher asked, “How long did you usually spend on
Blackboard each week?” and “When you were using the materials on blackboard, did you use any
strategy to help you?” Otherwise, students had a free discussion with no teacher intervention.
Students had already received their final grades, and it was made clear that nothing they said would
affect their grade. Throughout the course, students were also made aware that the content of their
discussions was not graded, and they were free to express any opinions freely. These group
discussions, recorded with student consent, were analyzed using a thematic networks approach
(Attridge-Stirling, 2001), and the emerging themes were reflected upon with reference to the
quantitative data.

Results

The results have been separated into the following two sections:

1. Student attitudes towards the flipped learning method

2. Actual engagement with the flipped learning method
After analysis of the recorded group discussions, the emerging themes were reflected upon with
reference to the survey data and Blackboard usage statistics.

Student attitudes towards the flipped learning method

The first research question aimed to uncover student attitudes towards using a flipped learning
approach in combination with online classes. There were four main themes identified in student
attitudes:

1. Students felt better prepared for classes and perceived improvements in English skills

2. Students valued the increased opportunities for interaction given by flipped learning

3. Students perceived improvements in their self-regulated learning

4. Students felt the flipped method was demanding

Students felt better prepared for classes and perceived improvements in English
skills

To survey item seven (“I felt more confident to join discussions after using the materials on
Blackboard”) students showed a high level of agreement as shown in Table 2 below
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Table 2
Responses to survey item 7 (“I felt more confident to join discussions after using the materials on Blackboard”)
Rank Value Response Total Responses
1 Strongly Disagree 0 Mean Response 4.98
2 Disagree 2 Standard Deviation 0.92
3 Slightly Disagree 3
4 Slightly Agree 21
5 Agree 39
6 Strongly Agree 31

This increased confidence to join the class discussions appeared to come from doing more
preparation before the class which is central to the flipped approach. Feeling better prepared was the
most commonly noted advantage of flipped learning in the group discussions with 56 of the 92
students who participated commenting on this. Comments focused on learning discussion skills
through the lesson slides and increasing knowledge about the topic through watching videos,
reading, and doing independent research as well as using the forum to learn new ideas from
classmates. For example:

“We can prepare our idea or discussion skills before class, and we can actually use this during class,
so this is advantage.” (32)

“Before we have this discussion class, we can sharve our ideas and I could reconsider my own ideas
by reading your ideas so (the forum) was really good for me.” (52)

“I thought by doing all the assignments on Blackboard we would be able to have more fruitful
discussions, we can provide examples from what we see in the video and what we learned about it
so it can be more productive” (84)

The combination of a variety of activities such as videos, the forum and presentations about the
discussion skills before classes appeared to be viewed favorably. Table 3 below shows the responses
to survey item two (“Please indicate how useful each area of Blackboard was for you (1=not useful at
all and 6=very useful)”). All materials which students accessed on Blackboard were perceived to be
useful.

Table 3
Perceived Usefulness of Areas on Blackboard

Area of Blackboard Mean Usefulness Standard Deviation

Announcements 5.4 0.93
Lessons 5.25 0.87
Videos 5.32 0.8
Reading Quizzes 5.17 0.75
Forum 5.3 0.89
My Grades 5.27 0.99
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In the group discussions, 27 comments focused on the usefulness of having the materials online
with the possibility of reviewing materials such as,

“I think watching videos or posting the forum is better simply because it is more intevesting than a
book and it is easy to watch videos, so I think online homework is better for us.” (46)

“On the Blackboard we can...we can always see the, you know, material so I could review those
material after the class like after one month or after two months but usually if we go to the campus,
1 think unless we take a note, we’re gonna lose those material or what we learned in the lesson so I
think it was pretty good way to use Blackboard.” (59)

It seemed to be a benefit of using online materials that they can be accessed not only before
classes but also after classes. Generally, students perceived the use of technology in the flipped
learning method as beneficial to their learning with 23 students commenting on the advantage of
flipped learning in improving a wide range of English skills through the use of technology, for
example,

“The advantage of this class is improved English skills, not only speaking but also writing and
listening when using the forum or the reading quiz or videos.” (74)

“I think improving English skill is one advantage. For example, reading the textbook improves out
reading skills, watching videos improves our listening skills and speaking in discussion improves
our speaking skills.” (13)

In summary, students viewed the method as good preparation for their in-class discussions, and
the range of activities delivered through Blackboard was also perceived to improve a range of English
skills.

Students valued the increased interaction opportunities given by flipped learning

Another major theme to emerge was the desire for interaction with classmates. With classes
being conducted online, students were unable to meet their new classmates. Students appeared to
appreciate the additional opportunities for interaction which using the flipped learning method
provided. The highest rate of agreement in the survey was from item number 9 (‘In the zoom session,
most of the time was spent interacting with classmates’) with no students disagreeing with this.

Table 4
Student responses to survey item 9 (‘In the zoom session, most of the time was spent interacting with classmates’)
Rank Value Response Total Responses
1 Strongly Disagree 0 Mean Response 5.53
2 Disagree 0 Standard Deviation 0.61
3 Slightly Disagree 0
4 Slightly Agree 6
5 Agree 34
6 Strongly Agree 57
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The use of the flipped learning model allowed the majority of class time to be focused on
student-to-student interaction. In the group discussions reflecting on the course, 33 students
commented positively on the opportunities for interaction. Students appeared to value the change
from presenting new material in class to before class as this freed up time for more interaction, for
example,

“By doing flipped learning we can have more time to talk in the class. It makes the atmosphere more
relaxed and friendly. If we do learning with slides in this class, it means that we cannot have much
time to talk with each other so it helped us.” (68)

“This class had many discussion on zoom with classmates but other classes have no interaction with
classmates so I enjoyed this class.” (16)

On average, students also indicated agreement with survey item 11 (“I had more chances to interact
with classmates by using Blackboard”) although there was far more disagreement with this item (23
students).

;;?;Zsis to survey item 11 (“I had more chances to interact with classmates by using Blackboard”)
Rank Value Response Total Responses
1 Strongly Disagree 0 Mean Response 4.13
2 Disagree 12 Standard Deviation 1.14
3 Slightly Disagree 11
4 Slightly Agree 36
5 Agree 28
6 Strongly Agree 10

As shown previously, the majority of the students perceived the forum to be useful and students
commented on this in the group discussions, for example,

“I think forum worked really well to get more interaction with classmates.” (58)

The higher rate of disagreement with this item is perhaps reflective of the students’ desire for
more synchronous interaction. The interaction on Blackboard was asynchronous in forum posts and
seemed to be valued less highly than the synchronous Zoom sessions.

Students perceived flipped learning as improving self-regulated learning

There were indications that the flipped method had a positive effect on making students more
active in the learning process and improving their self-regulated learning (SRL). Firstly, students
showed fairly strong agreement with survey item 6 (“Using Blackboard on this course helped me to
learn more actively”) as can be seen in Table 6 below.

10
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Table 6
Responses to survey item 6 (“Using Blackboard on this course helped me to learn more actively”)
Rank Value Response Total Responses

1 Strongly Disagree 0 Mean Response 4.58
2 Disagree 2 Standard Deviation 0.93
3 Slightly Disagree 9
4 Slightly Agree 32
5 Agree 39
6 Strongly Agree 15

This suggests that students believed the method gave increased autonomy and control over
their learning. Students also showed strong agreement with survey item 8 (“I Improved my
independent study skills on this course”)

Table 7
Responses to survey item 8 (‘I Improved my independent study skills on this course”)
Rank Value Response Total Responses

1 Strongly Disagree 0 Mean Response 4.61
2 Disagree 1 Standard Deviation 0.88
3 Slightly Disagree 9
4 Slightly Agree 30
5 Agree 42
6 Strongly Agree 14

This appears to indicate that students believed they could successfully deploy task strategies
during the course. A total of 20 different comments were made on topics relating to SRL in the group
discussions. Some example comments are included below which focused on self-regulation and
improvement of task strategies such as time management.

“We can improve time management skill is advantage of flipped learning.” (6)

“I think that flipping learning makes us think more by myself so I think flipping learning will make
us improve our thinking so I think it is advantage of flipping learning.” (77)

However, some students lacked confidence in their own strategies, with 15 students making
comments which showed either a lack of actual skills or low self-efficacy.

“We have to manage our time to study before the class so it is difficult for me to do that.” (48)

“I also think that difficult to understand when studying alone is one problem.” (31)

There seemed a common belief that while flipped learning might suit some students, others may
struggle with this style of learning. As one student commented,

“I think it really depends on how much students are diligent or not.” (72)

11
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Overall, whilst some students may have struggled with the added responsibility of the student-
centered, flipped approach, most students felt that their study skills were enhanced, and the majority
of students responded positively to survey item five (“I feel more self-confident in learning English
after this course”) as can be seen in Table 8 below

Table 8
Responses to survey item 5 (‘I feel more self-confident in learning English after this course”)
Rank Value Response Total Responses

1 Strongly Disagree 0 Mean Response 4.68
2 Disagree 1 Standard Deviation 0.87
3 Slightly Disagree 6
4 Slightly Agree 33
5 Agree 40
6 Strongly Agree 17

This would suggest that the course increased self-efficacy among many students. The flipped
method implemented in this course allowed more class time to be dedicated to peer-to-peer reflective
activities after group discussions. Students appeared to find this useful as indicated by responses to
survey item 10 (“Reflecting on my discussion skills with classmates on zoom helped me to improve”).
As can be seen in Table 10 below, only three of the 97 survey respondents showed any disagreement
with this statement.

Table 9
Responses to survey item 10 (“Reflecting on my discussion skills with classmates on zoom helped me to improve”)
Rank Value Response Total Responses
1 Strongly Disagree 0 Mean Response 5.02
2 Disagree 1 Standard Deviation 0.82
3 Slightly Disagree 2
4 Slightly Agree 20
5 Agree 45
6 Strongly Agree 29

Had the flipped method not been used then it is unlikely there would have been time for this
peer-to-peer feedback stage of the lesson.

Students felt flipped learning was more demanding

Some students felt that the flipped method was too demanding of students and perhaps more
difficult than traditional methods. A total of 30 students made comments in their discussion about
flipped learning increasing their workload, for example:

“Flipped learning spends more time studying about the basic information in the topic before class so
we can say it is hard work.” (81)

A number of these comments related to the increased workload of flipped learning being

12
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exasperated by doing online classes, for example:

“I think disadvantage of flipped learning is more work for students and difficult to manage time
because we have many homeworks because of coronavirus. Sometimes it was hard to do many
homeworks before class and we must do homework before class, not after so I can’t submit late after
class. I think it is difficult.” (30)

It seemed that students were feeling overloaded in other classes which led to the belief that
flipped learning was more work for students, for example:

“I think more work for students is the disadvantage because all other classes were online lessons so
there are too many tasks. I was busy with tasks every day, so I want teachers to reduce the amount
of tasks next semester.” (78)

There seemed to be a perception that online learning in general increased the workload on
students. Additionally, the change to the more student-centered approach of flipped learning may
have led to some students feeling overwhelmed as they may have been accustomed to more passive,
teacher-led instruction during high school.

Actual Engagement with the Flipped Learning Method

The Technology Assessment Model (TAM) has been widely used to predict use of technology
(Lee, Kozar, Larsen, 2003) and in the context of EFL in Japan, Dizon (2016) showed Japanese
students’ intention to use technology to assist their EFL learning was influenced by its perceived ease
of use and perceived usefulness. As shown, students viewed the materials on Blackboard as generally
useful. In addition, responses to survey item 3 (“Please indicate how difficult or easy each area of
Blackboard was for you to use (1=very difficult and 6=very easy)”) signaled that students found the
materials easy to use as can be seen in Table 10 below.

Table 10

Perceived ease of use of Blackboard areas

Area of Blackboard Mean Ease of Use Standard Deviation

Announcements 5.6 0.74
Lessons 541 0.92
Videos 5.45 0.8
Reading Quizzes 5.37 0.89
Forum 5.3 0.88

My Grades 5.39 0.81

Announcements (5.6), videos (5.45) and lesson slides (5.41) were ranked as the easiest to use
areas. To compare this to actual use, data relating to behavioural engagement was gathered through
Blackboard statistics in terms of average time spent on the course and average number of clicks. The
data revealed students spent an average of 4.28 hours per week using Blackboard for this course.
Blackboard will only log students out after three hours meaning students may have been logged in
but not actually active on the platform. In the group discussions, students were asked to estimate how

13



NEFEHEZEY v —F L § 2% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 2)

long they spent using materials on Blackboard each week on average and the majority reported
spending around one or two hours. As very few students reported using Blackboard for as much as
4.28 hours, it seems that this figure was taking into account a large chunk of idle time when students
were not active on the platform.

Figure 1.
Average time spent on Blackboard per student per week

Time per student(hours)
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The average number of clicks was also extracted from Blackboard’s course evaluation tool and
showed an average of 50 clicks per student per week.

Figure 2.
Average number of clicks per student per week on Blackboard
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Weekly average time spent and number of clicks on Blackboard decreased, particularly after
week one (Figures 1 and 2). The sharp decline from week one to two may be due to students
familiarizing themselves with the platform in the first week. This might have led to longer time spent
on the site and clicking on different areas to see how to use each section. From week two onwards,
there continued to be a steady decline as can be seen in comparing the number of clicks from week
two (69) with week ten (51). This may have been due to increased efficiency as students became
more proficient at navigating the site, but other data extracted revealed some areas of the site in
particular saw a drop in engagement. Students completed reading quizzes, video quizzes and
participated in the forum on a consistent basis throughout the course. Figure 3 below shows the
number of students who completed these tasks each week as well as the number of students who
accessed the lesson slides.

14
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Figure 3.
Weekly percentage of students accessing areas of Blackboard
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Completion of the reading and video quizzes as well as participation in the forum was over 90%
throughout the course and showed no sign of decline. The lesson slides, however, were accessed by
fewer students as the course progressed. The main difference between the lesson slides and the
videos, reading quizzes and forum would appear to be the grading. As was reported, students ranked
the lesson slides as just as useful as other areas such as videos, the forum and reading quizzes.
Additionally, as shown in Table 10 above, the lesson slides were viewed as just as easy to use as the
other areas. However, use of this section did not directly affect students’ grades. Scores on the
reading quizzes, video quizzes and participation on the forum were all integrated into students’
overall grades. This appeared to facilitate student usage in these areas.

Discussion

This study aimed to assess student attitudes towards flipped learning in combination with
synchronous online classes as well as measure how students accessed learning materials through
Blackboard. Students were generally positive about the method, which aligns with previous research
which found positive attitudes towards flipped learning among Japanese EFL students as well as
linguistic improvements (Mehring, 2015; Leis, 2016; Hirschel, 2012; Dizon, 2016). These previous
studies integrated the flipped method in combination with face-to-face classes, but it would appear
many of these benefits persist when combined with synchronous online sessions. The variety of
activities introduced to students through Blackboard such as videos, quizzes and use of an online
forum were viewed favorably, which confirms previous research showing Japanese EFL students
may be engaged through these type of activities as they are enjoyable and may be used at learners’
own pace (Yamauchi, 2009; Hirschel, 2012; Miyazoe and Anderson, 2010).

The flipped method also encouraged more autonomous learning, and there were indications that
students improved their self-regulated learning. Similar benefits in the improvement of SRL skills
have been noted by previous studies utilizing technology in the learning process with Japanese EFL
students (Kondo et. al, 2012) whilst introduction to SRL techniques such as goal setting and self-
evaluation have been shown as ways to improve EFL learners’ SRL (Cleary and Zimmerman, 2004;
Tsuda and Nakata, 2013). The flipped method adopted allowed more time to be spent in class on
these reflective activities and less time spent passively listening to the teacher.

In addition, the integration with technology gave more opportunities for interaction via an online
forum and Zoom. The use of such communicative technology may be of particular benefit to Japanese
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EFL students who are low in confidence in speaking English. Previous studies have shown online
platforms such as asynchronous forums can improve Japanese EFL students’ willingness to
communicate and motivation to learn English (Freiermuth and Huang, 2012; Hagley, 2020;
Freiermuth and Jarrell, 2006; Abe and Mashiko, 2019).

Another finding was that students’ use of flipped learning materials declined during the course.
Similar declines in engagement have been noted with flipped learning as courses progress (Heron
and Thompson, 2019; Chen, Wang, and Chen, 2014; Abeysekera and Dawson, 2015; Admiraal et al.,
2017). In this course, ungraded materials which saw a decline in usage. Kondo et. al (2012) also noted
a decline in engagement with a mobile learning device among Japanese EFL students when grades
were no longer directly related to its use. Extrinsic motivation such as test scores and passing
courses has been found to be high in Japanese EFL students, particularly lower-level students
(Fukada, 2018; Fukada, 2019; Konno, 2011). This course was mandatory for all students, so it is
inevitable there would be some students who are low in motivation. For these students, engagement
may be facilitated by making assignments part of students’ grades as almost all students accessed all
of the graded materials throughout the course.

Limitations and Future Research

The study used a fairly small sample size of 106 students and took place over only one semester.
A study over a longer period of time may provide greater insight into the factors that engage students
in online learning environments. The context of the study which took place under COVID-19
restrictions may also have heavily influenced student attitudes so a future study in a post-COVID era
may provide more insight. Further investigation is needed to determine the reason some students
disengaged with materials. It was believed that this was due to the materials not being part of student
grades; however, a further study is needed to investigate how determining a factor grades are for
engagement. This study also saw some indications that flipped learning may increase students’ SRL
skills; however, a further study could measure this in more detail with pre and post-tests to determine
to what extent SRL skills are enhanced by flipped learning. Finally, there was no control group in this
study. A control group taking the class in a traditional style would allow better insight into the effects
of flipped learning on student attitudes and engagement.

Conclusion

Although there were limitations to this study, it provides some support for the move towards
more student-centered learning environments and the incorporation of technology into EFL in Japan.
Students had largely positive attitudes towards the flipped learning method in combination with
synchronous online classes. In particular, the approach offered a way of maximizing the limited class
time for interaction, which was highly valued. The combination of synchronous and asynchronous
interaction also had benefits. Students perceived improvements in a range of linguistic skills as well
as in their SRL skills and showed high engagement in the method with almost all students using the
online forum, videos and quizzes every week to prepare for their discussions. However, a decline in
engagement was seen with lesson slides which presented new discussion skills to students online. In
addition to this decline in engagement, some students found the method more demanding, which
suggests it may be important to assess learners’ readiness for online learning before its
implementation. Unfortunately, due to the COVID-19 pandemic, many institutions have been forced
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online at short notice; however, in this situation including as many interactive activities as possible
would appear to mitigate some of the problems of online learning.
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Appendix A

Post Course Survey Questions

1. By doing the materials on Blackboard, what English skills could you improve? (Tick all that apply)
77y R—F hOBMEEMNT 22 LTHELAEEAF VIERONENRTT2? (4TI

F2HDELTF v 7 LTLEZ,)

Speaking
Reading

Discussion Skills

Listening
Writing

Vocabulary

Communication Skills

2. Please indicate how useful each area of Blackboard was for you (1=not useful at all and 6=very
usefu) 77 v 7 X — FOKX 7> a VISEDRRERITL> 7L~V 1 6 LL 6 ThIZE

CFEEW, (LR 12l RISk olz~LR)L 6 ETHHITEHST)

1. Notatall |2. Notuseful/ |3. Notvery |4.Alittle 5. Useful/#% | 6. Very
useful /2 & | BRICIL 727D |useful/ & E D |useful/A LEE [ 12315 7 useful/ & Td
3Tl otz | o7 i llhot |I2ALo 7z (MRS

Announcements/

BAILYE

Lessons

Videos

Reading Quizzes

Forum

My Grades/ & &

(A )

3. Please indicate how difficult or easy each area of Blackboard was for you to use (1=very difficult
and 6=very easy) 77 Vv 7R —FDZNEFNDL 7> avyBEOREMHLSLTro S 4

TS,

1. Very
difficult/ & T
SEHALO6
noiz

2. Difficult /
HHLD5 0
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difficult/4> L
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4. Quite easy/
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4. I feel more self-confident in learning English after this course.
CDa—AETH, HEEZERT LI L THES W EE ),

5. Using Blackboard on this course helped me to learn more actively
RKA—ATT 797 R—F2flio7l T, X077 74 78T 52 LB TEL,

6. I felt more confident to join discussions after using the materials on Blackboard.
779 7 R—FLEOBEMEREMHBHLZZET, T4 A Dy ayiZENT5HER 0

7LC k/EI:Etl\'))o

7. 1 improved my independent study skills on this course.
AKa—2%Z@EL T, HOFEEAX LA EL 7%,

8. In the zoom session, most of the time was spent interacting with classmates.
Zoom kv ¥ a v Tlk, KFEORHED 7 7 A X — 1 EERZHT 2RICR TSN TW»i,

9. Reflecting on my discussion skills with classmates on zoom helped me to improve.
Zoom TY 7ARA—bF LT A ANy avyAF VIOV TURDED Z LA ik, HOHED
A X via) B o 7,

10. I had more chances to interact with classmates by using Blackboard.
7797 R—=FEMI LT F7ARA— b ERMT DD Z 7,

11. I felt I could communicate with the teacher through Blackboard if I had any problems.
I ERH > B8, 77y 7R —FZ@EL i 2 a=r—>arvziins &L 7,

12. Receiving feedback on Blackboard helped me to improve my discussion skills.
7799 IR =FET74—=FNv 7 %2b607281F T4AAY Y avyAX Lo LIcr

27,

13. I felt less nervous about speaking English on zoom than face-to-face.
i’j‘ﬁi b N X\\‘_L\J:nggg%%ﬁj_ﬁi)f%gﬁ L7gwe @ L 7LCO

14. It was easier to communicate on zoom than face-to-face.
ML D, A=L EDTaIa=r—varBL DR TwLEEL L,

15. Are you male or female? & 72 7- DR 2 iE IR L T 2 S,

16. What level were you on the discussion course?
KaA—ARBIIEH%7%DI 7ADL )L EFERL TLEI W,

17. What was your score on the TOEIC or CASEC test before this course?
ARa—2125%Z5#HiD TOEIC & L < 1 CASEC DRz HZTL X\,

18. What is your major? & 72 7z DEEUI [T 2> ?
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Impact of Group Cohesion on Anxiety and Online Task
Performance: A Correlational Exploratory Analysis

Deborah Maxfield

Abstract
This exploratory research examines impacts of the use of teams in online Debate and Presentation courses. Prior
research from both psychological and English as a Foreign Language (EFL) perspectives has theorized relationships
between group cohesion, task performance, and anxiety. Forming cohesive groups can affect social identity (Turner
et al, 1979), self-esteem (Cast & Burke, 2002), and anxiety (Lee & Robbins, 1998), as well as foster motivation in a
second language (L.2) learning environment (Dornyei & Murphey, 2003), but these elements may be affected by
learning in an online context. A 26-item questionnaire gathered quantitative data regarding student experiences with
online small group learning, including perceptions of group cohesion and efficacy, and the impacts of these on social
and L2 anxiety. Results indicated that cohesive groups with a positive social climate benefitted in terms of task
achievement and reduced L2 anxiety across differing proficiency levels. Correlational analysis revealed strong
relationships between the effects of teams on affective concerns and L2 use, which suggests that working with
cohesive teams may foster motivation by improving students’ learning experience (Dérnyei, 2009). Based on these
findings, suggestions for future study and recommendations for improving outcomes in future courses will be

discussed.

Keywords: L2 anxiety, group cohesion, teamwork, group norms, L2 online learning

INTRODUCTION

Theoretical Background

In an effort to improve English communication skills at universities across Japan, the Ministry
of Education, Culture, Sports, Science and Technology (MEXT) has long encouraged the use of a
communicative language teaching (CLT) approach within EFL classes (Tahira, 2012; Yoshihara et al.,
2020). As part of many CLT-based courses, students need to participate in interactive tasks, during
which social group dynamics can impact successful task performance (Poupore, 2013). In the case of
group-based tasks, one measure that can mediate success is the level of “group cohesion”, or unity,
of a group, which is a measure of its members’ commitment to the group and of how comfortable
they feel together (Dornyei & Murphey, 2003).

Group cohesion can be challenging to define due to the diverse nature of the various group
memberships that together form our sense of social identity (Tajfel & Turner,1985), from one’s part
in family and social groups, to one’s sense of national identity. Meta-analysis of psychological research
into group cohesion (Cota et al., 1995) found it to be a dynamic process that is mediated by the
tendency to remain united while pursuing group goals, which is in part bounded by the values and
behaviours of its group members towards their task or goal, and in part by its members’ resistance
to any disruption in achieving their aims (p. 577). A further meta-analysis investigated the relationship
between the cohesiveness and performance or productivity of a group (Evans & Dion, 1991), finding
a positive and stable correlation between these across various studies into different types of groups
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(e.g., research participants, sports teams, or business organizations). Evans and Dion (1991)
concluded that although other factors will certainly influence performance, such as the metrics by
which success is measured, cohesion has reliably proven to be essential for groups to succeed on
tasks or otherwise attain good performance. Other research within psychology has found that feeling
one is part of a cohesive ingroup can increase self-esteem through a shared sense of pride in group
membership (Turner & Tajfel,1979) and reduce anxiety (Lee & Robbins,1998). Group cohesion is of
particular importance within Japan, due in part to lasting cultural influence from Confucian values of
harmony and obedience (Trommsdorff & Iwawaki, 1989). Henrich et al.’s (2010) landmark meta-
analysis on psychological differences between various societies found that East Asians tend to view
themselves in terms of roles and relationships with others and generally possess greater motivations
to conform to group norms (p. 71). The emphasis on socialization and group identity begins at an
early age, in which “children learn that they are part of a group and that without the group identity
they do not exist” (Sugihara & Katsurada, 2002, p. 450).

Emotions such as anxiety are modulated by the amygdala, a region of the brain responsible for
responding to emotional stimuli, particularly to anything perceived as threatening or a source of
danger (Toates, 2011). Reducing anxiety may have beneficial effects on task performance, particularly
within educational settings, due to the amygdala’s effect on long-term memory (McGaugh et al,
1996), as successful recall of information tends to be adversely affected by strong emotional states
accompanying the target recall stimuli (Koster et al., 2005). Tasks are processed within working
memory, a set of cognitive systems termed ‘executive functions’ (Miyake et al., 2000) that control
what information is currently held in an activated state by switching between ‘updating’ currently
necessary information for the task, and ‘inhibition’, or removal of irrelevant information and stimuli
(Friedman & Miyake, 2004). Anxiety and other negative emotional states, such as depression, reduce
the effectiveness of the inhibition function (Joorman, 2006). If the ability to ignore irrelevant
information and focus on a given task is worsened, then working memory capacity (the amount of
information that can simultaneously be processed, recalled or activated) is reduced (Derakshan &
Eysenck, 2010). Thus, from a psychological standpoint, working within a cohesive group increases
self-esteem, reduces anxiety, benefits task performance, and may improve memory, all of which
could be beneficial to students within an L2 learning environment.

Anxiety and group cohesion have also been investigated within the EFL literature. Anxiety tends
to be defined as ‘trait anxiety’, how likely one is to feel anxious in any situation, or ‘state anxiety’, the
likelihood of feeling anxious in a particular situation (Ueki & Takeuchi, 2012), such as when speaking
a foreign language, often termed ‘L2 anxiety’. Cohesive groups can alleviate both L2 anxiety and
social anxiety, benefitting L2 learners as anxiety reduces not only their self-confidence and willingness
to communicate in an L2 (Maclntyre et al., 1998) but also how effectively they can process or produce
it (Poupore, 2013). Cohesion also affects learner motivation; in Clement et al.s (1994) Foreign
Language Behaviour and Competence model, group cohesion correlated with positive evaluations of
the learning environment (such as peer group and teachers), forming a key area of motivation
separate from the learner’s own integrative motivation. This suggests that working with a cohesive
and highly motivated group could help to foster motivation even in less-motivated learners. Ushioda
(2003) argued that supportive interpersonal relations from a peer group and a positive learning
environment are necessary for fostering motivation in Japanese students, and similar observations
on the importance of group cohesion for motivation have been made in other East Asian L2 learning
environments such as Taiwan (Dornyei & Murphey, 2003) and South Korea (Poupore, 2013).
Moreover, the social norms or values of a group can have a direct impact on classroom atmosphere
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in an L2 learning environment, with implications for student participation and motivation (Maxfield,
2020; Peragine 2019).

The Current Study

In 2014, MEXT announced plans to improve English-language fluency and communicative ability
through its English Education Reform Plan, which recommended that universities conduct classes in
English and focus on ‘higher language skills’, including presentations, debates, and negotiations
(MacWhinnie & Mitchell, 2017). These governmental guidelines were followed at Rikkyo University
in Tokyo, in which lecturers were asked to teach two new courses, Debate and Presentation, starting
from 2020. What had not been foreseen was the spread of Covid-19, and the subsequent governmental
request for universities to switch to an emergency online method of learning. As a result, in the 2020
Fall semester, both Debate and Presentation courses were taught via Zoom, an online video
conferencing platform.

Both were required semester-length courses for freshman students that met weekly for a total of
14 weeks, with around 20 students in each class. Based on previous psychological and EFL research
on the potential benefits of cohesive groups for reducing anxiety and improving L2 learning outcomes
(Clement et al., 1994; Maclntyre et al., 1998; Dornyei & Murphey, 2003; Poupore, 2013), students
were assigned to work in regular groups (hereafter termed ‘teams’) of around five students. Each
team worked together for large parts of weekly lessons over the course of three to four weeks, with
the expectation that remaining in the same teams would encourage peer support and bonding
between students and thereby both reduce anxiety and foster motivation.

At the end of these courses, students were surveyed about their experiences of working in
teams, with questions on their perceptions of group dynamics (or ‘social climate’, as defined by
Poupore, 2013), group cohesion and efficacy, and impacts on social and L2 anxiety. Exploratory
research questions aimed to investigate:

1. Whether the use of an online method of learning affected L2 anxiety and/or social anxiety

2. Whether the use of teams allowed students to form cohesive groups

3. Whether working in teams affected students’ L2 anxiety and/or social anxiety

One element that was particularly of interest was whether there are advantageous aspects of
using teams that could be incorporated into future face-to-face and/or online classes. Comparisons
were also drawn on whether students in higher or lower proficiency levels (Level 2 or 3 respectively)
reported differing anxiety levels, experiences of learning English online, or experiences of working
with familiar groups. Noels (2013) concluded that the two factors necessary for engendering
motivation were competence (the learner’s ability to complete a task) and relatedness, defined as “a
sense of security and connection” (p. 20) between the learner and others. Although higher-level
students may have greater L2 competence, similar levels of motivation may be observed if lower-level
classes compensated for the effects of reduced competence by developing greater group
cohesiveness. Previous observations conducted by the researcher indicated that building rapport
within the class increased peer assistance with unknown L2 vocabulary items and improved
participation in group discussions (Maxfield, 2019). Hence, prior to data collection, it was
hypothesized that differences might be noted between class level, such that:

e Level 3 students would report greater L2 anxiety than those in Level 2
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e Jevel 3 students would report greater cohesiveness than those in Level 2.

METHOD

At the end of the 2020 Fall semester, a total of 98 students enrolled in Debate (N = 55) and
Presentation (N = 43) classes responded to an online questionnaire on their affective and social
experiences of online learning. Questions were translated into the students’ L1, Japanese, to minimize
potential misunderstandings.

Most questions were multiple choice items utilizing a six-item Likert scale. Likert responses
were converted into numeric data (strongly disagree = 1, slightly disagree = 2... strongly agree = 6) for
statistical analysis in SPSS to find overall trends including mean, standard deviation, Pearson’s »
correlations between items, and quantify comparisons between student proficiency levels (Level 2 or
3). Negatively worded questions (such as “I did not feel comfortable talking with teammates” were
reverse-coded in SPSS to maintain comparability between positively and negatively worded items.

Questions relating to the three different hypotheses under investigation were randomly ordered,
for which some questions employed different wording of the same concept to maximize reliability. A
further question type required students to select one to three words from a list of options that best
described their overall affective state whilst working with their teams, and in the class in general. It
was hoped that these questions could help to summarize general attitudes or cover aspects of student
experience missed by the multiple-choice questions.

RESULTS

Table 1
Descriptive Statistics for Overall Data, Mean Responses by Class Level, and Differences in Means Between Levels
Expressed as a Percentage (Mean Diff.)

Overall Data Comparisons by Class Level
Question Item % Level 2 Level 3 .
agreement Mean SD Mean Mean Mean diff.
Speaking English online is easier 60.4% 401 136 384 405 5%

than speaking English face-to-face

I felt more anxious when speaking
English online than speaking English 49.5% 347 1.26 3.16 3.55 11%
face-to-face

I felt anxious about talking to

classmates online before 1 started 71.1% 4.30 1.39 4.00 4.37 9%
this class

After studying in this class, it was 85.7% 447 103 453 446 29
less scary than I had expected

ioﬁfi?safgglsanx“’“s in facetoface  gq g 3.82 1.30 3.37 3.92 14%
I feel less anxious about studying 0 0

English online after taking this class 85.7% 431 107 4.16 4.34 o
12:;’;‘: casy to make friends with my ., ¢ 430 1.25 411 434 5%
g:’srlzgsgs with a team helped me in g4 o 5.10 0.92 5.11 5.10 0%
I enjoyed working with my teams 91.9% 4.99 0.96 4.84 5.03 4%
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There was good teamwork in ALL of

my teams 91.9% 4.90 0.98 4.84 491 1%
Talking with my t‘eamfnates helped 91.9% 496 0.98 5 05 Lot ”
me to feel less anxious in class

I felt relaxed when speaking English 75.5% 449 108 163 . »

with my teammates

I felt more relaxed when speaking
English with my teammates than 69.4% 441 1.21 4.42 441 0%
other students in class

Talking with teammates online was

. 82.7% 4.70 1.06 4.79 4.68 -2%
more relaxing than I expected
Zg‘:;f“&;ﬂ a team helped me to- 55 o 4.82 0.94 474 4.85 2%
I felt relaxed with my teammates 91.8% 4.90 0.96 4.95 4.88 -1%
R: I did not like working with the 26.8% 275 1.40 2.63 278 5%
same people over several lessons
fe:afl was difficult to talk with my o, 1o 2.46 1.37 2.37 248 5%
ﬁ;lé\g Lcammates rarely /- mever o, 2.20 1.62 1.84 2.29 20%
fvelslot?ge:t‘}?:: my teams did not work ., 7o, 2.69 1.35 278 2.67 4%
51 él (‘i;inrllr(;[aizl comfortable talking 5, o, 3.01 1.20 2.89 3.04 5%
R I .dld I}Ot feel comfortable using 39.0% 301 1.20 2.89 304 5%
English with teammates
Group Mean - positive items 4.49 4.41 4.51
Group Mean - negative items -2.69 -2.57 -2.72
Table 2
Pearson’s r Correlations Between Questionnaire Items (Negative)
. . R: My R: Sometimes R: I did not feel ~R:Idid not feel
FO' gl‘l){vi:ifﬁficult teammates my teams did comfortable comfortable
team v rarely / never not work well talking with using English
helped me together teammates with teammates
R:1 did not like 305" 331" 453" 207" 207"
working with the
1
SAME PEOPTE OVET g 002 001 001 026 026
several lessons
R: It was r 1 .436" 459" .453" .453"
difficult to talk
with my team  Sig .001 .001 .001 .001
gal‘rﬁfnates y : 1 285" 340" 340"
I
;fl;gd/ S sig : 005 001 001
R: Sometimf:s , i i 1 368" 368"
my teams did
t work well
HOPWOrK Well  ig - - 001 001

together
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R: I did not feel

comfortable

talking with
teammates

Sig

998"

.001

*. Correlation is significant at the 0.05 level (2-tailed).

** Correlation is significant at the 0.01 level (2-tailed).

Table 3
Pearson’s r Correlations Between Questionnaire Items (Positive)
. I felt Talking .
It was Working with Working
. . There was relaxed .
easy to with a I enjoyed teammates with a I felt
. good when .
make team working . online was team relaxed
. . teamwork speaking .
friends helped me withmy . . more helped me with my
. . 1. in ALL of English .
with my  in this teams . relaxing  to speak  teammates
my teams with .
teams class than I English
teammates
expected
After
studyingin 7 .099 133 173 .099 204 490" 292" 280"
this class, it
was less
scary than Sig 331 .190 .089 .330 .003 .001 .004 .005
expected
ltwas easy 1 400" .535" 361" 439" 386" 213 203"
to make
friends with
riends with - . 001 001 001 001 001 036 004
my teams
Working 1 699" 592" 348" 369" 605"  .689"
with a team
helped me .
. . Sig .001 .001 .001 .001 .001 .001
in this class
Lenjoyed - 1 669" 561" 455" 558" 574"
working
ith
VLIV g : 001 001 001 001 001
teams
There was 1 361" 339" 437" 4"
good 7 - - . . . 57
teamwork
inALLof & i i 001 001 001 001
my teams
I felt
relaxed r - - - 1 .559" 442" 4427
when
speaking
English
with Sig - - - .001 .001 .001
teammates
Talking
with r : : i i 1 516" .512°
teammates
online was
more
relaxing .
than I Sig - - - - .001 .001
expected
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Working 1 "
with a team i i i i i i 702
helped me
to speak .

S - - - - - - .001
English '8

*. Correlation is significant at the 0.05 level (2-tailed).  **. Correlation is significant at the 0.01 level (2-tailed).

Results shown as p = .000 have been rounded up to p = .001).

Word Choice Data

While most items on the questionnaire utilized a six-item Likert scale, students were also asked

to respond to the questions “Which words best match your experience in class?” and “Which words
best match your experience with teams?” by choosing up to three words from a list. This was offered
as a way for students to rapidly summarize their general attitude or isolate common emotions felt in
each condition, whether in class as a whole, or whilst working with their team. The possible answer
options were “fun, friendly, happy, relaxed, calm, scary, silent, bored, anxious”, with a total of 284
words being selected in response to “Which words best match your experience in class?” and 290
used to answer “Which words best match your experience with teams?”.

Figure 1.
Word Choice Data: How Students Described Experiences ‘In Class’ or ‘In Teams’
90
80
70
60
50
40
30
20 —
20
10 12 —
i =
0
un happy friendly relaxed calm scary silent anxious
B In Class(N=284) In Teams(N=290)
DISCUSSION

Overall Findings

On the whole, results suggest that the majority of students found working with a team helpful

and enjoyable during the course, with 93.9% of students agreeing that “working with a team helped
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me in this class” and 91.9% agreeing that “I enjoyed working with my teams”. Thus, it seems likely
that students regarded their teamwork to have facilitated task performance and that the majority
experienced a positive social climate through the formation of cohesive groups.

Although many students reported that “I felt anxious about talking to classmates online before I
started this class” (71.1%), it appears that afterwards a high proportion reported feeling less anxiety
than they had predicted, as 85.7% agreed that “after studying in this class, it was less scary than I had
expected”. A majority believed that “speaking English online is easier than speaking English face-to-
face” (69.4%), but there was no clear consensus on how L2 anxiety was affected by online learning,
as around half (49.5%) agreed that “I felt more anxious when speaking English online than speaking
English face-to-face”. Taken together, these results imply that although most students found using an
L2 online slightly easier than they did face-to-face, studying online did not greatly affect L2 anxiety.

Some students still felt L2 anxiety by the end of the course, with 32% agreeing that “I did not feel
comfortable using English with teammates”, suggesting that the use of teams did not greatly mitigate
L2 anxiety for all students. A minority also reported feeling social anxiety even with their teams,
agreeing with statements such as “I did not feel comfortable talking with teammates” (32%) or “it was
difficult to talk with my team” (22.4%). However, it should be noted that the majority of students
disagreed with these sentiments. As 93.9% of students felt that “working with a team helped me” and
91.9% had “enjoyed working with teams”, it seems that even some of the students who felt
uncomfortable with their team still recognised that they had benefitted from the experience.

Correlational Analysis — Negative items

A correlational analysis was also conducted to uncover further relationships between
questionnaire items (Table 2). Pearson’s » correlations were determined via SPSS and were
interpreted using Dancey and Reidy’s (2007) recommended classifications for psychology or social
sciences, in which correlations can be termed perfect (» = 1), strong ( = .7 —.9), moderate (r = .4 -
.6), weak (r=.1-.3), and zero (r = 0).

The strongest relationship found was » = 1.00 (perfect) between “I did not feel comfortable
talking with teammates” and “I did not feel comfortable using English with teammates”. All
respondents had provided matching answers to both questions, strongly suggesting that social and
L2 anxiety may have compounded each other in teams with a poor social climate, whereas cohesive
teams reduced both types of anxiety. Both of these questionnaire items also correlated moderately
with “it was difficult to talk with my team” at » = .45. This would fit with previous findings indicating
that L2 anxiety significantly impacts social climate, as “learners with high L2 anxiety produced less
language and contributed less to creating a positive group work climate” (Poupore, 2013, p. 114).

Moderate correlations were found between “it was difficult to talk with my team” and other
negatively coded items, such as “sometimes my teams did not work well together” (» = .46) or “my
teammates rarely / never helped me” (r = .44). This suggests that feeling comfortable with a team
was the most basic requirement, without which further social benefits, such as reducing L2 anxiety
or providing peer-to-peer assistance, could not occur.

However, these values do not mean that general student experience of teams was poor, as the
relatively low mean values of the negatively-coded items (-2.02 to -3.01) indicate that the majority of
students tended to disagree with these statements. For instance, 75.3% of students disagreed with the
statement that “sometimes my teams did not work well together”, and 79.6% of students did not
believe that “my teammates rarely / never helped me”.
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Correlational Analysis — Positive items

Conversely, a strong correlation was found between “working with a team helped me to speak
English” and “I felt relaxed with my teammates” (» = .70), implying students felt that a comfortable
social climate had a major impact on L2 use (Table 3). This could have been either that students were
more willing to communicate in cohesive groups or that teammates were more likely to offer L2
assistance within cohesive groups. Another strong correlation was found between “working with a
team helped me in this class” and “I enjoyed working with my teams” (» = 0.70), which was mirrored
in the high mean (5.1 and 5.0) scores on both items.

Moderate correlations were also found between “working with a team helped me in this class” /
“I felt relaxed with my teammates” (» = .69) and “I enjoyed working with my teams” / “I felt relaxed
with my teammates” (» = .57). These suggest that a relaxed and enjoyable social climate, such as can
be found in a cohesive group, was related to successful task performance. If accurate, this conclusion
would fit with existing literature on the importance of cohesion for motivation and successful task
performance (Evans & Dion, 1991). Students’ general agreement that “there was good teamwork in
all of my teams” is evidenced by its high mean (4.9) and by the correlation with “working with a team
helped me in this class” (» = .59). This indicates that productive teamwork was seen by students as
an essential part of effective learning in these courses, as well as a major part of whether they
enjoyed the task, as “good teamwork” correlated quite strongly with “I enjoyed working with my
teams” at 7 = .67.

Although many students had agreed that “talking with my teammates helped me to feel less
anxious in class” (M = 5.0), it produced only low to moderate correlations with other items such as
“working with a team helped me in this class” ( = .42) and “I enjoyed working with my teams” (7 =
.36). It is possible that students may have interpreted “talking” in this question as meaning ‘chatting
about task-irrelevant topics’ and therefore did not relate this to “working”.

In relation to the research questions,

1. Whether the use of an online method of learning affected L2 anxiety and/or social anxiety

2. Whether the use of teams allowed students to form cohesive groups

3. Whether working in teams affected students’ L2 anxiety and/or social anxiety
the correlational data indicates that the use of teams had allowed students to bond with others and
form cohesive groups and, to a lesser extent, had some positive effects on L2 and social anxiety.
However, no strong or moderate correlations were found between items relating to an online method
of learning and L2 or social anxiety, suggesting that students’ perceptions of anxiety were neither
positively nor negatively affected in any significant way by a switch to online learning.

By Class Level

In comparison with Level 3 students, Level 2 students tended to experience:
6% less L2 anxiety with teams (1 felt relaxed when speaking English with my teammates)
2% less social anxiety with teams (Talking with my teammates helped me to feel less
anxious in class)
0 2% less anxiety than expected (After studying in this class, it was less scary
than I had expected)
0 1% better team performance (There was good teamwork in ALL of my teams).
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Compared with Level 2 students, Level 3 students experienced:
20% less assistance from teams (My teammates rarely / never helped me)
14% higher social anxiety (I often feel anxious in face-toface conversations)
11% higher L2 anxiety online (I felt more anxious when speaking English online than
speaking English face-to-face)
0 9% higher social anxiety pre-class (1 felt anxious about talking to classmates online
before I started this class)

Although original hypotheses had predicted that

e Level 3 students would report greater L2 anxiety than those in Level 2

¢ Level 3 students would report greater cohesiveness than those in Level 2,
responses when split by class level generally differed to a fairly minor degree. The largest percentage
difference found was 20% (My teammates rarely / never helped me), while several items differed by
only 5% or less.

It would appear that Level 3 students had felt higher L2 anxiety in an online environment and
higher social anxiety, both in general and in anticipation of the course. Therefore, the hypothesis that
‘Level 3 students would feel greater L2 anxiety than those in Level 2’ appears to have been somewhat
accurate.

Level 2 students reported significantly better team performance, as well as somewhat reduced
L2 and social anxiety when working with their teammates, than Level 3 students. This could be
related to the higher levels of L2 anxiety felt by Level 3 students: Poupore (2013) reported a
significant relationship between L2 anxiety and learner’s interpretations of a group dynamic, with
more anxious learners being more likely to perceive the group dynamic negatively, whereas less
anxious learners (such as Level 2 students) may take a more positive view of the social climate.
Therefore, the initial hypothesis that ‘Level 3 students would report greater cohesiveness than those
in Level 2’ to compensate for reduced competence was proven incorrect. While different ability levels
may gain different benefits from teamwork, it seems that lower-level classes will not necessarily feel
a greater degree of cohesiveness.

Word Choice Data

The most commonly chosen words (Figure 1) for both the ‘in class’ and ‘in teams’ condition was
“fun” (83 in class/79 in teams) with “friendly” at a close second (68 in class / 77 in teams). Therefore,
it seems likely that the majority of students felt there was a positive atmosphere overall, with ‘in
teams’ slightly higher than ‘in class’ on both measures. Word choice data also suggests that students
tended to feel more relaxed when working with their teams (52) than they generally did in class (30).
This could be a good indication of cohesiveness if students had tended to feel more relaxed with the
more familiar, close-knit group of their team. Furthermore, a much higher proportion of students
reported feeling more “anxious” in class (46) than they had when working with their teams (20).

The Word Choice data implies that while student experience was positive overall, as evidenced
by the high scores for both “fun” and “friendly”, the ‘in class’ experience was markedly more
“anxious” and less “relaxed” than the ‘in teams’ experience. In terms of learning environment, this
could suggest that teams were cohesive and supportive learning groups in which students felt more
relaxed due to a familiar, close-knit social climate. However, it could also be that students felt more
anxious when gathered as a class if they were aware that they could all be observed by the teacher.
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A further potential explanation for this could be that students felt greater social anxiety ‘in class’ due
to the online environment. When working in teams, students were put into Zoom breakout rooms
where they could enjoy relative privacy during team discussions, yet when they came together as a
whole class, students would all appear on the same Zoom screen and therefore be observable to all
20 of their classmates.

One potential way to reduce this anxiety could be to encourage students to use their cameras in
breakout rooms to allow for smoother discussions and improved social bonding via non-verbal social
cues (such as nodding, smiling, or laughing with classmates); however, students should be informed
that those who feel nervous about using their camera in front of a larger group may turn it off. Whilst
this may benefit students with anxiety, many online educators may feel disheartened when faced with
a wall of blank screens, particularly as they cannot gauge from student expressions or reactions
whether students are attentive, listening, engaged, comprehending, or even present at the keyboard.
The effect of camera use on L2 and social anxiety in an online learning environment is perhaps one
that could be better understood through further study.

Regardless of whether classes are conducted online or face-to-face, teachers can aim to mitigate
L2 and social anxiety in the early stages of group formation by developing a learning environment in
which students feel comfortable both with each other and with the teacher, such as through
icebreaker activities to build acceptance and trust (Poupore, 2013). For instance, allowing teams to
choose their own group norms that embody the ideal L2 classmate (Peragine, 2019) during the first
lesson together could increase students’ sense of belonging via deliberately building a unified group
identity, and hence increase the cohesiveness of newly established teams.

CONCLUSION

By offering positive L2 learning experiences, teachers can have a major effect on both students’
motivation and anxiety (MacWhinnie & Mitchell, 2017). While not all students may enter an EFL
classroom with intrinsic motivation, working within a cohesive and supportive group can foster
motivation (Ushioda, 2003) Regardless of ability level, an overwhelming majority of students reported
that they had found working with a team helpful (93.9%) and enjoyable (91.9%). There was also
widespread agreement that students felt less L2 anxiety when talking with their team (69.4%),
providing further support for prior findings that cohesive groups reduce anxiety (Poupore, 2013).

Results indicate that the majority of students had been able to form cohesive groups by making
friends (77.6%) and felt relaxed with their teams (91.8%). Correlational analysis of “working in a team
helped me to speak English” and “I felt relaxed with my teammates” (r = 0.70) strongly suggests that
a positive social climate improved L2 performance when students were able to form cohesive groups.
High mean scores across differing ability levels demonstrate a widespread belief that “talking with
teammates helped me to feel less anxious in class”, which implies that working with teams reduced
anxiety. However, correlation and mean-difference data did not reveal major relationships between
anxiety and online learning, indicating that the switch to online classes had not majorly affected L2
or social anxiety.

In response to the exploratory research question regarding whether working in teams had
affected students’ L2 anxiety and/or social anxiety, the main finding was that social climate was the
biggest factor in whether teams reduced students’ L2 anxiety and/or social anxiety. Moreover,
student interpretations of social climate (i.e., whether they could “feel comfortable talking with
teammates”) had a moderate effect on student perceptions of whether they were able to successfully
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collaborate on tasks (“sometimes my teams did not work well together” / “my teammates rarely/
never helped me”). As the strongest correlation found was between “I did not feel comfortable
talking with teammates” and “I did not feel comfortable using English with teammates”, it seems the
key to productive and mutually beneficial teamwork is that students must feel comfortable before any
further benefits of teamwork can occur. This finding clearly indicates the importance of icebreaker
activities geared towards building a learning environment that is conducive to mutual help and
support. The MEXT guidelines for English education currently in place show a clear ministerial
preference towards developing students’ fluency and “higher” language skills, including presenting
and debate, (MacWhinnie & Mitchell, 2017); however, from the students’ affective standpoint,
meeting the pressing psychological need to feel a sense of belonging to a social group (Dovidio et al.,
2009) cannot be overstated. While teachers may be under pressure to satisfy ministry or curricula
objectives, such as teaching vocabulary or critical thinking skills, one of the most important
components for achieving these is first establishing a comfortable L2 environment and allowing
students the opportunity to bond and build mutual trust with peers (MacWhinnie & Mitchell, 2017).
Only from this starting point can cohesive and therefore productive teams develop; and without a
supportive team, students will not be able to meet further demands placed on them, such as providing
L2 vocabulary assistance or effective and suitable peer-to-peer feedback.

Icebreaker activities are generally not awarded a preeminent place within a curriculum, yet in
many situations, the adage that ‘“first impressions count’ holds true. This is not to claim that the first
lesson with a class will necessarily set the stage for the entirety of the course, as group dynamics can
improve, decline, or fluctuate over the course of a semester (Maxfield, 2020). However, setting up a
team with a set of actionable, democratically selected group norms could help to not only create a
productive team (Peragine, 2019) but also create a shared or superordinate identity (Dovidio et al.,
2009) that can increase team cohesion and mitigate the effects of social anxiety. As this study has
shown a strong correlation between L2 anxiety and social anxiety, it is conceivable that any classroom
activities that aim to reduce social anxiety may also diminish L2 anxiety.

This study shows that in an EFL classroom that depends on collaborative efforts, establishing a
comfortable learning environment and building rapport between students must be a priority and not
a secondary outcome of other educational activities. As teachers play a key role in creating and
maintaining the atmosphere of a class (MacWhinnie & Mitchell, 2017), recommendations for
teachers of similar courses in future include encouraging student identification as part of a team and
giving teams the opportunity to autonomously select productive group norms, such as through the
use of Peragine’s (2019) Ideal Classmate activity.

Limitations and Recommendations for Further Study

Limitations of the current research include a potential sampling bias created by the optional
nature of the questionnaire. It is conceivable that only the more motivated students responded, as
students driven only by extrinsic motivational factors, such as grades, may not have answered. All of
the questionnaire data reported came from the same sample of student responses, and therefore
results may not be applicable to the entire population of Debate or Presentation students or to those
undertaking similar English-language courses in other institutions.

In defence of the results found by this study, however, at N = 98 the sample was as large and
representative as possible, forming around 49% of the number of students taught by the researcher,
and included learners across the spectrum of proficiency levels. Due to the low p-values (p < .001)
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found on all major correlations reported upon, it is extremely unlikely that chance or sampling error
were solely responsible for the results found. In the current study, data were gathered at only a single
point towards the end of the semester; however, in future, presenting questionnaires pre-, during,
and post-semester would allow for motivation, anxiety, and cohesiveness to be measured dynamically
(Poupore, 2013).

Further avenues for research could include investigating the ideal group size for these class
types, or perhaps within the EFL classroom as a whole. Future research could also investigate
whether grouping students by different factors (e.g. randomly, by character type, by ability level, or
with students choosing their own groups) has any effects on cohesion. Depending on how these
classes are conducted in the future, comparisons could also be drawn between online and face-to-face
learning environments.
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APPENDIX
Questionnaire for Students

€ Presentation € Debate € Level 2 € Level 3 €1 do not want to give my level

Anxiety

I felt anxious about talking to classmates online before I started this class
Before I took this class, I felt anxious about starting it

Talking with classmates online was more relaxing than I expected

I often felt anxious in class

I often feel anxious in face-to-face conversations

This class was scarier than I expected

After studying in this class, it was less scary than I had expected

I feel less anxious about studying English online after taking this class

It is easier to speak English online than face-to-face

Speaking English online is easier than speaking English face-to-face

I felt more anxious when speaking English online than speaking English face-to-face

Familiar Groups (Teams)

It was easy to make friends with my teams
Working with a team helped me in this class

I enjoyed working with my teams

There was good teamwork in ALL of my teams

I did not like working with the same people in several lessons
I felt relaxed with my teammates

Sometimes my teams did not work well together
My teammates rarely / never helped me in class
I made friends with people in my teams

It was difficult to talk with my team

I did not feel comfortable talking with teammates
I wanted to stay with the same team all semester

Familiar Groups (Teams) and Anxiety
Talking with my teammates helped me to feel less anxious in class
I felt relaxed when speaking English with my teammates

I felt more relaxed when speaking English with my teammates than with other students in class

Working with a team helped me to speak English
I did not feel comfortable using English with teammates

Word choice questions:
Which words best match your experience with teams:

fun scary nervous worried relaxed calm happy friendly bored  silent

Which words best match your experience in class:
fun  scary nervous worried relaxed calm happy friendly bored  silent
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Students’ Opinions about Reflection Journals

Devon Arthurson

Abstract

Reflection journals are an activity that can enable students to develop various skills through habitual writing
practice. In this study, 55 first-year university students from two debate and two writing online EFL classes were the
participants. For a 12-week period, students were assigned a weekly reflection journal with prompts concerning the
contents of the lesson, self-assessment of their performance, and goal-setting for the next lesson. The data was
collected in the form of a final reflection journal for lesson 13 at the end of the semester. The themes that appeared in
the data about reflection journals are related to writing skills, reflection, and self-awareness. Additionally, there was an
increase in most learners’ writing output, a better understanding of the lessons’ contents, and more motivation to
achieve their goals. Though most learners wanted to do the activity in the future, some did not. Their data concerned

time, the level of difficulty, and forgetting the contents written from the previous lesson’s journal.

Keywords: goal setting, journal writing, learner autonomy, reflection, self-regulated learning, student motivation

1. Introduction

According to Benson (2011): “Reflection is a complex construct” (p. 104). It is not simply
remembering an event but bringing that event into the present for examination. Writing journals can
aid in reflecting (Hashemia & Mirzaeib, 2015, p. 104). In English as a Foreign Language (EFL)
lessons, for learners reflection journals for lessons can act as a multifaceted tool based on the
prompts the journal contains. For instance, journal prompts can ask learners not only to recall what
was taught in the lesson, but to ask them to assess their performance, set learning goals, determine
ways to achieve those goals, and possibly help increase their motivation. Such prompts can act as
scaffolding to help the learners to accomplish reflection. Questions to assist the learners with this
potentially challenging activity could be asking them to recall the contents taught, what they knew
previous to the lesson, about challenging points presented, and how the topics may help them in their
future. The prompts can allow the learners to have more control over their learning, thus being an
activity that can foster learner autonomy. The practice of looking back at a lesson and then writing
about it would seem to not only cause the learners to remember what is learned, but to decide what
points that they assign priority to.

For EFL instructors, reflection journals can be an effective way for instructors to assess their
learners’ performance in lessons as instructors can construct the journals to grade writing ability,
confirm that the learning points were understood, and remembered. In online lessons, this can be
valuable particularly for educators who have limited experience with this teaching style. Some
students may be reluctant or feel overwhelmed to articulate a summary of the lesson or about any
unclarity of the lesson’s contents in a foreign language. This may be further exacerbated when the
learner is asked to share in the foreign language under study to the instructor and in front of the
class. A possible alternative to this, is implementing reflection journals as they can be a site for
students to concretely share their responses to such instructor inquiries. Additionally, setting
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reflective journal writing as a weekly task can develop the learners English writing skills through
practice as well as create a writing routine. This qualitative study will share university students’
responses about how reflection journals affected their English language proficiency, goal-setting,
motivation, and their advice on ways to improve the activity.

2. Literature Review

Reflection or self-reflection is a practice with multiple benefits to aid learning other than just
recalling the topic under study. Benson (2011) argues the complexity of reflecting as being layered
with an introspective, retrospective, or prospective process that is context-bound and goal-oriented
(p. 106). Learners’ self-reflection period can be a time for assessment on their performance, and if
their goals were fulfilled which can shape the way they perform in the future (Panadero, 2017, p. 3).
Reflection can also foster autonomous learning as the learners gain awareness about their learning
conduct and how that influences the achievement of their learning goals (Benson, 2011, p. 109). In all
fields of study ranging from sociology to education to mathematics, self-reflecting aids in learners’
growth in development (Hashemia & Mirzaeib, 2015). However, it seems that EFL and reflection has
limited data about its practice and benefits.

Journal writing can be a useful tool to guide learner self-reflection as well as encouraging self-
regulation, self-knowledge, and potentially motivation in learning. Self-regulated learners need to set
their goals, decide learning plans, monitor their process, and evaluate their performance (Cheng,
2011, p. 2). For university students, particularly first-year students, self-regulated learning could be
an important foundation to the start of this period of their lives, providing them with more
opportunities to prepare for adulthood by making choices and encouraging lifelong learning after
graduation. In regards to learner motivation, writing reflection journals can also be a positive
influence. According to Dornyei’s (2003) framework for motivational teaching practice, the following
was listed: “1. Creating the basic motivational conditions; 2. Generating initial student motivation; 3.
Maintaining and protecting motivation; and 4. Encouraging positive retrospective self-evaluation” (p.
23). Journal writing can be a tool for this as it is a venue for students to share their opinions and
experiences (Hashemia & Mirzaeib, 2015, p. 104). Moreover, reflection journals can contain
questions or prompts related to self-assessment. As instructors, Cheng states: “Teaching is not just
about providing students with knowledge but also about helping students to develop their intrinsic
motivation and self-efficacy and enhance their learning values” (2011, p. 2). Reflection journals can
play a significant role as instructors create environments for shaping learners into self-regulated
learners with intrinsic motivation to learn.

In Japan research about reflection and EFL has been done in the past, such as with Bray and
Harsch 1996’s article Using reflection/review journals in Japanese classrooms. Two more recent
studies have also been performed. A study by Yabukoshi (2020) had participants at a Japanese
university use reflection journals in their English class with the concrete goals of their TOEIC test
scores before and after the semester (p. 758). However, this study only had four participants, so it
seems reflection journals and EFL learning in Japan would benefit from more research especially in
cases where the goals are more abstract. Another study done in a Japanese university by Morita
(2020) also used reflection journals to collect data from 78 participants. Students were given prompts
to write about the lesson’s details, or their emotions or thoughts during the lesson (Morita, 2020).
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Additionally, though 10 years have passed since Teaching and Researching Autonomy’s publication
(Benson, 2011), there still seems to be limited research on reflection’s influence on language
learning, for instance, on what and how the learners focus their reflections. Research regarding
reflection journals in EFL settings is an area requiring further exploration.

3. Methods

The self-reflection journals were used in online lessons. Over the 16-week semester of fall 2020,
from lessons 2 to 13, students were required to write a self-reflection journal as a task that needed to
be completed outside of the lesson and submitted by the end of the day for each weekly lesson.
Online lessons were as learner focused as possible with an aim to incorporate both input and output
skills. However, it was challenging to assess what students felt that they gained from learning.
Reflection journals were implemented for the instructor to better understand students’ opinions and
to grade their participation through the submission and evaluation of answering the prompts,
understandability, and formatting. In lesson 1, students were given a sample by the instructor of a
reflection journal through an online-learning platform. Explanation about formatting reports was also
presented in lesson 1 using the writing textbook Becoming a Better Writer (2017). The textbook was
also reviewed in future lessons based on the learners’ needs.

The prompts followed a pattern of a review of the class, self-assessment, goal-setting, and
writing skills development to encourage self-regulated learning. The majority of prompts remained
unchanged and to guide students to write about the lesson. In lesson 2 and 3, no required word count
was required. See Appendix A & B for lesson 3’s tasks for both classes with prompts and rubrics.
However from lesson 4, at least 100 words were required which gradually increased to 150 to 175
words by lesson 12. See Appendix C & D for lesson 11’s tasks for both classes with prompts and
rubrics. The instructor mainly focused on assessing if the formatting was done correctly, all prompts
were answered, and the required word count was met. Common formatting errors were shared in the
lesson as well as individually on the online-learning platform during the grading process. If the word
count was below the requirement, comments were also made to the learners on the platform. The
reflection journal was an activity where the students decided what was given priority such as the
lesson content that was included in their summaries, how they self-assessed their performance, and
their goals for the next lesson. Self-determination of the content also provided students with more
opportunities for self-regulated learning.

Research Questions

1. Which English skills did writing reflection journals help the students to develop?

2. What was their opinion about writing reflection journals and did they have a previous
experience with writing reflection journals?

3. Did the journals help students with remembering the lessons?

4. Did writing goals in their journals motivate students to achieve those goals?

5. What was the learners’ feedback about the activity?
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Participants

The participants consisted of 55 first year students from four mandatory EFL classes at a liberal
arts university in Tokyo. Two were debate classes with a total of 26 of the 35 students consenting to
the study. Two were writing classes with a total of 29 of the 40 students consenting to the study. Both
debate classes and one writing class had learners with TOEIC scores from 280 to 479. The other
writing class had TOEIC scores from 480 to 699. All online classes had lessons once a week for 100
minutes. Both mandatory classes in fall term were continuations from the spring semester, with
discussion class progressing to debate class, and reading class progressing to writing class. This
ensured that students had the opportunity to develop English input and output skills. Being that this
was their second semester and based on their TOEIC scores, it appeared that all students should be
able to write their journals in English.

Instruments

The second-last lesson of the term is when the data was collected from students in the form of
their lesson 13 reflection journals. These journals were also submitted through the online-learning
platform. See Appendix E for the prompts. As with the other reflection journals, students received a
score but were told that their participation in the study would not affect their score. It was further
explained that this journal was for the instructor to learn more about how to better implement the
activity for future classes. Selected and unedited student responses will be shared in the next section.

5. Results

The lesson 13 reflection journal entries of 55 students were analyzed for themes. On average,
each student wrote 172 words with the highest word count at 309 and the lowest at 103. All journal
entries were completed in English. Though some errors appeared, the answers were understandable
and some entries will be referred to unedited. The following subsections detail the most frequent
themes and the number of times that they appear in the journal entries as well as the samples of the
students’ responses.

Question 1

For question 1, all students answered that writing journals helped to develop their English skills.
For writing skills, 53 of 55 students agreed, with the majority stating these following themes in the
order of their frequency: the development of writing proficiency appearing 38 times, the creation of a
writing habit appearing 25 times, and writing opportunity appearing 7 times. In addition students
shared other skills that were also developed: reading appearing 5 times, speaking appearing twice,
creativity appearing once, and thinking appearing once. Below is a selection of student responses:

That’s because before this class started, I didn’t have custom to write English sentence, so I
changed my custom regarding writing English.... Also, I could get imagination skill because I must
consider sentence when I was writing journal.

From writing skill’s point of view, in reflection journal, we should write over the 175 words every
week. So, we have more chances to write English. Therefore, I can write the English sentences better
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than ever. And I have been looking up words when I write the reflection journal. So, my vocabulary
increases... And from speaking skill’s point of view, I can speak English well because of my increased
vocabulary.

Writing reflection journals helps with my English writing skills because it was very difficult for
me to write reflection in English, but I am able to write it quickly little by little.

Question 2

For question 2, 49 of the 55 students answered that their opinion of the experience of writing
reflection journals was positive. Their reasons are these most predominant themes which are listed
in the order of their frequency: the development of writing proficiency appearing 20 times, reflection
of the learning process appearing 16 times, analysis of their performance appearing 13 times, and a
challenge of their abilities appearing 6 times. Five students answered the experience was negative
with the majority writing it was either time consuming or there was time pressure with the deadline.
One student answered that the experience was both negative and positive, while two students did not
answer. Below is a selection of student responses:

1t is because by writing a sentence, I was able to reconfirm my thoughts. Also, even if I do to write
English in another class, I think that I can write smoothly by using the English writing method I
learned in the Reflection Journal. By writing about class, you can organize the learned content.

My experience with reflection journals has been positive because I could practice to write English
paper. I didn’t have many opportunities to write long English sentences. The reflection journals were
great opportunities for me.

Experience with reflection journals has been negative because I'm not good at writing English. 1
took 1-2 hours to write to it.

This is because 1 was very busy when I have a part-time job on Wednesday. I would like the
deadline to be by Thursday [instead of Wednesday].

Only three students had previous experience writing reflection journals. One responded that it
was in the previous semester’s English discussion class, another responded that it was in a Japanese
class, and the last responded that it was in an unspecified class.

Question 3

For question 3, writing reflection journals helped most students to remember the lesson’s
contents with 49 of 55 students responding positively. Their reasons are these most predominant
themes which are listed in the order of their frequency: an opportunity to review appeared 48 times,
time to process what is learned appeared 13 times, and analysis of their performance appearing 3
times. One student answered that writing journals did not help with remembering the lesson, while
five students did not directly answer the question. Below is a selection of student responses:

I think that I can write smoothly by using the English writing method I learned in the Reflection
Journal. By writing about class, you can ovganize the learned content.

I think it help me remember the things that were taught. When I wrote it, I read this class
textbook and remember what teacher and friends said.
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Writing about class was helpful for me to remember the things that were taught because I had to
review them. I checked things I learned and the textbook’s page. As a result, I looked at the textbook
twice in one lesson, and I remembered better.

Thanks to this, I will never forget the opinion that everyone was saying. I was able to summarize
the weaknesses in the class.

Writing about the class don’t help me remember the things that were taught. Some can be
remembered without writing, others cannot.

Question 4

In regards to learning goal setting and motivation to achieve the goal, 40 of 55 students answered
positively. Their reasons are these most predominant themes which are listed in the order of their
frequency: analysis of their performance appearing 15 times, awareness of their goals appearing 15
times, and clarity of their goals appearing 12 times. Below is a selection of student responses:

I think writing a goal for the next class give you more motivation ov energy to do the goal. By
reflection on the class, I remember what I could not do and try to do it next time.

Moreover, writing a goal for the next class give me more motivation or energy to do the goal. It
1s because once I have set goals, I was able to know what to do in advance.

Writing about the class and a goal for the next class helped me remember the things that were
taught and give more energy to do the goal because the goal was clear and it was easy to settle by
reviewing.

Also, writing a goal for the next class give me motivation to do the goal. Because, I could find my
faults and make an effort until the next class.

The number of students who answered that writing journals did not help with motivation were
14. Eight students wrote that their goals were forgotten, so the goals could not be achieved.
Appearing one time each were the themes of repetitiveness, unawareness, and unnecessary to write
goals in the journals. Below is a selection of student responses:

Writing a goal for the next class didn’t give me more motivation or energy to do the goal. That’s
because I kept trying to learn and understand the things that were taught without writing a goal.

Writing a goal for the next class don’t give me more motivation or energy to do the goal. It was
always the same goal.

No, my motivation didn’t increase, because I forget my goal in the next class.

Question 5

Student feedback about the activity for the instructor was directly answered by 53 of the 55
students. Their feedback was extremely beneficial as it was the instructor’s first time to use the
activity. There were 42 students who responded that they wanted to do the activity again. The reasons
for their positive response are in the themes that appeared most frequently: the development English
proficiency appearing 19 times, time to process what is learned appearing 14 times, analysis of their
performance appearing 7 times, and providing motivation appearing 4 times. Below is a selection of
student responses:
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I'd like to do class journals in other class because this journal can help me with my English skills.

1 wrote about the class in a reflection journal. This reminded me of what I learned. Because I
remembered the lesson to write this, and I was able to review it by looking at the textbook. I also
wrote the goals for the next lesson each time. I think writing this has boosted my motivation. Because
I was able to take classes with my own goals in mind. Considering these things, I thought it would
be better to write a reflection journal in other classes as well.

I would like to do reflection journals again in other classes. Because to remember the class by
writing is good to get good study motivation.

I want to do this task in other classes as well. The reason is that I realized my growth.

There were 11 students who responded that they did not want to do the activity again. The most
frequent themes are as follows: the activity was too challenging for their abilities appearing 4 times,
time consuming appearing 3 times, and the format was too restrictive appearing twice. Below is a
selection of student responses:

I would not like to do reflection journals. Because it was very hard to finish on that day. I think
it is good to reduce the total number of words.

Reflection journals have many merits, but I would not like to do reflection journals again in
other class. I'm not good at writing in English, so it is hard to write every week.

I don’t want to do a reflection journal if it’s the same shape[format].

I didn’t know what to do next time, so it was difficult to set goals for the next lesson. I think this
homework is very meaningful, but the deadline was tight because the class day was a busy day with
part-time jobs. So I don’t really want to do this in another class.

6. Discussion

The most frequently appearing themes were the development of writing proficiency, the creation
of a writing habit, a writing opportunity, an opportunity to review, reflection of the learning process,
time to process what is learned, analysis of their performance, a challenge of their abilities, awareness
of goals, and clarity of the goals. These themes can be further simplified into writing skills, reflection,
and self-awareness. Other areas to consider about the reflection journals are its level of difficulty,
time issues, and the necessity for review.

Firstly, the themes related to writing skills could be categorized as the development of writing
proficiency, the creation of a writing habit, and writing opportunity. As students were required to
submit their journals on a weekly basis for a 13-week period, they were probably able to develop their
writing skills with this habitual practice. As the word count increased from 100 to 150 words for the
writing class and 175 words for the debate class, the expectation of writing more was presented. It
seemed that for debate classes, due to multifaceted skills that were taught, it was less challenging for
most learners to write more words as the lesson tasks were more goal-based. Additionally, there was
less instructor-speaking time, and more learner speaking, listening, reading, and writing time about
possibly more engaging topics. For instance, students as a group had to prepare for a debate based
on a student-generated proposition by researching the topic, deciding their argument, debating, and
observing other classmates’ debate. Each class ended with comments from both the instructor and
the classmate observers of the debate regarding each group’s performance. In contrast, the writing
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class’ topics may not have been as engaging and there was more instructor-speaking time than in the
debate lessons. Hussien et al. (2020) recommend giving learners freedom in the writing topics of
reflection journals (p. 3493). However, it may be either that the students may be uncertain about what
is appropriate to write about or share too freely about topics that are unrelated to the class if no
prompts are provided. It seems that incorporating more opportunities for learners to connect with
the topics in the writing class, such as with short pair or group discussions, could help them to
increase their writing output or word count in their reflection journals. This may also aid in decreasing
the level of difficulty of the task if the learners have a greater connection to the topics. However, it
seems that the topic under study may have a considerable influence on increasing writing output
based on learners’ interest and engagement, particularly for online learning.

Secondly, the themes related to reflection could be categorized as an opportunity to review,
reflection on the learning process, and time to process what is learned. By giving students time to
process the lesson’s contents, they can absorb those contents, then determine the points that they
feel to be significant, and record them in the reflection journal. There was concern that extending the
deadline may cause the students to forget the lesson’s contents, thus the learners were expected to
submit their journal before the end of the lesson’s day at 23:59. “Reflection leading to action can be
understood as a cognitive basis for control over learning management” (Benson, 2011, p. 106). To
create an environment to do so, an overly restrictive deadline may not permit learners to accomplish
a deep and meaningful reflection. Therefore, based on the comments provided by some learners that
the day of the lesson for submission created too much stress, future lessons with reflection journals
will extend the due date.

Thirdly, the themes related to self-awareness could be categorized as the analysis of their
performance, a challenge of their abilities, awareness of their goals, and clarity of their goals. In the
study by Yabukoshi (2020), TOEIC test scores were used as concrete goals aiding in determining the
potential effectiveness of reflection journals with the before- and after-writing journals’ scores as a
measurement (p. 763). The goals were very concrete with test scores, however, this study does not
examine the actual goals set by learners. Additionally, in this study there was little guidance given to
students about how to set and accomplish learning goals. With debate class, since feedback was
given from the instructor and students about the group’s performance, for those learners it may have
been more clear if their learning goals were achieved. However, it could be that too much outside
influence may cause learners to feel less confident in setting their own goals. It seems that based on
future uses of the activity, the learners’ responses to the goal-setting prompts will indicate whether
guidance is necessary and if the instructor should give suggestions based on the lesson’s learning
objectives. In the data, some learners responded that after writing about their learning goals, these
goals were forgotten by the next lesson.

As most learners felt that writing reflection journals was a positive activity, it will be used in other
classes. With future reflection journals, the students will be encouraged to review their journals
either before or at the start of the lesson. Since this was the instructor’s first time to use reflection
journals as well as to teach online, gathering data from learners has proven to be beneficial in
shaping future applications of this activity.
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7. Conclusion

Reflection journals in EFL lessons can be an effective tool for not only developing learners’
writing skills, but for potentially fostering learning autonomy and increasing motivation through goal-
setting to increase self-regulated learning. In addition, with a shift to online learning, these journals
can be beneficial to instructors to better understand their students’ comprehension of the lesson’s
contents and objectives. Self-reflection journals can also be a measurement of the success or failure
of the lesson’s learning goals. Soliciting learner feedback about the activity is useful for shaping
journals that are more meaningful with tasks that are achievable. Self-reflection journals and EFL is
a research area for further examination.
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Students’ Opinions about Reflection Journals

Appendix A
Debate Class Reflection Journal Lesson 3

After each class, you will write a class reflection journal due the day of the class before 23:59 as a
Self-Study Task. Please use the following prompts to help you:

1. Summarize the main points learned in class.

2. What did your team do well in the debate? (Please give reasons and examples)

3. What did the other team do well in the debate? (Please give reasons and examples)
4. What can your team do to improve the debate?

5. What is important when making rebuttals?

6. What is important when judging a debate?

7. A goal for the next class.

8. Include the word count. (Write over 100 words in your paragraphs).

IMPORTANT: Answer the prompts in full sentences and in paragraph form on the next
page. If you do not do this you can only get 1/5.

**Remember to use page 8 and 9 of “Becoming a Better Writer” to format your journal correctly.

REFLECTION JOURNAL GRADING INFORMATION: 5 POINTS
Prompts Understandability Formatting
2 POINTS 1 POINT 2 POINTS
All prompts were answered Ideas could be understand Formatted correctly (BBW page 8-9)
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Appendix B
Writing Class Reflection Journal Lesson 3

After each class, you will write a class reflection journal due the day of the class before 23:59 as a
Self-Study Task. Please use the following prompts to help you:

1. Summarize the main points learned in class.

2. Information you already knew before class and when you learned about it.

3. Information that you just learned about in the class.

4. Surprising or interesting things you learned in the class.

5. Something surprising or interesting a classmate or classmates said in the class.
6. Ways the information will help you in university and/or in the future.

7. Any points that you do not know or understand about the topic.

8. Anything else you would like to share about.

9. A goal for the next class.

10. Include the word count.

**Remember to use page 8 and 9 of “Becoming a Better Writer” to format your journal correctly.

REFLECTION JOURNAL GRADING INFORMATION: 5 POINTS
Prompts Understandability Formatting
2 POINTS 1 POINT 2 POINTS
All prompts were answered Ideas could be understand Formatted correctly (BBW page 8-9)
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Students’ Opinions about Reflection Journals

Appendix C
Debate Class Reflection Journal Lesson 11

After each class, you will write a class reflection journal due the day of the class before 23:59 as a
Self-Study Task. Please use the following prompts to help you:

1. How did your team members do in the debate? What were your team’s strong points? What were
your team’s points to improve?

2. How did the team you debated against do in the debate? What were the team’s strong points?
What were the team’s points to improve?

3. What did you do well in the debate? What do you want to do differently in the next debate?

4. Did your team or the team you were debating against win the debate? (Please give reasons and
examples about organization, argumentation, rebuttal and presentation style).

5. What was most interesting or surprising about this lesson?
6. Did your opinion about gender inequality change after the debate? Why or why not?
7. What is important when judging a debate?

8. What do you think can be done to improve gender inequality? For example, what can individuals
do, groups, communities, countries, the world?

9. A goal for the next class.
10. Include the word count. (Write over 175 words in your paragraphs)

**Remember to use page 8 and 9 of “Becoming a Better Writer” to format your journal correctly.

REFLECTION JOURNAL GRADING INFORMATION: 5 POINTS
Prompts Understandability Formatting
2 POINTS 1 POINT 2 POINTS
All prompts were answered Ideas could be understood Formatted correctly (BBW page 8-9)
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Appendix D
Writing Class Reflection Journal Lesson 11

After each class, you will write a class reflection journal due the day of the class before 23:59 as a
Self-Study Task. Please use the following prompts to help you:

1. Summarize the main points learned in class.

2. Surprising or interesting things you learned in the class.

3. Any points that you do not know or understand about the topic.

4. Which English skill or skills did you use the most in class (reading, writing, listening or speaking)?
5. Which English skill or skills did you use the least in class (reading, writing, listening or speaking)?
6. Prompt specific to the a textbook topic

7. Prompt specific to another textbook topic

8. A goal for the next class.

9. Include the word count. Write over 150 words.

**Remember to use page 8 and 9 of “Becoming a Better Writer” to format your journal correctly.

REFLECTION JOURNAL GRADING INFORMATION: 5 POINTS
Prompts Understandability Formatting
2 POINTS 1 POINT 2 POINTS
All prompts were answered Ideas could be understood Formatted correctly (BBW page 8-9)
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Students’ Opinions about Reflection Journals

Appendix E
Debate and Writing Classes Reflection Journal Lesson 13

After each class, you will write a class reflection journal due the day of the class before 23:59 as a
Self-study Task. Please use the following prompts to help you:

1. Did writing reflection journals help with your English skills (writing, reading, listening, speaking)?
If yes, which skills and why? If no, why not?

2. Have you done reflection journals in other classes before? If yes, when and for what class?
3. Has your experience with reflection journals been positive or negative? Why? For example?
4. Did writing about the class help you remember the things that were taught? Why or why not?

5. Did writing a goal for the next class give you more motivation or energy to do the goal? Why or
why not?

6. Would you like to do reflection journals again in other classes? Why or why not?
7. Do you have any advice about writing reflection journals?

8. Anything else that you would like to share related to reflection journals.

9. Include the word count.

**Remember to use page 8 and 9 of “Becoming a Better Writer” to format your journal correctly.

REFLECTION JOURNAL GRADING INFORMATION: 5 POINTS
Prompts Understandability Formatting
2 POINTS 1 POINT 2 POINTS
All prompts were answered Ideas could be understood Formatted correctly (BBW page 8-9)

51



[Research Article]

ONTOLOGICAL AND PEDAGOGICAL RE-CONSIDERATION OF
CLIL: THOUGHTS ON CONCEPT, COURSE DESIGN,
AND ASSESSMENT

Jeffrey Mok

Abstract

Content and Language Integrated Learning (CLIL) is facing some form of identity and practice crisis where teachers
may not know where to place and practice it. Just where is the “Goldilocks” of CLIL in the sea of soft and hard CLIL?
How do we teach both content and language together in the classroom? This paper presents the problematization of
CLIL, reconsiders its conceptual understanding of content and language, and proposes a cleaner conceptualization. In
addition, it illustrates what a CLIL course can look like, based on the re-consideration, in the design of the course aim
and learning outcomes, classroom pedagogy and assessment. The examples will demonstrate how content and
language are clearly intended and taught together, attaining a neither soft or hard CLIL to what it means to be just
right.

Keywords: CLIL (Content and Language Integrated Learning), EFL (English as a Foreign language), theory, course
design, classroom practice, assessment

Introduction

In the field of foreign language learning, Content and Language Integrated Learning (CLIL) has
been touted as a “well-recognized and useful construct for promoting L2/foreign language teaching”
(Cenoz et al., 2013, p. 16) and an “increasingly acknowledged trend in foreign language teaching”
(Pérez Canado, 2012, p. 319). In the field of teaching content and language, CLIL is argued as “not a
new form of language education. It is not a new form of subject education. It is an innovative fusion
of both” (Coyle et al., 2010, p. 1). Seen as one that “synthesizes and provides a flexible way of applying
the knowledge learnt from these various approaches” (Mehisto et al., 2008), CLIL has become a
byword and much sought-after approach in English as a Foreign language (EFL) teaching.

However, there have been several issues facing CLIL. Issues such as curriculum design,
classroom practice, linguistic ability of teachers, or types of materials used have led to the questioning
of its conceptualization and pedagogical practice (Marsh et al., 2015). Bruton (2013) criticized its
conceptual framework to have a “convenient vagueness” (p. 588) while Cenoz, Genesee and Gorter
(2013) thought it to be “internally ambiguous” (p. 244). As a result, the implementation suffers from
lack of clarity (Cenoz et al., 2013, p. 13), and there is a call to know “what it looks like in practice”
(Bruton, 2012, p. 524).

Occam’s razor dictates that theories should not be multiplied unnecessarily, and that the
simplest version of the theory should be preferred over more complex ones. It is with this motivation
that this paper seeks to understand CLIL and suggests some practical considerations. Another
motivation was borne out of my teacher training sessions with CLIL teachers. Having taught other
educational approaches such as team-based learning, active learning, problem-based learning, and
language teaching courses such as task-based learning, communicative language learning, my CLIL
workshops tend to garner more ontological struggles and classroom frustration. The recurrent
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questions pertained to what CLIL really is, with so many concepts and labels. Further, how do we
practically integrate language teaching in a CLIL class and yet incorporate the “4Cs” (Coyle et al.,,
2010, p. 41), “language triptych” (p. 36), basic interpersonal communicative skills (BICS), and
cognitive academic language proficiency (CALP) (Cummins, 1984).

CLIL

CLIL, “a dual-focused educational approach”

CLIL emerged out of the sociocultural and cognitive perspectives of EFL with the backdrop of
the early pace setters: sheltered instruction, immersion, and bilingualism that led to content-based
instruction (CBI), then content-based language teaching (CBLT), language across the curriculum
(LAC), and English Medium Instruction (EMI). CLIL, as a terminology, was coined and popularized
in the mid-1990s by the European Network of Administrators, Researchers and Practitioners
(EUROCLIC) (Coyle, 2007). Clearly, CLIL seeks to differentiate itself from the several previous
iterations and labels. However, I believe that the choice of a single umbrella term (Cenoz et al., 2013;
Dalton-Puffer et al., 2014) may not be so important after all, once we understand the many different
nuanced approaches in the content and/or language driven continuum (Met, 1998). CLIL, or any
other label, after all, seeks to teach language and content.

CLIL is “a dual-focused educational approach in which an additional language is used for the
learning and teaching of both content and language. That is...there is a focus not only on content,
and not only on language. Each is interwoven.” (Coyle et al., 2010, p. 11). So, clearly both content and
language are emphasized. Further, CLIL is differentiated to more than just teaching content and
language,; it has an elevated notion of “not simply education iz an additional language; and it is
education through an additional language” (p. 12). This means that the development of the mind
(cognition), self (culture), soft skills (communication), and with others (community) in the
classroom/school (context) are to be learned with the target language. This extended notion of CLIL
grew to appendage these other ‘C’ concepts. This was why Coyle et al. (2010) came up with the “4Cs”
(p. 41) framework of planned integration of content, cognition, communication, and culture, with the
additional focus on cultural awareness within the context of the classroom. The Bloom Taxonomy
(Krathwohl, 2002) was included to specify the cognition and the awareness of cognition in teaching
content. The prevalent socio-cultural zeitgeist of today’s educational practice demanded the
interactional (group work) and intra-personal (reflection) elements in the form of context, culture,
and later community into the conception of CLIL. But how are we to know or express these elements
in the CLIL? Language plays a key role in teaching and learning content, cognition, communication,
and culture. Thus, three types of learning via language (language of learning, language for learning,
and language through learning) were added to CLIL, called the “Language Triptych” (Coyle et al.,
2010, p. 36). This represented how language is learned through an interrelated perspective.
Cummins’ (1984) BICS and CALP were incorporated to help language awareness of the Language
Triptych (Coyle et al., 2010). From the early days of simply acquiring a foreign language in order to
understand content (knowledge), learning a foreign language has now morphed into an “education
through an additional language” (Coyle et al., 2010, p. 12). A very conflated notion indeed.
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CLIL, what are you?

And yet, Coyle (2010) distinguished CLIL from CBLT in that CLIL is “without an implied
preference for either” (p. 545) content or language, unlike CBLT. However, how can one begin a class
or design a course with both content and language? This is perhaps the vagueness and ambiguity that
Bruton, and Cenoz et al., were talking about. This is also perhaps why the implementation oscillated
from the content-driven CBI (or soft CLIL as it has come to be known) to the language-driven
thematic language classes (or hard CLIL) (Ball et al., 2015), but rarely hitting the sweet spot. So,
where is the Goldilocks of CLIL, where it is just right? Moreover, with Coyle et al.’s (2010) description
of CLIL as “one size does not fit all—there is no one model for CLIL” (p. 14), the understanding and
practice of CLIL have been left wide open. While CLIL was conveniently conceptualized with its
idealized notions of its wholeness and its integrated parts (content, communication, cognition,
culture, context, and community), much was left unexplained on what and how they are to be
ontologically and pedagogically understood.

In second language acquisition (SLA), where noticing and output hypotheses (as examples) are
essential components for language acquisition and, similarly, cognitive and socio-constructivism are
for knowledge construction, where does each part gets noticed and cognitively and socially
constructed? Or are they left to chance, incidental learning (Marsick et al., 2017), or immersion
(where CLIL is seen as closely connected to immersion, see Cammarata & Tedick, 2012; Genesee &
Lindholm-Leary, 2013)? Conceptually, and more so practically, where do the lines, albeit flexible, end
for each part and begin with another? The conceptualization of these CLIL components is not just
testing the understanding of CLIL but also testing the practice of CLIL. For instance, what is the
relationship among cognition and culture and others? And how do the other Cs, context, and
community, relate to teaching and learning? These questions are often asked by practitioners whose
time, competency, and resource are often an issue. As a result, while the notion of integration has
been championed, it has struggled with different perspectives (Nikula et al., 2016). In a startling
revelation after studying thirty European countries’ CLIL programs, Lagabaster and Sierra (2010)
concluded that “different labels are used in different contexts. Thus, CLIL can mean many things and
create much confusion in the mind of the reader” (p. 368).

CLIL’s woes

It is, then, no secret that CLIL suffers from practical issues. These include considerable number
of learners having problems understanding the English-medium lectures, which were related to the
meaning of words, unfamiliar vocabulary, and note-taking (Hellekjaer, 2010). There were also
detrimental effects on content learning due to the inadequate competence of English teachers to
teach content (Marsh et al., 2000). “CLIL affects the way the students learn the content because of
the added extra cognitive burden represented by the presence of the L2...” (Coonan, 2007, p. 643).
As a result, some research showed no differences in longitudinal studies (Admiraal et al., 2006;
Vollmer et al., 2006). While there were favorable reports of CLIL in learners learning the language
better than non-CLIL classes, the evidence has been a mixed bag.

The shift from “second language programs in which lessons are organized around subject
matter rather than language points” (Lightbown & Spada, 2006, p. 197) to one that is of equal footing
has posed competency challenges to the language or content teacher. It is not hard to see why this
idealized notion of CLIL is fraught with difficulties. Teachers’ competence in both content and
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foreign language teaching is hard to find. Swain (1996) observed this about CBI: “there is a lot of
content teaching that occurs where little or no attention is paid to students’ target language use; and
there is a lot of language teaching that is done in the absence of context laden with meaning” (p. 530)
and this probably still holds true even for CLIL today. Hoare (2010) and Kong (2009) reported the
lack of content depth, link between content and language, and clear language objective integrated
into the content. They also had an imbalance of focus, resources, and well-designed curricula (Kong
& Hoare, 2011). Indeed, “teachers must know and know how to teach is comprised of both subject
matter content and language.” (Cammarata & Tedick, 2012, p. 254). My fear is that in most well-
meaning CLIL classes, they are masquerading as content-driven EMI classes or language-driven
English classes with thematic content.

Most CLIL classes today are designed from the language perspective. Known as “hard CLIL”,
these courses have thematic topics or disciplines, and the classes (and textbooks) begin with target
vocabulary, prereading, or listening language exercises. The classes are mostly designed with
teaching the four skills and vocabulary in mind, and the content is still the means to an end
(language). In addition, the content is often simplified or reduced in scope and depth compared to a
regular content non-CLIL course. Cammarata and Tedick (2012) summed it well, “We have yet to
understand, however, what balancing content and language really means for the teachers themselves.”

(p. 251).

Conceptual re-consideration

Having foregrounded the problematization of CLIL's ontological and pedagogical issues, how do
we move forward? Let us return to the original conception of CLIL where the focus is only both
content and language, which are “interwoven” (Coyle et al., 2010, p. 11). What CLIL was originally
conceptualized should remain as the starting point. As it is not a new approach (Navés, 2009), CLIL
should be simply re-casted as: teaching both content and language fogether. But what of the 4 Cs (or
5?), Language Triptych, BICS and CALP and Bloom’s Taxonomy? Thought (cognition) and language
(communication) are so inextricably interwoven (Vygotsky, 1986) that it may be unnecessary to label
them separately. Similarly, for content and cognition, what is content (knowledge or information) if it
is not first thought of (remember or create), constructed (understanding, apply, analyze, or create),
or interpreted (evaluate) in the mind (cognition)?

I think, therefore I speak (content).

In fact, Coyle et al. (2010) stated that content provides the means for thinking to occur and
represented in the triadic interconnectedness of content, language, and cognition. As such, when we
teach content, we teach the thinking with it. This is because the teacher is concerned with learner’s
understanding of the content and its application. And when we assess the learner on content, we
assess the remembering, understanding, application, analysis, evaluation, and creation (Bloom
taxonomy) of the disciplinary knowledge. As we can see, content cannot exist without cognition, and
separating them will decontextualize either one. Similarly, when we teach language, we are also
teaching the thinking with it. When we teach reading skills (as an example of the four language
skills), we teach learners how to identify (analyze and evaluate) the main idea (skimming) and details
(scanning) and infer (predicting) the meaning of words and ideas of the author. Skimming and
scanning involve analysis and evaluation. Predicting involves analysis, evaluation, and creation.
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Assessing language also means we assess the learner’s ability to remember and understand the
disciplinary vocabulary (terminology), to apply the disciplinary manner of writing and speaking, and
to create the disciplinary forms of text and speech. Language, just like content and cognition, is
equally interwoven with cognition.

Therefore, when we are teaching either content or language, we do teach cognition as well. In
the educational scene, these are known as thinking skills or recognized as critical or creative thinking
(others may include problem solving skills). Teaching thinking skills outside of content is akin to
teaching language in a decontextualized manner. Ontologically then, cognition is inextricably
connected to both language and content. This then means that when we think of content and
language, we should be thinking of content with cognition and language with cognition. There is no
need to dichotomize them. This streamlining of thinking has implications to the pedagogical issues
which we will discuss later.

Having re-considered the ontological understanding of both content and language with cognition,
it is useful to re-visit the relationship between content and language. Coyle et al.’s (2010) dual focus
of content and language may be presumed due to the coming together of both disciplines and
tradition, but some clarity to their relationship will aid us in our practice of CLIL. Advocates of the
immersion programs will argue that content and language are interwoven, and language is best
acquired the immersion way. After all, disciplinary knowledge (content) is understood and created
through language. In fact, content is represented by language, without which, it cannot be understood
nor communicated. Content needs language to be visible. Content and language then, appear to be
ontologically inseparable. And by extension, if we argue for the nonseparation of cognition with
content and language, should we not be consistent and argue for the nonseparation of content and
language?

Therefore, ontologically speaking, content and language are interwoven and learned fogether,
whether in a content or language. class Here, we make a distinction between what is learned and
what is acquired. In a content immersion (e.g., EMI) class, learners learn the disciplinary content
and acquire the target language through using the language without an explicit focus on the language
structures. In these classes, we also acquire language through listening and speaking the target
language (Krashen, 1981). In a language class, learners learn the target language through using
general knowledge and acquire content implicitly. What is learned is assessed, but what is acquired
is not assessed. However, there is linguistic content in a language class such as parts of speech or
terminologies (e.g., patterns of organization, cohesive markers, reading skills, etc.), which are taught
but not necessarily assessed as content.

Understanding CLIL in a continuum.

Despite Coyle et al.’s (2010) confidence that CLIL “is an innovative fusion of both (content and
language)” (p. 1), it is really not all that new. Navés’ (2009) remark, “Integrating content and language
is not new. It has been used for decades under different labels” ....not only helps to demystify the
elevated notion of CLIL but also helps us see what CLIL really is. In the early days of sheltered
instruction and immersion programs and later CBI classes, the starting point was not from language
learning perspective but content. The goal was to have learners to be able to learn content through
the target language. Language lessons ran parallel to support the content classes. The idea was that
having reached a certain sufficient level of the language through these parallel or pre-content classes,
the learners would be able to understand the content and acquire the language in the target language-
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medium content classes. Language lessons sought to raise the proficiency levels of the learners with
the explicit teaching of language structures, components, and use. Understanding CLIL together
with all the other labels in a content and/or language-driven continuum (adapted from Met, 1998, p.
1) helps us appreciate the many different nuanced approaches to teaching content and language
(Figure 1).

Figure 1.
Where CLIL is with other labels of teaching content and language
Soft CLIL CLIL (just right) Hard CLIL
EMI, CBI CBLT ESP, EAP, LAC
Content- driven Language - driven
Immersion, Content course Language classes Language classes with
with thematic general knowledge
content used for practice

Dedicated language classes that familiarize learners to the target language of the content such
as English for Specific (ESP), English for Academic Purposes (EAP), and LAC are considered as
hard CLIL where language is the starting point (language driven) of the course aim. At the other end
of the continuum, content classes are conducted in the target language, with content as the starting
point and language being acquired but neither explicitly taught nor assessed. In the middle where
the sweet spot of CLIL is, CBLT, which essentially shares the same ideology as CLIL (Cenoz, 2015),
perhaps offers a perspective where the starting point is content with language teaching coming
alongside.

Content and language can sometimes be separated.

As argued earlier that content and language are interwoven, should content and language be
labelled separately, apart from historical and disciplinary reasons? This is where the pedagogical
turn argues for them to be seen differently from the learning perspective. Disciplinary knowledge (in
terms of vocabulary or terminology) has different representations in different languages. As such,
learning content in a target language will be new to the learner even though the very same knowledge
(in L1) has already been understood. In this respect, the content clothed in target language is and can
be considered different content. As a result, cognitively, the mind recognizes the L2 representation as
different from the L1 representation and, therefore, is seen separate. There are then two different
‘content’ as it were. This phenomenon happened in multilinguistic settings where a common L1 is not
afforded in a classroom as is the case and nature of CLIL classes. Second, when language is taught,
it is learned from a form-focused perspective. Form-focused learning demands attention to structures
and components peculiar to language. For example, grammar rules, genre moves, speech acts,
etymology, idiomatical expressions are some examples of these linguistic structures that are clearly
different from the target content taught in a CLIL class. Also, these linguistic structures belong a
different content domain of the field of linguistics. As such, language can be seen as a different
‘content’, both representationally in a multilinguistic setting and structurally in knowledge
construction. And thus, language can be conceptualized differently from content. Therefore,
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ontologically, while there are clearly no hard lines drawn between these three: content, language, and
cognition in a common (L1) language, content and language do have pedagogical distinctiveness due
to foreign language acquisition and multilinguistic settings. Seeing content and language pedagogically
different while recognizing them as ontologically interwoven helps in our practice of CLIL.

How do we weave in other Cs, culture, context, and community? When content, language and
cognition are taught, as in any learning situation, they are situated in the culture of the content, the
language it is expressed in and the cognition that is demanded of it. When a Chinese teaches Physics
in China, the teacher uses Chinese to explain the concepts using the Chinese textbook and Chinese
expressions and examples. This teaching context would be very much different from another
context, say in India, or anywhere else in the world. The context can be different also if the Chinese
Physics class is taught in Beijing or Hong Kong. And the community of learners and teachers that
learn from each other will also be very different from place to place. While I have illustrated the
different cultures, contexts and communities that are embedded in different learning environments,
there are also disciplinary content cultures that different disciplines conduct themselves. The way
that humanities create, construct, and share its knowledge is different from the way the sciences do.
These cultural conventions and expressions are different and are communicated and thought out in
the classrooms driven by the content. In order words, the content, language, and cognition that are
taught are contextualized and encultured in the disciplinary culture, local context, and learning
community of the learner. Of course, each of these notions, culture, context, and community are
fluid, with each overlapping and including one another that it can be difficult to draw hard lines
between them. These are useful concepts to be acknowledged in any learning environment, but we
shall not seek to include them in the pedagogical considerations as they are inherently embedded in
the learning environment.

Practical considerations

Having re-considered how content, language, and cognition can be understood in context and
culture, we now turn to pedagogical considerations of this understanding in the CLIL classroom. As
intimated earlier to the Occam’s Razor’s principle, keeping the CLIL conceptual framework simple
will better serve practitioners to faithfully apply CLIL as well reaping the benefits that CLIL offers. As
mentioned earlier, when we teach and assess content and language, we also teach the cognition
behind them and assess them embedded in disciplinary culture, context, and community. This section
will now illustrate pedagogical implications of this re-considered conceptual framework.

Writing CLIL Aims and Learning Outcomes

Let me use a soon-to-be-adopted CLIL course at Rikkyo University to illustrate why and how
content and language can be taught and assessed. I will also explain the differences between a CLIL
and a non-CLIL course in the aims and learning outcomes (LOs). This course, CLIL Ecology, is to be
taken by students at the CEFR B2 level with the intent to reach C1 level. The course aims and LOs
are listed below:

This course aims to create an awareness of and concern about the ecology and its associated
problems, with the goal for students to discuss these issues and present possible solutions in English.
Students will learn the extent of these current global ecological challenges, their impact on ecology
and human life, and their personal responsibility through collaborative learning and problem solving.
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Students will also acquire critical thinking skills and appropriate English expressions to effectively
communicate these ecological issues through discussion and presentations.

At the end of the course, students will be able to (LO1-3):

1. Identify and explain the concerns about the extent of the current ecological challenges, their

impact to ecology and human life including personal responsibility.

2. Evaluate and propose solutions to current ecological problems through collaboration.

3. Identify arguments, nuances and implied meaning of texts and digital media on current

ecological issues.

As we can see, the course is very much described like a content course with some differences. The
inclusion of the words, “in English” and “appropriate English expressions” (see above), specify to
readers that English is the communication mode of this course and in particular, the receptive skills
of the target language. The productive language skills of “to discuss these issues and present” and
“to effectively communicate” indicate the language abilities to be performed in this course. These
inclusions are significant to CLIL especially when it is conducted in a non-English speaking
environment. If it is conducted in an English-speaking environment, these words would have been
unnecessary. Explicitly stated words such as these are helpful in conveying the target language, and
acquisition and production are part of the aim of the course. These words are also meaningful
without having to include technical jargon such as ‘CLIL and yet stay true to the emphasis on both
content and language.

Attention can be drawn to a specific set of cognition, though not necessary, in the stipulated
words of ‘acquire critical thinking skills’ and ‘problem solving’. But these inclusions are not
necessarily ‘CLILish’ but are also found in non-CLIL content descriptions of the aims. Likewise,
words, ‘through collaborative learning and problem solving’ and ‘through discussion and presentations’
stipulate the learning process context and learning community, which can also be found in non-CLIL
courses.

A point to note is these ‘through’ language productive output, ‘discuss...and present...” and
‘through discussion and presentations’. Although they may also be found in carefully written
non-CLIL courses’ aims, the implicity of the language focus is made explicit with the words, “in
English” and “appropriate English expressions”. Thus, stating the latter in the description is
significant, drawing the reader’s attention to these communicative modes of learning, including
assessment. But here in the aim, we can already see how interwoven the language (‘discuss these
issues’ and ‘present solutions’), the content (‘discuss these issues’ on ‘awareness of and concern about
the ecology’) and cognition (‘discuss these issues and present possible solutions’) are.

Having declared what entails in the course aims, how do we tell what exactly is to be taught and
assessed? The course cannot possibly teach all that has been mentioned and assess them. LOs are
not only where these can be clearly observed and measured but also where CLIL elements are made
explicit. This is where the students are expected to demonstrate their learned competencies by the
end of the course. All the LO’s have observable verbs, ‘identify’, ‘explain’, ‘evaluate’ and ‘propose’.
What teachers can observe are not just the content (‘extent of’, ‘impact to’, ‘personal responsibility’
and ‘current...problems’) but the language (‘explain’ and ‘propose’) which includes cognition
(‘identify’, ‘explain’, ‘evaluate’ and ‘propose’). Again, we can see how the content, language and
cognition are seen as together, not separated.

While LO1 and LO2 (Figure) may appear to be atypical of a content non-CLIL course, it is the
inclusion of LO3 that reveals the language components that are expected to be learned and therefore
taught. In identifying “arguments, nuances and implied meaning of texts and digital media”, this
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competency clearly involves both listening and reading (or viewing) skills (which incidentally is a
CEFR descriptor (number 85) for a communicative receptive skill). Some non-CLIL courses may
have this type of outcomes but having this here clearly heighten the language focus.

But what of ‘discuss’ and ‘present’? And ‘collaborative learning’, ‘problem solving” and ‘critical
thinking’? Since ‘discuss’ is not found in the LOs, it is expected to be taught nor assessed, and
‘present’ can be counted under ‘explain’ and ‘propose’ if that is the design of the course. Both ‘explain’
and ‘propose’ can be observed either as an oral presentation or written report. ‘Collaborative learning’
and ‘problem solving’ are seen as the means rather than an end to be assessed in LO2. And ‘critical
thinking’ is the larger category of ‘identify’, ‘explain’, ‘evaluate’ and ‘propose’.

The materials and teaching plans for language structures are now then designed from the
content. This suggests that the relevant language structures in the content, which otherwise would
not have been taught in a regular content class, are now equally intended as LOs for the learners. For
example, in social science disciplines such as sociology, economics, geography, or history, the
discussion or report writing style are included as a LO in the course. Or in the hard sciences, such
as biochemistry, medicine or physics, science communication presentation or scientific hedging are
to be taught. This also suggests that regular academic content is used as text or material for learning
of the language. In the more language driven CLIL, the thematic content, or general knowledge
approach should be replaced by academic and disciplinary knowledge that are taught in regular
content classes. So, in terms of what is taught, a CLIL course uses non-CLIL content and have
language learning outcomes in its teaching.

“What it looks like in practice”- driver and co-driver.

Skehan’s (1998) flexible wielding of the focus on fluency and form in language learning are
useful for our consideration here. Form focused is to pedagogically draw “attention to the forms and
structures of the language within the context of communicative interaction... by giving metalinguistic
information, simply highlighting the form in question, or by providing corrective feedback”
(Lightbown & Spada, 2006, p. 199). While Skehan was balancing the teaching of fluency with form,
Lyster’s counterbalanced instruction (Lyster & Mori, 2006) sought to provide a useful direction of
“systematically integrating content-based and form-focused instructional options” (pp. 3-4). This
counterbalanced approach helps us to see how language can be taught within a content class.

So then, we can illustrate this counterbalanced approach with content as the driver and language
as the co-driver. This is a pedagogical distinction in order for both content and language to be taught
together in the classroom. The driver takes a certain direction, and the co-driver comes in as and
when there is a need to advise or point out certain things that the driver may have missed. In
addition, sometimes during the journey, the co-driver may take over the driving for a while for the
driver to take a rest. This section will now suggest three ways on how and when language is ‘driven’
alongside content.

a. Language is taught episodically as an intervention.

Gibbons’ (2015, p. 227) hourglass analogy on how teachers can focus on language as a study and
Lyster’s (2018, p. 99) instructional sequence for CBLT offer us an approach when to teach language
and when content takes precedence. As the analogy suggests, a CLIL class can begin with the content
teaching but is “narrowed” at some points to teach the language at the appropriate time. These are
the times when the teaching of the content necessitates an etymological understanding or a
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subsequent communicative act. It begins with the whole (content class) and moves to the parts
(language episodes). Comparisons can be drawn from Long’s (1991) “focus on form” (p. 46) during
the focus on meaning in a communicative learning activity. In a similar fashion, a time out can be
called on the content teaching, to detour to a language structure teaching and subsequently return to
the content teaching. This can mean a language activity or mini lecture to “notice” (Schmidt, 1990)
and explicate the language structure. The language activity may include enhanced input, noticing
and awareness tasks, production practices, and negotiation for feedback (Lyster, 2007). Here, Lyster
(2007) mentioned the use of prompts and recasts. These can both emerge incidentally or pre-planned
as a language outcome in the class.

These focus on form moments are by no means ad hoc or incidental but are pre-planned at the
classroom level and at the course design level, and as indicated by the language LOs. These
interventions may last for a few minutes to draw learners’ attention to the form, or a 15-minute
episode of language learning activity to an entire lesson. While planned by the instructor, language
learning may also be requested by learners during the teaching of content, a dedicated time to
deliberate and focus on the linguistic form. Thus, language teaching becomes episodic and serves as
interventions to the linguistic needs of the content and learners’ feedback.

b. Language episodic teaching is engendered by the context of the content teaching.

The content taught serves as the context for the language teaching in the classroom. Because
the teaching of language is not incidental but purposeful, the episodic language lessons are planned
interventions driven by the contextual needs of the content. For example, at the course design level,
in preparation for writing a scientific report or presentation in a week’s time, the teaching of the
writing or oral presentation takes place during the previous weeks. Or at the classroom level, where
the problem solution pattern of organization or collocations of technical vocabulary is needed to be
explicated to deepen the understanding of the content, they are taught episodically at that point. The
context of the content teaching can come from the design of the content before class, learners’
feedback, and instructor’s observations during class.

The context of the content teaching (the linguistic form and meaning, conventions and currency,
academic and professional practice, etc.,) engenders the design (both before and during the
semester) of these episodic language teaching in the class and course. Socio-culturally, the learners
in the classroom, the instructor responsible for that class, and the affordances in the classroom are
the cultural elements that shape the context as well. Thus, a CLIL course uses the content context to
design the language learning activities, and the context also affords the emergence of these episodic
language teaching that is specific to the class. The context engenders the language teaching.

c. Language is taught inductively.

In language-driven CLIL classes (or regular language classes), language structures are taught as
principles or forms at the beginning followed by examples and explanations. Take the grammar form
or vocabulary as examples, the grammar is introduced first as a rule at the sentence level or a
pre-reading word list is first given. These language structures are then explained and practiced until
they are understood, before they are seen in the larger context, a reading text or chapter. However,
in a dualfocused CLIL class where the content is first introduced, the language structures are
induced, or they emerged from the context of the content. Learners encounter the grammar structure
or vocabulary in the content first before these language structures are made aware of and focused on
as an episodic study. Language learning is induced from the content and not de-contextually taught.
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In CLIL, learners see the whole (language and content) before they see the parts (language in
content). Learners do not learn the parts first before seeing how they fit the whole.

Learning language in this manner has several advantages. First, language is learned in a
contextualized manner which prolongs memory, provides relevance, and engages interest. Second,
learners see the direct connection and the ‘interwovenness’ between language and content. Third,
language is learned in a ‘naturalistic’ setting where learners encounter the ‘reality’ of language use in
an authentic situation of an academic or real-world text, face a cognitive conflict of unresolved
understanding of text, and receive help to understand and learn the knowledge (and language) of the
text. This process of learning fits well in the sociocultural constructivist and interactionist theories of
learning (Vygotsky’s (1986) Zone of proximal development, mediation, scaffolding, and activity).

CLIL lesson plan

Table 1 shows an illustration on how and where the input and output of content and language are
facilitated. The lesson begins with the input (1) of a content text where learners seek to understand
the content in the target language. Besides grappling with the new disciplinary content, the learner
is also facing the vocabulary and idiomatic expressions of the discipline. Once the learners have
finished reading the text, they are quizzed (2) on their understanding of the content and language
components inherent in the text. Here, the instructor must be selective and design the language goal
of this class into the quiz questions. The quiz consists of equal, if not similar, number of questions on
content and language. This is where the language focus begins at the output level. Learners are cued
to notice the language components when answering these language questions. This is CLIL at work.

Table 1
Example of a CLIL Lesson Plan
Learner activity Where content and language are taught
1 |Read text Content text in target language
2 | Quiz on text Equal number of quiz questions on content and language
3 | Discuss answers with instructor | Equal amount of time spent on discussing content and language questions.
4 | . . Instructor explains content (from text) to fill the knowledge gaps.
? Listen to mini lectures Instructor explains language structures derived from text.
6 | Review lesson Instructor reviews both content and language

The discussion of the answers (3) next allows learners to surface their knowledge gaps of not just
content but also language. This is followed by mini lectures from the instructor to explain further the
concepts if necessary. This is also where the language components are introduced (5) and focused
where they may not be apparent especially when the general attention has been on the content. It is
important to note that the introduction of the language component is not teaching a new and
unrelated language structure. The language structure emerges from the text that was read. For
example, in teaching patterns of organization, the pattern that the content text uses will be discussed
and not from another text. This way, learners can see how interwoven content and language are and
their relevance to each other. As evidenced in this lesson plan (Table 1), language is taught alongside
content in an episodic manner derived from content.
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Assessment drives learning and therefore teaching.

No discussion on the practice of teaching approach is complete without having some thoughts
on assessment. The assessment is arguably the reason for task performance and learning whether
we see it as an end (of learning) or as the way to learn (for learning) (Black, & Wiliam, 1998). When
the teacher ignores either the content or language (and cognition for that matter) in the assessment
of an assignment, the learner will take the cue from assessment. As a result, whether in a CLIL or
non-CLIL class, the assessment must remain true and assess the intent and outcomes of the course.
As such, for a CLIL course to be true to its intent, both content and language must be assessed, and
equally.

In the assessment of a CLIL course, equal if not similar weighting of grades should be accorded
to content and language. And this is often not stipulated in the description of assessments or
assignments. By extending to both equally, this stipulation will not only ensure the assessors’
attention to both without neglect one over the other, but also draws learners’ attention that language
is equally important. This stipulation can be best expressed in the marking rubric where they are
taken as the reference point for assessing learners’ output. Taking the rubric example (Table 2) of a
presentation assignment in the proposed Ecology CLIL course, we can see the clear inclusion of the
category of language and that it is equally valued in terms of the allocation of criteria. This may also
translate into similar or equal weighting for each criteria of the final grade for a learner presentation.
The inclusion of marking criteria for language is often missing in non-CLIL courses.

It is noteworthy to point out that what is assessed is the content and language learned and not
what is acquired. When learners work in groups (community), they acquire collaborative or
cooperative skills, but these skills are not assessed as they were not explicitly taught, unlike content
and language. What has not been explicitly stated in the aim, learning outcomes, and assessment
criteria should not be assessed so as to be true to what is intended and negotiated with the learner.
This is also known as constructive alignment (Biggs & Tang, 2011) in course design where the aim,
learning outcomes, teaching, learning activities, and assessment are aligned.

Table 2
Example of Marking rubric of a CLIL Environmental course

Assessment rubric for Presentation Assessment criteria

Identifies appropriate concerns about the actual
extent of a current environment challenge, its
impact to both environment and human life.

a Knowledge of deforestation, e.g., identifies key issues, evidence, and reality of the

g |biodiversity loss, waste ecological problem.

§ disposal, climate change, Evaluates appropriately and sufficiently a current
- pollution, etc. environmental problem.

e.g., identify and analyze the struggles, controversies,
opportunities, and criteria to assess the situation to

redress the ecological problem.
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Knowledge of deforestation,
biodiversity loss, waste
disposal, climate change,
pollution, etc.

Produces appropriate and logical ideas or
solutions to a current environment problem.
e.g., Generates practical answers and ways to reduce,
stop, prevent, or reimagine the management of the
ecological problem.

Procedural knowledge on
global and personal response

Identifies an appropriate and logical personal
responsibility to a current environment challenge.
e.g., Presents a practical and personal plan in response
to an ecological problem.

ogensue] /UonedIunuwwo))

Coherence and organization

Expresses coherently and cohesively the concerns
of, and solutions to a current environment
challenge.

e.g., Produces clear, smoothly flowing, well-structured
language, showing controlled use of organizational
patterns, connectors, and cohesive devices. (CEFR
1297)*

Clarity and multimodal media

Produces clear and well-structured texts and
visuals of a current environment challenge.
e.g., Shows organized, relevant, intelligible, and
significant information with relevant examples in
multimodal media. (CEFR 317)*

Confidence and gestures

Appears calm, relaxed, and does not need to think
about content when signing.

e.g., Demonstrates confidence in public speaking with
relevant gestures and presence. (CEFR 1761 and 1762) *

Vocabulary and idiomatic
expressions

Uses appropriately the range of technical
vocabulary and idiomatic expressions common to
the field of environment.

e.g., Presents words and phrases that are specific to the
academic language and professional practice of
environmentalists. (CEFR 1156)*

* The Common European Framework of Reference for Languages (CEFR) (Council of Europe, 2018)

As we can see, in the assessment, when we judge a learner’s content, we are judging how the learner

‘identifies’, ‘evaluates’, and ‘produces’ knowledge that is appropriate, real, logical, and sufficient to be

deemed satisfactory. The appropriacy, logic, reality, and adequacy of knowledge presented is quality

of the cognition of identifying, evaluating and production. Likewise, for language, how the learner

‘expresses’, ‘produces’, ‘appears’, and ‘uses’ the language and language related devices also

demonstrate the quality of the cognition of application. Each of the language criteria is taken from and

referenced to the Common European Framework of Reference for Languages Descriptor Scheme

(Council of Europe, 2018) with the corresponding number code and level.
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Conclusion

In our re-consideration of the current understanding of CLIL, we have pared CLIL to essentially
the teaching and learning of the two, content and language. We have shown how inseparable and
interwoven content, language, and cognition are. The other concepts of culture, context, and
community are situated and interwoven iz the teaching of content, language, and cognition. They are
all essentially relational and contextualized and contingent on the content taught and language use.

Pedagogically, we have illustrated how content and language can be taught together with the
illustration of content as the driver and language as the co-driver. CLIL teachers need to concern
themselves with designing a content class with a language focus at appropriate and critical junctures,
teaching language episodically and inductively for learners to learn the content through and with the
language. This begins with the design of the course aims and learning outcomes with explicit
mention of the target language. The teaching is also designed with content (the whole) as the
starting point, interspersed with focus on form (language use), but engendered from content. The
assessment is also designed with explicit measurement of language components that are equally
weighted on content and language. This not only distinguishes itself from non-CLIL classes but also
ensures learners’ attention as to what is valued in a CLIL class. We believe that this is what CLIL
ought to look like in practice.

There is, of course, more to be discussed regarding the ontological relationship of the other Cs
that this paper did not have the space to do so adequately. There is also more to be detailed in the
classroom practice at the pedagogy level. CLIL is an approach with much of the pedagogy of learning
left to the interpretation of practitioners. It is with hope that this paper has contributed in some ways
to streamline the clarity of what CLIL is and how it can be demonstrated in the classroom.
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[Research Article]

Platform Preferences for Video Content in a Flipped Classroom:
Students’ Perceptions of YouTube as a Platform for Learning

Jonathan Hennessy

Abstract
This paper details the use of the flipped classroom paradigm with teacher-created videos in a new mandatory English
debate class at a Japanese university. It investigates the perceptions of the students with regards to the use of video
instruction as well as their perceptions and preferences with regards to the platform used for sharing the videos.
Three surveys were distributed asking students about their perceptions of using YouTube for learning with videos
and compared their views on YouTube versus compared to the Blackboard learning management system common in
their university classes. Students were found to have positive views of the flipped classroom, and the videos were
considered useful for preparation and review in the context of this course. Their perceptions of YouTube as a platform
for learning were also generally positive and became more positive after being provided with videos for the class. By
the end of the course, it was clear that most students had a preferred platform for the videos, and while YouTube was
more popular than Blackboard, there was a sizable group that preferred Blackboard. The researcher concludes that
YouTube is a valid choice for distributing video instruction in a flipped classroom, but that providing multiple

platforms could be beneficial in meeting the needs of all students in a given course.

Keywords: Flipped Classroom, YouTube, Student Perceptions

INTRODUCTION

In the Fall 2020 semester, Rikkyo University introduced English Debate as a new mandatory
class for all first-year students. The continuing coronavirus pandemic necessitated that the class was
conducted entirely online, and the course had to be modified from the expected plan to accommodate
these online lessons. The course design included introducing different stages of a debate to students
as “debate skills” combined with practice activities for each skill and frequent group debates.
Teachers generally were expected to teach the lessons using Zoom for live video lessons but were
encouraged to consider making adjustments to the lesson plan to include offline or asynchronous
components in order to reduce the consecutive screen time required of the students. Making use of
both face-to-face class time and separate online activities is referred to as blended learning (Fabbian
et al. 2017), and while the entire class was taught online, splitting between a live video call and other
asynchronous activities is certainly a similar style of teaching. From there, the researcher decided to
make use of the flipped classroom, the practice of introducing new material to students prior to their
class time through the use of technology (Wu et al. 2017), so that the traditional classroom/
homework concept is flipped (Overmeyer, 2012).

Flipped classrooms often use videos for students to learn or review content independently
outside of class (Lin and Huang, 2018), and they often rely on teacher created videos (Overmeyer,
2012). The time in class is then generally more focused on activities and interaction with the teacher
to reinforce the content learned prior to the lesson (Overmeyer, 2012; Basal, 2015; Moravec et al,
2010; Lin and Huang, 2018). Blended learning and the flipped classroom design have been supported
as effective methods of instruction in the current body of research. Benefits of the flipped classroom
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and blended learning include increased motivation (Hsieh et al, 2017), improved teacher-student
feedback and interaction (Fabbian et al. 2017), increased study time (Hung, 2015), increased
engagement with the material (Jamaludin, 2014), and increased learner autonomy (Han, 2015).
Fabian et al. (2017) noted that it increases the flexibility for students, and Basal (2015) explained that
the flipped classroom allows for students to learn at their own pace and that the ability for students
to prepare in advance can help to overcome time limitations in the classroom and increase student
participation during class time. The general format of a flipped classroom and its benefits seemed
particularly relevant to the new English Debate class as it was expected that students would vary in
the amount of time necessary to grasp the concepts that would be presented. The increased flexibility
and potential for students to work at their own pace during the introduction of new content could be
expected to allow for better participation and interaction, as well as more advanced learning during
the live video lessons without the need for extended instruction during a video lesson, which would
be useful to some but unnecessary for others. Wu et al. (2017) supported this idea, noting that the
flipped classroom allows for more advanced learning during class time.

Flipped classrooms and blended approaches have also been found to improve learner outcomes.
Wu et al. (2017) found improved oral proficiency and increased ability to use what was learned
among the students who had learned with a flipped classroom. Hsieh et al (2017) found flipped
instruction increased students’ knowledge and oral ability with idioms. Moravec et al (2010) observed
that moving presentation of new material to pre-class assignments combined with activities in class
resulted in significant student learning gains. Ahmad (2016) saw improvements to listening
comprehension with flipped learning. Bhagat et al (2016) found video instruction to outperform in
class instruction. In general, the research suggests that video lessons and the flipped classroom have
a positive effect on student learning and the ability to use what they have learned.

Flipped classrooms have also been found to be generally well received in terms of student
perceptions. Sweeney (2010) noted that many students already use technology to find information for
school or for their own interests. Other studies have found that students respond well to using
technology in their lessons. Lin and Huang (2018) found that the students in their study accepted and
were motivated by mobile learning. Goertler (2009) reported that students were engaged and
entertained by computer-mediated communication and that it had a positive effect on their attitudes.
Gaughan (2014) noted that students stated that videos before class helped them prepare. Hseih et al.
(2017) claimed that flipped instruction with online interaction motivated students.

However, not all research into flipped classrooms and blended learning is positive. Wilcox
(2009) noted that not all students have a positive view of video instruction and that students’ beliefs
about their own role and what counts as language learning could influence the effectiveness of video
learning. Bartholomew and Reeve (2018) found a disconnect between how students expected to use
mobile devices for learning and their actual use and noted student concerns about distraction.
Fabbian et al. (2017) found that students expressed concern about reduced interaction with the
teacher and that not all students saw the connection between the two modes of instruction. Delozier
(2017) looked at effectiveness of video lectures and did not find any difference between instruction
through videos and in person lectures and suggested that any difference was the result of freeing up
class time. This could suggest that studies that found video lectures to outperform in class lectures
may have done what Fabbian et al (2017) cautioned against and simply added extra work to the
course instead of replacing in-class instruction with computer-mediated instruction. The specific
technology being used in the classroom can also be important in designing a flipped classroom. Levy
(2009) noted that the users’ ability to understand and use a platform is more important than the
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actual capabilities of the platform in a flipped classroom. Rubin et al. (2013) stated that students’
satisfaction with the learning management system they used predicted course satisfaction. This can
cause problems if teachers are not careful. Fabbian et al. (2017) highlighted that not all students in
their study were easily able to make effective use of the technology provided for a flipped class.

Overall, it seems that the research indicates that if appropriate attention is paid to students’
abilities and perceptions with regards to the learning platforms that are used, a flipped classroom
could be an effective tool for introducing new content to the English Debate class when combined
with live video call lessons for more advanced practice of the learned concepts. In this study, students
were provided with videos created by the researcher to introduce and review the concepts they were
expected to learn for the course. The videos were provided on two platforms: Blackboard, a learning
management system which students were familiar with due to its use by the university for online
courses in the previous semester, and YouTube, with the expectation that the majority of students
would be familiar with due to personal use. With the importance of students’ ability to use a platform
(Levy, 2009) and their satisfaction with a learning management system being important for course
satisfaction (Rubin et al. 2013), students were surveyed three times throughout their semester about
their perceptions of YouTube as a platform for video lectures. In the third survey, they were
additionally surveyed about their preferences and perceptions of YouTube compared to Blackboard
and their general perceptions about the use of video instruction in a flipped classroom in the context
of this online English Debate course.

RESEARCH DESIGN

A total of 17 videos were created by the researcher for the course. These videos were used both
for introducing new concepts, such as constructing arguments or making a rebuttal for a debate, and
for reviewing the concepts later in the semester. Videos were shared with students following most
classes, and students were asked to complete a simple assignment on Blackboard to test their
understanding of the concepts being taught with the videos. As the videos were intended to replace
in class instruction, students were asked to watch the videos and complete the online assignment in
their own time prior to the next class, but the live video lessons were shortened to account for new
content being introduced outside of class time. All videos were provided on two separate platforms.
They were available for download through the Blackboard learning management system, and they
were also available on YouTube. The YouTube links were provided at the same time as the files were
uploaded to Blackboard. Students could be expected to be familiar with Blackboard as they would
have used it in the previous semester of online courses, and the researcher expected that most
students would be familiar with YouTube due to personal use. The videos were uploaded and shared
each week following the live Zoom class, and students were directed to them through both an
announcement on Blackboard and a simultaneous email. Students were told that they could watch
the videos on either platform and there was no instruction to suggest that either option was better or
preferred.

Five classes consisting of a total of 95 students participated in these classes, and all of them were
asked to complete three surveys. The first survey was shared after the second lesson, the second
survey after the 6" lesson, and the final survey after the 13% lesson. Of those 95 students, 70
consented to having their answers used for research and completed all three of the surveys. The
surveys were shared on Blackboard and were given as homework assignments. Data from students
who did not give their consent but still filled out surveys and data from students who did not complete
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all three surveys were removed prior to downloading and analyzing the results. The first survey
asked students about their familiarity and experience with YouTube as well as their perceptions of
YouTube as a platform for learning. It also asked them to share their perceptions both prior to
starting the course and their current perceptions after having watched two sets of videos. The second
survey asked only for their current perceptions after the 6™ lesson. The third survey again asked for
their current perceptions, but also asked for their actual use of the videos and their thoughts about
YouTube and Blackboard as platforms for sharing and watching the video lectures. The questions
and answers for the three surveys can be seen in Appendices A, B, and C at the end of this paper. As
the students were not native English speakers, the surveys were all shared with a Japanese translation
to improve the chances that students could understand and accurately answer the questions.

DATA

First Survey

In the first survey students were asked about their familiarity with YouTube as a platform as well
as their perceptions of it as a platform for learning. They were asked to give their perceptions from
before starting the class as well as their current thoughts after watching two sets of videos for the
course. The full list of questions for the first survey can be found in Appendix A. Out of 70 respondents
62 said they were familiar with YouTube as a platform, 7 said they were not, and 1 student did not
answer. Furthermore, 38 said they had used YouTube for a class before with 32 saying they had not.
In addition, 58 answered that they had previously used YouTube to learn something themselves
while only 12 answered that they had not done so. This matched the expectations in course design
that most students would be familiar with YouTube and that many of them would have experience
using it to learn something. The fact that more than half had previously used YouTube for a class was
not expected, but further supported the idea that students might be comfortable using it for this

course.
Yes No Unanswered
Are you familiar with YouTube and how to use the platform? 62 7 1
Have you ever used YouTube for a class before? 38 32 0
Have you ever used YouTube to learn something by yourself before? 58 12 0

Figure 1. Experience with YouTube

Students gave their perceptions of YouTube as a platform for learning on six scales. They used
a 5-point Likert scale to rate their perceptions of YouTube for usefulness, helpfulness, trustworthiness,
professionalism, ease of use, and convenience. Prior to distributing the surveys, the researcher
hypothesized that these six responses could be grouped into three constructs: usefulness/
helpfulness, trustworthiness/professionalism, and ease of use/convenience. All unanswered
questions were removed from the data, and the responses were checked using Chronbach’s alpha.
Using the data of students’ perceptions prior to the class, usefulness and helpfulness had a
Chronbach’s alpha coefficient of .652, trustworthiness and professionalism had a coefficient of .755,
and ease of use and convenience had a coefficient of .569.

With the data for students’ current perceptions after viewing two sets of videos, usefulness and
helpfulness had a coefficient of .811, trustworthiness and professionalism had a coefficient of .742,
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and ease of use and convenience had a coefficient of .586. These coefficients suggest that the
responses for usefulness and helpfulness were reasonably strongly correlated as were the responses
for trustworthiness and professionalism. It is reasonable to accept that these questions can be
grouped as asking for the same underlying construct and can be discussed together. Ease of use and
convenience, however, were less strongly correlated and should be considered separately in
evaluating this data. Chronbach’s alpha coefficient for these constructs in the later surveys will be
mentioned with that data, but the conclusion remained consistent with students’ perceptions of
usefulness consistently being correlated with their perceptions of helpfulness, their perceptions of
trustworthiness being correlated with professionalism, and their perceptions of ease of use not being
strongly correlated with convenience.

Figure 2 below breaks down the responses by question for the students’ perceptions of YouTube
as a learning platform prior to beginning the class. To calculate the mean and standard deviation, the
responses were given a numerical value from 1 (not at all) to 5 (very) and the “I don’t know”
responses and unanswered questions were removed.

I don’t know Mean

/ unanswered Not at all Very little So-so Quite a bit Very (15) SD
Useful 4 0 2 25 27 12 3.74 0.10
Helpful 3 1 3 21 34 8 3.67 0.10
Trustworthy 1 1 7 29 26 6 3.42 0.10
Professional 2 1 11 26 25 5 3.32 0.11
Easy to Use 3 0 6 18 30 13 3.75 0.11
Convenient 3 0 10 39 14 3.94 0.09

Figure 2. Starting Perceptions of YouTube as a Learning Platform

This suggests that students began the class with a neutral to positive view of YouTube as a
learning platform.

The next chart breaks down the students’ responses by question for their perceptions of
YouTube after being provided with the first two sets of videos. The mean and standard deviation are
again calculated on a 1 to 5 scale, with the “I don’t know” responses and unanswered questions being

removed.
Iggz;ltsl;rgj d/ Notatall Very little So-so Quite a bit Very h(/[leg)n SD
Useful 1 0 1 12 37 19 4.07 0.09
Helpful 2 1 0 12 33 22 4.10 0.10
Trustworthy 1 1 0 10 41 17 4.06 0.09
Professional 1 1 1 27 25 15 3.75 0.10
Easy to Use 1 0 0 7 32 30 4.33 0.08
Convenient 1 0 0 5 36 28 4.33 0.07

Figure 3. Perceptions of YouTube as a Learning Platform After Early Videos

This shows a small improvement in the students’ perceptions of using YouTube for learning in
all surveyed categories. An unpaired t-test was used to compare the responses since it was necessary
to remove the unanswered questions from the data, and it showed that all changes were statistically

72



PLATFORM PREFERENCES FOR VIDEO CONTENT IN A FLIPPED CLASSROOM: STUDENTS’ PERCEPTIONS OF YOUTUBE AS A PLATFORM FOR LEARNING

significant at p<.05. The comparison is shown here in Figure 4.

Usefulness Professionalism Ease of Use

Before After Before After Before After
Class Lesson 2 Class Lesson 2 Class Lesson 2

Mean 3.74 4.07 3.32 3.75 3.69 4.33

Variance 0.62 0.51 0.79 0.75 0.96 0.43

Observations 66 69 68 69 68 69

Hypothesized Mean Difference 0 0 0

df 130 135 117

t Stat -2.542 -2.871 -4.495

P(T<=t) one-tail .007 .002 >.001

t Critical one-tail 1.657 1.656 1.658

P(T<=t) two-tail 012 .005 >.001

t Critical two-tail 1.978 1.978 1.980
Trustworthiness Convenience Helpfulness
Before After Before After Before After
Class Lesson 2 Class Lesson 2 Class Lesson 2

Mean 3.42 4.06 3.9 4.33 3.67 4.10

Variance 0.72 0.53 0.60 0.37 0.65 0.63

Observations 69 69 67 69 67 68

Hypothesized Mean Difference 0 0 0

df 133 125 133

t Stat -4.750 -3.276 -3.133

P(T<=t) one-tail >.001 .001 .001

t Critical one-tail 1.656 1.657 1.656

P(T<=t) two-tail >.001 .001 .002

t Critical two-tail 1.978 1.979 1.978

Figure 4. Before Class vs. After Lesson 2: t-Test: Two-Sample Assuming Unequal Variances

This suggests that while students began the class with a neutral to positive impression of

YouTube as a learning platform, their perceptions became more positive when they were provided

with teacher-created videos in a university course.

Students were also given the opportunity to share their thoughts in a free form answer, and most

who chose to respond gave generally positive comments. Several students appreciated the ability to
view a video or a video section more than once, and several others commented on its convenience
and ease of use. One student also commented that they appreciated that the in-class time could be
shortened with the use of YouTube. Most of these positive comments did not suggest that YouTube
was superior to other platforms but suggested that the students did respond well to the flipped
classroom style.

There were, however, a few less positive comments as well. Two students suggested the videos
could be hard to understand, and another noted that they were unable to discuss with their classmates
to assist in understanding content. One student stated that they found the videos boring. Given the
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overall positive reaction to the videos, it is reasonable to suggest that continuing to improve the
quality of videos would be a reasonable way to address these concerns.

Second Survey

The second survey was used to track students’ changes in perceptions after having more
experience using YouTube in a flipped classroom during the semester. They were asked the same
questions as in the first survey based on their perceptions of YouTube at that particular time. The full
survey can be seen in Appendix B. Chronbach’s alpha again found that usefulness/helpfulness and
trustworthiness/professionalism were strongly related with coefficients of .891 and .829, respectively.
Ease of use and convenience were again not strongly related with a coefficient of .404. Figure 5 below
details the students’ perceptions of YouTube as a learning platform following the 6" lesson.

ISE:::;:;Z d/ Not at all Very little So-so Quite a bit Very 1\(/[162)11 SD
Useful 1 0 1 13 28 27 417 0.09
Helpful 0 0 3 12 26 29 4.16 0.10
Trustworthy 0 0 3 16 30 21 3.99 0.10
Professional 0 0 1 22 31 16 3.89 0.09
Easy to Use 1 0 0 9 21 39 4.44 0.09
Convenient 1 0 3 7 25 RY! 4.30 0.01

Figure 5. Perceptions of YouTube as a Learning Platform After Sixth Lesson

Comparing this data to the results from the first survey using an unpaired t-test shows that the
perceptions remain improved from the pre-course data with p<.05, but the data do not show any
statistically significant change from the responses given after the first two lessons. The comparison
to the before class opinions is shown below but the comparison to after lesson 2 is omitted as it is not

significant.
Usefulness Professionalism Ease of Use
Before After Before After Before After
Class Lesson 6 Class Lesson 6 Class Lesson 6
Mean 3.74 4.17 3.32 3.89 3.69 4.43
Variance 0.62 0.62 0.79 0.60 0.96 0.51
Observations 66 69 68 70 68 69
Hypothesized Mean Difference 0 0 0
df 133 132 123
t Stat -3.181 -3.964 -5.058
P(T<=t) one-tail .001 >.001 >.001
t Critical one-tail 1.656 1.656 1.657
P(T<=t) two-tail .002 >.001 >.001
t Critical two-tail 1.978 1.978 1.979

Figure 6. Before Class vs. After Lesson 6: t-Test: Two-Sample Assuming Unequal Variances
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Trustworthiness Convenience Helpfulness

Before After Before After Before After

Class Lesson 6 Class Lesson 6 Class Lesson 6
Mean 3.42 3.99 3.94 4.30 3.67 4.16
Variance 0.72 0.71 0.60 0.69 0.65 0.74
Observations 69 70 67 69 67 70
Hypothesized Mean Difference 0 0 0
df 137 134 135
t Stat -3.945 -2.646 -3.4085
P(T<=t) one-tail >.001 .005 >.001
t Critical one-tail 1.656 1.656 1.656
P(T<=t) two-tail >.001 .009 .001
t Critical two-tail 1.977 1.978 1.978

Figure 6 Continued

Written comments showed multiple students suggesting that they appreciated the convenience of the
videos and the ability to watch parts that they found difficult more than once. However, one student
said that they would prefer to be taught directly by the teacher, and a few students expressed the
need to be careful to be sure that the information was accurate.

Third Survey

The third survey (see Appendix C) continued to ask about the students’ perceptions of YouTube
as a learning platform but additionally asked further questions about their actual usage of YouTube
and Blackboard for watching the videos, as well as their preferences between the two. Looking at
their perceptions of YouTube as a learning platform, Chronbach’s alpha again showed usefulness/
helpfulness and trustworthiness/professionalism to be valid groupings with coefficients of .815 and
776, respectively. Ease of use and convenience continued to be poorly correlated with a coefficient
of only .503. The table below details the students’ responses about their perceptions of YouTube as a
learning platform at the end of the semester, following the 13™ of 14 total lessons.

I don’t know / Mean

Unanswered Not at all Very little So-so  Quite abit  Very 15) SD
Useful 1 0 1 15 27 26 4.13 0.10
Helpful 0 0 1 12 26 31 4.24 0.09
Trustworthy 0 0 1 17 27 25 4.09 0.10
Professional 0 0 1 18 25 26 4.09 0.10
Easy to Use 1 0 0 18 46 4.59 0.08
Convenient 1 0 0 24 38 4.39 0.10

Figure 7. Perceptions of YouTube as a Learning Platform at End of Semester

Using an unpaired t-test to compare this data to the previous results again found that the data
were different from the students’ perceptions that they reported holding before beginning the class
with p<.05, but it was not statistically significantly different from the perceptions they reported as
current in either the first or second survey. The comparison to the before class perceptions is again
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shown in the following chart, while the comparison to the survey responses from after lessons 2 and
6 is omitted as it is not significant.

Usefulness Professionalism Ease of Use
Before After Before After Before After
Class Lesson 13 Class Lesson 13 Class Lesson 13
Mean 3.74 4.13 3.32 4.09 3.69 4.59
Variance 0.62 0.64 0.79 0.69 0.96 0.39
Observations 66 69 68 70 68 69
Hypothesized Mean Difference 0 0 0
df 133 135 114
t Stat -2.829 -5.205 -6.411
P(T<=t) one-tail .003 >.001 >.001
t Critical one-tail 1.656 1.656 1.658
P(T<=t) two-tail .005 >.001 >.001
t Critical two-tail 1.978 1.978 1.981
Trustworthiness Convenience Helpfulness
Before After Before After Before After
Class Lesson 13 Class Lesson 13 Class Lesson 13
Mean 3.42 4.09 3.94 4.39 3.67 4.24
Variance 0.72 0.66 0.60 0.73 0.65 0.62
Observations 69 70 67 70 67 70
Hypothesized Mean Difference 0 0 0
df 137 135 134
t Stat -4.727 -3.193 -4.194
P(T<=t) one-tail >.001 .001 >.001
t Critical one-tail 1.656 1.656 1.656
P(T<=t) two-tail >.001 .002 >.001
t Critical two-tail 1.977 1.978 1.978

Figure 8. Before Class vs. After Lesson 13: t-Test: Two-Sample Assuming Unequal Variances

The majority of the comments about using YouTube for learning in the third survey were
positive, as in the previous surveys, with several students liking the ability to re-watch the videos, and
others stated that they liked the ability to study anywhere and in their spare time. One student did
report that they thought it was “bad for the body,” but this is likely a stronger concern given that the
students were online for most or all of their classes this semester.

In addition to continuing the same line of questioning, the third survey (see Appendix C) asked
questions about the students’ actual use of the videos on YouTube and Blackboard and their
preferences between the platforms. Students reported on how many of the videos provided they
watched with most students, 56 of the 70 respondents, stating that they watched all of the videos
provided.
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56

most of them all of them

<Unanswered> only a few about half

Figure 9. Responses to: How many of the videos that were Provided did you watch?

The students also generally reported that the videos were helpful to them in preparing for their
lessons, with 57 out of 70 respondents saying they were “quite a bit” or “very” helpful and only one
student responding negatively.

32
25
9
: : []
|| —
<Unanswered> Very little SO-SO Quite a bit Very

Figure 10. Responses to: How helpful were the videos for preparing for your lessons?

Students also were asked about their use of the videos for reviewing a concept later in the
semester. This was not assigned as a required activity for them, but it was suggested as a good way
to review before debate tests. Nearly all students reported doing this at least once or twice, with 13
even claiming to do it frequently.

28
23
13
[ | [ |
<Unanswered> Never Once or twice sometimes Quite a bit

Figure 11. Responses to: Did you go back and watch any videos again to review something because you
wanted to?

Students also reported on the helpfulness of the videos for review later in the semester, with
more than half having a favorable opinion.
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31
19
14
|| — —
<Unanswered> Not at all Very little S0-S0 Quite a bit Very

Figure 12. Responses to: How helpful were the videos for reviewing something later in the semester?

In general, the student responses suggested that the videos were used by nearly all students in
preparation for their classes, and their perceptions of the videos as a method for preparation were
overwhelmingly positive.

Students also gave answers about their preferred platform between YouTube and Blackboard.
The graph below shows that both platforms were used by students, and more students answered that
they used both platforms than either platform exclusively.

28
21
17
| —
<Unanswered> I didn’t watch any Blackboard YouTube Both

videos

Figure 13. Responses to: Did you watch videos on YouTube, Blackboard, or both?

When asked about which platform they used more, the results showed that students did seem
to have a clear preference with, 59 out of 70 respondents stating that they did use one platform more
than the other. YouTube was slightly more popular than Blackboard in this data set, but the numbers
were fairly close.

32
27
3 7
y
= — [ ]
<Unanswered> | didn’t watch any About the same Blackboard YouTube

videos

Figure 14. Responses to: Did you watch more videos on YouTube or on Blackboard?

When asking students about their preferred platform, YouTube was a more popular choice
compared to the reported usage.

78



PLATFORM PREFERENCES FOR VIDEO CONTENT IN A FLIPPED CLASSROOM: STUDENTS’ PERCEPTIONS OF YOUTUBE AS A PLATFORM FOR LEARNING

35
18
13
|| —
<Unanswered> | didn’t watch any About the same Blackboard YouTube

videos

Figure 15. Responses to: Did you prefer YouTube or Blackboard for watching videos?

The data for platform usage suggest that students were fairly evenly mixed in terms of using the
platforms at least once. In evaluating the data for the question “Did you watch videos on YouTube,
Blackboard, or both?” a chi-squared goodness of fit test was run after removing the “unanswered”
and “I didn’t watch any videos” responses. No statistically significant difference was observed
compared with expectations that the three choices would be evenly represented. Evaluating the
responses regarding which platform they used more found that students did in fact have a preference
for one platform over the other. A one-sample proportion test was used to compare the answers of
“About the same” with “Blackboard” and “YouTube” together and found that it was statistically
significant at p<.05. Most students did have a platform that they used more. However, running a
one-sample proportion test comparing only the Blackboard and YouTube answers yielded results
that were not statistically significant, meaning that within this sample there was no clear choice in
terms of which platform was more used. The data regarding student preferences were more
conclusive. A one-sample proportion test again confirmed that more students had a preferred
platform versus those who liked both platforms about the same. When comparing Blackboard and
YouTube another one-sample proportion test found that students overall had a statistically significant
preference for YouTube compared to Blackboard at p<.05.

Qualitative data were also collected regarding the reasoning behind the students’ preferences
between the platforms. Interestingly, many of the responses for either platform stated that it was
easier and more convenient to use that platform. Of the 18 students who preferred Blackboard, 17
chose to write in reasons for their preference and all of them could fit into the categories of being
easier or more convenient. Some had specific reasons, including the video announcements being
sent through Blackboard made it easier to use Blackboard, the ability to watch the video without
switching pages on their browser, and the fact that they did their lessons on their computer which did
not have YouTube installed. Furthermore, 34 of the 35 students who preferred YouTube also left
comments, with 24 fitting into the category of being easier or more convenient (including 9 responses
mentioning technical benefits such as lower data use and the fact the videos did not need to be
downloaded). Seven more responses were related to the fact that the students were used to using
YouTube. The remaining 3 responses were “Because I can review back video freely,” “I don’t have a
special reason,” and “It is because, there are various videos.”

DISCUSSION

It was clear from the data that students do hold a mostly positive view of YouTube as a platform
for learning. Their responses were generally positive across all six surveyed dimensions: helpfulness,
usefulness, professionalism, trustworthiness, convenience, and ease of use. The ability to group
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helpfulness with usefulness and professionalism with trustworthiness according to Chronbach’s
alpha further increases the confidence we can hold in the results for those constructs. Ease of use
and convenience must be considered separately, but the data still suggest that students had positive
views of YouTube with regard to both. Looking at the students’ perceptions over the duration of the
course, they started with a neutral to positive view of YouTube but reported viewing it more positively
after making use of the videos provided for class. The new mostly positive perceptions continued for
the duration of the class with the final survey showing very similar results to the first survey where
they gave their perceptions after only two lessons. This suggests that the teacher created videos that
were provided to students had a positive effect on their perceptions of using YouTube for learning.
The data that were collected does not give insight into why their perceptions changed, but further
research could be done to try to determine what factors do impact the students’ views of a platform
after they begin using it.

Looking at the responses more granularly, nearly all of the students had a neutral to positive
view of YouTube with regards to the helpfulness/usefulness construct as well as to ease of use and
convenience. These positive perceptions were further supported in the final survey when the
students who chose YouTube as their preferred platform frequently cited its convenience or ease of
use as the primary reason for their preference. However, despite the overall positive perceptions with
regards to the professionalism/trustworthiness construct, a significant number of students reported
beginning the class with a somewhat negative view of YouTube for this construct. The later surveys
did show a change to a more positive view in regard to professionalism and trustworthiness, but it is
necessary to note that some students are likely to be hesitant to trust YouTube content initially. This
is further supported by a few open-ended responses where students expressed the need to check
sources and be careful of incorrect information. This is unlikely to be a concern for teachers using
self-created materials but may be something that needs to be accounted for when using content from
other sources.

The final survey also suggested that students held generally positive views of using videos in a
flipped classroom during a semester where classes had to be taught remotely due to the ongoing
pandemic, and further supported the idea that their views of YouTube as a learning Platform were
generally positive. A majority of students reported using the videos and finding them helpful for
preparing for class. With 62 of 70 respondents reporting that they watched most or all of the videos,
and 57 out of 70 saying that the videos were “quite a bit” or “very” helpful in preparing for their
lessons, it seems reasonable to accept that the students generally did find the videos beneficial.
Furthermore, 64 out of 70 reported watching videos again voluntarily for review, with 13 stating they
did so “quite a bit,” and 45 said they found the videos “quite a bit” or “very” helpful for reviewing later
in the semester. Only a few students chose to leave qualitative comments on the use of videos, but
those comments were positive as well, including one student stating they wanted to continue this
style of learning, another liking the fact that they could “look back,” and one more appreciating the
ability to re-watch videos to help with understanding. While the overall perception of the flipped
classroom was not the main purpose of this study, confirming that the students generally did like the
format is important when evaluating their perceptions of using the YouTube platform for the class. If
they generally disliked using videos in a flipped classroom, then having a positive view of YouTube
would not be a particularly useful takeaway.

The final survey also allows us to compare the two platforms, YouTube and Blackboard, that
were used in the course. In terms of actual usage, most students used both platforms at some point
during the course. Of those who only used one platform, it was a fairly even split between Blackboard
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and YouTube. However, when asked about which platform they used more, it was very clear that
most students used one platform more than the other. Furthermore, 59 out of 70 respondents stated
that they used one platform more than the other, and 7 said they used both platforms about equally.
Of the remaining 4, 3 did not answer and 1 student did not watch any videos. While more students
did report using YouTube more often than Blackboard, it was not a statistically significant difference,
implying the two platforms were used about equally.

While there was no significant difference in terms of which platform students used more often,
the difference in preferences was much stronger. The difference between the 35 students who
preferred YouTube, the 18 who preferred Blackboard, and the 13 who liked both equally was
statistically significant. This means that in the sample it is fair to say that students did prefer YouTube
to Blackboard. Interestingly, the reasoning was similar independent of the preferred platform.
Qualitative data suggested that students based their preference primarily around ease of use and
convenience. The students who reported liking both platforms equally also explained this by stating
that both platforms were easy to use and convenient. While this preference was clear in the data, it is
worth noting that there were still 18 students in the sample who preferred Blackboard and this
preference should not be disregarded. YouTube and Blackboard are both acceptable options for
sharing videos for a flipped classroom, but as the qualitative responses show, they have different
strengths. YouTube is a platform that students are more likely to be familiar with and comfortable
using: it loads quickly and allow students to start watching a video right away, does not require
students to download files, and depending on the teacher’s ability to compress a video file, may
require less data as well. On the other hand, students found that Blackboard was sometimes more
convenient as the announcements and assignments were also shared through Blackboard and some
students appreciated the ability to download the video files. Given the specifics of this course it
seems that the decision to make the videos available through both Blackboard and YouTube was
superior to requiring the students to use one particular platform. Overall, the data from these surveys
suggest that YouTube is a reasonable option for delivering instruction in a flipped classroom, but that
it may be reasonable for teachers to consider making content available on more than one platform if
they are able to do so.

CONCLUSION

Providing videos for pre-class preparation as part of a flipped-classroom design was generally
well received by the students, and providing the videos on two platforms, Blackboard and YouTube,
turned out to be a good decision. The majority of students reported using the videos to prepare for
class and finding them helpful for preparation and for review, including review not given as an
assignment. While some students used both platforms to watch videos, it was clear that most students
did use one platform more than the other, though it was closely split between Blackboard and
YouTube. Students’ preferences, however, did clearly favor YouTube. Investigating students’
perceptions about YouTube as a platform for learning found that they had a neutral to positive view
of it at the start of the class, and after being provided with videos on YouTube for the class, they
seemed to view it more positively. This does suggest that providing content through YouTube for a
flipped classroom in a Japanese university is a reasonable decision. One benefit of using YouTube
was the fact that nearly all students were familiar with the platform and had experience using it for
learning, but it was also popular due to its ease of use and convenience. It would be interesting to see
if these results could apply to other platforms that teachers may introduce to students that are easy
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to use but that students are not familiar with before the class.

It is also important to note that while YouTube was the preferred platform, it was not universally
preferred, and other students preferred Blackboard for reasons very similar to the reasons their
classmates preferred YouTube. This could be interpreted to suggest that teachers who are able to
provide content through multiple platforms should consider doing so in order to provide easier
access to their content to all of the students in their class. While this may not be practical for
interactive assignments where students may need to communicate with each other and may not work
when teachers need to collect responses from students, it does seem that providing a variety of ways
to access content such as videos is a positive decision for students.

References

Ahmad, S. Z. (2016). The flipped classroom model to develop Egyptian EFL students’ listening
comprehension. English Language Teaching, 9(9). 166-178, https://doi.org/10.5539/€lt.
von9p166

Bartholomew, S. R. & Reeve, E. (2018). Middle school student perceptions and actual use of mobile
devices: Highlighting disconnects in student planned and actual usage of mobile devices in
class. Journal of Educational Technology & Society, 21(1). 4858, https://www.jstor.org/
stable/10.2307/26273867

Basal. A. (2015). The implementation of a flipped classroom in foreign language teaching. Turkish
Online Journal of Distance Education, 16(4). 28-37, htps://doi.org/ 10.17718/tojde.72185

Bhagat, K. K., Chang, C. N., & Chang, C. Y. (2016) The impact of the flipped classroom on
mathematics concept learning in high school. Journal of Educational Technology and Society,
19(3).134-142, https:/ /www.jstor.org/stable/10.2307/jeductechsoci.19.3.134

Delozier, S. J. & Rhodes, M. G. (2017). Flipped classrooms: A review of key ideas and
recommendations for practice. Educational Psychology Review, 29(1), 141-151, https://doi.
org/10.1007/s10648-015-9356-9

Fabbian, C., Emanuela, Z. C., & Maja, G. (2017). Lessons learned: Design and implementation of
Italian blended language courses. Ifalica, 94(2). 314-353, https://www.jstor.org/
stable/44983583

Gaughan, J. E. (2014). The flipped classroom in world history. The History Teacher, 47(2). 221-244,
https://www.jstor.org/stable/43264225

Goertler, S. (2009). Using computer-mediated communication (CMC) in language teaching. Die
Unterrichtspraxis / Teaching German, 42(1). 74-84. https://doi.org/ 10.1111/j.1756-1221.20009.
00038.x

Han, Y. J. (2015). Successfully flipping the ESL classroom for learner autonomy. NYS TESOL Journal,
2(1). 98-109. http://journal.nystesol.org/jan2015/Han_98-109_NYST]J_Vol2Iss1_Jan2015.pdf

Hsieh, J. S. C,, Wu, W. V,, & Marek, M. W. (2017). Using the flipped classroom to enhance EFL
learning. Computer Assisted Language Learning, 30(1-2). 1-21. https://doi.org/10.1080/09588
221.2015.1111910

Hung, H. T. (2015). Flipping the classroom for English language learners to foster active learning.
Computer Assisted Language Learning, 28(1). 81-96. https://doi.org/10.1080/09588221.2014.9
67701

Jamaludin, R. & Osman, S. Z. M. (2014). The use of a flipped classroom to enhance engagement and
promote active learning. Journal of Education and Practice, 5(2). 124-131. https://core.ac.uk/

82



PLATFORM PREFERENCES FOR VIDEO CONTENT IN A FLIPPED CLASSROOM: STUDENTS’ PERCEPTIONS OF YOUTUBE AS A PLATFORM FOR LEARNING

download/pdf/234635267.pdf

Levy, M. (2009) Technologies in use for second language learning. The Modern Language Journal,
93. 769-782. http://dx.doi.org/10.1111/j.1540-4781.2009.00972.x

Lin, C. J. & Hwang, G. J. (2018). A learning analytics approach to investigating factors affecting EFL
students’ oral performance in a flipped classroom. Journal of Educational Technology & Society,
21(2). 205-219. https://www.jstor.org/stable/10.2307/26388398

Moravec, M., Williams, A., Aguilar-Roca, N., & O’Dowd, D. K. (2010). Learn before Lecture: A
strategy that improves learning outcomes in a large introductory biology class. CBE Life
Sciences Education, 9(4). 473-481. https://doi.org/10.1187/cbe.10-04-0063

Overmeyer, J. (2012). Flipped Classrooms 101. Principle (September/October), 46-47. hitps.//www.
naesp.org/sites/default/files/Overmyer_SO12.pdf

Rubin, B., Fernandes, R., & Avgerinou, M. D. (2013). The effects of technology on the community of
inquiry and satisfaction with online courses. The Internet and Higher Education, 17. 48-57.
https://doi.org/10.1016/j.iheduc.2012.09.006

Sweeny, S. M. (2010). Writing for the instant messaging and text messaging generation: Using new
literacies to support writing instruction. Journal of Adolescent & Adult Literacy, 54(2). 121-130.
http://dx.doi.org/10.2307/20775367

Wilcox, K. C. (2009). The impact of student beliefs on the effectiveness of video in developing cross-
cultural competence. CALICO Journal, 27(1). 91-100. http://dx.doi.org/10.11139/¢j.27.1.91-
100

Wu, W. C. V., Hsieh, J. S. C,, & Yang, J. C. (2017). Creating an online learning community in a flipped
classroom to enhance EFL learners’ oral proficiency. Journal of Educational Technology &
Society, 20(2). 142-157. https://www.jstor.org/stable/10.2307/90002170

83



NEFEHEZEY v —F L § 2% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 2)

APPENDIX A: Survey 1

1. Are you familiar with using YouTube and how to use the platform?
a. Yes
b. No
2. Have you ever used YouTube for a class before?
a. Yes
b. No
3. Have you ever used YouTube to learn something by yourself before?
a. Yes
b. No
4. Before starting this class, how useful did you think YouTube was for learning?
Not at all — Very little — So-so — Quite a bit — Very
5. Before starting this class, how professional did you think YouTube was as a platform for
learning?
Not at all — Very little — So-so — Quite a bit — Very
6. Before starting this class, how easy did you think it was to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
7. Before starting this class, how trustworthy did you think YouTube was for learning?
Not at all — Very little — So-so — Quite a bit — Very
8. Before starting this class, how convenient did you think it was to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
9. Before starting this class, how helpful did you think that YouTube was for learning?
Not at all — Very little — So-so — Quite a bit — Very
10. Now, how useful do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
11. Now, how professional do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
12. Now, how easy do you think it is to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
13. Now, how trustworthy do you think YouTube is for learning? Not at all — Very little —
So-so — Quite a bit — Very
14. Now, how convenient do you think it is to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
15. Now, how helpful do you think that YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
16. Do you have any other comments about using YouTube for learning?
(Open Ended Response)

17. Do you have any comments about how your thoughts about using YouTube for learning have
changed this semester?
(Open Ended Response)
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APPENDIX B: Survey 2

1. Now, how useful do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
2. Now, how professional do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
3. Now, how easy do you think it is to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
4. Now, how trustworthy do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
5. Now, how convenient do you think it is to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
6. Now, how helpful do you think that YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
7. Do you have any other comments about using YouTube for learning?
(Open Ended Response)
8. Do you have any comments about how your thoughts about using YouTube for learning have

changed this semester?
(Open Ended Response)
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APPENDIX C: Survey 3

1. Now, how useful do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
2. Now, how professional do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
3. Now, how easy do you think it is to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
4. Now, how trustworthy do you think YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
5. Now, how convenient do you think it is to use YouTube for learning?
Not at all — Very little — So-so — Quite a bit — Very
6. Now, how helpful do you think that YouTube is for learning?
Not at all — Very little — So-so — Quite a bit — Very
7. Do you have any other comments about using YouTube for learning?
(Open Ended Response)
8. Do you have any comments about how your thoughts about using YouTube for learning have

changed this semester?
(Open Ended Response)
9. How many of the videos that were provided did you watch?
None - only a few — about half — most of them - all of them
10. How helpful were the videos for preparing for your lessons?
Not at all — very little — so-so — quite a bit — very
11. Did you go back and watch any videos again to review something because you wanted to?
Never — once or twice — sometimes — quite a bit — very often
12. How helpful were the videos for reviewing something later in the semester?

Not at all — very little — so-so — quite a bit — very
13. Did you watch videos on YouTube, Blackboard, or Both?
YouTube - Blackboard — Both - I didn’t watch any videos
14. Did you watch more videos on YouTube or on Blackboard?
YouTube - Blackboard — About the same - I didn’t watch any videos
15. Did you prefer YouTube or Blackboard for watching videos?
YouTube - Blackboard — About the same - I didn’t watch any videos
16. Why did you prefer the website you chose?
(Open Ended Response)
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An exploratory study into student attitudes toward peer review
activities in an advanced academic writing class

lan Hurrell

Abstract
Much research has lauded peer review activities for their focus on collaborative learning and learner development.
However, other research has indicated that students can find commenting on their peer’s work a difficult and
intimidating process. This exploratory study investigates the experiences and attitudes of a group of freshman
students in an advanced English academic reading and writing class in a Japanese University on a peer review activity
they conducted as part of their assignment to write an academic research paper. Results from a post-activity
questionnaire were analyzed using a mixed-methods approach. These results indicated that students felt the feedback
they received from their partners was useful to help them improve their writing. Moreover, there were signs that the
peer review activity helped the participants to gain a better sense of audience awareness as well as encouraged them
to reflect more deeply on the writing process in general. However, students also reported that they felt that they
needed more training to confidently comment on their partner’s paper. In addition, there were indications that
different proficiency level between the peer review partner’s caused some difficulties. After reporting the results of

the questionnaire, the implications for future peer review activities are also discussed

Keywords: Peer review;, EFL academic writing skills; Collaborative learning; Learner autonomy, Mixed methods

exploratory research

Introduction & Literature Review

Since the 1980s, peer review activities have been well researched and are now advocated to the
point that they are almost required in any educational courses focused on developing written
composition skills (Berg, 1999; Hedge, 2001; Hu, 2005; Min, 2005; Rollinson, 2005; Saito, 2008; Hu &
Lam, 2010). At its core, peer review is an activity in which writers read each other’s work, critique it,
and then provide feedback to their peer, with an aim to making iterative improvements to each
writer’s compositions collaboratively (T'sui & Ng, 2000; Zhu, 2001; Hu 2006). These activities came
into favor as thinking around writing instruction shifted from being product-oriented to process-
oriented and are deeply rooted in Vygotskyian sociocultural and social interactionist theory
(Vygotsky, 1978, 1986; Paulus, 1999; Swain, 2006; Hu 2006). Under this theory, learners engage in
negotiating the intention and meaning of their ideas within their Zone of Proximal Development
(ZPD) to mutually scaffold each other’s compositions and make improvements (De Guerrero &
Villamil, 2000; Hanjani & Li, 2014). As a result, it is theorized that this social interaction allows the
writer not only to improve the quality of their compositions, but also develop the cognitive skills to
become fundamentally more competent and autonomous writers by engaging learners more actively
in the writing process (Villamil & de Guerrero 1996; De Guerrero & Villamil, 2000; Tsui & Ng, 2000;
Rollinson 2005).
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Benefits of peer review

In addition to the merits mentioned above, there has been a great deal of research which has
shed light on a variety of possible benefits of learners engaging in peer review activities. Firstly, peer
review brings a sense of audience awareness. As the writer knows their work will be reviewed by an
authentic audience of their peers, this encourages the writer to consider and compose their writing
with the needs of their audience in mind (Hu, 2005; Rollinson, 2005). It has been reported that this
helps to make writing assignments more meaningful than assignments that are reviewed solely by
the instructor whose feedback may feel more cold and distant (Rollinson, 2005). It can also engender
a more positive attitude towards the writing process and develop skills that will be helpful to them
when engaging in real-world writing tasks (Stanley, 1992; Berg, 1999).

Secondly, much research indicates that engaging in peer review encourages the development of
selfreflective and critical reasoning skills (Caulk, 1994; Berg, 1999; Tsui and Ng, 2000; Rollinson,
2005; Miaoa, Badger, & Zhenc, 2006; Saito, 2008). When reviewing their partners work, the reviewer
is required to engage in critical reading skills and consider what constitutes good writing practice at
a deep level. Therefore, by providing advice to their peers, this helps their partner to improve their
writing and may help the reviewer to notice weaknesses in their own writing (Miaoa, Badger, &
Zhenc, 2006). In addition, when negotiating feedback with their reviewer, the writer needs to consider
the advice that is given critically and evaluate its validity (Berg, 1999). It has been suggested that this
two-way process of reviewing and negotiation of feedback aids learners in developing into more self-
reliant autonomous writers than teacher-fronted feedback, which is often accepted verbatim without
the engagement of any critical faculties (Caulk 1994; Rollinson 2005; Tsui & Ng, 2000).

Finally, there is evidence that peers can provide high-quality feedback that is comparable to, and
sometimes superior to, feedback provided by the teacher (Zamel, 1985; Caulk, 1994, Falchikov &
Goldfinch, 2000; Saito & Fujita, 2004). It has been noted that through extended negotiations, peer
reviewers may be able to give more specific feedback (Zamel, 1985). In addition, as peer reviewer are
usually engaged in the same writing tasks, peer feedback can often be perceived as more sympathetic
and specific than teacher feedback that can come across as overgeneralized, perplexing, and
judgmental (Caulk, 1994). To illustrate this, Caulk (1994) found that 89% of the comments made by
the reviewers in his class were useful in helping their peer partners to improve their writing, he also
found very little damaging advice given by their peer partners. Interestingly, he also found that 60%
of the students in his class had made suggestions that he did not consider when reviewing the papers
himself.

In summary, as a result of writing for a real audience; engaging with the writing process at a
deeper more cognitive level; and receiving detailed and supportive advice from their peers, it can be
suggested that peer review activities have numerous benefits for helping learners to develop into
better writers.

Difficulties of implementing peer review activities

The studies outlined above exhort the benefits of peer review activities. However, much research
points to the difficulties of implementing these activities in language classrooms. Firstly, despite the
finding mentioned previously, which suggested that the majority of advice provided by peer reviewers
is of high quality, there is also evidence that reports contradictory findings. For example, a study
conducted by Connor and Asenavage (1994) found that only 5% of suggestions made by their peers
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actually made their way into the writer’s subsequent drafts. Other studies have indicated that some
students often struggle to give meaningful comments as they lack the knowledge to identify valid
issues with their peer’s work (Leki, 1990; Lockhart & Ng, 1993; Tsui & Ng, 2000). This results in
cursory or so called ‘rubber stamp’ advice which is of little use (Stanley, 1992). Consequently, it is
widely agreed that in order for peer review activities to be successful, learners must first engage in
extensive training activities to learn how to identify issues when reviewing a composition, how to give
meaningful comments and how to engage with their peer effectively when discussing their review
(Stanley, 1992; McGroarty & Zhu, 1997; Villamil & de Guerrero, 1998; Berg, 1999; Paulus 1999, Min,
2005; Rollinson, 2005; Saito, 2008).

The second obstacle to the effective implementation of peer review activities is the perceptions
of the students. Students may lack trust in their peer’s comments. Several studies have found that
students often have a preference to receive feedback from their teacher whose feedback they
perceived to be more authoritative (Sengupta, 1995; Zhang, 1999; Tsui & Ng, 2000). Moreover, there
is evidence that some students can find the act of criticizing their peers work and having their own
work scrutinized by their peers an uncomfortable experience, which risks having detrimental on
their confidence and motivation (Nelson & Carson, 1998; Liu & Sadler, 2003). This seems to be an
issue, particularly in EFL contexts. (Nelson & Carson, 1998; Hu, 2002; Levine et al, 2002; Min, 2005).
For instance, a study by Levine et al (2002) found that Israeli students in an EFL context tended to
write briefer comments and reported a low level of satisfaction with the activity compared with their
counterparts studying in an ESL context in the US. In addition, several studies have reported
apprehension to peer review activities in Confucian cultures wherein students may be reluctant to be
critical of their peers work in order to maintain group harmony, and have a tendency to highly value
feedback of teachers over that of their peers (Nelson & Carson, 1998; Hu, 2002; Rollinson 2005). As
a result, it has been strongly suggested that instructors should try to raise awareness of the benefits
of peer review; provide demonstrations of peer review comments and use non-threatening practice
activities; and provide close support to the peer review groups with any issues they might have so
that their students can better understand what is expected and develop more positive attitudes
toward the activity (Jacobs et al, 1998; Hu, 2005; Rollinson, 2005).

The final complication is the significant amount of class time that it takes to conduct peer review
activities. As has been mentioned above, in order for peer review activities to be successful, it is
recommended that students engage in extensive preparation and training activities. For example,
Min (2005) conducted 4 hours of in-class modeling and demonstration activities to prepare her
students for peer review as part of her study. This commitment of classroom time may not be feasible
within the constraints of many learning programs (Rollinson, 2005).

To summarize, in order for benefits of peer review to be fully realized, a great deal of care must
be taken to address the possible difficulties that both students and teacher might encounter. Training
activities should be provided so that students can understand how to effectively review their peer’s
writing; instructors should raise their students’ awareness to the benefits of peer review and provide
support to their students to engender a positive attitude to peer review activities; and teachers should
organize their learning programs to provide ample time for these preparation activities.

Thesis statement

Given the benefits and difficulties of using peer review activities outlined above, this study
explored the attitudes toward peer review of a group of students in an advanced academic reading
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and writing class at a Japanese University. After undergoing training and then reviewing their peers
work, the students completed a questionnaire. The purpose of this questionnaire was to (1)
investigate how effectively the students felt they could review their partners report and whether the
students felt they learnt anything themselves from reviewing their partner’s work and (2) how useful
the students felt the comments they received were for improving their reports.

Methodology

Participants & Writing project overview

The participants in this study consisted of 20 freshman students enrolled in an Advanced English
program at Rikkyo University Niiza Campus, Japan. The Advanced English program is an advanced
skills based course that aims to prepare students for transition into an international academic
environment. This study was conducted during the spring semester of the program, which focuses
on developing academic reading and writing skills, and it should be noted that due to the COVID-19
pandemic all classes were held online via the Zoom web conferencing platform. During this semester,
the students complete two writing projects which take the students through the academic writing
process. This study focused on the first writing project. In this project, students had to write a
persuasive essay on a topic of their choice. The students first researched information on the
background of their topic and researched three distinctive ideas as to why their topic is interesting,
with an aim to persuading the reader of their report to become interested in their topic too. From
their research, the students then created an outline for their report and then were given instruction
on how to construct each paragraph of their essay, including; one background paragraph with
citations; one body paragraph for each of their three main ideas with citations; a conclusion paragraph;
and a references section. Once their first draft was completed, the students then prepared for the
peer review activity.

Peer Review procedure

The peer review activity consisted of three 100-minute classroom sessions. As was mentioned in
the literature review, without adequate training, students with little experience of peer review
activities can encounter many difficulties (Stanley, 1992; McGroarty & Zhu, 1997; Villamil & de
Guerrero, 1998; Berg, 1999; Paulus 1999, Min, 2005; Rollinson, 2005; Saito, 2008), and of the 17
students who completed the questionnaire, only 3 had done any form of peer review before.
Therefore, the first session, consisted of peer review training activities. The training started with an
awareness raising activity, sometimes referred to as the ‘propaganda phase’ of peer review training
(Rollinson, 2005). Here the students discussed what they thought the possible difficulties and
benefits of doing peer review would be. Consistent with the literature outlined earlier, many students
were worried that their linguistic level was not sufficient to correct their partners work and that they
may not be able to understand the ideas in their partner’s reports. At this point, as has been suggested
in numerous studies, the students were instructed that their role is not so much to correct their
partners paper. Rather, they should focus their attention primarily on the reviewing the structural
elements that were covered in class, and the development of the ideas in their partner’s report rather
than correcting lexical mistakes (Leki, 1990; Stanley, 1992; Min, 2005). As for the benefits possible of
peer review, ideas from the students quite naturally tended to focus on how they could receive
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comments that might help to improve their report. At this point, the instructor tried to raise the
students’ awareness to the fact that peer review is a two-way-street and that the reviewer can also gain
much from the reviewing process, such as reflecting more deeply as to what constitutes a good
paragraph and possibly even picking up useful ideas that the reviewer used to improve their own
composition of the paragraphs in their own reports (McGroarty & Zhu, 1997; Berg, 1999; Rollinson,
2005; Saito, 2008).

After completing the awareness-raising activities the students then completed a practice activity
where students worked in groups to analyze and review a sample paragraph that had deliberate
deficiencies for the students to find (Hu 2005, Rollinson 2005). The students first analyzed whether
the structural elements of the paragraph were present and then look at the content of the ideas to see
if any improvements could be suggested. In addition to providing critical advice to improve the
paragraphs, students were also encouraged to give positive comments as to what they felt to be the
strengths of paragraph. Students were also asked if they could find any grammatical or lexical
corrections in the language, as there has been some evidence that giving form and content feedback
at the same time does not have an adverse effect on student revision (Ashwell, 2000). However, it was
reinforced that students should chiefly attend to commenting on the structural aspects and the
content of the paragraph and that it was fine if they made no comments on form at all.

After completing the training in the first classroom session, the students were given until the
next classroom session to get their reports ready for review. In the second session, the students were
put into pairs randomly to do the peer review as previous research has recommended that working
in pairs is more comfortable for the students and also allows more opportunity for detailed discussion
than larger groups (Nelson & Murphy, 1992; Paulus, 1999). The initial plan for the second session
was that the peer review partners would first briefly present their reports paper to each other orally
and then spend the first half of the 100-minute session individually reviewing their partner’s paper
using a specially designed review sheet, similar to the one they used for the training exercise (see
Appendix A for a copy of the review sheet). Then they would spend the second half of the session
discussing their comments together. However, after checking in with the students at the halfway
point, it was clear that the students needed significantly more time for review their partner’s reports.
Therefore, the decision was made to extend the time to review until the end of the class, and then the
students were given until the next classroom session to complete their reviews. In the final classroom
session, the students joined with their review partners to discuss the comments that they made on
their review sheets. While the students were discussing, the instructor checked in with each group
periodically to address any questions and give assistance. After concluding their discussions, the
students were then given time to make amendments to their drafts based on the comments given by
their peers, after which they submitted their updated drafts to the instructor and complete a
questionnaire on their experiences with the peer review activity.

Questionnaire & Analysis

Once the peer review activities were concluded, the students were asked to complete a
questionnaire with questions relating to their experience with the peer review activity. Out of the 20
students in the class, 17 students completed the questionnaire. The questionnaire employed a mixed
methods approach, using Likert questions to gather statistical information on the student’s
experiences in the peer review activity and open ended questions to gather more detailed qualitative
data on the student’s experiences in the peer review activities. These results were then analyzed to
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find trends in the student’s responses. A copy of the questionnaire form adapted from the Google
Form can be found in Appendix B. The questionnaire consisted of three sections. The first section
covered ethical considerations and asked the participants agreement to take part in the study and
that they were over 18 years of age. The second section focused on the participant’s experience
reviewing their partner’s work. The participants were asked how difficult they found reviewing the
structure, content, and language of their partner’s report. They were also asked what they felt was
their biggest difficulty with the peer review, as well as how much they felt they learnt themselves
from reviewing their partner’s paper. The third section of the questionnaire focused on how useful
the participants found the feedback that they received from their peers; asked the participants to rate
how useful they found the feedback; asked what they felt was the most useful piece of feedback they
received; and asked if they had any suggestions that might improve the peer review activity.

Results & Discussion

This section will report on and discuss the responses given by the participants in the
questionnaire. Data from the Likert questions will first be presented and then discussed using
responses for the open ended questions and how the results relate to the literature. The implications
of these results will be discussed at the end of this section.

Peer reviewing their partner’s paper

In the first section of the questionnaire, the participants answered questions relating their
experiences reviewing their partner’s reports. Questions 2-4 asked the participants to rate how
difficult they found it to review the structure, content, and language of their partner’s reports on a
scale of 1 (very difficult) to 5 (very easy). The results of these questions can be seen in Fig 1 below.

12

10 s

Structure (3 Content B Language

Figure 1. Difficulty the participants felt in reviewing the structure, content, and language of their
partner’s report

From these results, we can see that the majority of participants found reviewing the structure of

the report the easier of the three criteria, with 11 out of 17 responding 3 or above; 6 responding 2 and
no one responding 1. In addition, this was also the only criteria where any participant responded that
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they found it very easy (5). These results indicate that even if students have issues with commenting
on the content and language of their peer’s report they can still provide valuable feedback from
checking that all the structural elements are present. On the other hand, the participants found
reviewing the content and language of their partner’s reports more challenging. With 12 out 17
respondent reporting that they found it either very difficult (1) or difficult (2) for both criteria.

There were two major themes from the open ended questions that may shed some light on why
many of the participants felt this way. First of all, despite a full 100-minute class room session of
training on peer review techniques, several of the participants commented that did not feel that they
had the skills to comment confidently on the content of their peer’s report. For example:

“It was difficult for me to review the content of my partner’s paper. because I didn’t know what was
the point to correct and how to advice the content”

“Advising about the wording was the difficult part because it was hard for me to express why it
looked weird.”

“when I read the partner’s one, I couldn’t understand the meaning of the contents, and tell her it is
a little difficult to understand so put it the detail more. then she asked me what contents should I
put? but I couldn’t answer clearly. I can feel its writing is difficult to read but tell how to improve
the contents is very difficult for me even I know some tip from teacher.”

“I feel guilty when I don’t think the report is that good, but it doesn’t come up with any useful
suggestions. And I don’t know how to make my language move friendly”.

This supports the idea from the literature that extensive training is necessary for students to
gain the skills and confidence to give meaningful comments on their partner’s work (Stanley, 1992;
McGroarty & Zhu, 1997; Villamil & de Guerrero, 1998; Berg, 1999; Paulus 1999, Min, 2005; Rollinson,
2005; Saito, 2008).

Second, several of the participants felt that the proficiency level of their partner’s report was “too
good”, so they could not find anything to comment on, and their own proficiency level was not good
enough to comment on their partner’s report. For example:

“Because there was a good article in front of me, it was little difficult to find poor things.”

“Giving good advices, because my partner had a good report and little to say about its content

“‘My friend’s report looked really good, so it was little bit hard for me to find what sentence to
improve on her report”

“There was perfect paragraph so I was supposed to say advice but it was hard to find the advice it is
difficult for me that I find some points to fix about my partner’s report”

“Giving advice was so difficult, because my partner was so excellent.”

“Making comments was the most difficult because I didn’t have confidence about my English skill
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and I didn’t know much about other’s topic. Also, I was concerned about whether I misunderstood
other’s concept.”

There were also other comments that students of higher proficiency felt uncomfortable about
making critical comments of their partner’s report.

“The balance of good comments and improvement points [was difficult] because if there are more
improvement points it is good for my partner but I think he or she might lose his or her confidence.”

As for what might account for these comments, one possible explanation might be that students
in the Advanced English program are selected based on a TOEIC placement test, which only tests
the students’ receptive reading and listening skills. This means that students in the advanced English
program can vary quite widely in their productive spoken and written skills. In fact, observing the
work the students were producing whilst composing their first drafts, the proficiency gap between
some of the students was quite apparent, which might account for the comments above. Unfortunately,
it is hard to find any studies that focus on conducting peer review activities with student of differing
proficiency levels, so it is difficult to connect these findings with the literature.

Question 6 of the questionnaire, asked the participants whether they felt that they could learn
anything themselves from reviewing their partner’s report on a scale of 1 (nothing at all) to 5 (very
much). The results of this questions can be seen in Fig 2 below.

12
1
10 0
8
6
5
4
2
2
0
1 2 3 4 5

Figure 2. How much did you learn from reviewing your partner’s paper?

From these results, we can see that despite the difficulties that many of the students reported
feeling in reviewing their partner’s report, the vast majority of the of the participants responded that
they were able to learn something from the reviewing process, with 10 out of 17 responding 4 and 5
responding the maximum 5. This is interesting as it suggests that the participants felt they were able
to gain a lot more out of the peer review activity themselves than they were able to give to their
partners, which in turn indicates that the message of peer review activities being a two-way-street as
supported in the literature was successfully received by the participants (McGroarty & Zhu, 1997,
Berg, 1999; Rollinson, 2005; Saito, 2008).
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Again there were two prevalent themes in the open-ended responses that help to illuminate
these results. Firstly, many participants felt that they could learn various aspects of structure,
content, and language from reviewing their partner’s reports that they could transfer to their own
reports. For example:

“It was very easy to read her essay like her [construction of] body paragraphs were well connected.”
“My partner was used a lot of citations, so I learned that how to use citation like her.”

“I learned the languages such as good vocabulary and sentence, and the importance of using details,
especially the numbers.”

“The way my friends used the phrases was great, so I want to utilize them next time.”
“I could learn a lot of good vocabularies I couldn’t come up with”

These quotes were interesting as many of these points, such as use of citations and how to
structure a body paragraph, were covered in the classroom when they were composing their first
drafts. This supports idea from the literature that peer feedback can often be perceived as more
sympathetic and specific than teacher feedback that can come across as overgeneralized, perplexing,
and judgmental (Caulk, 1994). More interestingly, there were several comments that indicated that
students were engaging in a deeper level of self-reflection. For example:

“I could find not only my partner’s good and bad point but also mine. It was very valuable for me”
“I could see from her report that there was intevest and enthusiasm for the topic, which I lacked”

“This was my first time reading other’s personal writing, so I could know that there are many
patterns in writing reports.”

“Because my partner’s topic was the thing I never learned of, everything was new for me and her
English and writing skill was enough for me to learn about that topic”

These comments were very interesting to see as they tie in very closely with the ideas exhorted
by Vygotskyian sociocultural and social interactionist theory that the social interaction through peer
review activities not only allows the writer to improve the quality of their compositions, but also
develop the cognitive skills to become fundamentally more competent and autonomous writers
(Villamil & de Guerrero 1996; De Guerrero & Villamil, 2000; Tsui & Ng, 2000; Rollinson 2005).

Receiving feedback from their peers

The second section of the questionnaire focused on how useful the participants felt the feedback
that they received from their peer review partner was for improving their reports. Question 8 of the
questionnaire asked students to rate how useful they found the feedback they received on a scale of
1 (not useful at all) to 5 (very useful). The results of this questions can be seen in Fig 3 below.
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Figure 3. How useful was the feedback you received from your peer review?

Again, it was very interesting to see that despite many of the participants reporting that they
found it difficult to review and make comments on their partner’s papers, the overwhelming majority
of the respondents found the feedback they received to be useful with 9 of 17 responding 4, and 6
responding the maximum 5. These results reinforce the idea that the students may have
underestimated their ability to comment on their partner’s paper and they were, in fact, able to give
better comments that they thought.

The response to the open ended question revealed two themes as to what the students found
useful from the comments they received from their peers. Firstly, many quite naturally commented
that the comments they received were useful to help them make improvements to the structure,
content and language of their paragraphs. For example:

“About the topic sentence because I completely forgot about it”

“Adding citations to all of the paragraphs not just writing with my knowledge I already have”

»

“The content of the report suddenly turned negative, so I think it is better to write more introductions

“In the feedback, I was suggested to add some specific numbers and that was useful to make my
report more persuading.”

“Make morve long and complex sentence. Because I realized that I was not using skills for writing
good sentences like using adjectives and relative pronouns.”

As was mentioned before, all of these points were covered comprehensively in class activities
when the teacher instructed the students on how to compose their first drafts. However, through
talking with their peers these aspects seemed to become more apparent. This further reinforces the
assertion from the literature review the peer comments have the power to be more impactful than
teacher comments that may feel more distant (Caulk 1994). Moreover, the students also gave many
comments that the feedback they received helped them to gain a better appreciation of the reader’s
perspective of their ideas. For example:
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“My partner advised me from different viewpoint from mine. And, I can learn which is easy and
difficult for others to understand.”

“When 1 finished my report, I thought that it was perfect and nothing to change, but I don’t know as
a reader, what do they think about it or is theve anything hard to read.”

“The feedback about some sentences that my partner didn’t understand was the most useful. because
I could know that I could understand it myself, but others couldn’t.”

“I think the most useful thing for me is which parts of the report are interesting, because I just want
to get the word count.”

These comments were fascinating because this corresponds with many studies that claim that
peer review activities encourage the writer to consider and compose their writing with the needs of
their audience in mind, which helps to make writing assignments more meaningful than assignments
that are reviewed solely by the instructor (Stanley, 1992; Berg, 1999; Hu, 2005; Rollinson 2005).
Particularly, the comment “I think the most useful thing for me is which parts of the report are
interesting, because I just want to get the word count” strongly indicates that through talking about
their report with their peer, this student’s attitude toward their composition had changed from being
merely a required assignment for their class, to viewing their report as a meaningful piece of writing.

Implications for the future peer review activities

The results from the questionnaire have raised some implications for how the author will
conduct review activities in future classes. Firstly, it seems that a single 100-min classroom session of
training activities seems insufficient to prepare the students for peer review activities. This was
reflected in the responses to the final question of the questionnaire where students were asked how
they felt their peer review experience could be improved. For example

“I thought I need know how to write veport well before doing peer review otherwise I couldn’t reply
his or her report with confidence.”

“Trying to give more detailed advices for the partner.”
“I don’t have enough information to do peer reviewing so that makes me difficult”
“practicing to put my opinion into words by discussing even the smallest things”

However, trying to find the time to conduct more training activities in an already busy syllabus
is a challenge. In addition, students also reported, somewhat contradictorily, that they found the
comments they received to be very useful. Therefore, without a frame of reference of what constituted
useful feedback, it may be the case that the students did not realize that the feedback that they were
giving was actually much better that they thought. This follows the literature that students particularly
in EFL contexts tend to find critiquing their partner’s work an uncomfortable experience (Nelson &
Carson, 1998; Hu, 2002; Levine et al, 2002; Min, 2005). Moreover, 14 out of the 17 respondents
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reported this was their first time to do peer review activities; their lack of confidence may simply be
a result of their lack of experience and this lack of confidence may correct itself naturally as student
gain more experience with peer review in subsequent writing projects.

This being said, it is useful to find whatever ways possible to make the student’s peer review
experience more positive. One possible solution is to not only rely on one dedicated training session
to prepare students for peer review, but to incorporate reviewing practice activities into other lessons
in the syllabus too. For example, when teaching students how to write an introduction, the instructor
could have students review and comment on a sample paragraph. This would not only give students
some experience of reviewing paragraphs before the peer review training session, but may have the
added benefit of being an effective and learner-focused way to have student learn about what
constitutes a good paragraph. Another idea could be to share the results of this study, during the
‘propaganda phase’ of the peer review training. This may help to raise awareness to the fact that the
comments they make may be more useful than they realize and that the purpose of peer review is not
so much to correct every aspect their partner’s report but to engage their peer in discussion to find
out where improvements might be made collaboratively (Tsui & Ng, 2000; Zhu, 2001; Hu 2006).

Finally, another important implication of these results is the need to deal with group dynamics
and proficiency differences within the peer partner groups. Several of the participants mentioned
that their partner’s papers were so well written that it was difficult to find anything to comment on.
Some also felt uncomfortable about being overly critical of their partners reports when they found
many issues. It is difficult to say for sure that differences in proficiency were responsible for these
comments. However, if this is the cause of the issue, then it may be useful for the instructor to view
students’ drafts before the peer review activity, and then pair students of similar proficiency level
together. However, It has been commented that this may deny the opportunity for students of lower-
proficiency the chance to learn from reviewing a report of higher proficiency (Hu, 2005).

Moreover, some students commented that it would be helpful to have time to get to know their
partners better before reviewing their report.

“If I become more friendly with partner, it will be very helpful for us”

“The balance of good comments and improvement points because if therve are more improvement
points it is good for my partner but I think he or she might lose his or her confidence. It depends on
people’s personality but I didn’t know my partner well. So, that was the most difficult thing for me.”

This problem was exacerbated by the fact that all classed at the university were being held
online via the Zoom web-conferencing platform due to the global COVID-19 pandemic at the time of
this study, so students had little opportunity to talk with their classmates and naturally build
interpersonal relationships with each other outside of class during the semester. It was suggested to
the students that the peer review partners try to meet outside of class via Zoom so that they could get
to know each other better, but it is hard to know how many groups actually did this. One idea is to
try to find some class time to incorporate ice breaker activities into the peer review training sessions
so that students have the opportunity to build some rapport with their partners. Another idea, could
be to allow students to form their own groups. However, as mentioned above, there is some evidence
that in these situations students of similar proficiency tend to form pairs among themselves, which
results in less proficient writers losing the chance to benefit from viewing the work of students with
better writing skills (Hu 2005). This is not an easy problem to solve, and there seem to be few
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detailed studies that deal with this issue in the literature. However, it will be interesting to look more
into how to develop better relationships between peer review partners and experiment with different
techniques in future peer review activities.

Conclusion

In conclusion, the results of the post-activity questionnaire reflected a lot of the benefits
purported in the literature. There was evidence that the participants felt they were able to receive
useful feedback from their peers to improve their reports. Furthermore, there were also indications
that through engaging with their partners, some were able to gain a sense of audience awareness,
which made their assignment more meaningful and also reflect more fundamentally on the writing
process as a whole. This reinforces the notion that peer review activities are a two-way-street, where
students not only provide advice to their partners but can also gain a lot themselves through the
reviewing process. However, some of the common difficulties associated with implementing peer
review activities were also present in the results. Many of the participants reported that they did not
feel confident and found it difficult to make comments on the ideas in their partner’s reports,
supporting the assertion in the literature that students need extensive training before engaging in
peer review activities. In addition, there were indications that differing proficiency levels between the
partners was also causing some issues with lower-proficiency partners struggling to find points
comment on their partner’s papers and higher-proficiency students worrying that they might hurt
their partner’s feelings if they were too critical. Therefore, care should be taken to make sure that
peer review partners can build rapport and feel comfortable with reviewing each other’s work. To
conclude, the results of this exploratory study leave this author with no doubt that peer review
activities hold great value for improving students’ writing skills in a multitude of respects, and I look
forward to experimenting more with these activities in future writing classes.
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Appendix A - Peer review form

Introduction
Starts with an EFFECTIVE hook 0/ A /X | Good points Advice
Contains DETAILED Background information with CITATIONS 0/A/X
Contains a CLEAR thesis statement 0/A/X
Body 1
Contains a CLEAR Topic sentence O/ A /X | Good points Advice
Contains DETAILED reasons and examples to support the ideas with 0/A /X
CITATIONS
Contains a GOOD Concluding sentence O/A/X
Body 2
Contains a CLEAR Topic sentence O/ A /X | Good points Advice
Contains DETAILED reasons and examples to support the ideas with 0/ A /X
CITATIONS
Contains a GOOD Concluding sentence 0O/A/X
Body 3
Contains a CLEAR Topic sentence O/ A /X | Good points Advice
Contains DETAILED reasons and examples to support the ideas with 0/A /X
CITATIONS
Contains a GOOD Concluding sentence O/A/X
Conclusion
Restates the thesis in DIFFERENT words 0/ A /X | Good points Advice
Summarizes the main ideas in DIFFERENT words O/A/X
Ends with a POWERFUL final message 0O/A/X
References
All citations are Referenced at the bottom O/ A /X | Advice
References are written CORRECTLY 0O/A/X
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Appendix B - Questionnaire form adapted from the online Google form
Peer review feedback form

I am currently writing a research paper on the peer review activity we conducted in your
Advanced English 1 class, and I would like to collect some feedback from you about the review. I
would greatly appreciate it if you could answer a few questions on your experiences in the peer
review activity, and could you please provide as much detail as possible on the questions where you
have to write an answer.

Participation in this study is voluntary and you may withdraw your participation at any time. No
personal information will be collected and your responses will be anonymous. In addition, your
answers to these questions will have no effect on your grades.

If you would like to ask me any questions about this research, please contact me at xxx@
rikkyo,ac,jp. if you would like to ask questions to someone else about this research, please contact
the head of Journals and Research, Prof. Richard ] Sampson, at xxx@rikkyo.ac.jp

Do you understand the content of the research, and give your consent for your responses being used
in an academic research paper?

Yes

No

Are you over 18 years old? (students under the age of 18 cannot take part in the study)
Yes
No

Did you take part in the peer review activity (those who answer no cannot take part in this study)
Yes
No

Peer reviewing your partner’s paper

1) Have you ever done a peer review before this class?
Yes
No

2) How difficult was it for you to peer review the STRUCTURE of your partner’s paper
Very Difficult 1 2 3 4 5 Very Easy

3) How difficult was it for you to peer review the CONTENT of your partner’s paper
Very Difficult 1 2 3 4 5 Very Easy
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4) How difficult was it for you to peer review the LANGUAGE of your partner’s paper
Very Difficult 1 2 3 4 5 Very Easy

5) What was the biggest difficulty you faced in the peer review activity and why?

6) How much did you learn from reviewing your partner’s paper?
Nothing at all 1 2 3 4 5 Very much

7) Please explain your answer to question 6

Receiving feedback from your peer

8) How useful was the feedback you received from your peer review?
Not useful atall 1 2 3 4 5 Very useful

9) Please explain your answer to 8
10) What was the most useful piece of feedback that you received and why?

11) How could your peer review experience be improved? (Please make at least one suggestion)
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[Research Article]

To What Extent Do the Topics on a Japanese University
Discussions Course Support Fluency Building?

Russell Minshull

Abstract

This paper presents research exploring teacher and student attitudes towards the topics used on a first year university
discussion course in Japan. The research was designed to explore the suitability of topics as related to the key course
goal of fluency, but also to gather opinion in a more general sense. Students completed qualitative surveys about the
topics, answering questions related to the constructs of engagement and background knowledge. They also wrote
short comments on the topics, which shows their opinions in a more qualitative way. Further to this, eight discussion
course teachers were interviewed on their attitudes towards the topics. The results of the research were synthesised
against the goal of fluency, and some common themes are extracted and analysed in the following paper. Among the
major themes, there is strong evidence that familiarity is the most important element in a successful topic on the
course. There is also evidence that student background knowledge of certain topics might be mixed, suggesting
further support might be beneficial. Finally, students show evidence of content learning from discussing the topics,

learning that previously might have been overlooked by faculty.

Keywords: Topics, background knowledge,

Introduction

This paper aims to shed light on the opinions of various stakeholders on the topics used on a
discussion course at a Japanese university.

When it comes to teaching speaking, it seems like there is a wealth of research published on the
language and skills that are involved in speaking in various situations. While this is undoubtedly
valuable, it seems that in contrast there is a scarcity of research done on the topics of conversation
students discuss. Research tends to focus more on how students speak as oppose to what they speak
about. However, topic selection in such classrooms is surely important. For example, if the topic does
not engage students, then their motivation to speak will surely decrease. Likewise, if a topic is
difficult for students then they will be less willing and able to discuss it.

However, while many teachers have probably observed such issues, specifying what these
issues could be is perhaps rather complex. Discussing a topic might be difficult for students, but
what makes it difficult? What kind of topics are motivating or demotivating to my students? Why do
certain topics seem to work particularly well with certain students? What are students learning from
discussing these topics?

Therefore, the motivation of this research is to investigate the topics used in the discussions
textbooks. Firstly, to attempt to establish the suitability of the topics based on the main course
outcomes. Secondly, to look at attitudes towards the topics of key stakeholders on the course in a
more general sense, in order to help start investigating this under-researched area.
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Topics in Curriculum Design

Published advice on curriculum design places a high emphasis on topics (Nunan, 1988 ; Ur,
1996; Richards, 2001). For example, Ur (1996, p.90) points out that many textbooks base their
syllabus around topics.

Nunan offers a survey to explore the possibility of basing content-selection on learner’s interests
(1988, p.148), and Deckert (2004) also suggests finding a consensus on which topics interest
students. He claims this is relatively easy in homogenous classes, but can be a challenge when
students come from various backgrounds and have different goals (2004, p.80). He also suggests
students will appreciate a role in the selection of topics. Kouhotova (2006, p.36) suggests that using
a variety of topics will maintain engagement, and cautions against using topics that are particularly
abstract.

Other published works advise careful consideration of topics when drafting materials. Rubdy
(2014) advises a holistic approach, recommending topics that can evoke learner interest, and that can
enrich learners’ knowledge and personality. Others say that the topic chosen in language classes can
help students gain general and academic knowledge (Deckert, 2004, p.80).

In English for Specific Purposes, there is an ongoing debate over whether topics should be
student-selected, teacher-selected or selected via negotiation between stakeholders. According to
Benesch (2001, p.77), each method offers benefits. Teacher-selected topics will give students
experience in fulfilling external requirements, which reflects many academic situations. Student-
selected topics offer benefits to autonomy and the possibility of sharing a wider variety of information
with the class, whilst negotiated topics allow students to participate in democratic decision-making,
which is also a critical skill. She (2001, p.80) recommends that a flexible approach to topic selection
is beneficial, and that students and teachers should be encouraged to reflect on course topics in order
to build a critical discourse on the themes we use in the classroom.

Brown and Adamson (2014, p.14) advise against changing topics regularly in academic settings
as this can hinder the development of ideas, and that basing studies around a single topic over a
number of lessons will provide “deeper rather than broader coverage” (2014, p.16).

In Japan, a survey revealed that students view topics about both everyday life and social issues
as appropriate for learning English, whereas teachers view everyday life topics as slightly more
appropriate (Matsuura, Chiba, & Hilderbrant, 2001). Watanabe’s (2006) study finds that Japanese
High School students generally prefer casual, everyday topics over topics based on social issues. She
says that this supports the government-mandated target of high school students becoming proficient
in conversations about daily issues (2006, p.130).

There seems to be lack of research that focuses on how individual topics impact students, but
there is literature that focuses on how a lack of knowledge of a topic can affect speaking performance.
Leong and Ahmadi (2017) believe this lack of knowledge to be detrimental, resulting in more L1 and
a lack of willingness to communicate (WTC). Tuan and Mai (2015) found that both teachers and
students strongly agree with this notion, and Riasati and Rahimi (2018) argue that students will be
willing to communicate about topics that are familiar to them and interesting. Finally, Vongsilla and
Reinders (2016, p.3) cite various researchers who have demonstrated that students tend to lack
confidence discussing topics in which they lack background knowledge.
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Course Context

The course in question is a discussion course that takes place at a university in Japan. The
course is standardised via a textbook, meaning that each week lessons follow a similar format.
Students read a short text at home, before participating in a series of activities which lead to the main
speaking tasks, which are two group discussions. Faculty suggest these discussions last between 12
and 20 minutes and emphasise the importance of student talking time. To help with this, students
learn a new discussion skill each week. These skills are designed to help generate content (e.g.
giving examples, advantages/disadvantages) or organise the discussion (e.g. changing topics,
summarising). Students also learn skills designed to help negotiate meaning in case of communication
breakdown (e.g. paraphrasing).

The course is mandatory for first years, meaning that students with a wide range of ability levels
and major study areas take part. However, the ten classes assigned to me this year, and therefore the
research participants, were all either placed at B1 (TOEIC 480-700) or A2(TOEIC 280-480) ability
levels of the CEFR scale according to a pre-course TOEIC exam given by the university.

One of the main designated outcomes of the discussion course is for students to improve their
general spoken fluency and communicative competence in English. While there are various ways to
describe fluency, Hurling’s (2012) introductory paper to the course references Schmidt, who
discusses the idea of automatization throughout his paper, which in a language-learning context
means a user is able to retrieve lexis without effort. In a paper used in mandatory course training
pre-2020, Gatbonton & Segalowitz (1988, p.474) define this kind of fluency as being able to produce
language comfortably, at speed and without interference from other cognitive processes (Gatbonton
& Segalowitz, p. 474). For example, if a student can speak at length without pausing to think of
vocabulary, then they could be said to have achieved a certain level of fluency.

Hurling (2012, p.1-2) writes that students need a substantial amount of practice time to develop
fluency, and therefore lessons are arranged for as much student to student interaction as possible.

The topics used this semester are shown in the table below:

Week Topic
2 The Importance of Communication
3 Entering University
4 Independence
5 Living Abroad
6 Globalization of Japanese Culture
7 Japanese and Foreign Customs
8 Learning Foreign Languages
9 Social Media
10 Crime and Punishment
11 Social Issues
Methodology

As mentioned, the purpose of this study was to gather information on attitudes towards the
topics used on the discussion course. In order to achieve this, I sought opinion from both teachers
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and students involved with the course.

A mixed methods approach was used. Student attitudes were gauged using a mix of qualitative
and quantitative questions. Quantitative data was obtained using 6-point Likert scale survey
questions, while qualitative answers were gathered with comments on the various topics. As for the
teachers, a qualitative approach was taken in the form of semi-structured interviews.

The main research questions used were:

- To what extent to the topics used on a Japanese university discussions course support the main
course goal of fluency?

- What are the factors affecting student and teacher attitudes towards the topics used on the
discussion course?

The first question targets the specific course goal of fluency, in order to help gauge the suitability
of the topics of the course. However, the second question aims to investigate topics in a more general
sense, in order to investigate what effect the topics have beyond the course goals. Together, they
should help to inform a rounded view of discussion topics.

Main Constructs in the Research

I was unable to find any similar surveys asking students about individual topics in detail, and
therefore wrote my own. The constructs were chosen based on a mixture of my own experience,
background research (e.g. Leong & Ahmadi, 2017) and informal discussions with colleagues.

The initial surveys contained five constructs, but three - vocabulary, critical thinking and
appropriacy — have been removed from the analysis due to issues with relevance to the research
question. Therefore, the remaining two constructs and the questions used to test them are shown
below:

1. Engagement

1) The topic was interesting to discuss.
11) The topic was fun to discuss.

Questions (i) and (ii) relate to engagement. Topics that are fun and interesting should engage
learners, and engaged learners will be active in a discussion. This kind of engagement should help to
support fluency-building activities.

In this case, the difference between ‘fun’ and ‘interesting’ is that ‘fun’ is more related to
enjoyment, and ‘interesting’ is more related to intellectual engagement. I checked this with a native
Japanese speaker, who confirmed the difference to be similar in Japanese. However, I do think it is
possible that some students took them to be synonymous.

2. Background Knowledge

111) I had enough background knowledge to discuss this topic.
Question (iii) is about background knowledge. This is important for speaking performance, in
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that students without knowledge of a topic will struggle to discuss it. On previous courses, it
sometimes seemed to me as if students lacked the knowledge or experience with a topic to discuss
in detail.

These constructs inform both the student surveys and the teacher interviews.

Student Surveys (Quantitative)

The intention of the surveys was to quantify student feelings towards the discussion topics as
related to the constructs. Students answered the questions using a 6-point Likert scale (1=strong
disagreement 6=strong agreement). An example item is shown below:

1LEAIC & TEEEFEVL FE WO TLIZ, - Itwas an interesting topic for me. *

1 2 3 4 5 6

. _ . N If"".l ' If"\l Fam I("‘\I - —
BEIFATELY Not interesting \ W/ \ U/ U -/ EEFLY Interesting

Students answered on each topic (ten in total), according to the following schedule:

Round One: Topics 1, 2&3 (n = 96). Conducted in week 5.
Round Two: Topics 4&5 (n=93). Conducted in week 9.
Round Three: Topics 6&7 (n = 96). Conducted in week 12.
Round Four: Topics 8, 9&10 (n = 88). Conducted in week 13.

As the topic review surveys were done on multiple occasions, the number of particpants varied
as indicated by the n= number above. 96 students participated in the research overall, although
participation in individual surveys varied due to student absences.

Results were tallied as a whole and analysed. For the engagement constructs, answers were
grouped into positive and negative. A survey answer of 1-3 was considered to be a negative response,
whilst 4-6 was considered to be a positive.

For the background knowledge question, results for all classes were analysed by mode and
frequency.

Results were also collated for each individual class, however, due to the general homogeneity of
class ability level, as well as the nature of the results, I feel it is unnecessary to share individual class
results and instead just present the results of my whole cohort. Perhaps in the future, with a wider
range of abilities, analysis of individual classes would be worthwhile.

Student Comments (Qualitative)

The surveys also offered a section for comments. In the first two rounds (topics 1-5) of the
survey, the prompt for this was “Do you have any comments about this topic?” Writing a comment
was optional and there was a low response from students. However, the comments that students did
make were revealing, and so I made them compulsory for rounds three and four. This came to form
a significant part of the topic review.

For mandatory comments, I chose a sentence completion style, which was intended to provide
more focus than the previous open question. Students completed the sentence: “This discussion topic

”

was because
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Students wrote their comments in Japanese, and comments were translated via Google Translate,
and then checked by a Japanese-English bilingual to ensure accuracy.

Comments were thematically coded and counted, with the most prevalent themes becoming the
subject of the relevant analysis.

Semi-Structured Teacher Interviews

In order to triangulate viewpoints, teachers were interviewed online. A semi-structured approach
was designed (see Drever, 2005), with several questions drafted and compiled onto a power point. In
order to test the interview format, I conducted a pilot interview with a teacher who is working in a
similar context at a different university. In the end, I interviewed eight Rikkyo discussion teachers.

These interviews covered a wide range of themes, often in each interview, and therefore were
not coded but rather I used my own judgement to decipher the more common or widely held
viewpoints of teachers. Also, the teacher interviews were conducted after the student research and
therefore was able to explore the teachers’ views on the student-generated themes from the
quantitative research.

Topic Review Research Results

In the following sections, I present the results and analysis of the Topic review research.

Due to the one-sided nature of the results for the ‘fun’ and ‘interesting’ questions, I have decided
to present the results divided into positive and negative answers. Meaning that on the Likert scale, a
score of 1-3 is a negative response, and 4-6 is a positive response.

However, the ‘background knowledge’ question produced more nuanced results, and so I will
present this data as modes and frequencies while also referring to the results in terms of positive and
negative.

Engagement Constructs (‘fun’ and ‘interesting’)

For these two constructs, I decided to rank the topics in terms of popularity. This was done out
of curiosity of which topics could be termed ‘most popular’ amongst our students.

Table 1
Results of the Engagement Construct Questions
This Topic was Interesting This Topic was Fun
Ranking Topic Positive Negative Ranking Topic Positive Negative
1= Independence 98% 2% 1 Independence 98% 2%
1= Foreign Language 98% 2% 2 Customs 97% 3%
2 Customs 97% 3% 3 Foreign Language 96% 4%
3 Social Media 96% 4% 4 Social Media 95% 5%
4 Social Issues 95% 5% 5= Living Abroad 91% 9%
5= Globalization 94% 6% 5= Globalization 91% 9%
5= Entering University 94% 6% 6 Communication 90% 10%
Living Abroad 91% 9% 7= Entering University 89% 11%
Communication 90% 10% 7= Social Issues 89% 11%

8 Crime 89% 11% 8 Crime 76% 24%
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The immediately striking aspect of these results is how positive the students are about the
topics. The vast majority of students say that all of the topics are interesting and fun. This indicates
that the topics used in the textbook are well received by students and this probably contributes
strongly towards engagement.

Table 2

Results of the Background Knowledge Question

Background Knowledge

Topic Mode Frequencies
1 2 3 4 5 6

Communication 4 0% 8% 26% 34% 23% 7%
Entering University 4 0% 2% 21% 37% 27% 11%
Independence 4 1% 4% 20% 32% 31% 10%
Living Abroad 5 1% 3% 16% 31% 38% 11%
Globalization 5 0% 6% 16% 25% 39% 14%
Customs 5 2% 3% 8% 39% 40% 8%
Foreign Languages 5 0% 3% 11% 35% 38% 13%
Social Media b) 1% 1% 13% 23% 49% 14%
Crime 3 1% 16% 33% 22% 19% 9%
Social Issues 4 2% 10% 17% 32% 30% 9%

Overall, students answered positively in this category, with half of the topics achieving a mode
of 5, indicating that students feel they have a comfortable amount of background knowledge to
discuss the topic.

In the other half of the topics, the mode is 4, except for the Crime and Punishment topic where
the mode is 3. This could be interpreted as students feeling less comfortable with the topics in terms
of their background knowledge.

The Independence (26%), Social Issues, (28%) and Communication (35%) topics have more than
a quarter of students answering negatively. As there are ten students per class, this could mean there
are two or three students in each class/lesson who are struggling with their knowledge of these
topics.

Crime and Punishment stands out as the most difficult topic in this category. As mentioned, it
has a mode of 3, and over 50% of students feel negatively about their knowledge of this topic.

The frequencies of threes and fours for most topics are over 50%, indicating that although no
topic is particularly overwhelming (with the possible exception of Crime and Punishment) plenty of
students might not be particularly confident in their background knowledge of topics. From looking
at the frequencies, we might also say that classes will have a mixed level of background knowledge
on each subject.

Themes in Student Comments

The positivity of the quantitative survey results continue in the student comments, with positive
comments mainly relating to the familiarity of topics. There were also a significant amount of positive
comments on the theme of learning from the discussion content. Comments that were less positive
mainly focused on difficulties. The main reason given for difficulty in discussing a topic was a lack of
familiarity or knowledge. Apart from this, students sometimes mention that discussing a topic with
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various possible answers is difficult.
In the following section, these factors are discussed in more detail.
Topic Familiarity

Table 3
Quotes from students on the theme of topic familiarity

Quotation Topic

“This discussion dealt with social media, which is familiar to me, so I could discuss

.o . Social Medi
it with a sense of ownership.” ocal Media

“Discussions on this topic were appropriate for us taking English lessons. Because
I was able to think like myself and get interested, and I was always able to talk about Learning Languages
my experience”

“It was easier to talk about topics that were close to me (such as university).” Entering University

As demonstrated in the above quotes, familiarity or relevance was most often cited as a reason
students had a positive experience discussing a topic.

The comments often contain the Japanese word ‘7 U %>’ (mijika), which when translated means
‘familiar’. For example, in the Social Media topic, roughly 75% of comments say something positive
about familiarity or relevance. While perhaps not synonymous, familiarity and background knowledge
are closely related and therefore support the notion that discussions will be easier for students when
they have sufficient knowledge of a topic.

With topics that focus on everyday life, such as university-related and Japanese culture-related
topics, students seem to appreciate the ease with which they can participate in a discussion. With the
more difficult topics (e.g. Crime and Punishment, Social Issues), they sometimes say that although
not familiar, the topics bear relevance to their lives.

For the Japanese and Foreign Customs topic, students say they enjoy discussing their own
culture, and the Learning a Foreign Language topic stokes interest as every student studies two
foreign languages in their first year at university.

It is likely that students finding familiarity or at least some relevance in the topics goes some way
to account for their overall popularity in the quantitative survey results.

Learning from Discussions

Table 4
Quotes from students on the theme of learning from discussions
Quotation Topic
“The topic was meaningful because I was able to reflect on the language learning I Learning a Foreign
am doing now” Language

“It was interesting . This is because I was able to deepen my understanding of other Japanese and Foreign
cultures and learn about their differences from Japanese culture.” Customs

“It’s an interesting opportunity to listen to various opinions and learn a perspective
that I didn’t think of, and to re-organize the adnvatages and disadvantages to Social Issues
deepen my thoughts on the situation in Japan.”

The second most prevalent theme I identified was the expression of satisfaction with a topic
because students had learned something content-related from the discussions. As in the quotes

112



TO WHAT EXTENT DO THE TOPICS ON A JAPANESE UNIVERSITY DISCUSSIONS COURSE SUPPORT FLUENCY BUILDING?

above, students use verbs such as ‘experience’, ‘reflect’, and ‘learn’ in order to describe content-based
learning. This was quite consistent throughout the topics. For example, in the Learning a Foreign
Language class comments, several students seem positive about reflecting on their own language
learning. In the Japanese and Foreign Customs comments, students enjoyed learning about different
cultures and/or comparing foreign cultures to Japanese culture. Comments for university-related
topics say that it was good to think about being independent, and to ponder the bigger picture of why
they have come to university. Also, in the more serious topics (e.g. Social Issues and Crime and
Punishment), some students describe considering certain issues for the first time.

Difficulties with Unfamiliar Topics

Table 5
Quotes from students on the theme of difficulties with unfamiliar topics.

Quotation Topic

“It was difficult. Because quite and punishment didn’t seem familiar to me, and I
never thought about the death penalty.”

“It was a difficult topic to speak in English because it is a topic that we don’t discuss
much in Japanese.”

Crime and Punishment

Hikikomori

Japanese and Foreign

“Alittle difficult because I was not very familiar with the customs of other countries.” Customs

Alack of familiarity or knowledge is the most common reason given for difficulties in discussions.
Students sometimes say directly that they do not know enough about a topic, but more often say they
have not thought about it before or it is not something they discuss or think about often in Japanese.

Such comments were most common in the more abstract topics (e.g. Social Issues and Crime
and Punishment) but there were occasional comments occurring in most topics. For example, some
students say they found discussing learning languages difficult because they lack knowledge in that
area. At the same time, for most topics there are also comments saying they enjoyed the topic
because of its familiarity, showing that students probably have a mixed level of background
knowledge.

Personally, I find it interesting to see some students saying that hikikomori was a topic that they
have not thought about much, or they do not talk about in Japanese, as I had previously assumed it
to be familiar to these students.

Difficulties with Nuanced Topics

Table 6
Quotes from students on the theme of difficulties with nuanced topics, or topics where there are no easy answers.

Quotation Topic

“I thought the discussion on this topic was a huge problem. There were many

. . . . Social Issues
unanswered questions, so it was difficult to discuss.”

“There was no correct answer, so it was difficult.” Social Issues

“It was difficult to decide my opinion in the discussion on this topic. Because there

i Punish
were equally pros and cons about the death penalty.” Crime and Punishment
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Especially in the more abstract Crime and Punishment and Social Issues lessons, a notable
amount of students say they find it difficult when there is no easy answer. This could be connected
to a lack of knowledge or experience in these areas. If students have not thought about these issues
deeply before, then we cannot expect them to have a fully formed view on them yet.

However, this could also be interpreted as a critical thinking issue. Due to cultural and
educational background issues, it seems that students are conditioned during their previous
education to look for one right answer (Dunn, 2015 ; Reid, 1998, p.20), and these comments might
indicate difficulty when they have to evaluate several possible angles to an issue.

This could be something for discussions teachers to ponder, as critical thinking currently
occupies a more important role in university curricula than it had previously, both institutionally and
nationally (see Mishima & Yamamoto, 2020).

Main Themes in the Teacher Interviews

In this section I present some themes of the teacher interviews. Teachers were named Teacher
A —Teacher H, and are represented in the quote tables below via this nomenclature.

The main point which teachers and students seem to agree on is that familiarity with a topic is
important, and a lack of familiarity or lack of knowledge hinders a discussion. Elsewhere, teachers
raised interesting issues about how the topic affects nuance in a discussion, and also raised a point
about the questions used in the textbook.

Teachers on Familiarity

Teachers cite general spoken fluency as the main goal of the course, and reported being
generally satisfied with the topics in this regard. Much like the students, teachers most often suggest
that relevant or familiar topics best support fluency building.

Table 7
Quotes from teachers on the theme of familiarity with topics.
Quotation Interview
1 guess the Entering Un,werszty, Life at Un.werszty, Becoming Indez?endent topics (best Excerpt from Teacher A
support fluency) as they’re able to talk quite a lot about those topics. I guess because interview
they’re all in that situation so it’s very relevant to their lives at the moment.”
1 mean zts.zmportant that they {mve f?methzng to say if the g’foal of the course is to get Excerpt from Teacher D
them speaking as much as possible, it’s important that they’re able to say something interview

about the topic.”

“I think just based on the design of the course because they’re being thrown into
discussions with very little prep ... . So for them to be able to generate ideas it needs to
be something that they can relate to ... . because it’s like a bit of a cognitive load where
you're telling them you got to use these skills, but you've also got to introduce ideas that
you’ve never thought about before.”

Excerpt from Teacher F
interview

Some teachers point out that having something to say is essential in discussions, so it is best
when students have a lot of opinions ready to go. One teacher connects the importance of topic
familiarity to the course structure: there is little time to prepare and students often need to produce
ideas instantly. If they need to think of original ideas immediately then their cognitive load is
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increased and communicating becomes difficult.
Another interesting point made was that familiar topics not only aid fluency, but also seem to
help students bond as they can identify what they have in common:

Table 8
Quote from teacher on a benefit of using familiar topics.

Quotation Interview

“Certain students would kind of relate to each other and comment on the same things;
they find those things in common. So it was more useful for bringing the students
together and improving the dynamic, just because they kind of had things in common”

Excerpt from Teacher F
interview

This could be important to the course, both in the sense of enjoyment and improving
communicative competence. In Brereton et al.’s study (2019, p.285), students on the course most
commonly attribute a positive change in attitude towards speaking English to the atmosphere they
experience in discussion classes.

Teachers on a Lack of Familiarity or Background Knowledge
Several teachers suggest that topics where there is a lack of familiarity to students prove to be

the least productive:

Table 9
Quotes from teachers describing how unfamiliar topics cause students problems in discussions.

Quotation Topic

“..basically they hadn’t thought about it (Social Issues: Poverty) before, they didnt  Excerpt from Teacher D
think it was possible to solve it, so it was just too abstract I think.” interview

“They’ve really only got knowsledge about Japanese culture and the problem is (the
course) doesn’t really give them the background knowledge to discus topics like foreign

e E f Teacher A
customs and globalization of Japanese culture ......... I mean they’re able to talk about xcerptini;);r‘l’iejvac er
it, but I guess they could do with ......... different perspectives to discuss it in more
detail.”

".. lots of my .studen)ts have got no experience of s.udj.)mg abroad, they’re n)ot really Excerpt from Teacher G
thought about it, they’re first-year students ... the majority of my students, they’ve never interview

thought about this topic and it’s just ‘It is a good idea?’ ‘No, it's expensive.”

As these comments show, teachers find that students have difficulty producing detailed
discussions on topics where they do not know enough. One teacher advocates for offering more
perspectives, perhaps suggesting scaffolding could support student ideas. In any case, there is a
strong feeling that topics which students have not considered before tend to less productive.
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Teachers on Nuanced Discussions

Table 10
Quotes from teachers on the benefits of topics which provoke a nuanced discussion.

Quotation Interview

“It seemed like there was more to say (for advanced topics) and less uniformity of

ideas kind of thing. It was like, do you think studying a foreign language is good?  Excerpt from Teacher B
Well, everyone thinks yes. So ... the ones where averyone’s ideas weren’t the same, interview

I think was what was interesting.”

“(Crime and Punishment as the best topic) ... I think the main thing that I like about
this lessons is it’s a good way for students to really understand how to have a
nuanced discussion.”

Excerpt from Teacher E
interview

Although teachers identify difficulties with more advanced topics, they also tend to point towards
such topics as the most interesting, primarily when that provoke more nuanced discussions. This
adds perspective to the student comments, which tended to say that more nuanced discussions can
be difficult. Perhaps teachers do not necessarily view this difficulty as unwelcome.

On a similar note, some teachers express dissatisfaction with discussions in which students give
short, repetitive answers:

“Should everyone study abroad?”
“No, it’s too expensive. Many students do not have money, so they can’t study abroad. What do you
think?”

This was an example given of unsatisfactory student dialogue, and several teachers expressed
frustration with this sort of brief exchange, which is apparently quite common. Some teachers
connect these shorter, repetitive answers to questions on topics where background knowledge is
perhaps limited. As in the quote above, few students have experience studying abroad and therefore
sometimes cannot discuss the question at length. Teachers say students tend to gloss over such
questions rather than consider them deeply. Some teachers point out that because they have to teach
each lesson 10 times or more, this frustration might be amplified, but most of the teachers seem
unsatisfied with discussions that elicit repetitive answers. Overall, my impression is that teachers
would like more depth in discussions.

However, a lack of depth to discussions might not be the fault of the topics used. Some teachers
suggest that the textbook could be the problem:

Table 11
Quote from a teacher discussing the limitations of discussion questions used in the textbook.

Quotation Interview

“I think the problem with the book is a lot of the questions don’t really lend

themselves to saying that much about the topic. A lot of the questions are very  Excerpt from Teacher E
simple ... in some of the questions in the book it could almost just be like a one-word interview
answer and then there’s not really anything to say.”

The above quote states that textbook questions, not the topics, are the issue and two other
interviewed teachers also state a problem with some textbook questions. They say discussion
questions are sometimes written in a binary manner, which often elicits just a short answer from
students. The textbook does contain several binary questions, as shown in the table below:
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Table 12
Examples of Textbook Questions

Topic Question Page
Life at University Is it important for students to plan for life after university? 27
Becoming Independent Should all university students have a part-time job? 34
Living Abroad Should everyone study abroad? 42

(What's your Opinion?, Fearn-Wannan; Kita & Sturges, 2020)

These are examples of closed questions, or questions that could be completed with yes/no or
very short answers. While questions such as these give students easy practice with target phrases,
they tend to elicit very brief discussions, which limits student use of target skills and the possible
development of ideas. It might well be that it is this kind of binary question, rather than the topic of
discussion, that results in repetitive answers. Therefore, teachers could find that rewriting binary or
closed questions into more open, or even task-based, type questions produces more nuanced
discussions, and that the topics do not necessarily need to be altered.

Other Teacher Interview Themes

Elsewhere, teachers raise various issues related to the topics although there was not a lot of
consensus on these points. Some teachers suggest that topics could be more academic, and/or
focused on current events, while another teacher advocated for topics that are more directly related
to students’ major areas of study. Although they acknowledge that such changes are not necessarily
required for fluency building, they suggest that topics along these lines could offer a more holistic
learning experience, suitable for the university environment.

Discussion

Familiarity and Prepared Ideas

Familiarity seems to be the most important factor in a successfully engaging topic on the course.
Students and teachers say that immediately familiar topics are engaging and motivating, and cite a
lack of familiarity when they say a topic is difficult. This is supported by research that states students
feel less confident when they are called upon to discuss topics they have little background knowledge
in (e.g Tuan & Mai, 2015). Most commonly, writers say this affects student WTC. Kang (2004, p.283)
says that a lack of knowledge leads to students feeling insecure, because they worry that they will
struggle to follow the conversation, or that their lack of ideas will bring the conversation to an abrupt
halt. It seems likely that a lack of background knowledge does lead to lower WTC. Also, more
fundamentally, it seems logical that students will struggle to build an expansive discussion on topics
where they have little knowledge.

As it relates to the goal of fluency, I suspect the issues around familiarity and background
knowledge perhaps come down to one important thing: it really helps if students have ideas ready to
use before they start a discussion.

Pre-2020, discussion course INSETT materials used a model of fluency by Gatbonton (1988),
known as creative automatization. This kind of fluency is achieved when speakers can express
themselves without interference from other cognitive processes. This can be related to Levelt's
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model of articulation (1989, ret. from Griffin & Ferreira, 2006), in which the communication of an
idea occurs in three stages; conceptualization, formulation and articulation. In order to communicate,
you need to generate an idea, think of how to express it, and then physically express it. Each stage
requires mental resources, so if you have to spend time generating ideas, this detracts from your
ability to express yourself. Therefore, in a course where the main goal is building spoken fluency,
perhaps it is best to have a topic where students will have ideas already formulated. In other words,
familiar topics.

The results of this research show that student topical knowledge levels are probably quite
mixed, and that in each lesson there might be a quarter of students or more who feel they are lacking
sufficient background knowledge. If students will not always have ideas ready, or indeed if some are
likely to be struggling with their background knowledge, then it is probably a good idea to offer them
some support.

The textbook already offers some support in this area via two regular activities: a homework
reading and discussion preparation activities. However, these methods are perhaps insufficient — the
reading can be completed without much analysis of the issues, and the discussion preparation
activities are designed to be done as spoken activities, so the time dedicated solely to thinking in the
classes is actually quite low.

Due to Covid-19, some interviewed teachers used a flipped classroom this semester, utilising
idea-scaffolding methods such as articles and videos to help students develop opinions on the topics
before classes. This is one way of helping students to generate more ideas on the topics, and the
teachers claim that these methods did seem to help somewhat. In future face-to-face courses, such
scaffolding maybe less desirable due to time constraints. However, teachers might find giving
students some kind of extra input on the topics prior to the class will help to support their ideas and
in turn discussions might be more fluent.

If this kind of preparation is not desirable, then a more pragmatic solution could be to ask
students to think about discussion questions before the class. Perhaps it would benefit students to sit
and think for a more prolonged period of time, such as 15-20 minutes. Setting this as homework could
help students come to class with ready ideas.

While I doubt that we could hope to equalise student topical knowledge through input, perhaps
allowing all students extended time to generate ideas before class would allow students lacking in
background knowledge to come to class feeling more confident.

Learning from Discussions

Having taught the course for two years without much focus on the content, it was very interesting
to see students describing content-based learning in their comments. Students describe various
critical processes such as comparing, reflecting, analysing and learning new information. Previously,
the strongly unified curriculum meant that less attention was paid to this kind of learning, because
teachers were focusing on how students were using the skills. However, this area of learning should
probably not be overlooked. Even without a teacher focus, students are experiencing the content of
the course and it might even be the key thing they take away from classes. If we consider that one of
the primary purposes of a discussion is to learn by sharing opinions (Simpson, 1939), then a lack of
focus on this kind of learning might be detracting from the potential of the course.

Some discussions teachers have previously found a lack of balance in the course structure, and
some students also find the heavy focus on skill use to be constricting (Brereton et.al; 2019, p.288).
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Teachers addressing the discussion content related to the topics could help balance focus between
the language and content, which could result in a more holistic experience for students in the future.

One way to do this could be to adapt the descriptors in the lesson outcomes. One descriptor in
the textbook is currently “Discuss Japanese and Foreign Customs”. This describes the activity,
but not what students might be learning from it. The experience could be better acknowledged by
changing it to: “Analyse Japanese Customs and compare them to foreign customs”. Students
can refer to this at the start of class, and reflect on it towards the end.

Another idea could be to use activity and lesson feedback time to have students reflect on their
experience with the content. Questions such as “What did you learn about Japanese and Foreign
Customs today?” could help them to reflect on their content learning.

Limitations of the Study

This year my assigned classes were all roughly in the pre-intermediate and intermediate range
of speaking ability. While this range tends to make up the bulk of the students who participate on the
course, there are advanced level classes as well as beginner level classes. These classes might have
different views on the discussion topics, and could be surveyed in the future.

The constructs of ‘interesting’ and ‘fun’ were initially aimed at testing student engagement with
the topics. Due to perceived time constraints, only one question was used to test the background
knowledge construct. It is widely recommended that several questions per construct be asked in
order to obtain more valid results (Dornyei & Csizér, 2012). Therefore, while the results here might
be indicative, more investigation is needed to further establish the extent of the relationship between
these constructs and the topics.

Upon reflection, I might have been overly concerned with making the surveys quick to complete,
and more questions based around these constructs would probably have been possible without using
too much time. This would probably have led to more reliable data.

Finally, it is regrettable that the comments were not compulsory from the first round. These
comments were insightful, and had a strong influence on the research. Indeed, there is plenty of
scope to expand the qualitative aspect of this research. For example, focus groups could allow for
deeper exploration into the student perspective on topics.

Conclusion

The textbook topics are popular with students, and the results of this study indicate that they are
happy discussing them. This indicates some measure of engagement, which in turn indicates that
they are useful for the fluency building focus of the course. Familiarity seems to account for this
engagement, and the more relevant the students feel the topic is the more they seem to like it. It is
probable that such topics are the most suitable for fluency building, as students have more ideas
ready to use.

It is likely that individual student background knowledge varies on each topic, and I feel it would
probably be beneficial for students to have more time to explore the topics before class. More
dedicated thinking time would allow them to have more ideas prepared going into discussions and
this would in turn allow them to focus on expressing ideas rather than formulating them.

While the textbook topics seem popular with students, it is not to say that teachers could not find
value in changing or adapting them. However, it is worth bearing in mind the issues with familiarity
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and background knowledge, and ensuring students are supported accordingly.

While I believe that establishing that the topics are ‘fun’ and ‘interesting’ gives a measure of
engagement with the topics, further research could explore the idea of engagement with the course
on a deeper level. A topic could be fun and interesting, but not engage students enough to inspire a
discussion that expands for the 16 minutes that has traditionally been required on the course.
Research that measures how much discussion the topics tend to produce could give a more in-depth
indication of how engaging topics are.

Finally, this research has shown that students are learning from the content of the discussions.
Previously, the unified curriculum used on the course meant that less attention was paid to this
aspect of learning, and I believe teachers could probably deliver a more holistic experience by
focusing on the content learning taking place in discussions. Future research on this kind of learning
could investigate the benefits of this kind of focus.
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Action-Oriented Approach to Curriculum Development in CLIL
Courses: A theoretical and methodological framework

Yuka Yamamoto & Ryo Nitta

Abstract
In a contemporary society characterized by complexity, it is vital to develop students’ competences with action. Using
the action-oriented approach as the underlining basis, we designed an English Content and Language Integrated
Learning (CLIL) curriculum at Rikkyo University to develop students’ competences throughout their four-year period
of study. The paper introduces the ongoing development process of the courses in this curriculum from theoretical
and methodological perspectives using an action-oriented approach. From the theoretical perspective, students’
competences and actions need to be closely connected and mediated by action-oriented tasks. From the methodological
perspective, we adopted the backward design approach. In designing the overall curriculum, we followed the three
stages proposed by Wiggins and McTighes (2005)—identifying the desired results, determining acceptable evidence
of learning, and planning learning experiences and instruction. We believe our curriculum development process will
be valuable information for language-teaching professionals aiming to adopt the backward design approach for their
curriculum development and those who wish to design their syllabuses in accordance with the Common European

Framework of Reference for Languages standards.

Keywords: Competence-based education, CLIL (Content and Language Integrated Learning), Action-oriented approach,
Backward design, CEFR (Common European Framework of Reference for Languages)

Introduction

This paper presents our ongoing development process of the courses in the Content and
Language Integrated Learning (CLIL) curriculum at Rikkyo university from both theoretical—on
what theoretical grounds and concepts the curriculum is designed—and methodological—how the
curriculum has been developed within our context—perspectives. As indicated by Richards (2017),
there are two parallel sources of influence on curriculum change. The first comes from within the
field of language teaching where “Scholars, pedagogues, and applied linguists have generated a body
of assumptions and principles that serve as one source for reviewing approaches to language
curriculum design and implementation” (p. 4). Such internal sources of influence are motivated by a
focus on ‘means’, aiming to improve teaching-practice quality. The other sources of influence are
more pragmatic, reflecting the demand from governments, educational and institutional authorities,
and students. These external sources of influence are concerned with ‘ends’, seeking to achieve
better outcomes. Our challenge as language-teaching professionals is to satisfy both necessities—
making an English language curriculum informed by cutting-edge research and theory and, at the
same time, reasonably responding to the pragmatic demands from students and various stakeholders.

For this challenge, we adopt an action-oriented approach to developing our English language
curriculum. The term was first introduced in the Common European Framework of Reference for
Languages (CEFR). It views “users and learners of a language primarily as ‘social agents, i.e.,
members of society who have tasks (not exclusively language-related) to accomplish in a given set of
circumstances, in a specific environment and within a particular field of action” (Council of Europe,
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2001, p. 9). What is indicated in adopting this approach for curriculum development is planning back
from real-world action involving language. It is of particular significance for language educators to
consider, in the initial stage of curriculum development, what our students as social agents need to
develop through learning English. This development direction is called ‘backward design,” starting
with a description of learning outcomes as the basis for curriculum planning; decisions on
methodology and syllabus are developed from the outcomes (Wiggins & McTighe, 2006; Richards,
2013).

The action-oriented approach also emphasizes the significance of active participation in a
classroom as a learning community, suggesting that language learning cannot be achieved only
through knowledge construction but necessarily through engaging in situated experience. In this
view to language learning, the action is always situated, taking place in a context within which
activities take place—students are not containers to be filled with particular knowledge and skills but
agents willingly participating in certain activities (Sfad, 1998).

We first look at the external sources of influence on curriculum development by reviewing broad
educational perspectives. We then consider how education’s external demands can be organically
linked to the internally motivated curriculum focusing on participation by taking the action-oriented
approach. On the basis of the theoretical perspectives, we present methodological perspectives—
how we have developed our English language curriculum in our context and how the theoretical and
pedagogical principles are applied in our CLIL courses.

Theoretical Rationale

Toward Competence-Based Education

In search of the desired learning outcomes reflecting external sources of influence, what the
society hopes students to ultimately attain, we first looked at broad educational perspectives to
understand objectives of English language teaching “in light of larger movements within the domain
of education” (Crookes, 2016, p. 64).

According to Cummins (2004), there are three distinct pedagogical perspectives: traditional,
social constructivist, and transformative. Traditional pedagogy is primarily concerned with the
transmission of knowledge and skills, and social constructivist pedagogy aims to develop higher-
order thinking skills through being engaged in tasks and projects. Social constructivist pedagogy has
been extended to a transformative pedagogy involving common characteristics but with different
orientations. That is, the first two perspectives are primarily instructional-oriented, but transformative
pedagogy focuses on social and identity-investment dimensions, enabling students to analyze and
understand the social realities of their lives and their communities through collaborative critical
inquiry (Cummins, 2004).

Transformative pedagogy has been applied in various forms worldwide, most notably “Key
Competencies,” involving three categories of ‘using tools interactively,” ‘interacting in heterogeneous
groups’, and ‘acting autonomously’ (OECD, 2005). What is particularly significant in this pedagogy is
its focus on developing competences as a vital capacity in today’s globalized society confronted with
volatility, uncertainty, complexity, and ambiguity. The world is entering a state of ‘super complexity’
(Barnett, 2000), where various systems of the environment and our society grow increasingly
complex through continuous change. As a result, there is a move in education from a paradigm of
linearity and simplification of focus on knowledge to a paradigm of complexity focusing on
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competence (Piccard & North, 2019). In this reality, the critical question is no longer what skills or
knowledge should be taught but an attempt to bring about changes in students’ competences
(Pikkarainen, 2014).

Developing competence is key to understanding contemporary education, but how competence
is defined is not so simple. In a general sense, competence is defined as the ability to do something
well (e.g., Cambridge Dictionary), but it has a more specific meaning from an educational objective.
As stated by OECD (2005), “A competency is more than just knowledge and skills. It involves the
ability to meet complex demands, by drawing on and mobilising psychosocial resources (including
skills and attitudes) in a particular context” (p. 4). In a similar vein, the CEFR defines competence as
“the sum of knowledge, skills, and characteristics that allow a person to perform actions” (Council of
Europe, 2001, p. 9). Summarizing these definitions, competence is conceived as a multidimensional
and holistic concept consisting of knowledge, skills and attitudes (Piccard & North, 2019), and a
capacity to apply these various resources to perform a specific action in an integrative manner.

Action-Oriented Approach

As reflected in this conceptualization, competence is inseparable from the action, being
inextricably linked to the action-oriented approach. Because competence is a wholly invisible internal
condition of the visible action (Piccard & North, 2019), the relationship between competence and
action is interdependent—actions are performed by using competences, while competences develop
as a consequence of dynamic interaction between “the object of study (language), the subject
learning it (language user), the action (language use) and the reflection (metacognitive/metalinguistic
phase)” (Bourguignon, 2006, cited in Piccard & North, 2019, p. 52).

Understanding the significance of developing students’ competences through action, how can
this be achieved in the English language curriculum? Growing demand for competence-based
education makes us aware of the perspective of curriculum-as-product; “that is, the curriculum as a
document that contains a framework for teaching, materials development, and assessment and that
serves to direct and manage the enterprise of language teaching” (Richards, 2017, p. 13). The action-
oriented approach encourages us to regard perspective of curriculum-as-process, reflecting the
classroom as a learning community; “Learning is not viewed as the mastery of pre-determined
content but as constructing new knowledge through participating in specific learning and social
contexts and through engaging in particular types of activities and processes” (Richards, 2017, p. 17).
Through engaging in communicative and cognitively demanding activities, they are likely to develop
their competences—a capacity to think in critical and reflective manners.

From the perspective of curriculum-as-process, the use of tasks, more specifically, action-
oriented tasks, is prioritized to organize individual lessons or the syllabus of the entire curriculum. In
the CEFR, “[a] task is defined as any purposeful action considered by an individual as necessary to
achieve a given result in the context of a problem to be solved, an obligation to fulfill or an objective
to be achieved” (Council of Europe, 2001, p. 10). A task offers opportunities to be engaged in
“concrete experiences” (Piccard & North, 2019 p. 54) —making learners “carry out a set of
purposeful actions in a particular domain with a clearly-defined goal and a specific outcome” (Council
of Europe, 2001, p. 157).

Referring back to the definition of the action-oriented approach in the CEFR, task functions as
central and mediating roles—a competence is likely to develop by engaging in and acting on a task.
Through completing such tasks, students can develop their competences further in interactive and
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co-adaptive manners—they use their competences to achieve a required outcome in the action-
oriented task by “tak[ing] into account the cognitive, emotional and volitional resources and the full
range of abilities specific to and applied by the individual as a social agent.” (Council of Europe, 2001,
p. 9). In other words, student engagement and collaborative participation in tasks elicit certain
actions, which then require the functioning of relevant competences. By repeatedly performing a
task, students are likely to develop their competences further in tandem with their development of
language proficiency.

Designing the Overall Framework

On the basis of the internal and external sources of influence, we have developed a university-
wide English curriculum at Rikkyo University, within which students in various majors (e.g.,
literature, economics, law, science) are required to study. Approaches of curriculum development
can be broadly categorized as forward design (moving from content to methodology to assessment),
central design (focused on classroom processes) and backward design (starting from outcomes and
working back to content) (Richards, 2013).

As we started by considering the outcomes or competences, we adopted backward design as a
framework for the entire process, implementing content and tasks derived from the expected
outcomes. In this way, we can better clarify our courses’ goals and objectives, set appropriate
assessments, and construct meaningful, coherent lessons geared toward specific outcomes. It will
also lead to better student performance as they know what the expected goals are. As Richards
(2013) stated, in the backward design, “the planning process begins with a clear understanding of the
ends in mind” (p. 22), so each activity or task is designed to lead to the end product.

Following Wiggins and McTighe’s framework (2005), we adopted three stages in designing our
curriculum: 1) identifying desired results (i.e., identifying the needs, formulating the goals and
objectives), 2) determining acceptable evidence of learning (i.e., determining what and how to
evaluate), and 3) planning learning experiences and instruction (i.e., defining the teaching approach
and organizing the lesson plan). In the following sections, we explain how we conducted our
curriculum development in accordance with these three stages.

Stage 1: Identifying Desired Results

Understanding the socio-educational context. There was a strong need for curriculum
reform both in and outside the university to actualize competence-based education in ‘our’ local
context. In 2020, English became an official subject for fifth and sixth-grade students to introduce the
new Course of Study Guidelines by the Ministry of Education, Culture, Sports, and Technology
(MEXT). Due to the changes in early education, students are likely to spend more time on
communicative skills in classrooms, which means that cognitively demanding and communicative
tasks are required at the university level (Nitta & Yamamoto, 2020). To provide continuity with the
former English language curriculum taught in primary and secondary education, we decided to
make a drastic curriculum reform at the university.

In line with this decision, Rikkyo University was selected for government funding from the Top
Global University Project (Type B: Global Traction Type) in 2014. Part of this curriculum reform
provides students an environment to develop their global perspectives within and outside Japan via
attending short study-abroad programs and internship programs (Rikkyo, n.d.). Along with sending
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students overseas and accepting more international students, each department is developing or
planning to create English Mediated Instruction (EMI) courses. Because English plays a crucial role
in the entire education at Rikkyo, there is a need for the English language curriculum to be more
closely integrated with education across the university. With this necessity, one of our pedagogical
goals is to prepare students to take their EMI courses offered by each department.

CLIL as a Pedagogical Framework. To bridge the gap between their first-year English
mandatory courses and their EMI courses offered by each department, we decided to provide CLIL
courses for second to fourth-year students as electives within our English Language Program. Figure
1 shows the vision of the overall English framework.

1st year English mandatory courses> | 2nd-4thyear Elective classes >

English Discussion

Q)
.(%
I English Debate EMI courses
8 o
z g
2 D Reading&Writing D 3
3 3
§ ©
o . O
< Presentation CLIL courses
2
C
L

e-learning

Figure 1. Four-year curriculum framework (Adapted from Rikkyo Website)

CLIL is adopted as a pedagogical framework for our courses because it can usefully function as
a bridge from the English language courses to the EMI courses. The approach can also be linked to
the competence-based teaching framework. We discussed in detail elsewhere (Nitta & Yamamoto,
2020) in what ways CLIL principles can be applied to our courses in the curriculum; thus, we only
touch upon what is particularly relevant to the present discussion in this paper.

CLIL, defined as a dual-focused educational approach for the learning and teaching of both
content and language, involves four components: Content (subject matter), Communication
(language learning and using), Cognition (learning and thinking processes), and Culture/Community
(developing intercultural understanding and global citizenship; Coyle, Hood, & Marsh, 2010). First
and foremost, CLIL is content-driven, so the linguistic needs “will be generated from the specific
needs of the particular subjects taught” (Georgiou, 2012, p. 499).

Second, CLIL has an explicit focus on students’ cognitive development by using Bloom’s (1956)
taxonomy (revised by Anderson and Krathwohl, 2001). This model, consisting of six cognitive (i.e.,
remember, understanding, apply, analyze, evaluate, and create) and four knowledge (i.e., factual,
conceptual, procedural, and metacognitive knowledge) dimensions, helps teachers consider which
cognitive processes and knowledge to focus on in their teaching.

Finally, cultural dimensions are emphasized in CLIL—not only restricted to “the four Fs” (food,
fairs, folklore, and statistical facts) (Kramsch, 1991, p. 218) but also involving identity construction

126



ACTION-ORIENTED APPROACH TO CURRICULUM DEVELOPMENT IN CLIL COURSES: A THEORETICAL AND METHODOLOGICAL FRAMEWORK

because “culture determines the way we interpret the world and ... we use language to express this
interpretation” (Coyle et al., 2020, p. 390). Each of the four components is closely associated with
competence-based education, in that students are expected to develop communicative
(Communication), general and metacognitive (Cognition), and intercultural (Culture) competences
through CLIL courses.

Concerning our pedagogical goal—bridging to the EMI courses, it is helpful to refer to the ‘Scale
of Language and Content’ proposed by van Lier in which learners can develop their second language
in a stepwise manner over years of university study in accordance with the progress of their English
proficiency (Figure 2). With this scale, students’ opportunities to receive academic content matter
are “systematically ‘phased in’ over time, with the number of hours of L2 [second language] content
instruction increasing with grade level” (Brinton & Snow, 2017, p. 11). The CLIL courses are
positioned between the mandatory courses and EMI courses. Following the steps from more
language-led (Point A) to more content-led (Point B) courses, or the mandatory through CLIL to the
EMI courses, content and language aspects are increasingly integrated as a whole within individual

students.
Point A Point B
LANGUAGE CONTENT
Mandator
Y CLIL Courses EMI Courses
Courses

Figure 2. Bluprint of Rikkyo curriculum based on van Lier’s Scale of Language and Content
(Brinton & Snow, 2017, p. 8)

Identifying Needs from Faculty. Further specifying the desired learning outcomes, or
competences, through the English language curriculum, we conducted interviews with faculty
professors from all ten academic departments and one degree program as one of the key stakeholders.
The primary purpose was to identify what outcomes (i.e., what competences) are expected through
the English language curriculum and explore collaboration methods. The interviews revealed a wide
range of opinions and requests from each department, but the main findings can be summarized in
the following four respects:

1) Students’ academic language proficiency needs to be enhanced for taking the EMI courses.
However, highly specialized content areas are not required; instead, more general content courses
(such as Literature, Psychology, Business) are preferred;

2) Students are expected not only to learn English but also to broaden their perspectives through
learning globalissues (e.g., international relations, environmental issues, Sustainable Development
Goals (SDGs)) and liberal arts content;

3) There are varying levels of students’ English proficiency—not only between departments (e.g.,
English-related majors vs. other majors) but also within each department; and
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4) There are varying purposes of students’ learning English—such as to achieve high English
proficiency in all communication modes, focusing on developing English communication skills
and preparing for study abroad or job hunting.

The first finding confirmed the necessity to develop students’ academic language proficiency
and skills to prepare for more advanced EMI courses. For our curriculum development, however, it
was necessary to recognize to what extent content areas need to be specialized. With this respect,
there was no requirement from any departments for highly specialized CLIL courses closely linked
to their EMI programs. Instead, many interviewees suggested that courses involving less specialized
and more fundamental ideas and topics in academic fields were more beneficial, considering that the
English curriculum is open to any major.

The second finding concerns our primary aim of the interviews—identifying expected
competences through our curriculum. To broaden students’ perspectives, various key terms were

» ¢

reported in the interviews such as “diversity,” ‘tolerance to other cultures,” ‘identity construction,’
and ‘plurilungualism.” These terms are associated with our teaching philosophy based on
transformative pedagogy, CLIL (in particular, Culture/Community of the 4Cs), and the CEFR. These
also seem to suggest many faculty professors regard English (or more generally foreign language)
education as opportunities to develop general and communicative competences. Also, many
interviewees emphasized the significance of developing a capacity to collaborate with others with
diverse backgrounds in various contexts. Findings 1 and 2 were used in deciding what content areas
should be covered in the CLIL courses.

Findings 3 and 4 suggest the necessity to offer courses for various types of students in terms of
their proficiency levels and interests and those preparing for EMI courses. In response to varying
students’ English proficiencies, we decided to offer ‘developmental’ CLIL courses in which students
improve their English in a stepwise manner. Regarding varying students’ purposes of learning
English, we decided to include areas of skill-focused and career-oriented courses and academic
studies.

Creating a Framework of CLIL Courses. On the basis of the interview results and
communicating with other professors from the English Language Program, the CLIL courses were
categorized into three broad areas: Global Communication, Global Studies, and Global Career
(Figure 3).

Global Communication was designed to further develop the academic language skills acquired
in their mandatory first-year courses using content areas such as ‘Advanced Presentation,” ‘Advanced
Writing,” and ‘Advanced Discussion and Debate.” Other skill-based courses include ‘Self-directed and
Reflective Language Learning’ and ‘Multimodal Communication in English.” We also decided to offer
the ‘Pleasure Reading’ class to further enhance their reading skills and ‘Current News through
English Media’ class to make them aware of the world’s current issues. Another major decision was
to add a study abroad preparation program, including ‘Intercultural Studies.” It also includes exam-
preparation courses, ‘TOEFL, ‘IELTS, and ‘Exam Speaking Preparation.” The Global Communication
courses are regarded as a step in preparing to take more advanced courses in the following Global
Studies.

To further enhance students’ general and communicative competences, Global Studies was
designed so that there would be a gradual shift from language-driven to a more content-driven CLIL
curriculum. It is divided into two levels: ‘Introduction to Global Studies’ (i.e., soft CLIL programs)
and ‘CLIL Seminars’ (i.e., hard CLIL programs). While the former outlines three broad main areas
from Humanities, Social Science, and Natural Science, the latter focuses on a specific academic field
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Figure 3. Framework for elective courses

or content areas such as ‘SDGs,” ‘Globalization and Business,” “Tourism,” ‘Japanology,” ‘International
Relations and Politics,” ‘Advertising and the Media,” ‘Ecology,” and ‘Language Learning.” We tried to
create a wide range of loose titles related to their learning in EMI courses in their academic
departments to make it appealing to students from all departments instead of a particular department.

Finally, Global Career was designed for students preparing for job hunting and planning to use
English in a business context. This includes ‘Business Speaking,” ‘Business Listening and Reading,’
and ‘Career Designing.” We decided to keep the test-taking preparation programs due to students’
practical needs to prepare for the Test of English for International Communication (TOEIC) in
‘Business Listening and Reading.’

Figure 4 illustrates the revised blueprint of our curriculum based on the Scale of Language and
Content. It involves sub-categories within the CLIL courses. Students are expected to develop their
linguistic and non-linguistic competences in stepwise manners by taking Global Communication
courses through ‘Introduction to Global Studies’ and ‘CLIL Seminars’ in Global Studies to EMI

Point A Point B
LANGUAGE CONTENT

Global Studies

Global ntrot c
Mandator Communication ntro to ‘C!_IL EMI Courses
y G/S S .
Studies’ eminars
Courses

Global Career

Figure 4. Revised blueprint of Rikkyo curriculum based on van Lier’s Scale of Language
and Content (Brinton & Snow, 2017, p. 8)
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courses. Along with these courses, students can take Global Career courses whenever they find it
necessary to prepare for their future job.

Stage 2: Determining Acceptable Evidence of Learning

To construct a competence-based curriculum, we adopted the updated version of CEFR (Council
of Europe, 2018). The CEFR helps students understand each course’s goals and objectives clearly so
that the “descriptions of the outcomes or targets students should be able to reach in different
domains of curriculum content, including language learning, and are generally specified in very
general terms” (Richards, 2013, p. 25). The CEFR perfectly matches our underlying belief that our
students are seen as social agents who can “mobilise their competences, including both
communicative language competences [i.e., linguistic, sociolinguistic, and pragmatic competence]
and more general competences [i.e., declarative knowledge and sociocultural and intercultural
competences; skills and know-how; existential competence, demonstrating openness; learning to
learn], and adopt strategies” (North, Angelova, Jarosz, & Rossner, 2018, p. 31).

The use of the CEFR is also beneficial for constructive alignment in which teaching methods and
assessment tasks are closely aligned to the learning activities assumed in the intended outcomes. In
a constructively aligned curriculum, teachers set up a learning environment that supports the
activities appropriate to achieving the desired outcomes, which students construct meaning through
relevant activities (Biggs, 2014). The CEFR could be usefully implemented as “a source of guidance
and benchmarks for language teaching, language learning, and language assessment” (North et al.,
2018, p. 67).

To make the whole curriculum coherent and integrated, we set the target CEFR level in each
course. In so doing, all persons involved—students, instructors, and faculty staff—refer to commonly
defined levels of proficiency, which facilitate the transfer from one class to another (North et al.,
2018, p. 6) and from CLIL courses to EMI courses in the university’s entire program. The use of the
CEFR is advantageous as a ‘common pedagogic metalanguage’ to help solve teachers’ isolation in
different courses and different departments.

To explain how we create a constructively aligned syllabus, let us take ‘Introduction to Global
Studies A (Humanities)’ as an example. The target level of this course is geared toward CEFR lower
B2 level. This course was designed as a mediated course bridging from more language-led (.e.,
Mandatory and Global Communication) courses to more content-led (CLIL Seminars and EMI)
courses (Figure 4).

The course aims to develop academic language proficiency through learning academic content
in English. It also aims for students to acquire essential language skills to comprehend academic
lectures. More specifically, the objectives of the course are for students to 1) understand a structured
lecture and take notes on major points; 2) understand and use most of the target specialist vocabulary
and academic vocabulary necessary to understand each lecture; 3) present their ideas, pose
questions, further develop other people’s views and opinions in discussions and presentations; 4)
compare and contrast various sources, classify information into different categories, and create
timelines/tables; 5) apply knowledge of the target academic field and make connections to their own
and other cultures in discussions and presentations; 6) show cooperative teamwork in discussion and
presentation.

Using the CEFR descriptors as a guide, the assessment’s shared framework, a rubric, was
created for assessing the learners’ presentation skills (Figure 5). Rubrics are used as an assessment
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tool to evaluate student’s learning performance and explains whether their performance matches the
description in the rubric. Simultaneously, the criteria indicate students’ intended learning outcomes
by the end of the course. Knowing their intended outcomes make it easier for students to set clear
goals and objectives and support student self-evaluation. Graves (2008) reported that “[flor
assessment to be integrated into classroom practice, it needs to be part of the learning experience in
ways that enable learners to see their progress and achievement” (p. 174).

The framework of the 4Cs (Content, Communication, Cognition, and Culture/Community) is
reflected within the rubric for each criterion. To assess ‘content,” students need to show they have
learned a particular topic within the target academic field. ‘Communication’ demonstrates students’
communicative competence via the means of presentation. ‘Critical thinking” shows their higher-
order critical thinking skills (i.e., general and metacognitive competence) to analyze and evaluate the
main issues presented. ‘Connections’ states their intercultural competence to connect with their own

their ideas using
effective

their ideas using
effective

their ideas using
effective

clearly in most
parts using

their ideas
clearly using

experience or situations in their home country and other countries. ‘Teamwork’ work shows
cooperative teamwork during poster presentations.
None 0 Poor 1 Fair 2 Good 3 Superior 4
Content Showed no Showed Somewhat Mostly showed  Showed they
understanding of minimum showed they they have have learned
the major points understanding of have learned learned and and understood
in the target the major points and understood understood the the major points
academic field.  in the target the major points major points in  in the target
academic field.  in the target the target academic field.
academic field.  academic field.
Communication No Minimum Somewhat Demonstrated  Fully
demonstration of demonstration of demonstrated their ideas demonstrated

vocabulary and  vocabulary and vocabulary and  effective effective
presentation presentation presentation vocabulary and  vocabulary and
techniques. techniques. techniques. presentation presentation
techniques. techniques.
Critical thinking Didn’t Demonstrated =~ Somewhat Demonstrated =~ Demonstrated
(analyzed and demonstrate any minimum critical demonstrated critical thinking outstanding
evaluated the main  critical thinking. thinking. critical thinking. in most parts. critical thinking.
issues)
Connections Didn’t Rarely Demonstrated  Demonstrated  Demonstrated
(associated issues or demonstrate any demonstrated some connections in  connections to
situations in connections. connections. connections. most issues. all issues.
students’ home
country and/or
other country)
Teamwork Showed no Showed Demonstrated  Demonstrated = Showed
teamwork. minimum teamwork in teamwork in cooperative
teamwork. some part of the most part of the teamwork
presentation. presentation. throughout the
presentation.

Figure 5. Example of group-presentation rubric
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Stage 3: Planning Learning Experiences and Instruction

As presented thus far, we designed our curriculum based on the action-oriented approach to
developing autonomous, interculturally competent agents by promoting their linguistic and cultural
diversity. In the action-oriented philosophy, “learning takes place in a context and evolves through
the participants’ interaction and participation in that context” (Richards, 2013, p. 19). It is underlined
by the belief that learning is a non-linear process and emerges by participating in meaningful
activities that are part of the classroom’s dynamic system (van Lier, 2007).

Each lesson was designed to accomplish tasks while learning a specific field’s content. Pair and
group work are frequently used to negotiate and complete their tasks to develop general competences.
In action-oriented tasks, students are no longer passive recipients but actors and agents, “since they
take ownership of what needs to be done to reach the goal and what they have at their disposal to
build on” (Piccard & North, 2019, p. 139). In the example course, students will learn the note-taking
strategies to record a lecture’s major points and use the content to engage in group discussions using
critical thinking skills to understand and analyze each lecture’s content. After each content
introduction, students will deliver presentations related to the topic covered in class.

As suggested by the course schedule (Figure 6) as well as the rubric (Figure 5), the course’s
syllabus is content-based, task-based, process-oriented, and skills-based. The syllabus is primarily
content-based because it is designed on the basis of Humanitiesrelated content—Psychology,
Intercultural Communication, Sociology, and Linguistics. The syllabus can be regarded as task-based
because action-oriented tasks are designed in individual lessons and the entire syllabus. At the same
time, it can be regarded as process-oriented because it is based on the principle that “classroom
activities are not the means that result in the learning of language; rather, language is the means for
accomplishing classroom activities” (Graves, 2008, p. 160). In each class, students pool their language

Content ‘ Academic skills
1 Introuduction to the course
. . Effective vocabulary learning strategies: Introducing
2 T ) 1 . .
rips to become academically successfu New Academic Word List
How to take notes effectively 1: Findi j int
3 Psycology: The stages and symptoms of culture shock owto .a. © notes etiectively {nding major pownts
and outlining

4 Psychology: The secrets and becoming mentally What is critical thinking?

strong

Intercultural communication: How miscommunication .
5 What makes a good presentation?

happens
6 1% group project
7  Sociology: Why gender equality is good for everone | How to take notes effectively 2: Using symbols
8 Linguistics: Do animals have language? How to take notes effectively 3: Using abbreviations
9 Linguistics: The secrets of learning a new language | How to take notes effectively 4: Summarizing

Linguistics: F fecti 1 .. . .
10 1ngu}st1cs actors affecting second language Explaining and creating visuals

learining

11 2" group project

12 Preparing for the final project Creating PPT slides

13 Final individual project

14 Wrap-up

Figure 6. Sample course schedule for Introduction to Global Studies A (Humanities)
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ability to engage in meaningful interactive group tasks such as creating and presenting a poster
presentation. Finally, the syllabus involves skills-based elements because each course introduces
academic skills such as note-taking and presentation skills to deepen their understanding of class
content. In these multiple methods, “language becomes the means not only for carrying out tasks or
using skills but for learning new content” (Graves, 2008, p. 161).

Conclusion

We presented the ongoing development process of our CLIL curriculum at Rikkyo University
from theoretical and methodological perspectives. In a contemporary society characterized by
complexity, it is vital to develop students’ competences with action. By taking the action-oriented
approach, we designed the new English curriculum at the university where students in various
majors develop their competences throughout their study period; students are viewed as social
agents, and situated actions are prioritized in a classroom. From the methodological perspective, we
adopted the backward design approach—starting with a description of learning outcomes, followed
by decisions on methodology and syllabus development.

In designing the overall curriculum, we followed the three stages proposed by Wiggins and
McTighes (2005)—identifying the desired results, determining acceptable evidence of learning, and
planning learning experiences and instruction. On the basis of the results obtained from interviews
with faculty professors, we constructed the CLIL framework that includes Global Communication,
Global Studies, and Global Career.

To set each course’s goals and objectives and make teaching and assessment constructively
aligned, we adopted the updated version of CEFR (Council of Europe, 2018). Using the CEFR
descriptors as a guide, the rubric was created for assessing students’ activities in the example course.
Each lesson was designed to accomplish tasks while learning a specific field’s content to engage
students in language-using experiences as social agents. Pair and group work are used to negotiate
and complete their tasks.

Throughout this paper, we described our curriculum development process in depth, which, we
believe, will be valuable information for language-teaching professionals aiming to adopt the
backward design approach for their curriculum development and also those who wish to design their
syllabuses by using the CEFR standards. It should be emphasized, however, that we are still halfway
through the entire curriculum development process; pilot courses, including ‘Introduction to Global
Studies,” will soon be conducted as a significant step for starting the proposed new curriculum.

We will revise the curriculum by using feedback obtained from the pilot teaching. As succinctly
argued by North et al. (2018), “a curriculum or syllabuses, as a document, does not have a life of its
own. Unless and until it is enacted in teaching and learning experiences, there is no curriculum” (p.
8).” Therefore, the curriculum will be shaped and developed through the co-adaptive and evolving
relationship between the instructor, learners, and subject matter (Graves, 2008). In other words,
designing, planning, enacting, and evaluating should all interact and contribute to curriculum
development.
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[Research Brief]

Student Perception of Asynchronous Semi-Anonymous Peer
Feedback Efficacy in Online EFL Presentation Classes

Alex Blumenstock & Michael Peragine

Abstract
The goal of this study is to determine whether Japanese university students believed asynchronous semi-anonymous
peer feedback helped them improve their presentation skills in an online English as a Foreign Language (EFL)
presentation class. Previous studies regarding peer evaluation in EFL contexts rarely focus on oral presentations, and,
to our knowledge, none focus specifically on students’ experiences in an online presentation course. In this study,
students of a lower-intermediate level presentation course at a Japanese university were regularly assigned peer
groups and guided to provide scaffolded feedback using an anonymous online peer-evaluation system. At the
conclusion of the course, opinions of the implemented feedback methods were collected via a survey that included
both Likert-type questions and open-ended questions. The results indicate that students had a generally favorable
perception of asynchronous semi-anonymous peer feedback in an online context. In conjunction with teacher and self-
evaluations, implementing such peer evaluations may motivate an improved awareness of presentation skills as well

as meaningful peer interactions. However, further studies should be conducted to refine best practices.

Keywords: peer feedback, peer review, oral presentation, online, asynchronous

Introduction

Peer review is an area of research that has gained traction in the field of L2 education, particularly
with regard to student writing. Tsui and Ng (2000) explored a wide range of benefits to peer feedback
such as an enhanced sense of audience, raised awareness through the reading of peers’ writing,
collaborative learning, and a fostered sense of ownership of students’ work—all of which may not be
achieved through the comments of one’s teacher. Despite numerous studies regarding the effects of
peer evaluations in L2 writing courses, far less research has been conducted on its potential benefits
in contexts related to oral communication.

While peer groups may be able to accurately assess one another’s writing with the aid of a well-
structured and level-appropriate checklist, there may be discrepancies with regard to feedback
quality when it comes to oral communication. In studies of the effectiveness of self-, peer-, and
teacher assessment on oral presentations, Nejad & Mahfoodh (2019) found a strong correlation
between peer- and teacher-ratings, whereas Saito (2000) reported a high level of consistency between
peer- and self-ratings. However, Shimura (2006) highlighted the role of L2 proficiency on peer
feedback, finding that assessments by upper-intermediate students most closely resembled the
instructor’s, while all proficiency levels correlated highly with regard to eye contact and gestures.
Despite variations found in different levels and contexts, research seems to indicate that students
respond positively to peer feedback on presentations (Nakamura, 2002; Nejad & Mahfoodh, 2019;
Saito, 2000).

When classes shifted online due the COVID-19 pandemic, not only was there a stronger need to
employ an online peer feedback system, but such a system could have some advantages over face-to-
face peer evaluation. Hosack (2003) posited that L2 learners found it difficult to suggest revisions
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that may appear critical of a peer’s work whereas anonymous feedback helped relieve anxiety about
the possibility of hurt feelings. In a related study at the same Japanese university, students took part
in both face-to-face and anonymous peer feedback but reported less concern about making critical
comments; however, female students overwhelmingly preferred anonymous feedback, suggesting
that even gender may affect the efficacy of peer evaluation (Coomber & Silver 2010). Furthermore,
the findings of Lu & Bol (2007) demonstrated that anonymous peers performed better on writing
performance tasks and provided more critical feedback than those participating in identifiable peer
review. Thus, the increased privacy of anonymous feedback may empower students who hesitate to
provide necessary constructive criticism. Furthermore, asynchronous feedback can be easily
collected, collated, and returned in a streamlined fashion, thus complementing teacher feedback and
students’ self-reflection.

After ensuring our asynchronous peer feedback system was as easy to understand and use as
possible, we considered our implementation in terms of anonymity, peer groupings, and improving
peer feedback quality. From the perspective of learning outcomes, the aims of this project were as
follows:

1. Increase awareness of target presentation skills.

2. Motivate students to improve target presentation skills.

3. Increase student engagement in peers’ performances.

4. Increase opportunities for meaningful presenter-audience interactions.

Method

This survey was conducted at a Japanese university on three freshman-level English Presentation
classes of lower intermediate proficiency (within the range of 280-479 combined TOEIC Listening &
Reading scores). These classes were conducted online via Zoom due to COVID-19 response policies.
Students met for one 100-minute lesson each week over the course of a 12-week semester. Roughly
every other week, students gave prepared presentations on various topics. The aim of this compulsory
course was to improve presentation skills such as organizing presentations, supporting arguments
with evidence, using visual aids, and improving both verbal and non-verbal skills such as intonation,
gestures, and eye contact.

Before each presentation, students were assigned three peers and were instructed to pay close
attention to their presentations, with the intention of giving asynchronous feedback at the end of the
round of presentations. After the presentations concluded, students engaged in selfreflection
activities in addition to providing feedback to their peers via Google Forms. The peer feedback was
divided into two components: guided questions for their assigned peers and awards voting for all of
their classmates.

The guided questions, which were called “T'A.G. Feedback” (Tell, Ask, and Give), instructed
students to respond to each of their three peers individually—to tell their peers something positive
about their presentations, ask a question about their peers’ presentations, and give advice on how to
improve their next presentation. In each category, the students were provided with sentence stems
to assist them in providing specific feedback to their peers (see Appendix A).

The voting component asked students to select the “smoothest” presentation, the “most
interesting” presentation, and the presentation with the “most effective” slides. These categories

” «

roughly correlate to the rubric’s categories of “physical elements,” “content,” and “visuals.” The

winners of each category were announced in the following class, along with a brief explanation from
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the teacher about what made each presentation successful in its respective category. After students
submitted their peer feedback, the data was collated and returned anonumously via individualized
documents for presenters to review (see Appendix B).

The authors’ feedback systems were nearly the same, but there were some notable variations.
Regarding peer grouping, both assigned three peers. However, teacher B included a mid-semester
group presentation and asked students to provide T.A.G. feedback for each of the five groups. The
“Ask” feedback questions were then used to practice Q&A skills. In addition, in the second half of the
course, teacher B required students to directly ask at least two questions, which negated the need for
“Ask” feedback. Therefore, students were required to provide “Tell” and “Give” feedback to all
classmates on days they had not been assigned to present.

Following the final lesson, students were asked to complete a survey via Google Forms about
the feedback they received throughout the course. The first ten questions (see Table 1) asked the
extent to which students agreed or disagreed with the statements using a four-point Likert-type scale.
The survey concluded with the following two open-ended questions: (1) What did you like about the
peer feedback system? (E7 7 4 — FXw 7 « AT LDUFE 7 & 2 A1 T35 ?) and (2) How
could the peer feedback system be improved? (£ 9 TUIE T 7 4 —FNXv 7 « AT LDBEDR
WHDIZ B EEWETN?).

Results & Discussion

Student responses to Likert-type survey items are presented in Table 1 below.

Table 1
Student responses to Likert-type items on the survey (N=38)
No. Item M SD
The peer feedback system was easy to understand. €7 7 4 — F Ny 7 « Y A7 L3030 D
1 3.63  0.67
LTl
The peer feedback system was easy to use. E7 7 4 — F 2Ny 7 « ¥ 25 LIEfHL T h5
2 " 3.53 0.76
3 When I gave my classmates feedback, I tried my best to give them helpful advice. 7 7 A X — 347 056
FD7 4 =Ny 7ERTIRIE, BEICRDLEIRT ENAL 22T 5 LI ILdT 7, ' '
4 I always read the feedback from my classmates. 27 7 ARX A S5 D7 4 — KNy 7% 305 08
oA THER L T e, ' '
5 The feedback from my classmates helped me improve my presentation skills. 7 7 A X — k 2> 337 079

5D7 4 =Ky 73, 7VLEYT =Y a v AXLzRLEIEEDIHLoT,

The awards (for smoothest presentation, most interesting presentation, and best slides)
6 motivated me to try my best. %7 7 — F(IRH AL —A LT LX¥ v F—va v, mOEEE 342 083
WL Y T—vay, RAL AL F)BHLHT, HESI L0IKFFb Ik T,

7 lliked the peer feedback system. €7 7 4 — FXy 7 « ¥ AT AR Ao Tz, 324 0.75
I improved my presentation skills this semester. &, 7Ly T = a v ZAF LA

8 . 3.74 0.6
ELZZEES,
I always read the feedback from my teacher. #IZZHI2 5 D 7 4 — F Ny 7 25 A CTHEZR L

g A 366 075

The feedback from my teacher helped me improve my presentation skills. &#fili2»& @D 7 4 —
RNy 713, 7Ly T—yavyA¥LeR LI ERo7,

Note: 1= strongly disagree, 2 = disagree, 3 = agree, 4 = strongly agree

10 3.71 0.61
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Students reported having positive feelings about the presentation course overall, indicating
strong agreement (M= 3.74[0.6]) with the statement that they improved their presentation skills in
the course. Regarding the peer feedback system, students indicated strong agreement that the
system was easy to understand (M= 3.63[0.67]) and easy to use (M= 3.53[0.76]).

Survey results also indicated strong agreement that they tried to give each other helpful
feedback (M= 3.47[0.56]) and received helpful feedback (M= 3.37[0.79]), suggesting that students
were engaged and took their social responsibility to provide feedback seriously. However, students
indicated only moderate agreement that they always read the feedback from their classmates (M=
3.05[0.8]), suggesting that presenter-audience interactions could be improved, perhaps by
incorporating the reading of peer feedback into in-class assignments or self-reflection activities. In
contrast, students indicated strong agreement that they always read the feedback from their teacher
(M= 3.66[0.75]). Likewise, participants indicated that teacher feedback was more helpful (M=
3.71[0.61]) than peer feedback (M= 3.37[0.79]), which would seem to support Tsui and Ng’s (2002)
assertion that L2 students favor the feedback of instructors over peers. Despite this, one respondent
wrote, “I understand that other people concentrate [on] my presentation,” emphasizing the impact of
what Tsui and Ng (2000) described as an enhanced sense of audience. Students know that those who
lack the motivation to pay attention will now be tasked with listening carefully to their ideas, which in
turn compels speakers to improve their performance. However, it remains unclear whether this
sentiment is applicable to the student-selected awards as participants did not elaborate on this aspect
of peer-feedback despite strong agreement indicating such awards had increased motivation (M=
3.42[0.83]).

Semi-Anonymous Feedback

Although students knew who their peers were, our system made it difficult to identify which
member of their peer group made a particular comment. In addition to the constraints of online
classes, our decision to partially anonymize peer feedback was motivated by research indicating 1.2
students tend to feel less hesitant about providing critical feedback anonymously (Hosack, 2003; Lu
& Bol, 2007). Overall, our survey results support this notion. One student wrote:

I'm happy to know what I did well in my presentation, but more importantly, because it’s

anonymous, I can ask people to point out exactly what I'm lacking and what I need to improve

on, and conversely, I can honestly tell them what other people did well and give them advice. (H

TDTVEYDRDPO TR EDHE L WTTY, ZnPL ki, BEATHLZELH-

T, HOORY 2w RiPBCE B E L m 2 NHEICHER L TH 569 23 TE. KNICHAD 5

DT DR -7 E TAHRT FNA AEREILA DL TEET, )

Two more students echoed this preference for anonymity, noting that they were happy to receive
“candid” or “objective” opinions. In addition, another student wrote, “I think it would be better if I
could use chat, etc.” (F+* v bR EPHEZLS LD X725 L), Although less anonymous
than our system, using a chat function would still provide increased privacy over direct face-to-face or
video communication, as students wouldn’t see each others’ faces or reactions. Thus, some anonymity
appears to increase students’ comfort with giving and receiving peer feedback.

Peer-group Size

In attempting to strike a balance between over- and under-utilizing students’ attentive resources,

149



NEFEHEZEY v —F L § 2% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 2)

we decided to use peer groups typically of four students in our peer-feedback process, with three
peers for each presenter. Student reaction to peer-group size was mixed. Many expressed that they
were happy to receive the attention of their peers, but a student in Teacher A’s class seemed to prefer
larger peer groups: “I would prefer that the number of people giving feedback be more than three”
(74 —=FXNv 7 2BTANDANEE ZADSHPT).

However, as teacher B’s final presentations required students to provide feedback for up to ten
peers, students had differing opinions about peer-group size, with one student saying, “Reduce the
number of people who write” (F { A¥t%Z K S 77). Conversely, another student acknowledged the
challenge but seemed to find it worthwhile:

It may increase the workload for both of us, but I felt that I could develop my skills better if I

could get feedback from as many people as possible. (A \ICEHIIZTL EFI» D LN

A, TELRETFHLSDADPSG 74—y 208366258, X hzafidds k)il

FL%)

In future iterations of this feedback system, it may be worth reconsidering the size of peer groups, as
some prefer feedback from more peers while others might find it too taxing or unnecessary.

Guided Feedback (Tell, Ask, and Give)

When responding to peers, students were given guidelines in terms of the kind of feedback to
provide, along with sentence stems (see Appendix A). The aim of this guided feedback was to
simplify the process by providing points of focus for students while also enhancing the overall quality
of comments. Many students agreed that the prompts were helpful. One student wrote that “I can get
specific advice on how to improve my presentation skills” (H 7D 7L XY 7= a v DAF L% |
3 BRI T FNA ZAZ2HBZ ENTE S EZA). Two others commented on the structured
nature of the T.A.G. system by saying, “topics were still set, so I can advice classmate easily” and “the
questions were clear, and I was able to write my impressions more smoothly compared to tasks that
just ask for a reaction” (ERI2SHME T, BAHZ 2 HUVE L D A L — X1 TE 7). However, other
students were more critical, saying, “I would like to get more specific advices” and “let me write more
freely” (b-o L HHICES ZEZEDOS5NS X 9129 3). This would indicate that perhaps it
needed to be explicitly stated that the sentence stems were a guideline rather than a requirement,
which might provide guard rails for students with less confidence while liberating some students able
to express themselves more freely.

Conclusion

In face-to-face classes as well as online classes, peer review can be a valuable tool for helping
students reflect on their achievement of course objectives. As L2 students often lack confidence in
their own ability and may therefore hesitate to provide direct criticism, asynchronous peer feedback
may be preferable—even in face-to-face contexts, as students have time to independently reflect on
their peers’ performances. In addition, curriculum-oriented sentence stems can support students in
giving meaningful and specific feedback, though some students may prefer to write more freely. Yet
on the whole, participants in this survey generally reported both providing and receiving helpful peer
feedback, suggesting overall approval of the system.

One downside of asynchronous feedback is that it needs to be read and applied after it is
received. Although most students reported that they read their peers’ feedback, some reported that
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they did not. In addition, although students’ perceptions are that the feedback helped them improve,
whether the peer feedback actually impacted future performances is a question for further research.
In a relevant study discussing Japanese university students enrolled in a similar presentation course,
Shimura (2006) suggested that the proficiency of learners may impact their ability to provide accurate
and meaningful peer feedback. Indeed, variations among groups of learners may occur for any
number of reasons, so it may be difficult to draw broad conclusions about the efficacy of peer
feedback in terms of improving language or presentation skills.

While the survey would seem to indicate marked support for the system of feedback used in this
study, it cannot be overstated that peer feedback in isolation is not a silver bullet for increasing
students’ motivation to improve. Peer feedback can be valuable for obtaining a direct response from
one’s audience. However, teacher feedback, peer feedback, and student self-reflection should be seen
as complementary, as each yields a different perspective of the presentation and has the capacity to
assist students in improving different aspects of their presentation abilities.

However, while most literature about peer review focuses on writing, it is important to do more
research on peer feedback as it relates to oral tasks such as presentation. Another needed direction
of research is to further explore the relative values, strengths, and weaknesses of peer, self, and
teacher evaluations and how they can better complement each other.
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Appendix A

Question items on the peer feedback form completed by students via Google Forms after
presentations.

Section 1 — TAG (tell/ask/give) feedback:

1. TELL something you like about your classmate’s presentation (i.e. The best part of your
presentation was...because... / One thing you did really well was...because... / I'm really impressed
with...because...)

2. ASK something about your classmate’s presentation (i.e. Wh-...? / I wanted to know more about...
/ One thing that was not clear to me was... / What did you mean by...?)

3. GIVE a suggestion for improvement (i.e. To make your presentation better, I would suggest... /
You need more/less...because... / Your presentations will be higher quality if you...)

Section 2 — Awards:
1. Whose presentation was the smoothest? (i.e. appeared confident, good delivery, natural intonation,
etc.)

2. Whose presentation was the most interesting? (i.e. you learned something new or surprising)

3. Whose slides were the most effective? (i.e. made the presentation more enjoyable or easier to
follow)
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Appendix B

Example of peer feedback as received by a presenter via Google Drive document.

TELL
The best part of your presentation was explaining because it is simple and clear to understand.

The best part of your presentation was speaking speed because it was easy to understand.
It’s a place I want to go, so it was fun to listen to.

ASK
I wanted to know more about attractions.

I wanted to know more about character.
Do you live in Osaka?

GIVE
To make your presentation better, I would suggest emphasizing.

You need more inflection of words.

I want you to speak a little more slowly.

153



NEFEHEZEY v —F L § 2% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 2)

[ Research Brief]

Error and Mistake Correction
in the English Language Classroom

John Paul White

Abstract

This paper compares the mistake and error correction of three classes of Intermediate English language students
enrolled in Rikkyo University’s English Discussion Class, 2019. It begins by explaining the distinguishing
characteristics between errors and mistakes before outlining the aims of the English Discussion course and its focus
on fluency. The paper then describes a study that was conducted to determine which type of feedback led to the
greatest improvement in terms of grammatical accuracy among the students. Each of these classes received feedback
in a different way with Class 1 receiving feedback on their fluency, Class 2 receiving feedback on their fluency and
accuracy, and Class 3 receiving feedback on their fluency, accuracy, and additional grammar instruction from the
teacher. The paper concludes with a comparison between the classes and makes suggestions that would help students

to improve their grammatical accuracy without having a detrimental effect on their risk-taking or fluency development.

Keywords: error correction, mistake correction, self-correction, accuracy, fluency

Introduction

Errors and Mistakes

Coskun (2010) stated that “there are many definitions of error made so far and there seems to
be no consensus on a single definition” (p. 1). Therefore, for the benefit of this paper, the author shall
define what he considers to be an ‘error’ and a ‘mistake.” An error is when a student is unaware of
what is generally considered accurate in the target language. It represents a gap in the student’s
knowledge as they simply do not know the correct form of a sentence or how to say something
accurately in the target language. However, a mistake is made when a student flouts what is
considered accurate by native speakers either by accident, forgetfulness, or a lack of caring. This
implies that they have studied the intended form previously but have neglected to use it accurately in
the moment. Therefore, once a student has been taught a grammatical form in English, it becomes a
mistake if they repeat the same error again. This is important because it means that whenever a
student makes an error, it should be within the purview of the teacher to educate them as to the
accurate grammatical form of that utterance. Conversely, in instances when a student has made a
mistake, they should be encouraged to correct it themselves. It is this teacher’s belief that this
process helps to foster an awareness of students’ own language accuracy, correct their own mistakes
in the moment, and leads to a higher level of proficiency in the target language.

As it is not always possible to know whether it is an error or mistake that has been made, the
approach to correction should be the same. For instance, student utterances should be written on the
whiteboard verbatim to be reviewed as a class after an activity has concluded. This allows every
student to participate in correcting erroneous utterances and gain a better understanding of the
habitual nature of any errors they make. Using this method, the students can focus on developing
their speaking skills before reflecting upon the accuracy of their statements once the activity has
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drawn to a close.

Accuracy and Fluency

The English Discussion Class is a compulsory course for all freshmen students at Rikkyo
University that aims to develop students’ fluency skills. Class sizes are limited to between seven and
eight students and divided between four levels (Shelesh, 2020). The course makes use of discussion
and communication skills that allow students to assume either the role of a Listener who elicits
information from others or a Speaker who shares information (Centre for English Discussion Class,
2017). For example, in Lesson 2 — Opinions, the Listeners can use phrases to ask for opinions while
the Speakers use phrases to respond. The course textbook also contains communication skills that
feature periodically and encourage students to clarify, confirm, paraphrase, and negotiate meaning
(Nakatani, 2010) whenever there is a breakdown in communication.

A key tenet of the course is to develop the students’ fluency skills (Schmidt, 1992) through a
series of discussion or fluency-based activities (Hurling, 2012). In particular, each lesson begins with
a reduced version of Maurice’s 4/3/2 Fluency activity (1983) that was later popularised (Nation,
1989) to help students focus on developing their fluency skills without worrying about accuracy.
Maurice originally explained that this activity was intentionally “designed to help intermediate and
advanced learners to speak more fluently in the target language.” (p.429). Therefore, the grammatical
architecture of the English language is not the focus of the course, and error correction is only
provided in situations that could impede comprehension. It is this teacher’s view, however, that both
fluency and accuracy are not mutually exclusive. There is room for the development for both, and it
is important for students to retain some level of accuracy to avoid the fossilisation of mistakes
(Richards and Schmidt, 1985) or potentially misinterpreting what someone else has said.

To explore this idea, let’s consider an example from a lesson in which a group of students were
discussing petty crime. In this lesson, one student exclaimed “I had umbrella stolen,” meaning that
he had, at some point in his life, been the victim of an umbrella theft. However, as his classmates were
not familiar with the passive form of causative have (Leech, Cruickshank, and Ivani¢, 1989) and the
lack of a possessive pronoun or an agent, they assumed he was using the present perfect tense and
misinterpreted his utterance to mean that he had stolen the umbrella himself. In their eyes, he was
the perpetrator of a crime rather than the victim, which was the complete opposite of his intended
meaning. This resulted in a comedy of errors, with them yelling “That is terrible!” in admonishment
and him agreeing with them. It was only through teacher intervention and the demonstration of how
to confirm and clarify that both parties were able to realise their mistake.

After the discussion was over, the students were invited to compare the sentences “I have stolen
an umbrella” and “I had an umbrella stolen” to discuss the difference between the two. The students
were then shown some other examples of causative have in the passive form and practised making a
few examples of their own (e.g. “I had my nails painted”). The teacher also noticed that the students
began to use this form in later lessons when discussing things that they had had done for them by
others. An example being a student mentioning that they had had their hair cut at a salon.

This misunderstanding was one of the reasons that the author became interested in the
relationship between form and function within the English Discussion Class and whether a healthy
balance between the two could be reached. It could be argued that the students should have checked
understanding and negotiated meaning themselves, however, believing that they had accurately
understood one another they felt no cause to do so, and the discussion moved on regardless.
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Discussion

The Study

Over the course of a 14-week semester, the erroneous utterances of three intermediate-level
discussion classes were written verbatim in a teaching journal using a reflection-in-action approach
(Murphy, 2014). Each utterance was written beside the name of the interlocutor in order to track the
habitual mistakes and errors of both the students individually and each class as a whole.

In doing this, it was clear that there were a lot of common errors and mistakes between members
of each class, and these errors were the same between all three classes. The most common mistakes
appeared to be subject verb agreement (SVA), comparative adjectives (CompAdj), and word choice
(WordChoi). Within the journal, a shorthand note was written next to the students’ names for quick
and easy review at the start of each lesson. It also made it easier to see how often an individual
repeated these mistakes and whether they showed any improvement after receiving feedback or
instruction. A sample of some of these mistakes is shown below:

Class 1 Class 2 Class 3
“Old people is good at shogi.” “Children is better to talk to “My friends is also at
SVA “I think summer festivals is than adults.” university.”
important to celebrate.” “Children is so foolish so I like |“They already has some
talking to children.” presentation skills.”
“We can make our body more | “Sapporo is more colder than “I think children is more
stronger.” Tokyo so I want to go.” interesting, more better to talk
CompAdj “The recommendation system is | “I think the class in cram school |to.”
more better.” is more good.” “Children is more cuter than old
“Talking to family is more people so I like talking with
better.” them.”
“How do you think about this “How do you think?” “Sometimes talking to old
WordChoi question?” “Old people often claim me, so I | people makes me feel boring
“What kind of music you usually | don’t like it.” when they talk for too long.”
hear?” “I study Germany.”

If the students were to receive no feedback on the accuracy of these statements, it could be assumed
that they would make no improvement and these errors could potentially become fossilised (Richards
and Schmidt, 1985). To explore the relationship between accuracy, feedback, and improvement, the
classes received feedback in three different ways:

Class 1 |Received no feedback on accuracy

Class 2 | Received feedback on accuracy without grammar instruction

Class 3 | Received feedback on accuracy with grammar instruction

As indicated, Class 1 received no feedback on the accuracy of their English. They only received
actionable feedback relating to the discussion and communication skills of the course. The only time
that errors were addressed and corrected was when they hindered meaning or caused some type of
communication problem. By contrast, Classes 2 and 3 were given feedback on the accuracy of their
English, however, Class 3 was given additional grammar instruction to help them remember
grammatical points or rules. This was always done briefly and in the most simple and memorable way
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possible. For example, after making repeated mistakes with comparative adjectives, the teacher
wrote this on the whiteboard:

2 syllables or less

-er

3 gyllables or more = more -

After a brief explanation, the teacher ran a substitution drill to help the students practise conjugating
adjectives depending on how many syllables the adjective had. For example:

T: “Cold.”

S1: “Colder”

T:  “Interesting”

S2: “More interesting.”

Irregular forms were practised once the students had become familiar with the grammar rule and
their conjugations became consistently accurate. The irregular adjectives were ‘good, bad’ and
‘boring.” Class 3 was the only class to receive this additional type of feedback and instruction as it is
not usual to introduce or correct grammar in the English Discussion Class.

Feedback

According to Shute (2007), feedback can be praise, verification of accuracy, or an explanation of
a correct answer. There are various types of feedback, and they can be administered either
immediately or delayed until an activity is over. Narasaki’s (2016) research into student perception of
feedback within the English Discussion Class revealed that the majority of participants preferred to
receive feedback after discussions. Therefore, the feedback in this study was always delayed. This
helped to encourage students to correct their own mistakes and avoid any student from feeling
singled out if corrected on the spot. It also meant that everyone could benefit from the same
actionable feedback and implement it in later activities.

The process of correcting the utterances for Classes 2 and 3 involved first writing them on the
whiteboard before having students volunteer to correct them after their discussions had ended. Any
student was welcome to correct the utterances, but the teacher also made sure to ask for a new
volunteer each time. To help facilitate this process and highlight habitual errors, utterances were
grouped by form (e.g. SVA) and limited to a maximum of three so as not to overwhelm the students.
This was to show students that these errors were reoccurring and that they could correct them
themselves when speaking.

Self-Correction

Early in the semester, the students of all classes were shown how to correct their own mistakes.
This was done with a simple poster and demonstration from the teacher. The students were told that
whenever they noticed that they had made a mistake, they should say “Actually...” and then correct
it themselves. The poster looked like this:
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ACTUALLY
+

[CORRECTION]

The students of all classes immediately began using this adverb to preface any correction that they
made, which helped them to sound more natural and fluent.

Results of the Trial

By the end of the semester, it was clear that Class 1 displayed the highest degree of habitual
errors and the fewest instances of self-correction. By contrast, Class 2 displayed a reduced degree of
repeating mistakes but the highest degree of self-correction. Finally, Class 3 made the fewest
mistakes in later lessons and had the lowest degree of self-correction, which suggests they had fewer
mistakes to correct and therefore self-correction was not necessary.

In a similar study, Vickers (2006) stated that ‘explicit self-correction seems to be effective in
terms of gains in grammatical accuracy’ (p.9). Although, Vickers referred to the accuracy of writing,
a similar conclusion can be drawn from the results of this study. Class 3 received additional feedback
on form and as a result showed the most improvement. They also succeeded just as well as the other
classes in terms of fluency. As students are not graded on their accuracy in this course, there was no
pressure for them to be more accurate other than a willingness to learn.

Additionally, a member of Class 3 made an interesting self-correction in a later lesson. Earlier in
the semester, he had asked ‘How do you think?’ to a classmate during an activity. However, after
being taught that this does not sound natural he corrected this same mistake in a later class by
saying “How do you think? ...Ah! What do you think? How about you?” This self-correction perhaps
reveals that because the phrases ‘How about you? What about you?’ and “‘What do you think?’ are all
similar, they became jumbled in the student’s mind as he tried to recall them. Initially when the
student had first made this mistake and not understood why it was inaccurate, the teacher
demonstrated the difference by having him ask each question in succession. The teacher replied “I
think it is good” to “‘What’s your opinion?” and “I use my brain” to “How do you think?”

Conclusion

From this investigation, it is clear that Class 3 showed the greatest improvement in terms of
accuracy and that this can be attributed to them receiving additional feedback relating to grammatical
form. This feedback and focus had no perceivable effect on their fluency, confidence, risk-taking, or
performance as they accomplished just as much as the other classes by the end of the semester. This
focus on accuracy meant that by the end of the semester, they no longer made any of the habitual
errors that they had at the start while Classes 1 and 2 still displayed some of these mistakes during
longer activities.

In the future, it would be interesting to repeat this study with a larger sample of students, a few
more control groups, and to structure activities to focus on form (Long, 1991, as cited in Kita, 2019)
through grammar-based activities, example dialogues, or grammar skeletons. As the course textbook
remains largely the same each semester, it would be easy to predict which grammar points students
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might make mistakes with and prepare accordingly. For example, as a pattern of mistakes could be
seen throughout all classes for Lesson 2, a grammar scaffold, an explanation, or a simple reminder of
how to use auxiliary verbs with count/non-count nouns accurately (e.g. “Children are better to talk
to0.”) could be introduced at some point during the lesson.

The teacher-fronted feedback (Narasaki, 2016) certainly helped the students of Class 3 to
understand the grammatical points. However, this feedback could also be accomplished in a more
self-reflective way by preselecting sentences that sound similar but can lead to confusion like “What
do you think?” and “How do you think?” or the catalyst for this study, “I had an umbrella stolen” vs.
“I have stolen an umbrella.”
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[ Research Brief]

Un ejemplo del uso de canciones en la clase de E/LE
para los japoneses.!

Junko Matsumoto y Leidy Cotrina Cayo

Resumen

En Japon, se cree que el espaiiol es una lengua extranjera que requiere menos esfuerzo de aprendizaje por lo que, en
la ensefianza de E/LE, no se ha prestado mucha atencion a las competencias fonético-fonolégicas. Debido a esta falsa
creencia y a la reducida cantidad de horas de estudio de la lengua en el sistema universitario, muchos profesores de
E/LE se encuentran con estudiantes que carecen de una buena pronunciacion a pesar de haber estudiado espaiiol
durante mucho tiempo. Por lo tanto, hay que senalar la conveniencia de determinadas actividades didacticas en clase
para mejorar la pronunciacion de nuestros estudiantes. En este articulo, en primer lugar, se analizara la situacion
actual de la ensenanza de la fonética de E/LE en Japdn; y, en segundo, se hablara sobre la utilidad del empleo de
canciones con el fin de que los estudiantes mejoren su pronunciacion, proponiendo una metodologia tutil, motivadora
y divertida.

Palabras claves: pronunciacion, pedagogia fonética, espaiiol, lengua extranjera, japonés

Introduccion

Desde hace décadas en el campo de E/LE (espafiol como lengua extranjera) se reconoce lo positivo
del empleo de canciones en el aula. Hay varios estudios que lo confirman. Son Gil Toresano (2001),
Martinez Sallés (2002), Poch (2004), Abio (2010), Balmaseda Maestu (2011), Monreal Azcarate
(2011), Paz Doce y Barros Lorenzo (2011), Bravo (2015), etc.

Este articulo se centrard en el dmbito fonético, es decir, el uso de canciones en la pedagogia del
espaiiol para japoneses. Vamos a proponer algunas actividades didacticas con una cancién de ejemplo
y a desarrollar argumentos partiendo de los tres puntos siguientes: ensefnar el ritmo, no alargar la
silaba ténica ni poner el acento en la silaba atona.

Necesidad de trabajar con canciones en el aula con estudiantes japoneses

Segun Martinez Sallés (2002), la musica puede crear en el aula un ambiente ludico, seguro y relajado
que permita a los estudiantes desinhibirse, adquirir confianza y, gracias a ello, conocerse lo suficiente
entre ellos como para perder el miedo a equivocarse al hablar en publico. También, la musica en
clase ayuda a cohesionar el grupo y a crear sefias de identidad comun, lo que, por supuesto, motiva
a los alumnos a la hora de aprender el idioma.

Los profesores de espanol en Japén nos encontramos a menudo con estudiantes que, después de
haber estudiado E/LE al menos un afio, no pueden comunicarse bien y carecen de una buena
pronunciacion. En general, los estudiantes son «timidos» y a algunos no les gusta hacer practicas de
conversacion en espanol entre ellos porque sienten vergiienza. Asimismo, hay que tener en cuenta

1 Este articulo muestra los resultados parciales presentados por las autoras el 18 de abril de 2021 en SakurELE 2021 (Primer
Encuentro de Experiencias Practicas en la Ensenanza de ELE) celebrado en el Instituto Cervantes de Tokio. Los resultados se
han reelaborado ampliando y profundizando en el tema.
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las condiciones del programa de estudio de una segunda lengua extranjera. En las universidades,
generalmente, se imparten una o dos clases de lengua extranjera a la semana, durante dos semestres.
Eso hace un total de unas 30 clases lectivas de 90 o 100 minutos por semestre. Por ultimo, conviene
recordar que no existe ningtin espacio ni situacion, en el dia a dia de los estudiantes, en los que
puedan usar la lengua de forma real.

Frente al reto de vencer este serio dilema, creemos que es necesario aprovechar los aspectos
positivos de usar canciones en el aula: por un lado, para ganar un espacio adicional de practica y
familiaridad con la lengua meta; y, por otro, para enriquecer los contenidos de clase de forma
entretenida, motivada y, sobre todo, productiva desde el punto de vista del aprendizaje de la lengua.

Importancia de la ensefianza de la pronunciacion

Los estudiantes japoneses afirman que existe el mito de la similitud entre los sistemas fonéticos de
espanol y japonés?. A causa de esto, se subestiman las dificultades a las que se enfrentan para adquirir
una pronunciacion adecuada. Cabe recalcar que muchas veces dichas dificultades no se conocen,
puesto que el docente asume que, de entrada, el estudiante japonés es reservado y no tiene
oportunidad de escucharlo hablar mucho en clase. No obstante, cuando el docente genera un
ambiente de confianza, es posible que los estudiantes comenten sus dificultades, pidan consejos y
manifiesten su descontento, con la intencion de superar dichos obstaculos (Cotrina Cayo, 2018).
En las aulas de E/LE, desde niveles iniciales, se presta mas atencion a la gramatica y a otros aspectos
de la lengua, dejando de lado el trabajo de pronunciacion. No obstante, el Plan curricular del Instituto
Cervantes (2006) se refiere al estudiante asi:

Cuanto mds se aproxime su acento al modelo nativo, mayor serd el grado de aceptacion social —y

admiracion encubierta— con que cuente, en tanto que una pronunciacion claramente deficiente le

supondrd una gran traba en su vida profesional y en sus relaciones personales (p. 163).
Conocer la descripcion de las caracteristicas fonéticas y sus combinaciones no es suficiente, sino que
hace falta hacer hincapié en el funcionamiento del sistema acentual junto con la entonacién, ya que el
estudiante debe conocer tanto la parte descriptiva de los sonidos de la lengua que aprende, como las
caracteristicas que implica el idioma que estudia. Asimismo, el profesor debe conseguir que el uso
que haga de la entonacion se acerque lo maximo posible al de los hablantes nativos. Desde la
perspectiva comunicativa, también se sefala la importancia de la pronunciacion en PCIC (2006), de
la siguiente forma:

La calidad de la pronunciacion viene determinada no solo por el dominio global que el alumno

demuestre de los rasgos suprasegmentales, sino también por la medida en que es capaz de servirse

con éxito de ellos adaptandolos a las diversas situaciones comunicativas en las que se halle (p. 167).

Pronunciacién del espaiiol por los japoneses

No obstante lo anterior, no es exagerado afirmar que, hasta ahora, no hay apenas investigaciones
sobre la pronunciacion del espanol en estudiantes japoneses de E/LE. Probablemente se deba a que
el espaiiol y el japonés son lenguas que tienen el mismo sistema vocalico, pues ambas tienen cinco
vocales (a, e, i, 0, u) y se asume la falsa creencia de que es facil de aprender. Por eso no se le ha dado
mucha importancia a este ambito, a excepcion de la /u/, que en espaiol es redondeada como la /o/,
mientras que en el japonés la vocal [o] es la tnica redondeada. Por dicha razén, Hara (1990) sefala

2 Véase la seccidn siguiente: Pronunciacion de espaiiol por los japoneses.
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un fenémeno interesante en la pronunciacion de los estudiantes japoneses de E/LE en los que
aparece el ensordecimiento propio del dialecto de Tokio. Por ejemplo, se pronuncia «sperro» en vez
de «su perro»; se pronuncia «articlo» en vez de «articulo»; y se pronuncia «particlar» en vez de
«particular». Hasta el momento, contamos con esta tunica aportacion, que a nuestro parecer es
insuficiente, la cual senala que los japoneses deben estar atentos a la pronunciacién de [u] espanola
para no utilizar [w] japonesa en su lugar.

¢Qué se enseiia a los japoneses con las canciones en espaiiol?

Visto lo anterior, aparte de la pronunciacion de [u] espafiola, ¢qué se debe ensenar a los japoneses?
Historicamente, en el japonés, solo se usaba la estructura de la silaba (C)V (consonante y vocal). Por
haber tomado préstamos del chino y de otras lenguas extranjeras, el japonés actual acepta silabas
cerradas como VC y CVC aunque su nimero sea muy limitado. En cualquier caso, sin importar si la
silaba es abierta o cerrada en japonés se expresa con una letra japonesa llamada mora (Kubozono,
1998). En las canciones japonesas, una mora suele coincidir con una nota musical mientras que, en
espaiiol, una silaba coincide con una nota musical. Por ello, hay diferencia entre sus canciones.

A continuacion, presentamos algunos ejemplos de la cancién de «Draemon no Uta» para poder
reconocer la diferencia de sistemas silabicos de ambas lenguas. La Figura 1 muestra como se canta
en japonés. La letra « F (do) » coincide con la nota musical la, la «7 (ra) » con la s, la «Z (e) » con la
fa, la «% (mo) » con la mi, la «A (n) » con la 7e. La Figura 2 es la version en espaiiol. Conviene que
nos demos cuenta de que las diferencias entre la lengua materna y la que se aprende, en este caso la
mora en japonés y la silaba en espafiol, es sumamente importante. Ademas, con las canciones se
pueden poner en evidencia claramente dichas diferencias sin necesidad de mucha teoria, como el
profesor Kimura senalo en su presentacion en 2018°,

: ~3 M3— r~3 .
4 i = S & .
£ an WL E : : i:ii ot g N &
~ Y T I O v
r r 4 -0
B E Lz b Ao
do ra e mo n

do - ra e mon

Figura 2. «Doraemon no Uta» version espanola’

3 «Ensenanza de pronunciacion espanola con ayuda de canciones originales» en el LXIV Congreso de la Asociacion Japonesa de
Hispanistas celebrado en la Universidad Nanzan en octubre de 2018.

4 Todas las partituras mostradas en este articulo estan tomadas del programa Musescore.

5 Se puede escuchar la cancion en el siguiente link: https://www.youtube.com/watch?v=0h_2dmUTW6w.

6 Se puede escuchar la cancion en el siguiente link: https://www.youtube.com/watch?v=sA78a7w8y-Q.
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Un ejemplo: uso de la cancion «Paraiso» de Dvicio

En la presente seccidén, vamos a mostrar las ventajas de trabajar con una cancion como material
didactico con estudiantes japoneses y como hacerlo. Para ello, emplearemos la cancién «Paraiso» del
grupo Dvicio (https://www.youtube.com/watch?v=8HeEgdzDV3s).

Como usarla

Primero, enfocaremos la atencién en el ritmo. Con la canciéon «Paraiso» podemos ensefnar a los
japoneses el ritmo del espanol junto con el movimiento corporal, en este caso con palmas.

Para practicar el ritmo, es muy recomendable usar el anuncio de la cadena de comida rapida
McDonald’s que contiene un fragmento de la cancion. (https://www.youtube.com/
watch?v=mD760AKQYto). Esta version nos permite dar palmas al compas de la letra. En el aula,
podemos cantar la cancion varias veces viendo el video y dando palmas hasta que los estudiantes
sean capaces de cantarla de memoria, al menos la parte del estribillo.

Puntos importantes

1) Se dan palmas con una velocidad constante. Es importante saber qué silaba o qué vocal coincide
con cada palmada. En la Figura 3, se puede observar que las vocales en negrita y subrayadas
coinciden con las palmas. De esta manera, podemos ayudar a los estudiantes a adquirir el ritmo del
espaiol.

Mi para iso Es tu para iso

& & & & & & ©

el para iso No hay nada

En 2]
O O O & O O O

comg estar contigo

O O

Figura 3. Letras de cancion con palmas

2) Con la ayuda del ritmo y las palmadas los estudiantes podran captar el acento del espanol, ya que
los japoneses tienden a no intensificar, sino a alargar el sonido si tiene acento’. Segun Iribarren
(2005) en espanol cada silaba tiene una misma duracién, tenga acento o no. Por supuesto, en esta
cancion cada silaba no tiene la misma duracion, pero es util para practicar la pronunciacion de una
silaba tdnica sin alargarla.

3) Los japoneses tienden a poner el acento en las palabras atonas. Por ejemplo, el posesivo «tu» de
«tu paraiso» y el articulo definido «el» de «el paraiso» son atonas, pero muchos estudiantes acentian
estas palabras atonas por interferencia de la lengua materna. Viendo la partitura de la Figura 4, se
puede notar que en esta cancion las palabras atonas aparecen con las notas musicales mas bajas en
la melodia. Esto nos ayuda, sin mucha explicacion, a acondicionar a los estudiantes para que eviten
acentuar las palabras atonas.

7 Aunque puede darse la tendencia de alargar las silabas tonicas en la pronunciaciéon de los japoneses, Matsumoto (2020)
concluyd que no era preferible.
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Figura 4. Letras de cancion con la melodia

Recapitulando, la cancion «Paraiso» del grupo Dvicio tiene abundantes posibilidades de trabajar la
fonética y la fonologia de forma directa con nuestros estudiantes japoneses. En un primer momento,
los estudiantes tienen que escuchar la cancién y, después, cantarla siguiendo las instrucciones del
profesor o ver el video. De esta manera, las actividades didacticas con esta cancion nos daran muy
buenos resultados. Lo importante es dar instrucciones claras para que los estudiantes puedan
entender y focalizar la atencion en la acentuacion.

Es importante elegir bien la cancion. No es facil encontrar una como «Paraiso», que tenga claramente
una melodia conforme a la regla de la pronunciacion de espaiiol, aunque haya otras canciones en las
que alarga una atona por su melodia que son utiles y divertidas para trabajar en el aula. Aunque no
se ha mencionado en este articulo, la cancién «Paraiso» tiene muchas mas posibilidades de
aprovechamiento en el aula, por ejemplo, se puede usar para fomentar el conocimiento de la cultura
o preparar ejercicios gramaticales a partir de su letra. No obstante, se puede encontrar canciones
adecuadas a las actividades que se planteen en clase y es una labor muy estimulante en el trabajo
previo de los profesores. De hecho, es imprescindible preparar una cancion apropiada para lo que
queremos ensefar.

Conclusion

Al estudiar una lengua extranjera, se tiende al principio a identificar los sonidos en funcion de la
lengua materna. La labor del docente es senalar las diferencias y similitudes que hay entre la lengua
materna y la segunda lengua, ya desde niveles iniciales. Al respecto, Poch (2004) sefiala que: «No es
posible lanzarse a realizar los sonidos de la lengua extranjera si no se sabe, en primer lugar,
distinguirlos auditivamente en funcion del sistema perceptivo...» (p. 761). En este sentido, el empleo
de la musica y la muestra explicita de la partitura para la discriminacion de la acentuacion llevada a
la practica permiten que los estudiantes japoneses adquieran una correcta pronunciaciéon de forma
intuitiva. Por consiguiente, esperamos que esta propuesta abra posibilidades provechosas en la
pedagogia fonética para los estudiantes japoneses de E/LE.
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[ Research Brief]

Maintaining Discourse Competence in a Synchronous Online
Discussion Board Activity

Justin Rooks

Abstract

Moving to an online environment as a result of the Coronavirus pandemic necessitated a careful consideration about
how the aims of a language course could be maintained despite the disruption to regular classes. This paper outlines
how a synchronous online discussion board activity was used to maintain and develop the discourse competence of
English language students at a university in Tokyo. It offers a three-point definition of discourse, explains why
discourse competence is crucial to the development of a second language learner’s ability, and analyzes an extract
from an online discussion to find evidence of whether students were able to demonstrate a sound understanding of
discourse. Finally, there is a brief description of how students perceived the activity and a conclusion that points to

potential areas of further study.

Keywords: Discourse, Discourse Competence, Discussion board, Synchronous,

Discussion

Developing a strong understanding of how language is used in context is essential for becoming
proficient in a second language. Almost everything we say is intended for a receiver, so when we
speak, we are conveying messages that serve a purpose connected to the context in which the
utterance is made. This elaboration of language use is one way to define the concept of discourse,
though it does in fact carry a wide range of meanings related to a large number of academic fields.
Thornbury was right to point out that the concept is “slippery” as it eludes neat definition and
embraces a wide range of linguistic and social phenomena (Thornbury, 2010). Here, discourse will be
understood in three key ways: as connected language, as language in use, and as language as a social
practice. Each one of these concepts will be used to consider student language use and to assess
more generally what can be considered their discourse competence. Discourse competence should be
a familiar area of research in second language learning as it is part of a suite of competences that
combine to make up a second language learner’s overall communicative competence. Communicative
competence, developed by Hymes (1972) and elaborated by others (Canale, 1983; Celce-Mucia, 2007)
describes a person’s knowledge of when something is not only formally possible in a language but
when it is also feasible, appropriate, and done in specific speech communities (Richards & Schmidyt,
2002). Language use is made up of so much more than grammatical rules, and it follows conventions
and patterns that are essential to understanding actual instances of language used in specific
situations and contexts. According to Hymes “there are rules of use without which the rules of
grammar would be useless (1972), and this position has been taken up in the field of second language
learning and acquisition ever since. Communicative competence and its pedagogical corollary
Communicative Language Teaching are central tenets in most modern teaching philosophies. In
addition, it has been argued (Celce-Mucia, 2007) that discourse is itself central to any understanding
of communicative competence, and this centrality makes it all the more important when considering
what should be taught in second language classes and the methods used therein.
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When we consider discourse as a series of connected utterances, we rely on the concepts of
textual coherence and cohesive devices. Halliday and Hasan (1976) suggested that spoken and
written passages that connected to form a unified whole should be considered a text — a unit of
language above the level of the sentence. They analyzed how one utterance in a discussion, for
example, connected to previous and subsequent utterances to create a unified and connected unit.
There are a number of formal elements that make it possible for sentences to connect and form a
complete text. These include lexical and grammatical similarities and repetition, reference
expressions that create chains of reference throughout a text, as well as conjunctions that explicitly
draw attention to the type of relationship between two statements. These formal elements allow for
the interpretation of certain elements that are dependent on other elements for their meaning
(Flowerdew, 2013). In addition to such formal elements, connections can be created when each
participant in a discussion makes utterances that are contextually suitable and appropriate. This
principle of cooperation was first expounded by Grice (1975) and helps us to understand how
language use is so often coherent in terms of manner, relevance, quality, and quantity. Helping a
second language learner to develop this understanding of language use is essential if they are to
become adept at using the language in a variety of situations. Moreover, they will need to understand
that there is more to producing and understanding language than producing and receiving a series of
grammatically correct sentences.

Discourse also relates to the way speakers use a language, the purpose, intention, and function
of the utterances that they make. This approach to understanding discourse, and language generally,
was made popular by theorists like J.L. Austin (1962) and John Searle (1969). They recognized that
there are discernible functions below the formal layer of language that enact and achieve pragmatic
goals. People do things with language — they invite and offer, negotiate and assess, clarify and agree,
among many other things — and expect the receiver to respond accordingly and appropriately.
Invitations, for example, call for either an acceptance or a refusal and thus limit the amount of
possible or preferable responses that can be made. Speech acts and their possible pairs help us
understand how utterances can cohere even when there is an absence of formal markers. Formal
links are not always necessary if people are able to identify the underlying purpose and function of an
utterance and respond accordingly in terms of the context in which the utterance is made (Cook,
1989). When form diverges from function, however, or when speakers use indirect speech, second
language learners can experience difficulties, as they may not be as adept at determining the function
of an utterance without explicit formal clues (Cook, 1989). It therefore becomes important to develop
their understanding of language and raise their awareness in terms of its pragmatic nature and
possibilities. Focusing on functional language items in the classroom and giving students an
opportunity to use and understand them therefore becomes a profitable experience. Discourse is
mutually constructed and negotiated by its participants, and second language learners will not be
able to participate equally without a certain level of discourse competence.

The third form of discourse is concerned with language as social practice, as Thornbury (2010)
described it, and suggests that social practices are encoded in language. Gee (1999) has further
expounded this understanding of discourse by suggesting that the function of language is to scaffold
the performance of social activities and a person’s affiliation within cultures and social groups. For
second language learners, this involves expressing their identity and a sense of belonging through
their use of the second language, as well as the ability to identify and respond to the cultural norms
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of the language community into which they have entered. Discourse can reflect an array of different
identities clustered around concepts like gender, age, and class, to name but a few, and how society
has constructed the relationships between these different groups of people (O’Sullivan, Hartley,
Saunders, & Fiske, 1983). Language use therefore does more than perform certain acts like
invitations and suggestions. It enacts a person’s identity and their willingness — or lack thereof - to
belong to certain groups and communities. Furthermore, the unit of meaning most commonly
associated with discourse, the text, is intertextual as it is related to and reflects the nature of other
examples of the same genre of communication. Usually, these are shaped by specific rules and
standards that can be culturally specific. A student’s use of language can therefore reflect their
acceptance of and conformity to dominant social rules and norms. This is an area that can sometimes
cause problems for second language learners as they may lack the culturally specific background
knowledge needed to use language and discourse appropriately (Flowerdew, 2013). This can be
nurtured in the classroom, however, with appropriate instruction and practice, and along with the
other aspects of discourse competence, should be an important teaching goal in any language course.

Context

All first-year students at Rikkyo University are required to complete a set of compulsory English
classes, including one that is focused on English Discussion. In these discussion classes students are
introduced to a variety of contemporary topics and a suite of discussion and communication skills
that facilitate their ability to talk about these topics. As the classes are small, comprising of around
ten students, there is ample opportunity for each student to learn, practice, and use the skills and
improve their discourse competence. The course emphasis the importance of co-constructing the
discussion, which means they must be sensitive to how their utterances connect to those of the other
students to form a unified text. They develop an understanding of language in use as the items
introduced each week are constantly related to the function that they perform. Finally, as each class
comprises freshman students, many of whom have never met each other before class, the students
find themselves in a position to engage in a variety of social practices: they can establish relationships,
enact values of good discursive behavior, and express not only their ideas, but a sense of their
identity. The course is especially valuable to Japanese speakers of English who often begin the course
lacking not only in discourse competence but communicative competence more generally. Despite
the general move towards a more communicative approach to language learning and teaching, many
Japanese students have continued to experience being taught English at the level of the sentence and
have focused on grammatical competence as well as reading and writing ability as a measure of their
overall linguistic proficiency (Kikuchi, 2006). It is therefore a valuable experience that fosters the
students’ ability to become more complete language learners with a better understanding of what
language is and how it is used.

At least, this was the case until a decision was made to move all discussion classes online as a
consequence of the Coronavirus pandemic starting in 2020. It therefore became important to think
about how students at Rikkyo could continue to gain exposure to this valuable language input while
studying from home. It was decided that classes would be conducted at least partially via Zoom, and
that in doing so, students would still be given a considerable opportunity to engage in the kind of
speaking activities that promoted their discourse competence - albeit on a screen rather than face to
face. However, part of the lesson was to be conducted using online resources other than Zoom, and
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this led to the activity discussed in this paper. The following is an explication of an activity that was
developed on the discussion board feature of Blackboard. It is important to note that this was the
third iteration of the activity, as previous versions of the activity had been less successful in developing
the students discourse competence. Furthermore, it should also be noted that the activity represented
here focuses on the experience of students in the Level I and Level II cohort at Rikkyo. It is beyond
the purview of this research brief to elaborate the problems encountered in earlier versions of the
activity and the experience of students less proficient than the ones mentioned here.

Online Discussion Board Activity

The discussion board activity attempted to replicate the actual in-class discussion activity in an
online environment. Obviously, this presented a number of challenges: the participants were
communicating via a computer rather than communicating face to face, and there is an obvious
difference in typing and writing messages instead of speaking. Nevertheless, it was thought that they
could discuss topics in real time with each other via the discussion board. Each group did the activity
either before or after their 40-minute Zoom lesson, so it either acted as a preparation for the Zoom
class or as a post-lesson extension. In terms of preparation, the students were given ten minutes to
think about a topic question on their own and complete a pre-discussion activity in the textbook. They
were then told to enter a group thread and discuss the topic together for about thirty minutes. The
target language and the topic were the same in both parts of the lesson. Each group consisted of two
or three students, as this gave each student a greater opportunity to co-create the discussion by
increasing the number of interactions they were able to make. Furthermore, it enabled them to use
the lesson’s discussion skills more often and thus promote their acquisition of some useful functional
language. The overall aim of the activity was to promote their discourse competence. The following
is a typical exchange between three members of a Level 1 class.

Excerpt from Discussion Board: Week 10 University students and social media

How does social media affect these areas of a student’s life?
Social life and hobbies

Studying

Family life and relaxing

1. A. How do you guys think social media affect our social life?

2. B. I think by using social media, we can connect with people who have same hobbies.

3. A. That is true. It is easy to look for people who have the same hobbies by using social
media, such as Instagram.

4. C. Right. Thanks to social media, we can share our ideas and what we like more easily,
and then we can make friends all over the world!

5. C. Social media has allowed us to do anything online, like we can take classes through ZOOM

and we can buy outfits online. What do you think?

6. B. That is true! Without social media, stude can’t take classes in this situation, so it is
necessary for their lives.

7. A. I totally agree with you. As you said, from the perspective of people who buy clothes
online can be more usuful for those who do not like face to face communication.
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8. B. How about the affection to studies?
9. C. Some students (including me) sometimes distracted by social media. When using it
effectively, social media works well.

10. B. I agree with you. Social media annoys me when I'm studying, like the notifications
from line or Instagram.

11. A. T totally agree with you. As you said, notification distract students whatever
situation, and they feel stressed about it but they cannot avoid it because they
want to connected with other people.

Analysis

The students in this activity have clearly been able to co-create a good discussion in which they
respond to the topic question. Student A begins the discussion by first selecting a speaking point
(social media’s influence on social lives) and inviting the others to respond. Her use of ‘guys” as a
salutation suggests that the other students are fairly well known to her, and her word choice operates
phatically in terms of establishing the social group. This is an excellent representation of discourse
as social practice in which identities and communities are brought about through language use.
Student B takes the following turn with her response, and it is cohesive in two ways: she connects
formally to the theme by repeating the lexical item ‘social media’ and also offers an appropriate
response to the question. She has recognized that the function of the opening question is asking for
an opinion and responds accordingly by opening her contribution with “I think...”. Her use of the
term “we” also reinforces the fact that these students share a common experience and belong to the
same social group. Student C also responds to the question and her opening “Right” serves both to
indicate agreement with the previous statement as well as to pre-empt a discursive turn, which she
then proceeds to complete. This opening sequence establishes a good discursive base from which
the discussion can proceed, and even a short sequence like this suggests that these students have a
fairly high level of discourse competence.

In Line 5, however, we can see that Student C had previously responded to the question in Line
1, but her response had not been noticed at the time by the other participants. It was an issue with
the medium of communication though and not one that reflects poorly on the students. In fact,
Student B eventually takes up this new line of discussion. Her emphatic response “That is true!” even
acts to reassure Student C, whose question had gone unanswered by the group, that this was not an
instance of conversational implicature of the type articulated by Grice (1975) and that her question is
one that Student B wants to discuss. It revolves around their shared experience of using Zoom and
taking classes online because of the pandemic, and once again it hints at the fact that these students
share an experience and belong to the same community. Student A also responds to Students C’s
question and connects to it lexically by repeating the term “online” and adds to the theme by
comparing it to “face to face communication”. Face-to-face communication would be a familiar topic to
all these students as it is something they had discussed in two previous lessons. Drawing on their
shared knowledge, even implicitly, once again marks this discussion as being held by people with a
shared experience: students enrolled in a discussion class who communicate with each other online.

In terms of the target language that these students had been addressing in their discussion
course, there is evidence that this activity is giving them a good opportunity to repeatedly use a
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variety of functional items. In Line 7, Student A has combined a number of these into a single
utterance. “I totally agree with you” is a phrase she practiced in the second lesson of the course. “As
you said...
agreement by repeating what a previous speaker had said. Finally, by saying “from the perspective of

'y

comes from the sixth lesson in which students were encouraged to clearly mark

people who buy clothes online”, she is using a phrase from the previous lesson in which students
considered a variety of different points of view. She repeats most of this pattern in Line 11, which
suggests a level of comfort in using these discursive structures in her output. There are enough
examples in this excerpt to suggest that the activity was successful in providing students with the
opportunity to practice these functional items and to develop their discourse competence. Though
brief, this analysis demonstrates that these students have a high degree of discourse competence in
each of the three areas outlined previously and that the activity has provided them with an opportunity
to develop it further.

Student Survey

To learn whether these students found the activity useful, they were asked to complete a survey
(Appendix). Participants (n=41) were asked to indicate the extent to which they agreed or disagreed
with four statements regarding the activity and to respond to two open questions. For the first four
questions they indicated their responses on a five-point Likert scale in which 5 represents strongly
agree and 1 represents strongly disagree. Question one asked whether the activity was enjoyable,
and students responded favorably with 91.9% indicating that they either strongly agreed or agreed.
Enjoyment may not necessarily indicate an activity’s usefulness, but it helps students stay motivated
if they have a positive attitude toward it. The following two questions asked students directly whether
the activity was useful and whether it helped them to use the discussion skills. Again, there was a
strong endorsement of the activity’s efficacy with 87.4% reporting their strong agreement or
agreement for Question 2 and 76.8% reporting the same for Question 3. As this was the main aim of
the activity, it was important to receive a positive response. The fourth question focused on the
communication skills they had learned, and 67.9% said that the activity had helped them. For
Questions 5 and 6 in which students typed their responses to open questions about the advantages
and disadvantages of using the discussion board, a number of answers appeared numerous times.
The most common criticism was about the need to refresh the page in order to see any new responses
and the time lag between responses. The discussion board on Blackboard does not operate as
smoothly as other familiar chat applications, and students seemed to have felt this keenly. In terms of
advantages, one commonly reported answer was the ability to think more clearly about how to
articulate themselves. Again, this indicates how the discussion board activity is not as free flowing as
a face-to-face discussion. Overall, the results were very positive and suggest that the students felt it
was a good use of their class time.

Conclusion

This research brief has outlined three key features of discourse competence and reviewed how
that understanding was applied in the development of an online discussion board activity. The activity
was generally successful in helping students in the Level I and Level II cohort at Rikkyo University
to develop and consolidate their discourse competence. They could connect to each other’s
utterances, they demonstrated an understanding of the functional intention of language items, and
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were able to establish and maintain their discursive community. It would be rewarding to follow up
this initial investigation with a few other lines of inquiry. Specifically, it would be interesting to note
how lower-level students were able to manage this activity and to consider how it could be targeted
to their needs. It would also be worth investigating any shortcomings in the activity, such as the
reported technical concerns regarding Blackboard’s discussion board feature, and consider ways in
which the students’ experience could be improved. Finally, it would also be of interest to note how
the language used on the discussion board differed from the language used in the classroom. Spoken
and written discourses have their own characteristics, and this could be compared in a future study.
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Appendix - Student Survey

I would like to learn more about how you feel about using the discussion board for your classes. Your
answers are completely anonymous, so please feel free to be honest. Thank you very much for your
participation.

Strongly agree FEFIZZ I
Agree Z9 189

Neutral ELELTH RN
Disagree ZIo B
Strongly disagree 2L Z29 Bbiwy

1. I think using the Discussion Board for classes is enjoyable. fAlZ T 4+ A A v > a v KR — FZ#2E
THEIDIFE L EROET
Strongly agree Agree Neutral Disagree Strongly disagree
2.1 think using the Discussion Board for classes is useful. fAlZ 74 A4 v ¥ a ¥R — N Z#&ZFETH
9 DI D E W FE T,
Strongly agree Agree Neutral Disagree Strongly disagree
3. I think using the discussion board helped me use the discussion skills. 74 A4 v > a v HF—F
ZT 4 AB Yy > a v AXNEM) DKL,
Strongly agree Agree Neutral Disagree Strongly disagree
4. 1 think using the discussion board helped me use the communication skills. 74 A A v ¥ a ¥R
—FliFa3sa=r—2ayAXL2MHE) DT> 72,
Strongly agree Agree Neutral Disagree Strongly disagree
5. What are the disadvantages of using the Discussion Board?
F4 AHh v ayvR—FORH REH ST TH 2
6. What are the advantages of using the Discussion Board? 74 A4 v ¥ a ¥ R — F DA T
g 7?
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[ Research Brief]

Developing social presence in online classes:
a Japanese higher education context

Satchie Haga, Joshua Rappeneker

Abstract

This paper reports on research that explored two English as Foreign Language (EFL) teachers’ experiences
developing social presence in online learning at one private university in Tokyo, Japan. Qualitative data were collected
through teacher reflections and analyzed through the lens of the social presence model (Tu & Mclsaac, 2002) and
cultural dimension theories (Hall, 1976; Hofstede, 1980). The paper begins with a brief background on social presence
and cultural dimension theories. The teachers will then present their reports on their efforts to develop social
presence in their online activities within the dimensions of these models. Finally a discussion presents key themes on
how technology and pedagogical activities mediated social presence online in the Japanese context. The findings
suggest that technology and pedagogical activities expanded and mediated social presence, and that social presence
is reflexive to the frequency and depth of interaction. The theoretical implications result in a proposed modification to
the social presence model to reflect a reflexive relationship rather than the one way arrow that currently depicts the

relationship.

Keywords: EFL, higher education, Japan, online learning, social presence

Introduction

Social presence, “the ability of participants to identify with a group, communicate openly in a
trusting environment, and develop personal and affective relationships progressively by way of
projecting their individual personalities,” (Garrison, 2016, p. 25) is a critical component of effective
instructional design. With the rapid growth of the internet and emerging new online forms of
communication and learning, social presence is receiving increasing attention in education and
communication research and has been examined both qualitatively and quantitatively (See, e.g.,
Biocca et al., 2003; Oztok & Brett, 2011; Richardson et al., 2017). Research demonstrates its influence
on student participation (Mazzolini & Maddison, 2007; Swan & Shih, 2005; Tu & Mclsaac, 2002)
course satisfaction (Akyol & Garrison, 2008; Gunawardena & Zittle, 1997; Hostetter & Busch, 2006;
Swan & Shih, 2005) and both actual and perceived learning (Hostetter & Busch, 2006; Joksimovi¢ et
al., 2015).

Different students have different social preference strategies and needs (Lowenthal & Dunlap,
2018). Furthermore, research has demonstrated that perception of social presence and how it is
mediated through technology can have some cultural influence (Tu & Mclsaac, 2002). Although
there is some research that investigates cultural differences in the perception of social presence (e.g.
Lowry et al., 2010; Tu & Mclsaac, 2002) the vast majority of research investigating social presence is
conducted in Western educational contexts with white participants. Yet online education, and
computer mediated forms of intercultural communication are rapidly expanding globally, not only in
education but in all industries. As such, this research examines two teachers’ attempts at developing
social presence in a Japanese online context.
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Dimensions of Social Presence

Synthesizing the research on social presence in the online environment, Tu and Mclsaac (2002)
conceptualized a model consisting of two components of social presence (intimacy, and immediacy)
that can be broken down further into three dimensions (social context, online communication and
interactivity) (Figure 1). Intimacy refers to physical proximity (e.g. maintained eye contact, body
leading forward, etc.), while immediacy refers to the psychological proximity that can be
communicated both verbally and nonverbally (Tu & Mclsaac, 2002, p.134). This model suggests that
by improving the three central dimensions (interactivity, social context, and online communication),
intimacy and immediacy are enhanced, thus affecting social presence and consequently interaction.

Social Presence

Intimacy

Social
Context

>

Increase

Online
Communicatio

Immediacy

Figure 1. Dimensions of Social Presence
Note. Reproduced from Tu and Mclsaac (2002, p.132)

Interactivity refers to the types of activities, communication style, and the degree of interaction
(Tu & Mclsaac, 2002). Immediacy is related to this dimension whereby faster and more frequent
feedback can positively influence student perceptions of teacher social presence (Bialowas & Steimel,
2019) . The way teachers and students communicate with each other can also affect social presence
(Oyarzun et al., 2018; Yildiz, 2009).

Social context consists of elements such as task orientation, topics, social relationships, and
social processes. These elements have been found to influence the degree of social presence. For
instance, the more public and focused on a task communication is, the more social presence will
decrease (Tu & Mclsaac, 2002, p.134).

Online communication refers to familiarity and comfort with the language and the attributes of
communication online. When students receive training and are familiar with online communication
there is an increased degree of social presence (Tu & Mclsaac, 2002). Also, typing speed or concerns
about how to communicate, or the process of receiving information can affect their social presence
(Tu, 2002).

Cultural Dimensions

Hofstede’s (1980; 2010) cultural dimensions theory and Hall’s (1976) intercultural communications
framework, two models widely used in extensive research across many different fields, describe
aspects of intercultural communication (Hofstede et al., 2010; Kirkman et al., 2006; Kittler et al.,
2011). Although there is some overlap in the concepts, they describe a spectrum of dimensions
across cultures. Japanese are placed on the high end of the dimensions with the characteristics in
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Table 1 and Table 2.

Table 1
Hofstede’s Cultural Dimensions

Dimension High (Japan)

Power Distance -degree to which hierarchies exist and are Hierarchies
accepted

Uncertainty Avoidance — degree of tolerance/avoidance of risk  Risk intolerant

Group vs Individual Orientation Collectivism — group harmony,
non-competitiveness prioritized

Restraint vs Indulgence Restraint
Note. Adapted from Hoftede et al. (2010) to include dimensions focused within this study.

Table 2
Intercultural communication dimensions
Factors High (Japan)
Context Covert indirect messages
Non verbal codes
Reaction held

Strong in and out group distinction
Time High commitment

Monochronic (single task orientation)
Space Private space large
Note. Adapted from Hall and Hall (1990).

Teacher Reports

This section reports on how two teachers develop online teaching activities based on the
dimensions of social presence (Tu & Mclsaac, 2002) and culture (Hall, 1976; Hofstede, 1980)

Incorporation of Social Presence Dimensions

1. Online communication - familiarity and comfort with using technology.
Teacher 1: Satchie Haga — assume no prior knowledge & step by step instructions

Every time I use a new technology or introduce a new task I assume students have no prior
knowledge. Not only do I walk them through the task/tool, and do it together, I also create an
example task or question that tests their ability to do it in class so I can answer any questions
immediately before they work on a real assignment. I also have students work together in groups in
breakout rooms so that they can help each other resolve their issues.

Teacher 2: Joshua Rappeneker — technology use through applied activities

In the first week of class in Advanced English (a twice a week course designed to develop
academic English skills in the first year of university) I create groups randomly, and assign them the
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task of creating a presentation within a single lesson. The theme is that they must explain a natural
phenomenon, such as magnetism or rainbows to an audience of elementary school children. The
requirements of the task mean that the students must learn to use Zoom to communicate, use shared
documents such as Google docs to work on their slides simultaneously, and must be able to exchange
information with each other via the chat function of Zoom, or via email.

In the second class the students give the presentations, and then other groups take turns asking
follow-up questions. This brief task allows students to experience and overcome most of the
technological hurdles that they will encounter during the semester, whilst working within a group.
Working in these groups also means that students have an incentive to use their cameras and
microphones as much as possible, which I deeply encourage. Unlike Satchie above, I do not model
the use of the tools, but rather leave the students to solve the issues themselves in their groups and
observe — only stepping in to help if the students are truly ‘stuck’.

2. Interactivity—degree of interaction.

Teacher 1: Satchie Haga — synchronous (real-time classes), frequency and depth of interaction

I make an effort to enhance immediacy through interactivity by conducting my classes on Zoom
synchronously (in real time) with about 75% of the time spent engaged in interactive activities in
breakout rooms. This allows students to quickly ask me questions either using the chat feature or
after class. Also, I want them to have a way to interact with each other whilst working on tasks,
including those that don’t require speaking, so I put them in breakout rooms in small groups where
they can work together with camera on or off. This way they can ask each other questions if they
need help or contact me using the help button and I will go to their room immediately.

I also noticed that classes such as debate or discussion with frequent interaction enabled more
opportunities and deeper exploration of ideas compared to classes such as eLearning where students
interacted only a few times. This limited opportunities to develop social presence and consequently
the depth of discussions remained superficial.

Teacher 2: Joshua Rappeneker — use of online discussion forums

Before the first class I have students write a brief self introduction on a ‘Getting to know you’
forum. I make sure they include photos of things that interest them, and then ask each other follow
up questions. Also, each week students write their answers to discussion questions on a shared class
forum, and they then reply to at least 3 other students (ideally those who have no replies yet). The
use of forums has the added benefit of ‘levelling the playfield’, so to speak. Whilst the more
extroverted and confident speakers tend to speak up more in Zoom sessions, forums (as an
asynchronous medium) allow students to compose and communicate their thoughts at their own
pace.
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3. Social context—task orientation to social topics, relationships, and processes.

Teacher 1: Satchie Haga — encourage student camera use, develop social relationships beyond the
classroom

In order to develop the social context 1 strongly encourage turning the camera on. I respect
students’ preferences to have the camera off if they do not feel comfortable, or have technical issues
that affect communication over video (e.g. poor wifi connection). However, I promote the social
benefits of using video (i.e. that it can make it easier and more comfortable for others to speak when
they can see your reaction). Prior to entering every breakout session, I remind them of the benefits
of turning on the camera. This results in the vast majority of students speaking with cameras on
during chat sessions. Like Joshua describes below I have small breakout rooms, however, I had not
considered students not feeling comfortable with only one partner, so I often had one-on-one rooms
as I wanted them to speak more deeply with each other. The time in one-on-one rooms is limited
usually to a maximum 5 minutes like in my face-to-face classroom tasks. After reading Joshua’s
report I realized that this might cause some anxiety for some students who may be partnered with
someone they are not comfortable with, and have since changed the instructions I provide to
students prior to entering the breakout rooms to include informing them of how long they will be in
the room for, and to remind them of the help button they can use to contact me if they would like
some assistance or feel anxious.

I also enhance the social context and reduce psychological distance by encouraging communication
outside of classes. In the first class I conduct a survey to see if they want a class LINE group. I find
that the vast majority of students want a LINE group, so I ask for a volunteer to set up a group. This
is a group I am not a member of, but a place where they can get in touch with each other if they have
concerns or questions outside of class, and participation is voluntary. Also I create social tasks at the
beginning of the course and during breaks where they can meet each other. These tasks are not
graded because the sole purpose is social where they meet each other to develop their social
relations. For example, I ask them to meet with 3 people in the class to interview them. I provide
them with similar interview questions used in a face-to-face class interview activity, however rather
than ask them to do it in class I ask them to arrange to meet in their own time so that they can talk
as long (or as short as they wanted). Although my classes are conducted in English I do not set
language requirements in these tasks so they can communicate freely in their preferred language.

Teacher 2: Joshua Rappeneker — small breakout rooms, microphones on, avoid one-on-one rooms, and
lighthearted atmosphere that encourages experimentation

In breakout rooms I always strongly suggest that the students keep their cameras and
microphones on. The reason for cameras is to maintain eye contact, or it’'s Zoom equivalent. I have
noticed that students are more readily able to maintain conversational rhythms when they can see
each other. The reason for microphones being on the entire time, if feasible, is that it allows for more
natural reactions in conversation, for example laughing, gasping, etc. It’'s been my experience that
this reduces the mechanical nature of Zoom discussions.

I also try to make sure to keep breakout rooms between three and four students if possible. I
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avoid one-on-one rooms for the most part, because unlike a classroom, in which students are aware
of the space and others around them, being in a one on one break out room can feel a little
claustrophobic. As I am unable to monitor all breakout rooms simultaneously, I think it’s safer to
make sure at least three students are in a single room. Conversely, rooms with more than four
students often end up with at least one student silent for the majority of discussions.

Drawing pictures together

Another small and somewhat silly activity I like to do in early classes is to screen share a
‘whiteboard’ via Zoom and during a short interval allow students to draw doodles on the board. It has
been my experience that students quickly warmup to the task, and feel somewhat relaxed afterwards.
It has the added benefit of teaching students how to annotate shared screens when working on
projects together.

Playing Werewolf

In the first few weeks of a class I try and play the social game “One Night Werewolf” via Zoom
at least a couple of times. The game is very simple — it involves secret roles and deception, and the
main purpose of the game is to discuss which of the players is potentially a werewolf. The first time I
play the game in class I explain the rules to the students, and then tell them that it’s okay to use
Japanese. Whilst the end purpose of the game is to practice English conversation, the secondary
purpose of playing is to create an entertaining atmosphere, and encourage social ties between the
students.

Incorporation of Cultural Dimensions

Teacher 1: Satchie Haga — collectivism, uncertainty avoidance, public and private space

In terms of the cultural dimensions, I noticed how Japanese students prefer to work in groups or
with a partner. This works well with establishing social presence as they are keen to know about each
other and interact together. However, it seems due to uncertainty avoidance, fear of losing face, and
fear of breaking harmony it may be difficult for them to make the first move to create a LINE group
or connect with others. Also I noticed public and private domains have different meanings for
Japanese whereby public space is an area where people can communicate to develop relationships,
but also there is a risk of losing face or breaking harmony in public forums (e.g. discussion boards,
or in front of the class).

As such, I use technology to negotiate public and private space, where I collect their “true”
opinion via anonymous forms or have them speak together in breakout rooms before revealing a
public opinion to the group. For example in the debate class I would have groups discuss together
their analysis of the debate they watched prior to revealing a public group decision about their
analysis. The objective of public social tasks (e.g. discussion boards on Blackboard) is to enhance
harmony with others (e.g. revealing similar interests).

I also noticed that online tools create public space that can be perceived as more concrete than

space created whilst speaking with someone in person. It seems that technology enables permanence
of video or text that can mediate communication. For instance, although some students appeared to
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be comfortable showing their face during video discussions, they were reluctant to be recorded. In
two of my classes I started the semester using FlipGrid, but I stopped using it when two students
asked me for alternatives for posting their video to the site. They did not mind posting videos to a
shared folder in Google Drive that only they and I would see, but did not want the video to be posted
where everyone in the class could see it. Even whilst working on written collaborative documents, I
noticed that students preferred to work in breakout rooms to discuss what suggestions they were
thinking of adding to the text rather than editing the document through the tracked changes features
outside of class.

Teacher 2: Joshua Rappeneker — restraint, collectivistic, public versus private space, & risk intolerance

Even more so than in a physical classroom, students appear reticent to answer questions posed
to the class on Zoom. Instead of singling students out who may not be comfortable answering a
question and thus potentially alienating the student, I first have the students break out into small
rooms and discuss their answers. Upon returning from the breakout rooms, I ask students first about
their group discussion, and only then about their own opinions.

For classes with a lot of group work, after the first couple of projects I have students answer a
form with two questions: ‘Who would you like to work with on the next project?’, and ‘Who would you
not like to work with on the next project”. The answers are kept secret. I then form the project
groups making sure everyone is in a group with at least one person they would like to work with, and
with no person they do not wish to work with. So far, I have not had an unsolvable combination of
likes and dislikes (although one student listed themselves as someone they would prefer not to work
with!) The reason I make sure to do this when teaching online is that the social cues that make
assigning groups that will work together well in person are much harder to pick up over Zoom.

Discussion

This section discusses key themes based on the findings explained above.

Technology and pedagogical activities expanded social presence and “public” space

Technology expanded social and public space by providing more locations to communicate (e.g.
discussion forums, recorded videos, collaborative online documents) and increased permanence, so
that it could be viewed over time (e.g. recordings or text based vs spoken comments). When
considered in terms of social presence this can expand opportunities to develop social relationships
through increased interaction regardless of physical location and time. However, expanding
opportunities to develop social presence also results in increased tensions in terms of private versus
public face whereby there may be concerns about future problems arising out of recorded text (e.g.
misunderstanding of peer review comments) or videos made today. Thus, pedagogical activities can
be used to expand social presence through technology. However, teachers should be cognizant that
although this expansion affords benefits, it can also increase opportunities for social tensions.

Technology and pedagogical activities mediated social presence and “public” space

Technology mediated social presence and public space both positively and negatively. Sound and
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physical distance between people online is different from when meeting someone in person. Teachers
noticed that students were more reticent to share their opinion openly in front of a class on zoom
than a class in person. When all sound is muted the speaker is spotlighted so that both in audio and
video they are on a more public display than if they are speaking from their seats and looking at the
teacher and responding to a question. Also, reactions are muted and technical issues affect
communication between people consequently affecting the psychological distance.

However, technology also enabled sharing opinions with reduced risk of losing public face
through collecting private opinions efficiently and anonymously through online forms and polls. As
such pedagogical activities that incorporate this negotiation of public and private space can enhance
social presence through encouraging more active anonymous participation. In addition, activities
spread out over time on online discussion forums appeared to enhance participation of students who
may be more reticent in speaking activities, and encouraged more depth to topics which required
more thought. As such, teachers should consider the social and psychological mediation that occurs
with the medium they choose to deliver the task.

The relationship of social presence and interaction is reflexive

This study confirms the relationship between social presence and interaction in the social
presence model (Figure 1) whereby increased social presence enhances interaction. In early online
classes students are reluctant to turn on the cameras, but after a couple of classes cameras are turned
on almost immediately when in the breakout rooms. In other words, increased social presence
affected willingness to communicate and trust, supporting previous research (e.g. Lowry et al,,
2010). However, this study found that the frequency and depth of interaction also affects social
presence. The quality and extent of interaction between students affected their trust and willingness
to communicate and thus social presence. As such, we suggest the following modification (Figure 2)
to the model where the arrow indicates a reflexive relationship rather than one way flow.

Social Presence

Intimacy

Social
Context

<>

Increase

Online
Communicatio

Immediacy

Figure 2. Proposed Modified Dimensions of Social Presence Model
Note. Our proposed modification to Tu & Mclsaac’s (2002) model.

Conclusion

This study found that technology and pedagogical practices expand social space and mediate
communication. Social presence was enhanced online not only through increasing interactions but
also by removing face threatening barriers. Teachers can mediate the “private” and “public” views of
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communication through the media through which they choose to deliver activities. As teachers we
may understand our position of authority in the classroom and require our students to participate in
activities (e.g. video recordings or technology use) that may have a strong pedagogical value,
however these activities can also encroach on students’ privacy. More research that explores how to
balance privacy, pedagogy, and social presence online is recommended. Also, this research
confirmed that social presence influences interaction, however we found that the frequency and
depth of interaction also influences social presence. More research on the recursive relationship
between interaction and social presence is recommended. Although this research is limited to the
impressions of two Western educated English teachers, the findings may have pedagogical
implications for those in similar contexts such as in other institutions in Japan, or other collectivist

cultures with high uncertainty avoidance and large private space, such as those in Asia and the
Middle East.
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Abstract

2020 School Year. In order to combat the spread of COVID-19, Rikkyo university held foreign language
classes online using Zoom throughout the year. For Chinese language classes, class instructors held two
classes per week for each class during the fall semester. Grades were determined by having students submit
both written and voice-recording assignments created each time by the Chinese Language Program. The
authors analyzed essays and other written assignments from the fall semester and investigated areas in
which student performance was lacking. Based on this discussion, we offer suggestions for how online
classes can be conducted more effectively.

Keywords: Online classes Chinese language Written assignments Poor achievement Effective
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[Book Review]

CLIL: Content and Language Integrated Learning.
Do Coyle, Philip Hood, and David Marsh. Cambridge University
Press, 2010. X + 173pp.

Kevin Thomas

This book aims to give the reader an overview of CLIL (Content and Language Integrated
Learning), its history, theoretical basis and practice. The first two chapters discuss the history of and
current trends in CLIL. The third chapter explores the theoretical underpinning of CLIL. Chapters
four to seven provide a guide to putting CLIL into practice, including curriculum design, selection,
creation of CLIL materials, evaluation, and assessment. Finally, chapter seven devotes itself to a
discussion of the possible future of CLIL. CLIL has increasingly been adopted by Japanese
universities, with content being taught in English with the expectation of language being learnt
during the process (Brown & Bradford, 2017). However, to the authors’ knowledge, instructors on
such courses are often not made explicitly aware that they are expected to teach CLIL and lack
knowledge of the theoretical basis for and principled practice of such courses. This could be a danger
as the unprepared teacher may overlook the importance of either the language or content element
when planning or teaching. This book could be of great value to curriculum designers and instructors
of any course in which content is taught in English as a second or foreign language, and increased
proficiency is expected as a result of the course in addition to content knowledge.

Chapters one and two define CLIL and explain why many higher education institutions have
decided to adopt it to a lesser or greater extent. CLIL is defined as a teaching and learning process
in which content provision and language learning are intertwined. Although greater focus may be
placed on one or the other at different times, both elements must always be present. It is described
as not a pedagogy in itself but as an approach that allows the course designer or teacher (provider)
to choose the best language supportive methodologies while delivering content in the desired second
or foreign language.

CLIL provision in English is argued to be attractive to university program designers as they
increasingly recognize the role of English in a globalized world, with English as a lingua franca. It has
been seen as a way of increasing students’ exposure to language in a context where time for explicit
language instruction is limited. Language educators, meanwhile, have been keen to employ it as
learning language. Content has been seen as aiding cognitive flexibility and encouraging language
retention. It has also been seen as increasing authenticity both in the method of language learning,
which moves away from grammar-based curriculum, and the authenticity of materials used in class.

Unit three shows how a wide range of theory can be seen to support CLIL provision. Arguably,
the most useful theoretical approaches that can be employed when deciding how to put CLIL into
practice are “The Language Triptych” and “The 4Cs framework”. The language triptych can be used
to aid selection of the language presented and activities used in class to enable students to tackle
content and retain language. One point on the triptych is language of learning, which refers to
language students requiring access to the meaning of content. Teachers instead of relying on
grammatical instructions should consider the functional and notional levels of difficulty demanded by
the content. The second point of the triptych is Language for learning, which is the language students
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will need to employ in the process of learning such as asking questions and debating. The third,
language through learning, focuses on how language retention can be encouraged through the
inclusion of interactive activities in which students meaningfully engage with content.

The 4Cs framework, which has been described as providing principled and effective guidance to
CLIL providers (MacGregor, 2016), uses the concepts of communication, content, cognition, and
context to help providers plan and put CLIL into practice. The 4Cs are used to guide teachers in their
interweaving of content and language provision and allow them to analyse whether there is a gap
between student’s language ability and the demands of content material selected.

Chapters four to seven concern themselves with putting CLIL theory into practice. Chapter 4
presents a six-stage toolkit that can be used when designing a CLIL curriculum. It includes things to
consider when selecting content and material, how to analyse materials for generic traits that learners
need to be aware of and the language and skills student will need to engage with the content. How
best to develop needed skills and language is outlined, asking the provider to consider whether this
is best done through example, tasks or explicit language instruction. It is often repeated that there is
no one way of teaching CLIL and that CLIL is a principled approach to integrating content and
language that can take many forms.

Chapter five gives guidance on the selection and possible adaptation of authentic materials to be
used in CLIL classes which is usually necessary due to the lack of available commercial material,
especially in Japan (Griffiths, 2019). It is advised to consider the suitability of materials from various
viewpoints considering any adaptions to be made and activities that will be needed to meet the
content input such as awareness-raising activities on either language or content. Chapters six and
seven are concerned with how to assess students and how to evaluate the course for future
improvements. How assessment should be weighted between content knowledge and language use
is discussed. Evaluation of the course is also framed in such terms, discussing how the different
strands of CLIL should be considered together when deciding how successful a course was.

The final chapter discusses the possible future of CLIL. As this book was first published over a
decade ago, some ideas might be out of date and superseded Do Coyle and Oliver Meyer’s Beyond
CLIL published in June 2021.

This book is thoroughly recommended for teachers who are attempting to teach content and
language at the same time, maybe unknowingly practising CLIL. The approach to detailed teaching
is flexible in the fact that it isn’t a pedagogy, allowing the teacher to put their teaching style into the
CLIL classroom. However, the guidelines provided will allow the teacher to supplement their teaching
style with principled and focused frameworks for effectively integrating content and language
provision.
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Abstract

This paper gives an overview of the history and current state of non-English foreign language education in
Japan. It also examines what it should look like in the future. It takes as its basis Plurilingualism, a
philosophy advocated by the Council of Europe. We will also take as our guide the theory of learners’
“Qualities and Abilities” proposed in the Courses of Study of MEXT. The future of foreign language
education in Japan should not be discussed in terms of individual languages such as English, German,
French etc., but should aim to develop plurilingual competence, intercultural understanding and citizenship
as a whole. What is important is the learners’ language and learning awareness. These should be nurtured

consistently from primary school through to university.
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interactively’ (# A {E MY I1CE E % H v ). ‘act autonomously’ ([ AtfI2iEE 3 %), ‘interact in
heterogeneous groups’ (B 2N T T %) (OECD, 2005) °, A—7=v 7 - > v RY 7 LDk
AT, WA ¥ 7 —F > a PR - VEEROIFAFIRIC TR 722w TEEEAN L 7 &
ﬁ%%ﬁﬁ’%ﬁ(ﬂﬁ&f?z F 7o, SCHRRFAB O L WERFEEHEO R Cilib i Tw» 2 TEERRY - &
FITIR VA 1, BENAEBOHARICB I 2HEEZHE L AR LA L TEET, 2L T,
COE2EE VRIS T LD T—<TH % CEFR (Common European Framework of Reference for
Languages : 2 — 1 v /8 Z#B@E S ; Council of Europe, 2001, 2018) 3. ZAMNAEBO SHEARE
ICB T2 BN AFEERZHBLTHET,

"HEWE ) L&

CEFR I3 B 1T A o mB 2 5.2 TS E T3, %®¢®wofﬁ§? F3%, (plurilingualism) 1
DVTALFHELLATWEEL x99, A BIIHRFOREHE U, ELBIC 7D—AwﬁA%
E%&(ﬁ%%moﬁfbgwkwk%ifwi?o%@~0#\@a%% 71 (

QI

LIFLIFEEHETERIE "L EE1%) (multlingualism) &RFE SN E T, wi#H X RN Z2BIRIEEIL
TWLE T, SHERIOIZ T VBAENCELD 7,

S EMBEREBAERNCBTRA L FHEONGELEET 2BELZEERL 7, Fl2 X, HARSHIC HAGE
DS otkL St REEE T AN EEFLZ 22274035V T, HASOhTZNZNDa S o
=T 4 NOFFEMHCEA O L2 EET 2 L8032, ZEHELEEROFRTT, Zu— itk wTlo
IO BEADEETHLIEEEIETLLNEVA, 2O, D2 274 Z2HHELTELI LT,

plurilingual competence)

1: % S5ihieN

2 FREETRIC X 2 EEE . ATERHERL R R TS R E v,
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ZFNFNDAI 2 =74 LTLE Y, BAYDORLEZF0E - L DR EFNIT S HB>TLED
REED H D £ T,

INEMAICYTIED S &, HEEHN L IE, BEROSEPEAOHTHN L THEEL TWIRETT (X

1),
ZEERTIE M2 EREEE 200?) Lv) Ty PEETT, Lo T, 2 SADFELREE A
NEDLSHERAVE O EHAWIINE T, £, TNTNOFHEP EOREEE 201k, A T4 7TAE—
A—=ETNELET, 2FD, FA T4 7ORELCHEAGE, HEVIERA T4 7DLKIICHALR 2 S
22— a v TE LD L) POUERBELFHIEETT, b, ~ADOHITEEDE ) YV VANV AE—H
=PV ZEEMEL TV, LEEFERNRSHERIBTT,

—F. BEmERTIE, MADOSIERIIE, B2 B SHEOWON - BEWREIOEAEKEEZF T, K
2D XIHIT, ZNFNDOZERHEVIHELZEZH-oT0ET, 610, ZNFNOSERNIIEICEL
TWT, HFLBHEUCHEEDERENTIES D LA,

Bz, FAOBE, WEETHEL, HFECTHXEEE, WEETHELLET, 20X ) IKKEEER M > TE:
FHELTOETH, HREBIZEIWCEHBICEBHEAZ W E2HAERERL T, 213D, WEIC K 2EBHDOIE
BRONET L., SAEZ IO EEM S RFICrLoTLEVET, HAELZAX LIZE>TIESDEN
HH, FHCEICHARS LHET I LT TY, WiEoflic, RS Vi TEEEZD LEAR I EDH D
EFTOT, HEEPHOERZE, WIRHNARAES L £, 2ofl, 77 A, FA4 Y, FLEAL, b
T o, BERE, AEZKITLZ L SRR EZ. 29 o EHOULINEE S & 2 FLE AR L
TWET,

b LEESHEFEROHANL SO SHERZ AW UL, HAE L EED 2 552U Tl Y, LaLl, #
SHEERNGHLE»OGEZDL L, WEED L AA, ZOMOFTHELZHEY, SHE - Lo AT S
RN OEELA—MIAR->TVR I LERHECHD FHA, 2F 0., IMEAOHITIEZIE TIZFEL,
LT E k4 2 5iE0. EHaW - HENT, 22— RESERNE L UBREINTwEd, 2Dk
2, WEBERTIE A —ARL? Ta=—77%, #8% > T3S NE T,

% 5iE¥E) 28 M2 EFEZGEE 507 EVIHIHORETH DI LT, HEBERIZ TSiEE
STMRTEL?, &) TH) Z2REICLEY, 2% 0, HEHRHIZETL2HFELIL, SiizfioT
HEDOPTERTESLZE (WbW5 Can-do) 2P T LThdH D 9, RENARETEORL S 220 %
HIETZ T TH, FELENTEL L2 L, RALREERBZEL THTOTA T T4 74 21F
ST FIPT 2T 2 WEBER ELRNHAEBIEIREN AR CHRZILAEL TV ET,

X2 : BiSahhe)

2250 “beyond”

BWEERNZECH LI, WEBHABTIMBTESLTL X I ?2 22T 2o0 beyond I %24 T T
EZTCHLVERVET, oIk, TESEAFONMNA, 2225, b9 2k TBEORMA, 222
ZETY, 2D 20D beyond IZDWT, MBERFDHREAEA ) ¥ 27 L20NFHBHAL £,
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'S EORHIA, 225

SEBORAETCIEAINT 150 FFEZMZ % 2024 FEICHT L OIFEA Y ¥ 2 7 42 Ay — b3 E T, EEAH Y X
27 L&FFETHERICIEHEIC 2 DD beyond ZEik L T E T, £, TEEAFONMA, 2B2 5 C
EIZDVWTEATAHET,

TTICHWIL 28 ) | BHI R SRR TSRO AGE - A XV oBR2EGEL £, SEFEZE) 2o
I, RERCSOEZ BB L . WSR2 X ) IS S SAMBE T2 2 LidRYTd, L L, EEEERTE
Z DR AF N E ST TAHTE 20 AHbRET, C0 iy 12047 %5 2D AT
CREDDHYH £,

WEE Mo THATE S22 KIEA 501, b DAY a7 4T, CLIL (Content and
Language Integrated Learning) % & L T\ %9, CLIL i, Content (N%) & Language (SiE)
DHEENM G2 HIF T SEHE 7 70 —FT9,

BRI IEERE ClE, ETEMEBIOBERICRULL 28E2T0E T, bBAA, H6WEFEEEIC
BTS20 THE) ELE T8, BHRIKETRNEEIHC ETEHEL2EHT 200 FRERLIET,
—Ji CLIL O HiNZ, SBLNBZRARICESILTY, L >T, ZNZEnz 373718 (H 5 WIFIE
FI) FROTIE R, WHEEZAEIHET 2 EHAREITT,

E)TNREROICHE LAY X2 7 22 METE2TL X ) »? Sl ENEOHRINHAEZE R % 7
Wiz, van Lier © (S  NER T — L) EFARSEICADET (M3), ZoMIE, AflicfFlzrs
FEHEDHENE . AT B ERNRICET BB OLENEGL A2 L2 ELTVET, ZOEFTLD
—FBTFICH BEAIRT S, WEHE Y ¥ 2 T Lekollandhc, SEOLESE OIS (1)
D26, REICHNEOEEVEEE (GI) 1IGETT 2 2 & T, Sl L NEOHEINT G2 BigT1HAan
GHTY,

Point A Point B

LANGUAGE ::::::::::=><:::::::::::

CONTENT

¥ 3 : van Lier ® 555/ WAA —)V, €5V (Briton & Snow, 2017)

COETNVCIEDA ) FaFhzEHRd e, MA4DEHITARD T, WFHEEEA Y X 27 4013, 14
KRR, 2 \EXLBEOHHEAIH, & 512828 E 1% EMI (English Medium Instruction) 7»
SRS N FE T, EMI KA OEMNE 2 WEECTASEETT, M4 IR LED | 1 FERMERIH T
SEoHEME L. 2ERMEDHHBIE TIE Content DELENEL 20 £, 7272 L. Ebor—HIClR
2DTIEHL, ZNZENOY 7 AONTHMHL ) FCHMALTW2 I EPEETY, Fi, HHOHME
PHIRZ Sl A~ AR D 3o, HORIEH TY Language ICEWEHEZEWERHOIMEL 3, #
LT, Bt TdH 2 EMI BLH T, JiHI Language DEEBEEFNE LA

CLIL o HNIZ, SELARDOEEL I TIEHH £ A, CLIL DAHIZ 4C (Content, Communication,
Cognition, Culture) DOFFHAICENINTWE T, BRID 259D C (Content, Communication) & N
HN)ob TS ZELET, WAL SHEOEKNGE IE CLIL U o4 2 NAHL#E (Content-Based
Instruction: CBI) (Briton & Snow, 2017) b Rohxd, LarL, NE - SEFE EAN L EEL

3 NBRWEEHBE A ¥ 27 LD IOk A8 X OFENIZ OV, Yamamoto & Nitta (2021) % ZE L &\,
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Point A Point B

\ /

LANGUAGE :::::::::::><=:::::::::: CONTENT

WERE BHME

F&B EMI &8

X4 : PBREIGEAE A ) ¥ 27 5D "5/ WEAr—)L; €79V (Yamamoto & Nitta, 2021)

LT, E5122200 CEYPRIIRLTWARMIZCLIL S LIS h 23, MEASERNZHIIOT2IC
. T (Cognition (A1) 23RO 6N F T, BENIMA &L Lo ) S, G, P,
W2 & o TIAE#Z 2 XV, (Lower-Order Thinking Skills: LOTS) & . Zr#r. ¥, A&z & R
£z # 2 %)Ly (Higher-Order Thinking Skills: HOTS) 1278 &1 £ 9, CLIL O3 TIEH4 23ISR
WWBENZED 6N L9, kL ZBERXFLVEZMH) 2720 ANE T, LOTS 2»65 HOTS ~B
BERICHD O 2 8T, mEARRENZHIIO T THEET,

512, 320 Cldttd Culture ICalfES % ¢, CLIL I % Culture %, HiZs 2 4FE LR 72
TR, ROERTRZAZHENH D £T, 20, BAazE - HIEZOEAA, AL I3RA 2%
ZRCHBEL, MEOMEE R T 2720 BB T2 /T T, 2D, Culture ZERNHEH D "THD -
HEEEET 2, LEBICEROEE T (4Cs 1220 TEEL < 1k, Nitta & Yamamoto [2020] #Z:0R),

CLIL @ 4C O #flalx, & - HEBRIHE T KmE N TwE T, HMERH & LT, HF¥U1C English
Discussion, Reading & Writing 1, e-Learning, fk % 1§ I English Debate, English Presentation,
Reading & Writing 2 Z 2t L T\ %3 (X5), #il 21X, English Discussion THAM & 53k Cikin T %
N%EHITOT 75, H@MﬂhmwTd%&&%—VK%?%JW%LLT IO EELRNE - w5
N—CHEE T SENEE T BHRINEN—Z2HICOF T, 2O XH L. ZNETNDEFEDH T,
Content, Communication, Cognition, %7, F—2A TOWEI{EF %@ U T Culture 254V ¥ 2 7 2D
HArEFN T E$ (Nitta & Yamamoto, 2020),

1

BETF1RANyvay

Reading & Writing

HFH FREEER
(B 33v x1[E100 %) (GB 33v x1[E 100 %)
FF BB KEETCEHEML. MEEMIC
REMNTEDLSIC EZZ2N%ZHBAD

B 5 : VEBRPDOYGERMERIH CZBRFEF—LRX—T KD)
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—2H® Global Communication fl %, MERIH THICO 7358 %2 A & LT, HiEIC X 57
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Lt L £ 9, 2 DH® Global Studies (%, HEETHMWNEZES 2 HICOT 28T Y, &I, =
any—, Y=Y XA, SDGs & &, BIHESOEE LR T — Il 20 TCHEZ > TESRIHZER L £7,
% @ Global Career fEISCld, F¥EMH% 70— NIUEESTIGET 2 72 OISR JEGE T OB Z BHIETRHE
ZRMEL £,

REDHFOIHNOWMR L OBV oTHO TEREZFFLE T, LAdioT, HILOLKELHEA Y X 27 4%
NDOR 4 P23 - 1EB) EFECIHERET 2 Z L2 EERL T T, B, FEL L EEETHEAR)
Zfio T, W, A EML, AR, MUt TRRA RIEENICSML, 612, 29 LABEENATOREZ
BEOPIFR B> T2 2 e 2WRELTwWEY (K6), 29 LAty b7 —20RRY, 2 id
FRER % Ff o 7o PRS- i 2 b 2 LT, HAER BB RESEE NI F IO 2 L2 0RG
WELTWET,

ZO—x -
dSa=4y—yaviEs i s
- > =5 =5
BEOS2=/—vavhe Lot
B3I HDIBEE

- R

Ja—nN\ - Ja—\ -

A T4 —REE F U7 HEE
— —
5MW - BENR TETHESKEZ
AT ZREFZELT FRBE
HEE

B 6 : SEBOREIGHEAMBIH QZBREF — b _— X ) —ffge)

BEbhi
AfETld, ZRENEER, EEETE, CLIL, VEDEEAY X2 7 LICO0THHLTCEE LA, B
LWHEEKE A Y ¥ 27 513 CLIL #5848 & L, CLIL X CEFR #, ¥ 52 CEFR 13 "EAXMNWEER, %1
BELT, WhIREI Iy FOXI AR LER>TWET (K7 #H% - 1Lk, 2020), Z2NFNI3HR% 3
W& TTd, MANLGEZZIEL C0E T, 2F0, BHETYA T Iy 7180 T %2 7 v — Ltk
W TeDIT, PELLDBHODTATY T4 74 2D 22 XD ROVEBICEZ T NEHIZOT S

CLIL

CEFR (FBSEER)

B 7 : YEEBE A Y ¥ 2 7 LOBLRIPEA (Bi% - 1A, 2020)
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Journal of Foreign Language Education & Research
Manuscript Submission Guidelines

Scope: The journal annually publishes research articles, research briefs, and book/article

II.

reviews.

Eligibility

1.

Contributions to the journal are primarily limited to individuals affiliated with Center for
Foreign Language Education & Research (FLER). In the case of co-authored papers, this
requirement applies only to the first author. Exceptions may be made for special editions.

A maximum of one contribution per issue is accepted (co-authored papers are also counted
as one contribution). Due to space limitations, your submission may be considered for
publication in a later issue, or you may be asked to reduce the length of the submitted
article.

Work submitted to the journal should not have been previously published and should not be
under consideration for potential publication by other journals.

Language

In order to effectively share knowledge and research activity amongst FLER-affiliated
instructors, we accept, in principal, manuscripts written in either English or Japanese.
Manuscripts written in Korean, Chinese, French, German, or Spanish may be accepted.

II1. Content and Formatting Guidelines
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1.
2.

3.

Contributions are limited to previously unpublished work.

Upon submission, authors are required to select one of the categories listed below for their
contribution. Appropriateness of the selected category will be reviewed by the Journal &
Research Committee. You may be requested to change the submission category, if
necessary.

(1) Research Articles: An article which can be considered as making substantial contribution
to the relevant field through explicit analysis of data or theoretical discussion which leads
to a clear and sound conclusion. The author is expected to include an introduction
section in order to situate the research in reference to previous empirical research and/
or theoretical discussion and a clear conclusion section well-connected to the research
findings or discussion presented.

(2) Research Briefs: An article which reports an aspect of a research project underway at the
time of writing and demonstrates the potential of the topic for generating further
questions of interest or prospective contributions in the relevant field.

(3) Book/Article Reviews: A critical review of a published book or article relevant to the
field.

Please ensure to follow all formatting guidelines listed below. Authors who intend to write in

Japanese should refer to the Japanese version of this document.

(1) Size: Use A4-sized paper, leaving margins of 25mm at the top and bottom and of 25mm
on both sides of the text. The letters in the text should be Times New Roman 12 point
and single-spaced. For Japanese Use (MS Mincho), for any other languages, use the font
type considered standard in the selected language. Use the same font consistently



throughout the manuscript unless otherwise noted.

(2) Length: Research articles should be approximately 8000 words in length, including
graphs, charts, the reference list, and appendices. Research briefs should be
approximately 3000 words, and book/article reviews should be approximately 1000
words. Graphs and charts should be embedded in the text. However, if it is difficult to do
so, please submit as a separate file, but leave space and indicate where they should go in
the text.

(3) Title: The title should be in 18 point and centered following the capitalization rules—font
as above.

(4) Author’s name: The name of the author/s should be indented to the right side and
written in Gothic 12 point. Leave one line between the title and the name of the author/s.

(5) Abstract: Manuscripts written in English should be accompanied by a 150-250 word
abstract in either English or Japanese, which includes 3 to 5 keywords for the article at
the bottom. For the abstract, the entire text should be indented 5 spaces from the left
and right and written in Times New Roman 11 point.

(6) Footnotes: Footnotes should be placed at the bottom of each page, in 9 point.

IV. Manuscript Submission
4. Manuscripts should be printed out and submitted by email in Word or equivalent format to
the Journal & Research Committee at fler_journal_submission@ml.rikkyo.ac.jp
5. The following are required at the time of submission. Be advised that submitted
manuscripts will not be returned:
(1) An electronic version of the manuscript, which must be sent to the Journal & Research
Committee.
(2) A cover sheet containing the following information:
(a) Author’s name: The name should be written in the same language as used in the
article
(b) Title: Use the same language as the article.
(c) Category: Select an appropriate category for your submission
(d) Language: The language taught by the author irrespective of the language used in the
manuscript.

V. Footnotes and Referencing
The author is responsible for consistently adhering to APA (7™ edition). Make sure to avoid
committing plagiarism.

VI. Call and Deadline for Submission
Submissions begin at the beginning of Spring semester. The deadline for submission is the last
day of the first week in June. Call for submission is circulated via SPIRIT email.

VII. Peer Review
All submissions to the research article category will be reviewed by one anonymous reviewer.
The review is conducted with a designated rubric and the reviewer may provide you with
comments and suggestions for further improvement of your work. After the review is
completed, review results will be sent to the author from the Journal & Research Committee
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before the end of Spring semester. No peer review will be conducted for research briefs or
book/article reviews. However, the Journal & Research Committee will check if the submitted
work meets the journal submission guidelines and determine if the work is publishable.

VIII. Revision and Resubmission

After receiving the results of peer review, the author is expected to revise the manuscript for
resubmission. The revised manuscript must be submitted by the end of the first week in Fall
semester. A final review will be conducted by the Journal & Research Committee to determine
if the work is publishable. The author will be notified of the decision once the final review is
completed. The author may be asked to further revise the manuscript if there is any stylistic/
format issue.

IX. Journal Publication

The journal is published annually in December.

X. Registration on CiNii and Rikkyo Repository

Contributions to the FLER Journal will be published on the FLER webpage and registered on
the national CiNii database and the Rikkyo University Academic Repository.

XI. Other conditions
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1. No remuneration is offered to the author(s).

2. The copyright of articles published in the FLER Journal resides with Center for Foreign
Language Education & Research, Rikkyo University. However, the author(s) retains the
right to use his/her work for future research and/or educational purposes without
permission.

3. If any plagiarism or misconduct is discovered after the work is published, the published
work will be removed from the journal.
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