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Forward

Yuka Yamamoto
(Deputy Dean of the Center for Foreign Language Education and Research)

In April 2020, the Center for Foreign Language Education and Research (FLER) was established
as a leading institution to integrate foreign language teaching practices and research activities at
Rikkyo University. The creation of the Journal of Multilingual Pedagogy and Practice symbolizes the
integration.

To bring together “practice” and “research,” it is essential to set clear goals for each class based
on the underlying philosophy of foreign language learning. With that aim in mind, we should also
examine in detail the teaching approaches, methods, and ways we evaluate successes and failures.
Accordingly, every article in this journal presents a case of language teaching practice within the
framework of a unified curriculum while showcasing how each teacher designed, implemented, and
evaluated each class to achieve shared goals and objectives. The unique contributions made to the
journal help us understand how to connect theory and practice from a new perspective and to learn
about thought-provoking and original teaching approaches, which extend to not only English but
other foreign languages. The journal’s inclusiveness is undoubtedly the hallmark of multilingualism
upheld in our institution.

I hope the journal will serve as a bridge between theory and practice. I also hope it will contribute
to foreign language education activities at Rikkyo University and beyond.

In closing, I would like to thank all the writers, editors, and contributors who have made this
publication possible.
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[Teaching Practice Report]

Identifying the CEFR-J Levels of the Reading Texts Introduced
in a Course for Current English 1 (Reading)

Aika Miura

Abstract

The study investigates the difficulties of the reading materials covered in an optional course for reading current news
articles, and examines the validity of introducing authentic materials without making pedagogical amendments.
The Common European Framework of Reference for Languages (CEFR)-based Vocabulary Level Analyzer (CVLA),
which analyses the text level according to the four indexes based on the CEFR-] Wordlist, was used to assign the
CEFR-J levels to the texts from the two types of course materials: (i) news articles in the assigned textbook and (ii)
current online articles regarding the Sustainable Developmental Goals and the COVID-19 pandemic selected by the
enrolled students. While the length of the articles was controlled in the edited textbook accompanied by various
scaffolding activities to ensure a deep understanding of the materials, no pedagogical adjustments were made to the
authentic articles. The quantitative analyses indicated that there were no major differences in the difficulties between
these two text groups; most of the texts were assigned as C1 and C2, the most advanced levels in the CEFR-].

Keywords: Common European Framework of Reference for Languages (CEFR), CEFR-J, CEFR-based
Vocabulary Level Analyzer (CVLA), text level

Introduction

This paper investigates the difficulties of the reading texts introduced in a course entitled
Current English 1 (Reading) in the spring semester of the 2020 academic year. The course targeted 24
sophomore, junior, and senior students at Rikkyo University, and was conducted completely online via
Zoom. In this course, along with nine units from the assigned textbook titled, Meet the World: English
Through Newspapers 2020 published by Seibido (Wakaari, 2020), each student was asked to choose a
current newspaper article on the Internet, present an oral summary of the article using PowerPoint
slides, and submit a written summary at the end of the course. Although the reading materials from
the assigned textbook were edited to control the number of words of the text in each unit, and various
scaffolds (e.g., Japanese translations for some vocabulary, a short summary with listening activities,
and true-or-false quizzes) were provided to help students understand the content, the texts derived
from the online news articles selected by the students were authentic and not pedagogically controlled
by the teacher. To assess the validity of introducing authentic materials to the course, this study
identifies the difficulty level of every text the students encountered in this course using a web-based
tool called the Common European Framework of Reference for Languages (CEFR)-based Vocabulary
Level Analyzer (ver. 1.1) (CVLA) (Uchida, n.d.; Uchida & Negishi, 2018), and examines the differences
between the controlled texts in the published textbook and authentic texts from online news sites.

Course Description

The target course is Current English (1) Reading, which was taught by the author in the spring
semester of the 2020 academic year. In 2020, Rikkyo University took the special measure to conduct
all English courses online due to the COVID-19 pandemic. As such, this course was taught remotely,
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using the online video communication tool Zoom. This course was one of the minor (i.e., optional)

subjects for sophomore, junior, and senior students, and 24 students were enrolled. Table 1 describes

the course objective and contents, which follow the unified syllabus of this course provided by Rikkyo

University.

Table 1

Objective and Contents of the Course

Objective Contents

The aims of this course are for students to
read, understand, and then discuss both
domestic and international English-language
news articles while learning about a variety
of topical issues.

This is a low-intermediate English reading course. Students will
learn to read and understand English-language news articles, either
online or via print media, building on the reading strategies learned
in R&W1'. Students will also build their vocabulary and further
enhance the discussion skills learned in their first year while learning
about a variety of topical issues, both domestic and global.

Following the standard course objective and contents provided by the unified syllabus described

above, two types of reading materials were given, as follows.

1.

The textbook titled, Meet the World: English Through Newspapers (Wakaari, 2020) was
assigned, as it was a suggested coursebook in the unified syllabus provided by Rikkyo
University. Nine out of 20 units were covered. Each unit contains an article published by Jiji
Press, and so on, in January 2019. As written in Table Al in the Appendix, the token, which
is the total number of words contained in each text, ranges from 239 to 355.

Twenty-four news articles selected from the Internet by the students were shared in class.
Each student was asked to select a news article on current issues, especially regarding
the Sustainable Developmental Goals (SDGs) and/or COVID-19 pandemic. Twenty-three
articles were published between March and July 2020, except for the one released in
January 2018, as shown in Table A2 in the Appendix. The main sources of the articles
include The Japan Times, BBC, CNN, National Geographic, and NHK. The token of each
article differs greatly, ranging from 421 words to more than 2,000 words. The author made
a corpus containing these texts (i.e., the focus corpus explained below) in the Sketch Engine
(Lexical Computing CZ s.r.0., 2020), which is an online text analysis tool. Using this tool,
keyword analyses (i.e., identifying individual words appearing more frequently in the
focus corpus than in the reference corpus) were conducted. The English Web Corpus 2015
(enTenTen15), which is a web text corpus containing 13 billion words created in 2015,
was used as a reference corpus. The top four single keywords in the focus corpus were
coronavirus (appearing in 17 texts), lockdown (in nine texts), pandemic (in 15 texts), and
preprint (in one text), and the top four multi-word keywords were social distancing (in 10
texts), labor shortage (in two texts), coronavirus pandemic (in three texts), and coronavirus
crisis (in three texts).

The articles from the first group were given for the detailed reading activity with various activities

accompanied as mentioned in the Introduction section, while those from the second group were used

to let the students have opportunities to read for gist (i.e., skimming). The Results and Discussion

1 “R&W1” is an abbreviation of the course titled “Reading & Writing 1,” which was one of the compulsory courses for first
year students at Rikkyo University.
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section describes detailed textual features of both groups. Tables Al and A2 in the Appendix provide
the source, headline, token, and date of publication of the articles.

Tables 2 and 3 describe how each unit or authentic article was taught and covered.

Table 2

Standard Lesson Plan Using the Assigned Textbook

Activity

Details

Pre-study at home

The sections from “Before reading 1” (i.e., introduction to the target topic in Japanese)
and “Before reading 2” (i.e., keywords introduction in Japanese and English)

Reading a given article

The sections” from “While reading 1 (i.e., taking notes instructed in Japanese), “While
reading 2” (i.e., matching the topic of each paragraph with phrases in Japanese), “While
reading 3” (i.e., gap filling exercise of the summary of the article), and “While reading
5” (i.e., true-or-false quiz to check the understanding of the content)

Class

The teacher gives feedback on the pre-study at home.

Post-study at home

Online quiz via Blackboard (i.e., the university’s Learning Management System): The
sections from “After reading 1” (i.e., completing sentences by changing the orders of
words with Japanese translations) and “After reading 2” (i.e., matching given words
and the definitions)

Note. Wakaari (2020)

Table 3
Standard Lesson Plan Using the Students’ Selected Articles on Current Issues
Participant Activities
1. Find an online news article on current issues regarding the SDGs and/or
COVID-19, and post the URL on the forum (keijiban in Japanese, or discussion
Presenter board) on Blackboard, where everyone can share comments with other classmates.
(once per student) 2. Present an oral summary of the article using PowerPoint slides.
3. Submit a written summary (plus their own opinions, if necessary) of the article in
more than 450 words by the end of the course.
Audience 1. Scan/browse the selected articles before class.

(every class except for when
they are the presenters)

2. After class, post comments/thoughts/opinions about the presentation on the forum
on Blackboard in more than 50 words of English.

Presenter & Audience
(every class)

The teacher gives a supplementary explanation on the content and vocabulary after
the presenter has completed their presentation.

2 The “While reading 4” section contains a listening activity to check the answers for “While reading 5,” which was covered

in class.
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Preceding the lessons described above, the teacher provided the following lessons as a series of

introductory lectures:

1.  Lesson 1: Introduce various websites of the world news (e.g., BBC and CNN), news in
Japan (e.g., The Japan Times and The Japan News by The Yomiuri Shimbun), and world
science news (e.g., National Geographic and Science News for Students), totaling 17 sites,
and explain the key concepts and vocabulary of the SDGs, such as 17 goals, five Ps (people,
prosperity, planet, peace, and partnership), and keywords (e.g., sustainable, inclusive, and
resilient) (United Nations, n.d.).

2. Lesson 2: Review the various reading skills learned in R&W courses (e.g., previewing,
scanning, skimming, and annotating) and introduce a sample article regarding the SDGs
and COVID-19 (Solberg & Akufo-Addo, 2020).

3.  Lesson 3: Instruct how to give a presentation online using Zoom and review various reading
skills (e.g., identifying the main ideas, summarizing, etc.)

4.  Lesson 4: Instruct how to write a summary based on the presentation (e.g., writing an essay
and formatting)

Background to the Study

The CEFR describes what language learners can do at different stages of their learning, and
essentially divides language proficiency into six levels, Al and A2 (i.e., Basic User), B1 and B2 (i.e.,
Independent User), and C1 and C2 (i.e., Proficient User), and has been widely used worldwide as a
framework for language learning, teaching, and assessment (English Profile, n.d.; Council of Europe,
2020). For anyone involved in English language education, such as material writers, test developers,
teachers, and teacher trainers, the English Profile (n.d.) offers online tools, such as the English
Vocabulary Profile (EVP) and the English Grammar Profile (EGP), providing information about the
CEFR level of words, phrases, idioms, collocations, and grammatical forms. In Japan, the CEFR-J was
developed by adapting the CEFR for English language teaching in Japan (Tono, 2013; Tono, 2020;
Tono & Negishi, 2020). The A and B levels were subdivided, and the Pre-Al level was added to the
original CEFR as follows: Pre-Al, Al (Al.1, Al.2, and Al1.3), A2 (A2.1 and A2.2), B1 (B1.1 and B1.2),
B2 (B2.1 and B2.2), C1, and C2 (Tono, 2013; Tono, 2020). Several resources based on the CEFR-J are
available on the website, including the whole CEFR-] package, the CEFR-] Wordlist, and the CEFR-J
Grammar Profile. In the present study, the CEFR-] Text Profile, which is an online application tool
called CVLA (Uchida, n.d.; Uchida & Negishi, 2018), was used to assign the CEFR-] levels to the
reading texts introduced in the course.

Method and Procedure

First, the articles of the assigned textbooks and the ones selected by the students from online
news sites were all transformed into TXT files. The pages of the target units from the textbook were
scanned using Optical Character Recognition, and only the main articles were manually extracted.
Regarding the online articles, the headline, date of publication, name of the author, captions of photos
and pictures, and links and headlines of related articles were deliberately excluded by the author, but
the subtitles and words inserted in tables and figures were included in the TXT files.

According to Uchida and Negishi (2018), CVLA assigns one of the 12 CEFR-J levels (Pre-Al to
C2) based on four textual indexes calculated from the input text using regression models, concerning
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the characteristics of the sentence structure and vocabulary. This system is based on the Corpusbook
Corpus compiled by the CEFR-J project, which is composed of data from EFL/ESL textbooks created
under the CEFR framework (Uchida & Negishi, 2018; Tono, 2013; Tono, 2020; Tono & Negishi, 2020).
While the aforementioned EVP devised by the English Profile only allows the user to identify the
CEFR level of the vocabulary, CVLA provides the estimated difficulty of English passages of listening
and reading materials.

Figure 1 shows the interface of CVLA. The user simply pastes a text in a space, entering the
specified password. Note that the text should not exceed 2,000 words for analysis.

Figure 1
The Interface of CVLA

CVLA: CEFR-based Vocabulary Level Analyzer (ver. 1.1)

CWLA assigns CEFR levels to the words based on CCFR-J Wordlist (Created by Y. Tonch An estimated level of the input text is displayed based on
4 textual features. See the "Fxplanation” tah for details which appears after submission, This website is created by Satoru UCHIDA, Special thanks
go to Tetsuya NAKATOH, who takes care of the server for this program.

The password for conducting an analysis is "CVLA" (case-sensitive), Please enter this into the box at the bottom,

You can download our paper on CVYLA presented at APCLC2018@Takamatsu. The following is the bibliographic information:

Uchida, 5. and M. Negishi {2018) Assigning CEFR- levels to English texts based on textual features, In Y. Tono and H. sahara (2ds.) Proceedings of
the 4th Asia Pacific Corpus Linguistics Canference (APCLC 2018), pp. 463-467.

[History)
May 1st, 2078: Parameters for Reading were updated,

Input text

O Reading  ® Listaning

Please enter the password here.

The CVLA outputs the result in four types of information: (i) text with the colored CEFR-J level
assigned to each word® (see Figure 2); (i) a table with the result of the estimated text level and
scores of the four indexes (see Figure 3); (iii) a bar chart showing the proportion of CEFR-] levels
of the content words, such as nouns, verbs, adjectives, and adverbs (see Figure 4); and (iv) a table
showing the distribution of the raw frequencies of the content words according to the CEFR-J levels
(see Figure 5).

3 EVPis used for Clevel words (Uchida & Negishi, 2018) as the CEFR-] Wordlist does not contain any C1 or C2 words (Tono,
2020).
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Figure 2
A Sample Result of Article No. 4: A Text With the CEFR-] Level Assigned to Each Word

CVLA: CEFR-based Vocabulary Level Analyzer (ver. 1.1)

[Legend]
Aliexample, A2:example, Bliexample, B2:example, Cl:example, C2Ziexample,
NA& content words: . NA others:example

#Small numbers indicate the ranking in COCA (added only to nouns, verbs, adjectives, and adverhs).

[Input]
Every day ¢ We learn s5; something ssaos new o about Covid-19 -- like how the virus ;. can damage ssq; 0rgans sqs; outside the lungs sz, , or how
some kids ;g can become y; severely oo ill 5544 . One day o, there s excitement 7, over a drug g like hydroxychloroquine . Seemingly sz the

next , several studies ,, find q; it has no benefit 55 . Adding 3, to the i7a10 0f information 353 are numerous 534, studies 5, , many of
which have not ... gone s through the standard .45, scientific .., 13a77 PrOCESS 55 from experts 4,4 in the same ficld 4 who
evaluate .., the quality ;s of a study .., before it can publish 1545 . This process 5,5 , called 154 peer ssq review s, helps 17, weed 45 out
results 545 that are misleading ggs -- 0r wrong 77 . * | have colleagues .5 that have patients 55, come 5 into their office 55; waving 5y articles 747
that they printed 553, from a preprint server ¢4 promising s7sg ... miracle 345 cures 4557 for Covid , which have never 44 been studied g5, could be
dangerous 4.4, and that 's a big e problem .., " said »; Dr. Rita Redberg , a professor g of medicine 143, at the University ,;; of California , San
Francisco and the szz0 OF the journal yas5 JAMA Internal Medicine 1555 . " You have preprints suggesting ;s that things o; worked 445

Figure 3
A Sample Result of Article No. 4: The Estimated Text Level and Measure of the Four Indexes

Mode: R
CEFR ARI VperSent AvrDiff BperA
Al 5.73 1.49 1.31 0.08
A2 7.03 1.82 1.41 0.12
B1 10.00 2.37 1.57 0.18
B2 12.33 2.88 1.71 0.26
Input 10.68 3.59 1.90 0.43
Estimated level B1.2 Cc2 C1 Cc2

Estimated Text Level:C1

Figure 4
A Sample Result of Article No. 4 Selected by Student D: A Bar Chart Showing the Proportion of CEFR-] Levels of the
Content Words

CEFR levels
Al A2 B1 B2 c1 Ic2 NA
\ \ \
ALL

Noun .|
Verb I|
Adjective l I|
Adverb I |‘

0 100 200 300 400 500 600 700
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Figure 5
A Sample Result of Article No. 4: The Distribution of Raw Frequencies of Content Words According to the CEFR-] Levels
POS/CEFR A1 A2 B1 B2 c (] NA
Noun 99 43 65 29 1 0 60
Verb 89 25 22 15 1 1 13
Adjective 39 24 12 7 2 2 14
Adverb 42 17 8 3 1 0 3

The estimated text level, shown below the table in Figure 3 (i.e., C1), was determined according
to the four indexes of textual features: Automated Readability Index (ARI), VperSent (i.e., verbs per
sentence), AvrDiff (i.e., the average of word difficulties), and BperA (i.e., the ratio of B-level content
words to A-level content words). The scores of the four indexes are further described in the Results
and Discussion section.

The ARI produces an appropriate representation of the US Grade Level (from scores 1 to 14)
(Wikipedia, 2018). For example, Article No. 4 selected by Student D in Figure 3 indicates a score of
10.68, which corresponds to a US Grade Level of between the 10th (aged 15 to 16) and 11th (aged 16
to 17) grade. CVLA output the estimated level as B1.2 based on the ARI measure.

The score of VperSent is the average rate of verbs contained in each sentence. A high score for
this index means that the target sentences are composed of complex constructions, such as the use
of passive tense, gerund, and past particle, and that the level of the text can be lowered using simple
constructions (Uchida & Negishi, 2018). For example, Article No. 4 shows a score of 3.59, which was
assigned as C2 level.

The AvrDiff index shows the average word difficulties when content words assigned as Al level
are given a score of 1, A2 words are given a score of 2, B1 words score 3 points, and B2 words score 4,
based on the CEFR-J] Wordlist, which was created in the CEFR-] project and contains 7,815 words in
total (Uchida & Negishi, 2018)." The score of Article No. 4 was 1.9, and the estimated level was C1.

The BperA indicates the ratio of B-level content words to A-level content words, and the text level
can be lowered using fewer B level words (Uchida & Negishi, 2018). In Figure 3, the score of Article
No. 4 was 0.43, which was assigned as C2 level.

Results and Discussion

Overall Results of the Estimated CEFR-J Levels

Of the articles in the assigned textbook, five were identified as C1 level, and four articles as
C2 level. Among the collection of online articles selected by the students, one article was assigned
as B2.2, nine as C1, and 12 as C2. Since CVLA does not accept texts exceeding 2,000 words, the
articles chosen by Students I and L in Table A2 were excluded from the analyses. Figures 6 and 7
show the indexes of ARI, VperSent, AvrDiff, and BperA, as well as the estimated CEFR-] level of the

4 Words assigned as C1 or C2 level are regressively estimated.
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textbook and online articles. The number of the x-axis indicates the serial number of each article.
The scores of the CEFR-] levels were determined according to the calculations where B2.2 received
a score of 4.5, C1 scored 5, and C2 scored 6. The ARI scores in both plots fluctuate compared to the
other indexes, which is likely because the index is sensitive to sentence and word lengths (Uchida
and Negishi, 2018). The ARI measures tend to correspond with the VperSent scores, especially in
Figure 6, indicating that readability could be influenced by the structures of sentences. Regarding the
AvrDiff and BperA indexes, there were no big differences among all the texts in either group.

Figure 6
Four Indexes and CEFR-] Level of the Articles in the Assigned Textbook
25
20
o 15 \/\./v—\\
IS}
(&)
n
10
B S S B g R S e
| | ! | | | ! : |
0 : Y Y
1 2 3 4 5 6 7 8 9
Serial Number of Text
—e— ARl —e— VperSent AvrDiff BperA CEFR
Figure 7
Four Indexes and CEFR-] Level of the Articles Selected by the Students
25
20
o 15
(o] /\/\‘
(&
)
10
ISR A N e
|
[ | [ [ ! [ ! ! | ! ! I ! ! [ | | [ [ I ! |

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22

Serial Number of Text

—e— ARl —e— VperSent AvrDiff BperA CEFR

Comparing Articles No. 3 (with the headline “Virus Forcing Rethink of Japanese Way of Business
at Toyota, CEO Says” from The Japan Times, totaling 469 words) and No. 4 (with the headline “Science
Speeds Up During Coronavirus Pandemic—But at What Cost?” from CNN, totaling 1,236 words), the
estimated CEFR-J levels were B2.2 for No. 3 and C1 for No. 4. The length of No. 3 was approximately
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2.6 times shorter than that of No. 4. However, according to the scores of VperSent and ARI, Article
No. 3 is likely to be more difficult than Article No. 4; the scores of VperSent and ARI for Article No. 3
were 4.75 and 13.4, respectively, while those of Article No. 4 were 3.59 and 10.68, respectively. In fact,
the No. 4 text was written with simpler structures than No. 3, but the content intuitively seemed much
more challenging and unfamiliar to the students than that of No. 3. The topic of No. 4 was preprint
servers, such as bioRxiv and medRxiv, which was a hot topic in the news of COVID-19, while that of No.
3 was the Japanese corporate culture (e.g., genchi genbutsu, or go and see for yourself) influenced by
COVID-19.

Distribution of Vocabulary According to the CEFR-J Levels

Figures 8 and 9 show the distribution of vocabulary (i.e., content words, such as nouns, verbs,
adjectives, and adverbs) according to the CEFR-] levels of the articles in the assigned textbook and
the ones selected by the students. The ratio of Al vocabulary was the highest, followed by A2, B1, NA
(not applicable), B2, C1, and C2 in the texts in both groups. This tendency is evident in the distribution
of content words in each part-of-speech category in Figures 10 and 11. Therefore, it can be assumed
that the vocabulary assigned as Al, A2, and B1 levels accounted for a major portion of the newspaper
articles in general, regardless of the length of texts.

Figure 8
Distribution of Vocabulary According to the CEFR-] Levels of the Articles in the Assigned Textbook

40%

35%
29.78%

30%
24.711%

25% ———
20.07%

20% ———

Ratio

14.93%

15% ———
9.78%

10%

5% .
1.45% 0.29%

0%
CEFR-J levels

A1 A2 B1 B2 c1 HMc2 NA
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Figure 9
Distribution of Vocabulary According to the CEFR-] Levels of the Articles Selected by the Students

40%
37.00%

35%

30%

25%
21.40%

20% ——— 18:30%

Ratio

15% ——— 13.19%

10% 8.34%

5%
1.11%  0.67%

0%
CEFR-J levels

A1 A2 B1 B2 c1 HMc2 NA

Figure 10
Distribution of Content Words (Nouns, Verbs, Adjectives, and Adverbs) According to the CEFR-] Levels of the Articles in

the Assigned Textbook

\ \ \ \ \
Noun 206 154 17| 108
! !
~ vew IS o o[
o) |
o
& Adjective| 59 40 | 69
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IN A COURSE FOR CURRENT ENGLISH 1 (READING)

To examine whether statistically significant differences existed between the articles in the
assigned textbook and the ones selected by the students from the Internet in terms of the distribution
of the CEFR-] level vocabulary in each category, chi-square tests were conducted. The results of these
tests showed that significant differences were evident in the categories of verbs (x* = 21.9, df= 4, p <
.001, Cramer’s V = .05781) and adjectives (v* = 17.18, df = 4, p < .01, Cramer’s V = .06156), except for
the C1 and C2 categories, whose expected values were less than five. In terms of verbs, the ratio of Al
vocabulary was higher in the articles chosen by the students (accounting for 44.38%) than that of the
assigned textbooks (33.43%), but the vocabulary assigned as A2 and B1 tended to be more frequent in
the textbook (26.75% and 22.49%, respectively) than in the articles chosen by the students (19.55% and
16.72%, respectively). NA verbs appeared slightly more often in the students’ articles (8.18%) than in
the textbook (6.99%). The students’ articles also tended to contain more Al adjectives (30.02%) than
the textbook (23.69%), but the ratio of NA adjectives in the students’ was lower (17.86%) than that of
the textbook (27.71%).

Finally, the most frequently appearing nouns in both groups, which tend to be topic-sensitive,”
are described in relation to the assigned CEFR-J levels. The outcome derived from the Sketch Engine
indicates that the top six nouns in the assigned textbook were year (16 occurrences), China (14), ice
13), percent (13), hydrogen (13), and visitor (11). The words except for China (NA other), percent and
hydrogen (NA content words) were Al or A2 vocabulary according to CVLA. By contrast, the top seven
frequent nouns in the students’ articles were people (119), country (73), year (70), pandemic (56),
health (52), government (52), and coronavirus (50). The words except for pandemic and coronavirus
(NA content words) were all assigned as Al or A2.

Conclusion

This paper examined the validity of introducing authentic news articles selected by students
compared with texts provided in the published textbook by identifying the text levels that CVLA
assigned to them: that is, the CEFR-] levels. In the assigned textbook, the number of words in each
text was controlled and/or articles of the same length were deliberately chosen for publication. On the
other hand, as the texts selected by the students were completely authentic without any amendments
made by the teacher, the length of the texts differed greatly. It was assumed that the authentic texts,
which normally targeted advanced English-speaking readers, could have been more challenging to
the students than the controlled texts in the textbook. However, according to the results retrieved
from CVLA, most of the texts were identified as either C1 or C2 level, and the distribution of the
CEFR-] levels in the content words of both groups turned out to be very similar according to the
results shown in Figures 8 and 9. Between the texts from the assigned textbook and the authentic
articles selected by the students, statistically significant differences were only observed in the ratio of
verbs and adjectives except for the C1 and C2 vocabulary. The proportion of Al verbs and adjectives
tended to be higher in the authentic articles than in the textbook, as Figures 10 and 11 show.

In conclusion, based upon the quantitative analyses of the textual difficulties identified by CVLA,
no major differences between both text groups of newspaper articles were observed in terms of
the difficulties according to the assigned CEFR-] levels, even though the majority of the authentic
articles selected by the students were published after the start of the COVID-19 pandemic and initially

5 The top three frequent verbs in both groups were be, have, and say.
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assumed to contain more NA vocabulary than the textbook articles.

From a pedagogical viewpoint, with the author having been a teacher of this course, some of the
topics of the authentic articles chosen by the students were challenging. The topic of preprint servers
was one example as discussed in the Results and Discussion section. As almost most of the articles
dealt with topics related to COVID-19, the content tended to be technical and varied, covering topics
including business, economy, politics, health care, medical treatment, education, and society, which
required certain background knowledge to have a full understanding. Nevertheless, each student
was only asked to introduce their chosen article in class, and the other students (i.e., the audience)
only needed to browse or skim the article beforehand (which was not compulsory) and to write short
comments or state opinions on the presentations they heard afterwards. Doing so should have given
the students sufficient opportunities to become familiar with the current topics in relation to the
SDGs and the COVID-19 pandemic, and to identify their classmates’ individual interests from their
selections.

As for future pedagogical implications, teachers could instruct the students to choose articles
of a certain length that are appropriate to their proficiency levels, to ensure every student has equal
preparation time. The enrolled students in this course were initially instructed to submit a 450-word
written summary of the selected article, but a few students chose articles containing less than 450
words. Therefore, a solution was made by instructing them to add their opinions and/or refer to their
classmates’ comments on the forum as part of their summary.

For future additional analyses, the text level of the students’ written summaries as well as their
comments on the forum could also be analyzed to examine how they managed to paraphrase the
information given in the introduced articles in the course, which may represent a mediation aspect,
the recent addition to the CEFR (Council of Europe, 2018).
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Appendix
Table Al
Articles from the Assigned Textbook
Unit o) BTl Headline Token Da'te O.f
Source Publication
Japanese companies in rural areas facing difficulty January 13,
1 Jiji o 283
in hiring graduates 2019
. .. . January 18,
2 N/A Foreign visitors go on record shopping spree 278 2019
.. . . January 9,
3 N/A Niigata rice exports to China start 291 2019
. . January 13,
4 AFP-Jiji India plans manned space mission by 2021 309 2019
. . s January 8,
5 AFP-Jiji Saudi teenager ‘under the care’ of U.N. agency 316 2019
. . January 9,
6 AP Shenzhen switches to electric cars 325 2019
. January 9,
7 N/A Frog calls may help improve telecom technology 239 2019
8 N/A Japan to power fishing boats with Toyota’s 346 January 4,
hydrogen fuel cells 2019
9 N/A Study: Greenland ice melting four-fold faster than 355 January 26,
decade ago 2019
Table A2
Articles Selected by the Students
Article 5 Date of
Student No. Source Headline Token Publication
A | The Japan LDP panel considering five-year transition 41 May 19,
Times plan for September school year start 2020
Cats can infect other cats with coronavirus, May 13,
B 2 NN 4
¢ researchers find 77 2020
C 3 The Japan Virus forcing rethink of Japanese way of 469 May 31,
Times business at Toyota, CEO says 2020
Science speeds up during coronavirus May 15,
D 4 CNN . 1,236
pandemic—but at what cost? 2020
. April 3,
E 5 CNN Hungarian leader’s outrageous power grab 1,006 ; (;12 0
F 6 The Japan COVID-19 crisis takes toll on children’s 1.092 May 8,
Times cafeterias for disadvantaged ’ 2020
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Article q Date of
Student No. Source Headline Token Publication
Climate change and coronavirus: Five May 5,
G 7 CNN charts about the biggest carbon crash 1,664 2020
The Japan Europe’s broken tourism industry struggles May 16,
H 8 ; 1,017
Times to save the summer 2020
The coronavirus pandemic is reshaping  Exceeding March 30,
! N/A Quarts education 2,000 2020
How South Korea’s nightclub outbreak
. . .. . May 14,
J 9 Time is shining an unwelcome spotlight on the 1,346 2020
LGBTQ community
K 10 The ASEAN Hate and discrimination in a pandemic 1276 May 12,
Post world 2020
. . More evidence emerges that smokers are  Exceeding May 11,
L N/A Daily Mail .
arly Mat protected from coronavirus 2,000 2020
M 1 CNN Coronavirus %s causmg'a flurry of plastic 1184 May 4,
waste. Campaigners fear it may be permanent 2020
The Japan COVID-19 versus Japan’s culture of May 4,
N 12 . .. 856
Times collectivism 2020
UN leads call to protect most vulnerable Mav 14
(0) 13 UN News from mental health crisis during and after 1,299 ) gz 0 ’
COVID-19
National . . . May 11
P 14 K h t 1 ’
Geographic ids are having pandemic dreams too ,067 2020
Q 15 CNBC No lockdown here: 'Sweden defends its 1113 March 30,
more relaxed coronavirus strategy 2020
. . . June 4,
R 16 NHK Coronavirus hits Rohingya refugee camp 445 2020
The Japan Abuses still abound in labor-strapped January 2,
S 17 : . . 1,075
Times Japan’s foreign ‘trainee’ worker system 2018
T 18 BBC C(.)ronav1rus: How New Zealand relied on 1381 April 20,
science and empathy 2020
U 19 Natlonal' Your daily commute won’t ever be the 1,466 May 11,
Geographic same 2020
v 20 BBC How coronavirus is driving a revolution in 083 May 16,
travel 2020
W )1 BBC Corpnavnus: Will we ever shake hands 1,594 May 6,
again? 2020
% ” National Education interrupted. Years lost. Students 1369 July 19,
Geographic face ‘cruelty’ of new visa policy ’ 2020
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[Teaching Practice Report]

Finding Time:
Reflections on English Discussion Lesson and Activity Timing in
the Shift to Online Lessons During the COVID-19 Pandemic

Andrew Tyner

Abstract

In this paper, I reflect on lesson structure and timing changes in the transition to online lessons for my English
discussion classes during the COVID-19 global pandemic. The focus is largely on my compression of lesson sections
to achieve lesson and class goals within a greatly reduced in-class timeframe. I find that, despite significant differences
between the in-class and online lesson environment, the core objectives of the course may still be met. I explore
the manner in which the core elements of the course were preserved in the transition to the online format while
addressing the shifts in the teacher-student and student-student in-lesson dynamics that resulted from this transition.

Keywords: timing, lesson structure, COVID-19, online lessons

Introduction

In response to the COVID-19 global pandemic, and with the intention of ensuring student and
faculty safety, Rikkyo University, my workplace, made the decision to conduct classes online (through
the use of various platforms including Zoom) for the Spring and Fall 2020 semesters. In this paper, 1
shall focus on timing-related changes to my Spring semester English discussion classes. Prior to this
change, English Discussion classes would meet on campus for 100-minute lessons with approximately
10 students per class. These on-campus lessons consisted of various sections to present language
skills (i.e., asking for opinions, giving sources of information, etc.), provide for practice of those
skills, and provide an extended period during which students demonstrate their ability to produce
the aforementioned skills within the context of two group discussions. This standard format, as I am
tempted to describe it, allows a great deal of time for fine-tuning regarding language use.

In contrast to the 100-minute format, my online lesson format included a 40 minute online
portion, delivered through the Zoom platform, followed by a 60 minute offline portion, during which
time students completed various assignments and tasks on their own. The online portion involved
only 4-5 students at a time, as opposed to the full class of 810 in a traditional face-to-face lesson, and,
therefore, necessitated conducting the various lesson stages twice per class in order to accommodate
all students. Part of the logic for this division was the reality of limited network access on part of
the students, as many students connect via cellular networks and, particularly in Japan, often have
strict limits on data usage. Another reason was logistics. If I am to fully assess student performance,
particularly in the production phase during which all students speak together for a continuous 12-15
minutes, I must not divide my attention between entirely separate breakout rooms."

The technical aspects of the modifications of the class are sensible enough, I think. However, from
the outset of the Spring semester, I harbored some concern that students might be at a disadvantage

1 A breakout room is a sub-grouping of individuals within a Zoom meeting. Breakout rooms allow for concurrent pair and
group work.

16



FINDING TIME: REFLECTIONS ON ENGLISH DISCUSSION LESSON AND ACTIVITY TIMING IN THE SHIFT TO
ONLINE LESSONS DURING THE COVID-19 PANDEMIC

as a result of being in a Zoom lesson as opposed to a real-world lesson. This is not because of any
bias against technology or its increasingly prevalent role in the classroom, but simply because any
individual student will have, as a consequence of the changes outlined above, less time actively
speaking, as compared to students in the in-class lessons as well as less time to receive and act upon
feedback. Through reflection on the actual class outcomes, I wish to determine if my concerns were
founded. In other words, I wish to determine the extent of disadvantages of the online format, more
specifically, the lesson timing choices I made to adapt to it, regarding student performance. Further,
I wish to determine what lessons may be derived from my experiences in the Spring 2020 semester,
which may inform my choices with regard to online and on-campus courses in the future.

Discussion

Virtually all changes to the format of my English Discussion lessons can be attributed to reduced
time. The pace of the 100-minute in-class lesson was leisurely by comparison. In the 40-minute online
class, my focus was always on providing the basic steps of presentation of language skills, practice,
and production in as efficient a manner as possible. One example of this efficiency was the use of the
textbook often in conjunction with succinct PowerPoint presentations to introduce skills. Certainly,
I would have used the textbook anyway, but perhaps while eliciting some of the information from
students. Likewise, I am not opposed to the use of PowerPoint presentations, but I found that they
began to fill a space that may formerly have involved very short speaking activities paired with focused
feedback to highlight the correct use of and necessity for a given skill. A form of these short speaking
activities was incorporated into subsequent sections of the lesson; however, the fact remains that that,
from the start of the lesson, the structure had become more top-down.

Does this mean that the class was less student-centered? There are several points to consider. In
the online classes, just as in the on-campus classes, student speaking time accounted for the greatest
part of the lesson by far. However, necessity dictated that portions of the lesson that had formerly
been reflective, that would have required students to examine their own use or non-use of skills,
became to a greater extent times for teacher-fronted feedback. This was in the interest of always
getting to the next speaking section so that students could act upon feedback and continue to refine
their skill use. Further, more concise, more generalized feedback is not necessarily bad. Indeed, it has
been found by some researchers to be more effective than “specific and elaborate feedback” (Murillo-
Zamorano & Montanero, 2018, p.140). In my online classes students were at least as able to act upon
teacher-fronted feedback as students had been able to act upon student-fronted feedback in the past.
So, again, we might ask whether or not the changes outlined above constitute actually being less
student-centered. I would say no. The student and their utterances remain the core of the class, but it
would be fair to say that the changes to the class structure made it less reflective, less introspective.

I have written previously about the value of student introspection®. Teacher-fronted feedback
is often viewed by students as being of greater value than other forms of feedback (Harland, et al.,
2017). However, I have found that when students reflect upon their specific strengths and weaknesses
in a discussion, they are typically able to devise some means for improvement. Indeed, I made this
introspective self-feedback a feature of all my in-class discussion lessons. In the 40-minute online
portion of my classes, it was not possible to incorporate very much of this component. If, for instance,

2 Tyner, A. (2020) Self and Group: Dynamics of Reflection in Student-to-Student Feedback, New Directions in Teaching and
Learning English Discussion, 8, 65-70.
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a student reflects for a minute or so and then reports feedback about their own performance to a
partner for two minutes, and their partner does likewise, even without taking into account the logistics
of creating breakout rooms and monitoring those breakout rooms, it is clear that across multiple
discussions, this feedback would take an excessively significant portion of the class time. However,
the classes are not 40 minutes in total, they are 100-minute classes divided between online and offline
sections.

Indeed, to say that the lesson has been pared down to some minimal amount is to neglect the
offline portion of the class. The 40 in-class minutes represents a condensed version of the in-class
lesson structure. However, the offline portion is largely a new addition. Homework is nothing new.
However, in this case, students are expected to complete a greater volume of work as a substitute for
in-class time.

In my English discussion classes, the non-homework offline assignments usually, almost
exclusively, consisted of writing assignments. These assignments involved reflection on the lesson’s
theme® and provided students a chance to explore the topics involved in a more personal manner while
utilizing the language skills taught in the course to communicate their ideas. These writing activities
often included students’ reflections on their strengths and weaknesses with regard to the language
skills taught in the class, whether or not a given assignment was meant to specifically address these
points. I was very happy to see this. [ was able to respond individually to students via email if they had
specific questions or concerns, and I was able to more generally incorporate feedback into lessons
for classes that had a comparatively large number of questions or which had noted a substantial
number of strong or weak points. In other words, I was able to validate students’ introspective self-
feedback and provide more effective and actionable feedback as a result of this introspection. I could
accomplish the same goal as had been previously accomplished by in-class self-reflective student
feedback. Granted, the timing for this had changed. Feedback stemming from student writing came
the subsequent week rather than immediately following a given activity. However, as the skills taught
in the course are cumulative, they are built upon and continuously used, this feedback could, arguably,
be just as actionable one week as another.

If the lesson structure, class dynamic, and feedback methodology all changed without apparent
harm to the goals of the course, were there any changes necessitated by the shift to an online class
format that had a negative impact? Yes, one. However, it is difficult to characterize the exact nature
of the impact.

In a study of face-to-face, online, and hybrid classes that combined elements of the former
two, Ritter, et al. (2010) found that “a greater sense of community was perceived by students who
received all or some face-to-face contact with their professors” (p. 96). In Ritter’s study, using the
Classroom Community Scale, students in online classes scored lower on classroom community
and connectedness. However, Ritter goes on to note that, “There was no statistically significant
difference...in students’ perceptions of learning across all three structures” (p. 96). These findings
directly parallel my experiences with the online discussion course.

While I did not conduct a formal analysis as Ritter et al. did, I could feel, distinctly, a lessened
sense of community amongst the students. This is not to say that the students did not get along with
one another or that they did not participate well, they did. However, there was little time in class for

3 Each weekly lesson focused on a theme. These themes were explored prior to class in a reading assignment. In class,
the theme, along with its accompanying reading assignment, provided background and context for the various speaking
exercises as well as the lengthier student discussions.
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light, casual discussion. The course was focused on learning and using particular language skills, and
as a direct result of the time limitations and lesson structure changes outlined above, there was hardly
any time to spare for the type of socializing one might expect in a classroom setting.

Indeed, the students could successfully discuss a variety of topics, though by observation, and
consideration of comments made in student writing, it seems unlikely that many classmates would
characterize their connection to their classmates as particularly close. In dealing with me, students,
who in my experience would have become more comfortable speaking with me about class-related
topics, often maintained a very formal tone, especially in their emails. This formality may be partially
the result of formal writing habits, or it may be related to the fact that most students in the class were
first year, first semester students unsure of the requisite level of formality. In any event, though it
seems almost impossible to quantify, the mood of the class was clearly changed by the transition to
the online format, and likely also by the choices I made with regard to class structure in the face of
the time limitations previously outlined.

That said, students, by the end of the semester, commonly noted in their writing, their emails,
and in-class utterances, that they felt they had improved as speakers and that they were more able to
use the language skills taught in the course to communicate about a range of issues. My observations
of their performance supported this analysis. They had improved as speakers. However, the social
dynamic that typically existed in on-campus lessons, which made the discussions increasingly
friendly as the course progressed, was largely absent in this case. What precisely, if anything, was
lost by this is a matter for a more in-depth future analysis. I might suggest that the limitation of one’s
discussion to a relatively formal tone means that one gains experience being formal, but as the range
of discussion topics and partners in one’s life is likely to be varied, experience beyond formality would
be of significant use.

Conclusion

At the outset of this semester, I was concerned, not that the lessons could not be successfully
conducted in the manner described above, but that such changes to the lesson delivery method might
be detrimental to student performance. I worried that without the full in-class time and the benefits of
the highly interactive real-world classroom setting, the students might be at a serious disadvantage.
In short, this has not been the case.

Looking at overall student performance, indeed by almost any metric, it is clear that students
were able to perform at a level roughly analogous to students of their same ability levels in past, in-
classroom, lessons. Overall class grades were roughly the same as in previous semesters for most
classes, and somewhat improved for others. This finding is supported by others, such as Diaz (1999),
who found “no significant differences” (p. 130) between classes delivered in a classroom setting and
those delivered remotely through the use of multimedia technology. I observed, taking into account
all 11 separate discussion classes I taught in the Spring semester, no classes that demonstrated a
marked diminution in assignment/discussion scoring. This is, however, not to say that there is no
difference between the two types of lessons.

Indeed, there are certain benefits conferred by being physically in-class for 100 minutes, chief
among these is the luxury of time. Practice sections can be repeated. Discussion sections can be
longer. Again, because of a greater amount of available time, in-class feedback can be more interactive
and, as outlined above, more introspective. All these things are the result, simply, of having more
time. The time pressure inherent to a 40-minute lesson encompassing the basic lesson stages of
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presentation, practice, and production while also maximizing the students’ speaking time means that
some things must be compressed, others omitted.

In my experience, the switch to Zoom lessons has meant paring the lessons down to only the most
essential features. It has also meant even more preparation on my part. In a classroom, I could easily
place a great deal of content on the whiteboard over the course of the 100 minutes of the lesson, but
now, even with a whiteboard feature available, time pressure has led me to create succinct slideshow
presentations to accompany the initial presentation of skills. This is only one example, and slideshow
presentations are not bad, but doing something like using a pre-prepared slideshow is less interactive
than other in-class options might be. This is indicative, I think of the overall difference between my
Zoom lessons and in-class lessons. The student to student communication dynamic is largely intact.
The students can communicate at length with their peers. However, the teacher-student dynamic is
different. It is clipped, and necessarily so. If we are to reserve as much time as possible for students’
speaking, we must, as instructors, speak as little as possible while remaining effective as instructors.
This begs the question, is it a bad thing to speak less? As long as a teacher is able to guide students
effectively towards improvement, I think the answer is no.

If my concerns about the effect of online discussion lessons on student performance were
unfounded, what positive lessons have I learned from the experience? Three come readily to mind.
The first has been, at least indirectly, noted several times throughout the course of this article. To
reduce a lesson to the most essential elements is not a bad thing, as long as this reduction is done
with care to preserve the maximum possible student speaking time while still providing adequate
guidance. Second, technology itself can be a great help. This is not simply a trite endorsement of the
digital age. Rather, the implementation of online assignment delivery, at least for written work, and
the use of online tools to manage and document said assignments can greatly streamline all involved
processes. Grading and grade management will, undoubtedly, continue to occupy a great deal of
teachers’ time, but I certainly plan to continue the use of online assignment tools even after in-class
lessons resume.

The third lesson I learned is related to the one distinct negative point discussed above, namely,
the apparent lessened sense of community and camaraderie amongst the students. In the current
semester, fall 2020, I am teaching two types of courses, Presentation and Debate. In these courses,
I have tried, to what extent I can, to lessen the impact of this effect. I have tried to foster a greater
sense of community in class. I have changed the ratio of in-class and offline class time in favor of
lengthier online sections. I have also encouraged group work and collaboration. Both approaches
have their drawbacks. In the case of the former, students face the same data limitations as in the
previous semester, so the choice to lengthen online time must be a careful and calculated one. In the
case of the latter, while I can encourage collaboration outside of class, I cannot monitor or evaluate
the effectiveness of this collaboration except by its result, though I should note that the results have
been positive so far”.

The challenges faced by students and teachers as many classes have transitioned to online
environments during the COVID-19 global pandemic are very real. However, it is worth noting that
the trend over recent decades, particularly the last 20 years, is towards a university experience that
blends traditional classroom-taught lessons and online lessons. Moskal, writing in 2006, noted that,

4 This is to say that the quality of student work produced through collaboration has been high. The effects on camaraderie
are more difficult to quantify; however, I have noted a far larger proportion of students who refer to their classmates
distinctly as ‘friends.’
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FINDING TIME: REFLECTIONS ON ENGLISH DISCUSSION LESSON AND ACTIVITY TIMING IN THE SHIFT TO
ONLINE LESSONS DURING THE COVID-19 PANDEMIC

“Net generation-students ... [have] lifestyles that involve frequent use of personal, mobile, and digital
technologies...Today’s college students have grown up expecting everything to be available online”
(p. 26). Today, in 2020, online technologies have become fully integrated into the lives of many, if not
most, students. It seems likely that the dual realities of increasingly prevalent networked technologies
and a world that seeks a way forward in the face of uncertainties and crises will turn more and more
towards online courses.
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[Teaching Practice Report]

Challenges and Adaptive Strategies to Teaching English
Debate Online

Andrew Warrick

Abstract

Rikkyo University implemented a new 14-week English Debate course for all first year students in the 2020 Fall
semester. At the same time, the ongoing COVID-19 pandemic resulted in many classes being conducted online, with
the newly created English Debate course among them. Online learning environments can present many challenges
for students, and among them is cognitive overload. Information overload is an ever-present problem in second
language classes, and this can be compounded when these classes are taught online. In an effort to improve student
outcomes by reducing cognitive overload, several course and lesson design principles were employed. This paper
reflects on the strategies used to reduce cognitive overload among students in an online English Debate course at
Rikkyo University with the aim of improving overall student retention. Finally, conclusions are drawn from these
strategies that can serve to inform the future creation of course materials for English Debate, as well as using online
learning spaces.

Keywords: cognitive overload, online instruction, course design

Introduction

Due to the global COVID-19 pandemic, many universities in Japan switched to online instruction
in the Spring 2020 semester in order to reduce the risk to students and university staff of contracting
the disease. With the pandemic still ongoing, Rikkyo University allowed only a limited selection of
classes to resume face-to-face instruction in the Fall semester. However, English Debate, a newly
introduced class for all freshman students, would be conducted online. The course was designed to
have 20 students meet once a week for 100 minutes over the 14 week Fall semester, with the aim of
teaching them how to argue a position in a debate, refute the ideas of the opposing side, as well as think
critically and apply research to support their opinions. When the English Debate course was originally
conceived, it was intended for students to meet on campus and for lessons to be conducted in person.
The very nature of a debate class, wherein participants must present arguments to, and listen to those
given by, an opposing side requires inter-person communication among teams of students. Under
normal circumstances, this fact could already make the class difficult to run smoothly depending on
students’ willingness to communicate, for as Osterman (2014) found, Japanese university students can
hesitate to communicate with each other in class for a variety of reasons. However, the circumstances
presented by COVID-19 meant that the class had to be adapted to an online teaching environment.
At the same time, with English Debate being a new class, teachers had to build a curriculum and
design lessons from the ground up in order to meet the objectives of the course. The combination
of creating a syllabus and lesson plans for an entirely new course with teaching a debate class in an
online learning environment presented a distinct set of challenges that had to be considered and
resolved in tandem, while ensuring that course goals were met.

Online classes meant Internet connectivity issues, both for students and for myself, and on
several occasions, Wi-Fi problems resulted in stuttered or dropped connections to Zoom, the online
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conferencing platform I used for my classes. Students would also connect to Zoom lessons late, or
email me and say they had no Internet and thus would have to miss class. Another problem with online
classes was in supervising students. Zoom allows for breakout rooms, so that groups of students can
work with their team on a given segment of a debate, but it becomes impossible for a teacher to be
in every room at once with only one device. This lead to situations where I would enter a room and
find students with their cameras and microphones turned off, obviously not contributing to their team
or even being engaged in the lesson. With the exception of Wi-Fi genuinely failing, these problems
are not exactly unique to the online teaching environment. Students will come late, or miss class
completely, with in person lessons as well. Students can also disengage from group work and “turn
off” when in a live class, though it is much easier to see that happening and nudge them back into
participation when sharing a physical classroom with them.

Cognitive load is another problem that exists both in the physical English learning classroom,
and the digital one. However, the problems of cognitive load can be compounded by the very nature
of the online learning environment. Chen et al. (2011) found that some learners can more easily
feel cognitive overload in an online learning environment because of English skill deficiencies and
inadequate computer and technical skills, as well as individual learning styles and preferences.
Students who are using a second language (L2) to perform another task must process content
about that task and understand their L2 simultaneously. The weaker a student’s L2 ability, the more
difficult this becomes. The aim of course design and the creation of lesson materials in the context of
classes where students perform another task in their L2 is therefore to reduce the cognitive load they
experience as much as possible.

Discussion

In this paper, I outline some of the design principles I employed in creating my course plan
and lesson materials for the online lessons of English Debate at Rikkyo University in the Fall 2020
semester, with the aim of reducing students’ cognitive load and improving the quality of the learning
experience. Below, I outline four of the strategies I used to reduce cognitive load in my English Debate
classes: “chunking” information, doing pre-task activities, allowing the use of L1 during preparation
activities, and creating opportunities for frequent practice.

Chunking Information

It is very important to introduce new material in small pieces so that students can process it.
Harrelson and Leaver-Dunn describe this as “chunking”, or “grouping information into small,
manageable units” (Harrelson and Leaver-Dunn, 2003). How much each learner can intake at once,
or the size of the “chunks” is based on their knowledge and expertise. In the context of an English
debate course, this means that students with a stronger command of English, or prior familiarity with
debates, are able to handle learning more at once. For Rikkyo University’s English Debate classes,
I expected a great deal of variance in this regard based on my prior experience teaching English
Discussion at the university. Even though students are grouped according to TOEIC scores, not all
students have the same prior experience communicating in English.

To make things manageable for students of any level, I structured the pacing of the course and
made introducing content gradual, similar to the English Discussion class of the Spring semester.
Each component of a debate (affirmative and negative team speeches, cross-examination, refutations,
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replies, and closing statements) was taught separately in its own lesson. In later lessons, I added
complexity to some segments of debate, such as teaching more advanced cross-examination
questions, but this was always done a little at a time so as not to overburden students with new content
and confuse them. In each lesson of the first half of the course, I introduced three to five pieces of
debate terminology related to the corresponding stage of the debate the students would learn that
lesson. Following this, I sometimes had students put what they learned into practice by doing work
in pairs or small groups, and then finally the students would have a debate, using the terminology
and expressions associated with each stage they had learned up to that point. To also make doing
the early activities and debates easier, I made sure the handouts I created were scaffolded. In the
earlier lessons, I provided many hints in the handouts and a partially filled-in template to follow. These
handouts allowed students to concentrate on learning the process of the debate stages and not have
to worry about English grammar or spelling as much. Then, in later lessons, I removed the hints from
the class handouts and left a blank template. Major and Calandrino (2018) believed that delivering
short and manageable content for learners to consume engages adult learners who want to apply
their knowledge to solve a problem and connect with others. By limiting the instruction portion of my
classes, students had more time to practice and apply the debate skill “chunks” they had learned in a
given class, thereby enhancing their understanding and making the debate skills easier to internalize.

Doing Pre-Task Activities

So that students could spend more class time debating or using skills to practice a particular
portion of a debate, I often used a pre-task activity that they would complete outside the classroom.
I did not want students to struggle in class to brainstorm ideas for a particular debate topic, so I
assigned homework whereby students would have to post reasons agreeing or disagreeing with a
debate topic on an online debate website: www.kialo-edu.com. After showing students how to create
an account and use the website, I put up links on each debate class Blackboard to debate topics on
Kialo. I then asked students to post on both the agreeing and disagreeing side of the topic, so that
no matter what side they were on in the following class, they would be able to draw upon an idea
they had already thought of, as well as those suggested by their classmates. By making the in-class
debate topic of the following class similar to the one students had done as homework, I could reduce
the preparation time spent making opening speeches, and thus allow more time for other parts of the
debate during class.

Research by Tonkin et al. (2019) found that doing pre-task activities like this outside of the
classroom in a flipped teaching style helped reduce the cognitive load of students in the L2 classroom.
With students thinking of reasons that agree and disagree with a debate topic prior to the class,
they can feel less pressure to do so in class, and thereby be less intimidated by their peers who may
think of reasons faster than them. This helps create a more balanced learning environment in which
everyone has an idea to share, reducing the hesitation many students may feel in communicating in
their L2 through an online platform such as Zoom.

Allowing the Use of L1 During Preparation Activities

While students were able to quickly think of ideas for in-class debate topics because of the pre-
task activity, they still had to discuss with their group which reasons were best. Following this, they
had to think together to come up with examples and do research to support their arguments. This
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meant they had to talk amongst their group to choose the reasons their team would use, and then
work together to support them. In addition to this, team members would work together again to
prepare refutations to the points put forth by the opposing side. I placed the students in each group
in separate breakout rooms in Zoom while they were preparing. While they were preparing supports
for their arguments or making refutations to the other team’s points, I permitted them to use their L1
in order to facilitate the sharing of ideas.

Research by Bruen and Kelly (2014) found that allowing students to use their L1 in the language
classroom can reduce cognitive load during activities, since it allows classmates to explain difficult
concepts to each other more easily. In a debate setting, this can help students explain to their
classmates certain words they intend to use in the team speeches, or words that were used by the
opposing team in their speech. Ochi (2009) also reported that the use of L1 in the classroom can help
students more easily recall things. In the context of an English Discussion class, this can prove useful,
because students make refutations to the arguments of the other team, and being able to recall and
explain the other team’s points is important in doing so.

Creating Opportunities for Frequent Practice

Harrelson and Leaver-Dunn (2003) suggested that frequent practice helps reduce cognitive load
by moving things from short-term memory into long-term memory. As students rehearse particular
debate activities, be it segments of a debate, or even a full debate, the activities become more second-
nature and they no longer have to think about what they need to do, or zow to do it. This helps them
become more successful at performing those skills, since they can devote more effort to concentrating
on what they are doing.

With some preparation done outside of class, and only a short time spent introducing new
content or reviewing previous material, more English Debate class time can be spent on pair and
group activities to reinforce debate skills, or actually debating. By allowing time for two full five-
versus-five debates each class, students can complete all portions of a debate every lesson, thereby
building familiarity with the structure of a debate, as well as improving the analytical and responsive
skills needed to make refutations and replies. Students also listen to the debate of the two other
teams, further reinforcing what they have learned by watching others do it. There is also typically
enough time in class that I can devote a portion of the beginning to an activity that enhances students’
proficiency in a particular segment of a debate, such as researching information quickly to support
ideas, making refutations, or replying to the other team’s refutations. By doing these focused tasks
in addition to a full debate each lesson, students can increase their expertise in debating. Van Gog
et al. (2005) recommended that activities to enhance a certain aspect of a skill should be done in an
authentic context to enhance the whole skill, but this will only work to reduce cognitive load and
improve performance if learners are motivated and make an effort. When applying this principle
to debate instruction, it is therefore important to make activities designed to practice particular
elements of a debate as similar as possible to an actual debate, while at the same time making certain
students are not intimidated by their L2. It is here that teachers must be sure to provide meaningful
and constructive feedback, while also keeping student motivation high.

Conclusion

Debating in an L2 can be a daunting task for anyone, because they must work to process the
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vocabulary and grammar of their second language, as well as the content of what the other team
is saying in the debate, in order to be able to respond. To help reduce the burden on students, it is
important for teachers to consider strategies for reducing the cognitive load on their students when
designing their course and creating lesson materials. Key things to consider are breaking course
content into smaller and more manageable chunks, assigning pre-task activities, allowing the use of
L1 during preparation, and creating sufficient opportunities for students to practice and apply what
they have learned so they can improve their skills.

Online instruction can come with many benefits, such as the means for students to quickly
research facts and ideas to support their points, and the means for teachers to create and share
materials more quickly through the use of their computer than they would otherwise be able to do in
a typical classroom. This can make assigning and reviewing online pre-task activities easier and help
students who may struggle to think of several reasons for a given idea, or reasons that run contrary
to their personal viewpoint.

During the age of online instruction, it can be difficult to judge student attentiveness due to their
webcam positioning, the nature of screen sharing, and computer performance issues. At the same
time, it is important to be aware that not all students may be well suited to online learning, and some
may experience mental fatigue more quickly in an online class than in an in-person class as a result of
the draining nature of conferencing software. With this in mind, teachers need to design their online
courses so as to reduce cognitive overload as much as possible among their students, by being more
mindful of the quantity of material covered in a single class.

It can be very easy for language teachers to feel distant and detached from their students and fall
into the trap of overexplaining things because of the inherently less personal nature of online classes.
Webcams make it difficult to see the looks of understanding and looks of confusion on students’
faces that many teachers would be able to recognize easily in an in-person class. However, it is still
vital for language teachers to remember their role as a facilitator, and guide the students through
the learning process while providing targeted feedback so that students understand what they need
to do to improve. This will ensure they make a conscious effort with each attempt, which also helps
them move their understanding of the language and skills from their short-term memory to their
internalized repertoire, thereby reducing their cognitive load.

This paper has looked at some strategies for reducing cognitive load within the context of online
English Debate classes at Rikkyo University, but the overall principle behind these strategies can be
employed in other situations—whether it is teaching another subject or doing in-person classes. Of
course, there are other effective ways of reducing cognitive load in the classroom, such as employing
collaborative learning strategies and scaffolding, but it is beyond the scope of this paper to discuss
those.
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[Teaching Practice Report]

Students’ Opinions About Peer Teaching

Devon Arthurson

Abstract

Peer-teaching allows students to teach their classmates to not only deeply explore the topic that they are teaching, but
to also develop their empathy, motivation, communication, group-work, and time-management skills. Furthermore,
by incorporating a reflective component into the activity, students can have more awareness of the benefits and about
how the experience may help them in their futures. Over a 10-week period, two classes prepared, participated in,
and then reflected on the activity of teaching their classmates. This study will explore the data from the students’
reflection papers. The students wrote about the experience of teaching in regard to what they learned, how the
experience will help them in the future, advice they would give to others about peer teaching, and if peer teaching
was a positive or negative experience. Also, possible ways for instructors to use peer teaching will be discussed, as

well as the benefits to instructors about knowing more regarding students’ opinions about teaching practices.

Keywords: peer teaching, students teaching students, student voices

Introduction

This paper will examine students’ opinions about teaching their peers. Peer teaching can
foster learner autonomy and increase students’ knowledge of the content being taught (Benson,
2011). Moreover, other skills can also be developed, such as time management, group work, and
communication. Many teachers and instructors may see the value in peer teaching; however, if
learners do not see the value in the activity, peer teaching may be seen as a burden of only negative
aspects. This study will present students’ opinions about peer teaching and what they learned from
peer teaching. The project and data from the students’ reflection papers will be presented. The study’s
strengths and limitations will be discussed. For those instructors interested in using peer teaching in
lessons, this paper also provides some suggestions or activities that can be used or adapted for their
own practice and students.

Literature Review

Peer teaching in ESL and EFL in Japan seems to be an area that is not often explored in practice or
research. However, two studies have shown the benefits and positive results of using peer teaching in
English language learning. In a study done by Bradford-Watts (2011), peer teaching was implemented
at a compulsory English oral communications course at a university in Kyoto. The students reported
13 benefits of the experience as goal-setting, planning, cooperation, and communication. According to
Bradford-Watts, “it would appear that peer teaching is an effective means of student-centered, socially-
constructed instruction for the foreign language classroom” (p. 34). Though not in Japan, a peer-
teaching study of English education students at an Indonesian university presented similar benefits,
and further included additional benefits with improved teaching skills, increased confidence, and
more peer interaction (Sunggingwati, 2018). According to Sunggingwati, “Peer teaching is considered
as an effective way of learning” (p. 150). Other benefits of having students control the planning of the
classroom activity can result in increased language learning and autonomy (Benson, 2011, p. 164). To
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further make the activity more meaningful to the learners, it seems that incorporating reflecting on
the experience is significant. A study by Deacon and Croker (2006), done in Japan of an English class
which used peer teaching, emphasized that student reflection of the process was noted as an important
component of peer teaching (cited in Benson, 2011).

However, further literature clearly stating the practice and benefits of peer teaching seems
limited. More literature is present about learner-autonomy-fostering activities such as peer mentoring,
or tutoring with a student who is more of a mentor, with advanced skills than the other student or
students (Lingley, 2017). Peer feedback and review activities also appear more commonly, with two
students checking each other’s language abilities in writing activities (Lee, 2010; Yakame, 2005).
Peer teaching does frequently appear in relation to collaborative and cooperative learning as ways of
implementing the activity (Rienovita et al., 2018; Sunggingwati, 2018; Whitman & Fife, 1988). In the
1988 report Peer Teaching: To Teach is to Learn Twice, Whitman and Fife state, “In seeking to describe
the psychological basis for the benefits of peer teaching, no general theory to account for observable
benefits has been presented” (p. 27). In addition, Benson refers to peer teaching as “experiments”
which are difficult to measure in regards to learning gains (p. 167). Peer teaching research does
appear more often in other fields such as medicine, but there is limited published information related
to EFL or ESL. Nonetheless, what does exist states it is a positive activity, though it appears lacking
in unification and data, particularly student voices.

Design and Procedure

This section will outline the design and procedure of the peer-teaching project. For two university
classes, students were required to work in groups of four to five to teach their classmates for one lesson
as a mid-term project. A detailed outline of the steps of the project will be presented to hopefully give
other instructors or teachers suggested ways to introduce peer teaching into their lessons, which can
be adjusted to fit the needs of the teacher and students, in addition to the course’s aims. The following
table is the schedule of activities leading up to and during the peer teaching activity and assignment
deadlines.

Table 1
Class Schedule for Peer Teaching

Lessons Activities

Lessons 1-9 The instructor modeled the structure of the classes.

Lesson 10 Students received the peer-teaching assignment and discussed their ideal classroom activities.

Students’ individual presentation activity based on another assignment was done. At the end of the

Lesson 11 presentations, students were assigned to their groups and chose the lesson to teach.

Planning time to work on the lesson outlines, slides, and to find other teaching materials. Instructor feedback
Lesson 12 and advice was given during the lesson. By the end of the lesson, students were expected to send a draft of
their lesson outline.

Students revised their outline draft based on instructor feedback and continued the planning process. At the
Lesson 13 end of the lesson, students submitted the outline and slides so the instructor could set up their lessons and
materials on the class’ shared drive.

Groups peer-taught the lessons. After the lesson, those who were not peer teaching were required to

Lessons . . . .

14-19 complete an entry in a reaction table in response to their classmates’ lesson. Those who taught worked on
- their reflection papers.

Lesson 20 The reflection paper was due.

Lesson 21 The reaction table was due.
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The planning process began in lesson 10, after students were taught nine lessons most of
which followed the same structure, when students received the peer-teaching assignment which
outlined the structure for lessons 12 to 19. They were also given the due dates for the three parts
of the assignment: (a) planning and teaching activity, (b) reflection paper about the peer-teaching
experience, and (c) reactions to each lesson that their peers taught. Also in lesson 10, students were
given examples of possible pair, group, and class activities, and asked to decide which they felt were
ideal. They shared that pair interviews, group discussions, and vocabulary quizzes would be best.
In lesson 11, students were assigned to their groups, which had on average four members. Students
used an outline to plan their lessons, and this was completed and submitted before the deadline at the
end of lesson 12. Please see the Appendix. This outline included the assigned lesson, learning goals,
ways to achieve the goals, materials such as videos or articles that the students felt could help their
classmates understand the topic more deeply, and classroom activities that could help with critical
thinking and to synthesize the topic being taught. Students were also given a slide template the same
as the instructor used to create their own slides that would help guide their lessons.

The first part of the peer-teaching assignment put emphasis on not only the actual teaching
aspect, but also on preparation time and research about the topic being taught with supplemental
materials other than the textbook. Students used the textbook which was the basis for most of the
content used from the beginning of the class. Using a textbook which students were familiar with
can lessen the decision making done regarding topics and activities. Students were also given the
answer key for the unit that they taught. In regards to language usage, students taught the lesson
completely in English. However, during the planning time, Japanese could be used, but since there
were international students in the classes from countries such as China, Taiwan, and Korea, some
groups also did the planning using English. In these cases, students seemed to become more familiar
with the English related to the topic being taught.

Each group was responsible for teaching their peers, but within each group, members would
be responsible for certain activities in the lesson, such as the textbook reading, textbook activities,
question-and-answer checking, presentation of discussion questions, and eliciting comments about
group discussions. The activity seems to increase unity within the groups, as they were required to
work with the same peer-teaching members not only when teaching, but also when being taught by
their classmates, as students sat in groups. Those teaching were required to teach for 90 minutes
of the 100-minute class. At the beginning of the lesson, the instructor took attendance, and after the
peer-taught lesson finished, the remaining time was for students to work on the lesson reactions
or teaching reflections. Each peer-taught lesson seemed to go quite smoothly, with those teaching
adhering to their outlines and those being taught mostly focusing on the lessons. In the second part
of the peer-teaching assignment, the peer teachers were required to reflect on the experience. Their
reflections will be discussed more extensively in the Data Collection and Analysis section.

The third part of the assignment was when the students who were not peer teaching were
required to write a reaction about what they learned from the peer-taught lesson. They also wrote
about the things they liked about peer-teaching groups, or things that they would like to do when they
peer teach based on the peer-teaching group’s practice. This enabled students when receiving a peer-
taught lesson to think more deeply about the experience, share what they felt were the classmates’
strong points, and perhaps even incorporate their students’ teaching practice into the lesson that they
would teach if they had not yet peer taught a lesson. In Lesson 21, students were required to submit
the table, which contained three to four rows based on the number of times that they received a peer-
taught lesson.
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Hopefully the above project provides a guide that could be modified for students of different ages
and classes with varying levels of English proficiency. Furthermore, it appears that peer teaching in
small groups, rather than in pairs or individually, allowed for students to share the responsibility and
lessen the anxiety of teaching. In the groups, the members all seemed to be active in the preparation
process and had equal roles as teachers. So it is suggested when using peer teaching, particularly if it
is the first time for the class, to use groups. It seems that as long as students have an understanding of
the lesson’s structure, a clear outline for the expectations of the activity, adequate instructor support,
and time to prepare, peer teaching can be a positive experience.

Methodology

Participants

The 35 participants were from two different classes at a liberal arts university in Tokyo during
the 2019-2020 Fall semester. The study gathered data from the 36 of 38 students who were present
for the final class when a consent form was given to ask for permission to use their reflection papers.
One student was absent on the day assigned for peer teaching, so was unable to contribute data.

The first class was a mandatory advanced English presentation class for first-year intercultural
communications. Most of the 21 students were returnees having TOEIC scores of over 700. These
students had also been together in the previous Spring semester and were taught by the same
instructor. The second class was an elective cross-cultural communications class for 15 second- to
fourth-year students from various faculties. This semester was the first semester that all the students
had studied together. Most of the students in the elective class had lower English proficiencies than
the first-year students. Both the classes met twice a week for 100-minute lessons for 14 weeks.

The two classes were not focused solely to learn English skills but to gain academic content
through English and learn about various issues across different cultures. For example, the textbook
topics ranged from overfishing to renewable energy, economic equality, telecommuting, social media,
body language and customs, individualism, politeness, and communication styles. This is important
to note because it appears that most literature about peer teaching in an EFL or ESL setting is for
skill-based lessons.

Instruments

The instrument used to collect data was a reflection paper, the second part of the peer-teaching
assignment. Again, as noted by Decon and Croker (2006), reflection can be useful in peer teaching
(cited in Benson, 2011). The section of the paper focusing on peer teaching was comprised of the
below prompts, which were to be answered in a paragraph:

1.  Things you learned from teaching

2. Ways the experience will help you in the future

3. Advice you would give others about teaching

4.  Reasons it was a positive or negative experience

All responses were written in English. The students’ responses were divided into the four
prompts and then coded for themes. The prompts were to explore the values students perceived
from the activity, how peer teaching may help them outside of the classroom in other activities and in
their future, their advice for other students about peer teaching, and their opinion of the experience.
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It seems it would be valuable to learn not only students’ reflections but more about how students
connect peer teaching to their futures, as this could give more merit to the activity. In addition, to
continue the teaching component, asking their advice to share with other students, as well as the
instructor, was significant, as it could guide future classes that incorporate peer-teaching activities
and the instructor’s teaching practice.

Data Collection and Analysis

As this was not a survey, it is important to note that there were challenges in the data analysis.
Due to the differences between the proficiencies of the two classes, and even amongst the students
in each class, there were variations in the data gathered from the reflection papers. It appeared that
some students did not clearly understand the prompts, while some directly answered the prompts or
even gave responses that could be interpreted for multiple prompts. Also, for some of their answers,
there was an overlap with the answers, and multiple answers for each prompt were also possible.

During the literature review, few articles shared student voices about teaching their peers.
According to the 2005 report Research as empowerment?, “Research is a competitive activity and it
can be hard to share power” (Toronto Group, p. 17). Bogdan and Biklen (1998) define giving voice
as a way to empower groups that might not have the opportunity to share (as cited in Ashby, 2011).
It seems that presenting students’ qualitative data is a positive way to share power with learners by
providing a site for their opinions to be shared with a wider audience other than just their teacher. The
following section will focus on giving voice to the participants’ opinions in their own words. At times,
their English is not always grammatically correct, but it is understandable.

Findings

Prompt 1

Students answered that the things they learned from teaching were primarily teaching skills,
the importance of student engagement, and communication skills, as can be seen in Figure 1. The
need to be prepared, consider the lesson from the learner’s perspective, and to have confidence when
teaching were also shared. Some shared that there were challenges to peer teaching.
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Figure 1
Participants’ Responses to Prompt 1

1. THINGS YOU LEARNED FROM TEACHING
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Themes

Of the 11 responses for Teaching Skills, below is a selection of direct student responses:

By being a teacher of the English class, I was able to learn that the teacher should be patient until
the students to be[come] quiet before moving onto the next section. This is rveally important, since
[the] teacher should not leave any student behind, and be responsible of making them understand
the content.

[The] teaching activity was difficult for me. I had many mistakes and the things I regret. However
1 think accepting my mistakes and practising hard with confidence is the good way to help me in
the future.

Student engagement, particularly the challenges of keeping their classmates attention, was also
perceived as an important thing learned from peer teaching, with nine responses. Below is a selection

of direct student responses:

[M]aking the students active is important.

[D]ifficult to attract the audience’s attention.

Some of the students participated in the class actively and we actually felt their passion. However,
there were also some students seem/[ed to be] not interested in our class; they were chatting or
using phones.

[1]t was quite challenging for me to make students concentrate and enjoy the class. Their focus
didn’t last for long; hence, teachers are required to make students enjoy the class.

Two students responded that atmosphere creation was learned from the peer-teaching experience.
The response of a student who taught a lesson about overfishing is as follows:

We thought the atmosphere of the classroom was important, so we decided to play music related
to [the] ocean, yet everyone knows. Consequently, the atmosphere was great and they focused on
their work.

The data appears to indicate that these students viewed the teacher as not just needing the
knowledge of the topic under study, but the ability to engage students by gaining their attention and
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trying to motivate them. They viewed that learning the importance of good communication skills,
utilizing supplemental learning materials, and creating an environment where the students could be
comfortable learning could all increase the learner’s motivation. Having confidence aided through
sufficient preparation, and considering lessons from the learner’s perspective, such as ensuring
students clearly understand what the teacher is conveying, was also viewed as significant.

Prompt 2

Students shared 13 different ways that they felt the experience of peer teaching would help them
in the future, as can be seen in Figure 2.

Figure 2
Participants’ Responses to Prompt 2
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The following are a selection of student responses, which range from the application of teaching
skills, the most frequent theme, in other settings such as a part-time job or club activity, to a deeper
understanding of the fundamentals of teaching.

o Since I am thinking to apply for a part-time job of a teacher at [a] cram school, this experience
will be helpful for me to keep in mind [of] how I can engage with students and create a fun, active
and motivational class.

o The experience will help me in the future when I am teaching others during the circle [activity].
Since I belong to the hula circle and I have been dancing for more than ten years, I have a lot of
chances to teach and give some advice to my friends [about] how to dance. Because of this, I want
to improve my teaching skills so they will understand easier. Since I had improved my teaching
skills [a] little bit, I would like to try to teach others more.

o [ think it is important to not only saying the word but also let everyone remembering a new thing
in during the class.
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o To make the students focus in the lesson is definitely the most important aspect in teaching a class.

The second most frequent theme was preparation. Students shared that preparing adequately for
the peer teaching activity influences their understanding of the requirements for teaching, in addition
to improving their teaching abilities. The following is a selection of student responses:

e However after standing in the opposite position it made me recognize how tough planning classes

are as a teacher. I believe it will help me massively in the future.

e The 1 point is that preparedness is highly important. The reason is that I thought [it] is that there
are many factors to organize the class well. For example, confidence, [a] loud voice, eye contact
and etc. All of that is caused by good preparedness. Good preparedness leads [to] confidence. So I
think preparedness is very important in some aspects even [in the] future.

Empathy also appeared as a theme in the ways that peer teaching would help students in their
future, by providing them with a deeper understanding of the teacher’s perspective. This could
potentially change their future behavior as students. Below is a selection of direct student responses:

o We had this chance to observe the classroom from a teacher’s perspective and realized that being
a teacher is definitely not easy work.

o Moreover, this experience would help me by changing [my] attitude toward[s] classes. I could
understand how hard it is to lead classes from the teacher’s point of view, which makes me join
classes more actively.

e [F]rom now on I will be able to have a new perspective. When I take classes I am now able to
think of the teacher’s point of view.

In answering the above prompt, students had the opportunity to consider the ways that they felt

peer teaching could benefit them in their futures, potentially adding more value to the experience.

Prompt 3

This section focuses on how students would advise other students in the process of peer teaching.
When the answers were first examined, it seemed many might be under the umbrella of teaching
skills. However, in further analysis of the responses to this prompt, the students provide more detailed
explanations of what they believe constitutes good teaching skills as ways to successfully engage and
communicate with students. Therefore, instead of “teaching skills”, student engagement, preparation,
group work skills, and communication skills appear with the most frequency in the students’ writing,
as can be seen in Figure 3.
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Figure 3
Participants’ Responses to Prompt 3
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In regard to student engagement, below is a selection of direct student responses:

e Based on this teaching experience, I would advise others to increase engagement with students
and create an active-learning class. Because I believe motivation is the key for students to have
[a] positive attitude to learn about new things.

o [Y]ou should think about how to make students intevested in the topic that you are going to teach

beforehand.

e [A]dvice I would give others about teaching is to make students participate during class.

o To make the students focus in the lesson is definitely the most important aspect in teaching a class.

Preparation appeared the second most frequently in the student responses. In regard to student
preparation, below is a selection of direct student responses:

o [ learned that enough preparation is important.

o What I would give others [advice] about teaching is that just prepare and practice.

In regard to communication, students shared an understanding of the importance of non-verbal
skills as well as the volume and tone of voice to communicate more effectively. Below is a selection of
direct student responses:

o [ think if we managed the class with [a] smiling and high tone, students took the class [with]

more interesting. ... I have to be strict and give instructions politely and easily.

o [ yrecommend that when you ave teaching, please have eye contact with your students and also

increase your speaking volume.

e To be a good teacher, except having enough professional knowledge of educating, we realized that

the ability of taking interactions with students is also important.

Other themes students viewed as significant were being confident, calm, and patient. This can
been seen in their direct responses as follows:

o [ would like to give advice to students whose going to teach others not to be afraid.
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o And I would say, the fact which you should be patient should be an advice to others considering
that, including myself{,] many of us tend to rushed the class.
o So if I need to give advice about teaching I would suggest[to] be calm and methodical.
Students’ responses to the above prompt provided a deeper understanding of their perceptions of
what they believe constitutes good teaching practice.

Prompt 4

This prompt’s responses are divided into two sections. Most of the students directly answered
that the experience was positive and gave reasons. Nonetheless, some students did not provide a
direct answer but gave reasons which seem to indicate the experience was positive. This section will
explore the responses that directly answered that peer teaching was a positive experience, which
can be seen in Figure 4. The theme that appeared the most frequently was teaching skills, which was
shared by 10 students. It is important to note that students expressed that they did not only learn
skills regarding ways to better interact with and motivate students, but also shared that they enjoyed
the experience and may even pursue teaching as a career.

Figure 4
Participants’ Responses to Prompt 4 as a Positive Experience
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A selection of the students’ responses is below:

e By being a teacher of the English class, I was able to learn that the teacher should be patient until
the students to be quiet before moving onto the next section. This is really important, since [the]
teacher should not leave any student behind, and be responsible of making them understand the
content.

e [t was a positive experience because I learned about how to teach, and it will be very helpful for
me if I become a teacher in the future.
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e By experiencing teaching in front of the class today,..., [1] could realize how amazing and

pleasure[able it is] when students react actively.

e The positive point was that I could enjoy teaching because it was the first time to teach in English.

o ] felt teaching experience was positive and valuable because I became more interested in teaching

others and I learned that even though it is not easy to teach others but I felt it was worth doing it.

e Querall, I thought [a] student-led class was a positive experience because even though I always

teach junior high school students as a part-time job, giving a lecture to university students was
[a] totally different experience than I expected. In this way, I have come to consider that teachers
have to be flexible with the way of teaching and the ages of students.

The second most common theme was increased knowledge of the topic taught, with five
responses. Students appeared to focus more intently on the topic in the role of teacher than that of
the role of student. A selection of students’ responses is below:

®  Moreover, I could read the textbook much deeper than usual.

e Of course, Igotto earn more knowledge about the economy than before.

e Jtwas a good experience because it was a good opportunity to ... think about what way is effective

to understand topics.

The second most common theme was communication skills, with also five responses. They wrote
that good communication is directly connected to others’ increased level of understanding regarding
what is shared by the speaker, or in this case, the peer-teacher. A selection of students’ responses is
below:

o [ needed to speak clearly for students to easily understand and grasp the concept. This experience

will help me to explain to others about something easily and understandably.

o [t was a good experience because it was a good opportunity to talk in front of everyone and think

about what way is effective to understand topics.

For the students who directly stated that peer teaching was a positive experience, there were
over 10 different themes which demonstrate the value of the activity.

In this section, the responses from eight students who did not directly state if the experience of
peer teaching was positive or negative will be examined. It seems that their responses indicate that
the experience was a positive not a negative one, as these students responded that peer teaching
gave them more awareness of confidence, group-work skills, communication skills, preparation,
motivation, and teaching skills, which can be seen in Figure 5. First, in relation to confidence, the
following responses indicate either a gain in confidence, or what is necessary to do to demonstrate
confidence.
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Figure 5
Participants’ Responses to Prompt 4 Not Directly Answered as a Positive or Negative Experience

4. REASONS IT WAS A POSITIVE OR NEGATIVE EXPERIENCE: Not Answered Directly
But did not Write Negative Comments About the Experience (8 STUDENTS)
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Below are the two student responses:

e However, I could have confidence a little by this teaching.

o What'’s not good about [my] lecture is [I am] nervous, my weak voice and I should teach with
confidence.

Next, group-work skills were expressed by two students as something learned from the

experience of peer teaching. Below are their direct responses:

e  However, I think the group balance was the best of 4 teams. We could cooperate with each other,
so we could lead a class on schedule.

o What'’s good is dividing roles properly and proceeding according to plan.

One student expressed their increased awareness of the importance of being well prepared for

the lesson. The response is as follows:

o We think out ways in the teaching. First, before [the] lecture, we make a time for discussing
because we want you [the students being taught] to talking freely without [the] lecture’s thinking.
Second, before watching [the]video, we tell you about discussion questions for understanding
easily.

As mentioned previously, peer teaching influences the students’ motivation not only in the role of

teacher, but also in the role of the student, as can be seen with the below response:

o Thus, I think I need to do my best both in the lesson and when working as a teacher.

Even for the students who did not directly answer if peer teaching was a positive or negative

experience, they were able to recognize the significance of communication, motivation, group work,
preparation, and teaching skills through the activity.
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Discussion

This section will focus on the importance of gathering data from students and what it can reveal,
in addition to how this activity can be used with a variety of students and classes. Also, the factors
that may have influenced the data will be discussed. In this project, students were able to act as
teachers, and were then asked to reflect on their experience. Their data provided insight into their
opinions, which helped the instructor understand alternative perspectives on teaching practice. As
teachers, it seems that it may quite often be the case that our primary focus is on the class aims
and our own areas of interest in teaching practices. However, in gathering students’ perspectives on
teaching, the teacher’s practice can incorporate what students value as significant for educators to do.
Working at the university level, it was surprising that students felt that instructors were responsible
for motivating the students. This was in contrast to my experience as a university student, wherein I
felt that the motivation to learn was intrinsic, with the student being solely responsible for maintaining
their own motivation. Another area of interest is not only what students viewed as important for
teachers to do, but what they felt was significant to do when they were peer-teaching. For example, as
with atmosphere creation through music, and other ways of possibly increasing student engagement.
Students’ responses gave new perspectives about teaching.

Based on how the performance of these students, it is possible that with sufficient preparation
time, direct modeling by the teacher, and clear criteria, most students should be able to adequately
peer teach. However, the teacher’s willingness to foster learner autonomy by allowing to have control,
and the student’s willingness to be more autonomous in an activity such as peer teaching, will also
influence the outcomes. Possible limitations are that these students either had a higher level of English
in the mandatory class or quite a strong interest in developing their English in the elective class. As
aresult, teaching their peers using English was not as challenging as it could be for learners of lower
proficiencies, or those having less interest in learning and using English. Furthermore, students
may potentially share different themes learned from the peer-teaching experience based on their
perceptions of teaching due to their values and expectations, as well as in relation to the class that they
peer teach. The instructor’s role in guiding the class before and during peer teaching, in addition to
the instructor’s perception as to what peer teaching is, will also influence the activity.

Conclusion

In this study, peer teaching was viewed as a positive experience by the participants, that can result
in increased communication, group-work skills, teaching skills, confidence, motivation, and empathy.
Peer teaching can also give students the chance to consider teaching as a possible career path, and
how skills related to teaching may transfer to their futures. If the teacher implementing peer teaching
in their practice also asks their students to share about the experience, the teacher can potentially
gain more awareness into their learners’ values and beliefs in respect to teaching. Peer teaching in
EFL and ESL is a research area for further exploration, particularly in regards to students’ voices.
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Appendix

Assignment 2: Lesson Outline

Group Members:

Unit Number and Topic:

Date:

Things that you want the students to learn in your class:
Ways that you will help the students learn those things:
Materials & Estimated Time:

Activities:
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[Teaching Practice Report]

A Blended Approach to Flipped
Learning for Teaching Debate

Heather Woodward & Laura Padfield

Abstract

Rikkyo University administrators have given instructors in the newly created department of Foreign Language
Education and Research (FLER) more flexibility and control over how to implement their English as a Foreign
Language (EFL) courses. Additionally, FLER has created a required debate course for first-year students, so an
essential avenue of pedagogy and practice is required to explore approaches to teaching debate that can most
effectively address the course aims. We describe how to implement one type of blended approach to flipped learning
based on an instructional framework by Fries, Son, Givvin, and Stigler (2020), which is based on cognitive learning
theory and follows a more sophisticated version of the Task-Teach-Task (TTT) approach. There are many ways to
flip a classroom, and every instructor who chooses to flip their classroom does so differently (Bergmann & Sams,
2012). With that in mind, we encourage instructors to consider this type of blended approach for their future debate
classes, or at least, we hope that by reading this paper, instructors contemplate ways to adapt and incorporate some
of the approach’s aspects into their debate courses.

Keywords: CALL, flipped learning, Practicing-Connections Hypothesis, debate

Introduction

Flipped learning has gained the attention of educators worldwide in many academic fields (Webb
& Doman, 2016) and has become popular with English Language Teaching (ELT) researchers (Turan
& Akdag-Cimen, 2020). It is an instructional approach that introduces course content outside of
class time. Rather than listening to the instructor explain debate concepts in class, students use the
additional class time to connect concepts, debate, and reflect. On the other hand, blended learning
is a type of instructional approach which combines both face-to-face instruction and online materials.
One of the most popular flipped learning approaches involves students watching online instructional
videos outside of class time (Hockly, 2017). Flipped learning can therefore be considered a type of
blended learning; however, it does not necessitate digital integration. For Rikkyo University’s English
Discussion Class (EDC), students review the textbook readings before class to activate their schemata
on the topics in class. The content aspect of EDC is flipped, but not blended (i.e., the textbook is not
online). For this reason, we include both terms “flipped” and “blended” to describe this approach as
the flipped aspect of the approach utilizes online material.

Although the approach has gained popularity (Turan & Akdag-Cimen, 2020), the appropriateness
of the approach for ELT contexts has been called into question (Johnson & Marsh, 2016). Kerr (2020)
states that flipped learning assumes the presentation portion of the lesson consumes a significant
amount of class time, which is why Johnson and Marsh (2016) write that flipped learning does not at
first glance seem to provide much benefit to ELT as the explanations provided in ELT classes usually
do not represent a large proportion of time (Kerr, 2020). Likewise, the explanation portion of debate
should not constitute a significant amount of class time; however, early proponents of flipped learning,
Bergmann and Sams (2012) state that flipped learning is more akin to a mindset rather than a single
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method. Conceived in this way, flipped learning focuses attention away from the teacher and redirects
it to students and their learning process (Bergmann & Sams, 2012). Focusing more attention on the
students and their learning process can promote personalization, active learning, and engagement
(Kerr, 2020). In the next section, we discuss Kerr’s categorization in more detail.

Discussion

Benefits of Flipped Learning

Kerr (2020) categorizes the three main advantages of flipped learning to students and theirlearning
process: personalization, active learning, and engagement. Kerr writes that flipped learning can
increase personalization by (a) helping with students learning difficulties; (b) encouraging students
to work at their own pace; (c) providing a wider range of study material choices; and (d) delivering
individualized support. A blended approach to flipped learning can help students with disabilities.
Technology such as video subtitles and text-to-speech software can usually meet the students’ needs
more easily than face-to-face classrooms (Kerr, 2020). As Young (2020) writes, instructors should
espouse an interactional disability model, which adapts the environmental learning conditions to meet
the needs of the language learners with disabilities. One example is to allow students to work at their
own pace to learn the concepts via out-of-class self-study assignments.

A blended approach to flipped learning allows for more adaptable conditions in the learning
environment; for example, if students do not understand the presentation, they can pause and re-
watch the video, and instructors can also offer a variety of ways for students to learn material such
as audio recordings, slideshow presentations, videos, the textbook, or ideally, a combination so
that students have more choices regarding how they learn the course content. If instructors use
a Learning Management System (LMS) such as Blackboard or Google Classroom, they can give
students personalized feedback on their self-study assignments, and with different modalities of
communication, students can choose how they want to communicate with instructors. In this way,
instructors come to class already informed as to which students understand the concepts and which
students need more support and can pair students to others to help them understand the concepts.

In addition to increased personalization, Kerr (2020) writes thatflipped learning can increase active
learning by (a) helping students with higher order thinking skills; (b) increasing student to student
interaction; and (c) offering more chances for feedback. If lower-order skills such as remembering and
understanding are accomplished before class, there is additional time for students to focus on higher-
order skills such as analyzing, evaluating, and creating (Kostka & Marshall, 2017). Kostka and Marshall
(2017) write that higher-order skills necessitate a more active role from students, and increasing student
interaction also provides chances to receive feedback. Kerr states that flipped learning can provide a
space for increase engagement by (a) facilitating students’ ownership of their learning process; (b)
mitigating any management issues in the classroom; and (c) assisting communication between the
institution and students (orforyounger students, their caregivers). The underlying beliefis that students
assume more ownership over their learning process compared to traditional classroom methods such as
Present, Practice, and Produce (PPP) because they are able to choose “time, place, path, and/or pace” of
theirlearning (Staker & Horn, 2012). Therefore, they might feelmore accountable for their performance
and contributions in class (Johnson & Marsh, 2016). If blended approaches to flipped learning make
students feel more accountable for their own learning, instructors should introduce instructional guides
on how to improve study habits (e.g., good time management practices) as some students might need
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additional support with the increased expectation of independence and self-reliance.

We add two additional aspects of engagement to Kerr’s (2020) list specifically for blended
approaches to flipped learning in a Japanese EFL setting: (d) intercultural communication and (e)
educational tech skills. If instructors blend the classroom, they can incorporate online programs to
enhance learning; for instance, online virtual exchange programs such as the International Virtual
Exchange (IVE) Project, offer students with the chance to communicate with university students
from different countries and cultures potentially increasing students’ intercultural understanding, or
at least, virtual exchanges acclimatize students to other cultures (Hagley, 2016; Hagley & Cotter,
2019). MEXT (2011) states:

Foreign language proficiency required in a global society can be defined as capability of smooth
communication with people of different countries and cultures using languages as a tool. The
capability of smooth communication implies, for example, confident and active attitude toward
communication with people of different countries and cultures as well as accurate understanding
of partner’s thoughts and intentions based on his/her cultural and social background, logical,
and reasoned explanation of one’s own views, and convincing partners in course of debates.

The IVE Project, funded by a Japanese kaken grant’, provides a space for students to improve their
communication with university students from different countries and other cultures by using English
as a tool for communication to develop confidence and a positive attitude (Hagley & Thomson, 2017).
Communicating with foreign students about topics can enhance in-class discussions and debates
because students can incorporate the different perspectives of foreign university students in their
discussions and debates.

Likewise, students might use their PCs and smartphones for entertainment purposes without
fully tapping into their educational benefits, so we also add educational tech skills to the list of
engagement for a blended approach to flipped learning. An example of educational tech skills is
learning advanced online search techniques to do research. Another tech skill is utilizing educational
programs to help students learn different aspects of debate. For instance, Kialo Edu is a free, online
resource that facilitates collaboration by providing a space for structured and rational debate (Kialo,
2020). Students can research their position regarding a debate proposition, then add their research to
their class’s Kialo. In addition, they can add links to their source of information, support their claims
with additional evidence, and provide a refutation and rebuttal. Students can rate individual claims
according to their impact factor as well as from different viewpoints. If there is a claim that students
do not understand, they can flag it as unclear to notify the writer of the claim. Kialo also has a chat
box so debate teammates can coordinate directly on the webpage. With a blended approach to flipped
learning, instructors can integrate these online programs to scaffold debates more effectively.

Drawbacks of Flipped Learning

We have discussed Kerr’s (2020) three main benefits of flipped classrooms: potential increases
in personalization, active learning, and engagement. Kerr (2020) also states four main challenges of
flipped learning: students who (a) do not complete the self-study assignments, (b) have ineffective

1 Kaken grants are funded to develop scientific research in Japan
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study habits, (c) technology issues, and (d) prefer a traditional style lecture. Furthermore, Kerr
(2020) notes that there has been more enthusiasm from instructors than statistical evidence for
greater learning outcomes. For example, Kerr (2020) cites three meta-analyses: Cheng et al., (2019),
Lag and Szle (2019), and van Alten et al., (2019). These meta-analyses find only a small correlation
between flipped learning and increased learning outcome (Kerr, 2020). In a study that more carefully
controlled outside variables, the results also show that flipped learning benefits only some students’
learning outcomes while not benefitting others (Setren et al., 2019). Setren et al. (2019) note that
students’ learning gains are only short-term, and that flipped learning can actually widen the learning
outcome gap between stronger and weaker students.

In a recent meta-analysis of 61 second language learning studies, Vitta and Al-Hoorie (in
press) find that flipped learning approaches outperform traditional style approaches with a near
to average effect size compared to other reported research effect sizes in second language studies
and accounting for publication bias. They also report only a slight decrease in flipped learning’s
effectiveness for long-term interventions with no difference between whether the flipped approach
uses videos or more interactive approaches (Vitta & Al-Hoorie, in press). However, they state that
low proficiency students might experience difficulty with flipped learning as they could struggle to
engage with the target language material on their own for a sustained period of time (Milman, 2012;
Vitta & Al-Hoorie, in press). In terms of Kerr’s main challenges, struggling to maintain engagement
might lead to incomplete self-study assignments and a preference for traditional style lectures. Vitta
and Al-Hoorie (in press) recommend preparing materials that are engaging yet accessible to low
proficiency students and perhaps integrating more of students’ first language into instruction and
additional support. Lastly, they reported that the greatest effect on learning outcomes are for skill-
based and procedural knowledge and the lowest are for vocabulary, standardized tests, and reading
(Vitta & Al-Hoorie, in press). Debate is skill-based, so these results suggest that flipped learning can
be beneficial for this type of course.

Lawson, Davis, and Son (2019) state that research moving forward should not focus on whether
to flip, but rather how to flip more effectively; namely, research on blended approaches to flipped
learning should provide theoretical justifications to support the approach. The instructional design
framework developed by Fries, Son, Givvin, and Stigler (2020) help students build an understanding
of complex concepts in domains such as science and math. They used their framework to create a
statistics course. The framework is based on the cognitive learning theory in educational psychology,
which describes knowledge as mental representations and information processes. Expert knowledge
differs from novice knowledge insofar as the organization of experts’ knowledge is characterized as
‘coherent, interconnected, and reflective of the relational structure of the domain’ (Fries et al., 2020).
Ideally, instruction should help students to build relationships between a few concepts that are at the
core of understanding the domain (Fries et al., 2020). Consequently, experts can use their knowledge
flexibly and creatively as they are able to apply their knowledge to other situations or contexts (Fries
et al,, 2020). Not all flipped classrooms are based on the same learning theory (Lawson, Davis, &
Son, 2019). For instance, a simple blended flipped learning method entails instructors posting videos
for students to watch before the lesson. Watching videos or reading a passage in a textbook can be
an active learning process, but not necessarily. Students need to actively make connections between
concepts to build understanding of the domain and transfer their understanding to novel situations.
Fries et al. (2020) provide a clear and easy to follow framework that can be applied to other complex
domains such as debate.
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Practicing-Connections Hypothesis

Fries et al. (2020) tackle the question of how to create instructional learning experiences to help
students understand and transfer their knowledge to novel situations. Transferability is a key aspect
of understanding. Students who can transfer knowledge successfully use what they know “creatively,
flexibly, fluently in different settings or problems” (Wiggins & McTighe, 2006). Expert knowledge
differs from novice knowledge insofar as the organization of experts’ knowledge is characterized as
“coherent, interconnected, and reflective of the relational structure of the domain” and consequently,
experts can use their knowledge flexibly and creatively as they are able to apply their knowledge
to other situations or contexts (Fries et al., 2020). Ideally, instruction should help students to build
relationships between a few concepts that are at heart of understanding the domain (Fries et al,,
2020). To develop students’ transferrable knowledge, they need to practice connections between
three components: real-world contexts, core domain concepts, and important representations within
the domain (Fries et al., 2020). Practicing-Connections Hypothesis states that students must be able
to connect all three components for knowledge that they can use creatively and flexibly (Fries et al.,
2020). As students connect core domain concepts to other ideas, situations, and representations, their
understanding deepens and their knowledge “becomes more transferable” (Fries, et al., 2020).

Debate Course Aims

The debate course aims for students to understand debate concepts and develop critical thinking
skills, research skills, subject-matter knowledge, and team-building skills (Debate Committee, 2020).
Students learn debate concepts by learning how to create arguments, ask cross-examination questions,
take notes, create propositions, and refute claims (Debate Committee, 2020). They improve critical
thinking skills by examining and creating arguments on topics from various viewpoints, and they
develop research skills by researching multiple and reliable sources to support their argument (Debate
Committee, 2020). The committee also notes that the more sources of information that students can
find, the better, and that these sources of information should highlight different viewpoints on the
topic so that students can receive a ‘balanced knowledge of the subject’ (Debate Committee, 2020).
Additionally, students can improve subject-matter knowledge by ‘preparing for and conducting a
debate’ (Debate Committee, 2020).

In this section, we connect the three key concepts of core domain concepts, real-world concepts,
and key domain representations to the debate course. Firstly, the core domain concepts of debate are
research skKills, critical thinking skills, and team-building skills. Subject-matter knowledge, which is
technically considered to be a debate course aim, is a product of researching and critically thinking
rather than a core domain concept. Secondly, the real-world contexts in which students benefit from
strong research, critical thinking, and team-building skills encompass nearly every aspect of their
lives. These contexts can be categorized into four spheres: personal, professional, societal, and global.
Personal includes financial and relationship decisions as well as building friendships. Professional
includes occupational responsibilities and choices. Societal and global issues can include voting on or
taking a stand for or against political issues concerning Japan and other countries. Lastly, key domain
representations of debate are the online program called Kialo Edu, and the debate organizational
steps (i.e., argumentations, cross-examinations, refutation, rebuttal, summaries). These are key
representations as each of the core debate concepts (e.g., critical thinking, research skills, team-
building skills) can be connected to their structures for any debate.
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Procedure

Application to Debate

Fries et al. (2020) create a three-step process for instructional design to: (a) create productive
struggle, (b) make connections explicit, and (c) make opportunities for deliberate practice with
variation and gradual increased complexity. This three-step process essentially matches the
instructional approach Task-Teach-Task (TTT) with the added sophistication of eliciting connections
between representations, core domain concepts, and real-world contexts. The first step in applying
framework to debate is to simplify debate’s organizational process. Fries et al. (2020) state that concepts
usually need simplification for beginners; however, instructors should not oversimplify them to the
extent that they introduce fallacies or misconceptions (Fries et al., 2020). The point of introducing a
simplified version of debate is to get students debating (i.e., creating a productive struggle) and then
introducing areas that they need help with retroactively.

At the instructional level, students choose a familiar topic (e.g., homework or school uniforms).
When the primary author collected over 480 student-generated propositions, propositions concerning
the topics of homework and school uniforms topped the list as most popular debate topics. Next,
instructors tell students that the Affirmative Team (AFF) defends the statement (e.g., students should
wear school uniforms) and the Negative Team (NEG) argues against the statement. Instructors group
students into AFF and NEG, then instruct students to collectively think of three reasons to support
their team’s position and create one challenge question to ask the other team about their position.
Instructors should hand a list of facts, data, and examples to each team explaining the pros and cons
of school uniforms. After, instructors show the steps on the whiteboard (figure I).

Figure 1
Simplified First Round of Debate (Steps 1 through 4)

1. AFF gives three reasons

2. NEG asks one question

3. NEG gives three reasons

4. AFF asks one question

While students are following the steps, instructors make notes on what students can improve
(e.g., sub-skills of research skills, critical thinking skills, collaboration). When students finish the first
round, students separate into their own teams, instructors ask students work as a team to (a) recall
the three reasons the other team gave, (b) choose the weakest argument, and (c) explain why it is the
weakest. After they finish, instructors ask teams to create a summary of their position’s idea. Next,
instructors show the steps on the whiteboard (figure 2).
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Figure 2
Simplified Second Round of Debate (Steps 5 through 10)

5. NEG explains one weakness of AFF reason
6. AFF replies
7. AFF explains one weakness of NEG reason
8. NEG replies

9. NEG summarizes

10. AFF summarizes

While teams participate in debate, instructors monitor and write feedback. After the teams finish,
they can discuss which steps in the debate were easy and which were more difficult. Instructors can
give students a short list of discussion and communication functions that the students learned in the
previous semester’s discussion course (e.g., asking for viewpoints, asking for repetition, providing
sources of information, giving viewpoints) and ask students to circle the functions that they or their
teammates used during the debate.

Then, instructors elicit Practicing-Connections Hypothesis’ questions (figure 3) to help students
connect representations, core domain concepts, and real-world contexts. This addition to TTT adds
more complexity to the framework and more closely connects the method to cognitive learning theory.

Figure 3
Questions for Practicing Connections

1. Which discussion skills might you use for each step during the debate? Why? (representation)

2. What are critical thinking skills? (core domain concept)

3. Why does using these discussion skills enhance critical thinking? (core domain concept)

4. What are some real-world situations that you use these discussion skills? (real-world contexts)

5. What are some real-world situations that you use critical thinking skills? (real-world contexts)

Some students who have lower English proficiency skills might not be able to answer these
questions in English, but they can work as a team to answer these questions. They can also answer the
questions in Japanese and instructors can help them translate their answers into English. Instructors
should prepare answers to the questions in advance, but be open to students’ own interpretations.
At home, students watch a video presentation or slideshow presentation on an aspect of debate that
they had difficulty with during the lesson. This instruction should be determined based on the debate
performance and students’ own feedback of their performance. In the next class, students debate
again, but this time, they focus on incorporating more discussion and communication skills as well
as what they learned at home from the instructional video to add layers of complexity to the debate
organization. In the next section, we discuss a blended approach to flipped learning at the curricular
unit level of instruction and connect it to Kialo Edu and the IVE Project.

Application to a Blended Approach to Flipped Learning

One way to help students transfer their knowledge to real-world contexts inside and outside of
class is by flipping and blending. Doing so does not only to assist with transfer, but also helps students
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with pre-task planning to prepare for in-class debate. Below is a curricular unit cycle:

Table 1
Curricular Unit Debate Cycle

Cycle Step Location Stage

During Lesson / Engage a productive struggle (e.g., simplified form of debate) or after
1 Cont. from a full debate unit cycle, engage in productive struggle of sub-skills
Step 8 (e.g., create a proposition, practice notetaking)

Receive feedback on productive struggle (self, peer, instructor)

Make connections between representations, core domain concepts,

(Cont. from . . . ..
Step 8) and real-world contexts via questions instructor creates (Practicing-
P Connections Hypothesis)
Outside of Class Re.ceive instruction (relates directly to in-class feedback) and take a
quiz on LMS
Utilize online application (e.g., Kialo Edu and IVE Project)
During Lesson Discuss self-study assignments (ask any questions about them)

Engage in slightly more complex debate practice (i.e., attempt to
integrate instruction into debate)

Receive feedback on complex debate practice (self, peer, instructor)

During this lesson (table 1), students engage in a simplified form of debate (step 1), reflect on
the debate and receive feedback (step 2), and then based on the feedback, connect one sub-skill (e.g.,
discussion functions) to different concepts, contexts, and representations (step 3). At the beginning
of the semester, instructors also need to help students understand how to access the LMS, submit
assignments, use IVE Project and Kialo Edu. They can use pre-made videos and assign it as a self-
study assignment. The primary author also gives students preparation time during class before the
productive struggle and complex practice so that teams can divide roles, choose arguments, rehearse,
or find their graphs or charts to present. Instruction (step 4) should include high quality videos and
presentations that last five to seven minutes (Choe & Seong, 2016). One presentation should also
cover only one skill, so that the duration remains short. To check whether students have completed
the video or presentation, instructors can attach a short online quiz (e.g., usually only two or three
questions) on students’ LMS.

Students apply concepts on interactive applications such as IVE Project. There, they could
discuss in-class debate topics with students from other universities to collect different viewpoints
for their sources of information for debates (step 5). Instructors can request that students ask their
professors for sources of information. They can use Kialo Edu to add their arguments for and against
the proposition and link their sources of information to the site to share information with their
classmates (step 5). Throughout the week, instructors grade their self-study assignments. Having
instructors give personalized feedback can help students find ways to strengthen their argument.
Students should be able to complete the weekly self-study assignments in roughly 30 to 40 minutes
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once they become more familiar with the format. The length of what they write depends on their
proficiency, but most importantly they incorporate the sub-skills that they learn from instruction.
Vitta & Al-Hoorie (in press) recommend that instructors add more support for lower proficiency
students. In addition, they can collaborate with their teammates to complete the assignments.

For the next lesson, students briefly discuss what they learned during their self-study
assignments with their classmates including ideas on where or how to incorporate the instruction into
debate (step 6). If they have any questions, they can ask them before or during debate preparation
(step 6). Instructors assign students to the affirmative or negative positions, then they work with
their teammates to plan for debate (step 7). Students receive either self-feedback, peer-feedback,
or instructor feedback on their debate performance (step 8). After instructors have two options,
either they can choose a sub-skill to focus on (e.g., creating a proposition) or they can go directly
to making connections. If students struggle with the rebuttal stage, then instructors should ask
students practicing connection questions that relate to rebuttals (e.g., why are rebuttals important
for developing critical thinking skills? Why are they important for research skills? In what real-world
situations do you use rebuttals? Where on Kialo Edu can you write rebuttals?). Alternatively, once
students have practiced a simplified debate and roughly understand where each sub-skill fits within
the organizational structure, for the productive struggle stage, instructors could focus on different
aspects of the debate (e.g., practice note taking or creating propositions) with feedback in between
each aspect (see dotted arrow to step 1).

Traditional Approaches

In contrast, a traditional approach to teaching debate is to compartmentalize each subskill or step,
presenting it in isolation, without simplification, decontextualized from the holistic debate organization
before students even participate in their first debate. The problem with this approach is that students
might have difficulty connecting the isolated skill to the corresponding step in the debate because
most likely, they have not formed a strong mental schema of debate organization without having first
practiced it. Having students participate in debate, even a simplified form of it, as shown the example
above, can foment a clearer and stronger mental schema of debate organization, which can help them
to connect the core debate skills and sub-skills to that mental schema much more effectively than any
table, video, or presentation about debate organization can do so on its own. Any later instruction that
is provided should be building more complexity onto this key representation framework retroactively,
according to students’ needs (e.g., introducing terminology such as rebuttal and cross-examination
along with different techniques to improve their skills as well as time limits so that students ask more
than one cross-examination question).

Lastly, students using more traditional approaches such as PPP might find it difficult to identify
the aspects of debate they need to improve. Identifying areas of weakness is difficult partly because
traditional methods tend to predetermine the content that students review before testing their ability to
do so. Even when students practice after presentation, they might feel a false sense of accomplishment
because they might not be able to connect what they learned to the right stage in the debate. In
addition, if instructors want students to take more ownership over their own learning, then they need
to offer students more choices (e.g., control over the topic of the debate and control over the topic
of instruction). Incorporating methods such as TTT and a blended approach to flipped learning can
provide more flexibility and choice for students to become independent learners. For example, in the
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first debate, even though it was simplified, students in the primary author’s debate class reflected that
doing research was an important aspect for debate because their personal experiences alone were not
as persuasive as providing statistics.

Students who come to their own conclusions about core domain concepts in the first debate
lesson means that they have more opportunities to transfer their learning between lessons as they
have more classes to do so. More opportunities early transfer can allow students to focus on other
aspects of debate such as how to formulate cross-examination questions, how to read graphs and
charts, and how to avoid committing informal logical fallacies, which are presently not components of
Rikkyo University’s debate curriculum. Students are able to come to these conclusions even though
they were using a simplified model. If students come to that conclusion themselves, then the idea
is more memorable and hopefully more transferrable than if the idea originated from instructors.
They also might be more willing to participate in self-study activities out of the classroom when the
instruction matches their beliefs because they realize a need for it.

Conclusion

In this paper, we explained the terminology “flipped” and “blended” and then discussed some
of the advantages and disadvantages. After, we explained the debate course’s overall aims and lastly,
described how to implement one type of blended approach to flipped learning based on a framework
by Fries, Son, Givvin, and Stigler (2020). One of the main ideas of the approach is to start with a
simplified version of a debate organizational list and then gradually introduce more complexity into
the framework based on student needs. The second main idea is for students to use programs such as
Kialo and IVE Project to transfer what they learned from instruction into other contexts. The last idea
is for students to practice making connections between real-world contexts, core domain concepts,
and key representations. We recognize that our field of ELT is in the post-methods and approaches era;
however, sharing different methods and approaches to teaching courses can provide more guidance
to instructors who would like it. We argue that this approach can maximize Kerr’s (2020) categories
of active learning, personalization, and engagement more effectively than traditional approaches. We
encourage other instructors to use this approach and hope that instructors can find other ways of
integrating the Practicing-Connections Hypothesis into their classes.
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[Teaching Practice Report]

Using Asynchronous Discussion Board Forums to Complement
Online Discussion Classes

Jon Mahoney

Abstract

This paper reflects on the usage of online asynchronous discussion boards as a tool to improve students’ online
discussion classes by allowing them to interact and prepare their discussion opinions and ideas. In total, twenty-
nine students took part in the study. I employed a mixed methods approach in order to garner qualitative data in
the form of notes taken in class by myself of students’ utterances during online Zoom classes, and students’ written
participation in the online forums. In addition, quantitative data was collected via a Google form survey issued in
the final lesson of the semester. Overall, the students gave positive responses to the usage of the discussion boards
(DBs), and the inclusion of this tool seems to have benefitted the online classes. The paper concludes with some
contemplation of the effectiveness of using DBs as a tool to complement online discussion classes, as well as my
reflective thoughts on the process as a whole.

Keywords: Online, discussion boards, forum, asynchronous

Introduction

This study took place at a private university in Tokyo, Japan. Due to onset of the COVID-19
pandemic, there was an urgent need for universities worldwide to provide online classes for their
students. This university was obliged to switch to online classes due to the sudden outbhreak in Japan
in mid-March, which was a few weeks before the scheduled beginning of term. Therefore, the start
of term was set back until May in order for the university to rethink their delivery of lessons. The
participating students were all enrolled in the English Discussion Center (EDC) module, a 14-week
(adjusted to 12-week) course wherein students are required to discuss contemporary topics using
a variety of marked language functions. The main goal of the course is to encourage maximum
verbal output from students, and is designed to improve their ability to have balanced and interactive
discussions about current topics in English with their peers (Hurling, 2012). Each class consists of
nine or ten students, with each student placed into classes with other students of a similar English
competence. Ideally, 10- and 16-minute discussions take place in every lesson, and should be balanced,
interactive and co-constructed by all participants. However, due to the classes moving online and the
implications this change brought, achieving this optimum scenario became more demanding.

Each student was required to attend one 45-minute Zoom class per week. In a conventional
semester, classes would be 100 minutes, and I would be able to monitor all of the students effectively
by walking around the two groups, listening, and writing what they say. After the class, I would be able
to give verbal feedback via the whiteboard and facilitate student-to-student feedback. Since the classes
were online, I split the students into two 45-minute classes in order for me to be able to monitor them
effectively and give appropriate feedback. Since these classes were much shorter than usual, students
were required to study the chapter and topic of the textbook themselves before each lesson, as well
as the language functions that they were expected to use.
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Usefulness of Discussion Boards

DBs have long been the focus of an abundance of research. One of the main benefits of
utilizing discussion boards is they allow students the opportunity to interconnect at their own pace,
giving them time to think carefully about their contributions and edit them prior to entering the
discussion (Biesenbach-Lucas, 2003; Ortega, 1997). In addition, they prevent dominant students from
monopolizing the discussions, which can take place in face-to-face discussions (Ortega, 1997). Online
discussions also provide a platform for ESL (English as a Second Language) students to achieve
new levels of linguistic competence and express ideas in their own words (Biesenbach-Lucas, 2003).
Furthermore, they can practice new language in a supportive learning environment (Kahmi-Stein,
2000; Wilson & Stacey, 2004).

Moreover, St. John and Cash (1995) highlighted some additionally related benefits to DBs in
online second language learning. They argue that students can correct their lexical mistakes by
noticing differences in their usage and that of their peers. This implies that their peers of a higher
language competence are unwittingly providing feedback and scaffolding to them. This in turn results
in the learner being able to boost their pragmatic competence swiftly by adopting their peer’s useful
expressions.

Therefore, it would seem that students have additional time to reflect on the language being used
and the ideas being exchanged, allowing for deeper consideration of the topic. Lamy and Goodfellow
(1999, p. 43) termed this as “reflective conversation,” whereby students interact unprompted, while
remaining attentive and conscious on form in their contributions.

Gerbic (2006) offers three distinctions we can make between online DBs and face-to face lessons.
The first is the lack of visual cues. This may lead to some misunderstanding in meaning. Face-to-face
discussions may be more competitive and require more confidence for students to agree or disagree
with one another. In addition, compared with free flowing synchronous settings, the learner has
time to reflect and reply with more consideration. Finally, the emphasis is on reading and writing,
compared to speaking and listening. Satar and Ozdener (2008) offered that Computer-meditated
communication could offer students a safe environment to practice and evaluate themselves, while
also noticing benefits for speaking skills.

Although there is much support for the use of DBs in research literature, with regard to studies
about DBs in a Japanese university setting, the results have been somewhat mixed. Miyazoe and
Anderson (2010) reported that students found the formation and expression of their ideas in DBs
as both useful and challenging. Meanwhile, Neilsen (2013) also relayed that Japanese university
students found DBs to be useful, but that some had reported that they did not appreciate the extra
work outside of the classroom.

In addition to the citations I have referred to above, I felt that in the unique situation that students
found themselves in, which was being unable to come to campus and having to work from home in
isolation, the DBs would provide them with an outlet to connect. I also felt that it would be a useful
tool for them to practice using the marked language functions in the textbook and sharing their ideas
online about the topics before the Zoom lessons took place.

Procedure

Since this was the first time that the discussion course was to take place online, I felt that it was
important for the students to be able to connect with each other and practice using the discussions
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skills online in a non-judgmental setting. Bikowski and Kessler (2002, p. 27) define a DB, as an “an
electronic forum in which people with common interests can share comments and questions on
specific topics.”

The discussion classes had weekly topics that the students were required to discuss in weekly
Zoom classes. I decided to set up the DB on the Blackboard learning management system page of the
module. Students could easily access this by logging into their university webpage. Initially in week
one, I created the first discussion forum as a means of allowing students to introduce themselves to
myself and all of the other students before the first lesson began. I initiated a thread (a response to a
post), and wrote my introduction as an example follow. I noticed that all of the students made a good
effort with this. Thereafter, I created weekly forums related to the topics of each weekly lesson from
the textbook “What’s Your Opinion,” (for example, social media; foreign customs) and initiated a
thread with a question. When creating and interacting on the forums, I took into consideration some
recommendations by Northover (2002) who outlined a number of factors essential to the success of
interaction in an on-line discussion, including making discussions that are challenging and interesting,
giving feedback and encouragement, and ensuring that the learning from the DB is realistic and
meaningful to the student.

Research Method

Using a single case-study research methodology, this research employs mixed method data
collection. A Google form survey was issued to students in the last lesson of the course, requiring
responses to five-point Likert scale based questions, and comprised eight statements written in
English to which students indicated their level of agreement or disagreement. I felt this was the
most efficient way to collect data from the participants, and I estimated this form would take around
5 minutes to complete, which would not put too much stress on the students. The survey contained
eight statements. Each statement had five agreement options, from 1-5, providing a reasonable
spectrum of response options. A neutral option acting as the midpoint of the rating was included so
that students would not feel obliged to choose a positive or negative answer if they did not have an
opinion about a given question.

Qualitative data was collected in the form of students’ online DB posts, and their utterances
made in the Zoom discussion lessons. Thematic analysis was the method chosen for analyzing the
qualitative data, which Braun and Clarke (2006, p. 6) state is “a method for identifying, analyzing and
reporting patterns (themes) within qualitative data.” I chose this method because of its flexibility, as
this allowed me to delve deeply into the data gathered of the small sample of participants (28, one
student did not consent to the survey).

Findings and Student Comments

General Findings

The participants overwhelmingly gave positive feedback and responses to usage of the DBs.
The two main advantages mentioned were finding new ideas about the topics, and being able to use
the DBs as a place to organize their ideas before the Zoom classes. Some of the other advantages
mentioned by the participants included feeling happy about getting agreement and replies, can read
anytime, can compare and carefully consider classmates’ opinions before classes, being helpful to

58



USING ASYNCHRONOUS DISCUSSION BOARD FORUMS TO COMPLEMENT ONLINE DISCUSSION CLASSES

prepare and practice, can develop writing and grammar skills, and do not have to worry about Wi-Fi
trouble. I will now consider some of the main advantages mentioned by participants, and then other
noteworthy themes that arose from the data gathered.

Finding New Ideas

In total, students explicitly changed their written opinions seven times on the DBs. This number
seems low, since, 96.4% of students, agreed with the statement on the Google form “Using the DB
allowed me to discover new ideas about a topic from my classmates” (see appendix). The relatively
low changing of written opinions may be due to it being time consuming for them to write. I wanted
the DBs to be a place where students could delve into the topics deeply and to develop critical thinking
about the topics before they discussed them. I did not ask the students to write changing opinions on
the forums, but I did urge them to ask follow-up questions. Here are a few of the examples:

Hi (name) I had a different opinion, but I was very sympathetic to your opinion. Certainly, we can
experience many things in university life, so I think going to university will improve our skills.

I never thought about that until you mentioned! I agree with you. I think it is important to have
purpose or dreams in life.

1 thought I could learn about foreign culture in two months, but after hearing (name)’s opinion, I felt
it might be short in two months. Since the culture students can experience differs from season to season,
1 think it would be better for them to study abroad for a longer period.

1 totally agree with you. As you said, it is difficult for Japanese to hug with others and stay awake on
the train. I did not know that we could not sleep on the train. Thanks for giving new opinion!

These examples of students changing their opinions in the forum, whilst also issuing praise to
the original person who had the idea or opinion suggests that the forums were collaborative and
supportive. It may also be some indications of the students thinking more deeply and developing
critical thinking skills about the topics, and supports research by Ware (2004).

Organizing Ideas and Thinking Deeply

Another of the main advantages given by participants was that they could organize their ideas
and think more deeply about the topics by getting various perspectives before the Zoom discussions
took place. In the statement “Using the DB was troublesome and did not help my Zoom discussions”,
92.8% of the students disagreed, suggesting that they were a useful tool for them. Some advantages
mentioned by students on the DBs are displayed below:

One advantage of using a discussion board is we can organize our own opinion before the lesson.
Having the opportunity to think about the topic in advance is very important for a good discussion.

I agree with you, (name). As you said, discussion board is good place to think deeply about the topic.
In addition, I also believe we can find new perspective from our classmate’s thought.

Getting various perspectives is interesting. I always check before the class and learn different points
of view about the topic.

The main advantages reported by students seem to indicate that the DBs encouraged students to

59



% EEAEEKv—F H1%  (JOURNAL OF MULTILINGUAL PEDAGOGY AND PRACTICE, VOL. 1)

hll

consider the topics more deeply and developed their critical thinking skills before the Zoom lessons
took place. In a conventional face-to-face class, students may not have considered the topics so much
beforehand and would have had to think about the topics in the classroom a lot faster. Therefore, the
DBs helped allow students to envisage what they would like say in the online Zoom discussions on
the various topics.

Different Verbal Opinions in Zoom Discussions

Students would usually give their same idea or opinion from the forums in the Zoom verbal
discussions. However, students gave different verbal opinions in the Zoom discussions from their
opinions in the DBs 16 times throughout the semester. This may have been due to changing their
opinions about a topic between the time that they participated in the forums and the verbal discussions,
or not being willing to or unable to disagree with students during the verbal discussions. This may
also be partly attributed to the high ratio (96.4%) reported by participants that they found new ideas
about topics through participating in the forums which corroborates research by Ware (2004).

Who Starts and Finishes

In all of the classes, a pattern emerged of who would start the discussion in the thread, and who
would usually go last. In the fifth statement “It was difficult to start the discussion threads on the
DB”, 60.9% of students agreed with this (see appendix). Spread across the three classes in this study,
there were six male students (20.7%) and 23 female students (79.3%). Out of the 36 online discussions,
three male students started the discussions a total of 20 times (55.6%), and were last to contribute
just four times (11.10%). Six female students started the DBs 16 times in total (44.4%) and were last
to contribute 32 times (88.8%). This would suggest that the male students were more willing to be
assertive and give their initial opinions at the start of each thread. In addition, 20 students did not start
any of the discussions (68.9%) which suggests that most students were reactive rather than assertive.
This pattern could be related to one of the difficulties of using DBs reported by students, which was
finding a different idea from other students. Therefore, perhaps some students were motivated to
participate early in order to be the first to share their idea, and not have to simply agree with others
or spend time thinking of their own original idea or opinion.

Frequency of Agreement

In the three classes, there was a clear pattern of students agreeing with each other. When giving
instructions about the DBs, I encouraged learners to reply to each other and to ask follow-up questions,
following Nielsen’s (2013) suggestion. Out of 433 entries onto the forums, students used the phrase
“I agree/partly agree with you (or name) 203 times (46.8%). Participants only used the phrase “I
disagree with you/name” eight times (1.85%). Indirect disagreeing terms were used 30 times (6.93%),
such as “I think”, “I understand, but” and “I don’t think so.” Participants often complimented each
other before disagreeing. For example:

Though my opinion was different from yours, I think you have a great opinion and I think so too a

little. In Japan, I think there is a tendency to put emphasis on educational background when you take an
employment examination or job interview. So going to university is advantageous to you in job hunting.
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Difficulties in Disagreeing

In the final online discussion of the term, the participants discussed “What are the advantages
and disadvantages of using discussion forum?” The main disadvantage mentioned was that it was
difficult to disagree with fellow classmates. A few of the opinions given are shown below:

1 think there are both aspects. An advantage is that I can find a new opinion from my classmates.
However, a disadvantage is it is difficult to disagree with others’ opinion.

I agree with you, (name)! As you said, we tend to agree with classmates because we can only read
their feelings from their words. So, I usually try to speak politely.

Another disadvantage is that it is difficult to disagree with others opinion. Because we cannot meet
face-toface, I worry that I may offend someone.

Disagreeing was difficult. Japanese people worry about what other people think. The Corona situation
has made things worse, so we tend to agree with other people’s opinions move.

However, students did not indicate this clearly on the Google form survey. In the statement “It
was difficult to disagree with my classmates on the DB” (see appendix), 39.3% of students agreed with
this statement. The relatively high ratio of students that agreed with this statement could be related
to the relatively high amount of ambiguous and indirect disgreeing phrases that were used in the
forums.

Some of the other difficulties mentioned included not being able to read classmates’ feelings
from expressions, difficult to express opinions accurately, having to take time to be careful about
spelling and grammar, and time differences between individual replies, which support findings by
Neilsen (2013). This final difficulty mentioned leads to me considering that synchronous DBs could
be an interesting route to explore in future research.

Giving Praise to Increase Motivation

At the beginning of each class when I was introducing the topic, I would praise some of the
interesting ideas that they had discussed on the forums before the class. In the early lessons, I noticed
that students who had given minimal participation on the forums seemed to be uneasy or embarrassed
that they had not contributed more. After a few weeks, students seemed to realize that participating on
the forums was a good chance for them to hone their ideas in preparation for the verbal discussions.
Prior to the main verbal discussions taking place, I would remind them that they could use the same
ideas from the forums. The forum topic question was the same as the main discussion a total of five
times. In addition, I made a final comment on each DB thread, praising the interesting points that they
had made and sometimes asking an additional question for them to consider before they began their
Zoom lessons. It is unclear if this had any effect, as there was no noticeable change in the volume of
their content on the DBs. However, the online Zoom lessons did become more and more animated
and dynamic as the semester progressed.

Connecting in the Pandemic

In contrast to how some students mentioned a difficulty of communicating on forums during
the COVID-19 pandemic, some participants reported how the forums had benefited them during this
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time. This is one written statement made by a student in the final DB of the semester:

The advantage of using a discussion board is that I could learn new and interesting things from
my classmates. I think learning new opinions from my classmates will give me a broader perspective.
An acquaintance told me that I should intervact with a variety of people during my college years. While I
cannot meet classmates due to Corona, I think this discussion board has been a tool to get in touch with
a variety of people.

This quote suggests that students were not only practicing for their discussions in written form,
but that they could also experience some connectivity during the isolating times of online learning.
This could be linked to Dornyei’s proposed L2 Motivational Self System (2009), which argued that
learners are motivated to learn a second language when they want to create a desirable self-image of
themselves through integration.

Conclusion

It would seem that overall the inclusion of the DB forums into the online discussion lessons was
a success. The asynchronous nature of the forums allowed participants ample time to gather ideas
and form their opinions about the weekly topics before class. Samovar and Porter (2001) argue that
disagreeing with others in Asian cultures is seen as confrontational and undesirable, where harmony
is highly sought after. Although many of the students reported on the forums and verbally in the
lessons that disagreeing with their peers was difficult for them, these views were not reflected so
explicitly in the anonymous quantitative survey. This may suggest that stating that disagreeing was
difficult for them was a convenient and acceptable answer, since some of the participants mentioned
that it is difficult for Japanese people to disagree because they worry what others think.

The reporting by students that the forums helped them to find new ideas about topics, organize
their ideas and use the forums as a place to practice seems to advocate further usage of forums in
future classes, and supports claims from Kahmi-Stein, (2000); Wilson and Stacey (2004) and Lamy
and Goodfellow (1999). The claim by some students that the forums also helped them with grammar,
spelling and vocabulary would also support this, and lends credence to Biesenbach-Lucas (2003) and
St. John and Cash (1995).

Using DBs may also provide a place for students to connect with their peers during the pandemic.
The contemporary topics were pertinent to their lives. Creating tasks that allow the learner to connect
to English using the ideal self, facilitates knowledge creation that is meaningful and requires the
learner to make opinions and think critically in English (Yashima, 2009). Keeping in mind that the
primary goal of the discussion classes is oral output, asynchronous interaction does lack a variety of
pragmatic information, for instance, gestures and intonation (Satar & Ozdener, 2008). Nevertheless,
due to the current necessity of online learning, this reflective study would tentatively suggest that DB
forums are conducive with weekly discussion classes.
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Appendix
Question Agree/ Disagree Nsl:lel)e':t:f Percentage
Strongly Agree 21 75%
) . . Agree 6 21.4%
. Using the ]?B allowed me to discover new ideas Neutral | 3.6%
about a topic from my classmates.
Disagree 0
Strongly Disagree 0
Strongly Agree 17 60.7%
Agree 11 39.3%
. Using the DB helped me prepare and practice Neutral 0
my ideas for the Zoom discussions.
Disagree 0
Strongly Disagree 0 0
Strongly Agree 17 60.7%
) ) ) ) Agree 6 21.4%
By using the DB, I could learn interesting thing Neutral 4 14.3%
about my classmates.
Disagree 1 3.6%
Strongly Disagree 0 0
Strongly Agree 11 39.3%
) Agree 11 39.3%
I felt happy when someone replied to my Neutral 6 21.4%
answers on the DB.
Disagree 0 0
Strongly Disagree 0 0
Strongly Agree 2 7.1%
) ' ) Agree 15 53.6%
It was difficult to start the discussion threads on Neutral 5 17.9%
the DB.
Disagree 6 21.4%
Strongly Disagree 2 7.1%
Strongly Agree 5 17.9%
' ) ) Agree 6 21.4%
It was difficult to disagree with my classmates Neutral 9 32.1%
on the DB.
Disagree 8 28.6%
Strongly Disagree 0 0
Strongly Agree 0 0
) ) ] o Agree 3 10.7%
I felt sad if someone disagreed with my opinion Neutral 5 17.9%
on the DB.
Disagree 13 46.4%
Strongly Disagree 25%
Strongly Agree 0
) ) Agree 0
. Using the D.B was. troublesome and did not help Neutral 71%
my Zoom discussions.
Disagree 16 57.1%
Strongly Disagree 10 35.7%
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[Teaching Practice Report]

Synchronous Online Discussion Forums as a Supplement to
Video Discussions in an Online English Discussion Class

Jonathan Hennessy

Abstract

This paper details the use of a synchronous online discussion forum activity as a supplemental activity used alongside
video discussions in an online English discussion class. A rationale is provided for the choice of activity as well as
the decision to have students participate synchronously. The author reflects on the progress shown by students in
their forum discussions and considers ways that the challenges that were observed could be addressed in future
implementations of the activity to allow for greater opportunities for learning. The author also considers the potential
influence that participation on the online discussion forum may have had on the ability of the participants to genuinely
interact with each other in their video discussions. The author concludes that the activity did help students learn to
interact with each other and functioned well as a preparatory activity for their video discussions, but did not observe
an impact on their turn-taking ability or their ability to discuss each other’s ideas in their video discussions.

Keywords: synchronous online discussion forum

Introduction

All first-year students at Rikkyo University are required to take an English Discussion Class
(EDC) designed to improve their ability to discuss contemporary topics in English with their peers
(Hurling, 2012). Since its inception, the class was always taught in person and students were expected
to participate in face-to-face discussions on a topic provided to them each lesson, allowing for the lesson
to be driven by student-to-student interaction. However, in the Spring 2020 semester, the lessons were
taught entirely online due to the spread of the novel coronavirus in Japan. Concerns about students’
access to the technology required to participate in extended online video lessons meant that many
teachers split their classes into two groups. This allowed each group to have a shortened video lesson
taught synchronously on the Zoom platform supplemented with other activities that students would
be expected to complete independently.

When choosing an activity to pair with the video lessons on Zoom, many teachers ended up
selecting an online discussion forum activity. This allowed the activity to still include student-to-
student interaction and to be targeted at improving the ability to have discussions in English. While
using online discussion forums in place of face-to-face discussions is not truly an equivalent exchange,
the use of online discussion forums has been observed to be beneficial for speaking skills (Satar &
Ozdener, 2008). Coffin and Donohue (2014) also assert that the structure of online discussion forums
allows for fluidity similar to that of a conversation, further supporting their use in a discussion class.

Using online discussion forums also provided the teacher an opportunity to use some of their
benefits to address challenges previously observed in the EDC and in Japanese learners of English.
Students in the EDC have struggled with turn taking in discussions (Young, 2015; Hennessy, 2020).
Hennessy (2020) also observed that intermediate students struggled with discussing ideas introduced
by other speakers, noting that instead of collaborating, they would share multiple ideas in one speaking
turn and fail to take further turns on a given topic. Williamson (2019) suggested cultural influences
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may drive Japanese speakers’ difficulties with turn taking and Young (2018) suggests pedagogical
intervention may be necessary to address these issues. Online discussion forums are inherently
interactive activities and Murphy (2004) found that, while learners would usually start by only stating
their own perspectives, they would eventually progress to responding to the perspectives of others.
In addition, Coffin and Donohue (2014) suggest that discussions on online discussion forums tend
to move away from the starting issue and into other ideas presented by the participants. If this holds
true, then the online discussion forum could be a powerful tool to help students learn to collaborate
in their discussions.

Of course, using an online discussion forum would still present issues that would need to be
addressed. Uneven participation can be a significant drawback to using forums, with the discussions
being driven by a few active participants while others contribute little (Coffin & Donohue, 2014), and
students often find that their contributions to the discussion forum are left without a response (Coffin
& Donohue, 2014; Thomas, 2002). While the expectation may be that discussions should naturally
move away from the starting topic, it is likely that if students frequently do not receive a response to
their comments that this drift may not happen. As EDC classes are small, usually 10 students or fewer,
uneven participation could also lead to a struggle for interaction if too few students are active on the
forum. A lack of responses could lead to the discussion forum reinforcing the students’ struggles with
turn-taking if they adjust by sharing more information in a single post, further reducing the chance
for collaboration. This means that it is necessary for the forum activity to feature an emphasis on
interaction and replying to classmates to encourage genuine interaction.

While discussion forums are usually asynchronous activities (Abrams, 2003; Shenker, 2019), with
Shenker (2019) in particular noting the advantages of allowing more flexibility and time to think and
plan contributions to the forum, there is some evidence that synchronous use of computer-mediated
communications can be more beneficial for increasing the quantity of output in face-to-face interactions
(Abrams, 2003). One could also speculate that synchronous participation could reduce the impact of
varied schedules on participation and could even help reduce the number of posts that do not receive
a reply as it would be less common for participants to add comments after other participants had
stopped using the forum. Japanese learners of English have been observed to question the extra work
required to participate in an online discussion forum (Nielson, 2013) and as the students in the EDC
were participating in online lessons due to a global pandemic, not by choice, I believed that asking
them to participate during normal class times as opposed to asking them to fit more work into the rest
of their schedule might help improve participation.

This paper reflects on the use of a synchronous online discussion forum activity with three
10-student classes of intermediate learners of English in the Rikkyo EDC. It considers both the
development of their discussions on the forum using the Blackboard learning management system,
and any impacts the forum may have had on their spoken discussions on Zoom. The focus for the
semester was specifically on improving student-to-student interaction and collaboration both on the
online discussion board and in their spoken discussions on Zoom.

Discussion

Procedure

The synchronous discussion forum activity was used in 11 of the 12 lessons during the semester
with the only exception being the first lesson, where students were only asked to post a self-
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introduction. In each lesson all students joined a Zoom meeting at the beginning of the class to allow
an opportunity for the teacher to give feedback from the previous lesson and to explain the focus of
the lesson, including both the topics of discussion and any target language that was being introduced
or reviewed. The entire class was together for approximately 10 minutes before being split into two
equally sized groups. Each group would participate in both an online discussion forum activity using
the Blackboard learning management system, and an interactive video lesson using Zoom. One group
began on Zoom where they practiced the target language and participated in a spoken discussion
before moving to Blackboard to complete the online discussion forum activity, whereas the other
group would have the same lesson but in the opposite order: participating on the forum before the
Zoom lesson. The Zoom lessons were approximately 40 minutes long and students were expected to
participate in the online discussion forum for 45 to 50 minutes. I would review the discussion forum
from the group that started with that activity before they began their Zoom lesson to give any feedback
that I believed would help with their video discussion and I gave advice to the group that began on
Zoom to help them in their discussion forum. The groups did not change between activities in a single
lesson but were shuffled week-to-week to allow students to work with all of their classmates over the
course of the semester and to experience using the discussion forum both before and after the Zoom
lesson. This also addressed a common student complaint about online discussion forums mentioned
by Shenker (2019) regarding the inability of students to change groups during the semester.

The discussion forum was set up prior to the start of class with between four and eight starter
threads about a topic similar to the one that would be discussed in the Zoom lesson, and based on
one of the discussion preparation activities from the in-house textbook, “What’s Your Opinion.”
These starter threads were refined throughout the semester to help encourage discussion and, by
the end of the semester, I made the decision to limit the forum to four starter threads as it seemed
to increase student-to-student interaction. In general the discussion board was intended to be a free
discussion based on these starting topics and the role of the teacher was to set expectations, check
for comprehension before the activity began, and provide feedback when it was finished. As it seemed
like most students began the semester with little to no experience in using a discussion forum in
this way, it was critical to be clear in setting expectations and goals for the students to ensure active
participation and to encourage interacting with their classmates’ ideas. Feedback was tailored to each
groups’ strengths and weaknesses to ensure that they understood when they were succeeding and
when there were areas that could be improved.

Students were given a period of time during which they were expected to continuously participate
in the forum, and they were given a post count goal for each lesson starting approximately halfway
through the semester. While it was not expected that all students would reach the goal in every
lesson, and their grades were not reduced for failing to reach the goal, it was a useful benchmark
to help students understand the expectations regarding participation. Students were also explicitly
instructed to begin by sharing their own ideas and then to interact with their classmates by agreeing
or disagreeing, asking questions, and answering questions directed at them. This was emphasized
throughout the semester to encourage students to allow their discussions to move away from only
answering the initial questions, as supported by Coffin and Donohue (2014) who suggested online
discussion forums often drifted away from the starting topic, and to help reduce the number of posts
left without a response as was observed by both Coffin and Donohue (2014) and Thomas (2002).
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Early Reflections

At the beginning of the semester students struggled with turn-taking and interaction in their
Zoom discussions as expected and described by Hennessy (2020). They would often share their
answer in a single speaking turn and would rarely speak again on a topic after another student took
the floor. Few students responded to ideas brought up by a classmate and even fewer would do so if
they had already taken a turn on the topic. This was especially clear when students left disagreements
or different opinions entirely unexplored. In one Zoom discussion students were discussing whether
it was easy or difficult for university students to be independent and, while four of the five participants
agreed that it was difficult, the fifth disagreed. However, after that student shared their differing
opinion the group moved onto the next question rather than exploring the difference of opinion.
The online discussion forum activity also had issues with unbalanced participation, and there was
little genuine interaction early in the semester, as Coffin and Donohue (2014) and Thomas (2002)
had previously documented. In early lessons it was not uncommon for one or two students to have
dramatically fewer posts on the forum than their classmates, and students frequently shared their
opinions on a topic and then did not write anything else in that thread. For example, in one class four
students replied to the forum thread asking if they thought that going to university after high school
was a good idea and shared their opinions but none interacted with their classmates’ replies, despite
sharing similar reasoning. However, the discussion forums did provide some examples of attempts
at genuine interaction early in the semester as well. In the same lesson that students were discussing
going to university after high school they also discussed getting a full-time job instead. Two students
were observed trying to interact with each other’s ideas in the following exchange.

Student A: I think it is not good idea. It’'s mainly because we can’t study enough until high school.
Student B: I agree with you. But there are many people who can’t go to university or vocational
school due to financial reasons. What do you think about those people?

Student A: I think those people don’t have to go to university or vocational school. But, if they don’t
want to get a fulltime job and want to learn more, their parents should give them some support.

While this was only a basic interaction it was an example of students learning from each
other’s ideas and replying to new information presented by other speakers even after stating their
own opinions. Early feedback was centered around identifying examples of success like this to help
students understand what success looked like, and students were praised for interacting with their
classmates’ ideas on the discussion forum and in their video discussions. Missed opportunities were
also brought up to help students see when they had chances to improve.

As the semester continued students did seem to increasingly be capable of having more in-depth
discussions, especially on the discussion forum. In the fifth lesson students were discussing the topic
of being homesick when working abroad and had two separate comment chains stemming from one
student’s initial reply. In one chain the original poster had a back-and-forth conversation with one
other student about how they were able to overcome homesickness in an experience traveling. In
the second chain (included below) three more students joined in to discuss how the types of food
available in a country they were visiting could impact their ability to adjust to living there.

Student A: I have been abroad two times. First is Country A, where I felt homesick because of foods
of there. Second is Country B. I didn’t feel homesick so much, so I think I wouldn’t be homesick if I
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lived and worked abroad.

Student B: Why do you think you didn’t get homesick in Country B?

Student A: First, staying Country B was homestay between two weeks, while Country A was 1
week staying in university and hotel for studying culture and language. I could communicate with
host family deeply. Second, I didn’t hate foods in there more than Country A’s. However, there were
some foods I wasn’t able to stand. By the way, what do you think of my idea?

Student C: [ think Country A’s foods use many Chinese medicine, so you couldn’t get use to their
foods

Student D: I agree with you. On the other hand, I heard Country B’s food is easy to get used to.
Student C: But I like Country A foods, because I think it’s smell is bad, however taste is good.

In all three classes that were observed, this kind of extended interaction became increasingly
common in the online discussion forum activity but was rarely seen in Zoom. In a few cases I was able
to provide feedback based on successes in an online discussion forum activity and see students attempt
to talk about their classmates’ ideas in the following Zoom discussion. However, this behavior did not
continue beyond the lesson in which the feedback was given, which suggested that the improvements
on the forum were not helping in the video discussions.

Unfortunately, while I tried to focus my feedback on praising successful interactions, a large
amount of feedback in the early lessons had to be focused on participation as it was common to find
some students participating actively for the duration of the activity while others would simply post
their own answers and then stop participating. While this was expected based on the research, the
discussion groups being capped at a maximum of five participants meant that poor participation from
any students could impact the ability of other students to have meaningful interaction due to the
overall reduced activity.

Setting Goals and Making Adjustments

As the semester continued I felt that many students were making significant progress with their
discussions on the forums but still believed that poor participation from some members was an issue
that wasn’t being resolved by the feedback I was providing. In the fifth lesson several students in one
class made 10 or more posts on the discussion forum while another student had only five and yet
another student had only two. It was also common for some students to begin the activity immediately
while others did not make their first post until 10 or 20 minutes later. This not only impacted the
performance of the less active students but gave the students who were participating actively fewer
opportunities for interaction. Starting in lesson seven I provided each class with a goal for the number
of posts they should try to make during the activity to address this problem. This goal started at
10 posts and was eventually raised to 12. I also included a goal of asking at least two questions in
that lesson and added other goals related to answering questions and agreeing or disagreeing with
classmates later in the semester. Setting this clear expectation for students did seem to help improve
participation in these classes. All observed classes increased the total post count following the
addition of a goal. One class increased from 113 total student posts to 120 in the first lesson they were
given a goal, and to 136 in the following lesson. Another class increased from 101 to 128 to 136, and
the third class increased from 81 to 82 (with one student being absent and thus lowering the total
number of participants for the lesson) to 106. In addition, in the first week that the goals were added
only three students of the 29 who were present had seven or fewer posts, while the minimum was six.
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Participation generally remained at this increased level throughout the semester which allowed me
to focus my instructions and feedback on the goal of genuine interaction.

Following this improvement, it became easier to find examples of interaction on the online
discussion forums and to encourage students to continue this behavior. Noticing how students often
built their replies entirely on the information presented in the original post without trying to move
the discussion to a new idea led me to try an activity where each student was asked to write only one
sentence per post. This activity did increase the number of questions students asked but they still
usually let the student who made the original reply lead the direction of the discussion by answering
those questions, as opposed to building on the ideas themselves. Later, I focused my feedback on
which sections of their discussions would be interesting to discuss further to attempt to help them
spot missed opportunities. This had more of an impact as students began to try to add interesting
information to their classmates’ ideas, especially on the online discussion forum. In one group, all
five students chose to participate in the thread discussing whether giving more vacation time was
a good way to improve the work-life balance of employees. They allowed the discussion to drift a
little, mentioning laws about vacation time in Europe, wondering if too much free time was boring,
and showing concern for economic issues if workers had too much vacation time. The excerpt here
demonstrates how this group’s discussion developed:

Student A: I think Japanese people don’t have enough vacation time than other countries.
Student B: I think so too, but having so much free time is boring, isn’t you?

Student A: Surely, we may be boring, but many of Japanese workers have only two week summer
vacation. It is short for me. How about from your point of view?

Student C: I also think Japanese summer vacation is too short for workers, but if it becomes longer,
workers maybe don’t want to work (more) than now.

Student B: I think if workers don’t work, they can’t live, so after all they will work.

Student C: What you said is true, however in our society has a hikikomori or NEET problem, how
do you think about it?

The drift of topic from work-life balance to a concern about excess time off leading to an
unwillingness to work was only one way that this forum post evolved but still demonstrated
significant improvement from early in the semester. In a different lesson another class was discussing
the advantages and disadvantages of social media as it related to news and information and had a
discussion about the relative importance of the ease of access to information as it compared to the
dangers of finding false information. They were able to continue this discussion by asking for potential
solutions and bringing up the necessity of media literacy to deal with the problems created by social
media. These improvements continued, and by the end of the semester I was fairly satisfied with the
discussions that students were having on the discussion forum.

Another realization came later in the semester when it became clear that students were having
more in-depth discussions when they were given fewer overall topics to discuss. When they had
an excess of options for discussion they tended to have superficial discussions about all of the
options, whereas when they had fewer topics to discuss they would ask more questions and share
more information about each. Following this realization all of the forums were limited to four starter
threads. Following this change the discussions seemed more consistently interactive and interesting
but unfortunately, the change came too late in the semester to evaluate exactly how the discussions
improved.
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Impact on Spoken Discussions

As students improved on the online discussion forum it was possible to look at their video
discussions on Zoom and to look for potential parallels that could indicate a positive effect coming
from what they were learning from the forum. Early in the semester it was clear that students were
struggling with both the video discussions and the forums and, while I was hopeful that the forum
would help students to have more interactive discussions simply due to how discussion forums
worked, that wasn’t the case. While the forums were always able to serve as a reasonable warm-up
or a place to practice something that was difficult during the Zoom discussion, it was necessary to
help students build up the skills for successful online forum discussions before they could have any
carryover to their video discussions.

Towards the end of the semester it did seem that students were showing more interaction on
both the online discussion forum and in the video discussions. One group had an excellent video
discussion about the use of robots and artificial intelligence as solutions to the problem of Japan’s
aging population. They discussed the benefits of reducing the work needed to be done by humans,
considered the negative of lost jobs, brought up examples of service industry jobs that were already
being done by robots, and generally had an interesting interactive discussion. However, this was not
a consistent improvement among groups. My notes from one of the final lessons for another class
showed that students were having great, interactive discussions on the forum, but in video discussions
they were still answering questions and then not speaking again until the topic was changed. This
inconsistent improvement in video discussions, contrasted with the more universal improvements in
the online discussion forum, makes it unreasonable to suggest that the success in the forums was a
cause of the improvements in their video discussions.

Student Feedback

In the final lesson, the discussion forum activity focused on the students’ opinions of the activity.
In general they seemed to think that the forum was useful as preparation for their spoken discussions
and that they were able to think of more ideas and get a better understanding of their classmates’ ideas
by discussing on the forum before having their spoken discussion. This may not be any different from
having another speaking activity for discussion preparation, but it was good to see that students did
find it helpful.

More interestingly, some students also felt that the discussion forum allowed them to have
deeper discussions than they were able to in their video discussions. One student wrote that they did
not have to worry about the timing when discussing in the forum and another student noticed that
they often participated for a much longer time than in their video discussions. Some other students
wrote that they were able to take more time to understand their classmates’ ideas and explain their
own ideas which made it easier to interact with each other on the forum. Other students found taking
turns more difficult on the forum, noting that sometimes the discussion would move on while they
were writing their opinion and they would feel like they contributed too late. When combined with
other frustrations expressed by the students such as losing track of comments, struggling to find
unread comments, and posting the same idea as someone else, it seems likely that students’ lack of
familiarity with using online discussion forums in this manner impacted their ability to make the best
use of the forums. However, the positive points such as being able to discuss more deeply on the
forum also suggest that it may be possible to use this activity in the future to emphasize this behavior
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for video or face-to-face discussions. While students did still struggle with turn-taking in their video
discussions this semester they may still have improved in their ability to discuss a topic more deeply
from the online discussion forums. While this may be in part due to the added challenges of having
their discussions online instead of in person, it also means that more teacher intervention would be
necessary to create carryover between the two activities.

Conclusion

Over the course of the semester students did improve in their discussions using the online
discussion forum and they selfreported the ability to learn from each other and interact with each
other’s ideas on the forum. While students struggled with many of the issues common to discussion
forums such as uneven participation (Coffin & Donohue, 2014), posts without replies (Coffin &
Donohue, 2014; Thomas, 2002), and early attempts being dominated by comments limited to the
students’ own perspectives (Murphy, 2004), they improved significantly in response to instruction
and feedback. While many of the improvements that students made to their forum discussions would
have also been a positive change in their video discussions, there seemed to be little transfer between
the activities. It was not clear if the forum activity had any impact on the video discussions beyond use
as a preparatory activity.

As an option to allow for student-to-student interaction while face-to-face interaction is limited,
online forums did seem to be an effective tool for teaching some of the key parts of discussion and
building up the ability of students to discuss contemporary issues in English, as is a goal of the
EDC (Hurling, 2012). This activity could be enhanced by improving instruction and setting goals to
target participation and interaction from the start, and by limiting the starting topics from the first
lesson. I would like to try this activity again with those adjustments and see if it is possible to see
success with the forums earlier in the semester and thus be able to draw on those successes to help
students develop their ability to take turns and interact more successfully in video discussions or face-
to-face discussions. This could increase the value of the online discussion forum activity in a speaking
focused class such as the EDC.
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BEOHRE FERHEIZ VERICHEE L AR VD2 A 3¢, XN EIEN 25022 TT,

=207 —<Z2 ) EFFET, NAZEML, SGELHEEZHICOT L LT, &8i%L
E3
BEONRE LHZORE, K-, EATOHIR, Bk, HEEIHIZOWTRALET,
2 BHT 2BEEICHL T, HADK IR BE TR 2 EDHAZETELET,
3.7 TEBHWIGHE A R EE-D . IV —7"CROFHNENL TR LET,

1 Presentacion.
2 Mi familia/mis amigos.
3 Mi casa/mi barrio.
4 Mi Universidad.
5 Mis aficiones.
6 ¢Qué haces normalmente?
B 7 Repaso y test.

e S L . .
8 ¢Qué atractivos tiene Japon para los turistas extranjeros?
9 Comparaciones: 1. Japdn vs. otro pais. 2. Tokio vs. otra ciudad.
10  El transporte en Tokio.
11  Hacemos un plan de viaje.
12 Ocio: Cine, conciertos, teatro, exposiciones, deportes, etc.
13 Regls en los lugares publicos: tren, biblioteca, cine, etc.
14  Repasoy test.

PR - e BT — 2 (40%). ATFAF&TLEY Ty (30%). RETAL (30%)

%2

2020 4EPERAI Tl (CKIE2IR) SHERDEEZENA

1 Presentacion 1.

2 Presentacion 2. Mi familia/mis amigos.

3 Micasa/mi barrio 1.

4 Mi casa/mi barrio 2.

5 Mis aficiones.

6 Repaso y mini-test 1.
¢Qué haces normalmente? 1.

PN 7  ¢Qué haces normalmente? 2.

3 Repaso y mini-test 2.
¢Qué atractivos tiene Japon para los turistas extranjeros? (naturaleza y ciudad)

9 ¢Qué atractivos tiene Japon para los turistas extranjeros? (comida) 1.
Preparacion para presentacion 1.

10 ¢Qué atractivos tiene Japon para los turistas extranjeros? (comida) 2.

Preparacion para presentacion.
11  Presentacion.

12 Repaso y test.
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5 BxxiE

iDilo en espafiq)
® ¢Qué es el dango?

Es un dulce. Es una bola pequefia de harina de arroz amasado,
HiF-1d. KB %o ThE CADABETTY,

@ ¢Qué es el sake (saki)?

Es una bebida alcohdlica japonesa. Se hace con arroz fermentado,
HARIX, KERBELTHLLWETT,

® ¢Qué es el tempura?

Es un plato de fritos de mariscos y verduras previamente rebozados.

Dicen que su nombre viene del espafol “templo”.

TARDIE, UANRFEIL, K22 T THIF-RETY,

EH I ARA VB “templo (FBD)7 LdbEDLATVIT,
*BRICOVWTRERSDZT,

® ¢Qué es el sashimi?

Es un plato de pescados crudos y mariscos. Al comer, se empapa
en una salsa de soja con un poco de rabano picante japonés
(wasabi).

ik, £ofaAiEE. THEBHMICOTTARSLDTY,

4 ® ¢Qué es el sushi?
Es un plato de pequefios bocaditos de arroz cocido con vinagre.
Lleva encima pescados crudos y mariscos.
FElZ, —OTANOGNLIKE SORRICEDOAMEEFERATY,

® ¢Qué es el tofu (queso de soja)?

T Es la soja cuajada. Es blanca y blanda, también es rica en protei-

r‘ L xa nas. Se utiliza en platos tanto frios como calientes.

LT g SARES T2 bOTE, B TR, RATLEVTT
<~ _ HRLiD. Ed ) LTHA ZRBI bR E .

Zk 2
i “Mi receta de gazpacho” (https://www.youtube.com/watch?v=GyGtLGMee_M)

NEEM 1/NEEM Basico - Unidad 5 Mi receta de gazpacho - subtitulado
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e - Manuscript Submission Guidelines

Journal of Multilingual Pedagogy & Practice
Manuscript Submission Guidelines

Scope: The journal annually publishes reports of teaching practice related to courses

II.

III.

taught in FLER.

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.

2. 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.

3. 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 manuscripts written in one of the following languages: Japanese, Korean, Chinese,

German, French, Spanish, and English.

Content and Formatting Guidelines

Contributions are limited to previously unpublished work.

1.

We accept contributions in the following area:

Practical Teaching Reports: Reflective reports on your teaching practice in any language

courses at the Center for Foreign Language Education and Research. Reports should include

a reflection, and detailed descriptions of tasks and/or activities. Make sure to establish a

clear connection between your teaching practice and theoretical/pedagogical rationale

where possible.

Please ensure to follow all formatting guidelines listed below:

(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,
single-spaced.

(2) Length: Teaching Practice Reports should be approximately 3000-5000 words in length
including graphs, charts, the reference list, and appendices. 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 Times New Roman 12 point. Leave one line between the title and the name of the
author/s.

(5) Abstract: Manuscripts should be accompanied by a 150-250 word abstract in either
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IV.

VII.

% EEAEEKv—F H1%  (JOURNAL OF MULTILINGUAL PEDAGOGY AND PRACTICE, VOL. 1)

hll

Japanese or English, which includes 3 to 5 keywords for the article at the bottom. For the
abstract, the text should be indented 15mm 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.

3. Manuscripts should be submitted electronically to the Journal & Research Committee at
fler_journal_submission@ml.rikkyo.ac.jp

4. The following are required at the time of submission.
(1) An electronic copy of the manuscript.
(2) A cover sheet containing the following information
(a) Author’s name: The name should be written in the same language as used in the
article
(b) Title: Use the same language as used in the article.
(c) Category: Select an appropriate category for your submission
(d) Language: Indicate the language which the author teaches irrespective of the
language used in the manuscript.

Footnotes and Referencing
The author is responsible for consistently adhering to APA (7™ edition).

Call and Deadline for Submission
Submissions begin at the beginning of every fall semester. The deadline for submission is the
last day of November.

Peer Review

Submissions to the journal will not undergo peer review. However, the Journal & Research
Committee will check the basic contents and appearance and determine whether to accept it for
publication.

Revision and Resubmission

After checking, if the content deviates significantly from the scope of the journal or there is a
problem with the format, the author will be requested to revise and resubmit. Authors who have
received a revision request shall revise the manuscript and submit it again within two weeks from
the date of receiving the request. 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.

VIII. Journal Publication

IX.

The journal is published annually in March.
Registration on CiNii and Rikkyo Repository

Contributions to the FLER Journal will be registered on the national CiNii database and the
Rikkyo University Academic Repository.
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e - Manuscript Submission Guidelines

X. Other conditions

1.
2.

No remuneration is offered to the author(s).

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.

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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Studies in 2019. Her main research interest includes interlanguage pragmatics and corpus linguistics.

Andrew Tyner

Andrew Tyner is a lecturer at the Center for Foreign Language Education and Research at Rikkyo University
in Tokyo, Japan. He is interested in finding the most effective means to deliver, or otherwise facilitate,
actionable, performance-based student feedback. He is also interested in optimization of lesson structures for

learners of English as a second language.

Andrew Warrick

Andrew Warrick is an English Teacher at Rikkyo University. He obtained his M.A. in Sociology from the
University of Hawaii at Manoa in 2010, but has been teaching English in Japan since 2007. His research
interests include CALL, WTC, and curriculum design. He has been a member of the Japan Association of
Language Teaching since 2019.
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Devon Arthurson earned her Bachelor of Social Work from the University of Manitoba and completed her
Master of Arts in Integrated Studies from Athabasca University. Devon taught in high schools in Osaka before
joining Rikkyo University first as an instructor and now as an adjunct lecturer. Her current teaching and
research interests include fostering learner autonomy and inter-cultural elements in the learning environment.
Her volunteer activities include poverty alleviation and awareness-raising about human trafficking.
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Heather Woodward earned her M.S.Ed in TESOL from Temple University in 2018. Heather taught in China,
Vietnam, and Japan before joining Rikkyo University in 2019. Her academic interests include TBLT, CALL, and

material development.
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Laura Padfield is earning her MA in Applied Linguistics and ELT at Nottingham University. Laura had taught
EFL at universities in Tokyo and Yokohama, and has also taught in the UK, Vietnam and Europe. Their
academic interests related to teaching include syllabus design, intercultural communication, and CALL.

Outside of ELT, they are interested in political and media and social media discourse and language and gender.

Jon Mahoney

Jon Mahoney is a lecturer in English education at Rikkyo University. He has been teaching English in Japan
for over 12 years. He achieved a MEd in TESOL from Sheffield Hallam University in 2018. His main research
interests include English as a lingua franca, CLIL and developing critical thinking skills.
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Jonathan Hennessy has a master’s degree in TESOL from Central Connecticut State University and is a
Lecturer in English Education at Rikkyo University. He has taught English in Japan since 2012, working at
junior and senior high schools before joining Rikkyo in 2019. His research interests are centered around
organic use of language and turn taking and how activity design and teacher intervention can help students
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