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[ Research Article]

A Boundary of National Identity Discourse:
Karl Florenz’s Strategy for the Historical Writing of Japanese
Literature

Daisuke Baba

Abstract
This study represents an attempt to illuminate the intellectual influence of Japanese national literary studies (koku-
gaku) on the German Japanologist Karl Florenz (1865-1939) and his representative work, A History of Japanese
Literature (Geschichte der japanischen Litteratur, 1906).! From 1889 to 1914, this lecturer of German literature at the
Tokyo Imperial University established close relationships with his Japanese students and colleagues, some of whom
cooperated on his studies of Japanese literature. Their knowledge about Japanese literature was based on the koku-
gaku tradition that manifested its policy as a modern discipline. After describing the development of the koku-gaku at
the Tokyo Imperial University during the modernizing Meiji era (1868-1912), the present study assesses both the
manifestation and the function of national literature studies. In these historical contexts, this brief study points out
Karl Florenz’s activity and limits of his study of Japanese literature in order to clarify his strategy of the historical
writing of national literature as a German oriental philologist, especially in contrast to William G. Aston’s (1841-1911)
A History of Japanese Literature (1899). The following textual analysis of Geschichte der japanischen Literatur
demonstrates how Florenz transformed his knowledge of Japanese literature from the koku-gaku into the German
historical writing of national literature. The conclusion of this study discusses Florenz’s philosophy of the national

frames of German and Japanese literature and its boundary function in the context of national identity.

Keywords: German, Japanese, nation, civilization, culture

1. Introduction

Japan in the late 19" century marks its modernization as a nation state while rapidly adopting
civilization and cultures of European and American powers. In this process, one of the most urgent
problems that the Meiji-government had to deal with was the general education of the Japanese
people. Japanese intellectuals were convinced of the need for establishing a national institution for
education. During this period, the first university in Japan, the University of Tokyo (Tokyo Daigaku),
was founded as the highest graded educational organization (Yamamoto 2014: 63-86).2 This university
represented a modern example of higher education based on European and American university
models. Political leaders primarily required academic education for Japan’s material enrichment. In
slight contrast to this movement, which was incredibly single-minded in its focus upon material

1 I appreciate the assistance of Professor Dr. Michael Heitkemper-Yates (Rikkyo University) for kindly proofreading this paper.
In this paper, the Japanese surname will be written first in all instances. The contents of sections 2 and 3 are partly included in
a previous publication: Daisuke Baba. (2020). A Hybrid Origin of Modern Historical Writing of Japanese Literature. Karl Florenz’s
“A History of Japanese Literature” and the German—Japanese Contact of Academic Cultures (Kindai Nihon Bungaku-shi Kijutsu no
Haiburiddo na ichi Kigen. Karu Florentsu “Nihon Bungaku-shi” ni okeru Nichi-doku no Gakujutsu Bunka Sesshoku). Tokyo:
Sangensha.

2 Tokyo Daigaku was renamed “Imperial University” (Teikoku Daigaku) after the Decree for the Imperial University (Teikoku
Daigaku-rei) by the First Cabinet of 1to0 Hirofumi (1841-1909) in 1886. When, in 1897, another Imperial university was also
founded in Kyoto, the name of “Imperial University” in Tokyo was changed to “Tokyo Imperial University” (Tokyo Teikoku
Daigaku). This study will refer to Tokyo Daigaku in this period only as “Tokyo Imperial University.”
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advancement, Fukuzawa Yukichi (1835-1901) published Az Outline of Civilization Theory (Bun’mei-ron
no Gairyaku, 1875). Fukuzawa’s work discusses how Japan should go with European and American
civilization in order to obtain its own international independence, thereby explaining civilization from
the perspective of not only material aspects but also with a recognition of the moral and intellectual
aspects of the nation (Fukuzawa 1959: 19, 85). In the early phase of Japanese modernization, the key
word “civilization” (bun’mei) already played an essential role in setting up the foundation of Japan’s
educational system and national identity.

At the Tokyo Imperial University, some intellectuals of Japanese language and literature studies
were employed as officials and teachers. In the early Meiji era, from 1870s to 1880s, they had already
developed the clear awareness that their koku-gaku tradition from the 17" and 18" centuries could not
be maintained during the modernizing process without the financial and institutional support of the
new government. One of these old-guard intellectuals, Konakamura Kiyonori (1822-1895), declared
on the basis of Fukuzawa’s theoretical treatise that the main purpose of Japanese studies as a modern
discipline should be to support the moral and intellectual development of the nation state (Fujita
2007: 210). The official intellectuals regarded these aspects as the “national body” (koku-tai)—the
unique national harmony between the Japanese political state under the emperor and the spiritual
attitude of the Japanese people (Wachutka 2016: 65-82). In order to clarify these spiritual aspects of
nationality, early modern researchers of Japanese language and literature had attempted philological
approaches to ancient (and partly medieval) poetry and prose (Hisamatsu 1969: 139, 145). The
accumulation of those findings up to the Meiji era allowed the next generation to describe a history
of Japanese literature from the ancient to the early modern period. Indeed, Konakamura suggested
during a meeting in 1891 that the writing of a well-summarized history of Japanese literature based
on these philological findings aimed at presenting a panorama of the subjects of the modern koku-
gaku (1898: 22).

In 1889, Karl Florenz started his career as a lecturer of German language and literature at the
Tokyo Imperial University, while privately studying Japanese literature. From 1883 to 1886, he had
specialized in Sanskrit philology at the University of Leipzig to become better acquainted with
Japanese students. Inoue Tetsujiro (1856-1944), a member of the scholarly elite who spoke German
well, not only regularly taught him Japanese language, literature, and history, before Florenz arrived
in Japan in 1888 (Inoue 1943: 218-20) but also recommended him to the government as a German
teacher for the new university (Kamimura 2001: 423). Florenz’s study of Japanese literature from
1889 to 1914 was supported by his Japanese colleagues and students. Another colleague, Haga Yaichi
(1867-1927), who specialized in Japanese literature from 1892 to 1895 under Konakamura’s
instruction, was interested in German theories and methods of language and literature study in order
to justify the koku-gaku tradition as a modern discipline in the abruptly westernizing Japanese
university system. In conceptualizing his history of Japanese literature, Haga made a close friendship
with Florenz and privately lectured him on Japanese literature. Meanwhile, Florenz privately
requested Fujishiro Teisuke (1868-1927), a student in the newly formed department of German
literature, to assist in his own study of Japanese literature. After the graduation, Fujishiro attended
lectures of a koku-gaku scholar on Manyoshii, the oldest collection of Japanese poetry from the 8"
century, in order to regularly explain to Florenz the detailed contents of the lectures in German
(Fujishiro 1927: 138-46). Furthermore, Fujishiro translated a large number of Japanese literary
works into German for Florenz (Tobari 1970: 299-300). In his seminar for the German department,
moreover, Florenz gave all his students a task to write a thesis about Japanese literature in German
(Tokyo Daigaku 1986: 768) in order to gain more precise knowledge of Japanese literature. The
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knowledge of the students about Japanese literature undoubtedly consisted of lectures of koku-gaku
scholars at the university. From this situation, it is highly evident that Florenz’s study of Japanese
literature and one of his major works, Geschichte der japanischen Litteratur, were strongly influenced
by the koku-gaku tradition through his collogues and students.

Previous studies of Karl Florenz have rarely focused on the process of academic exchange
between Germany and Japan itself, but have typically revolved around the assessment of Florenz and
his works in the present discourse concerning modern academic exchange.? In contrast to the
previous studies, this study proposes that a hybrid process of German-Japanese academic contact
occurred during this period. The case for this proposal shall proceed by means of the following
questions: 1) what is the background of Florenz’s description of his history of Japanese literature; 2)
for what reason did he transform the koku-gaku tradition through German methods of historical
writing; and as a result, 3) what kind of character did his history of Japanese literature obtain. These
historical perspectives on the academic modernization of language, literature, and education enable
this present study to contribute to a better understanding of contemporary Japanese language and
education.

2. Historical writings of Japanese literature: Haga, Florenz, and Aston

Toward the end of the 19" century, Florenz began to draft his history of Japanese literature. The
historical writing of Japanese literature itself had started with Mikami Sanji’'s (1865-1939) and
Takatsu Kuwasaburd’s (1864-1921) A History of Japanese Literature (Nihon Bungaku-shi, 1890) and A
Reading Book for Our National Literature (Koku-bungaku Toku-hon, 1890), edited by Tachibana
Senzaburo (1867-1901) and Haga Yaichi (Takatsu 1969: 10). Mikami’s and Takatsu’s representation
had already referred to English writing methods on the basis of civilization theory (Mikami and
Takatsu 1890). The civilization theory related to the historical writing of national literature
represented the concept that the national mind develops its literature and culture nearly parallel to
the material advancement. On this theoretical basis, a number of histories of Japanese literature were
published during the 1890s. In this context, it should be questioned how Florenz, who was certainly
not able to describe the history of Japanese literature by himself, adopted former representations. In
the foreword of his literary history, Florenz remarks that among the literary approaches, only a few
works were worthy of his reference:

As priceworthy exceptions I would like to firstly give Professor Yaichi Haga’s imaginative Ten
Lectures on a History of Our National Literature (Koku-bungaku-shi Jikko), then Dr. S. Fujioka’s
A Textbook of a History of Japanese Literature (Nihon Bungaku-shi Kyokasho) along with
supplement and Wada’s and Nagai’'s A Short History of Our National Literature (Koku-bungaku
Shoshi). These books are also a moderate size and give more hinting outlines than detailed
descriptions rounded off in itself. But these books are often valuable tools and guides for my
orientation in the chaotic amount of the stuff to be considered. Of course, I have also drawn

3 Representative works include the following: Sato Masako’s first extent biographical study (1995) argues that this German
philologist played an intermediate role in the modern development of Japanese literature studies as a result of his importation
of German theories and methods. More recently, Kamimura Naoki (2001) published a research study concentrating on Florenz
as the founder of German studies in Japan. Furthermore, Michael Wachutka’s first monograph, published in the same year,
investigates Florenz’s translation of The Chronicles of Japan (Nihon Shoki, approx. 720) and his religious interpretation of
Shints. Additionally, Tsuji Tomoki’s doctoral thesis (2010) pays critical attention to Florenz’s “euro-centric” attitude as an
orientalist who depicts Japan as a subject of the Western scientific system.
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instruction about quite many subjects thankfully from W. G. Aston’s 1899 published A History of
Japanese Literature, the first history of Japanese literature, which was described by a European
and is worthy of its high commendation (Florenz 1906: IV-V).

In this way, Haga’s and Aston’s histories of Japanese literature belong to the main reference books
for Florenz’s historical description.* This section attempts to answer the question of how and for what
reasons the German philologist included Haga’s knowledge and Aston’s English translation of
literary works into Geschichte der japanischen Litteratur.

Undoubtedly, Florenz and Haga were constantly cooperating with each other on their study of
Japanese literature. Florenz, who lectured at the department of German studies about the history of
German literature (Tobari 1965: 35), had surely gained exact knowledge about historical writing
methods widespread in the German speaking areas up to the end of the 19" century. Haga, to whom
Florenz not only taught German but also allowed to use the German books of his collection, provided
in his 1895 published essay a concept of a historical writing of Japanese literature, thereby
summarizing the names of prominent historians of German literature such as Georg Gottfried
Gervinus (1805-1871) (Kaikawa [Haga] 1895: 188-98). Meanwhile, in 1891, Haga composed a review
of Florenz’s translation and comments of The Chronicles of Japan that consisted of Fujishiro’s
translated original manuscripts (Haga 1992: 6). In his first lecture on national literature in the
summer of 1898, Haga made a short comment that Florenz had already started writing down his
history of Japanese literature (Haga 1983: 187), certainly with Haga’s aid. The relationship between
these relatively young intellectuals led to a content framework for Florenz’s historical description of
Japanese literature based on Haga’s knowledge.

During the summer vacation time of 1898, Haga Yaichi delivered at the Education Association of
Tokyo Imperial University (Teikoku Daigaku Kyoiku-kai) Ten Lectures on a History of our National
Literature to students of Japanese studies and teachers of Japanese language (koku-go). In the
following years, a supplemental book version of these lectures was put together with a short foreword
and contained these 10 lectures in 267 pages as well as an index for the names of authors and works
and terminologies (Haga 1903). It is Haga’s detailed knowledge in regard to periodization, content
constitution, and objects of description in these lectures that Florenz seems to have articulated in his
historical writing, certainly not by reading this work directly, but by getting Haga’s explanations.

As for periodization, Haga (1983: 194-8) categorizes his history of national literature into five
blocks of time according to the changes of the political system. The oldest period (approx. the 6th
century to 794), which Haga called “above-old” (jo-ko), extends from the ancient time respectively
before the reception of Chinese culture and Buddhism up to the movement of the capital from Nara
to Heian-kyo (contemporary Kyoto). The second “middle-old” (chii-ko) period (794-1192) marks the
aristocratic institution and culture in Heian-kyo until the establishment of the feudal military
government in Kamakura. Afterward, during the third “near-old” (kin-ko) period (1192-1601), the
military regime moved its capital from Kamakura to Kyoto by the Muromachi (or Ashikaga)
shogunate. In the next “near-world” (kin-sei) period (1601-1868), or the early modern Edo period of
Japanese history (Shirane, Suzuki, and Lurie 2016: viii), the country was under the rule of the
Tokugawa shogunate in Edo (contemporary Tokyo). The Meiji Restoration in 1868 marks the end of
the feudal society, when Japan was isolated from other countries at the beginning of the 5th period.

4 Florenz seems to have referred to Fujioka’s A Textbook for a History of Our National Literature (1901) and Wada’s and Nagai’s
A Short History of Our National Literature (1899) only for the extract of a poetry in Kojiki or Record of Ancient Matters (Baba
2020: 67-8).



A Boundary of National Identity Discourse: Karl Florenz’s Strategy for the Historical Writing of Japanese Literature

Haga designates this as “present time” (gen-dai) in which the political system under the emperor
ruled the Japanese people with a distinctly Western influence. These periodizations of political
history, as we will see below, constitute the contents of Florenz’s historical writing. Aston’s history of
Japanese literature, meanwhile, is divided into seven periods: 1) Archaic period (before A.D. 700); 2)
Nara period (8th century); 3) Heian or classical period (800-1186); 4) Kamakura period (1186-1332);
5) Nanboku-cho and Muromachi periods (1332-1603); 6) Yedo period (1603-1867); 7) Tokio period
(1868-1900).

Haga’s lectures also show parallels with Florenz’s literary history in descriptive constitution. In
the introduction to the first lecture, Haga restricts his use of the term “literature” (bungaku) on the
basis of the European general definition of all pieces of writing determined to be “artworks such as
poetry and prose” (Haga 1983: 188-9). In the beginning of the explanations about each period, he
summarizes its major historical process including political events and its influences on Japanese
culture. Furthermore, he sketches out the main development of literature as a characteristic product
of Japanese collective mind in each period. After the general description of literary characters and
genres, Haga explains representative authors and works along with the secondary literature of
Japanese literary studies for self-study. In the same way, Florenz and Aston introduce—instead of
comments on the secondary materials—their translation of passages from various literary works,
adding to their summaries of the context. Meanwhile, the notion of Japanese people (koku-min) as
the subjects of the emperors from the ancient to the current period, especially within the Imperial
state during the Meiji era, obviously plays a central role in Haga’s descriptive constitution. According
to his understanding, Japanese literature is a mirror of the collective mind of the Japanese people
whose literary development matches their process of civilization (bun’mei), especially in comparison
with the ancient influence of China and during the late 19% century influence of Western powers
(Haga 1983: 188-9). This triad of the Japanese people, literature, and civilization functions
characteristically as a component of Haga’s lectures on national literature.

Haga’s and Florenz’s writings of Japanese literature seem to be also nearly matching each other
in literary genres, authors, works, and the main objects of historical description. Haga features
literature in the ancient Nara period as writings of the oldest thoughts through purely Japanese
words (Haga 1983: 195) including Records of Ancient Matters (Kojiki), The Chronicle of Japan (Nihon
Shoki), and Collection of Ten Thousand Leaves (Manyoshii). As the foundation of Heian literature in
the next period, Haga depicts the reception of Chinese literature and Buddhism and the invention of
the Japanese kana syllabary. He calls this writing system “national letters” (koku-i) and sentences
written using the kana syllabary “national prose” (koku-bun) (ibid.: 196). In addition, he characterizes
the Heian period as “an effeminate period” (ibid.: 222) and its literature as “extremely elegant in
perspective of both form and content” (ibid.: 252). Haga situates Murasaki Shikibu’s The Tale of Genji
(Genji Monogatari) and Sei Shonagon’s The Pillow Book (Makura no Soshi) at the top of Japanese
national literature (ibid.: 246). He also evaluates the prose works of both female authors as “the
origins of our national literature” or “classical literature” (mohan bungaku), to which Japanese
authors in the following periods referred for their own prose writing (ibid.: 196). In the next
Kamakura and Muromachi periods, studying and writing were no longer active through repeated
wars (ibid.: 267). In contrast to court women, who were representative of Heian literature, Haga
highlights male warriors and Buddhist monks, the major authors during the Kamakura period,
whose works reflect the depressive feelings of Buddhist pessimism ruling at the time (ibid.: 252). In
addition, he points out the development of the new Sino—Japanese writing style mixed with the
Japanese kana syllabary (wakan-konko-bun) and the emergence of the following genres: the military
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chronicle (gunki) in the Kamakura period, the textual part of the traditional No theater (yvokyoku),
comic theater (kyogen) and the Muromachi tale (ofogi zoshi), and linked verse (renga) in the next
Muromachi period. In the Tokugawa period, and afterward, Japanese literature was no longer
dependent on the authority of the Imperial court, Buddhist temples, or military lords. Because of the
government promotion of education and the spread of print capitalism, especially urban townspeople
accepted and created literary works. As most representative poets and authors of the “folk literature”
(heimin bungaku) (ibid.: 197), Haga recognizes Matsuo Basho (1644-1694) in popular linked verse
(haikai), Chikamatsu Monzaemon (1653-1725) in the writing of puppet-theater plays (joruri), and
Ihara Saikaku (1642-1693) and Kyokutei Bakin (Takizawa, 1767-1848) in novels and book-length
prose (yomi-hom) (ibid.: 287-310). According to Haga’s last lecture, Japanese people who have
created their own literature since the reception of Chinese culture and civilization in the ancient
period will finally “harmonize the civilizations of East and West” in the Meiji period to give birth to
new forms of literature (ibid.: 317).

While Haga sees the development of Japanese literature in the civilizing process of the Japanese
people and their culture, Florenz describes the literary development from the perspective much less
of civilization than of culture. Florenz’s literary history is divided into five periods: 1) the oldest time
(@lteste Zeit, until 794); 2) Heian period (Heian-Periode, 794-1186); 3) Kamakura and Muromachi
period (Kamakura und Muromachi-Periode, 1186-1601); 4) Tokugawa period (Tokugawa-Periode,
1602-1868); and 5) Meiji era (Meiji-Ara, since 1868) (Florenz 1906: VII-X). In this history, “the mind
of the Japanese people” (der japanische Volksgeist, ibid.: III) fundamentally functions as a subject
developing itself repeatedly with prosperity or decay. According to this theoretical framework,
attitudes of the collective mind typical of the period are reflected in representative works of Japanese
literature. The expression of “the people” (Volk) in the German historical context of the late 19%
century meant not a nation belonging to a state, rather a large group of people with the same
language and culture (Grimm and Grimm 1984a: 425). Furthermore, Florenz depicts the appropriate
way the Japanese people have repeatedly attempted to adapt forms of Chinese literature since their
reception of Buddhism and Chinese culture in the 7% century in order to refine their own literature.
According to Florenz, the development of Japanese literature reached its highest point in the
women’s court literature during the 11" century—what Florenz commends as a literary harmony of
“form” adapted from Chinese literature and “content” reflected in the minds of the Japanese people
(Florenz 1906: 208). Florenz argues that in the 12™ century, the collective mind experienced a
declining process as a result of repeated wars, when male warriors and monks became the
representative authors during the Kamakura period (ibid.: 255). In the 15" century, the reception of
forms of the Chinese drama led to the development of the No theater as a type of Japanese drama
(ibid.: 387). Up to the late 19" century, Japan remained peaceful under the rule of the Tokugawa
centralist government. At the time, intellectuals were engaged not only in the research for ancient
Chinese literature, but some of them also labored nationalistically for a new conception of Japanese
literature in order to counter the authority of Chinese studies (ibid.: 416). Florenz indicates that in
the “renaissance” of the Tokugawa period, a literary “reform” occurred as a result of Matsuo Basho’s
Haikai-poetry and caused a small and short flourishing time of literature (ibid.: 446). Nevertheless,
in his short report on Meiji literature, Florenz comes to the conclusion that the Japanese mind is
confronted with the difficult situation of the decline because of its one-sided reception of European
literature and culture, despite its tradition of Japanese literature (ibid.: 612). For that reason, Florenz
constitutes his Japanese literary history based on the German scheme of the cultural development of
the collective mind, which barely appears in Haga’s lectures of national literature.



A Boundary of National Identity Discourse: Karl Florenz’s Strategy for the Historical Writing of Japanese Literature

Considering Florenz’s knowledge of German historical writing and the instruction in Japanese
literature provided by his colleagues and students, it is assumed that he did not necessarily refer to
William G. Aston’s history of Japanese literature in order to better write his own literary history. In
December 1900, however, Haga sent his comments on Aston’s literary history to Florenz (Haga 1992:
173). The key point to understand in Florenz’s reference to Aston’s book seems to be the self-obvious
fact that Florenz’s book was written for German intellectual readers such as his colleagues of oriental
studies in Germany. Most of those German readers who understood English well were likely to
peruse the first history of Japanese literature by a European. As Florenz mentions in his text, Aston’s
English work had earned a high reputation until the German literary work was published. Therefore,
it is clearly suspected that Florenz was urged to produce a better history of Japanese literature than
that of his English colleague.

To compare Florenz’s with Aston’s work from this point of view, it is evident that Florenz
intentionally not only translated almost the same passages from the Japanese original texts as Aston
had done but also added context to his descriptions of these passages.® As we have seen above,
Florenz’s study of Japanese literature was dependent on his student’s translations from the original
texts into German. Taking these situations into account, it seems plausible that Florenz requested
that Fujishiro translate the passages of representative works, which had been introduced in Aston’s
literary history in order to demonstrate to German readers that Geschichte der japanischen Litteratur
details more translations and explanations of representative works than Aston’s A History of Japanese
Literature.

Almost all the historical writings of Japanese literature in the Meiji era took the framework of
nation, state, and civilization for granted. From this perspective, literature was considered a product
of the national mind in both the advancement of its civilization and the development of its culture. In
fact, the historical writings based on the English understanding of literature as all written artwork of
poetry and prose, as an excellent result of civilization and culture of the nation, describe a parallel
development of civilization and culture (Shinada 2012: 11-2). Fukuzawa Yukichi’s work had introduced
this civilization theory for the first time in regard to Francois Guizot's (1787-1874) Histoire de la
Civilization en Europe (1828) and Henry Thomas Buckle’s (1821-1862) History of Civilization in
England (1857) (Matsuzawa 1995: 368-9). In contrast to Aston, who seems to have been well aware
of the English writing method for European readers, Haga, the heir of Konakamura’s concept of koku-
gaku, certainly made use of the civilization theory for his lectures on national literature in order to
invent the consciousness where all of the people in Japan might be seen as belonging to the Imperial
state. According to Haga’s historical writing, Japanese literature represents a cultural heritage of the
nation state, which seems to have been constant from the ancient times to the Meiji era. This attitude
also claims that the tradition of Japanese literary studies is worthy of Meiji Japan and a necessary
modern discipline for the Tokyo Imperial University.

5 This includes the following: Manyoshii (Aston 1899: 36-48; Florenz 1906: 94-126), Collection of Ancient and Modern Poems
(Kokinshi) (Aston: 60-2; Florenz: 138-53), Tosa Diary (Tosa Nikki) ( Aston: 68-76; Flroenz: 192-7), The Pillow Book (Makura no
Soshi) (Aston: 106-16; Florenz: 224-8), The Record of the Rise and Fall of the Genji and Heike (Genpei Josui-ki) (Aston: 137-9;
Florenz: 304-7), The Tales of the Heike (Heike Monogatari) (Aston: 141-2; Florenz: 304-7), The Ten-Foot Square Hut (Hojo-ki)
(Aston: 146-56; Florenz: 325-9), Chronicle of Great Peace (Taihei-ki) (Aston: 175-8; Florenz: 311-5), Essays in Idleness (Tsurezure-
gusa) (Aston: 189-96; Florenz: 331-8), and Battle of Coxinga (Kokusen’ya Kassen) (Aston: 280-7; Florenz: 596-8). Especially, it is a
striking feature of Florenz’s strategy against Aston’s literary history that Florenz translates just the same passages of the 2
chapter “The Broom-Tree” (Hahaki-gi) and the 5% “Young Murasaki” (Waka Murasaki) of The Tale of Genji, one of the longest
novels of Japanese literature (Aston: 98-103; Florenz: 215-8).



NEREHEZEY v —F )L 3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

3. From the advancement of civilization into the development of culture

In the context of former literary histories, Karl Florenz reformulated Haga’s knowledge of
Japanese literature through German methods of literary history. In other words, it is necessary to
discuss how Florenz wrote the civilization theory into the scheme of cultural development that had
been fundamental to the historical thinking of national literature in the German speaking areas of the
19" century. One point that must be addressed is his foreword in which Florenz explains the aim of
his literary history and distinguishes “civilization” (Zivilisation) from “culture” (Kultur). Another
point worthy of attention is his evaluation of The Tale of Genji and The Pillow Book by female authors
in Heian period, both of which can be, according to the civilization theory, assessed as an excellent
result of civilization and culture of the Japanese people or their most sophisticated prose through the
Japanese original kana syllabary.

The foreword of Geschichte der japanischen Litteratur begins with the claim that since the Meiji
Restoration in 1868, Japan has increasingly accepted European and American civilization and
cultures.® In this passage, Florenz emphasizes that Japan is the only advanced country equal to
European powers among the non-European countries. He indeed contrasts the words “civilization”
and “culture” without definition, but from the passage, it is clearly understood that the “advancement”
(Fortschritte) of Japan means less of its cultural development of the collective mind than its progress
toward material development. In addition, after remarking that more and more Europeans and
Americans have become interested in Japanese culture, Florenz insists that even before the European
influence, Japan already possessed a “highly developed” (hochentwickelt) culture (Florenz 1906: III).
This passage, therefore, represents Florenz's clear distinction between the advancement of
civilization and the development of culture.

In this contrast, Florenz, referring to the recent influence from Japanese on European culture—
hinting at the Japonism in the late 19" century—addresses the notion of literature as follows:

Very much less than the visual arts, we have been knowing of another expression of the
collective mind of the Japanese people, literature, although in this literature, the fineness of
Japanese taste expresses itself not less sharply than in the visual arts. (Florenz 1906: III)

Florenz sets up the collective “mind of the people” (Volksgeist) that functions as a subject developing
itself in his historical writing of Japanese literature from the ancient to the latest period. In this
framework, the historical subject has created a variety of literary works reflecting circumstances in
each period. It is remarkable that Florenz distinguishes between people of European and American
powers as a “nation” (Nation) and the Japanese people as a “people” (Volk), although he does not
define these terms specifically. Both Nation and Volk were synonymous as “language communities”
in the 19" century. Nation in German impressed an image of the entire people in the German
speaking areas after the emergence of civil society as a single community (Grimm and Grimm 1984a:
425). The term Volk, meanwhile, also meant a group or cultural community in ancient times (Grimm

6 “It has not passed half a century yet since the Japanese people (Volk) have inclined to come out of their own closure from the
other nations (Nationen) in the world and appropriate the material advantages of our modern civilization (Zivilisation) first of
all with interest in their self-preservation. Then, the not less blessed result that was not intended at first is that Japan
increasingly transformed itself in harmony with the mental and moral ideal of Western culture (Kultur). With lively
participation, we have observed from all the points of view the surprising advancement (Fortschritte) of the East Asian people
(Volk). They are the only people until now who have succeeded in owning an equal position of the European and American
nations (Nationen)” (Florenz 1906: III).
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and Grimm 1984b: 454). Considering the general meanings and Florenz’s use of these terms, it is
reasonable to think that he calls the group of European and American people (who would be more
closely related to his German readers) as Nation and the group of non-European people as Volk.

It is through these synonyms in German, nation and people, that Florenz reconstituted Haga’s
civilization framework of national literature as an understandable type of a literary history for his
German readers, focusing on the cultural development of the collective mind of the Japanese people.
German literary historians in the 19% century, on the one hand, did not clearly distinguished between
Volk and Nation. These terms were used mostly as synonyms in the meaning of one language
community of the German speaking people. On the other hand, Haga Yaichi, as we have seen in
section 2, regarded the Japanese “nation” (koku-min) as the one language unit of the subject
belonging to the Imperial state. Taking these differences between the German and the Japanese
understanding of language community into account, Florenz probably starts the foreword of his
literary history with the perspective of the civilization theory and sets up the Japanese people only in
the German meaning of one language community in contrast to the European and American nations
related to their modern state. Florenz seems to restrict the aspect of his historical writing to the
development of Japanese literature regardless of civilization. The contrasting use of nation and
people, indeed, is limited to the brief passage in the foreword. In the main text, Florenz describes the
historical process mostly from a cultural point of view.

As for Florenz’s view of the literary history, it is remarkable that he once uses the term “cultural
advance” (kulturelle Fortschritte) in order to explain Japan’s reception of Chinese culture and its
result. He emphasizes Buddhism and education coming from China in the 7® century as a main
factor of cultural advance in Japan (Florenz 1906: 48). This expression includes the assumption of the
“self-forming of the mind” (geistige Bildung), which argues that the Japanese people still in
uncultivated conditions of life devoted themselves to learning the “highly developed” Chinese culture
painstakingly in order to create their own literature (ibid.: 48-9). In other words, this perspective
reveals that Florenz does not recognize Japan before the first reception of Chinese culture as a
cultural at all. Without reasoning his viewpoint, Florenz additionally paraphrases in comparison with
a foreign factor of Chinese culture an original factor of Japanese people as things “indigenously
Japanese” (einheimsch-japanisch) (ibid.: 51). From this context, Florenz apparently assumes that the
mixture of indigenously Japanese and Chinese factors through Japan’s adoption of Chinese culture
enabled the Japanese people to make dramatic progress and develop their own national literature.
Over his literary history, furthermore, Florenz draws the reader’s attention to Japanese people
repeatedly receiving Chinese culture and improving their own culture such as the No drama in the
Muromachi period and the style of novel in the Tokugawa period (ibid.: 287, 375, 517-8). For these
reasons, Florenz’s use of the expression “cultural advance” seems to be caused by his thinking of the
first reception of Chinese culture as a crucial opportunity for Japanese people in uncultivated
conditions to rapidly develop their own culture.

The description of culture in both aspects of advancement and development was unusual in the
context of German historical writing in the 19" century. In German speaking areas, the historical
process was described almost only from the perspective of the development of the national mind. As
for the expressions of “advance” (Fortschritf) and “development” (Entwicklung), Leopold von Ranke
(1795-1886) determined a comparative use in the context of Historicism. In the introduction of his
About the Epochs of Recent History (Uber die Epochen der neueren Geschichte, 1854), Ranke declares
the historical idea that all of humankind has advanced constantly to be unproven. Instead of this idea
(typical of the Enlightenment period), he insists on historical research to illuminate the force of the
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national mind in a process of development, whereby his image of development represents a model of
prosperity and decay (Ranke 1954: 5-7). This German standard historical view in the 19" century
barely corresponds to Florenz’s expression of cultural advance.

To sum up, Florenz seems to have used the notions of nation and people on the one side, and of
advancement and self-development on the other side, in order to transform Haga’s knowledge of
Japanese literary history on the basis of civilization theory into a model of cultural development of
the national mind through German historical writing methods. In the foreword, Florenz regards the
European and American nations as communities of a modern confederated state or the resulting
societies of high civilization. In contrast to this concept of national status, the Japanese people,
according to the German general understanding of the literary history, means only a community of
language and culture—regardless of modern national status. The notion of people matches better
with the German theory of the development of the national mind than the notion of nation (as it was
self-applied at the time). In the main text concerning the cultural development of the Japanese
people, Florenz sets up the phases of both the advancement through the adoption of Chinese culture
and the following self-formation. This notion of advancement, nevertheless, seems to be less familiar
with the German historical model of prosperity and decay than with the civilization theory. The
manipulation of cultural advancement and self-development is probably caused by the situation
related to the historical writing of Japanese literature discussed in section 2. In this situation, Florenz
had to describe Japan’s relation to China to a certain extent from the perspective of civilization. As a
result, he introduced his original use of the expressions of cultural advance and self-development or
a hybrid point of view influenced by both Japanese and German discourses on national representation.

The theory of self-formation in literary development, especially in relation to a highly developed
foreign culture, played a major role in the German speaking areas to define their cultural identification.
Georg Gottfried Gervinus claims that within the European countries, only German people have
appropriated classical literature and wisdom to such a high level as the ancient Greeks and Romans
(Gervinus 1840: 11-2). The German philologist Wilhelm Scherer (1841-1886) insists in his
assessment of the development of German literature that German people in the primitive conditions
of their literature, repeatedly learned the literature of foreign countries to refine their own literature
(Scherer 1883: 19, 21). In an earlier article about his concept of historical writing published in 1879,
Scherer describes the cultural character of the German people as “the greatest possible increase in
classical education” (moglichste Steigerung der classischen Bildung) (Scherer 1975: 397). Gervinus’s
and Scherer’s works are recognized as the bestsellers of the history of German literature in the 19"
century (Rosenberg 1989: 109), representing an academically approved self-image of German
cultural features widespread in the civil society. Florenz, who studied in Leipzig and Berlin from 1883
to 1888, provided lectures on German literary history at the Tokyo Imperial University. Undoubtedly,
he also shared the discursive type of German national self-understanding through the historical
writings surrounding German literature—especially the German high receptivity of foreign cultures.
This probably allowed his connection between German and Japanese cultural development to show
German readers the self-forming process of the Japanese mind through Chinese literature and
education.

In this view of cultural advancement and self-development, Florenz describes the Heian courtly
literature of the 11" century, or the prose works by Murasaki Shikibu and Sei Shonagon, not as a
literary production of national civilization and culture, but as the most sophisticated harvest of
Japan’s reception of Chinese literature and the self-forming of its own literature. Florenz’s following
evaluation about both women’s works that were, according to his comments, written nearly during
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the same time round 1000 surely suggested to German readers an analogy with the development of
German literature:

To choose a round number, the year 1000 represents the highest point of literary production of
the ancient Japan (Florenz 1906: 229).

Wilhelm Scherer’s standard history of German literature sketches a regular development with
prosperity around the years 600, 1200, and 1800, as well as with decay around the years 300, 900, and
1500 (Scherer 1883: 18). The second period of prosperity during the Medieval age is marked by the
Chivalric romance or courtly poetry, particularly that of Gottfried von Strassburg and Wolfram von
Eschenbach. Florenz, meanwhile, not only lists the Heian period as the “Medieval age” (Mittelalter)
but also regards a characteristic point in the development of Japanese literature in comparison with
European literatures as “early ripening” (friihes Reifen) (Florenz 1906: 229). His German readers who
were familiar with Scherer’s literary history were able to easily imagine that the courtly literature in
the “Medieval age” in Japan reached the highest point of historical development 200 year earlier than
in German speaking areas; not in poetry but in prose, and not written by men but by women. This
type of analogous thinking functions as a discursive tie between German and Japanese literature in
order for his intellectual readers to increase their interest in Japanese culture.

4. Conclusion

In this way of historical writing, Karl Florenz included Haga’s knowledge of national literature
from the koku-gaku tradition in the German context of the 19" century. Whereas Florenz, a specialist
in ancient Japanese literature, had not been well aware of Heian courtly literature, his Geschiche der
japanischen Litteratur, discussed above, evaluates both women’s works, The Tale of Genji and The
Pillow Book, as the classic prose of Japanese literature—differently from the previous histories of
Japanese literature established by the civilization theory related to Japanese national identity
discourse. In this reformulation of the literary knowledge, we can see the German Japanologist on a
boundary between Japanese and German academic contexts in the late 19th century. On the Japanese
side, intellectual leaders of the koku-gaku had set their academic policy on the basis of Fukuzawa
Yukichi’s civilization theory for the assimilation of the modern university system. On the German
side, the growing interest in Japanese culture mainly within German people living in Japan (Schiitte
2004: 62) and highly theorized historical methods for national literature enabled the German lecturer
at the Tokyo Imperial University to describe his history of Japanese literature through the knowledge
and assistance of his collogues and students.

The boundary on which Florenz stood while writing his literary history should be understood in
the dynamic process between Japanese and German contexts. His historical writing was dependent
on his situations as a German oriental philologist, an early German Japanologist, and a teacher within
the department of German literary studies in a modernizing Japan. Under the influence from both
academic contexts, Florenz’s use of cultural advancement and self-development for historical writing
led to his analogous thinking about the reception of highly developed foreign culture as a common
similarity between German and Japanese national literature. With regard to this entire process, his
understanding of Japanese literature distanced itself on the aspect of German historical writing to a
certain extent from the Japanese discourse. At the same time, he had to follow the high evaluation of
the Heian representative prose, which the previous literary historians had estimated very positively
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on the basis of civilization theory and with which Florenz himself was probably not acquainted. The
academic boundary about national identity included conflicts and comparability between German
and Japanese literature studies in the modern period.
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Psychometrics in L2 Groupwork:
Development of the L2 Group Cohesion Scale

Deborah Maxfield

Abstract
Aim
Many communicative language teaching (CLT) classes require peer-to-peer cooperative learning and teamwork, and
group cohesion has repeatedly been proven as important for motivation and task success in second-language (L2)
contexts. Although psychometric scales have been developed to evaluate various aspects of the L2 learning
experience, such as L2 anxiety and motivation, at present, no scale to evaluate L2 cohesion exists. Therefore, this
study aimed to develop a new measurement tool, the L2 Group Cohesion Scale (L2GCS), by which L2 teachers can
readily assess student experiences of working with others.
Procedure
An initial pool of 14 items investigating student experiences of group climate, L2 anxiety, and peer support was
responded to by Japanese undergraduate students (V= 98). Items were tested using Pearson’s correlations and t-tests
to distinguish between weaker and stronger performing items, with exploratory factor analysis (EFA) used to uncover
common factors. The L2GCS uses six items to assess two factors, Collaboration and L2 Anxiety Mitigation. Although
this scale is the first of its kind, these factors appear to be consistent with established theory. The L2GCS demonstrated
good-to-excellent reliability (Cronbach’s o = .88) and can be conducted and interpreted within a few minutes without
in-depth statistical analysis.
Conclusions
Though further validation studies should be conducted using other student samples, the L2GCS questionnaire results
appeared to constitute a valid and reliable measure of L2 cohesion that can be quickly and easily utilized by teachers

to evaluate, isolate, and address issues with cohesion, L.2 anxiety, and peer support.

Keywords: L2 cohesion, L2 teamwork, L2 anxiety cohesion, CLT groupwork, cohesion questionnaire

INTRODUCTION

Cohesion in L2 Classrooms

Group cohesion can be thought of as the unity of a group, the extent to which its members
commit to and feel comfortable with the group (Dornyei & Murphey, 2003). Cohesion has frequently
been demonstrated to be important for motivation, which can be traced back to essential psychological
drives via Self Determination Theory (SDT; Deci & Ryan, 1985). SDT divides the underlying
rationale for behavior into two forms of motivation: intrinsic and extrinsic. Intrinsic motivation is
based on the deep desire for competence and self-directed behavior; the need to feel successful and
in control. Extrinsic motivation is driven by assumptions about the external consequences of
behavior, such as gaining rewards or avoiding punishments.

Within a second-language (L2) learning context, one subtype of extrinsic L2 motivation is
identified regulation, which drives students toward learning an L2 or undertaking social behaviors to
achieve a valued goal (Noels et al., 2000), such as participating well with a team to succeed in a task.
Writing specifically on how SDT can be applied within L2 motivation research, Noels (2013) describes
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two main factors that can spark L2 motivation: competence, or belief in one’s own ability to succeed on
a task; and relatedness, the sense of connection with others. These twin principles relate to SDT as
competence is based on self-directed intrinsic, behavior, while relatedness is connected to external,
cohesion-based factors. Chang (2010) also found significant correlations between group cohesion
and aspects of L2 motivation relevant to SDT, such as autonomy and self-efficacy. It was also found
that cohesive groups can foster forms of external motivation, even in students who are not intrinsically
motivated to study an L2 (Ushioda, 2003). Therefore, cohesion and perceived peer engagement are
aspects of group dynamics that are particularly relevant for L2 motivation (Dornyei, 1994; Tanaka,
2021).

Although the atmosphere or climate of the group will be collectively arrived at by the members
composing it, teachers can aim to build cohesive classes to improve learning outcomes (MacWhinnie
& Mitchell, 2017). Groupwork is an essential component of many CLT courses (Tanaka, 2021). The
effects of groupwork have repeatedly been shown to boost motivation and improve learning outcomes
in L2 classes (Pica et al., 1996). Tanaka (2021) found that L2 group work significantly affected
motivation, in which greater group cohesion and engagement related to better learner experiences
and improved motivation regardless of English proficiency level.

Previous ESL research has also investigated the relationship between cohesion and anxiety.
Psychologically, anxiety can operate on cognitive and physiological levels as either a trait (a
propensity to feel anxious in any situation) or a state, the chance of feeling anxious in particular
settings (Maltby et al., 2010). One subtype termed L2 anxiety has been the subject of research for
decades, which was recently defined by Teimouri et al. (2019) as anxiety occurring consistently and
recurrently within language learning settings. L2 anxiety can reduce learners’ willingness to
communicate (WTC) in their L2 (Maclntyre et al., 1998), perceived competence (Ueki & Takeuchi,
2012), and retention (Poupore, 2013). However, working in cohesive groups has often been
demonstrated to reduce students’ L2 anxiety (Clement et al., 1994; MacWhinnie & Mitchell, 2017), as
well as improve task performance (see Evans & Dion, 1991, for a meta-analysis).

Thus, from a psychological and ESL standpoint, working within a cohesive group increases self-
esteem, reduces L2 anxiety, benefits task performance, and may improve memory, all of which would
be beneficial to students within an L2 learning environment.

Prior Assessments of Cohesion

Meta-analyses have demonstrated that cohesion is moderately positive for group performance in
various contexts (Evans & Dion, 1991; Gully et al., 1995), and measures of cohesion have evolved and
adapted during a surge in research into this field (Greer, 2012).

Previous attempts to measure group cohesion have included the Group Environment
Questionnaire (GEQ; Carron et al., 1985). Initially developed to evaluate cohesion in sports teams,
the GEQ evaluates four factors related to social bonding and goal-based unity through 18 questions.
Although the GEQ has been validated in other contexts, including educational and occupational
settings, the use of both positively and negatively worded questions may have reduced internal
consistency (o = .5 -.7), and some validation studies only found evidence for a two-factor model
(Whitton & Fletcher, 2014). The Classroom Community Scale (CCS; Rovai, 2002) assesses student
cohesion using 20 items on two subscales, Connectedness and Learning. The CCS was developed by
selecting items based on content validity ratings by experts, with high internal consistency (overall
Cronbach’s a = .93). Both the GEQ and CCS are English-language measures designed for use by
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native speakers.

At the time of writing, however, no scale exists for evaluating student experience of L2 teamwork.
The ESL experience of teamwork might be very different from that within a native-language context
owing to influences from different motivational systems and stressors, such as L2 anxiety. One useful
way to evaluate L2 cohesion could be by using a short-form scale.

Short-form scales are shorter versions of full-length psychometric scales, which have been used
in various psychological and educational contexts, including for test anxiety (Nasser et al., 1997) and
socio-emotional experience in classrooms (Murray-Harvey, 2010). Short-form scales have proven
useful for large-scale assessments (Heene et al., 2014), and can be valid in a variety of settings,
provided that the scale’s psychometric qualities - such as testretest reliability and precision - are
suitable for the settings in which they will be used (Ziegler et al., 2014).

While full-length questionnaires are required for clinical psychological diagnoses, the relative
speed and ease of short-form scales make them applicable in a wider range of contexts than those
offered by full-scale questionnaires. Short-form scales can be a useful way to explore links between
pedagogic concepts; to explore relationships between L1 social experience and academic outcomes,
Murray-Harvey (2010) used 12 items to evaluate academic performance, supportive and stressful
relationships (a .74 - .89), finding strong connections between social and emotional experience and
academic performance.

In contrast, Fraser et al. (1996) used an 80-item questionnaire to evaluate 10 aspects of classroom
environment, including autonomy, student cohesiveness, and cooperation. Although investigating
more aspects of a construct improves construct validity, increasing the number of questions tends to
reduce reliability as measured by Cronbach’s alpha, hence the subscales achieve varying levels of
reliability, ranging from good (o = .89) to poor (a = .67). Furthermore, offering a scale with 80
questions would take considerable time for students to complete and for teachers to score. Drolet
and Morrison (2001) manipulated the number of questions on a survey and found that respondents
tended toward “mindless response behavior” (p. 200) as the number of similarly worded items
increased, concluding that responding to more items takes longer and may increase response error.
Hence, short-form questionnaires may provide more accurate, as well as faster, results.

As no questionnaire to evaluate student L2 cohesion experience had been found at the time of
writing, it was determined that a pool of questions would be offered to a sample of L2 learners, and
then exploratory factor analysis (EFA) would be used to uncover the structure of the questionnaire
and find common factors. A similar method has been previously used in ESL research: Noels et al.
(2000) used EFA to explore relationships between internal and external L2 learner motivation,
uncovering seven subscales assessed by three to five items each (o .67 - .88; Noels et al., 2000).
Mystkowska-Wiertelak and Pawlak (2016) also used EFA in their development of a questionnaire on
L2 WTC, confidence, and motivation; the initial pool of 21 items was narrowed down to 13, and
demonstrated good-to-excellent reliability (a = .88).

Short-form scales would seem to be a logical choice for L2 classrooms, in which offering a
lengthy English-language questionnaire could affect time management of a lesson and increase the
cognitive load on students. At present, no long- or short-form questionnaire exists to evaluate student
experience of cohesion in L2 classes or teams, but as a shorter questionnaire would reduce cognitive
load on students and be both faster and easier for teachers to use in the classroom, it was determined
that developing a short-form scale would be a more effective and practical method to measure
student L2 cohesion.
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Previous Study

The data used for the development of this scale were originally collected in 2020 as part of a
previous study (Maxfield, 2021). This questionnaire was designed to gather student’s self-reported
views on three interrelated constructs: team cohesion, anxiety in speaking English online, and
anxiety with their team. The previous study investigated whether the use of teams allowed students
to form cohesive groups and whether working in teams affected students’ L2 or social anxiety.

All respondents were undergraduate students at a university in Tokyo and were enrolled in
either Debate or Presentation classes, both of which were mandatory English-language courses for
freshman students. Classes were held weekly during a 14-week semester, with around 20 students in
each class. Previous psychological and EFL studies (such as those summarized above) had identified
benefits of working within cohesive groups, including decreased social and L2 anxiety, improved task
performance, and greater learning outcomes. Therefore, students were assigned to groups of four or
five in the expectation that consistently working together would reduce L2 anxiety and increase
cohesion, motivation, and peer L2 support. Teams worked together for four weekly lessons, spending
considerable time working together on tasks, feedback, or discussions.

Quantitative data were gathered using a 28-item questionnaire regarding student experiences of
online L2 use, perceptions of group cohesion and efficacy, and L2 anxiety. Both positively and
negatively worded items were used to measure constructs, such as “I felt relaxed when speaking
English with my teammates” and “I did not feel comfortable using English with teammates”. Results
indicated that a great majority of students had perceived their team experiences as helpful and
enjoyable; 91.9% of respondents agreed that “I enjoyed working with my teams”, and 93.9% that
“working with a team helped me in this class” (Maxfield, 2021). Furthermore, groups with a positive
social climate reported improved task achievement and reduced L2 anxiety in comparison with less
cohesive teams. Correlations of around » = .7 can be regarded as “strong” (Dancey & Reidy, 2007);
therefore, the relationship between “working in a team helped me to speak English” and “I felt
relaxed with my teammates” (» = .7) suggests a strong link between positive social climates and
improved L2 performance when students were able to form cohesive groups.

However, 11 of the 28 items used in the prior study referred to using an L2 online and hence
would be irrelevant for face-to-face classes. As no previous scale has been developed for assessing
group cohesion within an L2 environment, the first priority should be to develop a scale that is useful
within the majority of learning environments. The Japanese Ministry of Education, Culture, Sports,
Science and Technology , in line with the declining numbers and severity of COVID-19 cases, and
perhaps concerned about student experience, recommended in October 2020 that universities
resume face-to-face classes where possible (Government policy to name schools, November 2020),
with the 2021 academic year seeing many Japanese educational institutions return to in-person
classes. As developing an L2 team cohesion scale that can be used in the majority of learning
environments should be a priority, it was hypothesized that using only 14 questions relating to team
cohesion and anxiety might create a more streamlined and widely applicable scale for evaluating
team cohesion in an L2 context.

As there remains a need for valid and reliable questionnaires to measure student cohesion
(Lockee, 2021), this study aimed to develop and analyze the psychometric properties of a new
questionnaire to evaluate cohesion in an L2 environment, which may be the first of its kind.

20



Psychometrics in L2 Groupwork: Development of the L2 Group Cohesion Scale

Study Overview

To create a valid and effective scale, items were retained or rejected based on skew, inter-item
correlations, t-tests, EFA, and Cronbach’s alpha if deleted. In terms of criterion validity, #tests were
undertaken to establish whether items could meaningfully discriminate between high and low
scorers. Factor analysis was used to uncover the unknown number of factors, and various iterations
were investigated to discover the best fit - items that load strongly onto one factor can be supposed
to possess good construct validity. Reliability of the overall L2 Group Cohesion Scale L2GCS and the
subscale Collaboration were evaluated using Cronbach’s o, and #-tests were undertaken to establish
whether these could significantly distinguish between high- and low-scoring groups.

METHOD

Design

This study utilized principal component analysis to explore relationships between questionnaire
items and uncover related underlying psychological factors, termed as loaded onto. Data were
collected using electronic questionnaires previously approved by the ethics review committee of the
university.

Participants

All participants (N = 98) were undergraduate students enrolled in a university in Japan. All
students were on one of two mandatory English courses: Presentation (N = 43, 43.9%) or Debate (N
=55, 56.1%). The classes were grouped by proficiency level, with students in Level 2 (N = 19, 19.4%)
possessing greater English proficiency than those in Level 3 (V = 79, 80.6%). As part of providing
consent, all respondents were asked to only complete the questionnaire if they were over 18 years
old; although no demographic information was collected as part of this questionnaire, as all
participants were in their first year of university, it is likely that respondents were largely aged
between 18 and 20.

Materials

The data used in development of the short-form scale were originally collected in 2020 as part of
a previous study (Maxfield, 2021) on student’s self-reported views on three interrelated constructs:
cohesion, anxiety in speaking English online, and anxiety with their team (Appendix 1). The initial
study used 28 items that were translated into the students’ L1, Japanese. Questions relating to
experiences of online learning or open questions were removed from analysis as these topics lie
outside the scope of the current paper; hence this study only uses data from 14 items.

Procedure

Ethical approval was gained before data collection began. The questionnaire was offered
electronically using a Google Form. Participants read a paragraph written in both English and
Japanese at the top of the questionnaire informing them of the research aims and the use of data,
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which stated that they should only complete the following questions if they gave consent and were
over 18 years old.

To respond to the questionnaire, participants first ticked boxes to indicate their class (Debate or
Presentation) and proficiency level (Level 2, Level 3, or Prefer not to say). Students then responded
to questions by clicking a box on a 6-point Likert scale that corresponded to their view. Positively
valanced questions such as “I enjoyed working with my teams” were scored from 1 (strongly disagree)
to 6 (strongly agree), meaning that a higher score indicated a more positive experience. The
questionnaire also used negatively worded items such as “It was difficult to talk with my team”; to
avoid student confusion and maintain consistency, these used the same response scale of 1 (strongly
disagree) to 6 (strongly agree) as the positively worded questions, but scores were then reverse coded
in SPSS. This process ensured that higher scores related to a better experience for all questions with
possible total scores ranging from 17 to 102. Completing the questionnaire was estimated to less than
10 minutes.

Data Analysis

All data were entered into SPSS, reverse-scored where needed, and checked for missing or
impossible scores (for instance, a response recorded as 10 on a 1 to 6 Likert scale). Descriptive
statistics (Table 1) for each item were generated and checked to investigate distribution and outliers.
The initial pool of items was narrowed down by assessing skew, criterion validity (through mean
correlation), and #tests, with weaker items removed from the analysis at each stage. Pearson’s
correlations evaluated relationships between items, and independent samples t-tests were conducted
to determine whether items could meaningfully distinguish between high and low scores to test
whether items showed good criterion validity.

Principal components analysis (PCA) is a statistical technique used to uncover factors shared by
a group of questions. One subtype of PCA is EFA, which can examine relationships between variables
without a predetermined hypothetical model (Parsian & Dunning, 2009). As no existing questionnaire
on L2 cohesion could be found at the time of publication, EFA seems the most suitable method for
delving into this new field. Moreover, as EFA aims to uncover the smallest number of factors needed
to explain the greatest portion of variance in a dataset (Dancey & Reidy, 2007), it also lends itself well
to development of short-form scales that rely on fewer factors and items than longer questionnaires.
EFA was run several times to uncover the most accurate model for the data.

RESULTS

Table 1
Descriptive statistics for the initial 14 questionnaire items: mean, standard deviation, skew, and kurtosis, mean
Pearson’s correlation (M r), initial EFA factor loadings, and Cronbach’s o if deleted (N = 98)

Item statistics Factor loadings
Skew  Kurt. a if
M SD Z-score Z-score Mr 1 2 3 deleted

I felt relaxed when
speaking English with 442 1.08 -0.67 -1.60 A2 0.85 0.05 0.07 0.54
my teammates
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Working with a team
helped me to speak 4.82 0.94 -1.42 -1.57 48 0.76 -0.02 0.12 0.55
English

Talking with my
teammates helped me
to feel less anxious in
class

4.96 0.98 -4.08 3.08 .33 0.75 0.06 -0.17 0.57

Working with a team

helped me in this class 5.10 0.92 -2.88 -1.08 .51 0.73 0.11 0.14 0.55

There was good

. 4.90 0.98 -1.92 -1.10 45 0.69 -0.08 0.08 0.56
teamwork in my teams

I enjoyed working with

4.99 0.96 -2.92 -0.19 .56 0.51 0.21 0.46 0.55
my teams

R-Sometimes my teams
didn’t work well 2.69 1.35 1.88 -1.51 .39 0.00 0.74 -0.05 0.65
together

R - It was difficult to
talk with my team

2.46 1.37 3.46 -0.23 41 0.06 0.71 -0.32 0.66

R - My teammates
rarely helped me
R - I did not feel
comfortable talking 3.01 1.20 1.29 -0.82 .35 0.18 0.65 -0.26 0.61
with teammates

R - Idid not like
working with the same
people in several
lessons

2.20 1.62 53,200} 0.71 .33 -0.11 0.67 0.29 0.61

2.75 1.40 2.29 -1.51 .33 0.24 0.59 0.26 0.63

I felt more relaxed
when speaking English
with my teammates 441 1.21 -1.25 -1.69 .34 0.13 0.01 0.69 0.56
than with other
students in class

I felt relaxed with my

4.90 .96 -2.06 -0.77 .50 0.28 0.00 0.68 0.55
teammates

It was easy to make

. . 4.30 1.25 -1.75 -0.52 .35 0.12 -0.08 0.67 0.57
friends with my teams

R - reverse coded; these negatively worded questions were reverse coded in SPSS

The data were checked for outliers to prevent these distorting mean values which mayd affect
later analysis. Scatterplots did not indicate any impossible or irregular scores and there were no
evident outliers. Checks of the minimum and maximum values (1 - 6) confirmed that no impossible
scores had been entered and that no scores were missing.

Parametric assumptions were checked to determine the best correlational analysis. For the
majority of items, histograms represented fairly normal distributions, and skew and kurtosis were
within acceptable limits for medium-sized samples (<3.25; as defined by Kim, 2013). However,
negative skew was observed for “Talking with my teammates helped me to feel less anxious in class”
and positive skew for “Teammates rarely helped me” (Figure 1 and 2); therefore, these items were
further investigated as questions with extreme skew may display low differentiation (.e., all
respondents answer the same way). Quantile-quantile (QQ) plots of standardized residuals revealed
a normal distribution for “Talking with my teammates helped me to feel less anxious in class”;
however, points on the QQ plot for “Teammates rarely helped me” did not lie closely along the
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Figures 1 and 2
Histograms investigating skew for Talking with my teammates helped me feel less anxious in class and Teammates rarely
helped me
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[Talking with my teammates helped me to feel less anxious in class] RTeammatesneverhelp

normal distribution line and showed several deviations. Levene’s test (p = .001) and the Shapiro-Wilk
tests (W =.74, p = .001) for this item were highly significant, indicating extreme non-normality. Based
on these results, it was therefore determined to remove “Teammates rarely helped me” from further
analysis due to high skew, but to retain “Talking with my teammates helped me to feel less anxious
in class”.

Parametric assumptions being met for the 13 remaining items, it was determined that Pearson’s
correlations would be appropriate to explore relationships. This is a key step in questionnaire
development, as questions should be somewhat related to each other in order to measure the main
construct; therefore, questions that are not related to many aspects of the construct being measured
(i.e., those which produce very few significant correlations) should be removed. A correlation matrix
was generated to check for singularity (7 < .1, none found) and multicollinearity (» > .8), which would
indicate that there were no practical differences between items; as correlations were below 7 = .70,
there were practical differences between items. A correlation around 7 = .3 suggests a rather weak
relationship (Dancey & Reidy, 2007); in terms of EFA, this could indicate items that poorly relate to
each other or measure multiple factors; therefore, items with nonsignificant (p > .01) or weak
correlations were also checked.

As negatively worded items (such as “I did not feel comfortable talking with teammates”) tended
to correlate only with other negative items, it was determined that inter-item correlations for negative
and positive items should be considered separately. The average inter-item correlations for positive
items (V = 9) were checked, and the mean correlation (M » = .44) was used as the criterion value for
retention: any questions that had average correlations well below this number were therefore the
weaker-performing items and were be removed. Three items with average correlations of » = .33 - .35
were removed at this stage. In terms of negative items (V = 5), the mean correlation was slightly
lower at » =.37; hence, two items with mean correlations below this criterion value were removed (»
=.33-.35).

Exploratory Factor Analysis

As the eight remaining items displayed generally fair to strong Pearson’s correlations ( =.4 - .7;
Dancey & Reidy, 2007), the next stage was to uncover the factors to which these questions were
related via PCA. As research on student experiences of L2 cohesion has not been undertaken in the
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past, it was unclear how many factors may exist, therefore the EFA subtype of PCA was used to
discover underlying factors. The dataset was determined to be suitable for PCA, as the initial Kaiser-
Meyer-Olkin (KMO) statistic .823 suggested ‘great’ sampling adequacy based on Kaiser’s thresholds
(Parsian & Dunning, 2009) and Bartlett’s test of sphericity was significant at p > .001.

The first round of EFA (Table 1) had been conducted on all of the initial 14-items to establish
Cronbach’s alpha for the full questionnaire undertaken in 2020, which indicated merely adequate
reliability, o = .63. The initial EFA had a KMO of .772, defined as ‘good’ (Parsian & Dunning, 2009)
and Bartlett’s test of sphericity was significant at p > .001. This solution explained 67.2% of the total
variance and indicated four factors, although several items loaded onto more than one factor at above
0.4, indicating that the question does not reliably measure only one aspect of the construct under
investigation. The scree plot appeared to show a two- or three-factor model, depending on how the
bend of inflection was interpreted, as simply using all eigenvalues above 1.00 without reference to the
scree plot does not guarantee the best solution (Cattell, 1966; Costello & Osborne, 2005). It was
hoped that after removal of lower performing items based on skew and low correlations, the shorter
eight-item PCA would reveal a better model of the different factors.

First, a Varimax method of PCA was undertaken, which analyzes variance under the assumption
that the factors are not related. Two factors were extracted with eigenvalues above 1, which
cumulatively explained 67% of the variance in the dataset.

The scree plot also showed a point of inflexion commensurate with a two-factor solution.
However, use of oblique rotation, such as Oblimin, renders a more accurate solution than orthogonal
if the factors are related (Costello & Osborne, 2005, p .3).

As cohesion, team performance, and L2 anxiety are related constructs (Maxfield, 2021), it
seemed likely that any factors extracted could be related; therefore, Oblimin rotation was also
undertaken. This solution also explained 67% of the variance in the dataset through two factors,
although two questions loaded at around .4 onto both factors. Reliability analysis was undertaken for
the eight-item scale, which showed higher Cronbach’s alpha if two items were removed; however,
removing items tends to alter all item loadings onto factors when the EFA is re-run without these
items, and therefore removing items purely based on Cronbach’s alpha if deleted does not necessarily
build the best questionnaire. Various iterations of Oblimin rotation were also compared with or
without these and other items to test four- to six-item scales, and by forcing a three-factor extraction
to evaluate which model was the best.

After several rounds of EFA testing and comparisons with Cronbach’s alpha for each version, the
best fit for this data set was determined (Table 2). The final solution used six positively worded items
that all loaded clearly onto one of two factors: this had a KMO of .813, explained 75.92% of the
variance in the dataset, and Cronbach’s o = .88 indicated good-to-excellent reliability (Dancey &
Reidy, 2007). This solution was deemed the most suitable as it matched the scree plot, revealed
stronger factor loadings than on any other orthogonal or oblique analyses, and grouped items
logically. As scale properties did not improve after testing with further item removals, , this solution
was henceforth termed the L2 Group Cohesion Scale (L2GCS).

25



NEREHEZEY v —F )L 3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

Table 2
Factor analysis of the six-item L2GCS: factor loadings for Collaboration and L2 Anxiety Mitigation, correlations with
overall L2GCS, correlation with subscale, Cronbach’s alpha if deleted, and t-test statistic

Item- Item-
Item Factor Loadings L2GCS Subscale a if
Collab. 12 A. M. r r deleted t

Working in a team helped me in this class 94 .014 .82% .86* .85 10.93**
There was always good teamwork in my 83 09 7 75 26 10.94%*
teams
I felt relaxed with my teammates .76 .05 71* 75* .84 13.70**
I enjoyed working with my teams .70 .27 .83* .85* .84 10.55**
Worlfmg with my team helped me to speak 69 18 70 80 5 10.30**
English
I felt relaxed when speaking English with my o4 97 66+ ) 85 9.10%*
team
Subscale Items 5 1 12GCS Total 6

Items
Subscale « .89 - Total « .88
Variance Explained 62.73% 12.24% Total Variance 75.92%

*<.01 **p<.001

Factor 1 was able to explain 62.73% of the variance in the dataset. Six items had loadings for this
factor between .70 and .94, suggestive of strong fit with the factor. These items related to cooperation,
group climate, and peer assistance; therefore, this factor was labeled Collaboration.

Factor 2 explained 12.24% of the variance through a single item “I felt relaxed when speaking
English with my teammates”, with a very high loading of .97 on this factor. As this item relates to
diminished anxiety while using an L2 with a team, it was termed L2 Anxiety Mitigation.

Although it is impossible to test Cronbach’s o for a single-item measure such as L2 Anxiety
Mitigation, Cronbach’s alphas for the overall L2GCS and for the Collaboration subscale were .88 and
.89 respectively, demonstrating good to excellent reliability (Cooper, 2020). This suggests the L2GCS
and Collaboration subscale each demonstrated high internal consistency. To ensure whether
reliability could be improved by removing any items, Cronbach’s alpha if item deleted was checked for
the whole and subscale, but it was found that removal of any items would reduce rather than improve
reliability.

To establish whether the scale could reliably distinguish between high and low scores,
participants were sorted into three groups (Group 1 = low, Group 2 = medium, Group 3 = high).
Independent samples #tests were undertaken by comparing their total score against all six
questionnaire items to check whether Group 3 had scored significantly higher than Group 1. The
mean scores for Group 3 were higher than Group 1 for each of the six items, and all #tests were
significant at p = .001, suggesting that these items could significantly discriminate between high- and
low-scoring groups. As all items displayed good levels of item discrimination, no further questions
were removed.

Finally, the L2GCS was tested for construct validity. Where possible, new scales should be
compared against existing measures to evaluate overlap between them, which can determine
whether they possess convergent validity if new measures correlate well with existing scales.
However, as no previous measure of L2 cohesion could be found at the time of publication, it was
impossible to evaluate convergent validity for the L2GCS at this time.
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Table 3

Pearson’s correlations between L2GCS, subscales, and discriminant validity item
Collab. [2A M. L2GCS

Collab.

L2 A M. .50**

L2GCS .90** .66**

Discriminant .04 15 .07

** p<.001

Another form of construct validity, termed discriminant validity, could be tested however. This
method uses bivariate correlations to compare a new scale against an unrelated construct. Very low
or statistically insignificant correlations would indicate that this scale does not measure irrelevant
constructs. Discriminant validity was checked by comparisons of the L2GCS and subscales with an
assumedly unrelated construct (“Speaking English online is easier than speaking English face-to-
face”). None of the Pearson’s correlations reached significance at p = .05 or lower with the
discriminant item (Table 3), suggesting that neither the L2GCS nor its subscales measure irrelevant
constructs.

Taken together, the results indicate that the L2GCS has good-to-excellent reliability and
discriminant validity. Although the L2GCS is an original measure, results from EFA and correlations
indicated a strong internal structure of the L2GCS, which may indicate strong construct validity.

DISCUSSION

The L2GCS (Appendix 2) demonstrates good-to-excellent internal consistency (Cronbach’s a
.88) and displays discriminant validity. Although the L2GCS is an original measure, results from EFA
and Pearson’s correlations (Table 3) indicated a strong internal structure of the L2GCS, which maps
well onto existing cohesion research in the field.

The L2GCS consists of six self-report items that measure two subscales, Collaboration and L2
Anxiety Mitigation, using a 6-item Likert response scale. Collaboration (o = .89) relates to cohesion,
similar to Connectedness within the CCS (Rovai, 2002), and covers social interaction within the
group toward task success, as “one requires both social and intellectual interactions to accomplish
learning goals” (Rovai, 2002, p. 199). L2 Anxiety Mitigation uses a single-item measure to assess
students’ affective experience of using an L2 with their team. The moderate correlation between the
Collaboration and L2 Anxiety Mitigation subscales indicates that teams with a collaborative
atmosphere tend to reduce L2 anxiety, which echoes prior findings (Clement et al., 1994; Poupore,
2013).

High- and low-scoring groups were investigated using the L2GCS. For this sample (N = 98),
Debate class students (N = 55) tended to score slightly higher on the L2GCS (M 29.67, SD 4.63) than
Presentation class students (N = 43, M 28.21, SD 4.59). Their higher average L2GCS score may be
attributable to Debate students working collectively to research and develop arguments against a
rival team; as their group debate skills were the subject of formal assessment during the course, it
was explicitly stated that effective teamwork would be essential for successful group performance
and higher final scores. However, Presentation teams fulfilled a more social than score-based role in
discussions, peer support, and constructive peer-to-peer feedback. While Presentation teams may
have provided social support to students, teamwork was less critical for their final grade than in
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Debate classes. As reported by Gully et al.’s (1995) meta-analysis, the level of task interdependence
may mediate the relationship between cohesion and task success; therefore, it seems logical that
students working on interdependent tasks, such as those in Debate classes, would report higher
overall cohesion on the L2GCS.

However, there was no great effect of L2 proficiency on L2GCS scores, as the mean score of
Level 2 students (N = 19, M 29.11, SD 4.67) was only 0.4% higher than that of Level 3 students (V=
79, M 29.01, SD 4.67). This finding echoes Tanaka’s (2021) conclusions that L2 proficiency does not
significantly affect cohesion.

Ziegler et al. (2014) recommend that when developing a shortform scale, it is essential to
address the construct being measured, the purpose of the scale, and the target population, which will
be clarified here. The main purpose of developing the L2GCS was to measure cohesion within teams
of L2 speakers who cooperated on shared tasks. While the questionnaire has only been tested and
developed with Japanese undergraduate students (V= 98), it is likely that by adapting the wording of
some items from ‘teams’ to ‘class’, the L2GCS could prove a useful tool for evaluating cohesion in
larger groups.

Furthermore, translation of the items into the relevant L1 could allow the scale to be used
internationally. It is also possible that the L2GCS may be useful with younger learners, although
further testing with an appropriate sample would be required before it can be claimed that the L2GCS
is valid for use with children. Though further validation studies of the L2GCS are needed before it
can be reliably used with other populations, the internal consistency (o .88) and strong factor
structure indicate that the L2GCS could prove a reliable instrument for evaluating cohesion in a fast,
simple, and effective manner.

Limitations and Avenues for Further Study

Although the original questionnaire used both positively and negativelyworded items, the
L2GCS uses only positively valanced questions. There could be debate on this point; employing both
types of wording means researchers can check that respondents had not merely selected the same
option for all questions without considering them carefully (for instance, a respondent selecting
‘agree’ to both “Working with a team helped me in this class” and “my teammates rarely helped me”).
However, prior research has indicated that negatively worded questions may unduly affect factor
analysis (Loomis & Wright, 2018), therefore the L2GCS uses only positively worded questions.
However, a potential avenue for further research could be to compare the L2GCS with another
questionnaire containing negatively worded questions, then compare the scales in terms of criterion
validity and reliability.

A stricter cut-off than mean correlation could have been used to assess criterion validity. One
disadvantage with this method is that it would have considerably narrowed the pool of items and
thereby would have resulted in more limited, and therefore perhaps weaker, options for the final
questionnaire.

The overall L2GCS and Collaboration subscale demonstrated good internal consistency (a .88 -
.89), but reliability cannot be tested for the other subscale, L2 Anxiety Mitigation, as this is a single-
item measure. The lack of reliability for single-item measures may trigger alarm; however, these are
not always inappropriate, particularly within questionnaires that are deliberately designed as short-
form scales. In support of single-item measures, Sarstedt and Wilczynski (2009) argued that single-
item measures can perform acceptably on simple, singular constructs. Postmes et al. (2013) also
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stated that singleitem measures can be sufficient, provided that the construct being measured is
sufficiently narrow or homogenous. As the reduction of L2 anxiety provided by teammates seems to
be quite a narrow construct, it would appear that a single-item measure may suffice in this instance.

Though efforts were made to maximize content validity and reliability of this new measure, it
remains to be further tested before it can be claimed to be valid for other populations. The original
study used participants from only one institution, which raises questions on whether it can be reliably
applied to other populations (Hurley & Brookes, 1988). This is particularly problematic in cohesion
research, as though the measurement of cohesion has certainly evolved over decades of research, its
essential underlying factors and structures remain unresolved (Greer, 2012), and no prior scale for
evaluating L2 cohesion can be used for comparison. Therefore, a logical next step would be to
perform replication studies to validate the L2GCS by offering it in other settings or contexts, then
using factor analysis to establish whether similar constructs and reliability were obtained.

Despite these limitations, development of the L2GCS opens new potential avenues for L2
cohesion research. For instance, the temporal stability of L2 teamwork, such as whether cohesion
changes over time, could be assessed by providing a group with the L2GCS at spaced intervals
during a semester and evaluating how scores change.

As no reverse scoring or artificial weighing of answer options is required, the L2GCS can be
utilized in classrooms without specialized training or equipment, which will hopefully increase the
universality of contexts in which it can be used. This is the first questionnaire designed for measuring
group cohesiveness in teams in an L2 environment, and it is hoped that the L2GCS can provide
teachers with a reliable tool for evaluating L2 collaboration and anxiety-mitigation in their classes.
Gaining awareness of interpersonal dynamics within teams not only provides teachers with greater
insights into student-to-student interactions, but also increases their awareness of how and where to
target efforts to bolster peer-to-peer support, or to encourage social bonding.

CONCLUSION

This study aimed to develop the L2GCS, a new tool to measure student perceptions of cohesion
in an L2 context, and establish its validity and reliability. Improving cohesion improves task
performance, reduces L2 anxiety and increases WTC. The L2GCS offers teachers a further tool for
bolstering motivation in their classes and improving learning outcomes, and one that can be
undertaken in about five minutes without requiring special equipment or exhaustive statistical
analysis. By applying the L2GCS, teachers in L2 university environments can better target their time,
energy and resources onto issues being faced by groups, hopefully leading to more comfortable,
supportive, and productive L2 learning environments for students.

REFERENCES

Cattell, R. B. (1966). The scree test for the number of factors. Multivariate Behavioral Research, 1(2),
245-276.

Carron, A. V., Widmeyer, W. N., & Brawley, L. R. (1985). The development of an instrument to assess
cohesion in sport teams: The Group Environment Questionnaire. Journal of Sport and Exercise
Psychology, 7(3), 244-266.

Chang, L. Y.H. 2010. Group processes and EFL learners’ motivation: A study of group dynamics in
EFL classrooms. TESOL Quarterly, 44(1). 129 - 154.

29



NEREHEZEY v —F )L 3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

Clément, R., Dornyei, Z., & Noels, K. A. (1994). Motivation, self-confidence, and group cohesion in
the foreign language classroom. Language Learning, 44(3), 417-448.

Cooper, C. (2020). Individual Differences and Personality. Routledge.

Costello, A. B., & Osborne, J. (2005). Best practices in exploratory factor analysis: Four
recommendations for getting the most from your analysis. Practical Assessment, Research, and
Evaluation, 10(1), 7.

Dancey, C. P, & Reidy, J. (2007). Statistics without maths for psychology. Pearson Education.

Deci, E. L., & Ryan, R. M. (1985). Conceptualizations of intrinsic motivation and self-determination.
In Intrinsic motivation and self-determination in human behavior (pp. 11-40). Springer.

Dornyei, Z. (1994). Motivation and motivating in the foreign language classroom. The Modern
Language Journal, 78(3), 273-284.

Dornyei, Z., & Murphey, T. (2003). Group dynamics in the language classroom. Cambridge University
Press

Drolet, A. L., & Morrison, D. G. (2001). Do we really need multiple-item measures in service
research?. Journal of Service Research, 3(3), 196-204.

Evans, C. R., & Dion, K. L. (1991). Group cohesion and performance: A meta-analysis. Small Group
Research, 22(2), 175-186.

Fraser, B. J., McRobbie, C. J., & Fisher, D. (1996). Development, validation and use of personal and
class forms of a new classroom environment questionnaire. Proceedings Western Australian
Institute for Educational Research Forum (Vol. 31).

Greer, L. L. (2012). Group cohesion: Then and now. Small Group Research, 43(6), 655-661.

Gully, S. M., Devine, D. J., & Whitney, D. J. (1995). A meta-analysis of cohesion and performance:
Effects of level of analysis and task interdependence. Small Group Research, 26(4), 497-520.

Heene, M., Bollmann, S., & Biihner, M. (2014). Much ado about nothing, or much to do about
something? Effects of scale shortening on criterion validity and mean differences. Journal of
Individual Differences, 35(4), 245 - 249.

Hurley, J. R., & Brooks, L. A. (1988). Primacy of affiliativeness in ratings of group climate. Psychological
Reports, 62(1), 123-133.

Kim, H. Y. (2013). Statistical notes for clinical researchers: Assessing normal distribution (2) using
skewness and kurtosis. Restorative Dentistry and Endodontics, 38(1), 52-54.Lockee, B.B. (2021)
Online education in the post-COVID era. Nature Electronics 4, 5 - 6.

Loomis, C., & Wright, C. (2018). How many factors does the sense of community index assess?.
Journal of Community Psychology, 46(3), 383-396

Maclntyre, P. D., Clément, R., Dornyei, Z., & Noels, K. A. (1998). Conceptualizing willingness to
communicate in a L2: A situational model of L2 confidence and affiliation. The Modern
Language Journal, 82(4), 545-562.

MacWhinnie, S. G., & Mitchell, C. (2017). English classroom reforms in Japan: A study of Japanese
university EFL student anxiety and motivation. Asian-Pacific Journal of Second and Foreign
Language Education, 2(1), 1-13.

Maltby, J., Day, L., & Macaskill, A. (2010). Personality, individual differences and intelligence. Pearson
Education.

Maxfield, D. (2021). Impact of group cohesion on anxiety and online task performance: A correlational
exploratory analysis. Journal of Foreign Language Education and Research, 2, 22-36.

Murray-Harvey, R. (2010). Relationship influences on students’ academic achievement, psychological
health and well-being at school. Educational and Child Psychology, 27(1), 104.

30



Psychometrics in L2 Groupwork: Development of the L2 Group Cohesion Scale

Mystkowska-Wiertelak, A., & Pawlak, M. (2016). Designing a tool for measuring the interrelationships
between L2 WTC, confidence, beliefs, motivation, and context. In Classroom-oriented research
(pp. 19-37). Springer.

Nasser, E, Takahashi, T., & Benson, J. (1997). The structure of test anxiety in Israeli-Arab high
school students: An application of confirmatory factor analysis with miniscales. Anxiety, Stress,
and Coping, 10(2), 129-151.

Noels, K. A. (2013). Learning Japanese; Learning English: Promoting motivation through autonomy,
competence and relatedness. In M.T. Apple, D. Da Silva, T. Fellner (Eds.), Language learning
motivation in Japan. (pp. 15-34). Multilingual Matters.

Noels, K. A,, Pelletier, L. G., Clément, R., & Vallerand, R. J. (2000). Why are you learning a second
language? Motivational orientations and self-determination theory. Language Learning, 50(1),
57-85.

Okubo, A. 2020, November 4. Japan universities baffled by gov’t policy to name schools with fewer
non-online classes. The Mainichi. Accessed online June 14, 2022 at https://mainichi.ip/
english/articles/20201103/p2a/00m/0na/015000c

Parsian, N., & Dunning, T. (2009). Developing and validating a questionnaire to measure spirituality:
A psychometric process. Global Journal of Health Science, 1(1), 2-11.

Pica, T., Lincoln-Porter, F, Paninos, D., & Linnell, J. (1996). Language learners’ interaction: How
does it address the input, output, and feedback needs of L2 learners?. TESOL Quarterly, 30(1),
59-84.

Postmes, T., Haslam, S. A., & Jans, L. (2013). A single-item measure of social identification: Reliability,
validity, and utility. British Journal of Social Psychology, 52(4), 597-617.

Poupore, G. (2013). The influence of L2 motivation and L2 anxiety on adult learners’ socio-affective
conditions and language production during communicative tasks. The Asian EFL Journal
Quarterly, 15(3), 93-128.

Rovai, A. P. (2002). Development of an instrument to measure classroom community. The Internet
and Higher Education, 5(3), 197-211

Sarstedt, M., & Wilczynski, P. (2009). More for less? A comparison of single-item and multi-item
measures. Die Betriebswirtschaft, 69(2), 211.

Tanaka, M. (2021). Individual perceptions of group work environment, motivation, and achievement.
International Review of Applied Linguistics in Language Teaching.

Teimouri, Y., Goetze, J., & Plonsky, L. (2019). Second language anxiety and achievement: A meta-
analysis. Studies in Second Language Acquisition, 41(2), 363-387.

Whitton, S. M., & Fletcher, R. B. (2014). The Group Environment Questionnaire: A multilevel
confirmatory factor analysis. Small Group Research, 45(1), 68-88.

Ueki, M., & Takeuchi, O. (2012). Validating the L2 motivational self system in a Japanese EFL
context: The interplay of L2 motivation, L2 anxiety, self-efficacy, and the perceived amount of
information. Language Education & Technology, 49, 1-22.

Ushioda, E. (2003). Motivation as a socially mediated process. Little, D., Ridley, J., & Ushioda, E.
(Eds.), Learner autonomy in the foreign language classroom: Teacher, learner, curriculum and
assessment (pp. 90-102). Dublin: Authentik.

Ziegler, M., Kemper, C. J., & Kruyen, P. (2014). Short scales-Five misunderstandings and ways to
overcome them. Journal of Individual Differences. 35 (4)

31


https://mainichi.jp/english/articles/20201103/p2a/00m/0na/015000c
https://mainichi.jp/english/articles/20201103/p2a/00m/0na/015000c

NEREHEZEY v —F )L 3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

APPENDIX 1
14-item questionnaire from previous study

[0 Presentation [ Debate
[0 Level2 [0 Level3 [ Prefer notto say

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 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

It was difficult to talk with my team

I did not feel comfortable talking with teammates

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
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APPENDIX 2

Recommended L2GCS format and instructions (English version)

Instructions to students: Select the option (Strongly disagree, slightly disagree... strongly agree) that best

matches your experience

Stcrongly Sllghtly Disagree Agree Slightly Strongly
disagree disagree agree agree
W‘orkmg in a team helped me in O 0 0 0 0 O
this class
There was.always good O 0 0 0 0 O
teamwork in my teams
I felt relaxed with my O 0 0 0 0 O
teammates
I enjoyed working with my O 0 0 0 0 O
teams
Working with my ‘team helped O 0 0 0 0 O
me to speak English
I felt relaxed when speaking O 0 0 0 0 O

English with my team
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[ Research Article]

Incorporating Instructional Design Theory Into Presentation
Slides to Improve Learner Engagement

lan Hart

Abstract

With the increased popularity of technology-assisted learning in second language classrooms, English as a foreign
language (EFL) teachers are looking for new and effective ways to provide instruction in various teaching
environments. The focus of this study is in the area of instructional design theory (IDT) and blended learning (.e.,
the use of technology in educational environments). This study aims to a) examine whether existing instructional
design models can be used to design, develop, and implement more effective, personalized, and efficient instruction
using presentation software (e.g., Microsoft PowerPoint, Google Slides) and b) investigate whether instructional
design methods should replace traditional teaching methods such as teacher-fronted instruction or the use of
coursebooks/textbooks. After the discussion of existing instructional design models, instructional presentation slides
are designed using IDT principles, and then tested on second language learners. Qualitative and quantitative data
were collected and analyzed through interviews and questionnaires. The findings from the study provide evidence
that an instructional design model can be used to design technology-assisted materials that provide learners with
more personalized and meaningful instruction, and based on the evidence presented in this study, it is recommended
that more attention should be given to design principles when creating instructional materials for L2 learners.

Keywords: Instructional Design Theory, Blended Learning, IDT, Motivation

Introduction

Over the past few years, restrictions caused by the COVID-19 pandemic have forced teachers in
all fields to consider new ways of conducting their lessons and providing instruction to learners. This
has caused many teachers to turn to technologies and online platforms that give them the ability to
present information in new and effective ways (Turan & Akdag-Cimen, 2020). In an earlier study
(Hart, 2022), I looked at how online platforms could be used to provide learners with a “flipped
classroom,” where the presentation of course content takes place outside the classroom. For this to
be achieved, PowerPoint slides were used to provide asynchronous instruction. While the focus of
that study was on out-of-class learning and production, positive reactions to the PowerPoint slides
were observed by the learners, other teachers who the slides were shared with, and course leaders.
This led to an analysis of the effectiveness of well-designed slide presentations for English as a
foreign language (EFL) instruction.

As a qualified product designer, I felt that my experience and knowledge helped me when
designing teaching and learning materials for my second language learners. Design thinking is about
the creator putting themselves in the shoes of the person who will be interacting with the design.
With this belief echoing similar principles set by a student-centered approach to teaching, existing
design theories that could be used to design and facilitate effective and student-centered instruction
were investigated. While learners in a language classroom may come from similar educational
backgrounds, they all have individual behaviors, values, interests, and goals. Therefore, this study
focuses on instruction that is both learner-centered and customizable. One design approach that has
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received increased attention in recent years is instructional design theory (IDT). Reigeluth (1999)
describes IDT as a “theory that offers explicit guidance on how to better help learn and develop” (p.
5). Other definitions include IDT as being “prescriptive in nature” and offering “proven guidelines for
creating optimal learning environments for intended learning content and the target audience”
(Huang, 2013, p. 19). Like design theories in other fields, IDT puts emphasis on individuals with a
learner-centered paradigm at its core. The role of an instructional designer is “translating principles
of learning and instruction into specifications for instructional materials and activities” (Smith &
Ragan, 1993, p. 12). By performing a needs analysis of the subjects (i.e., learners), more personalized
and meaningful instruction can be designed and developed using instructional design models. While
early instructional design theories took a behavioral approach to design, more up-to-date models take
a constructivist approach, with constructivism receiving increased attention in several different
disciplines, including language teaching/learning and instructional design (Bednar, Cunningham,
Duffy, & Perry, 1991). In this study, existing instructional design models will be discussed and
subsequently considered for the design of instructional materials in a second-language classroom.

In addition to the use of IDT, this study explores the use of instructional technology, such as
presentation software, to help make the learner-centered paradigm more efficient and effective. With
many English language courses being standardized with set learning materials, making instruction
personalized to individual learners is challenging. However, Reigeluth (2014) explains that by using
technology, the learners’ individual needs and expectations can be accommodated, and more relevant
and personalized learning experiences can be provided through the customization of instructional
materials. This use of technology in an educational environment is known as “blended learning”
(Vaughan, 2007), which is defined as being both a student-centered and flexible approach to learning.
Focus is put on the design and use of Microsoft PowerPoint presentation software, due to its
popularity, and with supporting research regarding the use of slide presentations to provide more
interesting and motivational instruction (Szaboa & Hastings, 2000; Catherina, 2006; Wanner, 2015).

Finally, a research study was conducted. Instructional design models were used to design and
evaluate instructional PowerPoint slides for two types of content and language integrated learning
classes. Pre-study research was conducted through teacher interviews and questionnaires, and data
were collected to provide a needs analysis in order to support the design and development of the
specially designed slides. The slides were tested on second language university students at Rikkyo
University, and post-study research was conducted regarding the effectiveness of the instruction to
conclude whether IDT is effective in improving learner attitudes.

Literature Review

What is Instructional Design Theory?

Reigeluth and An (2021) describe IDT as a “deliberate and orderly, but flexible, process for
planning, analyzing, designing, developing, implementing, and evaluating instruction in education”
(p. 1). In education, IDT refers to a knowledge base that provides guidance on how to facilitate
learning under different conditions (Reigeluth, 1999a). Reigeluth states that IDT is distinguished
from learning theories. Rather than describing how learning occurs through descriptive explanations,
IDT is prescriptive and design oriented (Reigeluth, 1999a). While it is not easy to apply the knowledge
of learning theories to educational problems, IDT can identify methods for specific situations by
offering detailed guidelines to design instruction. An early instructional design theory, called
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“Theory One,” was presented by Perkins (1992) that provided guidelines for what instruction should

include to foster cognitive learning:

. Clear information: Descriptions and examples of the goals, knowledge needed, and the

performance expected.

. Thoughtful practice: Opportunity for learners to engage actively and reflectively with whatever

is to be learned - adding numbers, solving word problems, writing essays.

3. Informative feedback: Clear, thorough counsel to learners about their performance, helping

them to proceed more efficiently.

. Strong intrinsic or extrinsic motivation: Activities that are amply rewarded, either because they

are very interesting and engaging in themselves or because they feed into other achievements
that concern the learner.
(Perkins, 1992, p. 45, as cited by Reigeluth, 1999a)

To build on the above guidelines, Reigeluth (1999b) discusses the major characteristics that all
instructional design theories have in common. The four major components of IDT are listed by
Reigeluth as being:

1. Instructional values: To maximize the effectiveness of instruction, the values of the design

theory should match those of the users. Therefore, IDT is only relevant to teachers who see
the value in a learner-centered approach.

. Instructional outcomes: These are the outcomes expected by the instructors, including

expectations related to effectiveness, motivation, efficiency, and appeal. The focus of the
outcome depends on the values of theories.

. Instructional conditions: This includes factors that influence the selection of different

instructional methods. Reigeluth (1999b) lists these as a) the nature of what is to be learned,
b) the nature of the learner, c) the nature of the learning environment, and d) the nature of
the instructional development constraints. These conditions “may influence which methods
will work best to attain your desired outcomes” (p. 8).

. Instructional methods: With instructional design theories being design oriented, they have

methods that are situational and componential (i.e., can be done if different ways and made of
different components). In addition, there are different ways in which these methods can be
performed, depending on the way in which problems are presented or each scenario’s
characteristics. Therefore, some methods are “better than others (better for a given set of
conditions and desired outcomes), but sometimes they’re equally efficacious” (p. 10). When
selecting methods, it is important to consider the values, outcomes, and conditions. It is also
important to remember that these methods are probalistic, therefore, they “do not guarantee
the desired instructional and learning outcomes” (p. 11). However, the goal is to attain the
highest possible probability of the learners achieving their goals.

To sum up, instructional design theories offer methods that are situational, componential, and
probabilistic. They help identify situations for which the method can be applied and identify the
values of the goals they pursue to successfully attain them.

This has led to the creation of a variety of methods or models that can be used depending on the

situation and requirements of the instructor. To find an appropriate model for this study, this paper
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will consider two existing instructional design models.

Instructional Design Models

The most well-lknown ID model is the analysis, design, development, implementation and
evaluation (ADDIE) model (Gustafson & Branch, 2002). Another more recent model is Reigeluth and
An’s (2021) holistic 4D model. The ADDIE model uses a systems approach in designing instruction,
which begins with an analysis process that breaks down what should be taught into pieces, leading
to the design of instruction for each of those pieces. The 4D model provides a more holistic approach
that begins with a less clear vision of the instructional design, and then proceeds to work out
progressively more details in additional cycles.

The ADDIE Model

The ADDIE model is the most widely used and simple approach to instructional design. It is
generally agreed that it provides the most essential steps to the instructional design process
(Molenda, 2003; Reiser & Dempsey, 2002). Figure.1 shows an adaptation of the ADDIE model.

ADDIE Model for Instructional Design

L. T B - )

b L

y D

Analysis Design Development Implementation Development
»  Determine overall goals »  Identify learning objectives *  Create all assets for the |+ Deliver ar distribute the [+ Ensure learning needs
*  Assess learning needs (ie. »  Develop assessment ducational program or ducational program or have been met
knowledge or instruments (i.e., pre-teses, activity (i.e., lecture activity to the intended *  Assess effectiveness
performance “gaps™ in post-tests, evaluations) slides, graphics, andience including changes in
existing vs. desired s Create practice exercises animations, video, audio, *  If necessary, ereate and clinical practice
behaviors) »  Outline content and photographs, text, web- implement a plan for behavior and/or patient
*  ldentify larger andience instructional strategies to based tools, etc.) learner support oulcomes
«  Determine delivery match learning objectives
environment

Figure.1: The ADDIE Model (Patel et al, 2018, p. 3)

The process begins with an analysis of the learner, instructional materials, and context to determine
the overall goals. This includes identifying characteristics of the target learner, which may include
their existing knowledge, values, motivations, and interests. After identifying the learning objectives,
the design stage is used to create exercises, and outline content and instructional strategies to match
the learning objectives. Instructional strategies include pre-instructional activities, content
presentation, and pre-tests and/or evaluations with possible learner participation (Molenda, 2003). In
addition, the types of media and delivery methods that will be used in the development stage are
decided. The development stage includes the creation of all the assets for instruction. Regarding this
study, this would include the development of presentation slides (e.g., Microsoft PowerPoint, Google
Slides), containing media such as graphics, videos, photographs, audio, and animations. The
implementation stage is where the developed materials is delivered or distributed to the learners.
Learner support can be created, if necessary. Formative evaluation takes place throughout the entire
process, allowing for changes and improvements to be made before implementation. In addition to
the ongoing formative evaluation, summative evaluation takes place after the implementation stage to
assess overall effectiveness.
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The Holistic 4D Model

A more recent instructional design model is Reigeluth and An’s (2021) holistic 4D model. They
explain that the holistic approach “begins the design process by creating a fuzzy vision of the
instructional system (top-level design) and proceeds to work out progressively more details for each
part of it in two more cycles (mid-level and lower-level design) so that each part is designed with the
other parts in mind” (p. 13). The benefit of this process is such that a) designers do not get mired in
the details during the initial envisioning process, b) information obtained from the analysis is used
immediately so it is still fresh, and c) all of the most important information is analyzed (Reigeluth &
An, 2021). The cycles can be seen in Figure.2.

Define Design Develop Deploy

Top Level
Analyze

\

Evaluate Design

~

Mid Level

I (

Analyze Analyze Develop Implement
/ \ Inputs Outputs

=" =

Evaluate Define Evaluate Design Evaluate Manage

A

4

Analyze Evaluate

_ * Expert Review

One-on-one
aslgn + Small-group
* Field test

N

Evaluate

(

Figure.2: The Holistic 4D Model (Reigeluth & An, 2021, p. 22)

Within each design stage, analysis is required. At the top level (strategic), analysis is used to begin
to determine what and how to teach. General content is identified that is later examined in the
mid-level (operational) analysis and gives a “fuzzy vision” of what instruction should be like. The next
level of clarity is provided in the mid-level, the general information gathered from the top level
provides a meaningful context allowing for more detailed information to be gathered about what to
teach and how to teach it. The lower-level design (tactical) is where a detailed blueprint for instruction
is created for both “task focus” and “topic focus.” As stated by Reigeluth and An (2021), “different
kinds of learning require different kinds of mental processing for learning to occur, which in turn
require different methods of instruction to foster the cognitive processes” (p. 14). The center box
displayed in Figure.2 represents the instructional design functions with “just-in-time analysis” and
“ongoing evaluation” (p. 15). The 4 Ds in this design represent define, design, develop, and deploy,
which are summarized here:

Define: The left box represents exercises that take place before the design process. They include “the
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analysis of the need for instruction, carried out in a holistic and integrated manner that considers
other forms of intervention” (p. 15). As the need for instruction is evaluated, project goals and
objectives are defined.

Design: In the box, on the left side are three design levels. Within each level is an iterative process of
analysis, design, and evaluation. Here, the analysis of learners, materials, and context is conducted,
leading to decisions on both what and how to teach. The decision whether to conduct all kinds of
analysis depends on the nature and scope of the project.

Develop: In the box, on the right side, the development process can be seen. The diagram also shows
that careful evaluation takes place at each stage of development. However, evaluation at this stage
differs to that of the design stage, as it involves testing the instruction on learners to make changes
or improve it.

Deploy: The right side of the diagram represents the output, where activities are conducted following
design and development. The system is used for regular, full-scale instruction (e.g., in schools,
workplaces, and training workshops). The system is delivered by instructors, who manage and
evaluate it. In addition, summative evaluation takes place at this stage.

Why use Instructional Design Theory?

EFL instructors often use a content perspective when approaching instruction, with a focus on
what to teach their students. While instructional designers approach instruction from a problem-
solving perspective that also includes what to teach, they also pay considerable attention on how to
teach in a way that is effective, efficient, and motivational (Reigeluth & An, 2021). Many second
language learners may lack the experience or knowledge to understand the content that is being
presented to them; therefore, deciding the best way to teach it can be a complex problem that does
not have a single solution. This means that instruction must “change from standardization to
customization, from a focus on putting things into learners’ heads to a focus on helping learners
understand what their heads are into” (Reigeluth, 1999b, p. 19). Reigeluth (1999b) highlights the
following three requirements:

e ]t requires a shift from passive to active learning and from teacher-directed to student-directed
learning.

e It requires a shift from teacher initiative, control, and responsibility to shared initiative,
control, and responsibility.

e |t requires a shift from decontextualized learning to authentic, meaningful tasks.

e Most importantly, it requires a shift from holding time constrants and allowing achievement to
vary, allowing each learner the time needed to reach the desired achievements.

(p. 19)

By defining the problem; determining what knowledge, skills, and attitudes are needed; focusing on
what the learner need to learn and can achieve, and finally determining the methods that will best
help the learner to master the content, instruction can be more effective, efficient, and motivating: a
learner-focused paradigm.
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Over the last decade, IDT has increased in popularity in the EFL/ESL industry, with comparisons
being made to existing theories on second language acquisition. Examples can be found in the
Table. 1.

Second Language Acquisition Instructional Design
Task-based language teaching (Nunan, 2004) Backward design (Wiggins & McTighe, 2005)
Schema-based learning (Plaget via Wadsworth, 2004) Generative learning (Osborne & Wittrock, 1983)
Student-centered pedagogy (Kumaravadivelu, 2003); Learner-centered teaching (Weimer, 2013); Universal
Scaffolding (Vygotsky, 1980) design for learning (Hall, Meyer, & Rose, 2012)
Sheltered instruction observation protocol (Echevarria, ARCs: Motivational theory (Keller, 2010)
Vogt, & Short, 2013)

Table.1: Second Language Acquisition and Instructional Design Relations

Instruction through Presentation Software

With technological tools becoming very common in the classroom, teachers have been looking
at new ways to provide classroom instruction and keep learners engaged (Hart, 2022). This includes
the use of a blended approach to learning (i.e., the intersection of human interactions with technology-
assisted learning situations) as benefits include a) insights into students’ learning styles, b) ongoing
customization to meet learners’ needs, c) use of technology to boost learning, d) increased learner
engagement, and e) support for students who are absent from class (Fulton, 2012, as cited by Hart,
2022). Presentation software such as Microsoft PowerPoint and Google Slides are easy-to-use tools
that have become the most popular method to provide such an approach. Szaboa and Hastings (2000)
suggest that the use of PowerPoint can help learners enhance attention and reduce distraction, which
is a belief supported by Catherina (2006) and Wanner (2015), whose research suggests that
PowerPoint presentations are more engaging for learners than traditional lectures. This was the
result of research conducted by Wanner, which tested the effectiveness of PowerPoint presentations
on instructing university students. The research concluded that the presentations improved
comprehension of the course content and provided content more efficiently (Wanner, 2015). Similar
findings were recorded in Oommen’s (2012) study that found that out of a class of 50 university
students, 94% of them responded positively toward the use of PowerPoint, saying it was easy to follow,
stimulated thinking, helped make better use of class time, and held their attention.

A key benefit of using presentation software for instruction is the ability to customize content to
suit individual learners or learning environments. Information can be added or omitted in real time,
providing justin-time teaching. Feedback can be given visually and also synchronously, and the
utilization of media such as videos, audio, and images can be made to provide instruction that is
efficient, interactive, and visually pleasing. The presentations appeal to varying learning styles, such
as the use of visual, auditory, kinesthetic, and creative instruction (Hart, 2022). Cashman and Shelly’s
(2002) research found that students learn most effectively when using their five senses, highlighting
the effectiveness of using mixed media during instruction. The use of visuals to support instruction
has been extensively researched, reaching conclusions such as retention being increased by as much
as 80 percent (Burrow, 1986) and the belief that visual aids stimulate thinking, improve the learning
environment, increase personal understanding, provide more relevant course content, and promote
more consistent performance (Mohanty, 2001; Rather, 2004; Kunari, 2006). In addition, presentation
software is continuously advancing, with new functions being added to provide new methods of
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information presentation. One example is the use of timed animations to control when information is
presented, allowing them to not only be a communication aid but also simulate the timed-instruction
of a teacher (Levy, 1997). Now, presentation software can act as a surrogate teacher or manager of
tasks (Hart, 2022). However, Chiquito, Meskill, and Renjilian-Burgy (1997) highlight the difficulties
of making decisions between aesthetics and functionality. Instruction cannot only be about conveying
information to the learner, but must also include a constructivist approach that helps learners build
their own knowledge through purposeful learning.

With the learner-centered paradigm being an important part of instructional design theory,
technological tools can be used to accommodate individual learner needs by providing personlized
instruction through customization, and presentation software like PowerPoint provides teachers with
the ability to do so.

Research Study

Aims of Study

The aim of this study is to a) determine whether existing instructional design models can be
used to design, develop, and implement more effective, personalized, and efficient instruction using
presentation software and b) draw conclusions regarding whether instructional design methods
should replace traditional teaching methods such as teacher-fronted instruction (i.e., lecture style) or
the use of coursebooks/textbooks.

Theoretical Framework

A blended approach to ADDIE instructional design model was chosen for the study, however,
Reigeluth and An’s (2021) holistic 4D model was also used during the design stage of the process.
This allowed for a three-tier design system to be used before the initial development of the
presentation slides. In addition, the 4D model allowed for evaluation to take place during the
development stage, meaning the presentation slide design could be improved after being tested on
the learners. Evaluation was carried out through observations by the instructor and feedback from
the learners.

Other theoretical frameworks included the beliefs put forward by Levy and Stockwell (2006) and
Fulton (2012) that include the need for the use of multiple types of media (e.g., videos, images,
animations) and continuous customization to adapt to the needs of the learners.

Based on the success of my previous study (Hart, 2022), a “flipped approach” was considered. A
flipped classroom allows learners to review the content of the course prior to the class session and
complete exercises that would usually be conducted together in a face-to-face environment (Bishop
& Vergleger, 2013). While computer-mediated communication (CMC) software could have been used
to present the slide presentations to the learners prior to each class for asynchronous learning (Liu
& Chen, 2007), it would have been impossible to monitor learner input in real-time. Therefore, while
the slides were provided before and after each class, instruction was still provided using the slides
during each lesson.
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Test Subjects

The subjects of this study were 216 English language learners enrolled at Rikkyo University. The
students were spread over 11 classes and 2 different subjects: academic debate class (93 students)
and presentation class (123 students). The students’ English language skills varied between classes,
with learners being leveled based on standardized testing prior to the start of the courses. In addition,
10 EFL lecturers who taught the same classes completed an online survey with 5 of them taking part
in a pre-study interview.

Research Methods

For this study, a needs analysis (i.e., a study of the language learning and teaching needs of
students in a language program) was conducted using mixed methods research. Johnson,
Onwuegbuzie & Turner (2007) define mixed methods research as “an intellectual and practical
synthesis based on qualitative and quantitative research” that “recognizes the importance of
traditional quantitative and qualitative research but also offers a power third paradigm choice that
often will provide the most informative, complete, balanced and useful research results” (p. 129).
They explain that “the research should strategically combine qualitative and quantitative methods,
approaches, and concepts in a way that produces complementary strengths and nonoverlapping
weaknesses” and “generates research questions and provides answers to those questions, as
appropriate” (p. 127). A mixed method was chosen to provide more accurate data for both the design
and evaluation phases of the instructional design and to answer the questions stated in the study’s
aims. In addition, Brown (2014) states that “any researcher that can do both quantitative and
qualitative research in TESOL will have considerable advantages over those who can only do one or
the other” (p. 6).

Research Design

Participants

A total number of 223 (» = 223) participants were involved in the study. This included 10
university teachers (# = 10) who had taught the same subjects (i.e., English debate and presentation)
as the researcher, 93 first-grade university students (z = 93) who were enrolled in the researcher’s
English presentation classes, and 120 first-grade university students (z = 120) who were enrolled in
the researcher’s English debate classes. All the students were in their second semester and had
taken mandatory English language classes in the previous semester.

Procedures

Pre-study research was conducting via an online questionnaire that was given to the university
teachers (# = 10). Also, half of the teachers (# = 5) were interviewed. After the completing the study,
a post-study questionnaire was given to the 213 university students (z = 213) who had participated in
the study. In addition, one of the students (#» = 1) was interviewed about his experience with the
researcher’s in-class instruction.
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Pre-Study Research Questions

To analyze (Molenda, 2003) and define (Reigeluth & An, 2021) the need for different forms of
instruction, a pre-study survey was conducted. A questionnaire was given to 10 university EFL
teachers (# = 10) that belonged to the same department as the researcher. All 10 teachers had taught
the university courses before in the previous fall semester; therefore, they had sufficient insight into
the courses, the learning/teaching content, and possible student behaviors. The questionnaire
included 23 question items (Appendix 1.1). Questions 1-8 focused on the teachers’ experience with
using presentation slides. Questions 9-17 focused on the teachers’ perceptions of the use of slide
presentations. Questions 18-22 asked about the impact of slide presentations on learners. At the end
of the survey, the participants were given the opportunity to add additional comments (Item. 23).

In addition to the survey, five teachers (z = 5) from the survey study were interviewed. Questions
were asked about their instructional methods and teaching styles, use of technology in language
classrooms, and their thoughts on a learner-focused approach. The interviewees’ responses were
recorded and notes were taken by the interviewer.

Research Design, Development, and Evaluation

In the design phase, the learning objectives, lesson planning, media selection, and a “fuzzy
vision” of the instructional system (top-level design) were established. Based on the data collected
from the analysis phase (i.e., preresearch survey and interviews and the researcher’s previous
experience teaching the courses), PowerPoint presentations were designed and developed using a
mixed media approach and existing course content from the assigned coursebooks. The focus of the
study was on providing effective instruction and support, rather than the teaching of content such as
target language and skills, as this was done through active learning and task-based learning, and the
use of existing learning materials that were incorporated into the presentations. Instructional
presentations were created for the first two lessons for initial implementation and evaluation.
Evaluation included a) the reaction of the learners, b) the learners’ resulting learning and any
noticeable increase in knowledge from the new instruction, c) the learners’ behavioral change, and
d) the effects on performance during in-class exercises. As relevant visual media was required,
videos were recorded by the researcher and other teachers from the same faculty.

After Lesson 1 (course introduction) and Lesson 2 (content-based lesson), an analysis of the
learners, materials, and context was conducted. Observations by the researcher were made, and a
group of learners were asked to give their opinions on the instructional presentations. This analysis
and evaluation led to decisions on both what and how to design and develop the next set of
instructional slides (mid-level design).

For the next set of instructional presentation slides, changes and improvements were made
(e.g., designing more personalized presentations based on the learners’ interests and lesson topics,
reduced reading, the use of timed animations to present information more effectively and to reduce
on-screen text, and the use of more attractive slide templates to make them more visually appealing).
The mid-level design was continuously evaluated through observations and by monitoring the
learners’ behaviors and performance.

After an evaluation of the mid-level design, minor changes were made (e.g., allowing learners to
add information to the PowerPoint slides, making them more personal and interactive) leading to the
final lower-level design. This design was used to provide instruction for the remainder of the course.
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All the instructional PowerPoint slides were uploaded on the university’s CMC software called
Blackboard. Therefore, the learners had access to the slides in advance and after the lessons for
reflection and revision. The slides were also shared on the faculty’s shared Google Drive, allowing
other teachers to use them in their classes.

Post-Study Research Questions

After completing the courses, a survey was conducted with a focus on learner perceptions
(Appendix 2.1 & 2.2). An online questionnaire was given to the learners (z = 213) during the final two
weeks of the course. A simple 5-point Likert scale was used for most of the questions, ranging from
Strongly Agree to Strongly Disagree. A 5-point Likert scale was chosen as it is easy to draw conclusions,
reports, results, and graphs and make comparisons from the responses, and it provides a construct-
centered approach to collecting relevant data (Messik, 1989). In addition, four or five points are
desirable for young learners or learners with low motivation to complete the questionnaire because
5-point scales are easy to understand, and they require less effort to answer (Smith, Wakely, DeKruif,
& Swartz, 2003). While some of the question items were the same between the two different courses,
there were also additional questions that were relevant to the individual courses.

The online questionnaire for the presentation class contained 27 question items (Appendix 2.1).
Questions 1-10 (Part 1) provided and evaluation of the researcher’s instructional slides. Questions
11-18 (Part 2) provided an evaluation of the learners’ own slides. Questions 19-21 (Part 3) focused
on course content and 22-27 (Part 4) provided the opportunity for the learners to express any final
thoughts through written comments.

The online questionnaire for the debate course contained 19 question items (Appendix 2.2).
Questions 1-2 (Part 1) asked the learners about preferred teaching styles. Questions 3-12 (Part 2)
asked the learners to evaluate the researcher’s instructional slides. In Part 3, questions 13-15 asked
about course content, and Part 4 (questions 16-19) allowed for more detailed explanations to be
given through final comments.

Issues Encountered

Most of the planned data collection was completed successfully; however, some issues caused by

the COVID-19 pandemic affected data collection:

1. The first two weeks of the courses were conducted online due to restrictions implemented by
the university. This made it more difficult to observe the learners in a regular classroom
environment.

2. Many of the subjects were absent from the classes during the last two weeks of the study
because of COVID-19-related situations. Out of the eight students who had agreed to be
interviewed, only one was able to attend class.

Results

Pre-study Interviews: Teachers

During the teacher interviews (z = 5), notes were recorded regarding effective methods of
providing instruction, different approaches to content presentation, and the use of technology in a
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language classroom. It was interesting to hear that some of the teachers had reverted to using only
the coursebooks after returning to face-to-face classes having taught online due to the recent
pandemic. One teacher explained this was mainly due to convenience, where he did not have to carry
a computer or set up a projector in his classroom. Another teacher explained how he pasted
screenshots of the coursebooks content and instructions onto PowerPoint slides to help him
remember the “flow of the lesson.” In most cases, the learners were not considered, and choices
were made for the convenience of the instructor or because of time restraints.

Most teachers used online learning platforms such as Google Classroom or Blackboard to
administer tests or homework, with only one of the teachers using these platforms to provide
instruction using a “flipped classroom” approach. His reasoning for this was that he believed students
felt “less pressure” when working asynchronously, and it allowed them to “study at their own pace.”
This belief has been supported by other researchers whose research has shown that CMC provides
learners with a safe environment to practice what they have learned and evaluate themselves (Fitze,
2006; Satar & Ozdener, 2008).

In one interview, issues were highlighted regarding the students’ lack of understanding during
online classes. When instruction was given verbally, his students would sometimes go to breakout
rooms and not notify the teacher of their lack of understanding. This meant that the students would
wait in the breakout rooms in silence. He felt that PowerPoint slides would have helped provide
clearer instruction, as he usually used a whiteboard in face-to-face classes. In another interview,
similar points were made, as the teacher explained how he used the internet (e.g., YouTube,
information websites, online articles) to provide examples, but admitted that time was sometimes
wasted moving between sources.

In all the interviews, the teachers answered that they thought their students preferred classes
with no textbooks or instructional materials. However, this belief was challenged in the learner
questionnaire where 70.7% of students preferred classes with a mix of both “lecture style” and
student-led “active learning.”

Question Answer N Question Answer N

1. Do you create slide Always 4 |13.1 am able to deliver Strongly Agree 5
presentations? Often 3 | material easily by using slide Agree 4
Sometimes 3 | presentations. Neutral 1

Seldom 0 Disagree 0

Never 0 Strongly Disagree 0

2. Do you use existing Always 1 |[14. Ithink students prefer the Strongly Agree 1
templates when creating slide Often 2 |use of slide presentations Agree 3
presentations? Sometimes 3 | over conventional methods.  Neutral 5
Seldom 3 Disagree 1

Never 1 Strongly Disagree 0

3. Do you use pictures in Always 4 |15. I think the use of media  Strongly Agree 4
your slide presentations? Often 2 | (e.g., pictures, videos, audio) Agree 6
Sometimes 4 |helps students retain Neutral 0

Seldom 0 |information. Disagree 0

Never 0 Strongly Disagree 0

4. Do you use videos in your Always 0 |16.Ifind it easy to create Strongly Agree 1
slide presentations? Often 1 |interesting or engaging slide Agree 6
Sometimes 3 |presentations. Neutral 2

Seldom 3 Disagree 1

Never 3 Strongly Disagree 0
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Question Answer N Question Answer N
5. Do you use audio (e.g., Always 0 |17. The facilities at the Strongly Agree 3
music, sound clips) in your  Often 0 |university support the use of Agree 6
slide presentations? Sometimes 3 |slide presentations. Neutral 0
Seldom 1 Disagree 0
Never 6 Strongly Disagree 1
6. Do you use hyperlinks in ~ Always 0 [18.I put emphasis on the Strongly Agree 4
your slide presentations? Often 3 |importance of slides when Agree 6
Sometimes 3 |[teaching presentation skills.  Neutral 0
Seldom 3 Disagree 0
Never 1 Strongly Disagree 0
7. Do you usually use the Always 2 |19. I feel the use of slide Strongly Agree 4
same design for your slide Often 4 |presentations helps support  Agree 5
presentations? Sometimes 3 |the learners’ speaking during Neutral 1
Seldom 1 |their presentations. Disagree 0
Never 0 Strongly Disagree 0
8. Do you design your slide  Always 0 [20. I feel the use of slide Strongly Agree 2
presentations based on the Often 0 |[presentations helps reduce  Agree 6
students’ interests? Sometimes 5 |learner anxiety during their ~ Neutral 2
Seldom 2 |presentations. Disagree 0
Never 3 Strongly Disagree 0
9. Slide presentations engage Strongly Agree 1 |21.Ifeel good slides or Strongly Agree 5
students in learning. Agree 5 |visuals are important for a Agree 5
Neutral 4 |strong presentation. Neutral 0
Disagree 0 Disagree 0
Strongly Disagree 0 Strongly Disagree 0
10. Slide presentations help  Strongly Agree 7 |22. The use of slides or Strongly Agree 2
present learning materials Agree 3 |visuals has an influence on Agree 5
more clearly. Neutral 0 |how I grade my students. Neutral 1
Disagree 0 Disagree 1
Strongly Disagree 0 Strongly Disagree 1
11. Slide presentations Strongly Agree 2 | 23. If you have any additional N/A N/A
provide inspiration to the Agree 3 |comments or observations
learners when making their ~ Neutral 5 |regarding the use of slide
own presentations. Disagree 0 |[presentations, please write
Strongly Disagree 0 |them below.
12. I prefer using slide Strongly Agree 5
presentations over Agree 0
conventional methods. Neutral 4
Disagree 0
Strongly Disagree 1

Table.2: Using Slide Presentations — Teacher Perceptions (n = 10)

Teacher Perceptions vs. Learner Perceptions

Almost all the teachers (# = 10) answered that they use slide presentations during their classes,
with 40% always doing so. However, it was noted by a few of the participants that this was mainly due
to their classes being moved back and forth from face-to-face to online. One of them stated that slides
were “extremely important when teaching online,” but “not so much in face-to-face classes” as he
preferred using a whiteboard. Another participant said that he only used slides for “giving feedback”
or “giving examples,” with little use for them otherwise. One teacher saw slides as a distraction, while
another felt that he lacked the skills to create effective PowerPoint presentations. Furthermore, 40%
of the teachers preferred conventional methods of instruction (i.e., using a textbook and whiteboard),
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which contrasts with a total of 86% of the students believing that the slides from the study were more
useful than the textbook. Also, 50% of the teachers were neutral when asked if they thought students
preferred slides, with only one teacher strongly agreeing that they do. When the students were asked
if they preferred the use of slide presentations over conventional methods, 98.2% agreed that they
did. In the debate course, a student wrote that “the flow of the debate” was “easier to understand than
the textbook.” During the student interview (z = 1), a learner was asked about his need for a
textbook, and he replied by saying that he preferred the use of slides and felt that he had no need for
a textbook in the class. However, while the slides were available online, the student asked for a digital
PDF to be used for after-class review. This belief was not held by all students, with one student
writing “I think using a textbook is important” and that they appreciated that page references had
been added to the slides. The decision to do this was mainly because it was compulsory for all
students to buy assigned textbooks from the university.

Data from the study supported Cashman and Shelly’s (2002) belief that the use of mixed media
promotes more effective learning as 90.2% of the students between the two courses agreed that the
use of various media helped them understand the information more clearly. The students mentioned
that the use of media helped them be more attentive and made the slides “interesting and fun to look
at”. This provides added support to the belief that PowerPoint slides help learners focus attention and
reduce distraction (Szaboa & Hastings, 2000; Catherina, 2006; Wanner, 2015). Various students
highlighted the use of animations and videos that made instruction “not boring” and “very clear than
textbook,” with one student saying that the slides “helped us understand what the teacher said” and
made it “easy for us to understood important things.” In the written comments from both
questionnaires, when asked what the learners thought about the instructional slides, many of the
comments put emphasis on the slide “design,” with references to the “photos,” “pictures,
and “animations.” Descriptive words such as “dynamic,” “motivational,” “fun” and “easy-understand”
were used.

»

videos,”

3. Pictures 4. Videos

@ Always

@ Often

) Sometimes
@ Seldom

@ Never

(n =10)

Figures.3-6: Teachers’ use of mixed media

In contrast to the learners’ perceptions, the use of mixed media by the teachers was not
consistent (Figures.3-6): 30% of the teachers never used videos, 60% never used audio, and only 30%
tended to use attractive design templates. The use of pictures was the only type of media that was
consistently used by the teachers. It could be argued that the instructor themselves provide the
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auditory and Kkinesthetic aspects of instruction; however, these aspects can be more varied and made
more creative and appealing through the use of presentation slides.

A clear difference that was noticed between the teachers’ slides and the ones used in this study
is the focus on the learners’ interests or the lesson topics: 50% of the teachers seldom or never
consider the interests of their learners when designing slide presentations, with the other 50% only
sometimes doing so. During this study’s design process, changes were made after the top-tier design
to utilize the learners’ interests to make them more learner-focused and relatable. The learners’
interests were discussed, shared, and listed in the Lesson 1 slides. Throughout the rest of the course,
related media was used in the slides to provide instruction, demonstrations, or examples. In addition,
to provide inspiration, the slides were often designed around the lesson topic or current events. By
observing the students, and by evaluating instructional design in the initial phases, it became clear
that the students responded better to slides that contained media that they could relate to. Examples
included characters, famous people, places, or objects that they were familiar with. Visual aids also
provided ideas that the students could draw from, reducing their cognitive load and allowing them to
focus on the skills being taught. As suggested by Reigeluth (2014), the flexibilty and customabilty of
technology provides the instructor with the ability to accommodate learners’ individual needs and
expectations and provide relevant and personalized learning experiences can be provided to the

learners.
Question Answer N Question Answer N
1. The teacher’s slides were  Strongly Agree 72 |15. Using slides helped me Strongly Agree 33
interesting. Agree 21 |feel more relaxed during my Agree 42
Neutral 0 |presentations. Neutral 17
Disagree 0 Disagree 1
Strongly Disagree 0 Strongly Disagree 0
2. The teacher’s slides were  Strongly Agree 75 |16. Using slides supported Strongly Agree 48
easy to follow and Agree 12 | my speaking when giving Agree 36
understand. Neutral 6 |presentations. Neutral 5
Disagree 0 Disagree 0
Strongly Disagree 0 Strongly Disagree 0
3. The teacher’s slides made Strongly Agree 75 |17. T used ideas from my Strongly Agree 43
it easier to understand the Agree 18 |teacher’s slides in my Agree 34
teacher’s instructions and Neutral 0 |presentations. Neutral 15
lesson goals. Disagree 0 Disagree 2
Strongly Disagree 0 Strongly Disagree 0
4. The teacher’s slides held  Strongly Agree 57 |18. I think using slides is Strongly Agree 60
my attention throughout the Agree 33 |important to give a strong Agree 21
class. Neutral 3 |presentation. Neutral 9
Disagree 0 Disagree 0
Strongly Disagree 0 Strongly Disagree 0
5. The teacher’s slides helped Strongly Agree 69 |19. I prefer to use slides Strongly Agree 52
me remember information Agree 24 | during a presentation instead Agree 27
more easily. Neutral 0 |of only speaking. Neutral 12
Disagree 0 Disagree 2
Strongly Disagree 0 Strongly Disagree 0
6. The teacher’s slides helped Strongly Agree 60 |20. The teacher’s slides on Strongly Agree 54
manage class time. Agree 27 |Blackboard helped me Agree 27
Neutral 6 |prepare before each class. Neutral 6
Disagree 0 Disagree 3
Strongly Disagree 0 Strongly Disagree 0
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Question Answer N Question Answer N
7. The teacher’s slides were  Strongly Agree 81 |21. The teacher’s slides on Strongly Agree 48
attractive and fun to look at.  Agree 9 |Blackboard helped me review Agree 30
Neutral 3 |and better understand the Neutral 5
Disagree 0 |lesson after class. Disagree 0
Strongly Disagree 0 Strongly Disagree 0
8. The use of media (e.g., Strongly Agree 66 |22. The teacher’s slides were Strongly Agree 60
pictures, videos, music, Agree 18 [more useful than using a Agree 28
animations) helped present  Neutral 9 |textbook. Neutral 2
information more clearly. Disagree 0 Disagree 0
Strongly Disagree 0 Strongly Disagree 0
9. The teacher’s slides Strongly Agree 54 |23. What did you think about N/A N/A
motivated me to make my Agree 30 |the teacher’s slides?
own slides better. Neutral 9
Disagree 0
Strongly Disagree 0
10. I prefer lessons with slide Strongly Agree 63 |24. What did you think of N/A N/A
presentations. Agree 26 |your slides?
Neutral 1
Disagree 0
Strongly Disagree 0
11. I found it easy making Strongly Agree 24 |25. Do your other teachers  Yes, always. 45
interesting or attractive Agree 39 |use presentation slides? Sometimes. 42
slides. Neutral 24 No, never. 6
Disagree 2
Strongly Disagree 24
12. I enjoyed making slides  Strongly Agree 39 [26. If yes, how are their slides N/A N/A
for my presentations. Agree 41 |similar/different?
Neutral 3
Disagree 0
Strongly Disagree 0
13. Using slides made my Strongly Agree 43 | 27. If no or sometimes, how N/A N/A
presentations easier to Agree 32 |do your other teachers
understand. Neutral 17 |present the course content?
Disagree 1
Strongly Disagree 0
14. Using slides helped me Strongly Agree 49
give my presentation more Agree 36
smoothly. Neutral 6
Disagree 2
Strongly Disagree 0

Table.3: Using Slide Presentations — Learners Responses (Presentation Students, n = 93)

When asked if their other teachers used presentation slides during their classes, 52.6% of the

learners (n =

213) said “Yes, always,” with the remaining students choosing “Sometimes.” It is

important to note that the other teachers whom they refered to were not only their language teachers

but also teachers in their regular classes. However, comparisons can be made between different

approaches to technology-based instructional design, and conclusions can be drawn from the

participants’ responses. Below are some examples:

a) lan’s slides are more easy and interesting to look at.
b) Other teachers just list words, but the slides in this class are animated and interesting.
¢) The other teachers’ slides don’t have many illustrations, they are very mechanical.
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d) Other teachers’ slides are move descriptive and hard to read.

e) Other teachers’ slides just give information so they are too simple. My debate teacher’s slides have
not only important information but also attractive motion and stuff.

P To begin, the slides used introduced a debate battle. Next, it showed the schedule of debate. It was
very convenient.

g) Other teachers’ slides are not intevesting and it is difficult to understand because they don’t use
pictures effectively.

h) Words are not so many as your slides.

1) Other teachers’ slides arve much simpler. Not as motivating as lan’s.

7) Other teachers’ slides are only words and sentence. No pictures.

k) Similar, but it is more fun than others’.

The comparisons show that in many cases, the learners felt that the PowerPoint presentations

” «

designed for this study were more “interesting,” “motivating,” and “easier to follow,” Also, the fun
factor of the slides through the use of animations and pictures seemed to appeal to the learners. In
statement £, the student highlights the convenience of the slides in providing a form of scaffolding,
with videos showing the end goal, so that the students knew what they were aiming toward. Then,
each phase of production could be broken down effectively, giving the learners a clearer
understanding. While coursebooks/textbooks can provide similar instruction and scaffolding, the
nature of this particular class (debate) means that students benefit more from witnessing the
completed task in its natural form (i.e., seeing a full English debate in a video). In addition, the use of
PowerPoint animations allows the teacher to present instruction and content when relevant. This
minimizes the amount of information visible to the learner at any given time. When asked if they find
it easy to create interesting and engaging slide presentations, 70% of the teachers felt that they did,
with the others disagreeing or remaining neutral. Without testing their slides on the same students,
it is impossible to observe differences between the slide designs; however, it is clear from the student
responses that they notice differences in instruction and they are able to evaluate which method they
find more effective.

Regarding learner performance, positive results were seen by both the researcher and learners.
As the slide presentations were available before and after each class, nearly all of the students felt
that the slides had helped them prepare in advance and better understand the lesson after the class.
In the presentation class, more students agreed that they used the slides for preparation (90%) than
review (83.8%), while in the debate class it was the reverse (57.5% for preparation, 70% for review).
This may be explained by the course content, with the presentation class requiring more preparation
outside of class time, requiring a wider varietyof language and skills to be learned, while the debate
course is more task-based learning, with less focus on taught content and more focus on in-class
planning and production. In these cases, the instructional slides acted as a “surrogate teacher,” as
seen in previous studies (Levy, 1997; Hart, 2022), with information being presented using a set order
and effective timing, much like the verbal instruction of a teacher. By viewing the slides prior to the
class, a kind of flipped classroom was created, with in-class instruction being more of a review of
what was previously taught. As for the students who used the slides to review the class content, an
interesting comment was given by one of the students who had said their other teachers do not use
presentation slides: “I think PowerPoint is better because I know what what each lesson’s goal is.
Also, if using PowerPoint, I can use them to review everytime.” The implication here is that the slides
provide more structured presentation and help present learning goals more clearly. Moreover,
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technology-based materials are more apealing to young learners, which improves motivation and

Table.4: Using Slide Presentations — Learners Responses (Debate Students, n = 120)

engagement.
Question Answer N Question Answer N
1. Which type of class do you Lecture Style 8 |11. The teacher’s slides Strongly Agree 45
prefer? Active Learning 30 | motivated me to use the skills Agree 42
Mixed 82 |that were taught. Neutral 33
Disagree 0
Strongly Disagree 0
2. Which teaching style do Lecture Style 69 |12. I prefer lessons with slide Strongly Agree 66
you other university teachers Active Learning 9 |presentations. Agree 48
usually use? Mixed 39 Neutral 3
Disagree 0
Strongly Disagree 0
3. The teacher’s slides were  Strongly Agree 87 |13. The teacher’s slides on Strongly Agree 12
interesting. Agree 27 |Blackboard helped me Agree 57
Neutral 3 |prepare before each lesson.  Neutral 45
Disagree 3 Disagree 4
Strongly Disagree 0 Strongly Disagree 1
4. The teacher’s slides were  Strongly Agree 66 | 14. The teacher’s slides on Strongly Agree 15
easy to follow. Agree 42 |Blackboard helped me review Agree 69
Neutral 9 |and better understand the Neutral 30
Disagree 0 |lesson after the class. Disagree 6
Strongly Disagree 0 Strongly Disagree 0
5. The teacher’s slides made  Strongly Agree 60 |15. The teacher’s slides were Strongly Agree 48
it easier to understand the Agree 51 |more useful than using a Agree 39
debate skills and lesson Neutral 9 |textbook. Neutral 24
goals. Disagree 0 Disagree 6
Strongly Disagree 0 Strongly Disagree 0
6. The teacher’s slides held  Strongly Agree 54 |16. What did you think about N/A N/A
my attention throughout the Agree 54 |the teacher’s slides?
class. Neutral 12
Disagree 0
Strongly Disagree 0
7. The teacher’s slides helped Strongly Agree 60 |17. Do your other teachers  Yes, always 69
me remember information Agree 36 |use slides in their classes? Sometimes 51
more easily. Neutral 21 No, never 0
Disagree 3
Strongly Disagree 0
8. The teacher’s slides helped Strongly Agree 72 |18. If yes, are there any N/A N/A
in managing class time Agree 48 |differences with their slides?
efficiently. Neutral 0 |How do they use slides
Disagree 0 |differently?
Strongly Disagree 0
9. The teacher’s slides were  Strongly Agree 75 {19. If no or sometimes, how N/A N/A
attractive and fun to look at.  Agree 30 |do your other teachers
Neutral 15 [present the course content?
Disagree 0
Strongly Disagree 0
10. The use of media (e.g., Strongly Agree 72
pictures, videos, music, Agree 36
animations) helped present  Neutral 9
information more clearly. Disagree 3
Strongly Disagree 0
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Another positive impact the instructional slides had on performance was that they provided
inspiration to the students in the presentation class: 98.9% of the students admitted to using ideas
from the teacher’s slides when creating their own PowerPoint presentations. Clear differences were
observed compared with the previous year, with slide presentations being more interactive, dynamic,
and aesthetically appealing. Students used a vareity of media, and animations and transitions were
used to present information and media more smoothly and effectively. As an observer, I felt that I was
able to understand the taught information more easily, and the presentation of information was more
memorable. Some of the students expressed that they found it difficult to make effective slides,
whereas positive comments were given such as “using slides helped the listeners to understand my
presentation when they couldn’t listen to my voice.” Even though the students did not use an
instructional design model when designing their presentations, they appeared to be influenced by
the teacher’s presentations, resulting in clearer presentation and instruction.

In the debate class, major improvements were achieved with regard to learner progress. In the
coursebook, debate skills are explained to the students in each lesson, with the first full debate taking
place in lessons 8 and 9 (i.e., week 8 and 9). When evaluating the fop level of the instructional design
model, I noticed that the learners responded well to demonstration videos, and that the use of
diagrams and animated examples made the skill-based goals more digestible for the students. This
led to the combination of skills to show connectivity between them and displayed the structured
progression of a debate more clearly. This also provided the students with examples of natural
language use and fluent speaking. As a result, the students were able to conduct a full debate
successfully by lesson 4. This created more time for practice, production, and testing. After the
mid-level evaluation, slides were created to be more interactive, with students having access to the
instructional material to add their own debate topics and images. I felt that the students appreciated
having their ideas displayed in the learning materials, and with the lessons being more personalized,
gains in learner participation, engagement, and motivation were observed.

During the length of the study, the presentation slides were shared with other instructors in my
department who taught the same classes. Feedback was given by some of the teachers who had used
the slides, with all of the responses being positive. One teacher explained that his students preferred
the slides over using the coursebook, causing him to stop using the coursebook entirely. Benefits
included increased participation, clearer instruction, more efficient use of time, the ability to provide
instruction online, and more professional looking classes.

Implications, Limitations, and Conclusion

Implications

The study was relatively small in scale but clear implications can be made from the data gathered
that support the use of IDT when designing technology-based instructional materials. Overall, the
majority of the learners showed signs of preferring the instructional slides over conventional
methods such as teacher-fronted verbal instruction or the use of the supplied coursebooks. The
learners noticed clear differences in the presentation slides used in this study compared with slides
used in their other classes, which proves that the learners are aware of the teaching methods of their
instructors. Further evidence for this was provided by the end of course evaluation conducted by the
university. When asked “Is there anything that you thought good about this course?,” the answer
“PowerPoint” was the most popular choice in all 11 classes (Figure.7).
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Is there anything that you thought good about this

course? [Multiple answers allowed]
Handouts (class resumes, etc.) / Handouts (Worksheets, including digital resources etc.) (1)
Write on the blackboard (Written communication in class, including use of digital whoteboards.) (2)
PowerPoint (12)
Video and other visual aids (This is not a video of the online class itself.) (0)
Syllabus (1)
None of the above apply / NA not applicable (0)

Figure.7: Example of course evaluation questionnaire answers

The learner-centered paradigm that is at the core of IDT allows for the learners to be more
active participants, with many of the learners highlighting that the presentation slides were
motivating and immersive, providing clearer and more efficent direction. Evidence for this was seen
in the all subjects, with course goals being achieved sooner and at a higher standard. As stated by
Reigeluth (2014), using such a personalized educated system “empowers learners” and supports
their “self-directed learning” (p. 223).

The need for a holistic approach to evaluate instruction was also supported during the study.
While it is important to identify instructional goals and conduct a needs analysis early on, continuous
evaluation during the design and development helped create more effective outcome-based
objectives. Further improvements to instruction could have been made to the instructional materials
if more in-depth quantitative and qualitative data had been collected during the study (e.g., a number
of students asked for even further reduction of text on screen at the end of the study). This implies
that Reigeluth and An’s (2021) holistic 4D model is better suited to the design of instructional
presentation slides than the stardard ADDIE approach, as it provides more in-depth continuous
evaluation throughout the design and development process.

Based on the responses made by the learners, and through observations made by other teachers
and myself while using the newly design presentation slides, improved learner motivation was
apparent. The use of an instructional design model helped cultivate students’ motivation by focusing
not only on their goals but also by utilizing their values and interests to provide more personlized and
appealing instruction. This echos aspects of early motivational design models, such as Keller's model
(1983) that identifies four major aspects of motivation in educational instruction: interest, relevance,
expectancy, and satisfaction. Due to the university courses being mandatory, and having around 20
students per class, providing personalized learning materials for individuals students is not usually
possible, other than the materials being level appropriate. However, instruction could be customized
to provide learning experiences that accomodate learner interests, with optimal novelty, and a degree
of learner control. Positive effects were present such as curiousity and increased engagement that
appeared to enhance the learners’ intrinsic motivation. Words such as “attractive,” “interesting,”
“fun,” and “motivating” were used by various students. With the use of mixed-media, tasks became
more relevant by providing examples and inspiration, making them more meaningful. Without the
use of control groups, the learners’ willingness to participate in course-related tasks was difficult to
measure; nonetheless, improvement in effort and production was evident in their presentations
compared with the previous year. Data from the learner surveys also suggest improvement in learner
confidence, with students stating that the classes were “easy to understand,” making it easier for
learners’ to “understand the theme and goal” of each lesson. This feeling of confidence and success
is known to facilitate learning (APA, 1993). Many of the students felt that the slide design influenced
their own design choices when producing their own presentations. As for learner satisfaction, the

53



NEFEHEZEY v —F L §3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

students were able to “understand deeply” about the skills that they were learning, and media and
animated explanations provided opportunities to show them why the taught content was important
and how they could use it effectively. This motivated the learners to pursue the same goals. By taking
all these points into consideration, the study implies that IDT provided improved instruction
outcomes with regard to effectiveness, motivation, efficiency, and appeal, as previously described by
Reigeluth (2021).

Finally, with IDT being design oriented, the use of a technology (.e., blended learning) allowed
for a wider variety of instructional methods to be used in consideration of values, outcomes, and
conditions. The transition between online and face-to-face classes was made smoother, as the
instructional presentations could easily be customized to suit the conditions, and the study proved
that the learners preferred the use of PowerPoint slides over coursebooks and the use of whiteboards.
Additional instructional methods proved effective such as providing learners with a “flipped”
classroom by providing animated slides prior to each lesson that presented information with timings
that simulated a teacher’s instruction.

Limitations and Suggestions for Future Research

Due to unforeseen complications, only one student interview was conducted, and with insightful
information coming from that interview, I believe the study would have benefited from more
interviews from a wider variety of learners. I also believe that control groups would have provided a
clearer understanding of changes in learner performance. As explained, a key aspect of IDT is the
need for learner-centered instruction through a clear understanding of the learners’ values and
personal goals. A wider variety of needs analysis and evaluation techniques could have been used
during the design and development process, such as giving the learners the opportunity to provide
continuous feedback during the courses (e.g., feedback forms, questionnaires, or interviews).
Interviews with other teachers who used the presentation slides could also have been conducted to
get a more accurate understanding of a wider range of learner needs.

Conclusion

This study provided support to the idea that an instructional design model can be used to design
technology-assisted materials that provide learners with more personlized and meaningful instruction.
By putting more focus on the individual needs, values, and personal interests of the learners, a shift
can be made from standardized instructions to customized, where learner needs are more effectively
met and learner motivation is improved. While plenty of existing research supports the use of active,
student-centered learning, it is also important to provide student-centered instruction that is
meaningful, efficient, and does not hold the time constraints that are found in traditional language
classes. The difficulty is that if instruction should be personalized to individual learners, it is difficult
to teach the same thing to a classroom of students, especially in standardized language courses.
However, by using well-designed resources developed using instruction design models and
instructional technology (e.g., presentation software), a more personalized experience can be
achieved. Also, it is important that the instruction is focused not just on conveying information to the
learner, but it also includes a constructivist approach as referred to by cognitive theorists as a
process of helping learners build their own knowledge through the facilitation of purposeful learning
(Ertmer & Newby, 2013).
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Based on the evidence presented in this study, it is suggested that more attention should be
given to design principles when creating instructional materials for L2 learners, and that further
research needs to be carried out on the design and development of effective technology-assisted
instructional presentations.
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Appendix 1 - Questionnaire Items for Teachers (Pre-Study)

1.1. Using Slides Presentations (Teacher Perceptions)

© 00 N O U1 B W N
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. Do you create slide presentations?

. Do you use existing templates when creating slide presentations?

. Do you use pictures in your slide presentations?

. Do you use videos in your slide presentations?

. Do you use audio (e.g., music, sound clips) in your slide presentations?

. Do you use hyperlinks in your slide presentations?

. Do you usually use the same design for your slide presentations?

. Do you design your slide presentations based on the students’ interests?

. Slide presentations engage students in learning.

. Slide presentations help present learning materials more clearly.

. Slide presentations provide inspiration to the learners when making their own presentations.
. I prefer using slide presentations over conventional methods.

. Iam able to deliver material easily by using slide presentations.

. I think students prefer the use of slide presentations over conventional methods.

. I think the use of media (e.g., pictures, videos, audio) helps students retain information.

16.

I find it easy to create interesting or engaging slide presentations.

17. The facilities at the university support the use of slide presentations.

18.

I put emphasis on the importance of slides when teaching presentation skills.

19. I'feel the use of slide presentations helps support the learners’ speaking during their presentations.

20.
21.

I feel the use of slide presentations helps reduce learner anxiety during their presentations.
I feel good slides or visuals are important for a strong presentation.

22. The use of slides or visuals has an influence on how I grade my students.

23.
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Appendix 2 - Questionnaire Items for Students (Post-Study)

2.1. Using Slides Presentations (Learner Perceptions: Presentation Classes)

1. The teacher’s slides were interesting.

2. The teacher’s slides were easy to follow and understand.

3. The teacher’s slides made it easier to understand the teacher’s instructions and lesson goals.
4. The teacher’s slides held my attention throughout the class.

5. The teacher’s slides helped me remember information more easily.

6. The teacher’s slides helped manage class time.

7. The teacher’s slides were attractive and fun to look at.

8. The use of media (e.g., pictures, videos, music, animations) helped present information more

clearly.
9. The teacher’s slides motivated me to make my own slides better.

10. I prefer lessons with slide presentations.

11. I found it easy making interesting or attractive slides.

12. I enjoyed making slides for my presentations.

13. Using slides made my presentations easier to understand.

14. Using slides helped me give my presentation more smoothly.

15. Using slides helped me feel more relaxed during my presentations.

16. Using slides supported my speaking when giving presentations.

17. I used ideas from my teacher’s slides in my presentations.

18. I think using slides is important to give a strong presentation.

19. I prefer to use slides during a presentation instead of only speaking.

20. The teacher’s slides on Blackboard helped me prepare before each class.

21. The teacher’s slides on Blackboard helped me review and better understand the lesson afte
class.

22. The teacher’s slides were more useful than using a textbook.

23. What did you think about the teacher’s slides? Examples:

24. What did you think of your slides? Examples:

25. Do your other teachers use presentation slides?

26. If yes, how are their slides similar/different? Examples:

27. If no or sometimes, how do your other teachers present the course content?

2.2. Using Slides Presentations (Learner Perceptions: Debate Classes)

1. Which type of class do you prefer?

2. Which teaching style do you other university teachers usually use?

3. The teacher’s slides were interesting.

4. The teacher’s slides were easy to follow.

5. The teacher’s slides made it easier to understand the debate skills and lesson goals.
6. The teacher’s slides held my attention throughout the class.

7. The teacher’s slides helped me remember information more easily.

8. The teacher’s slides helped in managing class time efficiently.

9. The teacher’s slides were attractive and fun to look at.

T
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10. The use of media (e.g., pictures, videos, music, animations) helped present information more
clearly.

11. The teacher’s slides motivated me to use the skills that were taught.

12. I prefer lessons with slide presentations.

13. The teacher’s slides on Blackboard helped me prepare before each lesson.

14. The teacher’s slides on Blackboard helped me review and better understand the lesson after the
class.

15. The teacher’s slides were more useful than using a textbook.

16. What did you think about the teacher’s slides? Examples:

17. Do your other teachers use slides in their classes?

18. If yes, are there any differences with their slides? How do they use slides differently? Examples:

19. If no or sometimes, how do your other teachers present the course content?
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Towards Rhetorical Genre Studies Some Conceptual
Implications and Practical Considerations in Teaching
Writing

Jeffrey Mok

Abstract

Rhetorical genre studies have been seen as a critical shift in the theory of understanding writing — a contextualized
and situated nature of genre. Educators have been seeking to realize this socio-rhetorical theory in the classrooms
and have found it daunting. This study seeks to briefly discuss the key concept of social action and implications to
pedagogy: cultivation of mindset, metacognition, and inquiry-based approach. This is followed by a description of an
attempt to implement a rhetorical genre studies classroom in Rikkyo University, reflecting on its implications the
implications. The study reveals some challenges faced in a rhetorical genre studies classroom: situatedness of writing

scene and assessment of metacognition.

Keywords: rhetorical genre studies, reading and writing, theory, course design, classroom practice

Introduction

Pedagogical considerations have always been a challenge for situated approaches to writing
such as rhetorical genre studies (RGS). Writing acts are increasingly seen as “complex social
participatory performance, in which the writer asserts meaning, goals, actions, affiliations, and
identities within a constantly changing, contingently organized social world, relying on shared texts
and knowledge” (Bazerman, 2013, p. 11). This understanding of writing as a highly contextualized
and situated act within an activity system is shifting the teaching of reading and writing away from a
narrow understanding about writing. As we approximate closer in our understanding of writing and
its writing process, the challenge is to design a curriculum that best reflects these complexities.
Traditional teaching of writing has become increasingly unsatisfactory today where genres are
merging and transforming in our postmodern world (Miller & Kelly, 2017). Students are reading
visual essays and interactive e-textbooks while writing a vlog, infographics, or twitterature (Aciman
& Rensin, 2009). The conventional way of teaching writing does not seem to take into account these
new genres, including emerging ones. The progression from product and process writing to genre
analysis is a testament of this dissatisfaction. In recent decades, the introduction of genre analysis
and emphasis on rhetoric have in many ways attempted to address this dissatisfaction. Today, RGS
has emerged as one having the brightest prospect, having “a profound impact on the study and
teaching of writing” (Bawarshi & Reiff, 2010, p 3).

The department responsible for the teaching of reading and writing courses at Rikkyo University
was revisiting the writing curriculum and saw the need to revise the curriculum to respond to the
changing landscape of the writing scene. As part of the committee, I decided to trial RGS in one
semester and this paper is a description of that attempt. RGS may be a relatively new concept in the
teaching writing at Rikkyo University and its choice is deliberate because of its apt representation of
the natural thinking processes of a reader reading and a writer writing, under authentic settings. A
critical and matured reader would immediately feel the effect of a text, its purpose, and the context
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in which it is set. Similarly, a seasoned writer, about to pen her thoughts, would immediately think
about the audience, her relationship with the reader, the conventions that befits the context of the
writing genre, and the format to set the text in. RGS, as a writing approach, seeks to engender these
thinking processes into the minds of students. In order to appreciate RGS, the paper begins with a
discussion on its key concepts, followed by three pedagogical implications emerging from its key
thrust of social action of writing acts. I will also attempt to show how these implications are played
out in classroom teaching. The paper will end with challenges that the author feels that teachers face
when using the RGS approach to teach writing.

RGS as a concept in writing

The notion of RGS began with the landmark reworking of the concept of genre by Miller (1984)
into the central thrust that texts are forms of social actions — they deliver an effect on the reader with
a social purpose. A genre is “not just a pattern of forms or even a method of achieving our own ends.
We learn, more importantly, what ends we may have...” (Miller, 1984, p. 165). Indeed, building on
Campbell and Jamieson’s (1979) understanding of genre as language actions “driven by an internal
dynamic” (p. 21), this “dynamic” merges the message and linguistic features in response to specific
social situations. This “internal dynamic” is the intended social action of the writer seeking to affect
the “ends.” The writer interrogates the scene (context and specific situation) and bring forth the
social communicative act of writing (or utterance) in a form (genre) that delivers the social effect. It
is not dissimilar to Bakhtin’s “utterances” (1986, p. 60), which positioned the understanding of text
and speech acts in a highly situated context of human activity that is individualized with none
rendered the same or similar in any way. Although Bakhtin’s (1986) work on genre focused
communicative acts as meaningful only when understood in their specific context, it was Miller
(1984) who highlighted “that a rhetorical sound definition of genre must be centered not on the
substance or the form of discourse but on the action it is used to accomplish” (p. 151). The rhetoric
is thus accentuated in the genre to deliver the intended social effect adequately and appropriately.
Learning to write is no longer just putting grammatically correct sentences in paragraphs and
mimicking the genre form, but effecting a social action through the text.

Social action

Social actions are the “ends we may have...” (Miller, 1984, p. 165) in the communicative act. In
other words, it is the outcome or effect felt by the reader. When this effect is felt by the reader, then
the writer would have successfully achieved the writing act. The writer seeks this effect from his act
of writing — the writer’s desired effect on the reader. But this social action is the result of “the social
motives, relations, values, and assumptions embodied within a genre that frame how, why, and when
to act” (Bawarshi & Reiff, 2010, p. 77). It is a result of a much-considered act on the writing scene in
its context and specific situation. These considerations are its purpose, context, topic, authorship,
audience, structure, and format of the writing act. Arising from these many considerations, this social
action becomes one of the “typified ways of acting within recurrent situations and as cultural artifacts
that can tell us things about how a particular culture configures situations and ways of acting”
(Bawarshi & Reiff, 2010, p. 76). The social action is both a conception from and an end of a
multifaceted consideration. It is more than just achieving the purpose of writing a text.

To illustrate this, let us consider the writing scene of a student realizing that he is late for class
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owing to a train delay — a common occurrence in Rikkyo. All acts of writing begin with a writing
scene, a specific situation where the writer has a social action to achieve. In this case, the student
wants to convey a message of excuse for being for late for class. This intended social action of the
student sets in motion the consideration of the context of the writing scene. The student considers
the purpose of the social action: — requesting for an excuse. Next, presumably, the student considers
power distance of the audience, his teacher. Then, he may think about the context, the institutional
requirements he needs to comply with in writing his request. The student may next think about the
topic, what kind of content should be included in the message, what structure should be used in the
message, and in what format. From the above illustration, we can see that a social action is derived
from first interrogating the writing scene.

The student’s primary social action, a request for an excuse, may carry alongside it other effects
that he would like to achieve from his act of writing. In considering his audience, a professor, a person
of a higher status and position, perhaps respect and goodwill should also be felt in the request. He
also realizes when thinking about the fopic, he should not only state the reason but also show proof
to strengthen his rketoric for the excuse. We can see that a social action that may have begun
primarily as a request (purpose) for an excuse (fopic), secondary social effects emerge alongside the
persuasion (purpose) with proofs, and register (audience) of formal and polite language. There could
be more, but the temporality of quickly putting this request together constrains the amount of time
spent in the consideration. It is clear that a social action is not a single clean action but is accompanied
by other equally desirable social effects shaped by the writing scene. This coalesced social effect is
unique to the student and his writing scene. On a different day with a different writing scene, the
message will be different. The interrogation particularizes the social effects as demanded of the
writing scene.

RGS as a concept in teaching writing

RGS researchers have used this approach in teaching writing composition (Bawarshi, 2003;
Devitt, 2004). It is contended that in order to learn how to perform a communicative act rhetorically
in a situated manner, it is important to first understand how the rhetoric is conceived of in specific
situation it is located in. Interrogating the genre texts prior to writing raises the awareness of not only
how the genre is written but also the why, who, what and when. These questions when discussed, lift
the learners from “an interior cognitive process located within individuals” to a “situated cognitive
process” (Bawarshi, 2003, p. 10). The practice of writing is not a detached single enterprise, but a
multi-dimensional and contextualized endeavor.

Learning through interrogating the social action (genre), including its context and situation, the
rhetoric in the writing is understood in genre’s situated message and linguistic features. The
interrogation looks for regularities and irregularities of the social action that typifies the genre. It is
not, however, the typified textual forms, but typified actions. As illustrated in the section on social
action above, students are not learning the typified forms in order to replicate the forms in their
writing. RGS is contrasted with genre analysis in that genre analysis expects the replication of these
textual forms as expected of the genre. A classic example is Swales’ Five Paragraph Essay as an
academic essay structure, used for academic writing in most parts of North America (Johns, 2015).
Genre analysis is akin to modeling the writing after analyzing the genre. This approach is to mirror
what is out there (genre) and produce a similar textual form consistent to the genre type (Swales,
1990). To which, RGS is not.
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RGS draws from these typified textual forms to see how they deliver the intended social action.
While there are similarities in the genre analysis, the analysis takes it further toward the situatedness
of the genre. The goal is to be aware that “genres predict...but do not determine...the nature of a text
that will be produced in a situation” (Russell, 1997, p. 522). The focus is then on the awareness of how
these typified forms perform the social action. This awareness informs and sensitizes the student to
the textual forms that delivers the social action including its nuances. The interrogation of the
genre’s writing scene becomes the center piece of the RGS approach. The interrogation yields the
typified actions and how they are derived and situated in its purpose, context, topic, authorship,
audience, structure, and format. Thereafter, the writer having been sensitized, approaches his future
writing scenes with the same interrogation before writing. He interrogates the writing scene that he
is in, shapes his social action through this interrogation with the awareness of the learned typified
social actions. The final coalesced social action will be realized in the writing act of the genre. The
writer may end up with a different genre form or even transform the genre type, as dictated by the
intended social action.

Implications to pedagogy

A pedagogical RGS will have a vastly different look from the traditional approach of product or
process writing styles that most writing teachers are trained for or used to. I will discuss three
implications to a RGS classroom. First, RGS is engendering a mindset of interrogation, the centerpiece
of RGS: an interrogation of both writing scenes of genre types and that of the student’s writing scene.
The interrogation of the genre type looks for typified social actions embedded in the context and
specific situation of the writing scene. This interrogation acquires the genre (social actions)— genre
acquisition (Johns, 2015). Miller summarized this well in the following quote.

“What we learn when we learn a genre is not just a pattern of forms or even a method of
achieving our own ends. We learn, more importantly, what ends (social action) we may have...”
[Italics mine] (Miller, 1984, p. 165).

This genre acquisition builds the knowledge of familiarity with different but typified social
actions of different genre types. This genre familiarity building does not cease once the student has
acquired this practice; the student by default uses interrogation each time they read to write. The
goal is to engender the interrogation mindset in reading every single piece of text. In fact, this should
become the default reading strategy to cultivate an informed sense of reading and not reading solely
for comprehension. This is the first stage of interrogation to acquire the genre.

The second stage of interrogation is genre awareness. This interrogates the writing scene that
the student is in before the act of writing. This foregrounds an awareness of the student’s social action
within the writing scene. As mentioned earlier, the student formulates their intended social action
upon encountering their writing scene. But before they put ink to paper, they interrogate their
writing scene to shape their intended social action.

For the student, “genres serve as keys to understanding how to participate in the actions of a
community” [Italics mine] (Miller, 1984, p. 165).

From the student’s acquisition of typified social actions, they now use this knowledge and apply the
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questioning of their intended social action and their writing scene to successfully participate in the
community that they are in.

Therefore, this first implication of RGS in teaching writing is the cultivation of a mindset in the
classroom. To cultivate habits of mind, students need to engage in cycles of cognition (Taczak &
Robertson, 2016). The cycle of cognition in RGS is the repeated interrogation of the genre and the
writing scenes. Through questions, students identify the purpose, context, topic, authorship,
audience, structure, and format. Through these cycles of interrogation, students not only develop a
robust understanding of genre but also and more importantly the habit of questioning the text.

The second implication is metacognition. It is established that metacognition (or reflective
thought on connections between contexts) plays an important part in the transfer of skills and
knowledge (Perkins & Salomon, 1988). Regular reflection can cultivate a “systematic activity keyed
to transfer” (Yancey et al., 2014, p. 33). Transferability of writing skills has been of concern in the
teaching of writing instruction for some time (Anson & Moore, 2016; Smit, 2004). Students have long
been taught de-contextually. As a result, they encounter problems of transfer when they experience
contextualized writing situations. RGS scholars have long argued that metacognition is cultivated
when students engage in genre analysis (Bazerman, 2009; Beaufort, 2007; Taczak, 2015; Tinberg,
2015).

To engender a situated approach of interrogation, students should be provided with recurring
opportunities for metacognition (Taczak & Robertson, 2016). When given the opportunity to question
their own thinking as regards planning, monitoring, and evaluation, students engage in a situated
mindset. “How will I do this differently? How will I alter my questioning to arrive at a more appropriate
information? How does will I change my thinking when confronted with a different scenario?” These
are metacognitive questions on an individual’s way of thinking. By their very nature, metacognitive
questions interrogate the individual’s way of thinking in a situated manner. The implication of this in
RGS is that students should be afforded the time and space to engage in metacognition to engender
the mindset of interrogation. With these cycles of cognition and metacognition designed into the
curriculum, not only will students develop the habit of mind (Meyer et al., 2010), but they will also
encourage their own transfer to other writing contexts.

When should such metacognition of their thinking processes take place in the classroom? It can
occur after they have completed their interrogation of the genre and their writing scene. Students’
thinking about their thinking processes can be made visible through their written or verbalized
reflections on these processes. Reflections can be done during the class after the genre interrogation
or as a homework assignment. There can also be teacher and peer feedback on these reflections to
learn from each other.

The third implication is the inductive and inquiry-based approach to learning that RGS affords
and, in fact, is based on. RGS begins with asking questions of the genre and the writing scene. This
characteristic of an inquiry-based learning approach contrasts teacher-led style of classroom. To
begin learning with students asking questions is not only highly student-centered, but it also
encourages a “bottom up” approach to discover the knowledge that needs to be acquired. Students,
in asking questions, derive answers, make connections on their own, and set their own learning.
Social actions are not fixed domains of knowledge but are interpreted and negotiated. Students
interpret and negotiate their understanding of the social actions from the genres and similarly,
interpret and negotiate their own writing scene to perform the act of writing to achieve their social
action. After all, each individual act of writing is highly particularized in a contextualized and situated
manner. What is the role of the teacher in a RGS class? The teacher facilitates the process of
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interrogation, as well as probes and add more questions to deepen and broaden the students’ journey
of interrogation. In addition, an RGS class is highly amenable to the dialogic teaching process.
Having outlined three broad implications to teaching writing using the RGS approach, I will now
describe how they were attempted in an RGS class in Rikkyo.

An RGS classroom

Rikkyo’s reading and writing program is offered to first-year students as a mandatory course
involving teaching reading and writing in an integrated fashion over two semesters. The RGS
intervention was trialed in the second semester in two stages: genre acquisition and genre awareness.
The first half of the semester began with genre acquisition as the starting ground for students to be
familiar with the cycle of interrogating the genre. The goal of genre acquisition was for students to
familiarize themselves with typified social acts. After the grounding of genre acquisition in the first
half of the semester, the second half sought to build this mindset toward genre awareness of
interrogating the writing assignment. It was hoped that the students would automatically first
interrogate their writing assignment before embarking on the writing process. In other words, for
genre awareness, students are expected to draw from their genre acquisition in the first half of the
semester to write their first assignment. Selected genre texts were used to for genre acquisition.
These were source-based academic writing of exploratory and argumentative nature. Appendix A
shows the planned interrogation of the categories of the genre and corresponding tasks in a weekly
schedule.

In the “genre acquisition” semester of the first six weeks of classes, students were put through
a cycle of pre-reading and quizzes every week together with group discussion on the texts. Diagram
1 shows the learning activities that the students went through on a weekly basis. The target genres,
where students were expected to familiarize themselves with the textual features, were read before
class for comprehension. During class, students first underwent an individual quiz with questions on
their comprehension of the texts. The texts/ topics revolved around description, explanation, and
rationale of RGS. The intent was to make students understand the rationale for using RGS in the

1. Reading
genre (Pre-
reading)

5. Discussion
and
Reflection on
practice

2. Questioning
(interrogating
genre)

4. Interrogating
Writing Scene 3. Discussion
and Writing and
Process Reflection on
(practicing interrogation
genre)

Diagram 1: Cycle of learning activities for genre acquisition and awareness
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class. They also explained the different categories of questioning in the interrogation of the genre.
This was the practice of reading skills as part of the required goal of this course. The second round
of questions, however, were questions that interrogated the genre texts.

With each progressive week, the students were introduced to all the categories as shown in
Table 1, interrogating the genre’s purpose, context, topic, authorship, audience, structure, and
format. Two additional categories were added to cater for language learning and social effect
purposes. The category of “sentences” was included to have the students analyze the sentence
structure and grammar while “rhetoric” was to draw the students’ attention to the social effect of the
writing at an earlier stage. This “rhetoric” category was revisited in the final set of questions in the
later part of the semester to emphasize and focus on the rhetoric of writing.

Appendix B has examples of the quiz questions analyzing the genre that follows the different
categories.

Table 1: Categories of genre analysis

Phases Categories of questions
Context: Where does the genre appear? What are the circumstances under which the text is
written?
Scene and Topic: What is the topic? What issues and ideas does the genre address?

situation of genre Author: Who writes this type of text (genre)? What role do they perform as writers?
Audience: Which type of text (genre) is this? What role do they perform when they read?
Purposes: Why do authors write this genre and why does the audience read it?
Content: What content is usually included? What is excluded?
Rhetoric: What rhetorical appeals are used? What appeals to logos, pathos, and ethos?

Patterns of the Structure: How are texts in the genre structured? What are their parts, and how are they
genre’s features  organized? What do you notice is different in the patterns of the texts in the genre? Does the
(What recurrent  difference affect the purpose of the texts?

features do the  Fypmat: What is format of the texts of this genre? What is the layout or appearance? How long
samples share?)  ig the text in this genre?
Sentences: What are the types of sentences? How long are they? What tenses are they in? Are
they simple or complex, passive or active?

How does the rhetoric patterns affect the reader and the purpose for the writer? How
appropriate is it to the situation of the writing context, the audience, and community of practice?
How does this writing achieve the effect for the author and the reader?

Rhetorical
patterns

The individual quiz allows the student to analyze the genre on their own with no feedback
provided. The lack of feedback feedback allows later discussion on the same set of questions for
contestation and social construction. Here at the discussion stage, students are expected to convince
others of and defend their choice, affording a robust discussion and analysis of the question and in
doing so, continue the interrogation of the genre. The discussion stage reveals the “correct” answer
to the questions. Through this cycle of choice, discussion, and reflection, students interrogate the
genre at length.

After all the questions are resolved, the students were given an opportunity to note down their
doubts on the issues raised and request for further clarity. This stage allows students to reflect and
think beyond what was the “right” answer as prescribed in the feedback. These challenges and
questions were later discussed in the class. Here was a deliberate attempt to demonstrate to the
students that their voice, with reason, were equally acceptable as “correct” answers other than what
was prescribed by the teacher. The deliberation at this stage affords a deeper discussion on and
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understanding of the genre.

After the discussion of the questions and answers and supplementary instructions, the groups
moved on to the application stage where they collaborated on the interrogation on their writing
assignment in groups. Students went through one round of asking the questions shown in Table 1.
After the discussion, the students embarked on their individual writing assignments. The writing
went through one draft with feedback provided by peers, guided with a criterion-based checklist , and
the second draft was submitted as the final draft.

After the submission of the final draft, the groups of students were given a discussion activity to
reflect on their writing process. Semi-structured questions were provided to guide students to
evaluate and suggest improvements on their thinking processes. This activity was to engender a
culture of metacognition. This cycle of writing was repeated for the second writing assignment in the
latter half of the semester.

Classroom pedagogy for RGS

As discussed in the pedagogical implications of RGS, the learning philosophy of a RGS class is
highly student-centered with students beginning the class by asking questions. In answering the quiz
questions in groups, students began interrogating the genre initially as an individual and later as a
group. The teacher’s input came in the form of the automated answers in the quiz. Even then,
students had opportunities to question the prescribed “correct” answers in the quiz as well as the
questions. This inquiry style approach together with collaborative learning is reflective of the RGS’s
interrogative style as well as the constructivist notion of learning.

The repeated cycles of interrogation weekly on different samples of the genre not only allow the
students to cumulatively acquire the genre type but also cultivate the habits of mind. It is hoped that
these repetitive processes will engender this habit of mind of the students to engage in genre
interrogation before writing. Similarly, opportunities for metacognition were afforded.

Having gone through what I would consider to be an experimental attempt at approaching RGS
in my reading and writing class, there are several gaps that emerged. I will briefly discuss three of
challenges: situatedness, metacognition, and assessment.

The challenge of situatedness

Each writing social act is embedded in a system of activity (Bazerman, 2017) in which we find
ourselves. Whether it is in response to a written request or an initiation, we locate ourselves as an
agent within the system, a system that affords its peculiar socio historical cultural context and
network of agencies. This is the writing scene that the writers find themselves in. Moreover, when a
teacher tasks the student with writing the system of activity that the student and teacher are in (let’s
call it the classroom genre) presents the situatedness of the writing context. How then does the
student project themselves into performing the writing act of the target genre with this classroom
genre situatedness “interfering” with the writing scene? The actual writing act, derived not out of a
necessity or desire of the writing scene of the target genre, is supplanted by an injunction albeit
contrived by the teacher. The teacher’s requirement of a writing submission dominates the rhetorical
genre analysis process where the student’s consideration of his writing act is not located within the
writing scene but located within the classroom genre system. In short, the student is confronted with
and will be confused by two writing contexts: the target genre, and classroom writing scene
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The nature of RGS in writing is a response, a social act, in a specific situation and context of the
writing scene. In analyzing the genre within this framework, the student acquires the awareness of
the writing genre by interrogating the writing scene. Through this process of interrogation, the
student familiarizes themselves to the typified social acts of writing within these socio cultural
contexts. In turn, with the familiarity of these typified socio cultural contexts, the student will
arguably be able to respond adequately in similar social acts of writing upon encountering such socio
cultural contexts. Inasmuch as this familiarity of these typified social acts are desired, the goal of RGS
is not so much as acquiring this familiarity rather the ability to be aware of genres and begin engaging
metacognitively as a writer in these writing scenes by first interrogating them.

If interrogation is the primary goal, then, when the writing scenes are of the classroom genre
type of writing situation, the interrogation will be limited in its scope as students are regularly
presented the same classroom genre throughout the course. The interrogation would repeatedly and
invariably result in students identifying themselves as students and the audience as the professor to
whom they are writing. Hence, for all the pieces of writing social acts, the contexts are rather fixed.

It is my suggestion therefore that for students to engender the interrogation of the context and
situation in their future writing scenes, teachers can design role-playing writing scenarios for
students to “act” out the scene. In so doing, students will interrogate their writing scene as they
would, if they are encountering such similar situations in real life. While role playing is at best a
simulation, it can offer a more realistic situatedness of the genre (social action) analysis when
compared with the classroom genre type. Because “writing involves so many problem-solving
judgments, it is best learned through a long sequence of varied problem-solving experiences in
varied situations” (Bazerman, 2017, p. 34).

The challenge of metacognition

So, what exactly was being metacogitated? In RGS, students first familiarize themselves with the
genre presented by interrogating other scenes of writing and thereafter interrogating their own
writing scenes to write that genre. The metacognition is then, thinking about how they question the
genre and how they practice the genre. Hence, it is not only thinking about the genre (Tinberg,
2015), the knowledge required for writing, but also the reflection on how they thought about the
genre, including thinking about for thinking about their practice of writing and reflecting on their
thoughts on their writing scene. It is instructive to note that the reflection here is “a mode of inquiry:
a deliberate way of systematically recalling writing experiences to [frame or] reframe the current
writing situation” (Taczak, 2015, p. 73). So, it is evaluating and improving their interrogation of the
genre and not just recounting the process.

While my RGS class did afford opportunities for metacognition, there was no feedback and
means to ascertain the types of metacognition that could have been discussed and improved. It was
well and good that students engaged in discussion on what thinking to improve on, but how do I
know this happened and what exactly was discussed? More likely my students were recalling their
thought processes but did not seriously work on making changes to the way they think or question.
The reflection activity assumed that metacognition occurred naturally or incidentally. While
opportunities or activities for metacognition should be designed into an RGS classroom, some visible
form should also be put in place for feedback and specificity.

Second, metacognition involves thinking and questioning one’s planning, monitoring, and
evaluation (Taczak & Robertson, 2016). How did I organize my interrogation of the writing scene?
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Was the process adequately performed? What aspects should I prioritize in the interrogation? What
was my criteria in evaluating the purpose, context, topic, authorship, audience, structure, and format?
Did I give sufficient time to interrogate the writing scene? These questions are what my students
should have examined in metacognition. Yet, though ideal, these may require more time and space
for engendering a good practice of RGS interrogation. These are clearly difficult challenges to the
practice of RGS.

The challenge of assessment

RGS views genre as a social action. The acquisition and awareness of the genre occurs by
interrogating the social action and writing scene of the genre. The first challenge in assessment is
assessing the social action. How do we assess social action? Social actions are complex forms of
“typified ways of acting within recurrent situations and as cultural artifacts that can tell us things
about how a particular culture configures situations and ways of acting” (Bawarshi & Reiff, 2010, p.
76). They are complex because of the very nature of “the social motives, relations, values, and
assumptions embodied within a genre that frame how, why, and when to act” (p. 77). Clearly there
are multifaceted and inter-connected values to consider when evaluating a social action in a piece of
writing. The complexity of social action is a challenge to be observed and evaluated. If one were to
deconstruct and concretize the social action into criteria for evaluation, it can be an unenviable task.

However, if social action are “typified ways of acting” embodying “the social motives, relations,
values, and assumptions” of an actor, it is the actor who can provide the criteria for assessment. After
all, the social act of writing that emerges out of the multifaceted and inter-connected values of
purpose, context, and rhetoric of the writing scene seeks to realize that social act of the writer.
Second, the social act that is intended by the writer has to be evaluated by the reader of the social act
of writing. The reader, performing the role of the intended audience in the writing scene, is well
positioned and valid to make judgments on the effect of intended social act. The reader, then, in his
perception of the intended social act of the writer, makes the judgment.

Therefore, it would seem natural to include the intended social action of the writer as part of the
assessment, as the intended social action would embody the confluence of the “the social motives,
relations, values, and assumptions embodied within a genre that frame how, why, and when to act”
(Bawarshi & Reiff, 2010, p. 77). This can be achieved with the writer, in this case, the student, to
indicate the intended social action, which will form part of the assessment criteria of the writing
assignment. The assessor, would in turn, play the role of the reader of the writing scene to evaluate
the expressed intended social action. This would also “complete” the genre writing scene, unless of
course if the scene entails action in a genre system. The inclusion of the student’s criteria in
assessment is reflective of the participatory act of students in having a say in the curriculum design
(Eisner, 2001; Freire, 1993).

The second challenge to the assessment in an RGS class is the assessment of metacognition, the
linchpin of RGS. RGS is about cultivating knowledge about writing (genre acquisition) through the
practice of interrogating the writing scene (genre awareness) in order to perform the social action
(genre). The first consideration is its necessary inclusion in the assessment of the writing act.
Writing teachers have long evaluated pieces of writing as finished products including drafts.
Metacognition, or thinking about thinking, is rarely observed, and assessed. If metacognition
processes are prized in RGS, it would be meaningful to include it in the assessment.

But how do we assess this cultivation and practice of interrogation? Writing teachers have long
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used written drafts to observe the progress of students’ writing process and provide feedback.
Writing portfolios that include prewriting and drafts of the same writing piece has been used to trace
the development and editing of a piece of writing. However, cultivation and practice of interrogation
are thinking processes and are not discrete knowledge of genre. How can we observe these
processes of planning, monitoring, and evaluating of their thinking? Think-aloud protocols and
reflective diaries are known to record metacognition of students, including surveys and interviews.
Whatever forms it takes, it is suggested that in RGS classrooms, metacognition should be observed
and assessed.

Conclusion

In discussing the concept of RGS in writing, recasting genre as a social action offers educators
an authentic way to teach writing as it should be — interrogating the writing scene, both as a way to
acquire the genre and a resource to “participate in the actions of a community” (Miller, 1984, p. 165).
The pedagogical implications of RGS necessitate the engendering of habits of mind of constant
interrogation of texts as a reader and interrogation of writing scenes as a writer. Such mindsets will
surely put any student of reading and writing in a competent place to be a successful communicator
of social acts. It is acknowledged that in seeking to cultivate habits of mind to engage in metacognition
before and during a writing social act is not an overnight exercise but one that requires sustained and
regular practice (Meyer et al., 2010). A study into the effects of this approach should suitably follow
to illuminate this. The challenges to the RGS classroom emerge when the writing pedagogy enters
uncharted territories of engendering of habits of mind of constant interrogation of texts. But when
and if we are able to appropriate the challenges of situatedness, observe and assess metacognition,
and cultivate mindset, we may reap untold treasures in our students’ ability to write well in their ever-
changing writing scenes and genre.
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Appendix A

Outline of weekly schedule of RGS in a semester

RGS progression

Tasks

1 purpose, context, topic, author, and audience. Reading 1, Quiz, Discussion
2 purpose, context, topic, author, and audience. Pre-Reading 2, Quiz, Discussion
3 purpose, context, topic, author, audience, and structure. Pre-Reading 3, Quiz, Discussion
4 purpose, context, topic, author, audience, structure, and sentences Pre-Reading 4, Quiz, Discussion
5 purpose, context, topic, author, audience, structure, and sentences Pre-Reading 5, Quiz, Discussion, Writing
urpose, context, topic, author, audience, structure, format, . . . . "
6 purp . p Pre-Reading 6, Quiz, Discussion, Writing
rhetoric, and sentences.
7 purp0§e, conte.x.t, tOplC,. author, audience, structure, format, and Draft 1, Peer review
rhetoric of Writing Assignment 1
. . Pre-Reading 7, Quiz, Discussion
8 purpose, context, topic, author, audience, and structure. RN .
purp XL, top Draft 2 Submission, Metacognition
9 purpose, context, topic, author, audience, structure, rhetoric, and Pre-Reading 8, Quiz, Discussion
sentences.
s text, topic, author, audi , structure, rhetoric, and . . . .
1o Purpose, context, topic, author, audience, structure, rhetoric, an Pre-Reading 9, Quiz, Discussion
sentences.
1 purpose, context, topic, author, audience, structure, and rhetorical Pre-Reading 10, Quiz, Discussion
patterns.
urpose, context, topic, author, audience, structure, and rhetorical . . . .
12 purp Xt fop ! Pre-Reading 11, Quiz, Discussion
patterns.
i h i hetorical . A .
13 purpose, context, topic, author, audience, structure, and rhetorica Pre-Reading 12, Quiz, Discussion
patterns.
14 purpose, context, topic, author, audience, structure, format, and Draft 1, Peer review

rhetorical patterns of Writing Assignment 2

Draft 2 Submission (1 week after class)

73



NEFEHEZEY v —F L §3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

Appendix B

Question 8.
This question is about content. In the first sentence, this phrase, “...students are given the space
to question, analyze, and understand why and how a text is written... (L6-L7), what is the writer
using the content for?
Answer
a. The author is describing the audience of the RGS.
b. The author is describing what RGS is and the process of RGS.
c. The author is describing what RGS is and knowledge transfer.
d. The author is describing what RGS is and the disadvantage of RGS.

Question 6.
This question is about the structure of Pre-Reading 3A. Which of the following best describes
how the different parts are organized?
Answer
a. Introduction of RGS - Summary of what is RGS - Benefits of RGS.
b. Introduction of RGS - Benefits of RGS - Future of RGS.
c. Introduction of RGS - Benefits of RGS - Summary of what is RGS and benefits.
d. Introduction of RGS - Summary of what is RGS and benefits - Future of RGS.

Question 6.
This question is about the sentences in the Pre-Reading. What types of sentences does this text
generally use?
Answer
a. Present tense.
b. Past tense.
c. Continuous tense.
d. Future tense.

Question 7.
This question is about the language AND organization of the Pre-Reading 4. How does the
author use language to organize the important ideas?
Answer
a. Uses cause and effect: hence, therefore, etc.
b. Uses problem and solution: state the problem and give the solution.
c. Uses numbering to sequence the ideas: 1st, 2nd, 3rd, etc.
d. Uses conjunctions to connect the ideas: Lower case. but, however, etc.

Question 5.
This question is about the Lower case use in the Pre-Reading 7. How did the author convince
you convince you of the number of the rhetorical strategies to use at the end of the essay?
Answer
a. The author uses logos to convince me to write them well, which is better than using all three.
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b. The author uses ethos to convince me to write them well, which is better than using all three.

c. The author uses pathos to convince me to write them well, which is better than using all three.

d. The author uses words like “write them well” and “poorly” to convince me to write them well,
which is better than using all three.

Question 6.
This question is about the Lower case use in the Pre-Reading 7. Which of the following phrase
did the author use as part of the rhetorical strategy to convince you on how many of the
rhetorical strategies to use at the end of the essay?
Answer
a. “While it may be more convincing to use all the three strategies,..”
b. “It is more important to write them well in our essays to achieve the effect.”
c. “A poorly written essay with all three may not be as persuasive as one that is well written.”
d. “Rhetorical strategies such as logos, ethos, and pathos are necessary...”

Group Discussion Application Questions
Refer to the Sample essay titled, “Is Fashion Really Important?” (315 words)
Discuss in your group and answer this question.
Analyze the structure of this essay.
1. How many reasons did the writer use to support his claim, “that fashion is important” (L2)?
State the number.
2. Did the writer write something negative about fashion? (Yes or No)

Refer to the Sample essay titled, “Gun Control Essay” (313 words)
Discuss in your group and answer these questions.

TAQ4: Analyze the claim of this essay.
1. How many supports did the writer write in his claim? State the number.
2. Is the claim clearly stated? (Yes or No)
3. Did the writer restate the claim of his essay again in the conclusion? (Yes or No)
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Factors Influencing the Establishment of Professional
Development Network During Emergency Remote Teaching:
An Activity Theory Analysis

Joshua Rappeneker, Satchie Haga, James Carpenter, and Daniel Beck

Abstract

Professional development networks (PDN) can improve learning, knowledge sharing, and school objectives. Most
research conducted on PDNs are evaluative and examine the outcomes of existing PDNs or highly structured newly
formed PDNs developed specifically for research purposes. Much is unknown about the sociocultural influences that
affect the development of organically formed PDNSs. Using qualitative methods and cultural-historical activity theory
(CHAT) as a lens, this study examines the experience of four teachers engaged in the development of a newly formed
professional development network focused on developing the digitals skills necessary to cope with the switch to
emergency remote teaching during a global emergency—COVID-19. Results indicate that the usual formal/informal
dichotomy between PDNs does not necessarily always hold true. A CHAT analysis of the formation of the committee
demonstrates how an ad hoc PDN can be transformed into a formal top-down network. Furthermore, the analysis

demonstrates the significant mediating role of communication tools in establishing and maintaining a PDN.

Keywords: Emergency Remote Teaching, Professional Development Networks, Cultural Historical Activity Theory, ICT

Background

With the advent of the novel Coronavirus (COVID-19) and the subsequent declaration of the
global pandemic in March 2020 (Cucinotta & Vanelli, 2020), universities worldwide started to rapidly
adapt their curricula to comply with health and safety guidelines (Marinoni, et al., 2020). In Japan, the
majority of universities switched from face-to-face classes to hybrid or fully online learning (Mainichi,
2020). At Rikkyo University in Japan, an ad hoc committee was formed in the foreign language
department in order to facilitate the development of the necessary skills in quickly transitioning to
online instruction among faculty members. This digital communication committee (DCC) was tasked
with developing and distributing materials to assist faculty in the use of information and
communication technology (ICT). The emergency nature of the committee, along with the
unprecedented nature of their task, meant that the specific goals and methods of the committee were
initially undefined. Thus, the committee was forced to improvise in developing these materials whilst
navigating the technological and cultural landscape of early emergency remote teaching in Japan—a
country that consistently ranked the lowest amongst developed countries in terms of the use of
online tools across industries prior to the pandemic (Inoue, 2021).

As the committee’s work progressed, it began to focus on three key activities: the development
of a website with original information and tutorials on the use of ICT in online instruction, as well as
curated lists of links to other existing sources of information; the creation and sharing of videos
explaining the use of specific ICT tools (e.g., Blackboard, Zoom); and the creation and running of a
helpdesk to answer faculty questions about ICT in the context of online language teaching. In this
way, the activities of the committee intersected with the activities of other academic units on campus,
becoming influenced by the university’s internal logic (Shangraw & Crow, 1998). The overarching
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design of an organization that guides the decision-making process of individual actors is difficult to
describe (Crow & Shangraw, 2016). In this study, we adopt the analytical vocabulary of cultural-
historical activity theory (CHAT) because it provides analytical concepts for describing the
sociocultural relationships, that is, the relationship between individual actors, the organization in
which they act, and the larger cultural (or global) context, that dictate what teachers can and cannot
do. In adopting this theoretical framework, we hope to clarify the relationship between the activities
of the committee, others in the same department, and the rest of the campus. As we will show, the
DCC acted as the nexus for a professional development network (PDN) unique to the historical
moment: The rapid transition from face to face to online teaching in response to COVID-19. This
PDN was both peer-to-peer or bottom-up—in that it started as an informal collection of like-minded
instructors attempting to prepare for and share knowledge about emergency remote teaching
(ERT)—and regulated or top-down—as it was integrated into the foreign language department’s
official committee structure. This combination of peer-to-peer and formally structured elements
affected how the committee functioned within the university system.

Literature Review

Professional Development Networks

Broadly construed, PDNs are platforms, or combinations of platforms, that allow instructors to
search for and share professional development knowledge (Trust, 2015). They make use of social
networks, collaboration, and online tools such as wikis, forums, and social media groups (e.g., LINE
groups), to find and share resources, links to useful websites, lesson plans, and other relevant
knowledge (Trust, 2017). In the last decade, education scholars and practitioner researchers have
investigated the impact of ICT on learning spaces. In an early influential paper, Siemens and Matheos
(2010) theorized that such spaces—in both formal and informal educational contexts—will become
more fluid: Educators will take advantage of the network aspects of ICT to create personal learning
environments or open network learning environments. In these spaces, teachers and learners
creatively integrate different online tools in highly personalized ways to accomplish teaching and
learning tasks (e.g., Tu, et al., 2012). Whereas this research has largely focused on how students
accomplish tasks in online spaces, the concept of the PDN provides a means of describing how
teachers, functioning within a larger organization, accomplish tasks in a networked environment.

PDNs can be categorised as either formal or informal groups. Lantz-Andersson et al. (2018)
examine both “formally-organised and informally-developed™ professional development groups and
explore the contexts in which these groups formed. Lantz-Andersson differentiates between formal
and informal groups in terms of the manner of the groups’ initial creation. They define formal groups
as “top-down professional development endeavours, initiated by schools...” (p. 304). In contrast,
informal groups are defined as “bottom-up initiatives involving a group of practitioners who choose
to come together to discuss, share information and work together”. Macia and Garcia (2016) focus
their survey on informal networks and communities for teacher professional development. They
define informal communities or networks as “collaborative processes of knowledge sharing” of
informal learning mediated by technology, using Watkins and Marsick’s (1992) definition of informal
learning as “learning from experience that takes place outside formally structured, institutionally
sponsored, classroom based activities”.

Previous studies have demonstrated the benefits of PDNs on development of institutional goals
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(Rieckhoff & Larsen, 2012), teacher professional skill development, confidence, and knowledge
sharing (Alemdar & Rosen, 2011; Cutts, et al., 2017; Trust, 2017), and student learning and social
justice (Lawrence & Dubetz, 2001; Thomas, 2007). However, PDNs are socioculturally complex
spaces (Burns Thomas, 2004) with barriers that can negatively impact and shape the components of
the community.

Lantz-Andersson et al. (2018, p. 310) found that time issues were a significant barrier to
participation in informally developed online learning communities. Teacher participation in the
communities was “often conducted after regular school hours” and could be seen as intruding on
teachers’ time outside of work. Macia and Garcia (2016, p. 300) discovered that a “gradual lack of
engagement” results in members using the network less to the point of “drop out”. They also found
that reluctance to participate was the result of fear of criticism, and insecurity in “sharing [their] own
ideas” proved a barrier to participation.

In contrast to the large number of studies of formal professional development (e.g., Cutts et al.,
2017; Lavicza et al., 2010) communities, there is a dearth of research on informal PDNs, and in many
cases, the informal communities that are analysed were not “organically” formed, but were developed
specifically to be researched (Macia & Garcia, 2016). Moreover, despite the extant literature
demonstrating the sociocultural complexities that shape PDNs and their components (Thomas, 2007;
Trust, 2017; Warschauer, 2020), research that specifically examines sociocultural influences that
affect PDN formation has unsurprisingly received little attention until now. This study aims to add to
the literature by examining the sociocultural factors that influenced the emergence of an informal
PDN created to address the challenges facing a language department at a university in response to a
global emergency—including the changes that PDN underwent as it was formalised by the
institution.

Emergency Remote Teaching (ERT) Context

ERT is defined by Hodges and associates (2020) as the rapid and temporary move to online
learning in times of crisis or emergency. Hodges states that it is important for institutions to recognise
the difference between ERT and well-planned online learning experiences. Rapid transitions to online
learning present many challenges and obstacles (Crawford et al., 2020); thus, how instructors go
about the work of planning and conducting their classes will be significantly different from stabler
times. The same distinction applies to how teachers search for and share professional knowledge
during times of stability as opposed to times of crisis (Webster-Wright, 2009), where the most
important factor is time: The transition from face to face to online in ERT situations is by necessity
short.

One significant difference intrinsic to ERT is the need for flexibility in defining pedagogical
policy, and the ways that faculty knowledge is shared. Gacs and associates (2020) recommended that
whilst universities should provide teachers with ample technological and other professional
development training for online teaching, during emergencies, instructors “may need to rely on ad
hoc or already established personal learning networks” (Gacs et al., 2020). Similarly, as Hodges et al.
(2020) state, expectations of quality must also be tempered. During the first year of the COVID-19
pandemic, two thirds of higher education institutions reported replacing face-to-face teaching with
distance learning (Marinoni et al., 2020). As noted above, Japanese universities were notoriously slow
to adapt to online technology before the pandemic (e.g., Funamori, 2017), which makes the
implementation of ERT policies particularly difficult (Inoue, 2021).
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Theoretical Framework

What is Cultural Theoretical Activity Theory (CHAT)?

CHAT provides a framework for analysing decision making in communities through examination
of relationships between goals, actors, and tools, and the cultural and historical context within which
they act as members of some community. (Cole & Engestrom, 1993). CHAT considers the activity
system as the “primary unit of analysis”. (Engestrom & Sannino, 2021). Activity systems define
networks of sociocultural contexts and the structures and tools that shape actors and their behaviour
in attempting to achieve goals (Engestrom, 2000). Activity systems can also include the interaction of
smaller sub-systems (Engestrom, 2001) (See Figure 2). Each individual actor in a community can be
considered a system, as much as collections of actors in a like-minded group can. Activity systems
consist of an object, one or more subjects, mediating artefacts (tools), a community, division of
labour, rules, outcomes, and contradictions (See Figure 1) (Cole & Engestrom, 1993). The individual
elements are described further below. As noted above, CHAT provides useful tools to analyse
complex sociocultural situations (Bligh & Flood, 2017) and thus was selected as an appropriate
theoretical framework to examine the evolution of the PDNs in this study. Figure 1 below depicts the
key features of the chat model and the dialectical relationship between them.

Mediating Artefacts
(Tools)

[
'y

XA

< -9

Rules Community Division of Labour

Subject () g ) ObjeCt s OQutcome
Y
- @ =

Figure 1. An activity system and its dialectical relationships

Mediating Mediating
artifacts Object, Object, artifacts
/ \c:uaject1 Object, / \

Subject Subject
Rules Community  Division of Division of Community Rules
labour labour
Object,

Figure 2. Two CHAT activity systems interacting inside a larger system (Engestrém, 2001)

In order to reduce the scope of analysis, this study focuses on the DCC activity system in and of itself
and will not be considering the greater activity system of the institution in the data analysis.
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Object

According to Leont’ev (1978), actors are motivated by and towards an external object. This
object is the goal or motivating force for an activity system. Objects are transformed into outcomes
by the actions of subjects within a system (Engestrom & Sannino, 2021). Each subject within a
system may have a different motivating object, and therefore may make different decisions than
other actors in the same system.

Subject

The subject of a system is the person or persons acting within the system towards some object.
Subjects are affected by their actions, the actions of others, and their conflict or interaction with other
elements of the system. Subjects’ motivations towards the object shape their experience and
behaviour within the system.

Mediating Artefacts (Tools)

Tools are resources (cognitive or material) that mediate the subject’s actions within a system.
Cognitive tools can be socially shared frameworks (e.g., mathematics, times tables) or personal
understanding of the external world. Material tools can be physical (e.g., a ruler, a pencil) or more
abstract (a website or social media page). The tools chosen by subjects shape their decisions and
their potential actions within a system. Changing toolsets greatly modifies the context of an activity
system.

Community

Community is the group of subjects working towards the object within a system. Whilst
individual subjects within a system may have differing objects, they are understood to be mutually
motivated to act within the activity system to share some of the system’s cultural context.

Division of Labour

Each member of a system has a different role, which is negotiated by the community based on
sociocultural rules, the member’s abilities and knowledge, and the member’s interests and
motivations. Members’ roles may change as subjects interact with the system and pursue the object.

Rules

Rules regulate the behaviour of the subjects in their pursuit of the object. Rules may be formal
(e.g., work contracts, labour laws) or informal (e.g., sociocultural norms, community hierarchy).
These rules create the structure within which culturally appropriate action may be undertaken in the
system and indicate the place of subjects within the community.

Outcome

The outcomes are the consequences that a subject experiences owing to their pursuit of the
goal. These outcomes need not be the realisation of the object of the activity. They may be the
unintended consequences of the activity system, or even results that the subject perceives as
negative.
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Contradictions

Contradictions are the internal conflicts of an activity system. These conflicts may exist within a
single activity system (e.g., between rules and division of labour), between two or more objects (e.g.,
tension between subjects with different goals), or two or more activity systems (Roth & Lee, 2007;
Trust, 2017). Contradictions may lead to changes in the activity systems at a fundamental level.

Using CHAT as a framework allows researchers to understand how instructors formed a PDN
and pursued the goals of finding and sharing knowledge with peers in the context of the early ERT
period. CHAT in particular provides insights into the tensions and contradictions of interactions
between objects, tools (significant in the case of ERT), and subjects in this fraught sociocultural
context.

Methodology

Research Question

e What factors influenced the formation and functioning of the DCC?

Data Collection

Data collection was designed to, as much as possible, fully reflect the experience of each subject
in the activity system. Data were initially collected through a 90-minute interview and discussion over
Zoom with all four members of the committee. At the beginning of the discussion, the basic elements
of CHAT were outlined and explained to the members of the group (object, subject, tools, community,
division of labour, rules, outcome, and contradictions). The reasons for choosing CHAT analysis
were discussed, and then the discussion proper was undertaken. Each element of CHAT was
discussed in the context of the committee’s work, and each member was asked to give their
definitions of that particular element and describe their experience of this element. For example, the
first question asked during the discussion was “What did you perceive the purpose of the committee
to be?” This question was designed to elicit the object of the activity system from the point of view of
each subject. Another question asked later during the discussion, in order to elicit subjects’
perceptions of contradictions within the system, was “Did you experience any other kinds of...
friction or tensions in any of ...the rules or the community or the tools...?”

The discussion was conducted via Zoom considering Zoom’s automatic transcription feature.
This made analysis of the discussion afterwards much simpler. Any issues with the automatic
transcription were clarified with the relevant members via email.

The first question of the survey relating to the framework is show in Table 1:

Table 1
Question 2 of the survey

Object=The goal of the activity.

“Creation of a committee that provided resources to help teachers get online.”

How far would you agree/disagree that this was our “object”. If you were to change it, how would you
describe the object we were working on?

Members of the committee were given a textbox to add their optional response.
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Each subsequent element of CHAT was presented in a form with the answers that the researcher
had extracted from the initial discussion. Outcomes were split into two questions, positive and
negative. Question 8 (positive outcomes) was as follows:

Table 2
Question 8 of the survey

Outcome=result of the activity. (any other positive outcomes)?
Positive:

i) Provided faculty support for technical issues during the first academic semester of the pandemic.
ii) Experience of working between different cultural groups and committees within Japanese universities
iii) Insight into the different users that would need faculty development related to digital skills
iv) Recognition from peers who were helped during the time the committee was active and those that still use the
videos today
v) Recognition in the Zenkari newsletter about our activities
vi) Conducting this study informed self-reflection and transformative learning
vii) Empowered - gave the ability to make the website and videos
viii) Motivating - respect for expertise separate from language teaching
ix) Individual skills improved - e.g., how to create an institutional website
x) Developed stronger professional relationships with those we helped

Again, members were asked to provide further examples or corrections.

Data Analysis

An iterative approach was used to analyse the data. This began with multiple readings of the
interview transcript to immerse the researcher in the data and gain an overarching perspective of the
responses (Hsieh & Shannon, 2005). Data immersion and discussions about the data enabled the
researchers to engage in a reflective process reflecting on personal beliefs that could potentially bias
the data analysis and interpretation (Creswell & Poth, 2016). Following this the transcript was
entered into Atlas.ti and an inductive approach based on grounded theory (Corbin & Strauss, 1990)
guided the coding where in vivo coding procedures were used to maintain the integrity of the
participants’ words and experience (Miles et al., 2014).

Once this initial coding was complete, a constant comparative method (Glaser, 1965) was
performed on the codes to group similar ideas together and create categories cantered on the factors
that influenced the development of the PDN identified by the committee members. These data were
organized within the activity theory framework categories.

The coding and analysis of the transcript was conducted by one member of the research team
who then conducted a member check with the other members to triangulate her findings and provide
stronger reliability of the qualitative analysis. This second data collection was conducted via online
survey form. Initial key themes that emerged from the data analysis were shared with the other team
members to resolve differences in interpretation and examine any new ideas related to the categories
that emerged from the data in relation to the central research question guiding the study.

Findings

Figure 3 demonstrates the emergent themes from the DCC activity system. The following
sections details the elements and how they shaped the development and functioning of the DCC.
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Mediating Artefacts

Tools:
* lecturers used (e.g. Zoom, Blackboard, tablets)
committee members used to make content (e.g. Adobe Premiere Pro, Google Sites)
to communicate with lecturers (e.g. email, TeamViewer, language)
* to communicate within the committee (e.g. LINE)

Subject Q QO Object ——l  Outcome
Committee members involved in Providing resources to help Object related:
providing teachers support through teachers use online instruction =  Practical (provided support)

Subject (individual member) related:
* Developmental

content creation, website development, tools

and acting as an intermediary between

the Committee and other institutional * Emotional
departments +  Social
o (¢}

Rules Community Division of labor
+ Explicit and implicit instituational rules about * Lecturers - Different groups of end users: * DCC Chief
communication from formal committees + Language preference (Japanese/English) * DCCTeam Leader
* Institutional and social power structures * Digital literacy (basic, intermediate, advanced) * Content creation
* Cultural norms and values * Pedagocial needs (e.g. collaboration , asychronous, +* Content curation
+ The committee was new: organizational attendance, collecting reports, assessment) +  Website development
norms within the committee not yet established * Full-time vs. Part-time lecturers * Technical help support

Boundary brokers (intermediaries between Committee
and other institutional groups)
* Media centre
Department administrative staff
Different institutional groups within the university
Rikkyo University

Figure 3. The Digital Communication Committee activity system elements

Object

Committee members’ actions were shaped by the object of providing resources to help teachers
be able to teach their coursework online during the pandemic, which for health and safety reasons,
compelled the university to stop face-to-face classes and offer online instruction. However, given the
new formation of the committee the object changed with time and as rules and boundaries became
apparent (discussed in more detail later). For instance, before officially forming the committee,
members were involved with support in informal development meetings with teachers that explored
different tools, and pedagogical methods to support online instruction. However, upon formation as
a formal committee the object was limited to provision of support for university endorsed tools (.e.,
Blackboard, Zoom, Google for Education — Classroom, Drive, Docs, Slides, Sheets).

Subject

The subjects included the committee members and the committee chief. The committee
members were involved in the sourcing and creation of content and provision of technical support to
faculty that needed help getting online. The committee chief acted as an intermediary between the
DCC and other committees and departments within the university and exercised final decision-
making authority regarding what would be displayed on the website and through email. Each subject
brought with them their own pedagogical values, social and institutional expectations, and digital
expertise that also shaped the activity. For instance, some committee members had already been
using Blackboard extensively and thus were able to provide many resources and step-by-step
tutorials on how to use Blackboard in relation to specific courses at Rikkyo. Others had experience
using the Google for Education suite and were able to provide resources on that. Members had been
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involved in informal groups supporting faculty before the formation of an official committee.
Requests and feedback from these meetings initially informed early content creation and included
innovative pedagogical methods such as collaborative online tasks and discussion forums. However,
institutional expectations informed the chief’s decisions on what could be published on the final
website, which then altered the content created by the members. As such the social and institutional
positioning of the subjects mutually informed each other serving to redefining the object and the
outcome.

Tools (Mediating Artefacts)
The mediating artefacts in the DCC can be grouped into four categories:
Tools lecturers needed for instruction

This included technology to support synchronous teaching (e.g., Zoom, Google Documents,
Slides), technology that supported classroom management (e.g., Blackboard, Google Classroom),
and the devices that the teachers and their students used (i.e., tablets, smartphones, laptop
computers, web browsers). These tools mediated DCC activity as it provided a basis for the content
for the DCC website. Moreover, there were different types of technical support offered to the teacher
depending on the tools that they had. For instance, a teacher was not able to access any of the online
tools provided by the university because of blockers installed in her browser. The team leader
interacted remotely with her to resolve this issue.

Tools that committee members used to make content

These included technology for editing such as Adobe Premiere Pro for videos, Audacity for
sound clean-up, screen capture tools, Google Sites, and websites to source professional license-free
images and content (e.g., Blackboard how to videos). Video creation and editing took on average 1
hour per video. This affected the speed at which the content could be uploaded to the website. The
team overcame this by also curating content from official sources (e.g., Blackboard, Google for
Education) and then removing the links as official videos addressing specific needs of the university
were added (e.g., how to merge courses for eLearning).

Tools and artefacts used to communicate with lecturers (users)

These tools included Zoom for meetings, TeamViewer to interact with their computers remotely,
email for official notices of the committee work, and as a place for teachers to contact when they had
issues. Apart from the chief, the committee members are all native English speakers with intermediate
to high levels of Japanese proficiency. However, the lecturers that the committee supported included
Japanese teachers as well as other foreign language teachers for example French, Italian, Chinese,
Spanish, Korea. The website was primarily in English, and this may have mediated the support for
lecturers who were not confident with their English abilities.

Tools for communication within the committee (e.g., LINE, email, Zoom)

Email and the Japanese social networking platform, LINE, were used for simple and immediate
communication; however there were limitations in terms of the depth we could discuss topics.
Consequently, Zoom was used for synchronous meetings with the team members. This allowed
faster decisions when we needed to clarify collective objectives. However, it was hard to coordinate a
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time at which everyone could meet simultaneously.

LINE mediated the communication within the committee. As it was attached to our smartphones,
we received notifications which compelled us to respond to comments right away. This affected our
work-life balance as we were more likely to respond to LINE communication off-hours compared
with email, which we might wait on until the following business day to respond. Furthermore, the
informal nature of LINE seemed to affect communication as there were jokes and comments in the
LINE group that might not have been in an email thread.

Community

The community in which the DCC operated consisted of several groups of individuals that
affected the DCC activity.

The largest group were the lecturers. These were the end users of the DCC, and their
characteristics influenced the object and outcome of the DCC. These characteristics included the
following:

® Jlanguage preferences (Japanese/English/other)

e digital literacy (basic, intermediate, advanced)

® pedagogical needs

o full-time vs. part-time lecturers

These different characteristics affected communication and the support provided for example,
language could affect the type of tools they had (e.g., English/Japanese/other language operating
systems), digital literacy affected the type of technical support they needed, and pedagogical needs
informed the type of content they wanted. Teachers wanted information on how to teach in the way
they taught in their face-to-face classes. Those that used collaborative active learning methods
wanted information on how to do the same online, while others who preferred teacher-fronted
lecture-based methodologies sought technology and systems to allow them to do the same. Finally,
lecturers could be divided into full- and part-time lecturers. Many of the support issues that we
received were from part-time lecturers. Often part-time lecturers are working in several different
universities with different systems. They may only have two classes with the university so many are
not as familiar with the tools of a particular university compared with the full-time staff. Moreover,
they sought to minimize the new technology that they had to learn. For this reason, some indicated
that they preferred Google Classroom over Blackboard because they could easily create new
classroom spaces for classes in the other universities they worked at but not Blackboard, which
required institutional support.

The university media centre provided extensive technical support; however, it was all in
Japanese. Many foreign language lecturers did know about the support they could get due to limited
Japanese (e.g., they might not read the Japanese emails sent out by the media centre). The DCC
committee connected the lecturers to the media centre by linking the DCC website to the media
centre and the specific page where lecturers could go for additional support for online teaching.

Other departments and the Rikkyo university community also affected the activity of the DCC.
Although within the foreign language department, there are different pedagogical methodologies, for
the most part, lecturers sought communicative approaches due to the nature of our subject matter.
However, across the university there was a wide range of subjects that did not use similar methods.
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As such (as discussed in more detail in the rule section below) our “official” activities and
communication were constrained by what was deemed appropriate for the overall community.

Division of labour

DCC members performed different roles within the committee (Table 3). The DCC chief was a
tenured professor and acted as an intermediary between the committee and other institutional
groups. As the chief, they interpreted the institutional needs, rules, and expectations for formal
communication from the committee and thus exercised final authority of what content could be
included on the website and how the committee was positioned in emails.

The DCC team leader performed all the same tasks as the committee members and additionally
acted as an intermediary between the chief and the regular members. This entailed presenting the
result of discussions collectively made within the committee to the chief. This role relieved the chief
of being involved in all discussions and helped save the face of committee members during
discussions as they would be able to express opinions and concerns freely.

All committee members except the chief were responsible for content creation (making new
content), content curation (sourcing relevant, appropriate content), website development, and
technical help support (responding to lecturers’ requests by email, Zoom, or in person).

Table 3
Roles within the committee
Role Description
. e Intermediary between the committee and other institutional groups. Final decision-making
DCC Chief . . . .-
authority of content published on formal lines of communication.
e In addition to all the duties of a committee member, the team leader acted as an intermediary
DCC Team Leader . .
between the committee members and the chief.
. e Responsible for content creation, curation, website development, and technical help
Committee member
support.
Rules

Explicit and implicit institution rules affected the activity. Once formed as an “official” committee,
the content that we could prepare to provide information on the official communication channels
(e.g., DCC website, email) was limited to technologies that were officially endorsed by the university
(e.g., Zoom, Blackboard, Google for Education). Explicit and implicit expectations about how the
technology was presented also informed content. For instance, as an official committee, members
worked harder to make content better using Rikkyo colors and spent longer editing to make sound
and images flawless. Further, to avoid conflict or confusion, materials that were viewed as potentially
controversial, such as those containing pedagogical methods, were not included. For example, how
to create a discussion board on Blackboard was included, but how to implement online discussion
boards in teaching was excluded.

The committee was newly formed so organizational norms were not yet established, and the
tenured chief was also relatively new to the university and still learning about institutional
expectations. As such, the rules and organizational flow of the committee was in an early development
stage; nonetheless activity was informed by institutional and social power structures. For instance,
implicit expectations for staff to create the content and resolve issues with minimal disruption to the
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chief who was busy with other duties. Power differentials between committee members on limited-
term contracts and the tenured chief affected communication. Members were careful in their
wording about conflicting views. Decisions that the chief made were final and accepted without
question.

Outcome

Outcomes are grouped into two categories: object and subject related.

Object related

A positive object-related outcome is that the work of the activity provided practical support to the
lecturers during the first stage of the pandemic. A negative outcome was that limitations on the
content of the website to only include technical applications meant that once lecturers knew how to
do those things, they did not need to use the resources and the value of the committee declined until
it dissolved.

Subject related

Object-related outcomes informed the individual subject-related outcomes and can be grouped
into three categories: developmental, emotional, and social.

Developmental

Committee members felt that their skills developed while engaging in the committee work. They
learned from each other the different ways to teach and manage courses online. Moreover, the
experience of interacting with the different institutional groups gave them insight into the different
users and concerns related to faculty development of digital skills in the Japanese university context.
Technical skills improved as members learned how to make the institutional website and edit videos
and content. Finally conducting the research for this study informed self-reflection and transformative
learning.

Emotional

Committee members reported both positive and negative emotional outcomes. Providing faculty
support and obtaining appreciation from those who used the services was motivating and
encouraging. Being trusted by the department to develop these resources was empowering and
members were thrilled to be recognized for the skills they were passionate about that were separate
from their language teaching duties. However, the limitations of the activity, derived from what could
be shared officially, led to frustration about wanting to do more but being constrained. Additionally,
members expressed disappointment when material with ideas on how to use the technology (e.g.,
ways to use discussion forums) was deleted from the site, as well as collective sadness that the
committee was no longer recognized.

Social

Positive social outcomes included developing stronger professional relationships with the
committee members and those we helped, recognition from other lecturers and the university
Zenkari newsletter about our efforts (Zenkari 48, p. 5). Negative social outcomes were related to
effects on our work-life balance and private lives. Troubleshooting concerns during the pandemic
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while teachers were stressed created an urgency to respond to requests and LINE messages
immediately. Many hours were spent creating the videos and content for the website during typically
non working hours.

Contradictions

Membersidentified several contractions between the elements. The most prominent contradiction
existed in the subject-object-rule-community relationship. As a newly formed committee, the
subjects and different groups in the community had different views of the expected object of the
activity. Before the committee was officially formed, members were providing informal support on a
variety of tools (e.g., FlipGrid, meetings discussing ways to use Zoom breakout rooms); hence,
initially members viewed the object with long term potential to continuously support the faculty
development of digital skills. However, during the activity, institutional regulations placed on content
viewed as controversial for different community groups clarified the perceived object to be more of
an English help desk for officially endorsed technology. Moreover, there was a tension between the
different pedagogical approaches between the committee members and the chief who acted as a
boundary broker between the different institutional groups. Committee members wanted to send out
a survey to the lecturers who could identify their critical needs, but this idea was rejected. Finally, the
removal of resources that were created in response to questions from lecturers caused some
confusion about the audience. This contradiction was later resolved by members through deployment
of different communication channels: informal support versus formal communication.

Another tension experienced by members was in the subject-tool-object relationship. Members
found that the type of tool mediated their communication. Initially communication was over email,
which then changed to a LINE group. The first LINE group contained all members including the
chief. However, there was some discomfort about having private conversations (including jokes and
face-threatening acts such as questions and concerns) as we realized that our activity was “exposed”
to the chief, which in turn constrained our dialogue. This discourse would typically not be conducted
over email; however, the informal nature of LINE induced familial conversation despite status
differentials. Later the team leader created a sub-LINE group for all members but the chief to reduce
this tension.

Discussion

Through applying the CHAT framework, the analysis above describes the sociocultural
relationship between the DCC members and the various university communities with which they
interacted; as shown above, the decisions that the subject (the DCC) made were constrained by the
fluid nature of its object. As noted above, the atypical nature of ERT has created a paucity of studies
devoted to describing how PDNs evolve in crisis situations. Whereas research on ERT defines such
situations in terms of flexibility, our findings suggest that how flexible an ERT situation actually is
depends on the point from which it is viewed. Figure 3 above makes explicit the relationship between
the activity system of the (DCC) PDN and the larger PDN with which it attempted to influence the
object.

As Figure 3 indicates, as PDNs are made up of members who are themselves also members of
the broader institution, the tensions between the DCC and other PDNs become more explicit. The
exact nature of this tension is subtle and difficult to describe: The DCC operated from the perspective
of a peer-to-peer or bottom-up PDN; the COVID-19 pandemic was poorly understood and, in the
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absence of immediately forthcoming information, the committee members felt empowered to take
matters into their own hands. In contrast, the other academic units on campus—in particular the
administrative units associated with the language center—appeared to be operating according to the
logic of a regulated or top-down PDN. In this way, our findings suggest that the relative fluidity of the
object, that is, the objectives that the DCC intended to achieve, was evaluated as something far more
rigid in the activity systems of other PDNs. With this in mind, we will venture two important features
of our analysis.

On the Use of Tools

To begin with, Fucoloro (2012) suggests that two major themes in the choice of social network
for developing a PDN are “community” (or camaraderie) and “convenience”. As noted, the majority
of communication within the committee was mediated via LINE, communication tended to be less
formal than emails. The upside of this informal, asynchronous communication style was that it
allowed for group decisions to be made rapidly by the committee, without the preamble and social
niceties common in email chains. It also allowed previously discussed topics to be easily searched
and viewed in their chronological context within the LINE app—something that is more difficult in
typical email threads, which have a tendency to split into multiple conversations and become
increasingly difficult to read (Sobotta, 2016).

Conversely, the use of LINE to mediate conversations in some ways negatively influenced the
subjects’ relationship with the community. The more informal nature of the medium, in conjunction
with the installation of the software on the subjects’ personal devices, meant that the line between
work life and personal life became ill-defined. This, in the context of emergency remote work, which
further reduced distinctions between private and the professional spheres (Sandoval-Reyes et al.,
2021), subjects felt significant stress when interacting through this medium. As a result, as the
committee evolved, the LINE group was used much less frequently, with some members turning off
notifications for the group on their personal devices. This is consistent with Macia and Garcia’s
(2016, p. 300) findings that virtual communities suffer from a “gradual lack of engagement...which
results in reduced user participation.” and lends further support to Lantz-Andersson and associates’
(2018) findings that these communities interfere with their members’ private lives, overwhelming
members with an overabundance of information (Davis, 2015).

On Rules and Community

Relatedly, the unique constraints intrinsic to the tools that the DCC used figured into the larger
dynamic of the community itself. Our findings differ from previous research (Lantz-Andersson et al.,
2018; Macia & Garcia, 2016) in that we do not classify the DCC as either an informal or formal
network, but rather as a single PDN that transitioned from the first state to the second. CHAT is the
ideal lens for analysing the process by which this occurred. Tensions experienced by the subjects
can be explained by a mismatch of objects between the original team and the other institutional
communities with which they were now interfacing. The DCC’s activity system did not have the
historical cultural context of the larger institution. When it interacted with these new groups, their
historical discourse and decisions (and subsequent implicit cultural rules) conflicted with the DCC’s.
This conflict was resolved by submitting to the academic hierarchy. The DCC chief deferred to the
cultural context of the institution, and thus, the DCC itself was changed. This interaction of activity
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systems is not sufficiently explained by the form of CHAT discussed above; nonetheless (Cole &
Engestrom, 1993) the third generation of CHAT allows for the analysis of interacting systems.

The implicit rules of the activity system were mediated by the ERT context and the communities
with which the DCC interacted. Initially, the emergency nature of the task and the ad hoc formation
of the group meant that the implicit rules for knowledge gathering were loose. Typically, PDNs
gather informal knowledge from members who in turn gained knowledge using the “interactive”
model (Clarke & Hollingsworth, 2002; Macia & Garcia, 2016). In this model, teachers’ professional
development is facilitated by “external sources of information lead[ing] to new experiences in the
classroom which... can lead to new insights” (Macia & Garcia, 2016, p. 292). In the context of ERT,
the subjects were unable to rely on their interactively produced knowledge. As none of them had
extensive experiences with remote teaching, knowledge provided for the PDN was necessarily
sought after specifically in order to fulfill the pressing need.

Wenger (2009) argues that knowledge sharing requires “relationships of trust” developed
through “mutual engagement”. In online spaces, gaining trust without the benefits of face-to-face
interactions is fraught with difficulties (Ridings et al., 2002; Young & Tseng, 2008). If this is the case,
then perhaps this potential lack of trust, in combination with the lack of a more traditionally gathered
informal knowledge base, led to the change in explicit rules about what the committee could share
online on its website.

Implications

When preparing to develop a PDN, instructors need to be aware of the complexities of the
activity system that they are engaging with. CHAT analysis may help them contemplate the
sociocultural elements that will shape the endeavour. Instructors may wish to consider making a
formal statement of the object of the PDN, to avoid any ambiguity or tensions thus derived. The
choice of tools mediating communication between members of the PDN will require careful
reflection. Ease and speed of use will need to be reconciled with a consideration of the divide between
the members’ personal and professional lives. The historical cultural rules of the institution in which
the PDN is built will need to be carefully considered. Any tension between the object of the PDN and
the culture of the institution will need to be resolved, ideally before the PDN is formed. Finally, the
cultivation of community trust should be considered as trust is one of the “key enablers of knowledge
sharing in online communities” (Booth, 2012). For example, as Booth (2012) reported, smaller
closed communities engender trust among members.

Limitations and Future Research

Conducting this study using CHAT and the PDN activity system as the “primary unit of analysis”
(Figure 1) provided a lens that helped reveal the sociocultural issues that emerge during an
organically forming intercultural PDN with the context of a crisis. However, a clear finding of this
study is that professional development activities occur across different institutional systems that
influence and shape each other. As such, the analysis of one activity system from the perspective of
only the teachers whose objects were mediated by other systems that they were not aware of
provides a limited view of the true complexity of forming a successful PDN within an intercultural
context. Future research that examines other interacting systems in more detail, including, for
example, the clients they serve, institutional faculty, and administrative support staff through the lens
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of third or fourth generation activity theory (Engestrom, 2001, 2009), would provide a more holistic
view of the mediated activity.

Conclusion

With the proliferation of ICT tools and proficiencies amongst instructors since the ERT era,
many new teachers now have the ability to establish their own PDNs. However, the development and
maintenance of these networks can be fraught with complex issues and tensions. Using CHAT
analysis to study the sociocultural elements of the formation of these networks and their maintenance
will allow teachers to more effectively create their own PDNs and enjoy the many researched benefits
of sharing knowledge with their peers. With sufficient preparation and careful planning, these PDNs
could be successfully integrated into their larger institutional context to provide knowledge findings
and share it institution wide.
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[ Research Article]

Teacher Agency in Teaching Debate:
A Sociomaterial Perspective

Masakazu Mishima & Yuka Yamamoto

Abstract

Teacher agency has been well recognized as a critical theoretical notion in explaining teacher decision making and
teaching practice. This institution-based case study examined one instructor’s course development process and
teaching practice in a pilot debate class based on fieldnotes, instructor interviews, and questionnaire analysis. The
results showed that various decisions that the instructor made from the development to delivery of the pilot course
were in line with the intersection of multiple elements, including the instructor’s beliefs, professional experience, and
various pedagogical conditions such as class size, students’ level, institutional demands, and time constraints. The
study demonstrated that while teacher agency functioned as an essential mediator in teacher decision-making, the
instructor’s various decisions were nonlinear and adaptive. Based on the findings, the researchers discuss teacher
agency from a sociomaterial perspective, which focuses on social and material resources deeply embedded in the
pedagogical environment. The study addresses a potential application of the sociomaterial approach to teacher agency

studies and sheds light on how teacher agency can be reconceptualized.

Keywords: Teacher Agency, Sociomaterial appraoch, English language education

Introduction

The present study is a part of a three-staged longitudinal research project that examines teacher
agency in curriculum development processes. Phase one of the research reported students’
responses to a pilot English debate class (see Mishima & Yamamoto, 2020). This article presents
results from the phase two study, which attempted to examine teacher agency in relation to the pilot
English debate course taught at an urban university in Japan.

Teacher agency

The central conceptual notion of the present study is teacher agency—a highly elusive concept
that has called for various debates and contentions over the years (Emirbayer & Mische, 1998;
Priestley et al., 2015a). In education, teacher agency is often defined as their capacity to act (Priestley
et al., 2015a). This particular definition of teacher agency has been the locus of a debate among
scholars and philosophers, in which teacher agency is often assumed to be an attribute of the
individual insomuch as other arguably more widely researched psychological constructs such as
teacher motivation, beliefs, identity, and emotions (see Mercer & Kostoulas, 2018, for collective work
on language teacher psychology). Overviewing the research landscape on teacher agency, studies
specific to English language teaching are still scarce (White, 2018) though with some notable
exceptions. For instance, one thread of teacher agency research focused on examining the
relationship between teacher agency and identity (Ruohotie-Lythy & Moate, 2016; Kayi-Aydar, 2015).
Some pursued the role of teacher agency in classroom settings (Kitade, 2015; White, 2018), while
others investigated teacher agency concerning language planning and policy (Ng & Boucher-Yip,
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2016).

This study adds to the growing body of research on teacher agency to explore it from an
ecological perspective. While some scholars advocate the ecological view of English as a Foreign
Language (EFL) contexts (e.g., Priestley et al., 2015b), ecological orientations in teacher agency
studies in EFL contexts remain lacking. In addition, an investigation into teacher agency concerning
teaching English debate at the tertiary level in Japan is, to the best of our knowledge, currently
nonexistent.

To explore teacher agency in a situated manner, we adopted a sociomaterial approach, which
defines our theoretical positionality in our investigation.

Sociomaterial approach

The sociomaterial approach has been used predominantly in work organization research, which
seeks to understand materiality and its role in shaping various professional organizations (Fenwick
& Landri, 2012). The approach is characterized by its fundamental focus on understanding
phenomena/activities within social and material conditions (Fenwick & Landri, 2012). In this view,
the sociomaterial approach treats all subjects of interest, including humans and nonhumans, on an
equal plane. In addition, a phenomenon under investigation is assumed to emerge from the collective
interactions of humans and non humans. Based on these theoretical tenets, we view agency as an
emergent state that resides in the particular/temporary relationships between humans and
nonhuman objects in a specific moment; it is unstable and ever-changing. We also presuppose that
teacher agency is not an individual’s exclusive attribute but distributed across social and material
conditions that envelop teachers’ decisions and actions.

Methods

Context

The current study was conducted in the process of developing a mandatory English course for
first-year students, English Debate, at an urban university in Tokyo. The course aims to help students
understand the nature and structures of debate in English and develop critical thinking and research
skills. Students must analyze and formulate arguments logically on issues from multiple perspectives
and respond to questions.

Participant

Lisa (pseudonym), the instructor participant, was a Japanese and English bilingual. She lived in
the United States for five years and in Singapore for four years. She holds two M.A.s and a Ph.D. in
Lowercase and is an experienced teacher trainer, curriculum developer, and textbook writer. In her
20 years of teaching experience, Lisa has designed and taught various English language classes.
However, she had no prior experience with teaching debate.

Data collection

Data were collected in Spring 2019 from the pilot debate class instructor, who was also in charge
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of developing the debate course curriculum. The researchers first administered an instructor
questionnaire (Appendix I) to elicit the instructor’s basic demographic information and her opinions
and beliefs about teaching the pilot debate class. The researchers also observed pilot class lessons,
took field notes, and collected all class materials from the instructor.

In addition to the above, two instructor interviews were conducted (Appendix II). The interviews
were semi-structured to allow the participant to dialogically share her experience and perceptions
about teaching the pilot debate class. All predetermined questions were open-ended, and follow-up
questions were asked for clarification and elaboration. The interviews lasted for two hours and were
recorded on an IC recorder. The recorded interview data were then transcribed for analysis.

Data analysis

To explore teacher agency from a sociomaterial perspective, the researchers analyzed all data
focusing on Lisa’s decisions and actions in teaching the pilot debate course. The interview data, field
notes, and all class materials were open-coded. All coded data were then thematically labeled and
organized. After which, the researchers identified illustrative excerpts from the interview data and
the other data sources to present notable findings. Throughout the analysis, the researchers
consulted each other to ensure the trustworthiness and truthfulness of the emerged codes, themes,
and findings.

Results

The analysis identified three major themes and their associated subthemes as a nexus of
sociomaterial conditions within which Lisa’s decisions and actions are embedded. Table 1 presents
the three major thematic categories of sociomaterial conditions: a. instructor attributes, b. teaching
environment, and c. time constraint.

Table 1
Descriptors of three thematic categories of sociomaterial conditions

Sociomaterial Categories Descriptors

The category refers to the instructor participant’s unique qualities defined by her

Instructor Attribut . . .
fistructor Atributes teaching experience and beliefs.

The category refers to specific sociomaterial constraints as the instructor participant

Teaching Environment perceives within the instructional context.

The category refers to a physical constraint placed by the availability of time as

Ti Constraint . . ..
fme Lonstrain perceived by the instructor participant.

To demonstrate how her agentive decisions and actions emerged in consort with the
sociomaterial conditions, select excerpts are presented in the sections that follow.

Instructor attributes

Teaching experience. Lisa encountered many challenges as she had never taught debate to
English language learners. For instance, in the instructor questionnaire, Lisa mentioned difficulty in
imagining the structure and timing of a debate for teaching purposes:

Excerpt 1
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I never had the experience of teaching a debate class. So it was hard to imagine the structure and

timing [of debate].

Lisa’s lack of experience with teaching debate coincided with her perceived difficulty in
designing an appropriate debate format to teach. She first searched and watched video recordings of
debates on the Internet to remedy the issue.

What follows in Excerpt 2 shows that Lisa’s decision to search and watch video recordings is a
product of her lack of teaching experience and foregrounded forms of materiality: videos on the
Internet and textbooks. Those resources provided the primary material conditions wherein Lisa’s
decision was made possible.

Excerpt 2

1 first tried to design the end product of the debate by watching several video recordings on

American elementary school students having a debate. I also went through several debate textbooks

written for Japanese elementary school students. I looked through elementary school materials to get

the overall structure [of a debate].

Teacher’s beliefs. Teachers’ beliefs are often discussed with teachers’ decision-making and
teacher agency (Biesta et al., 2015). Excerpt 3 below shows that Lisa firmly believes in developing
students’ curiosity and helping them to become more “inquisitive.” However, as discussed elsewhere
(Mishima, 2018), teachers’ beliefs need to be translated into tangible forms of teaching practice in
alignment with available material conditions.

Lisa mentions a means to give a practicable form to her beliefs, “by searching for information,
especially on the Internet...” This particular account demonstrates that the availability of the Internet
had been assumed in her pilot debate class, wherein Lisa repeatedly encouraged her students to
conduct thorough research on the Internet to develop their arguments and find evidence to perform
a good debate (fieldnotes).

Excerpt 3

My mission as a language educator is not simply to improve my students’ English language skills. 1

want my students to take the initiative in their learning. My role as a teacher is facilitating and

creating an environment where students feel comfortable speaking and asking questions. What 1

constantly feel lacking among students is their curiosity. I want them to be more inquisitive and

question things. 1 want them to be curious about different cultures, values, beliefs, and practices. By
searching for information, especially on the Internet, they can access multiple perspectives beyond
what is provided in textbooks (Instructor Questionnaire).

Teaching environment

Instructional decisions and actions can never be separated from social conditions embedded in
the specific teaching context (e.g., institutional culture, rule of conduct, and expectations). We
collectively refer to this type of contextual condition as the teaching environment based on the social
network theory proposed by Wellman (1988). The teaching environment includes three major
conditional elements across two different levels of context. Class size and students’ level were
identified at the micro-level of context (i.e., the classroom), and institutional demand was identified
at the meso-level of context (i.e., the language program). We found that these contextual backdrops
encapsulated Lisa’s instructional decisions.

Class size. Class size is an essential factor in planning and teaching a lesson (Russell & Curtis,
2013). Class roasters were all tentative at the research site before the first lesson. In other words,
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Lisa was not sure how many students would sign up for her class until after she began teaching.
Excerpt 4 indicates the uncertainty of her class size and how it might affect the team and time
arrangements of debates in planning her lessons.

Excerpt 4

The main issue was the number of students. I wasn’t sure how many students would sign up for the

course. The team and time arrangements [for debates] would differ depending on that. In the worst

case, I would end up with only one or two students in class. But in the end, 25 students signed up

Jor the course (Follow-up interview).

Students’ level. Planning lessons according to student language proficiency is vital for quality
language education. However, students’ level was another element that remained uncertain until Lisa
started teaching her class. To safeguard against the unknown element, she devised strategic counter-
measures. For example, Excerpt 5 presents two different ways Lisa implemented to prepare her
lessons. One was to teach the debate skills in small chunks to help potentially weak students learn
the necessary skills. The other was randomly changing students’ groupings to balance students’
differing levels.

Excerpt 5

Because this pilot course was conducted in an elective class, I didn’t have a clear idea of the students’

level. To solve the issue, I decided to introduce the debate skills step by step. So even less proficient

students can learn. Also, I changed the groups randomly at the beginning of every lesson to ensure
students were divided into different members and levels (Instructor Questionnaire).

In addition to the above, Excerpt 6 indicates that Lisa intentionally chose an introductory
textbook with the premise that modifying the textbook for higher-level students would be much
easier.

Excerpt 6

I wasn’t quite sure about the level of my students, so I looked for a basic-level textbook. It's much

easier to choose a more accessible textbook and adapt it by adding morve challenging materials

(Follow-up interview).

Even after Lisa began teaching the class, her reflective and adaptive decisions manifested
differently. Excerpt 7 presents a notable example in which she made substantial changes to the
initially prepared lecture slides by adding more complex tasks to meet the needs of varying levels of
students in her classroom.

Excerpt 7

In reality, students’ levels varied. So I had to change the PPT slides and add more challenging tasks

for higher-level students (Follow-up interviews).

Institutional demand. Whether teaching or developing a curriculum, teachers’ decisions are
never free from the pedagogical context and its various influences (Owston, 2007). The debate class
Lisa designed was to be delivered as one of the first-year mandatory English courses within the
unified English curriculum. The curriculum serves approximately 4000 first-year students annually
at the university (fieldnotes). The class size was 25 or fewer in many mandatory courses, including
the debate class. The prospective number of instructors assigned to teach at least a section of the
debate course was thus proportionately large. Given these contextual backgrounds, Lisa was highly
conscious of how she designed the debate course and how it might impact other instructors once the
course was officially launched. Accordingly, Lisa aimed to develop a course that would be simple and
easy for instructors to understand. Consider Excerpt 8:
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Excerpt 8

Because the course is to be offered in the unified curriculum, it had to be as simple as possible so that
other teachers could also understand and follow the structure. The unified curriculum means there
is a set of fixed goals and objectives. Within the framework, teachers can plan their lessons. I'm in a
position to design the course, so I need to show them a model. Flexibility in the syllabus is suitable
for experienced teachers, but most instructors have no experience teaching a debate course. Also,
part-time instructors teach in other universities and don’t have much time to plan their lessons. So
what I always had in mind was to create a course that is simple and easy to understand (Follow-up
interview).

Time constraints

Teachers face many constraints in planning and teaching lessons. One of such constraints is
time availability, which is crucial in understanding teachers’ decisions (Teig et al., 2019). At the initial
stage of planning her lessons, Lisa searched for reading materials that could serve as an introduction
to topics to be debated in class. However, finding suitable reading materials on a wide range of topics
was not easy, primarily due to her limited time developing, preparing, and teaching the debate class.
Excerpt 9 suggests that Lisa’s perceived time limitations were an essential factor in searching for
ready-made materials to teach debate skills and structure with minimal modifications.

Excerpt 9

Due to the time limitations, I searched for a published textbook with familiar reading topics for

Japanese university students, such as having schools on Saturdays and increasing consumption tax

n Japan. It was a critical thinking textbook. So I adopted reading materials from it, and then

created PPT slides to introduce the debate skills and structure. They are easy to make and modify

later (Follow-up interview).

Discussion and Implications

Our results show that Lisa’s various decisions were inseparably linked to specific social and
material conditions in her work environment. Figure 1 below presents the teacher agency’s overall
structure and the identified sociomaterial conditions as a summative overview of the results.

Figure 1
Teacher Agency and Sociomaterial Conditions

Teacher Agency

Sociomaterial Conditions
+ Instructor Attributes
-Teaching Experience
~Teachers’ Beliefs
= Teaching Environment
- Class Size
- Students’ Level
- Institutional Demand
* Time Constraint
- Available Time
Teaching Debate (A Series of Actions &
Decisions)
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A critical finding in this study is that teacher agency as manifested in agentive decisions and
actions is embedded in multifaceted social and material limitations perceived by the agent in the field.
The various manifestations of teacher agency are highly interactive and dialogic in that there is no
clear separation between the self and the environment. The finding is contrastive to the pervasive
conceptualization and representation of teacher agency as an individual characteristic that teachers
possess and act upon (see Bandura, 2001 for more discussion on the individualistic approach to
teacher agency).

In our investigation, we adopted the sociomaterial approach under the assumption that whatever
forms of teacher agency one might exercise, their resulting decisions and actions are socially and
materially constrained; social and material contexts need to be integratively investigated in
understanding teacher agency. The sociomaterial approach enabled us to treat an individual (i.e.,
teacher) and their perceived material and social conditions as mutually constitutive to the agent’s
decisions and actions.

As we highlighted in the results, Lisa’s pedagogical decisions are entangled with the various
forms of materiality, such as the Internet, videos, and textbooks. Giddens (1984) rightly argued that
teacher agency is constrained by available resources such as classroom equipment. Physical
constraints in our study extend to the availability of time within which the instructor planned,
developed, and conducted debate lessons. Furthermore, Lisa’s perceived social constraints are
present in the forms of unknown class size and student level as well as institutional expectations. The
finding corresponds to to that of Hanson’s (2003) that school conditions and processes mediate
teacher agency. Our study indicates, however, that social conditions seem to go beyond the mediators
of teacher agency as they are embedded in teachers’ actions. In other words, without the social and
material constraints, Lisa’s adaptive and interactive decision-making and actions cannot be fully
explained. This point is notable as social conditions are often external factors to teachers’ actions
(Luttenberg et al., 2013).

The hallmark of teacher agency is found in the ontologically performative sphere wherein the
agents actively seek and find ways to execute socially and materially possible decisions and actions
Etelapelto et al., 2013 Pappa et al., 2019). We found Lisa a highly active agent, as exemplified in her
adaptive actions in planning and preparing lessons. This type of heightened involvement in
professional work marks agents as active, and it requires them to be aware of various constraints
placed upon them at personal and institutional levels. The importance of teacher agency studies lies
in its recognition of teachers as active agents for professional development, curriculum reforms, and
improvement (Eteldpelto et al., 2013; Priestly et al., 2012). The line of studies pursues the role of the
agent and its impact on teachers in various contexts under the premise that teachers with an active
agency should bring about positive educational outcomes. However, agents are not free from material
and social limitations; active does not readily mean that positive changes are possible.

Furthermore, Biesta et al. (2015) argue that what matters in teacher agency studies is to
examine the quality of actors’ engagement with contexts to act. That is why exploring social and
material constraints as perceived by teachers is necessary. In addition, the focus of such studies
needs to be on agents’ adaptive decisions and actions in and with context rather than on agents in
isolation or factors affecting them. In such endeavors, the sociomaterial approach helps us shift our
view of agency from human to phenomena, which encompasses human and nonhuman actors (i.e.,
sociomateriality) as equally important research subjects.
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Conclusion

This study examined one instructor’s teacher agency teaching an EFL debate class in a Japanese
higher education context. By adopting a sociomaterial approach, the study found that the instructor’s
teacher agency manifested in her pedagogical decisions and actions encapsulated by various social
and material conditions. It demonstrated that the exercise of teacher agency is context-bound,
interactive, and adaptive; the instructor’s enacted decisions and actions are part of social and material
constraints.

Given the ongoing COVID-19 epidemic, English language teaching in Japan is facing radical
changes on all fronts. Amid these changes, the role of teachers is becoming ever more critical as the
quality of instructors is central to quality education. Teacher agency is an essential area of research
in language education to understand how teachers adapt and respond to the constantly changing
landscape of social and material conditions in their respective pedagogical contexts. As this study has
shown, an ontologically individualistic approach to examining teacher agency may well be insufficient
to represent the complexity of the construct and how it is exercised in tandem with emerging
sociomateriality. This point echoes the proposition forwarded by Emirbayer and Mische (1998) to
reconceptualize agency:

Neither rational choice theory, norm-based approaches, nor any of the other sociological

perspectives extant today provide a fully adequate understanding of its significance and

constituent features. Nor do such perspectives satisfactorily answer the question as to how
agency interpenetrates with and impacts upon the temporal relational contexts of action.
(p. 1012)

Finally, our study is limited in its replicability and generalizability, given our methodological
choice. We purposefully adopted a qualitative research design to investigate teacher agency in situ
and focused on one instructor participant. While it allowed us to closely analyze various qualitative
data sources, the extent of social and material conditions we identified was most likely far from
exhaustive. For example, social conditions may extend to the instructor’s social relationships and
interactions with her colleagues as collegial support or collaboration is commonplace in developing
and teaching a new curriculum. Bringing other instructors into research would have added another
layer of complexity to the study.

For future research, we believe it is imperative to include multiple agents and their surrounding
social material conditions within the same instructional context to present a fuller picture of teacher
agency at work.
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Q1.

Appendix I
Instructor Questionnaire

What is your sex?

Male/Female

Q2.
Q3.

How long have you taught English at the university level?
Have you ever taught debate in English?

Yes/No

Q4.
Q5.

Q6.

Q1.
Q2.
Q3.
Q4.

Q5.
Q6.

104

In your opinion, what are essential things to remember in teaching debate?

Did you encounter any problems in planning lessons for the debate class? If yes, how did you
solve them?

What kinds of resources would you need in planning future lessons for the debate class?

Appendix II
Semi-structured Interview Questions

Please describe the process when you were planning the course.

What were the challenging things when you were designing the course?

Please explain the process of selecting/creating the teaching materials.

What aspects did you try to emphasize the most when you were teaching the debate course?
Why?

What were some of the difficulties that students faced during the course?

To what extent did the classroom facilities affect your teaching?
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Training Learners of Writing to Use Online Vocabulary Tools
to Increase Lexical Richness

Tanya L. Erdelyi

Abstract
Lexical richness is often used as an indicator of productive language proficiency. Researchers regularly utilize a
variety of digital tools (i.e., VocabProfile, RANGE) to analyze the lexical richness of a language learner’s written text.
However, many studies do not provide the opportunity for learners to use the same tools to analyze their own writing.
The following longitudinal mixed-methods study analyzed the written essays of 36 Japanese lower English proficiency
first-year university students, before and after they received training in the usage of VocabProfile, Corpus of
Contemporary American English, and Google’s Ngram Viewer. The first and final drafts of the essays were analyzed
with RANGE and compared with a paired-samples #test. Next, 65 randomly selected sentences containing
low-frequency words were analyzed with a 4-point scale for errors by six human raters. Finally, a self-efficacy
questionnaire completed by the students was compared with the statistical results. The results indicated a significant

increase in the error-free lexical richness of the language learners’ essays between the first and final draft.

Keywords: Academic writing, Lexical richness, VocabProfile

Learning vocabulary is a key component for developing language proficiency. Once the most
common high-frequency words in English have been obtained (i.e., the first 2000 most frequent
words), the next logical step is for language learners to continue increasing their academic and
low-frequency vocabulary knowledge, especially for language learners at the tertiary level of
education. Increasing a learner’s lexical richness can assist the learner in the reading comprehension
of academic texts, as well as enable them to mirror the language used in their field of study while
writing.

Lexical richness is often used to determine the academic quality of a language learner’s
productive language. In terms of writing, generally speaking, lexical richness is determined by
analyzing a language learner’s written work for the density and variety of low-frequency words.
Furthermore, the words should be accurate in meaning, grammar, and word combinations or
frequent collocates (Nation & Webb, 2011). To measure lexical richness, some tools that are often
used are Lexical Frequency Profiles such as Tom Cobb’s VocabProfile for measuring lexical
frequency (Abbasian & Shiri, 2011; Cobb, 2002.; Laufer & Nation, 1995) or RANGE (Heatley et al.,
2002; Kyle, 2019). Additionally, concordances found in the Corpus of Contemporary American
English (COCA) and Google’s Ngram Viewer are often used to check collocations and multiword
units. By using these tools to examine these factors in a written text, the lexical richness of said text
can be determined.

Data-driven learning (DDL) and Corpus-based learning (CBL) are common approaches for
increasing a language learners’ lexical richness. The focus of DDL is the use of computers as a tool
for language learners. CBL involves corpus-based tools, such as a concordancer, for language
learning. By providing learners with examples of linguistic performance through tools such as a
keyword-in-context concordance, the learners are encouraged to use their brains to decipher the
correct way that language is used (Johns, 1991).
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Although there are a multitude of studies conducted on lexical richness, DDL, and CBL, there is
a need for more empirical data on CBL and DDL (Gaskell & Cobb, 2004; Gries, 2015). Moreover,
there are a few issues that should be explored more fully. Many of the studies have focused primarily
on intermediate to advanced language learners (Cobb, 2010; Gaskell & Cobb, 2004; Granger, 2012;
Henriksen & Danelund, 2015; Nesselhauf, 2005), with little focus on learners with lower language
proficiency. Moreover, various studies have been performed in one sitting (Cobb, 2010; Gaskell &
Cobb, 2004; Gilmore, 2009) as opposed to a more longitudinal design, such as across an entire
semester. Additionally, most studies involve teacher-supplied resources or employ teacher-designed
worksheet-based methods derived from some of the previously mentioned vocabulary tools (Cobb,
2010; Gaskell & Cobb, 2004; Granger, 2012) instead of allowing the students to explore their own
writing by personally using these tools. Finally, although Lexical Frequency Profiles can measure
lexical richness in terms of word frequency (Abbasian & Shiri, 2011), they cannot measure the
accuracy of word use in terms of grammar and semantics. Therefore, more research is required to
address these issues.

As mentioned above, many researchers have made an effort to examine the vocabulary use of
language learners to acquire information about the complexity of their language. They employ a vast
array of tools designed to analyze and evaluate the vocabulary used by their participants.
Nevertheless, equipping these learners with the very tools used by researchers might yield
interesting results. By allowing the learners to analyze and evaluate their own writing through
explicit instruction in utilizing some of these vocabulary tools and discussing the benefits of the data
they receive, it is hoped that the lexical richness of the learners’ writing may improve.

The following study attempts to contribute to the research that has been conducted on lexical
richness, DDL, and CBL. It was designed to explore the effects of teaching learners to use vocabulary-
related tools to increase the percentage of academic and low-frequency words in their academic
research papers, thus improving the paper’s lexical richness. An additional focus of the current study
is to check the effectiveness of providing tools to help reduce the number of errors when the learners
increase the number of academic and low-frequency words.

In order to address these issues, the following three research questions were created and
answered through document and statistical analysis:

1. What, if any, is the increase in coverage of academic words after receiving explicit instruction in
the use of vocabulary tools for analyzing written work?

2. What percentage of the academic and low-frequency words used to replace high-frequency words
was both grammatically and semantically correct?

3. How do errors in writing before and after the treatment instruction compare in both quantity and

quality?

Literature Review

The following is a brief overview of literature related to the topic of study in this paper. A closer
look will be given to studies conducted on lexical richness, DDL, and CBL.

Lexical Richness

Several studies have provided results on the existence of lexical richness in language learners’
writing. Some studies have shown that lexical richness in undergrad students reflects their
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pre-existing knowledge of vocabulary (Ha, 2019). However, much of the existing literature on lexical
richness shows that there is a paucity of lexical richness in second language writing. Some studies
(Henriksen & Danelund, 2015) have shown that language learners with a higher level of English
proficiency tend to rely heavily on comfortable and easier to use high-frequency vocabulary rather
than attempting to incorporate their low-frequency vocabulary.

One criticism of how lexical richness is measured is that Lexical Frequency Profiles such as
VocabProfile and RANGE only provide measures of vocabulary quantity and do not account for
errors in grammatical and semantic use. Therefore, although these Lexical Frequency Profiles
indicate lexical richness to some extent, they should be used in conjunction with other forms of
measure (Abbasian & Shiri, 2011). Although some studies (Staehr, 2008) use human raters to analyze
student writing holistically for errors in grammar and vocabulary, many studies on lexical richness
focus solely on the number and types of lexical items (Laufer & Nation, 1995; Lei & Yang, 2020).

Data-Driven Learning (DDL) and Corpus-Based Learning (CBL)

Studies on DDL and CBL have uncovered many results concerning the use of online tools to
help improve language learner writing and recognize errors. According to several researchers, DDL
has successfully helped learners find their own solution to language problems using authentic
resources and tools (Boulton, 2009; Cobb, 2010; Gilmore, 2009; Granger, 2012; Johns, 1991).
Researchers have also discovered that CBL is useful for recognizing patterns in grammar and word
use to help with error correction (Cobb, 2010; Gaskell & Cobb, 2004; Gilmore, 2009). Moreover,
studies have shown that concordance information is useful for intermediate and advanced learners
during writing activities (Cobb, 2010; Gaskell & Cobb, 2004).

Studies on DDL and CBL have employed a variety of methods. Given the inherent difficulty of
using some of the available online tools (Lee & Lin, 2019), many of the studies have focused primarily
on intermediate to advanced proficiency level language learners to lessen the cognitive load (Cobb,
2010; Gaskell & Cobb, 2004; Granger, 2012; Henriksen & Danelund, 2015; Nesselhauf, 2005). Often
in response to the difficulty in using some of the tools, various studies have resorted to employing
teacher-supplied resources or worksheets designed by teachers that had been derived from the
online vocabulary tools (Cobb, 2010; Gaskell & Cobb, 2004; Granger, 2012) rather than asking the
language learners to use the tools themselves. Additionally, regarding the implementation of many
DDL and CBL studies, a common preference has been to conduct the research in one sitting (Cobb,
2010; Gaskell & Cobb, 2004; Gilmore, 2009) as opposed to a more longitudinal design, such as across
an entire semester.

After reviewing the existing literature, several missing components were discovered. To begin
with, more studies that evaluate lexical richness in terms of grammatical and semantic accuracy are
needed. Additionally, there is a need for more studies on lexical richness with lower level proficiency
language learners. Finally, there seems to be a need for more longitudinal studies conducted over a
longer period of time that involve the use of authentic online vocabulary tools. Therefore, the current
study has been designed to address these issues.

Methodology

The following section contains an explanation of the methodology for the current study. Included
are details about the context, research design, procedure, treatment, and questionnaire. It ends with
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an explanation of how the data were analyzed.

Context

Research was conducted on the written texts of 36 Japanese first-year university students, 25
women and 11 men between the ages of 18 and 20, learning academic English writing at a private
Japanese university. This study was conducted in an academic reading and writing class that met
thrice a week for 10 weeks during the third and final term of the learners’ first year. At the beginning
of the school year, the students wrote a TOEFL PBT for the purpose of placement. The scores of
these learners range from 350 to 450, therefore the majority of the students in this study were in the
low-intermediate level of English proficiency.

Research Design

This mixed-methods longitudinal study was designed to analyze the lexical richness of academic
papers written by lower-proficiency English learners over one entire university semester. It was
designed to address some of the issues found in the literature by providing empirical evidence on
lexical richness, DDL, and CBL.

Procedure

The learners were asked to write an 8-paragraph secondary research paper comparing and
contrasting a topic of their choice in bioethics. The paper was written in sections during the 10-week
course. Two drafts of each section were written, with peer editing and revision conducted between
each draft and section. At the beginning of the course, the students wrote two drafts of a single
introduction paragraph. This was followed by two weeks devoted to the two paragraphs in Section 1.
Another two weeks were spent focusing on the two paragraphs in Section 2. The final section, which
comprised two main body paragraphs and the concluding paragraph, were written in two drafts over
two weeks. Table 1 shows the timeline of the language learners’ research paper.

Table 1
Timeline of Research Paper and Treatment
Time What Was Finished
Week 1 Topic Selection and Outline
Week 2 Introduction Draft 1
Week 3 Introduction Draft 2
Week 4 Section 1 Draft 1
Week 5 Section 1 Draft 2
Week 6 Section 2 Draft 1
Week 7 Treatment Instruction
Week 8 Section 2 Draft 2
Week 9 Section 3 and Conclusion Draft 1
Week 10 Section 3 and Conclusion Draft 2
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Treatment

As shown in Table 1, the treatment occurred after the first draft of the second section, at the
midway point of the paper. This ensured that the first drafts of the introduction, Section 1, and
Section 2 were not affected by the treatment.

For the treatment, the participants were introduced to the Academic Word List (AWL) and asked
to begin self-study of the words using various vocabulary-learning strategies such as word cards and
practice exercises such as cloze sentences available on the Internet. Then, the participants were
taught how to use various vocabulary-related tools to analyze their own writing. Following Nation’s
(2009) guidelines for training students in learning strategies, each tool, over two lessons in computer-
equipped classrooms, was first modeled by the teacher. Next, the participants practiced the different
steps alone, and then with partners, reporting back to the teacher when problems arose. Occasional
feedback was provided by the teacher and fellow classmates in the peer editing sessions. Finally,
further consultation was provided to individual learners during tutorial sessions in the teacher’s
office.

The learners were asked to analyze their papers with the tools and replace high-frequency
words with words from the AWL or low-frequency words. The AWL (Coxhead, 2000) is a list of
academic words derived from a corpus consisting of over a million words from academic texts. It
contains the most frequent academic English words after West and West’s (1953) General Service
List (GSL) comprising the 2000 most high-frequency English headwords. The AWL encompasses 570
word families divided into 10 sublists according to frequency. Coxhead (2000) recommends that the
AWL should be taught explicitly, allowing for opportunities for the vocabulary to be met in meaning-
focused reading and listening texts, and used productively in speaking and writing. Meant purely as
a goal to help with motivation, the students were asked to aim for 10% AWL words because according
to Coxhead (2000), “The AWL accounts for 10% of the tokens in the Academic Corpus” (p. 222).
Following a few tutorial sessions where some of the participants showed concern on finding enough
AWL words to boost the percentage, the learners were encouraged not to ignore the low-frequency
alternatives that were not present in the AWL as well.

The first tool taught to the participants was Cobb’s (2002) VocabProfile, conveniently located on
his website, Lextutor. The version they used categorized the first 1000 and second 1000 words from
the GSL, and the AWL words in their research papers. All other words were marked as “Off-list” (i.e.,
low-frequency words, proper nouns, non-English words, spelling errors). Once they had learned to
identify the high-frequency words, the participants were shown how to use the right-click functions
of both Google Docs and Microsoft Word that provide possible synonyms for the highlighted word in
question. The participants were warned that, even though a potential replacement might have been
located, the word had to match the sentence in both grammar and meaning. To help check the
replacement words in the sentences, the participants were taught how to use the Google Ngram
Viewer (Michel et al., 2010) for checking which word combinations are used most often and the
color-coded keyword-in-context concordance on the COCA website (Davies, 2010; Johns, 1991) for
checking possible collocations and recognizing possible patterns and how others use the language.
With these tools, the participants set out to improve the lexical richness of their research papers.

Questionnaire

On the final day of the course, when the final drafts of the research papers were due, the
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participants were asked to complete a questionnaire about the tools they did or did not use while
improving the lexical richness of their writing. The timing of the questionnaire completion was
chosen for maximum effect, as the probability of the participants using the tools prior to the class in
order to complete the assignment was high and therefore fresh in their minds. The questionnaire, as
seen in Appendix A, consisted of seven multiple-choice questions and one open-ended question for
qualitative purposes. The multiple-choice questions were asked to confirm which tools the students
used and found most useful and easiest to use and to learn if the students used other tools that were
not discussed in class. The open-ended question asked what was most difficult about changing the
high-frequency words to more academic or low-frequency words. Thus, a complete picture of the
tools that were used was obtained.

Data Analysis

There were three sources of data used in this study. The first was the research papers written by
the participants, 72 in total, with 36 first drafts and 36 final drafts. The next available data were from
the questionnaire. The last source of data was individual sentences randomly chosen from the papers
that contained an AWL or low-frequency replacement word.

Using the steps involved in measuring lexical richness from Nation and Webb (2011, p. 256), the
following decisions were made:

Steps Involved in Measuring Lexical Richness
1. Decide on the text to be analyzed (research papers)
2. Decide on the unit of counting (word families)
3. Decide what to do with errors (compare the original and replacements words)
4. Decide on how to measure lexical richness (multiple human raters) (p. 256)

For analyzing data to help answer the first research question concerning the coverage of AWL
words, the first and final drafts of all the participants were compared. To ensure that only the
participants’ words were being analyzed, all direct quotes and proper nouns were removed from each
draft. Word family counts for the AWL words were obtained from the RANGE program (Heatley,
Nation, & Coxhead, 2002). According to Durrant and Schmitt (2009), much can be learned by
examining and comparing individual scores, as these results are often hidden when only entire
corpora are compared. Therefore, the first drafts of each participant were compared with their final
drafts using a paired-samples f-test.

With regard to the data analysis used to answer the second research question regarding the
grammatical and semantic fit of the replacement words, 65 sentences from 20 participants were
randomly chosen from the fourth paragraph of the first and final drafts that contained academic or
low-frequency replacements of high-frequency words. The fourth paragraph was chosen as it came
from Section 2 of the paper, where the treatment occurred, thus quite possibly representing the best
effort by the participants in using the tools learned during the treatment. Each word replacement
was presented in its original sentence and rated on a four-point scale as seen below. The capitalized
word was the low-frequency replacement word. The word in brackets was the high-frequency word
from the first draft.

Example:

No prospect of UTILIZATION (using) alternative ways has yet emerged.
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both grammar and word choice are correct

e correct grammar, problems with word choice

e correct word choice, problems with grammar

¢ both grammar and word choice are incorrect
Each of the 65 sentences was rated by at least three of six human raters, all members of the same
applied linguistics doctoral cohort as the researcher. The raters were trained as a group to help
ensure inter-rater reliability. Inter-rater reliability was calculated by dividing the number of agreed-
upon items with the total number of items.

For the final research question concerning the quantity and quality of errors between the two
drafts, the same human raters and 65 sentences were used. Following each sentence, the raters were
asked to compare and assess each original and replacement word to determine which was more
correct using the following four-point scale.

Example of rating scale:

For the previous sentence, which word was most correct?

e Both are equally correct
e Word in ALL CAPS

e Word in (brackets)

e Neither

Results

The following are the results for this study. Discussion of the results is presented in the
Conclusions section.

Questionnaire

Table 2 presents the results from the questionnaire that was completed by the participants. As
can be seen, nearly all participants used VocabProfile to analyze the word frequency of their papers,
as opposed to those few who reported using Ngram or the concordance.

Table 2
Data from Questionnaire
Used Most Useful Easiest More Instruction Most Problematic
VocabProfile 97.2% 83.3% 47.2% 50.0% Matching meaning
COCA 11.1% 2.8% 2.8% 38.8% 41.6%
Ngram 13.8% 2.8% 2.8% 22.2% Matching grammar
MSWord Syn 66.7% 27.7% 41.6% 16.6% 16.6%
Google Syn 36.1% 13.8% 5.5% 2.8% Collocations
Grammarly 88.8% 5.5% 13.8% 0.0% 5.5%
Dictionary 11.1% 13.8% 0.0% 0.0%

Note. Grammarly and dictionary use were not taught by the teacher for this study.

Texts Analyzed

Table 3 presents the descriptive data of the texts that were analyzed. The numbers reflect the
number of words after removing the direct quotes and proper nouns.
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Table 3
Descriptive Data of Texts Analyzed (Adapted from Durrant & Schitt, 2009)

. L Number of = Number of Mean .
Description Drafts Texts Writers Total Words Words, Text Writers’ L1

Academic

argumentative First 36 36 46,684 1,297 Japanese

secondary research
papers written by
first-year Japanese
university students with
lower-intermediate
English proficiency
studying English
academic reading and
writing

Paper topic - bioethics

First 36 36 55,255 1,534 Japanese

Individual Scores Between the First and Final Drafts

A paired-samples t-test was conducted to evaluate whether the number of AWL word families
would increase between the first and final drafts after a treatment on the use of vocabulary tools. The
results indicated that the mean AWL count for the final draft (M = 61.86, SD = 25.68) was significantly
greater than the mean AWL count for the first draft (M = 42.78, SD = 20.11), ¢(35) = -3.51, p = .0004.
The standardized effect size index, d, was .83. The 95% confidence interval for the mean difference
between the two ratings was 35.97-70.55 (Green & Salkind, 2013).

Percentage of Grammatically and Semantically Correct Replacements

Table 4 displays the percentages assigned to the replacements as determined by the human
raters. The majority ruling for the rating of each replacement word was used in the analysis. The
inter-rater reliability was 86%. It should be noted that the highest percentage was obtained by word
choices that were both grammatically and semantically correct.

Table 4
Analysis of the Replacement Words
Grading Criteria Percentages
Both grammar and word choices are correct 56.9%
Correct grammar, problems with word choice 35.4%
Correct word choice, problems with grammar 6.2%
Both grammar and word choice are incorrect 1.5%

Comparison of Errors

Finally, a comparison between the original high-frequency word used in the first draft was
compared with the replacement academic or low-frequency word to determine which word, if any,
was more correct. Table 5 exhibits the percentages of the error judgments made by the raters. The
scores used for the analysis were the ratings that received the majority vote from the raters for each
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pair of words that were analyzed. The rater reliability for this was also 86%. Of particular interest is
that 90.9% of the replacements were considered to be more correct by the human raters.

Table 5
Analysis of the Errors
Grading Criteria Percentages
Both are equally correct 55.4%
The academic replacement is correct 35.4%
The original high-frequency word is correct 7.7%
Neither is correct 1.5%
Conclusions

This discussion is presented to help analyze the results, situate the findings in the existing
literature, and answer the following three research questions: 1) What, if any, is the increase in
coverage of academic words after receiving explicit instruction in the use of vocabulary tools for
analyzing written work? 2) What percentage of the academic and low-frequency words used to
replace high-frequency words was both grammatically and semantically correct? 3) How do errors in
the first and final drafts compare in both quantity and quality?

Findings

Although many of the new tools, such as Ngram and the COCA, were not used by the majority
of the participants, as indicated in Table 2, all but one participant used the VocabProfile. The fact that
the more difficult Ngram and COCA were underutilized coincides with the findings from Lee and Lin
(2019). In addition, many students also used the synonym functions in Microsoft Word and Google
Docs. Therefore, as shown by the results of the #test, there was a significant increase in the coverage
of academic words from the first to the final draft. As there was no control group, it cannot be
definitely said that the increase in coverage was due solely to the explicit instruction of the vocabulary
tools. However, the learners appear to have gained awareness of the frequency level of their
vocabulary just by using VocabProfile. Should they continue to use the tools, it could potentially
increase their lexical richness in future papers.

Additionally, the second research question was created to address issues about the lack of
attention given to the accuracy of vocabulary use especially regarding grammar and meaning, as
discussed in studies such as that of Abbasian and Shiri (2011). Human raters analyzed the language
learners’ written work, similarly to Staehr (2008). Ultimately, 56.9% of the low-frequency replacements
were deemed both grammatically and semantically correct by the raters. Furthermore, the results
from the raters coincided with the qualitative data collected from the questionnaire, as can be seen in
Table 2. At 41.6%, the participants reported that matching the meaning of the replacement word to
the original was the most difficult, whereas only 16.6% deemed grammar as the most difficult factor.
When compared with the results in Table 4, the sample replacement words had 35.4% errors in word
choice as opposed to 6.2% grammar errors. This might indicate a need for further instruction in the
Ngram and COCA concordance tools, and it also coincides with Lee and Lin’s (2019) findings.

Concerning the third research question, the raters determined that the replacement words, on
average, were more correct than the original high-frequency words. This might indicate that the
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tools were useful for replacing the high-frequency words, as they possibly provided the learners with
opportunities to analyze more closely the grammar and meaning of the words being used than they
normally would have. These results are consistent with some of the previous studies (Boulton, 2009;
Cobb, 2010; Gilmore, 2009; Granger, 2012; Johns, 1991).

Implications

This study provides more empirical data on lexical richness, CBL, and DDL that might help fill
the gaps in the literature discussed earlier. It is also a longitudinal study across an entire semester on
learners with lower English proficiency. However, the most important point about this study is that it
could possibly show the potential involved in encouraging the learner to use some of the vocabulary
tools generally used by teachers and researchers, especially VocabProfile. Because of the
improvements in lexical richness that occurred through the use of these vocabulary tools, teachers
might consider training their students to use vocabulary analysis tools more actively as part of their
students’ writing process.

Limitations and Future Study Recommendations

There are a few limitations and possible recommendations for future research that arose during
this study and should be addressed.

First, the learners were also asked to use low-frequency words that were offlist from the GSL
and AWL as replacements. With the removal of proper nouns from the participants’ research papers,
the remaining offlist words are presumably all low-frequency words. However, both RANGE and
VocabProfile do not report the word family count for these off-list words. Moreover, according to the
raw data, all 36 participants’ off-list word counts increased, at least as was indicated by the word types
percentage in RANGE. Thus, processing the two drafts of the papers through the British National
Corpus (BNC) version of RANGE to check for the frequency of the words used between the 1st -14th
1000 words in English was considered. However, it should be noted that the GSL and the BNC are
not completely analogous, thus introducing a limitation to the analysis of this study. The GSL/AWL
were chosen for their ease of comprehension and processing for the participants. Future researchers
might consider using the BNC for obtaining a more accurate account of the increase in low-frequency
word replacements.

Additionally, because of the low percentage of use with the Ngram and COCA for checking the
appropriateness of the replacement words, and as indicated on the questionnaire, more instruction
should be given in the use of these valuable tools.

Furthermore, there is the possibility of distorted results from participants who did not use all of
the tools (Gilmore, 2009). However, a counter to this was attempted by comparing individual scores
(Durrant & Schmitt, 2009; Granger, 2012).

Moreover, further confounding variables, such as the effects of peer editing, and other writing
tools not taught in the treatment, such as Grammarly, should be isolated or controlled for in future
studies.

In addition, as Gilmore (2009) explained, there is a need for a control group. This study did not
have a control group. Potentially, a similar writing assignment from the previous year’s cohort at the
same university from the same academic reading and writing course could have been used as a
control group for this study. However, due to time constraints and the need for obtaining the
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permission of the previous year’s students, this could not be accomplished.

Finally, the placement of the treatment was handled acceptably for this particular research
paper. However, as this particular research paper was written in sections, the first drafts of Section 3
and the concluding paragraphs quite possibly were affected by the treatment. Therefore, future
studies might elicit purer results if the treatment is placed between the first and second drafts of an
entire paper or essay.
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Training Learners of Writing to Use Online Vocabulary Tools to Increase Lexical Richness

Appendix A
Vocabulary Questionnaire

Please answer these questions HONESTLY about your research paper and vocabulary. You may

check more than one answer if you need to:

1. Which vocabulary tools did you use?
[] VocabProfile
[J COCA concordance
[] Google Ngram Viewer
1 Google Docs synonyms (right click and define)
] Microsoft Word synonyms (right click and synonym)

2. Did you use any other tools I didn’t teach you?
] Dictionary — what kind?
] Grammarly
(] Only my brain
U] Other(s)

3. Which tool(s) were the most useful?
[ VocabProfile
1 COCA concordance
[1 Google Ngram Viewer
1 Google Docs synonyms
[J Microsoft Word synonyms
L] Other(s)

4. Which tool(s) were the easiest to use?
] VocabProfile
[J COCA concordance
[J Google Ngram Viewer
[ Google Docs synonyms
] Microsoft Word synonyms
O Other(s)

5. Which tool(s) would you have liked more instructions/directions from the teacher?
L] VocabProfile
[J COCA concordance
[] Google Ngram Viewer
1 Google Docs synonyms
[ Microsoft Word synonyms
U Other(s)
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6. Did your peer editors help with your academic words?
[ Yes
1 No
1 I don’t know

7. Did you help your writing group members with their academic words?
[ Yes
1 No

8. What was most difficult about changing the vocabulary to more academic words?
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(4) EREBEMI  £2K?

(5) HAMMHET A EZ 2
HDOM H3B EDLHw Ee
FHOMIZED L SWVENTT D,

(5) WAMET Z&?

*ﬁ L@W'ﬁtrﬁJﬁME®% bH 2, ROPIDBRY LI Ic, MHEPLEEORE I 2805

Baicid, TE+E+HIAER LoMe2 2T d, TS HBAE) Oy 5 L REIAKDAELLE
%&
(6) DUE A % A ?

hERE H25 EDLlow LW
TREREIZED S S WHEL W TT D,

(6) "WiE ZAE?
(7) Hm A % X? (CCL)
WE O HL Folbwn KEFL

MEILEDL S VRENTTD,

(7)) TR 2K

2 (3) IZBAUM (1980) oftiliciko < EHDOEFITH 2, hE. REOFIT, HUZIRIN TRV DIFTRTE
FEDMH &7 B,

120



HEGREC R 2 T+ & TH+ S HPA)

BN (1980) &, T2 +HEAGHE) OXTIE T PHELLTV twIifEfiiz L Tws, Lo L,
Lo 2opICTiE, BEEAO TH) BMHTH DT, TOEMICHELH S 2 bbb, T2 +HBRGH )
DT THy PHBILP TV, BolX, TZ2+HEEG) OABERALL, TH+2 +HEAGL 23R L 20l
L TR RV, 29 LEFADBBEBEETEOE) Aoy, —Ji, (6) & (67), (7) & (7)
i TH+Z IR OADNEKEELERD I EERTODEDT, ZORPS, LA MH+2+HERG,
DXTIE, TH % THLLEARH S, L) FHEBARZTL 5,

EFl, BEAo ) ofFREVIHBLE LI, BXoBlEro, TH+ZHERHE) L T2 +TB4 )
DRIBEIZODOTHIR L, ZDEBICOWTELT 208N H 5, EO—HOFIXH 6, WF XTI
L () BPEEZ2300, SER2ICHAL LIHEZI 20T TRARCI EBATENS, B65I1E, EDGIH
TEHMAZFEIC X)) TENTE, FLEDIIBGMICES ERTOBLLIPHVSE I ENTE R
DMPIZOWT, b o LRl %2 AT ) BB 2, ARTIEI ) Lc—HofliEZ & o T, AL
THERLHBREITI,

2 "+ BRI

2.1 474 4LLLTD "H+IB4

%+ BERTZE, TEDL S VW~TTD) EWIHIEBKRTHY, LFEEOEVWERTH S, —H.
FEEOSFHEEHOLHEITIX, KEX, B, §&, Wi, EX 23053400 ER 7L —X > Tw
2HD0% K, X LD 7L —XDHIRDI R,

(1) fEzw?
Tt i3F R v F T,

(2) mRzR?
CH 7130w DTTh,

(4) HERERIBEHIEZK?
THit-DFDT L ERAA v FTTH,

(8) & X)L % e ?
25 22 EDLHw JE
FrZZ26 EDL S VEENTWE T,

(9) & m rE % 2
bzt D Gy EoL s EHL
% 2 t- DRI ¥ v T3,

OE @S TEE) BV A 3 T2, Bl TRz, mEid TEE) Lw) k)i, Ins
D "ZHAE ORKIZIZEAL GRLL TS, GHELTw 2 Ew) T a3, MXERMEL TV 21
RFEARDIEDIEL e S b MEXDOINHE & AIRIEDMEC 725 2 L ZHKT 5. ZHUFFARFIC, A
XDA T4 A LMEEERT 27, 4 T4 A LORUE, WRERE ) LOTRSD T1 + 1 =2, 1245 Lwenilc

3 ATV EE, B L BEROERNZFE o E ) GFE - HO - PR (2015)) 2187, £-> T, XLRLDHD
FITial, BEHER OV TWREW 7 L=, T4 AL b2, 2 LT, BUInT, JEERINT, &HE
REIETTTE R THXNAER, 25AT0S,

121



NEFEHEZEY v —F L §3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

BB, ZHDIEERI, FEANETERE T Y LU (S8 TSk, Icb4 71 A L%
B H 5B, b 2, S OHFUE TEDL ik, Thahs, HENEAVAILS T4
TEHEZE Lok, A, KES2803 £k BERTZE. TEDL50AE L, THEH,
PIOKE S ICHHEAR S C EATE D, HREZVHIE, MREOERE ST 2RT - L eakic s
BOE®REZESZLIETEIETHSL, Yo "L£4HERA) ZTnd, ERP» R 0L T4 43 L1
LEKREZL TS,

M%) R EDRREDOERNLER 2L > TLE I LR, ZN2HOERMANDBREDL 16 H AT E
n&F%%JuEﬁiéafE®<%mé&Jaw%%%f\:nurmmww%wjaw%:&%m
B LA LT, 200 0REL2B0sEBTHS, D0, AREHICHELHEEITIRA, HE %
T LI BEERET 250 TH, LoL, (4 OBAICEIOLS HED 250, HodhEs i
<. BICRAEZ B2 CRENIKRD O,

iz TED L B Ev S SCFE D QRIS L TiE, TV &) B KD & 65 T 2 5%
bEZ N, TRRECHVAL, LEZBIENTES, UL, cOKSIEATLES L, TEMLSE
A REDR, FINTREFERESTLE D,

(10) afhzwm?
[RIZHEMIE > FTT D, ]
b b g LA .
M1 L b i< v,

(10) b ORI S, (10) anbiEP TED L BLREV, LV CFEY OEkE b >THAL T &
Bbis, koT. (10) alcBFs (% RRCHRE, GSEBL DDA FAALTH>T, HED
P2 < L) TERISREIZ b 9 KN T VB LA S, CHERL T ED, KX SDEMERC T4K,
FX2MC (HE KLEETLS, XFEHO TAXX - BIOME, 2H1< &5 Bk bNT
VB ED, KEXDEI ISR BIEAETAER B 2 EHEIN, W TAELAVARE, TR GA
21 LbXbEEET 2RERECE S,

(11) afRzZ®E?
SR el = T S A Qe A/ N
b’ RAE,
TFAZEEL 2\ TT,

%8, T2 K DA T4 AL LiE, HEELOR#E» s bATENS, s 3 CIBREEIC AN
UG . KDL& S ICEEDOHEER I LN TE, LFHLFALSZ2E0ER LTV,

(12) & It % =
ks ASP® Eolswv HL

4 BASIELTREA T4 ALOHE LTX L, #EED Kick the bucket 25HUh EiF sz, EHiRT2E TNy 22 ) 7225,
FERRIE T, (3% 2EKT S, Ko, BEEOBEKEZRE L THREOERICLZED DT RVDDA T4 4L L
LCORBELRRFEER L, 2 LTEATAALIE, EOFTEIIDEUZENL OO VKRICHEET %, & 21, HAGE
D THDZRES ) LW EREL, FEHEDDPOTHNEEHO ThhZ2{HW) LIy 2HAREE, TbhEH, &
W) HAGED S Rth ¥ CHRTE b o7z, \F{O?J‘ 0\1\%&“:&\ FEEl, ZET =Ry 7= WEBKRE L THREL T
Wz, THID 269 ) OBEWRICIZEL TSI ko lz,

5 ARTId, BENRTHD "Z+HBEG TH+2HEEN) ofiicizrZax (BiER) 2L Tw» 23205, ZRAOH)
ik, HUROBR T/ a A2 HIE L 72,

6 ASPiX, 7TARZ b~v—A—%E7T,

122



HEGREC R 2 T+ & TH+ S HPA)

TEDL Stz

(13) ¥ £ % X (CCL)
x2 EFT EFDLbWw 4ER
[k & CTH: & 72 |

(12) @7 A7 b T7] 50 (13) OFFRMEE T2, OBEBIEHWGEE % 2 4500802507 TH 5,
(12) (13) &5 M, &8 "SR Pt hot Z L 2E®T 2, Jiud, HARGEDO R % [H
CEERTER TEDS B Tl D) Tl 6 BHFEIELTSEEIDEFELTH 5,

CH L T2HEAF, 7L —ADHT, &) —>, HEZHL 2 (EDLSH0) ) 1220w THAL
ERT 2R H L, 44, 3o 7 L —X EES T, BITERBEEICR 2 XD, BiEAoEE T HNEE
BB L%,

(14) a 1k ] E20
bte B EDLIHW
THR7FEDCSVHD LT

b’ Z /b7
(15) 1R D T 2N
btz H ASP EFo{ 5w

3)
THiallZEDCHVHEWE L)

) O (14) b IZEMICIEL WX E IRV A R, ThUE T84 28 T48, T4 K EmbRE
L THD, ELE5 (AT ALMLL T Eb0D, AfETIE 44, 28ED T4+ERH, 7L —X kL
KHLTE£25%7,

2.2 474 FAMEL TR T+

LR, 4 710 A ML % T +HTB4E) ORK, #iah LORHIIC DWW TDOERTH S, TlE, A 7144
LMET BHTD, BEOEIZIH. TEDL S u~E) 2EBKT 2 "L +BE OMEREI LS50, 1
BT BT (6) & (6) ox7EEVHINL G, THEESEEL W EBTTIChbhroTWT, 2
DET, EDLBVHLLOY) 2ERTDIE TH+ZHERH) OoXTH2 ((6)), "ZHEEA, M
7o (6") FHARRITIE RV,

(6) WiEBHZHME?
(PEZEIZEDL SVEEL\WTT D)

(6) “BUBEZAME?

DFN, A T4 AL TR TS HEEH) ZHEMcliEIc Ny, ZofEIZ, EkofRics
WTHEEHIN TV, TEHEAGL ISCFEDICGRT &, TEDL 5w~ 2E L., IBAFH»BE

7 T2 TEHETL A T4 A LMEL b DT AR WATREY S 5, HEFERICE TR EE)) TR (REE),
Evofe, KEFHOBRICH 2IAFT2WART TR, v ) BROALFAZIED HTFHUBENH 2, LT, 44, 13
% +IEEw L Tldkd, S+0) OffEzb L bEZAO6NS, BOH, MENME-E) LavMLE SLdkh T2
by BEBENRP O,

123



NEFEHEZEY v —F L §3% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 3)

TREOEIZHECRIELTESZoNTWS, L2L, (6) & (6) OXRT7TRLALLI I, THLX
OFE) 2[5 2B TEZDIE T2 HEEHA) TREL, TE+Z2HEEHE) 0fiTths, 2084, B
i Ty RdEEE L vidkwe, 2k, A 7oA sl 25 T2R PEMCHREECENS
DERELELZ, ZOZEIZOVT, bIHIPLHIXZBL THRIAEL 72\, 22T, (7) & (7)) OXT
ZHI)—EATHRLI,

(7) ®wmBEZLK? (CCL)
MHEIEDL 5VREVTT H, )

(7)) TR

(7) 12, H2FHEDOEEDOLIHA LSO ZHBHTOXTH S, RARKEEND -7, L)
EDBZOHDOXMRTT TICFELSNTVT, ZN%2S5F A, T IEA LD, ENRIEANZDD, %
HOuTws, 2OXIBGHITIE, (7) OXHIICKRBTLIENTE RV, LR PMTHREEICR S L
WA TAALELT, HERIE?) 2 T A R3 2 28T 2, KED, TEDLSLRE L) v
IBKAERTES, (7) X)) IcH#E TH) 2baiinE Lo w, 2Ihodb, T2 HPEF) R
Tk, BEOEGIZHECRIE LTHIEZTER Y WEECANZV) ZE8b15,

T IT. "B LYEEED Thow HIEAG, ZHELL TAHZ, WMiFIEEWR, MG THML T
Wi7edh, HIELPT L, ZO0ECHAZLT 0, L+BA, LR Thow +IEAGE) OREZ b
SOFREDHIZ, how much, how many, how old £\ o714 74 A LML L 72 b DWBEET 5, KRHEHIC
Wz X, how much i "< &, howmany i TED L 5 WPHEE;, howold 1Z TWw{ D, 2EIET 3
BEMEATH 5, —Ji. TN6 AT, how I3ERA BIEARG LR OO 2 EITE, ZOIBEFNETHE
DEHIZHS I ENTES, Lo T, Thow +IBEH, OFZ b HO>EBLOHRIC, A TaAafblcdbol z
DWEAFEINAESN TV R LD EMRIEL TR E VR S, HiFE, 474 4 LNEREREZ D, BHIE,
ZDOHEM AT O NI—RIR Y OFBLE LT, FHEY O THREOHS ) 2R &v ) BWRKREZ b,
RIEL TV 2300, MHEDFERIECHEALNS, XD (16) 134 7+ 4 L how old DHITH %, (17)
D Cl i, ZDHEEM AL ToNZ—MHRD DRITH 5,

(16) How old are you ?
(B2l F L 2TTD,)

(17)

Al There is an angry husband in your living room.
(ol RBYEY TIT\W B Z)

Cl How angry?
(EDL BV LTWS ?)

A2 ...

Cc2 Is he packing ?
(2 LT3 ?)

A3 What ?
(EH9wHTE?)

C3 Does he have a weapon ?
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DT, BB Z 2T 720 BT E R WEE IR FERORIPKRT 282720, &2 Ik oyl
A0, HZ2i7) hEDTEICL > TER %,

(23) a PEBZHE?
TREFEIZ ED L S WL LT h,
b HCoE A2
MEEE X DEEL VT Y,

(24) a hBEZHER?
MIZEDL B VS TWE T,
b RS T
MM THORICR > T3,

(23) bTlx, NEZELZWEEL L T, HREDOL RV EELZ TS, (24) bTlk, EE-S>KIZkE-
FEVIRETICINAIET, BRVDWMLIZEBA TV, HSGE, KRDIZELSIBELTE RV DR
DT, (21) b, (22) b kyic&zonNT., 20004 REINEZ) D,

4 RO EQDBIRIE

H+Z+HIE ) oM@, HBXOE, BEom7Z T, BEWRERERONEZGICE W TIHE E
WHRH B ZEDBUETHSE IR o7, KiE, 1 HIOMERE T EF7%ROMODRT7IZOWTHEZT
A2\, T L7RTEEL T, BXOEMXQDBRME, ROZDEWDEREZ L 5 2 TAHT,

(1) REZE?
(1) fKZmE?

(2) REZK?
(2) fREKR?

(4)  MEEKEMHEZK?
(4)  REMEMHLZ K?

(5) MMETHEZME?
(5") WMEFZE?

(1), (2), (4). (5) BODOWXTH LY, "HE) BHEPLEI, THK, 35, REI2RTA
TAFLTHLHT, HHELRY)DWBL I 2MHIMOB ERL L, 29 Laplrsix, MX@iZidA 74
A UL LT T4 +HEH) BBNBBANH 2 Ehbhr b, 4 T4 4Ll Tk T4 +HBEH) 130,
A T4 A b7 T4 +HEEH) 1ZOEQaMFIcHND ) 2 ik, DL 2R TIX %
(L oLruaBifRicds vz, 2FD, @O, 84 74 A 2L % "% +HIBA) 7210 hyBha
H, 2% L LT-OOMX%2EL LB TE S,

ek Rl cld, "% +BAG ) SUCHE T BBns 2 LdbH2 L LT3, HEELLAZ
DT, "H+L+HIBEG ) Oy EE ) 2EET I ENTE S, TBAFAOBRD S AIGA, X
@ISO XD bHIE2 72 <, EEEE L, Z LT, TS HEREH) 4 T4 4 5{LL T 28546, 1
XD EWXQOM AL 20T, (') & (1), (2°) & (2), (4) & (4). (5) & (5) Ok
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X1 @&ODRR

@ "5+ +RR,

A7 4 AN
D "% +IEE

IRRTNTE D,

Rz, T)LERTOEKRIZOWTEZTAHAL L, DEQIFF, BROMTZNZNEL 278z R L T
WA ZEIFTTICHSRIC RS, 29 LEEWIE, EOUODXRTZICBII2E®KDELZ EL 25 Ty
FE%D, FT.EZAHDOZNETNDXRTICBIT MM EXTE S, 2F 0, #XOD (1), (2), (47).
(5") IHEIFBIETEZ DI L, BX@DE%E Lz (17), (27). (4). (5) . BARMNZREAmEICNZ .,
ZNDHNDEZTT S TE 5,

(') kEZE?
aft—kt. (170 v F7T7,)
b RN R E. (757 AT —-F@mVTT,)

(2) REZR?
a®20%. (% Td,)
b REMFEKFL . (Ha7-Lh I SICIRIELTT)

(4) HREHKHEMHBZ K?
a 60 %), (604 vF<T9)
b MNP, (F3TIZ 79 —DLIHTE)

(5) MWMETHEZE?
alx8, (180 v F<T7,)
b RefE B . (KIS IEE,)

FBHEMIIN LT, bOZEZASTDWAREE V) T EiE, (1), (2). (4). (B) AT+ AL 2@, T2
Ky 6> T023500, B T ROBXEEDOICk->T, A%k TREOSES ) 2B VIR
REEREZHLD IR L T B E W) T ENTES, 792 T—FRm\o, T£3TI=v 79— Lwi%ild, TR
HEOFES ) #RBLELbDTHS, HIZIE, BEVPEOVI EVBTTICbLroT0wT, TR, EDLKS5WVE
WO EWHEMICHLT, "7 72T -FRAV) PROARLBEZLRD, HH0IE, ROTLEDK
FVNZERTTIZHIOTHT, TEDLSWVREVDD ) IZHLT, TEF3TI=S 7Y —) EWIHIEIDS
ik TREZ) EDb %,

ZokHicEZBE, (1), (27), (4), (5) 1393£ %M (ambiguous) AEHTH 2 L9 BGD
T&%, 2%h, 28 2K, 24 T4 AL LTRRT 2856, ad X ) Il cEx 5, —H, A%
D TEDLBLVEVDD ] TEDLSVREVDY) ) TREDEHS ) 2B CELTHERETSE. D
DEZFWUHEE R D, A T4 ZALELTELZZDEI DI, XIRICEFSINDI1E0, BADHRIZ X >
THHERZLED I 5, ZHTHL, BXOD (1), (2), (4), (5) B3HES THE, T, ¥4 X THE
ZaRHHEMT, BREOEIZH LVLIBEBGIRTVUAR Y, koT, (4) OEMICHL, T£2Ts3
ST Y= BHRBEZ T EIZWAT, HREE L2525,
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(4)  PREHIEINLE K?
(B l-OFRDFLEIRAL v FTTh,)
— RN, (£33 TI ST —DXHE)

DEps, QLQOMXDELDEI LI BHAETH, BROEDPARLND ZEBbD 5, 4744 41k
L7 "2+EER BOQLQDMAFDFEZ LB ENTESL DD, BRPELZME QL% R 21
XELTKAT 208N D %, 72, MFTEEBERICHD, BXOEBX@» oIRELHEEAL L
BTEL, WX@QWEE T OXTHEDICHNL, MXORAFBELD—FETH 5,

5 HHOPE— i, DK
PLE. T+ & TA+% AL OBOLEMtE, BWERE R SISO TEEL2IT>TE L, 4l
WEFEXTH2ODXIE, @D TMHELE L TMEDIT S 2 EBTE, TSR] 284 T4 2 a{b L7
BDARKD LD, —Ti, @D TH+%+B4GE) OXiE, 4 T4 A LLL Twekwy TE+HB4E) 2370 b
ZATTHY, BREORI) 2HCERHE L THW6NS,
R, hEFED TH+%+HAH ) BXEEED Thow HERGH, LR, 85 TH, oo
MEIZ OV TA L AN TE E L\, HEEDO Thow AT 134 T4 A4 MLICBIfRZ . be BiiAZES .

[how +F%5 + be Bl + 5]

—J7, hEEEE TE) TR 2R T EE THY 2Hv5, £ TEHEERL oA T 4 s MLTH 7%
REXCELC TR B RTYH, HEEEREL S,

@ [FHEHA+SHEH]
£ 574 F 24k
[(FE+L +HEH]

YERIEM L B E2 SN0, FAREOEIICOLWTEMT2EE, OO XUck>THRIHTE 2,
COREXITE VT, be @iFlE Thow +HEAHL DEWRNEZRKFEOBIEIC Y 77 v T 4~ 7 (grounding)
THELHIREZ S -TWS 'Y, Ziud, TS R THTE ) & oo e BRI 2% 8IR L 228k, gk
WEERECTH 2, 2 LT, HEFEIFPERED X 9 IS XA L T v aid, be Bhgo i LB/ L T
wWpElbns, Zuck L, WIET 2HEFEOEXOICE T 28E TH) &, beBiEO LI, ST
VT4 VIR D OIZ ESUEL L T2 DA ) b, HERDOIMIETIE. @D THy & TR #7125,
EFFRLCTwED, INb 7777 VoL BTk, £, THEE T, T8, Lo
VEDDBEENED L IR L H->T 500, Sk, 777074 v 7R, EOBlE» S, TH
+% AT 1B 2EE] TH) OEICOWTH EHREERL T0ELL,

<&E k>
EURGHT (E40) 1980. [BURPGE/\HiH L. dbat : B4 En11E.
RS, HIOEA, PR (W) 2015. THAMES 3R AR, st @ =485,
Langacker, Ronald W.2008.Cognitive Grammar:A Basic Introduction. Oxford: Oxford University Press.

10 beEAD 75 v 57 4 v 722w Tld, Langacker (2008) %%,
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[(FRA ]

HNWEDEHCIH - BREZENEHNEE"
KILA PR ZXADPSLND—BZET—

B ER

£E

AFFETIE, A v Ea—FEZEL, ORTHAANBHEEAL D BEHRNH I 22 LHT 200, @kl

IAiﬁ%k@ﬁﬁ%%’;ofﬁwéo%ﬁwﬁw%w’H&Ai%@;i&ﬁwﬁﬁ%t&w@@\kmiz
BT 2 REEGEE ORHEAE IR D OO0, BV DD HEENEL 72 JH R E2E5 L 72,

%@%%‘E$ DEBMH IO FICMER T A P2 A — THoTULDHIT, 2B wE Iy
DTEND VI EDREHRIN, FI7A4 PTlEARvERZGNS (T 2008: 160) ) bD—E LTHREL T
W3 ZEDbrol, 20k, HAANZHVWEDZ2HE Dtz &, HICTOERNS VX D>ZHEA
T2L9)ThHD,

—J. EEAG, HFEICHT 20 - R ALEOREEO GBI k> TREZ EE-oTED, BL R
WAICIEZTT AT - BIA P FATHIENDHHE D, HLOAIKIRAS T4 7« RIA P2 ATH 3 IEEM
BWHWIOZ[MoTWE I EPHEICR 57, BILLBRWVAICDOAEHNH I D2 bTH, ke L TiE
HAANE D SEMN S I ODOMABEMEL A2 5D EEZ 6N,

Keywords: HEXH, &+ 74 F 7R, EHME, EHNY ) FEERWNH I D, 1425 E 2 —iF

1. ZC®IC

&K (2000) TiibhiiEIc kaud, HARA2IZ, ™ =9l 2 (pap mekesse? TR ? %)),
Fojt] 7kM 2.2 (eti kaseyyo? £ AT NETH?)) DX ) REEFEOH I DICEPLEZ KT 277, W
EIAZ, TTaFEA ), T8EUE Lo HAREOL I DICEIZIEKL 28 wH, 2L T, HEAA -
BEADESIZ AL 2H0WE DD 1, ZNFNOREETREbNLVWREL L IBRoNTw5E, [k
DEEDIDIC, 23 2= —vay ETHEIMEL TR E W) T EIX% 5D, HEDH LI DIZIFED
EIEOBHY ., ZOECIEINLFERNMALDE S I D,

FTATIIZRIC X 2ERZ VL OPICHET 245 61E, HVIOOHEEICOVLTIE, F 1, BEFELD b
HAGED ST BEREDS N, 2F ), HANRERNH WE D2 LT 5 0ic, WEAEZE v 25
DR E . BFE (2000), AT (V- Y3 v R 1998) & ETHEICHEMINTE X,

H2c, WETEHTLOBRIGE THOZERBAZZZ 2010 L, HATIHEIC T EMNH »E D
DHO SN BHIADH 5 L MEINTER, a5 &, AR (2003) &, BEEFET i%‘ﬁ% ’J:o’(
B2 £ZEBHG SN ) BHOMBIEADE b -7 ) T228, HAFETEEM LI N i—3ErEIcflib
np LIBT3, MR (2015) T, Hzﬁkbi%ﬂﬁbii))b)bbix(élf%’if.!ﬂ’ﬂi%fﬁ%&ﬂﬂb)ﬁwgﬁ\ it ]
NEBELWAIIE T o2 (nwukwulang wasse? #t & K7D ?) ) & EDIEERMINER., HL <
v AT ro}%’é}/‘ﬂﬁﬁ (annyenghaseyyo? ZEETTH» ?) ) R EDEMWEREZH VS EFRINT
w3, WEFHCE T S BBAROFEIC O W, AN - A (FLH -y rPa vy &FL A2

1 AL Td 2 THFcBT2 THnEo, oHENEME —SHEFHRAT & KT o> 5
Ek%k%h%AXMHnﬂﬁ%§WH%@&\mme@%5$ WA - BIEZMA TS DTH 3,

2 HAWMAOEFE LRI -T2 b0 TEARVAY, BENPHATH 2 HRAAT R CHHARTEEGE L 1ER S 20,
L#L\$H%TMD$%HmE%%D$A WERRTS R A REA LT L LT 5,

3 WEFEOD —- RIS 2 — AR, MRREZICEI230TH S,

(&
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2011), 9tk (87 - 257 2005) ZETHRBRRSNTED, #2IE, #WiFicks . EEAIHTL
BLUTE, ERNTHEOEELZH O, BIEELHER - M7 2010 L, BlL L AT, @MW H
SORMHTIHENIEEVLS, L L, HAGEICHT 287 TR, BBlICk>ThwI 220wy
72 2R EAEREIN TRV, T L OBFR, FICBIBIC X 260V 0 i id, HAGE X D bigERRC
BOWTHEL EWZ L2559,

F, Ligo 9 b, 1 oHEE (EREICBET 2258) 2L U LERIZ>WTE, 48 (2005), ff -
FEH (2004) ZETHRESNT VRS2, HHLTOIHEBEIZEI DOD, HVEDICET 2 HiEEIX, M
Eo Masazr—yavicid &% kb0 LiEmoTonTwskIIciZdons, #li
2. #8 (2005) TRHGVEODOHEEAIR, WEObaryF 27 AR aazr—yay - L—LhH
BHEPLEEBRRSNTWVS, BARMICIE, WEEE TRESE THH., HDLIOTIBICHEAL W
ERWMEICERIT 2010 L, HARGEE: TRSHE Thh, H0IO>THEA LWl E2EKL, Rt
Lo, SHEOEMZET S IR TES KL TS, (- HH (2004) (., Brown & Levinson (1987
[1978]) A7 A4 b F AMEIC X 2FHAZRAR, HRTHEFNZEMNDL NI DERATT 47 - K74+
A, WEFEETHw o TmA QoA (yeyppukey ipuseyyo EHLGICE TS W)y 7% EfniE
DEBLCEURDBR T WERERII RS T4 7 - R4 PR A b DR LRGBS, K74 b
F 2T B ADE B H I DICBIT 2 H@EEZE L SR ERRL TS,

W, 2SO, EREICBIT 2 HifE % BEERIY 2 Pl Ao 7e s o RIS X - TR L <
WBIZEEEFSTED, =27 LEDS THOVWIODOHEAEN FTala=r—y a3 iy 38R
WERERLTW2E ) EWIHIRIZRT I ENTETLRY, Z01ED, REBREAZHAANIER, HFEED
B, FRICHBIICOIE L TH B E D2 MWD IT 200w H 2 DHEEIC DLW TIEE o Tunine
VI MR bR TE 2,

Z 2T, AETIE, A VI —fEEZHEmL, OBEHANZHEEALD SEMNNDL I O22 LT
200, Qi HENIHT L OBBEBRIC L > TH VI OZ2HLIIT2DICHANZZD X 9 vy
ZLARVOD, £ RICBT 2 EEEE O E#REZIRD 20, DV I OO HE@ANEU LFHEZEZLR L TH
52LET B,

2. St D

2.1. 4V 2—FEomH

I TR AN D720, WANGED 1 D Thi A4 v I Ea—fExE{THIZLE L, F7AT
=— J.V. (2002: 28) THEMINT W2, UES 2 2 2= —v a VBT 20— LRI I,
XEIFEHBLEI N TE ST, ZoMHICIE, ML o OSEEHEERSEEL TLDE, 20k, NEN
HikzHG, HOEOICET 2 HAA - HEAOE#REZ UL, HEEPELLEREZHS M TEL LE
277

MERNRET 24 VI E2— - F—Fk, HWIODOHWHZHS T L &9 EEM L 7 HE S EE
Ty =MW T 2740 =T v 7 - A VvFE2—%@HL TNESIN/bDTH S, HESTEELT V7 —
FTld, <E1>DEkI% 8208z Y 74— FDREETIRR L 2H., ZRNZFNOBHEITHL W
HE-BLORESEE - BLOET - BLIBVEHLE - BLIRVEAFEHE - BILLARWET GHe gy —v oD
MEF) ICEIHVIOTEMNETHRICEATHS ) KHMKEAL L, 2F D, 7v 7 —FE48THH (8
WA x6 %) TRERI N T Ew) 2 ETH 3,
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<#Fl1>
DS BN 7 v 7 — b CHOR L 228500 & g
T PR L 7B

ERICE WL A, Rk TwEXRD L BHAAN / EEA L HD
HVFELL, MEHEOLETH,

REHRN ) VY O VTN S 2047 83— FTRD L) AN /
MNERRE LT, flEHIOL ETh

HRADH, XD L) BHAN /BEAEALEDICRVE L,

B 1 HEMIC 2 - 72

NpEE

Bl 2 R 2 - 721k

I
v

B3 ALSDICHS - R

EHWVEIDOLETH,
R 5 7 [ — kI d S
W 4 LB I égizggfk/ﬁﬁkk IcERZLE L, N M d

RO N T > T TRD £ 5 7 IR/ BH DI 5 =
LIk E L, BAUE. flEbuEoL £

KD E S U | SE DG BT = L1ckh. LiZs (&
AB moTLEVE L, BHE. flEbLEoL £,

o AL S—7 4 — eSS L. KD LS B AOREHIT 5 2 LIz b
il 7 ST L flLdHuXoL ET0,

Z]};k = [E '\ ,;/—, >7~ > N /j—:/A .
BT 8 B RO T 2 HE i%ﬁf??;tAinJA%%ﬁ%DCﬁhbﬁ?itto@a@

M it 5 1T IR B 1

B 6 Ko A2 ol

A vy Ea—F, TOKI)LREEEmML ZEER, 77— FToREEEEHICNL, A v 74—V
FORGEZEM LTI o 72, 77— MW T 2ME 2 A %036, T8I LTOOLEH VI DL FE Lh, .
FZOBITOOD L ) BREZME)DIZE ) T,y RELFEILFLLD, A V73—V FORIBICH
bR CEMZBERZEET 2 L) G, v ¥ o -0 %2> 72,

BE. ZD2ODFBIH NI LA v 7 r—< v ME, HHBEEOHAAN 25 4 (Bik: 124, &
134, F¥FH : 28.97) . BX O, VUL - sEGEEEOBEA 254 (BM:: 134, &k 124, F
YEERN : 29.6 5%) TH D, IR 201247 ~9 H (EEAZNR), 20144E8~ 12 H (HAAZ
NR) ThHot,

22. HOZXODMM, BXV, R7A4 b3 A E ORHPE

HE2E, TANEADBHEE S L ERNS & FICHR - SISO TEERHE T, HFICHES
HEEEZR LT, FENRBEREZRAZDMRIL 22D 32178, &, £/ (2005: 69-70) TIHERIT 6N
T3, KFETIE, 2DIHIbD TS OREZMIANRET 0, A5 (V-2 av A 1998: 14) Tl
HVIOZTEDORE T IERULL TV iR onTw3, 285, biREICERbLEZd VI ODARZ
fioTR2HII TR, 207D, HVEDIE, O THWIOTIHHICEVTRE DX E LTHw S
NTwrRETHH, SBEAPFEEML T0 5 H F D ekiio T, BERp Kb/ Akl <
WRERNERE, BXO, ZOIREBEEM®, Th2 TERNH SO £, @SOS iERBTH L TIE
ERMHWE O ICKAENG, ZNFNICET 2REOHIE, ROED TH 2,

4 EENICIFBEFRCRER L 25 M2 3R L7,

5 LR (1998:59) 1ck3 MEHSENALH S OOFEERE 2 OLM,, AWk (1981: 89) 12k 2 T—EOFFIRNE
B, &7 3R BRI T, ERo B2 5 i3 vbw 5 TIEMERN, (non-propositional) & SN2 ERETH 2,5 &
DIATINIE %2 BE ITEZD T BT 72,
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ERMHED
AARE: BIREITETOET, BEETT, BT, Ju—7° "1 %
RS g 2 (L8 7). QAlwrolok (AL &Y). & I (kW) %

IEERNHWE D :
HAGE : k7272, E9L7D?, FLEELET, AZ2o0 T %
BEEGE . oY 7ML (E2fahnEzde?). 74 v ((ThknwT), %

RO D . AT - HH (2004) 1, R 74 P2 AMERICE>TID2HHDH IOV KR %
ML, EMNHOIDEEHNT 47 - K74 FxA (BUF, NP) (ML, ZHREL KGRI m AT OREL
DFD, FEERWHLVIDOERY T4 7 - FF74 bR (BT, PP) ICHY T2 &S5 ML %2, NP/PP
&1, Brown & Levinson (1987 [1978]) TIREIN/KRIA4 b FAMHwmICB I 2 aThh . AR
FFOLLT D & 9 IEARNBCRE 2N ZNEIET 274D L2167,

IHTAT 724 A
TRTD "HE1H 5 RAMEKE ) (competent adult member) 23> T\ 25, HOfTH) % {2 5
ME X 4172 & 7w & 9 ajck

RPT4 7 - 7x4 A
TRTOMEED > T 5, HTOMKB DL CEHMAPDMBHEICLE > THEILWLHDTH-T
EL WV E W) AR

(Brown & Levinson 1987 [1978]. H=#FEER 2011: 80)

ok, TXRTORAREREIZ, D7 24 ZICHET 208 B8H 5, 2 LT, MEZET 2
Hiklid, Eb6D7 24 AZEEBTI20ICEoT200000NB 80, ZD1OBE2HT47 - 724
A%z5F5 NP THD, MHTF L2 EES 2 0lie, HTICRECHEZ R LVCRICEHZGETH S, b
ILDEFE, AP T 47 - 724 RCHIET S PPTHY ., HFLOMEMLZD 7 D) BEI ZRHL 2RI
HNn2b0THs, LA, ZD23NMBIEERICHD, NPIEETT 47 - 724 A%ii7c b
DICRY T4 7« 724 AR%, PPRINCHEATT 47+ 724 A2RETI2RBEEZIE->TVWE L vbi
T3,

ETC. HOEOICHERRETE, EHWH LI ONNP & LTHET 2 &fF - I (2004) TSN T
W3 IZ, Brown & Levinson (1987 [1978]) 12k 3<E2>D LI BRIA PFRA AL TFTP—
ko T MEFICEDEMENTHIL, DFED, HENARBIEINP ZLINTwrd R LEILNS,
ZRICHL T, TERE 272?21 DX BIEERNH I ONPP L EINEDIX, %L DIEEHH X
OPLER2>TRLAEPPRAL I TV =B LT0E I EIGERLTWEDESS,

6 EMNH IO MEMINER, BXO, ZOIREBLELHE, 280k, T87) £ THu—73) bEMNDL IO
ERE LT, TNOEREMNH VI DR EALT I EICOVTIE, BRbH27525, 0, T8IREI ) E»SIREL
FRBTHLEVHIHEICKD, TEILAD? ), TFLEKELET) LV IEEMNH NI DLHL X)) IKFKIRET
EBVDTIERWILEEZ S,
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<#F2>
Brown & Levinson (1987 [1978]) & X 54 F %A+ A+ 55—
NP A F757Y— EHEICESEHENTHN

H (o#ig, #ek, ==X, Fb¥) ILKI0E, FEZMIT &

Y FThH 3 2 L2 THREZ W
PP 2552 — ﬁﬁﬁ%%ﬁ%-@@-iﬁﬁi

A=
WOz k (M. & PR, 1))

20, TEMNSH WE D= NP, TFEEMNH I D= PP, LHHMIFERITTROPIEAHTH 2720
HVIDIINT B REEEE DR Z A v F € o —fEIC ko THIL, £ - M (2004) THwSsHTWw
TR 74 PR RAMEZEHLOD, Z2OA4 I E2—NEZ2ERKTH L L LT,

3. WBEIANIC Xk B H\VZONDE*

3.1. A VP 2—REDHNE

AR D | HEAE, OERNH S22 RHEME, @FIL wAIIBIEERN D XD, BlL
CBEVAIRIZERND NI DZ2LHT 5, LAETHATEERINTEL, LrL, 2020 3HH#L TE
D, TBLL 2V AICORERIH WX O ZIFATH G 3720, SEIITIZERN S > Z OO B DMEY:
XA ZLDEEEZONS,

T, BHEAZZEHBBRICE > T, HDOIOZMHLTITFZDE 2950,

FEEDEN L 2 OESEEL T v — P TOE®EA, BB X o TER / JEERLIN S\ X O &R
WCHOTWZRD, ZOFWIITOMEICNT 24 Y2 —fERN<EI >TH S,

<E3>
HREANCE 2 H I ODOMHMEH EWHNEE)
LAV A = ERWNH SO BLOA — IEERSH X O

BHL - IS 0 (18 £4) BID - S0 H 2005 (22 4)

Bz 2w s (14 4) 2o 0, LI, ERMNHVEO2ED
DEDME D TR0 6 | EREhEHET 2R\ 6 BACTHHRLHZ 206 (144)

(4 4) R S, KiEEHT VLS (5 4)
ERNHHBZDEZIREEDLS (34) EEIZEVWHA D05 (24)

XA RO S (2 4) FHE AP Lzwn s (24)

HEpFEFickszrb Liikonrs (24)

ZDIHB b oL HNEELNL D> DIE, HFICNT 2 TEL - FER V26, TBIL - FE1H %
6 Bol, HEANOHD - IFEOEMIBBUC X > TR D . Z0dERW / IEERNH > X DIz 52
LTwsEwn)lLThs,

BlzE, MESHEERT7 v 77— T, ALZDICH&SI B 3 IcB8WT, Bl Ak 98 F71
Z gyt e ? (yelum hyuka cal tanyeosyessnayo? EDRIE, L {fToT&EF LA ?)) LD
IEERN D W IO I T wle—7, BlL v AIIE Ted3stA 8 ? (annyenghaseyyo? L8
22?)1 LW ENS I OB K CBIHEI N, WiFICEFR > Tw B0 - IFEE2, BE 3R> T

7 NP/PPARAFZ77Y—DHH, HVIDLEHENH 2 LELNELDDAEEIRL 72,
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BV, HHRICH VIO LV EWITD L) BRIENS C ASiT,

gousk ¥FW Az 2 Aol oF pstel ojbs thigid Rag e, of
UR obgEA AZReA AuA % AMEA FEHUG RBE AL oo 7]
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[ Research Brief]

Student Perception of Online Homework in a Japanese University
EFL Course

Alex Blumenstock

Abstract

A study regarding student perceptions of online homework was conducted with an “English through Movies” course
that had 25 students in a Japanese university. After two lessons, the course shifted from face-to-face to online lessons
due to the COVID-19 pandemic. When classes were face-to-face, students recorded their homework answers in their
textbooks, but when classes were online for the remainder of the semester, students instead submitted textbook
answers online via Google Forms. At the end of the semester, a survey was conducted in which students indicated
overall positive feelings about online homework. Student responses indicated that the system improved their
motivation and understanding of the materials; they cited feedback as a positive factor, both the automatic feedback
they received after submission as well as the targeted feedback given in class. However, although students preferred
online homework in an online context, students preferred recording homework answers in their textbooks in a face-
to-face context. Student responses underscore the importance of carefully choosing when and how to implement

online learning tools to maximize learning outcomes and minimize dissatisfaction.

Keywords: online homework, computer-based learning, feedback, motivation, assessment

Introduction

Online homework is a relatively new tool in education, but the many different types of online
homework make it difficult to understand its efficacy and how students actually feel about being
asked to do it. This study aims to provide insight into student perceptions of completing their
textbook homework online via Google Forms.

This study was conducted with an “English through Movies” course that had 25 students, who
met for 100 minutes once a week for 14 weeks and used the textbook Social Issues in the Movies —
Discussion & Role-Play: Level 4 (Dyer, 2021). Although the first two lessons of the course were
conducted face-to-face in a classroom, the remaining 12 lessons were conducted online in real-time
via Zoom due to the COVID-19 pandemic. As a result, the original plan to have students complete
homework within the textbook was altered. As soon as classes shifted online, students were likewise
required to submit their textbook homework online instead of simply recording their answers in the
textbooks.

Method

The textbook homework consisted of three sections that served as a review of the previous
lesson and a preview of the next lesson. The first section contained five sentences split in half that
were to be matched together. The second section was fill in the blanks with 10 sentences; a synonym
for each blank was provided in the textbook, for example, “It is not possible to estimate its __ .
(worth)” (p. 41). An appropriate response might be “value.” The third section supplied a list of 5
idioms to be inserted into 10 fill-in-the-blank sentences. Completing these exercises in the book was
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a relatively straightforward task. However, shifting the task online had the potential to make it more
burdensome for students, as students had to both complete the textbook task and contend with an
additional step of inputting their answers online.

Thus, when creating the Google Forms for students to input their homework, special
consideration was given to making the system as easy to use as possible. The first section, matching,
became a small grid, with numbers ascending vertically and letter answers forming the columns. The
second section, synonyms, changed from open-ended to close-ended so that students could verify
their answers. Each of these 10 questions had a dropdown menu of answer options. The third section,
idioms, used a grid format similar to the style of the first matching section.

As soon as a student completed and submitted their homework, they received automated
feedback that revealed the correct answers within Google Forms. In this way, they had the
opportunity to verify whether they had understood the vocabulary and language points of the
preceding lesson before completing further practice with the same points in the next lesson. In
addition, they received an email copy of their responses, which served as both an acknowledgement
that their work had been received as well as a document they could review when desired.

At the end of the final lesson, students were asked to complete a survey via Google Forms about
the textbook homework they completed for the course (see Appendix A). Four binary items on the
survey asked preferences between recording homework answers online and in the textbook
regarding motivation, understanding, and within the contexts of online and face-to-face classes.
There were also two Likert-type questions modeled after the questions in another study about online
homework by Wooten and Dillard-Eggers (2013). One asked students whether online homework was
much better or worse for understanding, and the other asked students to rate their experience using
online homework. After each survey item, an open-ended “Why?” question provided students an
opportunity to explain their answers. The means and standard deviations of the quantitative items
were then collated with corresponding qualitative items to provide the analysis, as described below.

Results and Discussion

Of the 25 students in the class, 17 responded to the survey (see Appendix A). Student responses
to binary survey items are presented in Table 1 below.

Table 1: Student responses to the binary items on the survey (n =17)

No. Item M SD

I felt more motivated to do my homework when... fAlZ--- DK, fEREICH L TR 5503
FOHELE,

I best understood the textbook’s content when... fAlZ--- DK, TF 2 F ODNEZ ik HHE

1 0.76 0.44

2 0.59 0.51
fRCTEFE L,

3 In an online class, which do you think is better? 4 > 7 4 Y IZZFEICEWT, &b 603k 0.8 0.39
DERWEEWE T, ) ’
In a face-to-face class, which do you think is better? X ICE VT, EL 603Xk D E

4 0.41 0.51
W ERWE T,

Note: 0 = Recording my answers for textbook exercises in the textbook. 7% A b DHTH I T 2 HoDORE%E T ¥ A M
FUAL7/EAT 5,
1 = Submitting my answers for textbook exercises online. 7 ¥ A b DI KT 2 H oD% % 4 > 7 4 TRl
L7,
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Motivation

Because the majority of the course was online, student responses may be skewed toward that
context. Nonetheless, when responding to a binary survey item (see Table 1), 13 students indicated
that they were more motivated to complete their homework when submitting it online (M=
0.76[0.44]).

If students are not held accountable for completing their homework, some may lack motivation
to complete it. In an online context, there are few ways to effectively hold students accountable
without requiring online homework. Several student comments expressed the students’ understanding
that the online system held them accountable:

e A teacher can check whether students did their homework.

o | feel that I receive a grade for doing my homework. (FEAfilc & ENT W5 L& L 2006,)

e The teacher can properly see what I did. The teacher can tell whether the students did the
homework. (57 b LA ERTHHZ206, ST EBHRR G (Pokdoo
TP CBEIIENS) 2056,)

In terms of the online system adding an extra step to homework completion, 13 students felt that
the system either increased or did not decrease their motivation to do homework, but they expressed
various ideas:

e [t is unlikely to forget submitting the homework

e Personally, it's easier to answer on a computer than to write. (fAAIZ, FEL XD 3V a
VCEZDLIDRENS,)

e It's quicker to enter the answer on the keyboard. (¥ — AR — FT&Z % AT 2 HBTFHRL

TEDHD5,)
e | feel like 'm doing my homework more. (ffi#% > TV AHEEN LD H -7 LKL 5
5.)

Some students mentioned the homework being easier online, possibly because the second
section of the textbook homework, the open-ended “synonym” questions, became close-ended to
make answer verification reliable. Several students indicated positive feelings about close-ended
questions:

e [Ilike online homework] because there are choices to select answers.

e The answer choices were limited, so it was easy to choose.

e For synonym quiz, online homework is better because it has options

However, not all students felt motivated to complete homework online. Overall, four students
indicated a preference for recording their homework answers in textbooks. One student felt that the
first homework section, matching, was easier in the textbook, possibly because the textbook allowed
students to draw lines when matching items, whereas the online system required choosing an
answer in a multiple-choice grid. Another student noted the additional steps required to complete
online homework:

Because what I have to do is just writing down the answers on my textbook. In the case of

submitting it online, I had to repeat to look the textbook and the screen many times. It was a

little bit tiring for me. However, we have no choice but doing so due to the virus.

Despite only a few responses indicating that submitting homework online was demotivating, the
context of online classes during the COVID-19 pandemic may have impacted students’ feelings as a
whole because they felt that they had “no choice” except to submit homework in this way.
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Understanding Textbook Content

In terms of understanding the content of textbook, 10 students indicated a preference for online
homework (0.59[0.51]) on a binary survey item (see Table 1). Likewise, when responding to a 1-5
Likert-scale item (see Table 2), students also indicated a preference for online homework (3.94[1.20]).

Table 2: Student responses to the first Likert-type item on the survey (n = 17)
No. Item M SD

In terms of understanding the textbook’s content, how does submitting the homework
online compare with recording your answers in the textbook? 7 % 2 b D HN% % #f#E 3
2 LICBLTC, HEEZA Y IA v TRINT 22 LIE, &2 T XA MIEATSZ
EEIERTE ST D,
Note: The scale was 1-5, with labels on each side of the scale (see Appendix A).

1 = Online homework is much worse 4 > 7 4 > DfEED 3T,

5 = Online homework is much better 4 > 5 4 ~ DIFED ITHIR >,

3.94 1.20

On the binary item, 10 students indicated submitting answers online was better for learning;
their open-ended responses expressed two advantages of online feedback. First, students can receive
feedback on whether their answers are correct and and can view the correct answer. Several
comments expressed this viewpoint:

e You can quickly find out what you don’t understand. (H3 CTH2 5645002 T HRS 1

255,)
e |t’s easy to review because you can work on it quickly and you can see the answer immediately.
(FRAWOHD 2 Lic, MERTICb»r b0, HELLTVRLS,)

e It is so good because I can see my own mistakes
Second, because of the way the online homework submission system functioned, students’ answers
were automatically collated. As a result, in-class feedback on the homework could be efficiently
weighted toward language items that were widely misunderstood by the class:

e | think it doesn’t matter if I carefully check the individual answers when recording them in the
textbook, and also if many people made a mistake, then this is mentioned in class. (7% A b
THEBLALMA NDHENF = v 7 3D % DADREEZ T MBI D W Tl
NTH62586EL5THLVERY,)

¢ I receive feedback on my answers in class. ([FI& D7 4 — FNv 7 Z#Z23E,)

Nonetheless, online homework has disadvantages. Due to the close-ended questions introduced
in the online adaptation of the textbook homework, one student expressed that recording answers in
the textbook is better because “You will also be careful about details such as the tense of verbs.” (&)
ORI Z: EDMl 0 E 2 AR ENIT D Z L2759 5). Another disadvantage of submitting
answers online is that it fails to benefit kinesthetic learning, a complaint widely expressed in student
comments:

e | like writing text with my hands.

¢ | can deepen my understanding by actually writing.

e | can understand the contents of the textbook more when I use my hands to memorize
information.

e There is no big difference difference between these two, but I can memorize better when I
write down some vocabularies. In addition, recording answers gives me an opportunity to
revise by myself. It improves my English skills more.
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e It’s easier to answer, but it doesn’t promote understanding compared with recording for me.

Online and Face-to-Face Contexts

Because the course shifted from face-to-face to online after two lessons, students were able to
experience both recording homework answers in their textbook and submitting their homework
answers online. Given their experiences, students indicated a preference that the method of
homework submission match the learning context. In binary survey items (see Table 1), 14 students
expressed preferences that in an online class, online homework was best (0.82[0.39]). Meanwhile, 10
students felt that in a face-to-face class, recording answers in the textbook was best (0.41[0.51]).

Although this class did not submit textbook homework online while classes were face-to-face,
the students expressed concerns about this possibility. One concern that the students expressed was
that they may need to do the work twice:

e [f I record my answers for textbook and send it online, it will be troublesome because the work

will increase.

e During lessons, some students might want to review vocabularies, so it is useful for such

students to record their answers [in the textbook] in advance as homework.
These comments highlight the importance of having learning materials physically available during
face-to-face lessons, which may become more difficult if students’ homework answers are only
accessible digitally or more burdensome if student answers must be duplicated to be both physical
and digital. Although these students’ opinions are based on a hypothetical situation rather than an
actual experience, consideration should be given to minimizing such issues when implementing
online homework in a face-to-face context.

Students’ Overall Feelings about Online Homework

Overall, on a 1-5 scale Likert item (see Table 3), students expressed a favorable impression of
online homework (4.59[0.62]). The implementation of the online homework was well received,
according to student comments:

e Although I prefer recording [answers in the textbook], online homework was convenient to

use.

e It was easy to answer.

Table 3: Student responses to the second Likert-type item on the survey (n =17)

No. Item M SD
Overall, how would you rate your experience using online homework? &Iz, # >
74 ¥ DIEEICHT 5 & 75 7= DFFIE

Note: The scale was 1-5, with labels on each side of the scale (see Appendix A).
1=Very bad & T% >
5=Very good & TH H\»

2 4.59 0.62

Despite the generally positive feelings expressed by students, survey items and student
comments suggest that context and implementation are vital in shaping students’ opinions about
online homework. For example, the Likert items (Tables 2 and 3) in this study roughly correspond
to the Wooten and Dillard-Eggers (2013) study of online homework, but the results differ. In Wooten
and Dillard Eggers’ (2013) study, 453 accounting students in face-to-face classes were asked to
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submit their textbook homework via the publisher’s software. In answering the question, “With
respect to learning, how does the use of online homework compare with ‘pencil and paper’
homework?” as a 1-5 scale Likert item (1 = “Much Better” and 5=“Much Worse”), students indicated
almost neutral feelings toward it, with a score of 2.21 from the 225 students required to do the
homework and 2.90 from the 228 students for whom the homework was optional. Similarly, in
responding to a second question, “Overall, how would you rate your experience using online
homework?” as a 1-5 scale Likert item (1 = “Very Good” and 5=“Very Bad”), students again indicated
neutral feelings, with a score of 2.07 from the 225 students required to do the homework and 2.60
from the 228 students for whom the homework was optional. The contrast between students’
perceptions of online homework in Wooten and Dillard Eggers’ study (2013) and this study
underscores the need to adapt homework to best suit the context and students’ preferences.

Limitations
A limitation of this study is the small and relatively nondiverse sample size of 17 respondents of
predominately upper-intermediate proficiency Japanese university students from which data were

collected. Additionally, the rather unique context of the course, that is, changing from face-to-face to
online, may further limit the range of applicability of the results.

Conclusion

Overall, students had positive feelings about online homework, but it is possible that responses
were biased, as online homework was a logical option within the context of an online class. Even
students with positive feelings about online homework did not always prefer it over doing homework
in their textbooks. Context is a vital aspect for instructors to consider when deciding whether and
how to use online homework.

More research needs to conducted on ways to improve student learning outcomes and students’
feelings of satisfaction as a result of completing online homework. In a meta-analysis of formative
assessment and feedback in various higher education settings, Morris et al. (2021) found “a rather
mixed picture” with regard to online assessment and feedback systems and observed that it is
difficult to empirically measure the effectiveness of such systems without funding carefully
implemented wide-scale studies. Although large studies are necessary for affirming the efficacy, or
lack thereof, of online learning tools, these tools have only very recently come into popular use
within higher education. As a result, instructors who implement online assessment and feedback
systems should do so with a careful concern for student needs and preferences to maximize learning
outcomes within their context. In addition, the creators of online learning tools and the instructors
using them should be willing to make continuous incremental adjustments to improve their efficacy.
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APPENDIX A
Survey Questions as Answered by Students via Google Form

| felt more motivated to do my homework when_.. # 0. BEICHLTHES
SHLDEELE.

O Recording my answers for textbook exercises in the textbook. T2 HOEDSICH
TEESOESETFAMCEALE.

O Submitting my answers for textbook exercises online. 7+ Z HUEZEICHTIES

DEEEA S THEELE.

Why did this make you feel more motivated to do your homework? G EHIC L2
TRIEHFLNEEOTIA

Your answer

| best understood the textbook's content when... #u(1. M. T2 MOFAET
ETEETEELE

O Recording my answers for textbook exercises in the textbook. 32 FOEE (CHT
TEESOESEFTFARCEA LR,

O Submitting my answers for textbook exercises online. 7+ 2 FOEZICHTIES
MEEEA ST TRELE.

How did this help you better understand the textbook’s content? G ENC Lo T
FFAFOABELDEETEEOTTL.

Your answer

In an online class, which do you think is better? A S BZCBNT., F55 ¢
HEDBWEBNETH.

O Recording my answers for textbook exercises in the textbook. 32 FOEE (CHT
TEEADESETFRACEATS.

O Submitting my answers for textbook exercises online. 7+ 2 FOEZICHTIES
MEEEA LS TERTE.

Why do you think this way is better for online classes? A S AFLZZH N
TEZDAFEHLDBNEBNETH.

Your answer
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In a face-to-face class, which do you think is better? SEREZCELT. FEaHi
LDBRVWSBLETH.

O Recording my answers for textbook exercises in the textbook. 742 FOESCHT
TEESOESEFTFAFCEATS.

O Submitting my answers for textbook exercises online. 7+ Z HOEECHTSES
DEEEA ST THEETS.

Why do you think this way is better for face-to-face classes? G EAEEZECENT
ZORETLNBNEBNETH.

Your answer

In terms of understanding the textbook's content, how does submitting the
homework online compare with recording your answers in the textbook? 742
DASFEETS&CBELT. BEEALSAOTERTS &G E5FF
FARCEATEIEEEATESTTH.

1 2 3 4 5

Online homewaork is much Online homework is much
worse 7 S ADEEOTH O O O O O better A S ADEROT
HEL, TEL,

Why did you give this rating? REFZ3FELE LN

Your answer

Overall, how would you rate your experience using online homework? 2{&89IC.

A4 OBEECHTIHRE0FER
1 2 3 4 5

veymedeTeEn O O O O O veygood e TEEL

Why did you give this rating? REFZ3FELE LN

Your answer
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[ Research Brief]

Learners’ Perspectives of Using Their Video Recordings to Aid
in Performing Assessments

Devon Arthurson

Abstract
With the increased availability of technology, video-making and -sharing for brevity. Applications and online tools allow
learners to record their performance of lesson tasks and permit multiple viewings unlike real-time assessments. This
exploratory study focuses on students’ opinions about self-recording’s effects on their ability to self- and peer-assess,
in addition to their perceptions of the level of difficulty required to assess. The project participants were 13 first-year
university students from English debate classes at a liberal arts university in Tokyo. Students were required to video
record homework tasks. In the middle of the semester, they were asked to self-assess by comparing their performances
from a previous homework task with a later lesson’s task. Throughout the semester, students also peer-assessed
debates. The quantitative data were collected from two surveys. The results were that over half of the participants felt
that recording their own performance helped them to assess both themselves and others. The students’ perceptions

about assessment’s level of difficulty depended on the skills being assessed and how long the students had been using
the skills.

Keywords: assessment, online tools, peer-assessment, self-assessment, video recordings

1. Introduction

In 2020, the global pandemic forced those in education to seek out new ways of connecting with
their learners through the utilization of online learning tools such as sharing platforms applications
and online tools, As conditions for many returned to in-person settings, some, specifically those in
language learning, saw the benefits of continuing to use those tools. Having students record their
performance can be useful for not only the instructor’s assessment but also the students’ self- and
peer-assessments. Some benefits of student-led assessment are that it can allow the learners to
critique their performance, give them more ownership of their learning, and provide more meaningful
discussion with the instructor about assessment (Sebba et al., 2008, p. 16). According to Sumardi,
Adzima, and Wijaya (2020), video recording can transform foreign-language speaking assessments
due to its effectiveness (p. 67). Instructors and students can view performances multiple times for a
better understanding of the performances and can provide more accurate grading. Indeed, tasks
requiring students to record themselves existed before 2020, as shown in Christianson, Hoskins, and
Watanabe’s (2010) study. Nonetheless, other educators may have used the recordings solely for their
own assessment purposes. However, online video tools allow both students and teachers to easily
create recordings anywhere at any time and upload these recordings for the whole class’ viewing.
These tools also let students decide which recordings to share. This study will explore EFL students’
opinions about how making videos affected their ability to assess.
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2. Literature Review

The benefits and implementation of self- and peer-assessment have proven to be useful tools in
language-learning classrooms. Baleghizadeh and Masoun (2013) stated that foreign language
teachers who did incorporate self-assessment in the lessons were in favor of using this type of
assessment in their practice (p. 53). In a review of empirical studies about self- and peer-assessments,
Joo (2016) asserted that students felt that increased language skills, more critical awareness, and a
deeper understanding of their abilities were the advantages of these types of assessments (p. 76).
For a successful implementation, it is important that both the students and their instructor view
assessment in a different way. Sebba et al. (2008) contented that these assessments change the
relationship between the instructor and learner from from being hierarchal to parallel, consequently
shaping instructor’s practice based on how their students respond (p. 2). Moreover, when instructors
model how to assess for their learners, thus providing them with more autonomy by sharing the
responsibility of assessments, the assessment tasks may result in more success. For those instructors
seeking a more egalitarian classroom, allowing students to assess can be a meaningful exercise.

Communicative tasks can be challenging for those learning a foreign language. Many may feel
reticent and anxious to speak in front of others, especially when formal assessment is also occurring.
Giving assessment tasks to these learners can also be demanding as it is difficult to perform the task,
process the performance, and then assess the performance. Students must have a solid awareness of
the grading tools as this affects how successfully they can assess themselves or their classmates
(Joo, 2016, p. 69). Additionally, utilizing achievable assessment tools is a part of self-assessment
(Benson, 2011, p. 168). Therefore, providing students with awareness of grading criteria and
opportunities to practice speaking tasks, such as presentations, debates, and speeches using self-
recording tools, can lessen negative feelings and provide other positive benefits such as better
performances. Self-recording tools let the learners record their performance in an environment of
their choosing and allow them to record multiple times before uploading the performance they want
to share with others. Sharing rubrics with students to practice their own self-assessment as well as
giving instructor feedback about their performance can deepen their understanding of the grading
requirements. Furthermore, having students make videos can provide more tangible recognition of
grading expectations through the practice of self-assessment, and may make peer-assessment tasks
less overwhelming. Having learners upload their recordings of tasks so that the instructor can
comment by either written or oral responses can allow for students to review their performance in
conjunction with instructor feedback to more concretely understand ways to improve their skills. The
advantages of students recording videos allows their own and peer viewing of their performance
multiple times, resulting in their ability to more consciously evaluate their delivery and recognize
their skill development (Qureshi et al. 2019, p. 21). Not only can students’ assessment skills increase
through self-recordings, but their feelings about the language being learned and their relationship
toward the language may also become more positive. The promotion of self-confidence is another
benefit of students using the video recordings of their performance (Sumardi et al., 2020, p. 69).
Goktiirk (2016) reported that the learners felt making the recordings not only aided with the
improvement of their speaking ability but also increased their motivation to use English and resulted
in a feeling of satisfaction (2016). Even though it may seem that self-recording done in the foreign
language under study could cause stress and be intimidating, the experience can be beneficial to
some learners by developing more confidence and providing enjoyment in communicative language
tasks.
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The literature on the effects of student video recording and students practice of assessment in
EFL or ESL settings is scant. However, Christianson et al.’s (2010) study with students at a university
in Tokyo used webcams, and the recordings were done by students in groups at the instructor’s
office for peer- and self-analysis for an academic speaking course. They emphasized that the use of
recordings lets the students control the assessment (p. 2). This means that students using their video
recordings for assessment may result in more learner autonomy. Christianson et al.” study holds
similarities to this study, yet with the changes in technology during these past 10 years, for instance
the increased use of laptops and smartphones in language learning, along with online tools and
applications that allow for the freedom to video record anywhere and at any time, further exploring
student opinions about video recording and student-guided assessment tools is an important area for
examination.

3. Research Methodology

This exploratory study used a quantitative approach to analyze the data from the 13 participants.
They were first-year students from three mandatory debate classes at a Tokyo liberal arts university.
They had TOEIC scores from 480 to 699, with two classes having in-person lessons and one class
having online lessons. Though the number of students in all classes was much higher than the
number of participants, these participants were selected as they made videos regularly as part of the
homework tasks and completed both surveys. The surveys were delivered using a Google Forms
link via email and the online learning platform. The first survey was implemented during the middle
of the semester and the second survey during the end of the semester. This study analyzes the
surveys’ three-level Likert scale questions’ responses.

The research questions are as follows:

1. Did making videos aid in students’ ability to self- and peer-assess?
2. How do students perceive the level of difficulty in assessing?

Context of the Study

Over the 14-week semester in fall of 2021, students were required to make eight videos with a
computer online tools as part of their homework tasks for weeks 1-6, 10, and 11. The video tasks
were based on the current lesson activities and/or to prepare for the next lesson. Below are two
examples of the homework tasks:

Lesson 2’s task: For the proposition on page 22: “Skipping breakfast is good for your health.” Share
your arguments for both Affirmative and Negative with “Useful Expressions for Constructing
Arguments” on pages 17 and 18. Use the reflection journal to help you.

Lesson 10’s task: Please use your Reflection Journal to help you. Use the summary your team made
in the lesson. Remember to include three points from your team, the other team’s points, the
proposition, and your team’s position. Also use Appendix A “Useful Expressions for Debate Skills” on
page 58.
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Students were given individual and private feedback on the video-making and -sharing online
tools by the instructor about their performance based on the appropriate section of the course’s
rubric. The assigned textbook Up For Debate (Mishima et al., 2021) that contained the rubric and
skills referenced in the above homework example prompts. It was the instructor’s expectation that
the students would review the comments about their videos to gain a greater understanding of how
to use the rubric. They would be expected to give feedback to their peers as judges during the
mid-term and final-term test debates when their team was not debating.

4, Results and Discussion

The students’ perspectives about making videos’ effectiveness on their ability to assess will be
shared. In response to the survey question, “Did watching the two videos help you to learn how to
judge your performance?,” 7 students agreed, 5 were not sure, and 1 disagreed. The process of
making a video was viewed as having value to aid in self-assessment for over half of these students.
Regarding the question, Do you think watching your own video helps you to judge other students’
performances?,” 7 students agreed, 4 were not sure, and 2 disagreed. It appears that watching their
own video-recorded performances was beneficial to these students during peer assessment. Potential
reasons for agreement could be the level of exposure that they had with the rubric on a weekly basis
and how the instructor gave written feedback for each video based on the rubric. This echoes what
both Joo (2016) and Benson (2011) maintained that a good understanding of an achievable rubric will
aid in students’ ability to achieve assessment tasks. However, the instructor cannot confirm if the
students reviewed the written feedback of their video performances. It was hoped that if the students
could view their videos again after reading the feedback, they would better understand how the
rubric was used for assessments. In future uses of video recording tasks when written feedback is
given, it will be important to establish how learners review it? Activities such as reflections tasks or
discussions about the feedback could be used to confirm this.

The level of difficulty in assessing given by students will be examined. As different skills needed
to be assessed, students’ opinions about the level of difficulty in assessing, both themselves and their
classmates, also differed. Self-assessing more concrete skills such as a debate’s organization that
followed a clear pattern was viewed as having a moderate level of difficulty by nearly all students.
Furthermore, when asked about generally assessing organization skills of debates, such as in peer-
assessment settings, over half of the students responded that the task was easy. A possible reason is
that students felt that assessing themselves was a task with less pressure as regards accuracy than
assessing others, possibly making self-assessment easier than peer-assessment. With more abstract
skills, such as when self-assessing a debate’s strength, over half of the students felt it was a moderate
to difficult task. Yet, when asked about generally assessing a debate’s strength, 10 students agreed
that it was an easy task. There could be a few factors for this. Data were collected about self-
assessment in the middle of the semester, while the data about general assessment were collected at
the end of the semester. This means students had more exposure to the skills as well as familiarity
with assessments. Additionally, students assessed their peers with their debate team members
during the test lessons at the middle and end of the semester. It could be that students had more
confidence to assess with their teammates than by themselves, potentially lessening the perceived
level of difficulty. In addition, as Sumardi et al. (2020) write about increased confidence in relation to
recordings, it could be that as students completed more self-recorded videos for homework tasks by
the end of the semester, they felt more sure of in their assessment abilities.
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In future uses of video-recording and assessment tasks, it will be beneficial to have students,
either individually or in the teams, submit a written peer-evaluation form, which would be collected,
instead of only giving oral comments to their classmates about their test performance. Then the
instructor can better understand how students assess their peers. This will be helpful to know more
about students’ opinions concerning the assessment task’s level of difficulty. Then the instructor can
share with the students their assessments’ strengths and weaknesses, providing students with more
certainty of their ability to assess and possibly decreasing the level of difficulty to perform
assessments.

5. Conclusion

Video-making and sharing tools and applications are becoming increasingly accessible and can
be a useful tool for students to practice their own self- and peer-assessments. Having students
perform assessments can allow for students to have more autonomy in their learning. Unlike real-
time assessments, video recordings can allow for multiple viewings. Using video-making and online
-sharing applications tools also gives students more control control over deciding/choosing which
performances to share share with others as well as the freedom to record at any time and anywhere.
Instructors can provide feedback on the learner’s performance with more certainty, and learners can
view their performance again along with the feedback. This could allow for the learner to have a
better understanding of how their performance was graded, possibly giving them more understanding
of the grading tools.

In this exploratory study, more than half of the participants agreed that making videos helped
them learn how to assess their own performance and their classmates’ performances. The
participants responded that the level of difficulty required to assess varies. Possible factors on the
level of difficulty might be the type of skills to be assessed and their familiarity with the skills.
Furthermore, assessment done by a learner individually versus assessing as part of a team may also
influence differences in assessment’s level of difficulty. A better understanding of how students
assess compared with the instructor could aid in more effectively using student-recorded videos and
student-assessment activities. More research needs to be done about having students use their own
self-recorded videos and perform assessments as this is a timely area for exploration.
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[ Research Brief]

Designing a Mobile Application to Track Spoken Fluency
Development

Heather Woodward & Charu Gupta

Abstract
English discussion class (EDC) course designers state that the most important language-based objective of EDC is to
improve students’ spoken fluency (Hurling, 2012). In general, the students do seem to be increasing their speaking
speed; however, designers have not developed a method to document their progress across the semester. Meanwhile,
mobile-assisted language learning (MALL) applications can enhance personalization and feedback, but these
applications have been traditionally designed to build students’ second language (L.2) vocabulary rather than their L2
fluency (Heil et al., 2016). In Spring 2022, we repurposed an existing mobile application that analyzes speech rate
(words per minute) to provide more personalized feedback. The problem with the application is that it does not have
features that reflect current spoken fluency research. Therefore, we review the literature on spoken fluency research,
then design an application that collects and records students’ speech rate (syllables per minute), mid-clause pause

frequency, self-assessment, and peer-assessment.

Keywords: EFL, MALL, speaking, 4/3/2

Introduction

The goal of language learning for many Japanese students is the ability to speak fluently;
however, achieving fluency is challenging in the context of Japan where there are few chances for
students to use the foreign language owing in part to the washback effects from university entrance
exams, which have historically not included a speaking component (Garside, 2020). Japanese
students also strive for accuracy and perfection, so they spend time correcting their syntactic or
phonetic mistakes and this extra time can decrease their spoken fluency (Watanabe & Long, 2019).
Without incorporating fluency-building activities into the L2 classroom, communicative language
teaching is limited in scope (Gatbonton & Segalowitz, 1988), and as a result, students’ learning might
not be available during the typical demands of real-world communication (Hurling, 2012). Not
meeting typical demands of real-world communication means that students are unable to hold
listeners’ attention or save face (Lennon, 2000).

Applied linguistics researchers analyze three aspects of spoken fluency - speed, breakdown, and
repair. The first aspect, speed, equates to the density and flow of speech. The second aspect,
breakdown, consists of hesitations and pauses, and the last aspect, repair, comprises corrections,
reformations, and repetitions (Skehan, 2003; Tavakoli & Skehan, 2005). For example, researchers
might calculate the speed of the L2 spoken performance by using the average number of syllables
per minute, then analyze the breakdowns of an L2 spoken performance by calculating the mean
length of pauses. The process of transcribing and analyzing students’ L2 spoken performances is too
time consuming to be widely incorporated by second language (L2) instructors in the classroom. In
addition, conditions such as background noises of other students speaking make collecting and
analyzing data very challenging.

However, quantitative measures such as the average number of syllables per minute are limited
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in describing spoken fluency performance because they are unable to account for other mediating
factors such as students’ first language (L1) speaking styles, personalities, or socio-pragmatic
considerations (Tavakoli & Wright, 2020). One possibility is to create a mobile application that
incorporates both quantitative measurements and qualitative judgments while also adding instructional
features to enhance students’ metalinguistic awareness of spoken fluency to provide more
personalized feedback. By using a filter, the background noises of other students in the classroom
might be reduced enough to collect information about students’ spoken fluency performance. In this
research brief, we first review literature on the goals of English discussion class (EDC). Afterward,
we investigate research on applied linguistics to determine the most appropriate objective
measurements to use to measure spoken fluency. We also discuss gamification and personalization,
and then present a mobile application design that includes these features.

Literature Review

English Discussion Class

EDC is required for first-year students at Rikkyo University to improve their communication
skills, academic discussion skills, and spoken fluency (Hurling, 2012). Examples of communication
skills along with a corresponding formulaic sequence include clarification (Can you repeat that?),
comprehension (Do you understand?), and paraphrasing (In other words, do you mean...?) (Kita et
al., 2022). Academic discussion skills include joining a discussion (Can I start?), viewpoints (How
about from the perspective of...?), and sources of information (How do you know about that?) (Kita et
al.,, 2022). Students are separated into four EDC levels according to their test of English for
international communication (TOEIC) scores. The four EDC levels are: Level 1 (TOEIC scores 680
or above; common European framework of reference for languages (CEFR): B2 and above), Level 2
(480-679; B1-B2), Level 3 (280-479; A2-B1), and Level 4 (279 or below; Al-A2). Additionally, the
course is for 14 weeks, has 10 students per class, and students meet once a week for 100 minutes.

During each lesson, five students participate in a 20-minute discussion while instructors assess
students’ participation and use of formulaic sequences (English Discussion Committee Handbook,
2022). On the rubric, students receive a 4, or superior, for academic discussion skills if they use them
quickly, appropriately, and without looking in the textbook. Quickness relates to the spoken fluency’s
aspects of speed and breakdown. They receive a 3, or good, if students use discussion skills, but
cannot do so from memory (English Discussion Committee Syllabus, 2022). The other scale
descriptors of none, poor, and fair, do not explicitly refer to students’ spoken fluency. In addition, the
two other constructs assessed—communication skills and participation—also do not explicitly refer
to spoken fluency. However, speaking quickly during the discussion performance test gives others
time to participate and use discussion and communication skills. The rubric is the same for all EDC
levels (i.e., from Level 1 to 4). Although spoken fluency is the most important language-based goal of
EDC according to course developers, the only fluency assessment of students consists of the extent
to which instructors perceive their fluency of discussion skills in the context of group discussion
performance.

4/3/2 Activity and Other Fluency Practices in EDC
A modified version of Maurice’s (1983) 4/3/2 activity called 3/2/1 is used during every EDC
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lesson. 3/2/1 incorporates task features of repetition and time pressure, and these task features have
been shown to boost students’ spoken fluency (e.g., Arevat & Nation, 1991; Boers, 2014; Garside,
2020; de Jong & Perfetti, 2011; Molina Barriga & Briesmaster, 2017; Thai & Boers, 2016; Tran &
Saito, 2021). For this modified version of 4/3/2, students deliver three iterations of their monologues.
Speakers change listeners after each iteration. 3/2/1 takes 15 minutes and with 10 students per class,
5 students speak simultaneously. For theoretical support, course designers cite Schmidt (1992) who
uses Anderson’s (1989) adaptive control of thought (ACT) theory (Hurling, 2012). In ACT, fluency
equates to automatic processing of proceduralized knowledge (i.e., knowing how to use the L2 with
effortless efficiency) and after repeated, meaningful practice, in theory, students can retrieve
knowledge more quickly and smoothly than before.

Not only do students use 4/3/2 in EDC to improve spoken fluency, but course designers have
also adopted other practices to help students boost spoken fluency. EDC students a) use formulaic
sequences in communicative contexts; b) spend time pre-task planning to conceptualize and
formulate their ideas; c) repeat the task; and d) learn about spoken fluency with metalinguistic
awareness-raising activities (See Tavakoli & Hunter, 2018). For a) use formulaic sequences, students
incorporate discussion and communication skill phrases into their discussions to boost fluency. For
b) pre-tasking planning, students have preparation time before their discussions to think of their
ideas. For c) task repetition, students repeat the discussion with slightly different topics for the
practice and perform two discussions per lesson. For d) metalinguistic awareness-raising activities,
Curran (2019), an EDC instructor, uses self-reflection activities after the 3/2/1. For instance, he asks,
“Did you speak more quickly?” and “Did you have to pause?” Awareness-raising activities can help
students achieve a greater understanding of spoken fluency and the ways to improve it (Curran,
2019). EDC course designers incorporate these types of activities to help students improve their
spoken fluency during the course, but there is no way to measure students’ progress across the
semester so instructors might find it challenging to provide personalized feedback or support for
students. Next, we explain spoken fluency research findings to design a mobile application that can
track its development.

Spoken Fluency Research Findings

Spoken fluency is multidimensional so to explain research findings more precisely, Segalowitz
(2010, 2016) separates spoken fluency into three interconnected dimensions: cognitive, utterance,
and perceived. Cognitive fluency is the fluidity of underlying cognitive mechanisms that cause L2
speech acts (Segalowitz, 2016) and is operationalized as reaction time speed and reaction time
stability (Segalowitz & Segalowitz, 1993). Utterance fluency refers to observable speech production
(i.e., speed, breakdown, and repair measurements). Perceived fluency is raters’ subjective judgments
of overall spoken fluency (Segalowitz, 2010, 2016). His model emphasizes that fluency is not only a
psycholinguistic construct, but also an interactional one, which means that listeners also play an
important role in determining spoken fluency (Tavakoli & Wright, 2020). Fluency is regarded by
examiners and raters as the most difficult aspect of L2 spoken performance to judge (Kang et al.,
2019). Therefore, determining which aspects of utterance and perceived fluency should be evaluated
and which features of utterance fluency should distinguish descriptor levels are key decisions for
both human and automated rating systems (Tavakoli & Wright, 2020). In the next sections, we
investigate the applied linguistics research to investigate these key decisions for designing our
mobile application.
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What Aspects of Utterance Fluency Should be Evaluated on the Application?

A meta-analysis of 22 studies by Suzuki et al. (2021) investigates the relationship between
aspects of utterance fluency compared with listener-based perceived ratings of monologues.
Utterance fluency measurements should be strongly associated with perceived fluency to be a
reliable source of information for assessments. Results show that listeners’ perceived fluency ratings
are strongly associated with pause frequency and speed, moderately associated with pause duration,
and weakly associated with repair fluency (Suzuki et al., 2021). Repair fluency (corrections,
reformulations, and repetitions) can strongly relate to speaking style preferences (Kahng, 2014;
Tavakoli & Skehan, 2005). Meanwhile, composite measurements show the strongest effect sizes
compared with any pure speed, repair, or breakdown measures (Suzuki et al., 2021). Composite
measurements incorporate two or more pure measurements. For example, one composite
measurement is speech rate, which is calculated by dividing the total number of syllables in a given
speech sample by the entire time it takes to create the speech sample in seconds, including pause
time, and then multiplying by 60 (Kormos & Dénes, 2004). A pure speed measurement is articulation
rate, which is similar to speech rate, but does not include pauses.

Pause location strongly affects perceived fluency as well. Suzuki and Kormos (2020) examine L2
argumentative speaking performance judged by 10 native English-speakers inexperienced raters. For
this task, perceived fluency is more strongly associated with mid-clause pausing frequency than with
other aspects (Suzuki & Kormos, 2020). For instance, between-clause pausing is “She doesn’t like
doing dishes, (pause) but you don’t either,” which can indicate topic change or an idea shift.
Mid-clause pausing is “She doesn’t like doing (pause) dishes.” L2 speakers pause mid-clause more
frequently as compared with L1 speakers, which suggests that at least some L2 speakers’ mid-clause
pausing reflects L2 proficiency gaps associated with online planning, reformulation, and replacement
(Skehan et al., 2016; Tavakoli, 2010; Tavakoli & Skehan, 2005). In Suzuki et al.’s (2021) meta-analysis,
researchers find that mid-clause pausing is even more strongly associated with perceived fluency
than pure speed measurements, but slightly less associated than composite fluency measurements
such as speech rate. This suggests that speech rate and mid-clause pausing are some of the best
utterance fluency measurements for tracking students’ spoken fluency progress across the semester.

What Utterance Fluency Features Should Distinguish Descriptor Levels?

EDC does not distinguish spoken fluency features for Levels 1-4, so one question we ask is, if we
incorporate descriptor levels on the spoken fluency application, which features should distinguish
levels? The problem is as Bradlow et al. (2017) conclude “individual variability in L2 spoken language
production may be best understood within the context of individual variability in L1 spoken language
production.” For instance, repairs (repetition and pausing) can be indicative of L1 speaking style
rather than L2-specific disfluencies (Bosker et al., 2012; Duran-Karaoz & Tavakoli, 2020). Additionally,
Bradlow et al. (2017) write that in absolute terms, students speak their L2 slower than their L1, and
L1 speaking rate can significantly predict L2 speaking rate. That is, faster L1 speakers are also faster
L2 speakers. Shrosbree (2020) also finds that participants with TOEIC scores over 900 have positive
correlations for 7 of the 10 spoken fluency measures; however, in absolute terms, they speak their L2
slower than L1 (Shrosbree, 2020). Yet, test makers seldomly ask raters to consider students’ L1
speaking style when assessing (Segalowitz, 2016).

In addition to internal factors, there are external factors that influence spoken fluency. External
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factors include background noise from others, ease or familiarity with topics, and interlocutors
(Tavakoli & Wright, 2020). Segalowitz argued for the importance of assessing sources of variability
that are not related specifically to L2 disfluencies but that characterize a person’s general performance
in the given testing conditions (Segalowitz, 2010). For these reasons, zero-stakes assessments,
conducted for formative purposes, rather than summative, can include individualized baselines to
account for students’ speaking style, and this kind of assessment can also take external factors into
consideration that might be sources of variability. One example is students journaling about their
experiences to discuss different external factors. Therefore, instead of descriptors, an alternative
solution is for the mobile application to suggest a small, incremental mid-clause pause frequency and
speech rate goals that take into consideration internal factors such as students’ L1 speaking
performance and external factors such as topic familiarity.

Should Human Raters be Included With a Computer Automated Rating System?

Another design decision for a mobile application that tracks spoken fluency is whether to have
the application fully automated or to have an element of human ratings. With regard to human raters,
de Jong (2018) states that the specificity and amount of instruction can enable human raters to focus
on certain fluency features such as pause frequency, pause location, and speed. Moreover, raters
might even be innately sensitive to pause location with an understanding that mid-clause pausing is
more likely a reflection of decrease in cognitive fluency (Kahng, 2018). Automated speech evaluation
alone might not be suitable for spoken fluency assessments because the goal of measuring students’
L2 ability is to determine the quality of test takers’ verbal communication with humans, not with
machines (Ginther et al., 2010). For these reasons, listener-based responsibilities during 3/2/1 such
as tracking mid-clause pausing and peer-evaluation of comprehensibility are also important. Human
raters might increase the reliability of fluency judgments because students perceive other reasons for
pausing such as socio-pragmatic considerations (e.g., if students are telling a sad story, they might
pause for non-L2 specific disfluent reasons).

Saeki et al. (2021) have designed an Al conversational agent called InteLLA that adapts its
interview to assess L2 spoken proficiency. InteLLA’s fluency aspect detects speakers’ pauses,
annotates pause locations (e.g., of mid-clause pauses), and also notes disfluency markers such as
fillers and false starts. To mimic human ratings, researchers assign different weights to the fluency’s
temporal features based on associations between utterance fluency and perceived fluency. InteLLA’s
accuracy in replicating L2 perceived fluency is 60% using the CEFR level classification system (Saeki
et al., 2021). Some of these features might be also useful for a mobile application. The technology can
note disfluency markers such as fillers, but for the annotations of pauses, we wonder whether
listener-based judgments of mid-clause pausing might be more reliable than an automated system
because listeners might have greater insight into the reason for the pause than an automated system.
As the mobile application’s purpose is different from InteLLA’s purpose, we can also add other
human-rating judgments such as self-assessment and instructor-based assessments.

Gamification and Personalization

We have also reviewed literature on gamification and personalization. Implementing technology-
driven play and competition is becoming increasingly popular in the classroom (Chen et al., 2021;
Dehghanzadeh et al., 2021; Flores, 2015; Huang & Soman, 2013). Researchers have found that
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students are more motivated and engaged, while also feeling less anxious about using their L2 when
gaming elements such as points, medals, badges, or progress tracking are introduced (Dehghanzadeh
et al., 2021; Flores, 2015; Huang & Soman, 2013). Students are more inclined to compete with their
classmates and themselves to earn medals and increase their ranking (Arce & Valdivia, 2020). Rego
(2015) specifies important elements of gamification such as having

a. clear goals

b. rules

c. an accessible and aesthetic user interface
d. collaboration and interaction aspects

e. rewards (e.g., medals or ranking)

f. tracking of students’ progress

g. performance feedback

We have included features a)—g) in the mobile application design and we discuss these elements
in the next section. In addition to Rego’s (2015) advantages, gamification has also been lauded for its
ability to incorporate personalized learning (Chen et al., 2021), as personalized activities are usually
more meaningful, relevant, and self-initiated. For technology-based personalization, Kukulska-Hulme
(2016) emphasizes that with continued L2 practice, personalization can help students to a) identify
their needs, b) develop greater awareness of the learning process, and ¢) monitor their progress. For
monitoring their progress students can reflect on and the analyze their performance (Dehghanzadeh
et al., 2021). Heil et al. (2016) review 50 language learning-related applications and find that while
mobile applications track progress and adjust difficulty levels, most adjustments are minor and not
always implemented by students. The feedback given also does not provide reasons for incorrect
responses or how to improve performance (Heil et al., 2016). To navigate the aforementioned
limitations, instructors should include their feedback (Chen et al., 2021).

Application Design

In this section, we describe the functions of the application and connect it to the literature
review. To measure students’ spoken fluency, they record themselves for each round of 3/2/1. While
they are speaking, the application is collecting data on average number of syllables untrimmed,
maximum speed, total number of syllable, and fillers. Their partners listen to their monologues while
tallying their mid-clause pauses for each round. If students reach or exceed their fluency goal, they
have a “Congrats” message. Once speakers finish their monologues, their listening partners rate the
speaker on comprehensibility (i.e., what percentage of the speakers’ talk could they understand) and
rate overall impressions. As students in each class are grouped according to their proficiency, we
believe that listeners might be able to provide some useful feedback for speakers on their mid-clause
pausing and overall comprehensibility. Below are screenshots of the application login page,
homepage, and congrats message.

After students log in screen, the home screen is where students record their speech rate (See
Figure 1 above). The green star above the speedometer on the second and third smartphone screens
from left represent students’ fluency goal. The speedometers have the features of average syllables
per minute, maximum speed, total number of syllables, and total number of fillers. The design is
inspired by Salomatin’s (2019) speech rate screen, but has the addition of a timer, fluency goal, and
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Figure 1
Application Login, Homepage, and Congrats Message
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syllable counter. If students receive a speech rate at or above their goal, then the “Congrats” message
appears on the fourth screen. The speech rate feature shown in the speedometer is untrimmed which
means that disfluencies such as “um” and “uh” have not deleted. Other features include a) a noise
suppression filter to reduce background noise so that multiple students can perform the activity at
the same time, b) linking students’ accounts to Rikkyo University Gmail accounts for safety purposes
and ease of access, and c¢) programming the application for both Android and iOS so that it is
accessible to all students with mobile devices. Figure 2 below shows the screens for menu and the
statistics.

Figure 2
Application Menu and Stats
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Note. Designed by primary author using Canva Pro with images from Red-Hawk, Jaruka, and Kerismaker

The menu screen is the first image on the left of Figure 2. The menu items include home, stats,
classmates, journal, record in Japanese, information, mic check, profile, and logout. When students
tap on “Stats,” the second screen from the left appears, and students can scroll down to view different
graphs (See Figure 2 above). These bar graphs include speech rate, peer feedback, mid-clause
pauses, syllable count, self-assessment, and fillers. Figure 3 below shows screens for the listener
responsibilities.
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Figure 3

Peer-Assessment Features
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On the first screen from the left, there is a list of the students’ classmates. Before the 3/2/1
activity, students select their speaking partners. Once they select their partner, they can see the
second screen to the left. Listeners press the green plus sign when they hear a mid-clause pause from
their speaking partners. If listeners make a mistake, they can press the negative (orange circle) to
erase the pause that they mistakenly added to their partners’ data. Students need to be taught to
detect mid-clause pauses, but we believe that teaching students to be sensitive to mid-clause pausing
is feasible given research findings of de Jong (2018) and Kahng (2018). After, listeners can rate their
speaking partners on comprehensibility. They can slide the green circle to the percentage that they
can comprehend of the speaker’s speech. On the last screen from the left, listeners answer the
questions about the speakers’ performance. The more carrots they select indicates greater agreement
with the statements. Figure 4 below shows the journal entry sections for self-assessment and
instructors’ feedback.

Figure 4
Journal, Self-assessment, and Instructor Feedback Pages
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On the first screen to the left of Figure 4, students review previous journal entries or select new

journal entries. When they select a date (e.g., April 11), they see the adjacent screen on the right with
metalinguistic questions to reflect on their performance. When they scroll down the journal section,
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there is a self-assessment screen. There are three self-reflection statements: a) I spoke at a natural
speed for me; b) I paused when I wanted to pause; ¢) I focused more on speaking quickly than
speaking accurately. Selecting more carrots equates to a greater agreement with the corresponding
statements a)—c). We have decided to use these types of reflective activities so that there is a place
for students to discuss other mediating factors such as emotions, topic familiarity, or socio-pragmatic
considerations affecting their performance. Figure 5 below shows the L1 mid-clause pause fluency,
L1 speech rate, and information pages.

Figure 5
L1 Fluency and Information
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On the first screen from the left, students can determine their L1 speech rate. Shrosbree (2020)
states that ideally Japanese speech rate is calculated by counting morae for long, spontaneous
speeches in part because Japanese is a mora-timed language rather than a syllable-timed one such as
English. However, as the application directly compares speech rates, it needs to use the same syllable
units. L1 pauses and L1 speech rate data can be used for stats graphs and speedometer as a baseline.
For goals, we imagine students continually update their goals to be a little faster than their previous
speech rate and they can use the information from their L1 speaking performance to set realistic
goals that are personalized. The third screen is the information page, which can help students
increase their metalinguistic awareness of spoken fluency. When they tap one of the questions,
answers appear. Figure 6 below show the profile, fluency goal, and logout pages.

On the first screen, there is the students’ profile page with the language goal. They can change
their name, icon, language, and fluency goal. On the second and third screens, students can choose
their fluency goal by moving the green circle or the green star. The orange circle and star represent
goal recommendations based on students’ progress. The last screen is the logout page.

Another aspect is the application design itself. Rego (2015) stresses the importance of an
aesthetically pleasing and accessible user interface. Memon (2019) reinforces this idea of designing
an application that meets the user’s needs, contains consistent elements throughout, and is
uncluttered. Although there is some technical terminology that might make the interface less user
friendly, we include a language option if students want to use the application in Japanese and we also
have a feature whereby students can double tap any technical words to retrieve definition and
translation so that they can understand the technical words more easily. For instance, if they double
tap on the words “Syllable Count,” a definition appears. In the next section, we discuss possible
limitations of the application.
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Figure 6
Profile, Fluency Goal, Logout Pages
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Limitations
Momnologic and Dialogic Fluency

Studies have investigated differences between dialogic and monologic fluency. Monologic
speaking tasks include Maurice’s 4/3/2 and presentations whereas dialogic speaking tasks equate to
discussions with another partner. By extension, dialogic speaking tasks share more characteristics in
common with group discussions than monologic speaking tasks (e.g., turn-taking, and greater online
planning time). Researchers find that students’ spoken fluency increases significantly more for
dialogic speaking tasks than for monologic speaking tasks (Ferrari, 2012; Michel, 2011; Michel et al.,
2007; Tavakoli, 2016); During dialogic speaking tasks, students produce less disfluencies of filled
pauses, replacements, reformulations, and repetitions (Michel, 2011; Michel et al., 2007), have less
pauses and hesitations (Ferrari, 2012); and have shorter length of pauses, faster articulation rates,
longer fluent runs, and higher phonation time ratio (Tavakoli, 2016) than monologic speaking tasks.

Researchers cite Pickering and Garrod’s (2004) interactive alignment hypothesis, according to
which, interlocutors imitate others’ spoken production. They create semi-fixed expressions or
routines and reduce cognitive demand of making decisions by streamlining language comprehension
and production. Compared with dialogues, monologues have increased cognitive demands for
spoken production with no partners to rely on (e.g., less time for online planning because listeners’
attention wanes) (Tavakoli & Foster, 2008). The limitation is that applications cannot differentiate
speakers’ voices during discussions so even though dialogic fluency is more relevant to discussion,
we can only assess monologic fluency. Even with differentiation, determining who owns the pauses
during dialogic speech is challenging. As EDC only assesses spoken fluency during group
discussions, there is a limitation insofar as the mobile application measures only monologic fluency
and researchers have shown that students tend to be less fluent for monologic fluency than for
dialogic fluency.

Highly Proficient Students

Speed fluency increases with L2 proficiency, but a ceiling effect exists around levels B2 and C1
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of CEFR whereby students’ speed usually stays constant (Tavakoli et al., 2020). Additionally, fluency
judgments no longer become a determining factor of L2 speaking performance assessment for levels
C1 and above as raters consider other aspects such as speakers’ accuracy or complexity (Tavakoli &
Wright, 2020). Therefore, upper EDC Level 1 students might not increase their speed fluency and
even if they do increase it, it might not be a determining factor for overall L2 speaking performance
ratings. From our own observations, Level 1 students’ pausing behavior seems natural rather than a
result of possible L2 disfluencies. Building spoken fluency and using a mobile application to track
fluency might not be as justifiable for these students; however, other course goals are still important
such as building confidence in their ability to use English for communication, to better express their
ideas, and respect others’ opinions.

Characteristics of Fluency Development

Larsen-Freeman (2020) stresses the importance of acknowledging that language and language
learning is complex and dynamic. Spoken fluency, one aspect of language, is also characterized by
these attributes as its development is dynamic and nonlinear with complex factors such as individual
differences impacting it. For example, influencing factors can be internal such as motivation,
personality, language learning aptitude, and L1 speech rate whereas external factors can be
background noise from other students or ease or familiarity with topics, as well as the speaker’s
interlocutor (Tavakoli & Wright, 2020). There are many factors that affect students’ fluency, and
because of this, students might not always see increases in speed and decreases in pause frequency.
Although strong positive correlation exists between objective measurements of L2 overall proficiency
and perceived fluency (Bosker et al., 2012; Derwing et al., 2004), EDC is only for one semester (i.e.,
four months); thus, raising students’ awareness of these internal and external factors, and their
ability to affect students’ spoken fluency, is important because students might not understand why
working hard does not always translate into increases in spoken fluency.

Research Project

The application design was preceded by an ongoing study using an existing application,
SpeechRate by Yuri Salomatin (2019), to record and measure the words spoken per minute by
students during 3/2/1. We chose this application after comparing applications and software;
SpeechRate was the most accurate for calculating the words spoken per minute while also having
benefits of being accessible offline and free on i0S and Android. Participants were 20 first-year
university students at Rikkyo University, and they recorded each round of their 3/2/1 fluency activity
in the beginning of the lesson. SpeechRate did not store data, so students had to enter word counts
on Google Sheet. To account for the additional time to conduct this activity, 3/2/1 had to be reduced
to 2/1.5/1. After the activity, they could write notes about their performance in English or Japanese.
At the end of the semester, students were asked to fill out a survey discussing their perceptions of
using technology to assess their fluency. From our experience, participants asked more questions
about developing spoken fluency and stated that they prefer having specific spoken fluency goals.

Conclusion

EDC course designers write that spoken fluency is the most important language-based objective
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for the class (Hurling, 2012). Currently, assessing spoken fluency equates to instructors’ perceived
quickness of students’ academic discussion skill use during group discussion performance. Having
an application that can monitor students’ monologic spoken fluency progress might help students
and instructors to better achieve EDC’s language-based objective of improving spoken fluency by
increasing metalinguistic awareness and providing feedback on performances. Applied linguists
characterize spoken fluency as complex and dynamic insofar as it develops nonlinearly, is multi-
dimensional, and has a multitude of factors that influence it such as students’ L2 proficiency, L1
speech rate, and topic familiarity. Fluency is also considered to be the most difficult aspect of L2
speaking performance to assess according to Kang et al. (2019), but using mobile applications to
track fluency might help. There is more work that needs to be done in designing, developing, and
implementing the application, but we look forward to the process and value the feedback that we
receive from students and other interested parties.
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[ Research Brief]

Drawing the Line:
Integrating Kialo to Deepen Critical Thinking in Debate

Jon Mahoney

Abstract

This study reflects on using the online debate site Kialo as a supplementary tool to elicit students’ opinions about
various debate topics. In total, 118 students took part in the study. A mixed methods approach was utilized to collect
both qualitative and quantitative data in the form of class notes and a Google Form, respectively. In general, students
gave positive impressions about using Kialo, suggesting that it helped improve the content of their debates, their
critical thinking skills, and their written English. Results from this study suggest that integrating the Kialo platform
into the debate class syllabus increased students’ participation and satisfaction from the course. In future, Kialo could
be integrated into other English classes as a means of a) a reflective tool, b) a place for students to brainstorm ideas

about projects and discussions, and ¢) a platform to help the students achieve their course goals.

Keywords: Kialo, critical thinking, debate

INTRODUCTION

The English debate module is a 14-week course taken by all first-year students at Rikkyo
University in Tokyo, Japan. This module has been mandatory since 2020, with the primary goals
being to (i) understand the nature and structures of debate in English, (ii) to develop students’
critical thinking skills by analyzing and formulating arguments on issues from multiple perspectives,
and (iii) to help students learn how to respond to questions through the development of research
skills (Debate Committee, 2020). Students are expected to learn to practice and use the academic
skills that they study in discussion, reading, writing, and presentation classes in a social setting. They
are also required to engage in critical thinking and logical thinking and improve listening, research,
and team building skills (Debate Committee, 2020).

English debate classes present students with a chance to communicate using academic English
in a structured manner. In contrast to merely absorbing information, debate demands that students
actively apply information in a meaningful way (Kennedy, 2007). All four of the English skills are
practiced when debating in EFL (English as a Foreign Language), as well as providing an opportunity
to practice language skills in an authentic situation (Alasmari & Ahmed, 2013). Good debate requires
higher order critical thinking skills and offers an opportunity for students to move beyond the
acquisition of primitive knowledge in a subject matter (Elliot, 1993). Due to the fluid nature of debate
with the turn taking between teams, it is unfeasible to completely prepare for a debate. Therefore,
spontaneous use of English by students is advantageous in that it aids in building in tandem both oral
communication and critical thinking skills (Combs & Bourne, 1994). Classroom debates authorize
students to cooperate with one another while searching for information, which enhances their
interactive learning and their reasoning ability (Ebata, 2009; Zare & Othma, 2013), and the
competitive nature of debate activities also helps develop teamwork skills and cooperation (Williams
et al., 2001). Practicing academic debate in university classes could thus be seen as preparing
students to speak in English in meaningful real-life situations, alongside improving their language
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and presentation skills in conjunction with cooperative skills.

The aim of this paper is to investigate the impact of using the website Kialo to help boost
students’ critical thinking skills and practice for their speaking debates. By using the site, students
would be able to see the other side’s arguments and challenge them, while also honing their ideas
and debate skills for the forthcoming speaking debates. Woodward and Padfield (2021) have
indicated that using Kialo for debate classes had a positive impact on team collaboration, creative
thought, and debate performance. Additionally, Mahoney (2021) found that providing asynchronous
discussion boards for students to express their ideas prior to discussion classes gave students the
opportunity to practice and refine their ideas and to think more deeply about the discussion topics,
which led to the enrichment of in-class discussions. By using Kialo in a similar fashion, the author is
aspiring for analogous results in debate class.

KIALO

Kialo is an online debating platform that helps people take part in thoughtful discussion,
appreciate different points of view, and assist with collaborative decision making (Kialo, 2020). This
portal increases students’ critical thinking by making them face opposing views and re-examining
their own. They must also ensure that their arguments are well researched and provide reliable
evidence. The moderator (or teacher) creates a proposition that participants (students) can either
make a support claim (pro) or an attack claim (con). These claims show visual reasoning through a
tree-based structure. Participants can also ask follow-up questions to each claim for extra evidence or
clarification. This enables a detailed exploration of some claims, in addition to the main thesis topic
(Chaudoin et al., 2017).

Figure 1
Kialo argument tree

Note. Tree depiction of a Kialo debate with a single thesis. Green designates
pro arguments and red designates con arguments.

PROCEDURE

Each class consisted of approximately 20 students, with each student placed into classes with
other students of a similar English competence. One class was level 1, with students who all scored
a combined TOEIC listening and reading score of over 680 (CEFR B2 and above), two were level 2
classes with average TOEIC scores of 480-679 (CEFR B1-B2), and three level 3 classes with average
scores of 280-479 (CEFR A2-B1). Due to the ongoing COVID-19 pandemic, the semester began with
online classes with each class 100 minutes in duration. From lesson five, classes were changed to a
conventional face-to-face format. In the classroom, students were organized into groups of four or
five, with each team color-coded and given an affirmative or negative side to argue from. Seating
charts were created for each lesson beforehand to ensure that students sat next to different
classmates in the next lesson.

In the first lesson of the term, students received a 40-minute explanation about Kialo, which
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included a 5-minute YouTube video. After this, students registered their own accounts. Students were
advised to use their real names, so that their posts and replies could be identified easily. Each Kialo
group was named the same as the class code of the class (for example, FT505), and then students
received a link that would allow them to join each Kialo group. In this way, only students who were
members of the Kialo group, or those who were invited to join the Kialo debates via the link, could
gain access and participate in the Kialo debates. Students were informed that participation in Kialo
was a weekly homework, which would amount to 10% of their overall grade in the debate class, and
that the more they participated and asked questions, the higher this score would be.

The first topic, “Junk food should be banned on all campuses” was chosen as it was a relatively
simple proposition and something that students could easily relate to. The second topic “Eating less
meat is a good way to be eco-friendly” was chosen as it was also food-related and followed the
suggested themes of the textbook. New propositions were posited weekly throughout the semester
on topics that were related to the themes of textbook: food, the environment, technology, gender, and
the media. In the early debates, many students read debate arguments from their mobile phones, and
some read directly from the Kialo debates during face-to-face discussions. Students were advised that
this was not suitable and that they needed to write their claims on Post-it Notes or on folded paper, as
well as to have good body language when making their arguments to the other team. From around
lesson seven, the higher-level students were advised to avoid putting their strongest arguments on
Kialo and save them for the speaking debate to surprise the other team with a powerful piece of
evidence. The students immediately understood and followed this instruction until the end of term.

In later lessons, students were allowed to write their own propositions on Kialo. For the final
debate test, the students were asked to propose topics of their choice on Kialo, and then they were
allowed to vote for their favorite topics, with the most popular choice being selected as the final
debate test propositions. The students produced a rich variety of propositions ranging from topics
such as “The existence of aliens” to “Zoos and aquariums should be banned.” It was found that giving
the students the power to create and vote for their own topics was both motivating and rewarding.

DISCUSSION AND FINDINGS

Student participation

In total, the participating students (n= 118) made 1873 contributions (claims & replies), which is
an average of 15.9 contributions per student. Six students (5%) made 0-5 contributions, while
nineteen students (16%) made 60 contributions. Forty-five students (38%) made 11-15 contributions,
and twenty-three students (19%) made 16-20 contributions. Sixteen students (14%) made 21-25
contributions, and five students (4%) made between 26-30 contributions. Four students (3%) made
between 41-45 contributions, and one student made between 51-55 contributions. A total of 1328
(posted and completed) claims were made by the students. Nine students (8%) made 0-5 claims,
while thirty-four students (29%) made 6-10 claims. Fifty-three students (45%) made 11-15 claims, and
sixteen students (14%) made 16-20 claims. Six students (5%) made 21-25 claims. A total of twenty-six
posts were deleted. All these deleted posts took place in the first three debates, suggesting that
students were making mistakes more often earlier in the semester when they had just started using
the platform.
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Topics

The most popular topic that students participated in with 219 contributions was in week nine,
with “Debate topics.” In this week, two different debate topics from the textbook were posited: “The
benefits of social media are greater than the risks” and “Playing video games causes violent
behaviour.” The fact that lesson nine was a test was perhaps a major factor for participation in this
week to be the greatest, along with the two relatable topics for students. Week four (“Everyone
should purchase an electric car”) was the second most popular topic with 213 contributions. Weeks
two and three (“Junk food should be banned on all campuses” /“Eating less meat is a good way to be
eco-friendly”) were popular topics with 193 contributions each. As car manufacturing is a main
industry in Japan, it could have figured in the popularity of week four. Weeks two and three may have
been popular as these took place early in the term so students’ motivation may have been high, and
the topics are food-related, which is a topic that students tend to enjoy discussing. The least popular
topics were in weeks 13 and 14 (“Final debate topics”/“Kialo is a useful tool for debate class”), with
84 and 96 contributions. respectively. This drop off may well be attributed to the fact that the final two
classes took place after the winter holiday, and students’ motivation may have focused more on the
final speaking debate, which took place in week 13.

Equal participation

Of the 87 female students, a total of 1358 contributions were made (16.6 per student), and 962
claims (11.1 per student) were made. Out of the 31 male students in the study, a total of 515
contributions were made (16.6 per student) and 366 claims were made (11.8 per student). These
figures would suggest that participation between genders was almost on par.

Advantages

In the final class of the term, students were asked to complete a Google Form, in which the final
question was open-ended asking students to leave any positive or negative comments about using
Kialo. This same question was also posed as the final Kialo topic. In a combined total of the Google
Form and Kialo debate, 20 different advantages were identified by the students. The most common
was that Kialo was useful for the class (78 comments). The second most popular advantage given (43
comments) was that Kialo deepened the debate and was motivating. The third most common
advantage (25 comments) was that the platform was easy to use and kept track of everyone’s
opinions. Below are some of the positive comments made:

Using Kialo helped me cultivate a critical perspective.

Being able to see other people’s opinions helped change my inflexible mind.

I could improve my critical thinking skills by researching deeply and seeing different sides to an
argument.

If I entered the Kialo debate late, it was difficult to come up with other ideas, so I had to research
deeply.

It was useful to check anytime and helped me to think of rebuttals.

It was easy to use and a good place to practice before the class.
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Students were also asked to agree or disagree on a Likert scale with a series of statements in the
Google Form. For the statement “Using Kialo helped improve my debate and critical thinking skills,”
82% (n= 84) of students agreed that it had helped improve them. Only 5% of students disagreed with
this statement, clearly indicating that using Kialo had been very beneficial to most students’ debate
and critical thinking skills. For the statement “Seeing people’s ideas on two opposing sides helped
deepen my understanding of the debate topics,” 87% (n=89) of students agreed with this. Having a
clear line between pros and cons and therefore separating two sides of an argument helped students
to carve their stance internally on each topic. 82% (n=84) of students agreed with the statement “It
was useful to practice my debate arguments on Kialo before the speaking debates.” The feedback
suggests that it was especially useful for the lower students to practice, who often used the same
ideas on Kialo in the speaking debates.

Disadvantages

A total of seven different disadvantages were indicated on the one Google Form open-ended
question and final Kialo debate. The most common disadvantages given was the 500-word limit for
each post (12 students). The second most common disadvantage was trouble with using the site or
PC (seven students). This may partly be due to that fact that the Kialo platform added new features
during the term, and these changes were not clearly explained. Six students from the level 1 class
expressed that being able to see the other team’s ideas was detrimental to the speaking debates.
These views were also expressed in the final class when students discussed the question “What are
the advantages and disadvantages of using Kialo?” Below are some of the negative comments made:

I think that seeing the other team’s ideas before is cheating. It is good to prepare, but our opinion
can be copied and stolen. This makes the debates superficial.

It is not good to know the opposite opinion before the debate. It should be a secret. We should keep
the important data for the speaking debate.

I cannot use my Kialo opinion in the speaking debate because the other team can make rebuttals
easily.

The 500-word limitation is not good. I wanted to express my opinions in more detail.

Although students were reminded to participate at the end of each lesson, and good examples of
their arguments were highlighted in class, five students mentioned that it was easy to forget.
Although the platform was embedded on the students’ class homepage on BlackBoard and a direct
link to each debate was shared for weekly feedback, class feedback and the BlackBoard class
homepage may have been largely ignored by some students.

Differences in perception

There was a clear difference in how the higher-level students of this course perceived the usage
of Kialo compared with those of a lower level. It was notable that students who were placed in the
level 1 class (TOEIC scores of over 680) and high level 2 classes (TOEIC scores of 480-679) stressed
that they wanted to keep their opinions confidential, to have more authentic debates. These high-
level students also wanted extended word limits, so they were far more enthusiastic. Most of the level
3 students (TOEIC scores of 280-479) mentioned that it was hard to find new ideas if they did not
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post an opinion early in the debate. The level 3 students also indicated that seeing the ideas before
was more beneficial to them. The level 3 students tended to use the same ideas on Kialo in the
speaking debate, whereas the higher levels did not. These findings would seem to suggest that in
future usage of this platform, the unique needs of each class will need to be considered more
carefully, and debates should be arranged according to the proficiency in English of each class.

CONCLUSION

This study has examined the use of Kialo in a debate class and has considered the possible
permutations for its continued usage. To concur with Matsumoto (2021, p.171) who claims that
“Technologies like smartphones seem to have the potential to expand L2 learners’ choices and
agency for learning,” the implementation of the Kialo platform into the debate course has aided
students in the attainment of these skills. By giving students a week to research about the forthcoming
topic of the speaking debate, students were able to delve deeply into the topics and become more
flexible in their way of thinking. The use of Kialo falls in line with what Guilloteaux and Dornyei
(2008) refer to as “the motivation orientation of language teaching (MOLT).” MOLT identified 25
motivational practices used by teachers in 27 countries (Lightbown & Spada, 2013), which included
primarily (i) teacher discourse to arouse student curiosity, which would involve choosing appropriate
topics and introducing them (ii) participation structure, such as group work or pair work (iii) activity
design, which would refer to team competition, and (iv) encouraging positive retrospective self-
evaluation and activity design, which refers to the positive feedback given to students on Kialo or at
the start of each class. Overall, student participation on Kialo was active, and most students did more
than what was required of them to earn participation points in their score, suggesting that the
platform pushed the students to participate in a variety of ways. Since all the participants owned a
smartphone, they could comfortably access the site.

As argued in this paper, it is important that when using Kialo, the teacher should tailor the usage
of the platform to the needs of each class and, depending on the English competence of each class
should offer students pedagogical guidance. By augmenting Kialo as part of their course, teachers
may be able to a) facilitate students’ critical thinking skills, b) assist students in the planning and
output of their face-to-face debates, and c¢) authorize improvement in students’ motivation. From the
findings of this study, it could be argued that Kialo was a useful tool and is a project that will continue
to grow organically in the age of information. Further research could also be conducted in more
general English classes, and not only in just debate classes, as the platform is malleable and could be
used to boost critical thinking skills in various English classes, such as English presentation,
discussion, or reading and writing classes. It may be potentially used as a reflective tool, as a platform

for students to collectively brainstorm ideas for forthcoming classes, or as a means of providing peer-
feedback.
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Appendix
Student Survey

. Using Kialo helped improve my critical thinking skills

Strongly Agree Agree Neutral Disagree Strongly Disagree

. It was useful to practice my debate arguments on Kialo before the speaking debates

Strongly Agree Agree Neutral Disagree Strongly Disagree

. Seeing people’s ideas on two opposing sides helped deepen my understanding of the debate topics

Strongly Agree Agree Neutral Disagree Strongly Disagree

. Using Kialo motivated me to research deeply for the team debates

Strongly Agree Agree Neutral Disagree Strongly Disagree

. Using Kialo was troublesome and not useful for debates

Strongly Agree Agree Neutral Disagree Strongly Disagree

. It was difficult to begin the Kialo debates

Strongly Agree Agree Neutral Disagree Strongly Disagree

. I felt unhappy if someone disagreed with me on Kialo

Strongly Agree Agree Neutral Disagree Strongly Disagree

. Using Kialo did not help my understanding of debate structures and flow

Strongly Agree Agree Neutral Disagree Strongly Disagree

. Please write any positive or negative comments about using Kialo here
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Translanguaging in Discussion Class:
Investigating the Viability of a Bilingual Pedagogy
in a Japanese University EFL Context

Omar Shelesh

Abstract
This study originated from reflective teaching practices tentatively engaging with the bilingual-focused pedagogy of

translanguaging in a Japanese university setting. While initial findings have been encouraging, there is a clear need
for more empirical research into the viability of translanguaging in this context. Therefore, in light of its initial
research findings, it is the purpose of this study to propose a suitable research setting, appropriate research questions,

and practical suggestions for a research methodology.

Keywords: translanguaging, English discussion, bilingualism, Japanese university

Introduction

The linguistic segregation of learners’ first language (L1) from the second “taught” language
(L2) in educational settings has long been accepted as the norm. In English language teaching (ELT)
contexts, in particular, practitioners have continued to maintain traditional methods and approaches
in ELT, teaching the target language in immersive, English-only environments; any use of the
learners’ L1 is considered to be counterproductive “interference” (Ooi & Abdul Aziz, 2021). However,
interest in the advantages of incorporating learners’ L1 into the L2 teaching and learning process has
generated a great deal of excitement among scholars in recent years (see Cummins, 2007; Lin, 2015),
adding momentum to the progressive notion that considers all second language learners as
“emergent bilinguals” (Garcia, 2009). This ideological movement aims to establish bilingualism as a
key objective of conventional foreign language education, through the normalization of the combined
and deliberate use of multiple languages in the foreign language classroom (Canagarajah, 2013;
Garcia & Wei, 2014). This has consequently raised interest in the development of effective bilingual
teaching and learning pedagogies, with the concept of translanguaging (Cenoz & Gorter, 2017, 2022;
Garcia & Wei, 2014) receiving much attention from educational scholars and practitioners. However,
despite this extensive interest generating a substantial body of research, there is still a lack of
context-specific studies documenting the viability of pedagogical translanguaging in Japanese
tertiary EFL education, and English oral communication contexts, in particular. Therefore, this study
proposes that a further examination of the viability of this emerging bilingual pedagogy be carried
out. This study introduces literature pertaining to the theoretical context of translanguaging,
referencing relevant prior research. This will be followed by an evaluation of the nominated EFL
course as the potential subject of this study, a presentation of some pertinent research questions,
along with practical suggestions for a research methodology. The study concludes with a brief
discussion of the initial findings.
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Background

The term translanguaging is a prefix-extended form of languaging, a concept introduced by
Swain (1985) and later developed by scholars such as Becker (1988) who defines language not only
as a code or system of rules but as a dynamic and potentially limitless process of context-sensitive
communication and interaction. With this concept of languaging in mind, it was Welsh educationalist
Cen Williams who, in the course of conducting research on bilingual secondary education in Wales
in the 1980s, conceived of the Welsh term trawsiethu (Williams, 1994), as an all-encompassing label
for the complex bilingual pedagogical practices that he was studying among Welsh- and English-
speaking learners. Although Williams’ idea at first only appeared in an unpublished doctoral thesis,
the term was subsequently translated into English by scholar Colin Baker, adopting the word
translanguaging (Baker, 2001), after which the concept would receive wide recognition from other
scholars and academics. This initiated a paradigm shift in bi- and multilingual education exploration,
which is still evolving to this day, as evidenced in a significant—and increasingly complex—body of
contributory research from scholars, such as Baker (2001, 2011), Canagarajah (2011, 2013, 2018),
Cenoz and Gorter (2017, 2022), Garcia (2009), to name a few.

In order to gain a more practical and in-depth understanding of what translanguaging means in
its original educational context, we should look to one of Baker’s many contributions to the conceptual
arena. It is here that he describes four important potential benefits of translanguaging, namely, (1)
promoting a more complete understanding of the subject matter; (2) promoting the development of
L2, or the “weaker” language; (3) enhancing links and co-operation between learners’ homes and
institutions; and (4) facilitating the integration of advanced speakers with beginners (Baker, 2001, as
cited in Garcia & Lin, 2017). Therefore, translanguaging can be described from a teaching and
learning perspective (and relating to benefit points [1] and [2] specifically), as an applied process in
which the subject matter or content of a lesson is taught through the use of two languages. More
specifically, the subject matter is presented in one language, after which learners can demonstrate
their understanding by producing it in another (Baker, 2011). As Baker explains in this often-quoted
example, “To read and discuss a topic in one language, and then write about it in another, means that
the subject matter has to be processed and ‘digested” (Baker, 2011, p. 289). This notion of
internalization taking place within bilingual learners as they are translanguaging is a key tenet of the
concept and should not be underestimated. Moreover, as seemingly innocuous and simple as some
of these practices appear to be, translanguaging activities require that learners activate and engage
with highly complex cognitive processes on both a conscious and subconscious level. This suggests
that while translanguaging practices could be relatively simple to implement, they may induce
profound and transformative changes within bilingual learners (Garcia & Wei, 2014).

Extending the concept

While the meaning of the “trans” prefix of translanguaging mostly aligns with the characteristics
and practices described thus far, that is meaning to go “across”, or “between” languages as per
Williams’ (1994) original concept, it was academic Ofelia Garcia, who extended the meaning to
include the notion of “beyond”, by which the concept transcends the classroom and pervades the
wider world (Cenoz & Gorter, 2022). Garcia, a North American-based academic responding to the
complex sociolinguistic realities of bilingualism in the U.S., saw fit to redefine translanguaging as
“multiple discursive practices in which bilinguals engage in order to make sense of their bilingual
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worlds” (Garcia, 2009, p. 45). The context of Garcia’s description is based on the experiential
practices of bilingual English-Spanish speakers, as they navigate and negotiate all aspects of their
lives through the prism of two different languages. Extending the translanguaging concept in this
way would have far-reaching implications for the movement as a whole, promoting further discourse
and delineation of its features and characteristics, giving rise to the notion of weak and strong
translanguaging (Garcia & Lin, 2017). These terms form a key part of the theoretical research for
this brief, and can be defined as follows:

e Weak translanguaging, primarily used in educational contexts, represents Williams’ (1994)
original translanguaging concept that acknowledges that bilingual learners have two official,
“separate” languages. However, figuratively speaking, engaging in translanguaging can cause
the boundary between the two to become “soft” and “permeable”, as observed by Williams
(1994) in his study of the bilingual practices of English- and Welsh-speaking learners.

o Strong translanguaging is based on Garcia’s (2009) extended theory of the concept, which
states that bilingual people do not speak separate languages, but possess a single language
“repertoire”, the features of which they deploy selectively, and at will, in response to the
demands of a specific communicative context (Garcia & Lin, 2017).

The notions of weak and strong translanguaging have subsequently become commonly used
expressions when describing translanguaging practices in education and will be referenced in
subsequent sections of this brief. Furthermore, the application of translanguaging practices in
educational contexts will now be referred to as pedagogical translanguaging, elaborated in the
following section.

Pedagogical translanguaging

Pedagogical translanguaging is a term denoting the specific application of translanguaging
practices in the classroom. In their authoritatively written guide on the subject, Cenoz and Gorter
(2022) reinforce the definition of pedagogical translanguaging as, “a theoretical and instructional
approach that aims at improving language and content competences in school contexts by using
resources from the learner’s whole linguistic repertoire” (Cenoz & Gorter, 2022, p. 1). They also
posit that “[t]ranslanguaging is learner-centered and endorses the support and development of all the
languages used by learners. It fosters the development of metalinguistic awareness by softening
boundaries between languages when learning languages and content” (Cenoz & Gorter, 2022, p. 1).
It is clear from this description, which includes phrases such as “whole linguistic repertoire” and
“softening boundaries”, that Cenoz and Gorter readily accept both the strong and weak notions as a
framework through which pedagogical translanguaging practices can be described. Going further,
they explain that pedagogical translanguaging practices are designated as strong or weak, “...
depending on the degree of pedagogical intervention that takes place in the process of learning...”
(Cenoz & Gorter, 2022, p. 30). This definition is particularly useful, as the practical research proposed
for this brief aims to utilize certain strong interventional practices which can raise learners’
“metalinguistic awareness”, that is using more than one language in a class to teach specific subject
matter (Cenoz & Gorter, 2022, p. 31). Overall, what is understood from Cenoz and Gorter’s
contribution, is that pedagogical translanguaging, particularly in the context of EFL, can be a flexible
pedagogical process, over which the teacher has a considerable degree of governance. Therefore,
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through deliberate planning and activity design, the teacher can leverage learners’ metalinguistic
awareness to simultaneously achieve goals in both language acquisition and subject knowledge, aims
that would be otherwise difficult to reach in a purely monolinguistic setting.

Translanguaging in a Japanese educational context

While this study provides an introduction and theoretical context to the concept of
translanguaging, it still only represents a small fraction of the academic discourse available on the
subject. However, as the author has discovered, there is still an apparent scarcity of concrete, context-
specific studies of the practical application of pedagogical translanguaging in tertiary foreign
language education, particularly in settings such as English education in Japanese university. There
is one important exception to this, however. It is a case study conducted by Blake Turnbull (2019)
who investigated the effects of weak and strong translanguaging practices in the planning of English
academic and creative writing within a Japanese university’s EFL program. Turnbull’s study
demonstrates the effective operationalization of pedagogical translanguaging in an as yet comparatively
untested academic context and presents new insights and avenues of potential inquiry into its
strategic application.

The methodology of Turnbull’s study was to use a relatively small sample of two English writing
classes consisting of first-year Japanese EFL students. The classes were sub-divided into three
groups, each group being tasked with a discussion activity within which students were to plan for
writing an essay on a given topic. Importantly, the first group was limited to preparatory discussions
using monolingual English only (no translanguaging); the second group could use a weak form of
translanguaging, and the third group could engage in strong translanguaging (Turnbull, 2019, p.
237). For empirical data collection, a mixed-methods approach was used involving qualitative audio
conversation analysis of student discussions, as well as quantitative analysis of students’ composition
assessment scores (Turnbull, 2019, p. 242).

In addition to providing a strong basis upon which further studies could be modeled, Turnbull’s
research methodology yielded important findings consistent with notions advocated by the
conceptual literature on multi-competence, as espoused by Cook (1991) and Garcia and Wei’s (2014)
theories on translanguaging. For example, Turnbull was able to observe significant differences in
writing scores between students using monolingual English (L2) only and those engaging in strong
translanguaging practices (Turnbull, 2019, p. 245). He concludes that “The freedom and confidence
that allowing [foreign language] learners to engage in translanguaging practices as the emergent
bilinguals they are not only raises their ability to produce the [target language] in desired settings
but also affords them the ability to express themselves, to make meaning, and to learn as whole
individuals acting in their bi- or multilingual worlds” (Turnbull, 2019, p. 248).

Building upon the encouraging conclusions drawn in Turnbull’s study, it is the intention of this
brief to propose an expansion of research in translanguaging pedagogies to encompass practical
English oral communication programs within a similar Japanese university’s EFL setting. For the
purposes of this research brief, a specific English discussion course at a Japanese university was
proposed as the teaching context and subject of investigation.

Context: The Discussion class

The Discussion class (DC) at Rikkyo University is a compulsory course for all first-year
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undergraduate students, consisting of practical, discussion-based English language classes delivered
weekly, over a 14-week semester. The program’s original concept and curriculum documents,
authored by Hurling (2012), stipulate that a near-identical procedural and methodological
communicative language teaching approach is followed by instructors, whatever the topical or
language learning objectives may be. Teaching groups are divided up according to their faculty of
major study, and designated one of four ability levels, based on the student’s TOEIC test performance:
Level I (TOEIC score band 680 or above) to Level IV (TOEIC score band below 280). A level-specific
textbook is also issued to all students, chronologically covering all target language and discussion
topics for the semester. All scheduled classes last for 100 minutes and are typically made up of
between 9 and 10 students, which is intended to facilitate greater student-centered learning and
student-to-student interaction time. The intimate group learning environment is an essential element
of the course, as one of its primary aims is to develop fluency through maximizing opportunities for
student interaction and enable students to better participate in the exchange of views by performing
various oral functions commonly utilized in discussions (Hurling, 2012). These functions are
introduced in the DC curriculum as Discussion Skills (e.g., giving and asking for opinions, reasons,
and examples) and Communication Skills (e.g., appropriately reacting to others’ ideas and checking
understanding). In a typical lesson, students are presented with new Discussion Skills phrases (e.g.,
“In my opinion, ...”) alongside a predefined topic on a contemporary issue, through which they
practice and apply the new language. This is enacted through the DC lesson plan, which follows a set
menu of practical and interactive stages, that is the Fluency stage; the Function Presentation stage;
the Practice stage; and two main production stages, Discussion 1 and Discussion 2 (Hurling, 2012).
In addition, students are more formally assessed on their ability to apply the discussion skills at
regular intervals throughout the semester, by way of a summative discussion test.

In order to ascertain the suitability of the DC as a candidate for conducting pedagogical
translanguaging research studies, the course was evaluated against three qualifying criteria:

(1) The course’s inherent compatibility in the form of evidence of pre-existing bilingual or
translingual concepts available in the theoretical framework of the course.

(2) Potential for the course to accommodate pedagogical translanguaging strategies on a
practical level, without unduly disrupting standard lesson procedures and/or timing.

(3) Potential for the course to accommodate pedagogical translanguaging strategies without
disrupting or undermining the functional, linguistic objectives of the course.

As for criterion point (1), Hurling’s (2012) founding documentation on the course’s curriculum
design was examined for references to bilingualism or translanguaging that could be exploited,
however, no evidence of this was found. The apparent absence of any bilingual considerations at the
course’s conception could be viewed as a disadvantage; however, it also indicates potential
opportunities for the introduction of fresh teaching practices onto fertile new ground. Criterion (2)
was evaluated positively, as DC lessons are principally based on uniformly consistent and repeatable
teaching methods that would allow for strategic and systematic implementation of supplementary
pedagogical translanguaging activities. Moreover, the course’s well-resourced institutional context
makes it possible to conduct research over multiple lessons and across multiple teaching groups.
Criterion (3) was also given a positive assessment, as the linguistic scaffolding provided by certain
functional Discussion Skills, that is organizational phrases, such as “Who would like to start?” and
“What shall we discuss first?” could facilitate a bilingual framework within which English and the
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learners’ L1 (in this case Japanese) could be used interchangeably in any given translanguaging task,
and without interfering with the target language and/or aims of the lesson.

It should also be mentioned that a research study conducted in this teaching context may benefit
wider, institutional-level objectives, as the course is administered by the Center for Foreign Language
Education and Research (FLER), which alludes to translanguaging in its core statement of philosophy,
citing the concept as part of efforts to promote intercultural understanding through multilingual
interaction and “translanguaging dialogues” (The philosophy of the FLER establishment, 2022).

Therefore, taking the above criteria into consideration, the Discussion course was determined to
be a suitable testbed for conducting a pedagogical translanguaging research study.

Methodology

Based on the aforementioned previous research studies and proposed research context, the
following research questions were formulated in order to provide focus for subsequent research
activities. It should be acknowledged that this is not an exhaustive list and that these questions may
require adaptation in response to variations in teaching context, and/or in order to optimize research
outcomes. However, for the purposes of this brief, the following questions were adopted as a
representative sample in this particular discussion class context, which informed suggestions for the
research methodology. The research questions are as follows:

(1) What are the effects on students’ English (target language) output in terms of fluency and
accuracy when implementing translanguaging pedagogies in an English discussion course?

(2) To what extent does the intervention of translingual pedagogies influence students’ attitudes
toward using L1 in the English discussion classroom?

(3) To what extent does the intervention of translingual pedagogies affect students’ self-identity as
“bilingual” speakers?

(4) What are the practical planning considerations when implementing translanguaging pedagogies
on an English discussion course?

(5) To what extent do teachers’ attitudes toward bilingualism and the use of L1 in English classes
affect the implementation of translanguaging pedagogies?

From a methodological perspective, these research questions encompass a wide range of
potential data sources, variables, and other influential factors related to the use of translanguaging;
therefore, research carried out for this study was assessed to be best conducted under the umbrella
of action research, combined with a mixed-methods approach. Action research is known as “[a]
powerful tool for change and improvement” (Cohen, et al., 2007, p. 297) as it encourages a more
disciplined investigative approach from researchers, requiring that they “plan, act, observe and
reflect more carefully, more systematically, and more rigorously than one usually does in everyday
life” (Kemmis & McTaggart, 1992, p. 10, as cited in Cohen, et al., 2007, p. 297-8). Moreover,
incorporating a mixed-methods approach into action research enhances the ability of practitioners to
triangulate multiple sources by “making use of all available data (both qualitative and quantitative) in
order to build a rigorous, cohesive set of conclusions” (James, et al., 2008, p. 81). Therefore, in the
course of implementing both strong and weak pedagogical translanguaging strategies, the principles
of action research dictate that researchers/practitioners record and respond effectively to what they
are observing while students are translanguaging. It is therefore recommended that researchers
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maintain documentation in the form of retrospective field notes (Murphy, 2014) written shortly after
the lesson has finished, also documenting reflections on and for action (Murphy, 2014). Journaling is
a form of qualitative, longitudinal data collection that could also be adapted to involve student
participants. For example, students could be asked to make brief weekly journal entries regarding
their experiences of how translanguaging is affecting them, answering questions to help researchers
gain insights into changing attitudes toward L1 use in the EFL classroom (based on research
question 2), as well as expose issues pertaining to bilingualism and identity (research question 3).

Other mixed qualitative and quantitative methods, such as pre- and post-discussion course
surveys could be deployed for student participants to complete in order to assess the comparative
impact of translanguaging on changing attitudes. Surveys could be extended to teaching staff to
obtain further background data concerning attitudes and beliefs toward bilingualism and L1 use in
the EFL classroom (research question 5), which could be cross-examined for correlations with
corresponding student attitudes toward converging issues.

Preliminary Results and Discussion

As stated previously, this brief is based on preliminary research consisting of exploratory
reflective teaching practices tentatively engaging with the bilingual-focused pedagogy of
translanguaging. The author initially set out to gauge the practical effectiveness of the pedagogy, as
per research question (1) What are the effects on students’ English (target language) output in terms of
fluency and accuracy when implementing translanguaging pedagogies in an English discussion course?
To this end, casual experimentation was conducted by devising and implementing certain weak and
strong translanguaging practices (Garcia & Wei, 2014) at strategic stages of a discussion lesson,
while observing the reactions of students as they were exposed to new bilingual activities, along with
any changes in their fluency or accuracy when producing the target language. This yielded noticeable
results, as witnessed when conducting preparatory hybrid L1 L2 (Japanese-English) translanguaging
discussions prior to the main Discussion stages, in an average ability class. This consisted of
deploying the functional target language, that is organizational English Discussion Skills as an 12
framework of phrases, around which students could conduct their discussions and add the L1 content
of their ideas. Looking back reflectively at this intervention, students were afforded an opportunity
to experience a strong form of deliberate, teacher-directed translanguaging (Jones, 2017). This
particular hybrid discussion task demanded that students should not shift between English and
Japanese arbitrarily, but do so in a controlled and intentional manner. Students clearly demonstrated
the ability to cognitively engage with the task on multiple linguistic levels, that is simultaneously
synthesizing their knowledge of the interactional Discussion Skills patterns in English (Hurling,
2012), while effectively rehearsing ideas in their L1, in interactions that resembled strategic planning
and rehearsal (Ellis, 2005, 2009). As a consequence of this intervention, the monolingual English
discussions started off with students visibly more confident and enthusiastic about the task they
were to undertake. Furthermore, they were able to interact fluidly, with little or no hesitation when
recalling and applying the target language phrases mid-discussion.

This limited intervention demonstrates that the effective implementation of pedagogical
translanguaging practices is possible with relatively minor adjustments in the planning of regular
classroom activities, while also producing tangible, practical outcomes in terms of target language
output and fluency. At the time of writing, the author continues the reflective journaling process of
documenting experiences of experimenting with pedagogical translanguaging practices in the
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discussion class context, the findings of which will guide the development of a future research study.

Conclusion

This research brief set out to draw attention to the possibilities and advantages of conducting
research into the application of pedagogical translanguaging in an English discussion course in a
Japanese university setting. As the existing literature and preliminary research presented in this brief
have demonstrated, there is both a clear need and opportunity for further empirical research in this
area. There are still many questions to be resolved; therefore, the framing of relevant research
questions may need further consideration. The design of surveys and other research instruments
will also require careful attention in order to harvest the most relevant data. Most importantly, the
development of effective pedagogical translanguaging activities to implement during this study will
be paramount.

Finally, it is expected that this study will provide the best opportunity for both learners and
teachers alike to have a collective translanguaging experience, while exploring the many tangible
potential benefits that can be had from engaging in pedagogical translanguaging practices, not only
in terms of increasing attainment levels in L2 acquisition but also on a sociolinguistic level, through
reinforcing the identities of learners as frue bilingual speakers.
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Abstract

The particle “7” (le), which expresses the completion of an action in the Chinese language, is frequently
translated as “ ~7z 7 ( — ta) in Japanese, which serves a similar purpose. For that reason, many learners of
Chinese interpret “ 7 ” as indicating the past tense. However, the concept of “tense,” and by extension “past
tense,” does not exist in the Chinese language to begin with. With that in mind, when translating past
expressions in Japanese into Chinese, when should the particle “T” be used and when should that use be
avoided ? In this paper, using “ #lE 5k #k ”(Nuowei de Senlin), the Chinese language translation of Haruki
Murakami’s novel “/ /L7 =4 OF” (Noruuei no Mori/Norwegian Wood) by Lin Shaohua, I verified
situations in which past expressions in the Japanese language are translated into Chinese with use of the

particle “71.”
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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
To submit a manuscript, fill in the necessary details in the designated Google form, upload the
electronic file containing the article content, and submit.

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
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.
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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

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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