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Teaching Practice Report

Academic Communication in Interdisciplinary Educational
Settings: Teaching Academic Skills in a CLIL Approach

Aika Miura
Jeffrey Mok
Tara Mcllroy

Abstract

This paper describes the implementation of Academic Communication in the
first year of the new 2024 English electives curriculum at Rikkyo University.
Academic Communication is part of the Global Communication courses offered
as the English language component of University-wide Liberal Arts Courses. By
adopting the Content and Language Integrated Language (CLIL) approach, the
course integrates content and language instruction, focusing on the development of
academic skills in both oral and written communication. Thus, students are expected
to simultaneously acquire procedural knowledge (i.e., content) and language through
various forms of presentations, while drawing on factual and conceptual knowledge
(i.e., content) from their own fields of study. Open to undergraduate students from
all colleges, the course accommodates a diverse range of academic backgrounds.
Students are encouraged to explore their specialised disciplines and collaborate on
interdisciplinary academic research to propose comprehensive solutions to global
issues in academic settings such as university seminars and conferences. This paper
highlights examples of students’ interdisciplinary collaborative work of the course’s

outcome, such as group posters, along with planning and reflective activities.

Keywords: Academic skills, CLIL (Content and Language Integrated Learning), Liberal Arts,

Interdisciplinary educational settings

Situating Academic Communication in the Content and Language
Integrated Language (CLIL) Curriculum

This paper first describes where Academic Communication is theoretically and
methodologically situated in our Content and Language Integrated Language (CLIL) curriculum
at Rikkyo University (e.g., Mok, 2021; Peragine & Mattson, 2023; Ueno, 2024).

In response to “a need for the English language curriculum to be more closely integrated

with education across the university” (Yamamoto & Nitta, 2021, p. 126), the three areas of
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Global Communication, Global Studies and Global Career were developed as part of the
curriculum reform that started in the academic year (AY) 2021. A total of 34 elective courses,
including the Overseas Cultural Studies Course, of Global Communication, Global Career,
and Global Studies were developed in the framework of CLIL, adopting an action-oriented
approach where language learners or users are viewed as social agents, drawing on the Common
European Framework of Reference for Languages (CEFR) (Yamamoto & Nitta, 2021).

This reform of the university-wide curriculum for undergraduate elective English
language courses was finally completed in AY 2024 with the addition of a newly developed
course titled Academic Communication in the strand of Global Communication.

During the AY 2023, the three authors of this paper collaboratively developed this
new course to fulfil the objective of Global Communication to “further develop the academic
language skills acquired in their mandatory first year courses” (Yamamoto & Nitta, 2021,
p. 128). Thus, Academic Communication was uniquely designed by setting two major
pedagogical goals: (i) to provide opportunities for undergraduate students to experience
conducting academic research, aiming to familiarise themselves with the expectations and
standards of the academic fields and (ii) to facilitate the educational philosophy of Rikkyo
University, Liberal Arts, by encouraging students’ interdisciplinary learning through
collaborative work (Rikkyo University, n.d.). Therefore, the course can be novel and distinctive
among all elective courses since the contents (one of four components, or 4Cs, in the CLIL
approach) (Coyle, 2007) are likely to be extensively determined by enrolled students’ specialised
majors and then to be potentially varied in every class, in contrast with more “language-led”
courses (e.g., Reading for Pleasure in Global Communication) and “content-led” ones (e.g.,
CLIL Seminars: Tourism in Global Studies) (Yamamoto & Nitta, 2021, p. 130).

The following sections outline the course overview and illustrate examples of
interdisciplinary collaborative activities and products in a class conducted by the first author
in the fall semester of the AY 2024. The paper concludes with suggestions for future course

development.

The Overview of Academic Communication

In tertiary education in Japan, English language courses aiming to improve the academic
skills of university students at both undergraduate and postgraduate levels are commonly
tailored to specific academic disciplines. English for Academic Purposes (EAP) and English
for Specific Purposes (ESP) are predominant terms to describe the approaches to language
teaching targeting the academic or occupational needs of learners commonly in discipline-
specific educational settings (e.g., Anthony, 2018). Our newly designed course, Academic
Communication is unique as it is conducted in interdisciplinary educational settings as written
below.

We designed this course to improve academic and communication skills through
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interdisciplinary collaboration between enrolled students from diverse backgrounds majoring
in different disciplines. Although in the university-wide mandatory English courses at Rikkyo
all first-year students are allocated to classes according to the colleges they belong to (i.e.,
their majors or disciplines), Academic Communication is one of the elective courses, in which
undergraduate students from thirteen different degree programmes as well as international
visiting students for selected courses can optionally enrol. In Academic Communication,
students learn content in the form of factual, conceptual and procedural knowledge, understood
as knowledge dimensions in the Bloom’s Revised Taxonomy (Anderson & Krathwohl, 2001).
Where factual and conceptual knowledge are largely domain specific, procedural knowledge
is based on knowing how to perform a specific skill or task. So, students learn the knowledge
of how to perform a presentation or discussion. Students then learn the skill of presentation
or discussion through practice with feedback. In Academic Communication, students draw
from their respective specific fields of study, their factual and conceptual knowledge of their
subjects, to communicate and contribute to class projects. They learn procedural knowledge
on how to complete their class projects such as poster presentations, academic discussions,
oral presentations and essay writing. For example, students learn the structure of a poster,
how to sequence discussion and how to make the poster. As a result, students learn procedural
knowledge (content) while drawing factual and conceptual knowledge (content) from their own
fields of studies.

This course is open to students with English level at least the CEFR B1 level proficiency.
As students estimate their own English proficiency before taking this course, we expect students
to be from a broad range of levels. This is because some students tend to be close to the
minimum B1 suggested level, while others may be from a higher level (i.e., B2 or C1). The
course targets those in the second to the fourth years and the first to the fourth years, in the
spring and fall semesters, respectively. The maximum possible number of enrolments is twenty-
five students.

Regardless of anticipating having potential students with specialised knowledge from
different majors and therefore less shared knowledge, we set the main objective of Academic
Communication as to enable students to communicate effectively in academic settings such as
congresses, conferences, and symposium-style discussions and debates. Therefore, the enrolled
students are expected to acquire communication skills necessary for both semi-formal and
formal academic presentations, discussions, and writing including evidence-based, appropriate
academic communication style, citations, and referencing.

In order to provide opportunities for the students to conduct interdisciplinary
collaborative work, groups containing three or four members with different academic majors
are formed, and each of them are asked to address current global and/or local issues and suggest
solutions through two types of presentations (i.e., an interactive poster presentation and a
one-way oral presentation followed by a Q&A session). Suggested topics of issues are given

by the instructor, referring to the university’s undergraduate majors, such as “business and
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management,

“political and legal,” “science and technology,

99 ¢¢ 29 ¢

environment and tourism,” “community and social,” “health and well-being,”

29 ¢

religion and philosophy,” and “communication

and culture.” In addition, as a final individual product, students are required to complete a short

academic paper based on the topic of the group oral presentation in approximately 2,000 words.

Classroom activities implemented in the course are summarised below:

(@)

Discussing and explaining content knowledge relevant to understanding and

solving current global/local issues

(i1) Analysing global/local issues and synthesising ideas through discussions to

present their solutions

(i11)  Presenting their views from multiple perspectives and critiquing others in an

academic environment both orally and in writing

Table 1 presents the basic outline of the course schedule in the university’s open syllabi.

As aforementioned, three major projects assigned in this course are a group poster presentation,

a group oral presentation, and an individual final research paper based on the research conducted

for the oral presentation.

Table 1
The Outline of Course Schedule
Lesson Contents
* Orientation of the course
1 * Introduction to current global issues
* Getting ready for the group poster presentation: Finding a global issue/problem
2 * Getting ready for the group poster presentation: Researching
3 * Getting ready for the group poster presentation: Preparing for the presentation
4 » Group poster presentation: Presentation, Question handling, and Feedback
5 * Getting ready for the group oral presentation: Finding a global issue/problem
* Academic language: How to conduct academic research
6 * Getting ready for the group oral presentation: Researching
* Academic language: Finding and interpreting the evidence-based resources
7 * Getting ready for the group oral presentation: Researching and summarizing
* Academic language: Differences between casual and academic presentations
* Getting ready for the group oral presentation: Preparing for the presentation
8 * Academic language: Academically appropriate and persuasive use of vocabulary and
signposting
9 » Group oral presentation: Presentation, Question handling, and Feedback
10 * Group oral presentation: Presentation, Question handling, and Feedback
* Academic writing for the individual research paper: Basics for academic writing,
11 Differences in language styles between academic speaking and writing
* Making follow-up research




Academic Communication in Interdisciplinary Educational Settings: Teaching Academic Skills in a CLIL Approach

» Academic writing for the individual research paper: Structure and moves in academic
12 writing
» Writing the first draft of the formal academic paper

13 * Academic writing for the individual research paper: Peer-review on the first draft

14 » Academic writing for the individual research paper: Completing a final draft

Group Poster Presentation

By utilizing their acquired language skills, the students were instructed to conduct
research and integrate their solutions to tackle their chosen issue in consultation with the
instructor into a poster, while the purpose and format of the poster presentation in academic
settings were explicitly taught. Figures 1 and 2 show the posters created by two groups of
students who agreed to share their work in this paper through their consent forms. The students’
ID numbers and names were deleted or covered with black masking. The original size of the
poster was Al. In Lesson 4, a poster presentation week, all five groups were split into two
presentation sessions, each of which lasted about 40—50 minutes. Each group spent about 15
minutes explaining the overview of the research in one round. Some of the audience did not
manage to listen to all the poster presentations within a given time. So, the first 30 minutes
of Lesson 5 after two sessions in Lesson 4, every student freely visited the posters, provided
feedback to all groups, and self-evaluated and made reflections on their presentations using
Google Forms. Individual students evaluated and reflected on aspects such as the poster’s
visuals, content, presentation performance, preparation, contributions to teamwork, and so forth.
The instructor’s and students’ evaluations, along with written feedback, were provided to the

presenters.
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Poster Sample 1: ‘Overtourism Measures Around the World’

Overtourism Measures Around the World

INTRODUCTION

These days, it has been discussed all over the world that the
development of the tourism industry brings about the great benefit
for a country’s economy but has the several drawbacks at the same
time.

In fact, although various countries which put effort into tourism
have been aimed at achieving “Sustainable tourism” -tourism with
considering all aspects including environmental responsibilities-,
they are suffered from serious matters until now.

Therefore, we are going to focus on the difficulties which the
specific two tourism-oriented countries have as well as analyzing
the causes and strategies. Moreover, we would like to share some

resolutions to settle or improve these situations.

BACKGROUND OF THE ISSUE

1. Cheap Travel and Transportation
* The rise of low-cost airlines and affordable travel options has made it easier for people
to visit popular tourist destinations. As a result, large numbers of tourists often gather in

the same places at the same time.

2. Social Media and Online Promotion

.

« Social media platforms like Instagram and YouTube promote famous places, encouraging

more people to visit the same spots. Viral posts and videos can quickly attract large crowds
to popular locations, creating congestion. _¢'

(é’ Y

3. Seasonal Tourism and Concentration in Popular Areas

]
* Many tourists visit the same destinations during peak seasons, such as summer va(%ons
or holidays. This leads to overcrowding in certain areas, especially around famous landmarks
or popular cities.

What's the problem with “Over tourism”?

When over tourism occurs, it affects many aspects.
(1) Environment

Increased tourism causes environmental pollution, waste problems destruction of nature,
and impact on ecosystems.

(2) Society

An increase in tourists may worsen the living environment for residents, including traffic
congestion, noise, invasion of privacy, and an increase in crime.
(3) Cultural

Increased tourism may cause commercialization for tourists, cultural friction, etc.
(4)Economy

Qver tourism can create an economic structure dependent on tourists and lead to
instability in the local economy. In addition, higher prices for tourists may put pressure on
the livelihood of residents.

EXAMPLE

Spain is a world leader in the tourism sector, and
constitutes one of the main source of their economy and
brings about some great benefits thanks to its success such
as creating jobs or developing the infrastructure.

However, the public confronting with the underlying

shortcomings of the tourism industry are currently
experiencing various anxieties.

For example, the residents in Barcelona have been
concerned by the issue of the rent increase. This occurred
because the rapid increase in short-term rentals has driven

up rents. In July 6th 2024, thousands of protesters from
over 150 organizations marched in protest against this
matter. Though it has been announced that around 10,000
shot-term rentals will have the licenses revoked by
November 2028 in order to address over tourism, the
situation remains largely unchanged.

OECD (O for Economic C

EXAMPLE The problems caused by overtourism in Japan
are also serious.
Kyoto is a major tourist destination in Japan

and is visited by 50 million people annually.

2000000 However, the overconcentration of tourists has
000,000 resulted in a number of challenges, including an
000,000 increase in the number of bus users and the
300,000, inability of residents to use the buses.

In addition to the problem of bus use, there are
i also issues such as littering and noise.

The cooperation of local residents is essential
to protect tourism resources.
How can tourism and residence be compatible?

Solution®
Implementing tourist taxes

impact of

@ refrain from long
term staying of tourist

) ) N
\&‘3@\@@@@@ ‘\@‘\@x@
NN DR

N EETE e Kyoto

the policy
@ use taxes to protect
environment

In places like Barcelona and
the Balearic Islands
(Mallorea), tourists already
pay a small tax when they
visit. This tax could be
increased and the money used
to help maintain the city, fix
roads, and protect the
environment.

By introducing a tourist
tax, travel costs will
_4 increase, making it harder
for people to stay for
extended periods. As a
result, the flow of tourists
will improve.

SOLUTION®

Prompt non-tourist destination
Impacts of the policy

@ reduction of pressure on
popular sites

® increasing number of
tourists in no-tourist areas

Inereased tourism in non.
s new

With fewer tourists
flooding the area, local
residents experience |
strain on public
transportatio
infrastructure.
creates a more balanced
coexistence between
tourism and daily life,
improving the overall
quality of fife for locals.

his.

Solution®
Building a Sustainable Tourism City

Overtourism Measures in Kyoto City

@ The Three @ The Three
Decentralizations Decentralizations

. Kyoto Ci Recognizing the challenges
decentral posed by overtourism,

v is working on
of time, p g
place and scason to reduce Loy

Qxr 9 O &N O AT 9 congestion.
In fact, the Kyoto City

> g -'-gl! Tourism Association’s 8,
EOTHEDR website introduces & variety gt

of tourism promoting

€5 Good to

Work".
are uaing Al/an) regioual.
collaboration

“Totteoki no Kyoto Project,
which introduces spots
than existing tourist
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Figure 2

Poster Sample 2: ‘Gender Equality: Social Progress’

Introducton
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According to GGI,
japan is ranked 118 of 146.

)
iAo SEREHO.59)

Many European countries

——artom
o

occupy the top position.
In terms of politics in Japan,

the rate is under the average.

itis clear that japan is inferior

to most of the developed
countries

Not all of women are interested in working as same as men.

According to questionnaire that asked 675 women who works “ Do you actually want to be a
housewife?” by Sony Life Insurance Co., Ltd

SRBIRRIMCIRD (H-BEER)
newmEn o 28 ok

> veers
Aieomben - actombe

40.6% of them answered “No”.

However, 33% of them
answered Yes.

Gender Equality
~ social progress ~

Group 5

Moreover,

e — P

'y o 208 1oox (G "m‘
Taao
a2
323 | 340

287

201

312

343

08

352

S TiR0e

in a category of 20s,

the number of women who want
to be housewifes is higher

than that of those who do not.

!

It can be said that
women'’s interest in women’s social advancement is still low.

‘ Current situation in Japan when compared to other countries ‘ ‘

Reasons why Japanese men avoid houseworks

D1 BEAICAEEN BLETE) (1851, BB

@

Dwmse CORmRe —~ amsmoRzr

nazmonz:
Bwae Gme

Both of men and women in Japan have less
free time compared to other countries.

Wives spend much more time on unpaid
work(house chores) than husbands in japan.

As for Sweden, men and women work as
hard as japan, nut men spend almost the
same time on unpaid work as women.

—japanese man should spend more time on
unpaid work such as swedish do.

‘ Women in management and employment status ‘

o
REERCANIAEORS CHRRCANSKAONE

““u-

7401 224 # 7 3 am

Despite the fact that the employment rate
is not much different from other countries,

the number of people in management

positions is low at 30%, and more than half
are employed as non-regular workers.

The number of working women is increasing
and women's attitudes toward work are
changing. At first glance, it appears that women
are making progress in society. Nevertheless,
challenges remain when looking at promotions
and forms of employment.

SaU s we oR e uR e we BE wE D% B O wE SRR 2% 9%

i 1900 T T T

Solution

- In Sweden, the number of housewifes is quite few because having their own jobs has
been regarded as a big value so men and women would like to have them equally.
— It seems important to show examples of women having job and continuing working

to younger people.

- There is a supportive system that men make a lose without using maternity leave in

)

1. They have no time to do household chores

. Itis considered household chores should be
done by women

. They don’t know how to do household chores

. There is few supports for men’s engagement to
household chores from the government

1. They don’t have no idea
—This issue might be no big deal for those who
answer this way

| Influence of stereotypes

“Terre des Femmes”

(A German non-profit organization)
Examines differences in wages between
men and women with the same
background and skills interviewed.

An experiment in which a "blind audition"
(selection with the player's appearance
concealed) was introduced into the test for

major orchestras.
oA
|

Result = The probability of women

33% higher salaries than women.

Result = Men were offered, on average,

passing the first screening increased by
50%, and the percentage of women in
the corps doubled in 10 years.

These show how easily people's perceptions are influenced by their "stereotypes*.

References

[Video] YouTube.

ncn.c)
hitoswwcrs ot [

TR BORATOHES

sweden. Men have the right to take these leave for three months, this is not obligational

th.‘\mpadn! “Blin 90 (4): 715-741.001

but they are almost forced to follow this.

— Japan should make the environment where men can take these leave more easily.

- Eliminate stereotypes in men and women.
It is said that stereotypes are formed at the age of 5-6 years old. =
— Therefore, introduce diversity in

storybooks, toys, and anime for children.

2
LBVERE?| T{FEZ 2= (minavilp]

(2023 M
Manngemenl] DetabecInematonal Labour Comperson
willgo jpkokunal
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Towards Interdisciplinary Collaboration: Bridging a Poster Presentation to
an Oral Presentation Planning and Reflections

After the group poster presentation, students were allocated into new groups for the next
project, a group oral presentation. Four lessons (from Lesson 5 to Lesson 8) were dedicated to
teaching the basics of academic presentations. These lessons covered topics such as the structure
of academic research, represented by the standard flow of “IMRaD (Introduction, Method,
Result, and Discussion)” (ALESS Program, The University of Tokyo, Komaba, 2012; Nakatani,
2016). Students also learned how to find and interpret evidence-based resources, distinguish
between casual and academic presentations, and use academically appropriate and persuasive
use of vocabulary and signposting. The content was based on online academic research guides
for presentations and written assignments provided by various higher education institutions
overseas. These include universities in the UK (e.g., the University of Manchester, Canterbury
Christ Church University, and the University of Reading), Ireland (e.g., Dundalk Institute of
Technology), the USA (e.g., the University of Wisconsin-La Crosse), and Asia (e.g., the Hong
Kong Polytechnic University).

As shown in the Appendix, between Lesson 5 and Lesson 6, students were assigned
a worksheet as homework to reflect on their group poster presentations in relation to their
own academic fields (i.e., Writing Assignment 1). This activity aimed to prepare them for
the upcoming oral presentation project with new group members, enabling them to identify
similarities and differences in their research interests and academic backgrounds. Students
were not only asked to clarify their own department and college in English but also to search
potential academic conferences in their discipline online (see Questions 1 and 2). Additionally,
they were asked to describe their specialised field and research interests, as well as to identify
potential issues in their discipline (see Questions 3, 4 and 5 as written below). Finally, they
were given Question 6 to reflect on whether their academic knowledge of their own discipline
was useful for their group poster presentation. Table 2 presents responses from two students
from the groups whose posters are shown in Figures 1 and 2. Some of the information that
could be identifiable is anonymised with pseudonyms. Apart from that, the responses are shown

verbatim.

Question 3

Please describe your major (discipline) in more than 100 words. Please include the
following information. You can add other more information.

1) Your college and department

i1) Course subjects you are required/eligible to take and/or you have taken so far

Question 4

Please describe your research interest in more than 100 words. Please include the
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following information. You can add other more information.
i) Seminars (£ ) you belong to/you are willing to join in your own college/
department

i1) (Potential) topic/s for your graduation thesis or project

Question 5
Please write down any potential topics/issues/problems you can identify in your
area/discipline in more than 50 words. Please clarify reasons or include background

information.

Question 6 (Reflection on Group Poster Presentation)
Do you think your academic knowledge of your own major was useful for your group

poster presentation? Yes/No? In what way? Please write down in more than 50 words.

Table 2

Responses in Writing Assignment 1

Methods, Sociology of Culture, Life and
Culture, and Environment and Culture.
The coverage of the sociology department
is comprehensive, and students are free to
take classes according to their interests.
I think the most interesting aspect of
sociology is that the more you learn, the
more you can see various phenomena
around you as an academic discipline.

Question | Student 1 (A Group of Poster Sample 1) Student 2 (A Group of Poster Sample 2)
My department is Sociology. Sociology
is the study of the ‘norm’ of society. L . .
. I major in international business law at
Therefore, the study of sociology covers . .
. ... | law. There are variety of law subjects so
all social phenomena and problems. Within .
. . . that we can freely choose the subjects
sociology, I am particularly interested . .
. . . .| that we are interested in. However, we are
in environmental sociology, economic | , .
. o highly recommended to take course about
sociology, and sustainability. I have taken R - ..
. . . constitutional law, civil law, criminal
classes in various sociology departments.
.| law because these are fundamental parts.
For example, I have taken courses in Especially, constitutional law covers all
3 Sociological Principles, Social Research P Y

the other rules. In my department, there
are lots of classes focusing on international
and commercial aspect. Compared to other
college, we are required to gain the useful
knowledge in globalization, that is why
we need to learn rules in other countries
and comparison between Japan and other
countries play an important role.
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Question

Student 1 (A Group of Poster Sample 1)

Student 2 (A Group of Poster Sample 2)

I am currently participating in a seminar
focused on ecological sociology and
economic sociology, under the guidance
of Dr. X. We study the local community
and environmental sustainability. Last
summer, our seminar was in YY city,
77 prefecture. Then, we researched the
people who moved and live in the area.
We interviewed some people including
farmers, a teacher and an office worker and
we are going to write treatises based on
the content of that interview. Our primary
objective is to elucidate the connections
between social capital and the influx of
new residents. The Region has some
relationships between them. In particular,
the Japanese local area has relationships,
rules and traditions. They are barriers to
new residents. However, some newcomers
overcome those barriers and transform
community relations. Movers who enter
into that relationship will make some good
effects on the area and expansion of area-
capability. By examining the impact of in-
migrants on these communities, we aim to
contribute to ongoing discussions about
revitalizing shrinking rural areas in Japan.
There are just studies as of the third grade.
In my graduation thesis, I’'m going to plan
more advanced studies on what relationship
between social capital and economics.

I belong to the seminar of environmental
politics. It might sound weird that what is
the relation between law and environment,
but this is quite interesting in terms of
learning environmental issue from political
point of view. In this seminar, we usually
discuss handles toward environmental
issues by Japanese politics critically. In
fact, Japanese consciousness to the issue
is quite lower than any other developed
countries. One of the reasons is there is no
custom in Japan to give a demo to politics
and we are unlikely to be in crisis of
environmental problems. We aren’t eligible
to write graduation thesis.

The key topics are social capital and
area-capability. Now, everyone calls our
society an individualized society. In a
society where individuals are respected,
the bonds between people become weaker.
So, it’s important for relationship between
people. According to way of thinking social
capital, let relationship be capital. By doing
so, we can add new value to relationships
between people. Area-capability is the
potential ability of region. I’m thinking
that the society where local communities
are shrinking should need to expand area-
capability.

I want to search for LGBTQ. It was said
on poster presentation, Japan is rankled law
on gender equality and same sex marriage
is not allowed in Japan. In contrast, the us
[sic] have the rule to make it possible to
get married between the people who are
same sex. This problem get to drew a lot
of attentions around world that’s is why we
also need to take it into consideration.




Academic Communication in Interdisciplinary Educational Settings: Teaching Academic Skills in a CLIL Approach

Question

Student 1 (A Group of Poster Sample 1)

Student 2 (A Group of Poster Sample 2)

Yes. Our group presentation deals with
sustainable tourism. In my Class so far,

I would say yes. Law is fundamental
and essential part of this society. law
perspective would be helpful to give more

I learned sustainability and Sociological
thinking. In this group presentation, we
6 make the foundation for the presentation by
providing sociological ideas to the group.
Also, I shared with group members the
academic method of research. I believe that
these knowledges will be useful for them.

detail about social issues. In many cases,
government and politics might be the
beginning to cause problem. In addition,
the first action to fix the situation is also
up to government. Like this, I want
to contribute to our group in terms of
solutions.

Summary and Implications for Future Course Planning

In summary, Academic Communication is a skills-based course designed for students
interested in communicating in academic settings. The goal of the course is to enable students
to communicate effectively in academic settings such as congresses, conferences, symposium-
style discussions and university seminars. Students will also develop the skills to discuss and
explain content knowledge relevant to understanding and addressing current global issues.
Through activities like presentations and discussions in this course, students use their factual
and conceptual knowledge to contribute to class projects and learn procedural knowledge and
thinking skills as described in the Bloom’s Revised Taxonomy (Anderson & Krathwohl, 2001).
Students also learn language skills at the same time through instruction and feedback on their
presentation and discussions. As such, through this teaching and learning process, content and
language are interwoven and learned as a result (Coyle, 2007).

During the AY 2024, three classes of this course were taught by the first and second
authors. One challenge encountered by enrolled students and evident to the instructors was the
students’ limited experience in conducting research in academic fields. This made it difficult for
them to identify gaps in previous studies and propose unique solutions to address those gaps in
the literature. The expected academic standards for basic research skills were not always met,
even by students with high English proficiency, including those near-native in English fluency.
Additionally, finding elements of common interest and focus among students from diverse
academic backgrounds was sometimes challenging within allocated groups. Potentially, the
additional work of finding common ground could be an area of reflection for students as they
learn to negotiate and work together collaboratively. Instructors’ efforts to supplement students’
group work and monitor progress in interdisciplinary settings are essential to support ongoing
learning and ensure successful completion of group activities. For future course development,
it is recommended to provide sufficient scaffolding activities to enhance students’ academic

collaboration.

11



12

SEBHEFEKRY v —F I #5% (JOURNAL OF MULTILINGUAL PEDAGOGY AND PRACTICE, VOL. 5)

References

ALESS Program, The University of Tokyo, Komaba. (2012). Active English for Science.
University of Tokyo Press.

Anderson, L. W., & Krathwohl, D. R. (Eds.). (2001). 4 Taxonomy for Learning, Teaching, and
Assessing: A Revision of Bloom's Taxonomy of Educational Objectives. Longman.

Anthony, L. (2018). Introducing English for Specific Purposes. Routledge.

Coyle, D. (2007). Content and language integrated learning: Towards a connected research
agenda for CLIL pedagogies. The International Journal of Bilingual Education and
Bilingualism, 10(5), 543-562.

Mok, J. (2021). Ontological and pedagogical re-consideration of CLIL: Thoughts on concept,
course design, and assessment. Journal of Foreign Language Education and Research,
2, 52-67.

Nakatani, Y. (2016). Daigakusei No Tameno Academic Eibun Writing [Academic English
Writing for University Students]. Taishukan.

Peragine, M., & Mattson, C. (2023). Incorporating the elements of fiction into a CLIL-based
extensive reading course. Journal of Foreign Language Education and Research, 4,
88-99.

Rikkyo University. (n.d.). Riberaru aatsu no atarashii katachi [A new form of Liberal Arts].
https://spirit.rikkyo.ac.jp/zenkari/outline/SitePages/meaning.aspx

Ueno, I. (2024). Bridging to English-medium instruction through CLIL: Student feedback based
on university pilot courses. Journal of Foreign Language Education and Research, 5,
1-20.

Yamamoto, Y., & Nitta, R. (2021). Action-oriented approach to curriculum development
in CLIL courses: A theoretical and methodological framework. Journal of Foreign

Language Education and Research, 2, 122—135.


https://spirit.rikkyo.ac.jp/zenkari/outline/SitePages/meaning.aspx

Academic Communication in Interdisciplinary Educational Settings: Teaching Academic Skills in a CLIL Approach

Appendix

Worksheet for Interdisciplinary Collaboration

Writing Assignment 1 (2024/10/18)
Towards more academic research
Question 1
Please write down the name of your department and college in English.
Department:
College:

Question 2: Searching conferences in your academic area (major/discipline)
(1) Google “conference” and your major (e.g., “education”, “literature”, “business”,

99 Cey

“finance”, “intercultural communication”, “history”, social science”, etc.)

(2) Please choose one conference. Write down the name of the conference and copy the
URL below.

Name of the conference:
URL:

(3) Check if you can find the following information or section.

Yes/No

Call for papers

Abstract/paper submission

Types of presentations (e.g., oral, poster, symposium,
workshop, etc.)

Registration

Plenary speakers

Organizing committee

Proceedings

Venue

(4) Please write down if you have found any other information than above.

Please describe your major (discipline) in more than 100 words. Please include
the following information. You can add other more information.

1) Your college and department

i) Course subjects you are required/eligible to take and/or you have taken so far

Please describe your research interest in more than 100 words. Please include
the following information. You can add other more information.

1) Seminars (€ I ) you belong to/you are willing to join in your own
college/department
11) (Potential) topic/s for your graduation thesis or project

Please write down any potential topics/issues/problems you can identify in your
area/discipline in more than 50 words. Please clarify reasons or include background

13
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information.

IQuestion 6 (Reflection on Group Poster Presentation) Do you think your academic
knowledge of your own major was useful for your group poster presentation? Yes/No? In
what way? Please write down in more than 50 words.




Teaching Practice Report

Breaking Stereotypes, Building Bridges and Taking Notes:
Insights from an Intercultural Studies Course

Aviva Ueno

Abstract

Courses on intercultural studies that follow the CLIL methodology can provide
valuable opportunities for learners to deepen their knowledge of other cultures and
reflect on their own cultures while developing their intercultural competence and
academic language skills. This paper reports on how participating in an Intercultural
Studies CLIL elective course created a space for students to consider and reflect on
the meaning of culture and learn about some causes of cultural misunderstandings
and communication breakdowns. It describes how discussing stereotypes led course
members to reflect on their experiences and recognize their subconscious biases. In
addition, learners discovered some ways in which intercultural understanding can

foster tolerance between countries.

Keywords: Intercultural competence, CLIL methodology, Cultural reflection

Introduction

The Intercultural Studies course described in this paper is an elective course within
the FLER curriculum held weekly in the 2024 spring semester. The class was comprised of
15 students from first to fourth year studying in various faculties, with three first-year, seven
second-year, three third-year, and two fourth-year students, including one international student
from Korea. Per the course syllabus, the course aimed to enhance students’ intercultural
knowledge and communication skills by exploring and comparing global cultures and varieties
of English and practicing appropriate responses for everyday situations in preparation for

studying abroad.

Literature Review

Many scholars have extensively discussed the value of language learners studying
intercultural studies to improve their intercultural and communicative competence, particularly
those who intend to study or work in an international setting. For example, Byram (2008)

describes intercultural competence as identifying and navigating relationships between different
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cultures. Additionally, he suggests that intercultural competence enables people to critically
analyze and recognize that cultural perspectives are shaped by cultural influences rather than
being inherently natural. More recently, Pereira (2024) has stated that intercultural competence
can help to identify and appreciate cultural differences, leading to a more extensive range of
perspectives. In addition to heightening learners’ abilities to navigate more effectively in other
cultures, Hall (1973, p. 32) reminds us that “One of the most effective ways to learn about
yourself is by taking seriously the cultures of others. It forces you to pay attention to those
details of life which differentiate them from you.” Therefore, learning about other cultures can
not only raise awareness of other cultures but can also provide opportunities to reflect more
deeply on one’s own culture.

Learning about other cultures and developing intercultural competence goes hand-in-
hand with language learning, as language and culture cannot be separated (Curtis & Sussex,
2018; Curtis, 2018). And as Kramsch (1995, p. 86) points out, “one of the significant ways
culture manifests itself is through language” and that language is how culture is interpreted,
recorded, and passed on.

To ensure that the course had a good balance of content and language learning, a Content
and Language Integrated Learning (CLIL) methodological approach was employed. The CLIL
methodology combines content and language instruction, which are equally important, and
the 4Cs (Content, Communication, Cognition, and Culture) framework of CLIL provides an
effective and practical framework for implementing a language course that fosters intercultural
understanding. (Koro, 2018).

Course Content, Teaching Goals and Learning Outcomes

The following section describes the content and language items covered during the
course, the materials and methods employed, and the outcomes based on my observations,

which were recorded in a teaching journal after each class.

Defining Culture
Academic skills: Discussion, Listening, Writing
Materials: YouTube Video: Cultural Iceberg (GCPE BCGov., 2016), listening questions

An important starting point for this course was to assess students’ understanding of the
definition of culture and to have them share and compare their definitions with their classmates.
Discussing their definitions enabled them to reflect on and synthesize their definitions of culture
to develop a more detailed definition.

In small groups, each student was given a piece of paper and two minutes to write a
definition of culture that included two examples without using dictionaries or devices. Then,

students placed their papers in the center of the table so all group members could compare,
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comment on, and synthesize them to produce a group definition. During this process, I asked
if they noticed any specific patterns or recurring themes emerging from their definitions and
examples of culture. While students could notice certain patterns, particularly from the examples
of culture they had offered, they did not have the linguistic tools to explain them. To help
identify and clarify these patterns, I introduced a short video (0:01:50) entitled Cultural Iceberg
(GCPE BCGov., 2016). Before watching the video, students predicted the content based on the
title. Then, they identified the main points introduced in the video using listening questions such
as “What are the two main types of manifestations of culture? What are some examples of each
kind of manifestation of culture?”” According to Hall’s Cultural Iceberg Theory, visible cultural
elements (extrinsic manifestations of culture) such as language, food, and art are like the tip of
an iceberg. However, most cultural aspects lie beneath the surface, including beliefs, values,
and attitudes toward authority and time (intrinsic manifestations of culture). These intrinsic
manifestations of culture influence behavior and become more apparent as one becomes more
immersed in the culture (GCPE BCGov., 2016).

By watching and discussing the video, the students had the tools to re-examine their
definitions of culture more critically and identify extrinsic and intrinsic manifestations of
culture. As a follow-up, students discussed why intrinsic manifestations of culture are more
difficult to understand than extrinsic ones and shared examples of incidents they had observed or
experienced that occurred because of a lack of knowledge about extrinsic and intrinsic cultural
manifestations in other cultures. This discussion laid the foundation for the class and prepared

us to tackle the next topic: Cultural differences and misunderstandings.

Cultural Differences: How Lack of Knowledge Can Lead to Misunderstandings
Academic skills: Discussion, Listening, Note-taking, Writing
Materials: HSBC: Funny Culture Ads (tuoxie208, 2012)

Once students had defined and identified different manifestations of culture and shared
some of their experiences of navigating other cultures, the next step was to look at more specific
examples of how a lack of knowledge about culture and customs can lead to misunderstanding.

First, students discussed the slogan “The World’s Local Bank,” used between 2002
and 2011 by HSBC, one of the world’s oldest and largest banking and financial service
organizations. By scaffolding the discussion with questions for students to consider, including
“What are some local banks in Japan? Why do some people prefer local banks to larger banks
with numerous branches? What message is HSBC trying to convey with this slogan?” students
suggested that the message HSBC was trying to convey was that even though HSBC is a global
financial institution with branches worldwide, it endeavors to care for the needs of the local
people where its branches are located. When asked what they thought was important for caring
for the needs of the local people, the students agreed that an understanding of local culture was

essential.
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As the first example of the importance of understanding local culture, students watched
a one-minute TV commercial created by HSBC, which depicts an English businessman out to
dinner with several Chinese businessmen in China. Following his cultural conditioning, the
English businessman cleared his plate, which resulted in the Chinese businessmen ordering
him larger and larger portions of the meal (which appeared to be steamed eel with vegetables).

For the first viewing of the video clip, students watched without audio while thinking
about where the scene was taking place, the relationship between the people in the video, the
situation, and why it was problematic for everyone involved. After viewing the video, students
discussed their predictions in response to the above questions. For the second viewing, students

took notes while listening to the following voice-over:

The English believe it’s a slur on your host’s food if you don’t clear your plate, whereas
the Chinese feel that you are questioning their generosity if you do. At HSBC, we never
underestimate the importance of local knowledge, which is why we have local banks
staffed by local people in over 80 countries across the globe. HSBC, the world’s local
bank. (tuoxie208, 2012)

Watching this video led to a lively discussion on the rules about “clearing one’s plate”
in different cultures, including in Japan, which provided students with an opportunity to reflect
on and share their own cultural customs and practices in terms of food. Students were highly
engaged in this discussion and commented that it helped them realize that it is essential to
be aware of food customs before visiting another country since food is an important way to
understand other cultures and develop relationships with people from different cultures. The
students commented that it was important for visitors to Japan to understand Japan’s food
culture and customs. The commercial was humorous but made a critical point about how a
lack of knowledge of other cultures and customs can lead to misunderstandings and awkward,
uncomfortable situations.

In the following class, we watched another one-minute TV commercial with a different
example of the importance of understanding local culture from the same HSBC series, which
depicted a scenario that students were very familiar with and could give a great deal of input
on: people falling asleep on the shoulder of the person next to them on the train.

In this commercial, set on the subway in New York City, an Asian businessman closes
his eyes and rests his head on the shoulder of a Caucasian man sitting next to him on the
subway. At first, the man looks taken aback and slightly irritated but then decides to rest his
head and nap on the shoulder of the woman sitting next to him. The woman looks bewildered

and uncomfortable. The voice-over that played during the scene was as follows:

In some Asian cities, it is considered acceptable for a commuter to fall asleep on the

shoulder of a stranger. In New York, it is quite a different story. Of course, you can
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always adapt. We are the global bank that never underestimates the importance of local
knowledge. HSBC, the world’s local bank. (tuoxie208., 2012)

As a class, we unpacked the voice-over in detail together. We discussed whether it was
“considered acceptable for a commuter to fall asleep on the shoulder of a stranger,” a question
that elicited various responses. Several students stated that it was important to empathize with
and be tolerant of people who sleep on other commuters’ shoulders on the train because of
the work culture in Japan—businesspeople are tired because of long working hours followed
by obligatory socializing with coworkers. Students are also exhausted because they are busy
with their studies, extracurricular activities, and part-time jobs. Some students (both male and
female) commented that they could tolerate being slept on by someone their age or younger
but not by older businessmen because “nobody wants a sweaty head on their shoulder!” which
may have indicated a gender or age-based bias among the students A few students commented
that although they did not like being slept on, they did not feel like they were in danger of being
robbed or assaulted because they believe that Japan is a “safe country.”

The statement in the narration, “Of course, you can always adapt,” sparked a lively
discussion about whether it is necessary to adapt to other cultures and, if so, to what extent.
Students were asked to discuss and give examples of situations they thought people should adapt
to and situations in which it may not be necessary to adapt to other cultures. The consensus
regarding whether or not people should “do as the Romans do” when visiting another country
was that visitors should respect and adapt to other cultures as long as they do not compromise
their principles and beliefs. For example, removing your shoes before entering someone’s home
in Japan and not leaving food on your plate when you are a guest are ways of respecting
Japanese culture, but refraining from eating certain foods or drinking alcohol because of dietary
restrictions, religious or personal beliefs is not being disrespectful.

Students’ comments indicated that watching and discussing the HSBC commercials had
given them much food for thought, and they agreed that knowing more about other cultures
and customs is one of the best ways to be respectful and to avoid misunderstandings and
intercultural communication breakdowns.

During the “Sleeping on the Train” commercial discussion, some students commented
that while they could tolerate having someone sleep on their shoulder on the train in Japan, they
would not feel comfortable with the same situation in another country because they believed
that they might be robbed or assaulted. One student said that Asians are kinder than people
from other countries, so they are more tolerant of situations like people sleeping on them on
the train. Another student commented that Japanese people try not to get involved with others
to avoid conflict, so they tolerate someone sleeping on their shoulder (even if they do not like
it) rather than confront them. Discussing these comments was an effective way to lead into our

next topic: stereotypes.
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Stereotypes
Academic skills: Discussion, Listening, Cornell Note-taking Method, Writing
Materials: TED Talk: Stereotypes: How do we break the cycle? (Markaryan, 2023)

Based on the discussion in the previous class about train manners, students were asked
to agree or disagree with the following statements and explain their opinions with reasons and

examples.

1. Japanese trains are safe compared to foreign countries.
2. In public places, Japanese people try not to get involved with others to avoid danger.
3. Many Asian people are kinder than people from other countries, so they accept people

sleeping on their shoulders on the train.

After students discussed these 3 questions, some follow-up questions were added: Are these
stereotypes? If so, on what are these stereotypes based, and what might be the results of such
stereotyping?

As with the exercise described in the first unit of the course, Defining Culture, students
wrote their definitions of stereotypes and some examples of different kinds of stereotypes
individually, then shared them with the members of their group. Then, each group shared a
summary of their definitions and examples, which were recorded on the blackboard. After that,
we discussed the Oxford Learner’s Dictionary’s definition of a stereotype: “A fixed idea or
image that many people have of a particular type of person or thing, but which is often not true
in reality and may cause hurt and offense.” (Oxford University Press, n.d.)

Unpacking this definition led to a discussion about how stereotypes are formed, why
they are often not true in reality, and the ways in which they may be hurtful, harmful, or
offensive. Following this class discussion, the class was divided into five small groups, and
each group was assigned one kind of common stereotype (cultural, social, racial, gender,
and religious). Groups used their phones to find some facts and figures about their assigned
stereotype and prepared a brief explanation, some specific examples, and how it can be hurtful
or offensive. After approximately 15 minutes, students were regrouped so that each of the five
stereotypes was represented, and students shared what they had discussed in their original
groups. After all students had finished sharing their research and eliciting the comments
and opinions of their group members, they discussed which (if any) stereotypes they had
experienced personally and if they had felt discriminated against because of that stereotype.
Due to time constraints, the discussion of these questions was limited, but students were asked
to think about them because they would be revisited in subsequent classes.

In the following class, after reviewing what we had previously discussed about
stereotypes, we watched a short (0:04:34) TEDx Talk video entitled Stereotypes: How do we
break the cycle? (Markaryan, 2023) The speaker, Olivia Markaryan, a 13-year-old American
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junior high student, shares personal experiences highlighting the common nature of stereotypes
and their impact on individuals in a way that would be relatable to the students.

To practice taking notes more effectively, as they watched the video, I introduced the
Cornell method of notetaking, developed by Dr. Walter Pauk of Cornell University in the
1950s, because this particular talk was clear and well-organized and would align well with the
Cornell method’s systematic approach. The Cornell method suggests dividing the page into
three sections: The right column is for recording the main ideas and details, the left column
is for writing down keywords, questions, and comments after the activity, and the area at the
bottom of the page is a space to summarize the notes and comments. (Pauk & Owens, 2010)

For the first viewing, students were instructed not to take notes but were given a few
minutes after watching the video to discuss ideas and details they had heard and observed.
Students took notes during the second viewing and discussed what they heard with their
group members. After that, students worked individually to record keywords, questions, and
comments in the left column of the paper. Then, in small groups, students discussed their
generated questions and comments. Each group summarized their discussion and shared their
unanswered questions or comments, which we discussed together as a class. This exercise
provided an excellent opportunity for students to be more autonomous and generate their own
questions rather than having them provided by the teacher.

In the TEDx Talk, Olivia Markaryan posed several questions to the audience, but the

following questions promoted a deep and meaningful discussion in our class:

1. Have you judged someone else based on their appearance, gender, or where they come
from? Explain what happened.
2. Have you felt judged based on your appearance, gender, or background? Explain what

happened and how you felt about it.

The discussion of the first question, “Have you judged someone else based on their
appearance, gender, or where they come from? Explain what happened,” prompted several
important reflections on personal experiences. As they were speaking, students noticed that
they had made judgments based on their biases. For example, one student shared a story about
assuming she should speak English to foreign customers at a café¢ where she worked due to
the appearance of the foreigners, only to discover that the customers spoke fluent Japanese.
While she felt embarrassed, she did not regret the interaction as it was an attempt to improve
her English skills, but she agreed that she had assumed not only that the foreign customers did
not speak Japanese but also that they were English speakers. Another student admitted feeling
intimidated when assisting a man with tattoos at her part-time job, assuming he was dangerous
because of his appearance. However, when the student spoke with him, the tattooed customer
spoke kindly, challenging her initial judgment. Another interesting gender-based assumption

was shared by a female student who acknowledged having once said, “It’s only natural that he
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can do this because he’s a boy,” reflecting a stereotype she has about boys’ abilities. Through
this discussion, the students recognized that their initial judgments were based on stereotypes
or appearances, and they realized that making such generalized assumptions could be hurtful
or lead to misunderstandings.

The second question, “Have you felt judged based on your appearance, gender, or
background? Explain what happened and how you felt about it,” resulted in many comments
about gender-based stereotypes in sports, particularly about girls being given preferential
treatment, such as getting extra points in some circumstances, but not being allowed to
participate in certain sports such as baseball because of their gender. One female student
commented that she was told that her interest in action and sci-fi movies was “unusual for a
girl,” while other female students recalled being judged for how much they ate and being told
that “girls should not eat as much as boys.” Another female student expressed sadness after
being told by her grandmother that she should marry soon because she was a woman, which
made her feel as if marriage was the only path to happiness.

The students’ responses to this question reflected their understanding of how these kinds
of judgments could be hurtful and offensive, and the general consensus of the class was that
it was important to respect individual differences and break away from assumptions based on
gender, appearance, or background.

The topic of stereotypes was highly impactful, and the heightened self-awareness
and reflection that this topic promoted raised the students’ interest and motivation to an even
higher level. For the midterm project, students chose to make group presentations on cultural
differences and/or stereotypes. All of the groups’ presentations reflected their interest and
commitment to the topics that they had chosen, which included cultural differences between
Japan and Korea, Japan and the Philippines, language-based differences between American and
British English, and gender stereotypes. Their presentations were well-researched and presented
and inspired their classmates to ask many post-presentation questions and learn even more about

these critical topics.

Mending Relationships Through Intercultural Understanding (Part 1)
Academic skills: Discussion, Listening, Reading strategies, Writing

Materials: Love for J-pop blooms in South Korea thanks to young fans news article (Ota, 2024)

A common theme in the topics we studied was that a deeper knowledge of culture and
customs can help people avoid misunderstandings and stereotyping. Building on what we had
learned about culture thus far, the next topic focused on how intercultural communication and
understanding can be a way to bring people from different cultures together.

To begin this unit, we revisited Hall’s Cultural Iceberg analogy to discuss which aspects
of culture can bring people from different cultures together and which aspects of culture might

make it more challenging to bring people from different cultures together. The consensus was
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that extrinsic manifestations of culture, such as music and food, were likely to be more effective
than intrinsic manifestations of culture, such as religion and values, in bringing people together.

To explore this theme, students read an article titled Love for J-pop blooms in South
Korea thanks to young fans (Ota, 2024). By employing reading strategies such as predicting
from the title, photos, subtitles, and introductory paragraph, students could effectively predict
the article’s main points and have an open and honest discussion of one of the subtitles, “Dark
History.” Students were able to share their knowledge of the reasons for tensions between Japan
and Korea, and based on the title of the article, predicted that although young people in Korea
may be more accepting of J-pop, it was likely that the older generation was not, given that that
generation was closer to the experience of having been colonized by Japan from 1910-1945.

To delve further into the critical issues raised in the Love for J-pop article, I modeled
methods for annotating the text by demonstrating how to write questions, comments, and
reactions in the left margin and vocabulary items in the right margin. Students were given
15 minutes to read and annotate the article (approximately 1,000 words) and then engaged in
small group discussions, asking each other questions about the content and vocabulary items.
After that, each group generated a discussion question based on the article, and groups were
reassigned so that each member could lead a discussion based on the question they had created
with their previous group.

Through this lesson, students were able to see the positive impacts that some
manifestations of culture can have on improving intercultural relationships, and it gave them
valuable practice with reading skills, including previewing and predicting, annotating and
summarizing, and discussion skills, including facilitating the discussion, supporting opinions,

and summarizing.

Mending Relationships Through Intercultural Understanding (Part 2)
Academic skills: Discussion, Listening, Note-taking, Summarizing

Materials: TED Talk: “For more tolerance, we need more ... tourism?” (Abu Sarah, 2014)

Following the success of the Love for J-pop blooms in South Korea thanks to young
fans article, I chose to focus on sharpening students’ listening, note-taking, and summarizing
skills by using the TED Talk video, “For more tolerance, we need more ... tourism?”” (Abu
Sarah, 2014).

After reviewing the ideas that we had discussed previously about how cultural elements
such as music can bring people of different cultures together, students talked about their
experiences with tourism (both as tourists and as citizens of a country that has a large tourism
industry) and whether it was an effective way to promote intercultural understanding. Many
interesting points were raised from both perspectives. There were several comments about both
positive and negative stereotypes that existed about tourists visiting Japan, as well as stories

about visiting other countries and bonding with the local people by playing sports and sharing
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meals.

Before watching the TED Talk video on tolerance and tourism, we reviewed the Cornell
note-taking method. After the first viewing and comparing of notes with their group members,
students were given listening questions, including the following: What happened to his brother?
How did this event affect him? Why did he decide to learn Hebrew? How did he connect with
his Jewish classmates? Why was this important? which they listened for as they rewatched the
video and discussed their answers.

Although this TED Talk is approximately 10 years old and preceded the current war
between Israel and Palestine, it is a very impactful talk that shows how the speaker, Aziz Abu
Sarah, a Palestinian, was able to overcome his self-proclaimed hatred for Israelis by studying
Hebrew to find a job. By learning Hebrew, he was able to connect with Israelis who were not
police or military and discovered they had a lot in common in terms of musical taste and other
aspects of culture. These relationships inspired him to pursue a career in peacebuilding through
tourism (Abu Sarah, 2014).

After watching this TED talk, the post-viewing discussion and reflections indicated how
impactful and thought-provoking the topic and speaker were. Students discussed the question,
“How can you, as an individual, help promote peace and understanding when you travel?” They
discussed the importance of engaging respectfully with local cultures by trying local foods,
participating in traditions, and learning basic phrases in the local language to foster mutual
respect and understanding with the local people. They commented that rather than engaging
in typical touristic travel, visiting places of historical significance, especially those related to
past conflicts such as Hiroshima and Auschwitz, was important. They felt that visiting places
where tragic events had occurred in the past could help people better understand the mistakes
that were made and can help lead to a more peaceful future. It was also suggested that cultural
exchange can help foster mutual understanding and intercultural competence.

Several students reflected on how fortunate and grateful they are to live peaceful lives
and how easily such lives can be taken for granted. The TED talk helped to raise their awareness
of the possibility of conflict and the importance of striving for mutual understanding. While
complete peace may seem challenging to achieve, the effort to understand each other better can
lead to gradual improvement in relationships and societies. For example, one student talked
about the importance of learning from both positive and negative aspects of history and culture,
as understanding the painful parts of history, especially war, can provide lessons for fostering

peace in the future.

Course Reflection

In the final class, students reflected on what they had learned and enjoyed about the
course. Their comments included appreciating having opportunities in each class to engage

in academic discussions in which they could express their ideas and opinions openly and
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confidently. They said that learning about other cultures helped them strengthen their
intercultural competence and enabled them to reflect more deeply on their own culture. They
enjoyed the group presentations, which allowed them to think more critically about cultural
misunderstandings and stereotypes and to consider which aspects of culture they felt needed to
be protected and preserved. Regarding their English language skills, they enjoyed the variety of
videos and reading materials, which allowed them to brush up on and become more confident
in their academic skills, especially note-taking in English.

During the 14-week course, I observed the course participants develop a strong learning
community in which they could sharpen their English language skills, develop their intercultural
competence, and deepen their understanding of other cultures and their own. These skills and
experiences will help students who plan to study abroad and those who will pursue careers in

international settings.
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Teaching Practice Report

The Benefits of Setting Individual Learner Goals
in an English Foreign Language Writing Class

Jack Pudelek
Andrew Caldwell

Abstract

The purpose of this study was to test whether there is a benefit, in terms of
improvement in writing, from students creating their own individual learner goals
to work towards during a one semester writing course. The traditional pedagogical
approach is to assign learning goals and teaching objectives to a whole class based
upon their holistic needs. However, research has shown there is a lot of individual
variation in human learning (Guerriero, 2017). Therefore, an approach catering to
each learner’s individual needs may be better than a uniform approach to learning.
In addition, giving student’s autonomy to drive the curriculum in the direction they
feel most matches their needs can increase their motivation as supported by Self
Determination Theory (Deci & Ryan, 1985; Ryan & Deci, 2000), the study of task
(mastery and learning) goals and performance (ego) goals by Ames and Archer
(1988) and goal setting theory (Locke & Latham, 2002). This study asked students
to set their own short-term and long-term learning goals at the beginning of a one
semester writing course and then measured improvements made in their writing
between the beginning and end of the course, it also asked them their opinions of

goal setting in relation to their learning.

Keywords: Individual learner goals, Goal setting

Introduction

Dornyei (2001) claimed that disagreement between teacher and student goals can
cause a sense of disconnection between the students and the goals of the class decided by
the teacher and can make the students feel less active in their own learning process (p. 59).
Despite widespread advocacy for the benefits of learner autonomy, self-regulatory processes
and the acceptance of individual differences in learning, current approaches to course design
and implementation often neglect to involve learners in setting their own personal goals.
Pedagogues frequently decide learning goals and seldom incentivize students to attune these

goals to their individual needs and interests (Marzano et al., 2001). Course goals are usually set



28

SEBHEFEKRY v —F I #5% (JOURNAL OF MULTILINGUAL PEDAGOGY AND PRACTICE, VOL. 5)

by the teacher, the curriculum designer or the institution, with the same goals set universally for
all students who will take the course. The goals are then corresponded with teaching objectives
to facilitate their successful achievement and the subsequent desired student learning outcomes.
This allows the teacher and the students to know what the focus of the lessons will be and what
the students should accomplish. These curricular goals and objectives are an essential element
of lesson planning.

However, the process of taking part in an individual learner goal setting process has
been shown to have a multitude of benefits for learners. Goal setting is proven to be strongly
related to language learning achievement (Moeller et al., 2012) and assists students by providing
them with study skills valuable in the future (Edwards, 2013). Goal setting, by providing an
“authentic and autonomous” experience, has a positive effect on raising students’ awareness
and motivation (Klimas, 2010, 2017). Providing students with more autonomy to set their own
benchmarks and guide their learning to match their own needs fosters feelings of ownership
and increases motivation through the process of Self-Determination Theory (Deci et al., 2017).
Assessment for learning (AFL) is a pedagogical approach rapidly growing in popularity. It aims
to provide feedback especially designed to better students’ achievement by engaging them to
think about their current level, their improvement goals and how to achieve them (Cambridge
Assessment International Education, 2022). This concept of evaluating one’s own needs as a
language learner, setting goals based on them and specifically working towards those goals in
a focused way, led to the creation of this study.

This paper examines the efficacy of a guided process of individual learner goal setting
by measuring improvements in essay writing performance in a university EFL reading and
writing course. The goal setting process was guided because learners were asked to look at
feedback given on a pre-test writing assignment before deciding their goals. Improvements were
measured between the pre-test and post-test assessments. Students also reflected on whether
they felt they had achieved these goals at the end of the course. The study sought to discover
whether students who set their own individual goals would improve their English writing skills
more than students who did not by the end of the 14-week course. In addition, it sought to
determine how receptive students are to the goal setting process and how useful they perceived

it to be. The research questions are as follows:

1. Does individual learner goal setting guided by feedback facilitate improvements in
writing performance over a one semester writing course?
2. Do learners perceive the process of setting their own goals to be beneficial? If so, in

what way?

Literature Review

Goal setting and self-monitoring as a practice emerged in the late 1970s from
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metacognitive research, such as the work of Flavell (1978), and social cognitive views on
students’ individual differences presented by authors like Bandura (1977). They believed
the differences to be a result of a lack of self-awareness and self-regulation (Schunk, 1989;
Zimmerman, 1989, 2002). Metacognition is the consciousness and understanding of one’s
own thought processes. Metacognitive researchers at this time felt that students’ difficulties
stemmed from an inadequate metacognitive understanding of their personal shortcomings
and an ineptitude to expiate them. Social cognitive research focused on social effects on the
generation of children’s self-regulation, including the effects of goal setting and self-monitoring
(Zimmerman, 2002).

Zimmerman (2002) states that goal setting increases the chance of academic success by
making learners aware of their strengths and weaknesses, assisting them to develop strategies
to overcome them and monitor their own success while thinking auspiciously of future self-
improvement, which in turn increases motivation. This self-regulatory behavior, of which
metacognition is a vital element, leads to successful language learning (Bursali & Oz, 2018).

Goal theory posits two directions students can take to goal setting. The first is
intrinsically orientated towards learning and self-improvement. It can be referred to as task-
focused or mastery goals. The second is more extrinsically oriented towards receiving external
rewards such as a higher grade or a better test score than one’s classmates. It can be referred to
as ability focused, ego-involving or performance goals (Elliott & Dweck, 1988). From here on
I will refer to the two as mastery goals and performance goals.

Setting mastery goals has been found to have a strong relation to metacognition and high
self-efficacy (Bursali & Oz, 2018). Mastery goals can be further divided into two sub-categories.
The first category, mastery approach goals, are solely related to furthering one’s own ability as
a means of self-improvement, for example, being able to watch a foreign film without subtitles.
The second category, mastery-avoidance goals involve improving one’s capability to avoid a
negative consequence, such as misunderstanding the plot of a foreign film. Ames and Archer
(1988) concluded that a priority on mastery goals led to the use of more productive strategies,
willingness to attempt challenging tasks, a positive learning attitude and the credence that effort
leads to success.

Performance goals have a strong connection to self-esteem. This can be explained by the
seeking of praise as a positive reinforcement and the avoidance of negative reinforcement such
as shame, fear and anxiety because of failure. Ames and Archer (1988) found that students who
set performance goals would view their failure as the result of deficient ability, this would feed a
tendency to see future tasks as too difficult, ultimately having a detrimental effect on motivation.
Assessment setting for performance goals must be responsibly managed by the teacher so as not
to become damaging to the learner (Bursali & Oz, 2018). Roebken (2007) claims that setting
both mastery and performance goals assist academic achievement.

The way goals are set by learners is fundamental to how beneficial the process will

be. Locke and Latham (1990), in their goal setting theory, state that there are three crucial
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points to goal setting: specificity of what the student aims to achieve and how they define
it, how difficult the goal is perceived to be by the student and to what degree the student
can commit to achieving the goal. Goals should be set in a manner that is clear, matches the
learner’s capability but also poses enough of a challenge to be motivating (Williams et al.,
2015). Clear understanding of a goal is linked to a better attitude towards an undertaking
and a higher-level of performance. If a goal seems unattainable a learner may concede defeat
before its achievement (Klimas, 2017). Another facet to consider is goal proximity in relation
to time frame for success, meaning whether the goal is to be achieved short term or long term.
Klimas (2010) notes that learners frequently neglect to perceive how important short-term
goals are as markers of success along their language learning journey. Doran (1981) created
a memorable acronym to summarize the points to remember when setting a goal SMART:
specific, measurable, attainable, relevant and timebound. The characteristics of the goals
students set can influence their cognition, emotions, and behavior across different contexts,
such as during performance-based assessments and tests (Cheng, 2023).

Learners may be inexperienced with the process of goal setting and lacking the skills
necessary. Klimas (2017) said that at the beginning of her study when setting goals, the students
(upper-level high school students in Poland) lacked “certain cognitive and metacognitive
skills” and “they needed to reflect on their learning more deeply.” Boekarts (2002, as cited
in Moeller et al., 2012) suggests that the best approach is for a student to set a learning goal,
which is then agreed upon with the teacher. The successful deployment of goal setting requires
pedagogues to recognize the steps that reinforce the process and how to practically employ
them. When asking students to take part in the process of goal setting an explicit explanation
of the causal relationship between effort and achievement is required (Moeller et al., 2012).
Finally, by understanding their students’ goal orientation, teachers can direct their teaching

efforts effectively, fostering a supportive and positive learning environment (Cheng, 2023).

Methodology

Research Participants and Place of Implementation

The research participants for this study were six first year, Reading and Writing (RW)
classes at Rikkyo University, a prestigious, private university in Tokyo. There were a total of
94 participants. Three experimental groups with a total of 45 participants who received the goal
setting treatment and three control groups with a total of 49 participants who did not receive the
goal setting treatment. In the 2021 academic year autumn semester, two classes with a total of
30 students took part in the study: 15 in each class. They had a combined TOEIC listening and
reading score of 480—679 placing them at Common European Framework of Reference (CEFR)
level A2-B1. They will be referred to as group 1.

The place of implementation was the online Reading and Writing classes attended by

these students, once a week over the 14-week autumn semester and taught by the researcher
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and lead author of this paper. One class was the experimental group receiving the treatment and
the other was the control group.

The study was repeated with another two RW classes in the spring semester of 2023 and
again with another two more RW classes in the autumn semester of 2023-2024. Again, each
time one class was the control group and one class was the experimental group. The RW classes
were conducted face to face in the classroom from the second iteration of the study because
COVID-19 restrictions had been lifted. The four classes in the 2023 academic year were of a
lower level. They had combined TOEIC scores of 280—479 placing them at CEFR level A2.
In the spring semester there were 33 participants. 17 in the control group class and 16 in the
experimental group class. They will be referred to as group 2. In the autumn semester there
were 31 participants, 17 in the control group class and 14 in the experimental group class. They
will be referred to as group 3. Classes in the spring semester (group 2) were starting the course
and would have had no previous formal English reading and writing instruction at university
level. However, classes in the autumn semester (group 1 and group 3) would have already had
one semester of instruction in the basics of forming a paragraph and writing an essay with an

introduction and conclusion and would have submitted at least one essay assignment.

Method

The students in the test group were asked at the beginning of the course to look at the
syllabus and the set course goals and objectives of the course. They were asked to think about
and state their own individual short-term goals (to be achieved by the end of the course) and
long-term goals (to be achieved at some point in their long-term future) for their general English
learning and then specifically for their writing in English. These were written in a Google Form,
which they could go back to at any time and edit, should their goals change or if they wished to
add new goals. Both classes (test and control) were then given a short writing assignment that
was assessed and commented on by the English writing instructor. The writing assignment was
to write a S5-paragraph essay. The essay should answer the following question: If you could be
any animal, which animal would you be and why? The assessment gave a score based on essay
format: introduction (with hook and thesis): 10 points, main body (topic sentences and support):
10 points, a conclusion (paraphrasing the thesis with a kicker): 10 points. It also graded their use
of English (grammar and vocabulary): 10 points and content and effort (use of the time): 10 points.

In the second lesson, the assignment was returned to the students with scores and
feedback from the instructor and the students in the test class were allowed to add to or change
their individual learning goals. They were told they should consider the feedback on the essay
and use these goals to identify elements of their English and their writing skills to try to improve
by the end of the semester.

In the 13™ week of the semester the students in both classes were given the same writing
assignment, which was again assessed by the English writing instructor and returned with

assessment and comments in the 14™ week. The students in the test class were asked in a short
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questionnaire about how much they felt they had achieved their learning goals and how they
felt the process affected their learning. Any improvements in the writing between the pre-tests
and post-tests of both test and control groups were measured, compared and analyzed along
with the results of the questionnaires of the test group. The essays were assessed a second time
by another English language university lecturer from an outside institution. They were given
the same rubric and briefed on how to assess them using the same criteria. The mean scores
of both assessors for the pre-tests and post-tests of both the control group and test group were
analyzed for improvements and an ANOVA with post-hoc t-tests were performed to measure

for statistical significance.

Results

A two-way mixed factorial ANOVA was conducted to determine whether there were any
significant differences between the independent variables ‘group’ and ‘time’ and the dependent
variable ‘essay scores’. The ‘group’ variable was a between-subjects factor comparing mean
essay scores between the control group and the experimental group. Results showed no
significant effect: F(1,92) = 1.07, p = 0.304 suggesting that the experimental group did not
do significantly better than the control group. The ‘time’ variable was a within-subjects factor
with the two levels being pre-test and post-test. Results showed a significant main effect of
time: F(1,92) =50.19, p < 0.001 which suggests that both controls and the experimental group
significantly improved from pre-test to post-test. There was no significant interaction between
group and time: F(1,92) =0.77, p = 0.384 showing that changes from pre-test scores to post-test
scores were not significantly different between the control group and the experimental group.

Post-hoc t-tests were then conducted to look more closely at the relationships between
the variables and to examine any differences between the individual groups that comprised the

overall control group and the overall experimental group.

Table 1
Results of t-tests Comparing Pre-Test Essay Scores and Post-Test Essay Scores for All Groups
Pre-test Post-test t p
M SD M SD

Group 1 control 56.4 11.82 67.93 7.77 -3.11 .007
Group 2 control 57.88 6.01 66.82 11.04 -2.97 .009
Group 3 control 57.74 8.09 63.52 13.31 -1.90 .07
Combined control (1+2+3) 57.38 8.66 66.02 11.12 -4.64 <.001
Group 1 experimental 56.26 7.01 73.26 15.81 -4.10 <.001
Group 2 experimental 48 3.91 58.68 10.45 -3.82 <.001
Group 3 experimental 59.57 9.38 64.57 13.11 -1.15 25

Combined experimental (1+2+3) 54.35 8.45 65.37 14.31 -5.26 <.001
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Table 1 shows how both the combined control group (i.e., all the participants from the
three individual control groups) and the combined experimental group improved significantly
over time (p < 0.001) in both cases. Group 1 (p = 0.007) and group 2 (p = 0.009) of the overall
control group showed significant improvements however group 3 did not show any statistically
significant improvement (p = 0.07).

This same trend can be seen among the experimental group participants. Group 1 (p <
0.001) and group 2 (p < 0.001) showed significant improvements but group 3, while showing a

slight increase in test scores, did not show any significant improvements (p = 0.25).

Table 2
Results of t-tests Comparing Control Group vs. Experimental Group Improvements on Essay
Scores

Control Experimental t p
M SD M SD

Group 1 10.73 14.42 17.06 15.81 -1.14 .26

Group 2 8.41 11.89 10.56 10.43 -0.55 .58

Group 3 5.82 12.40 6.14 12.78 -0.07 .94

Combined (1+2+3) 8.22 12.77 11.35 13.60 -1.15 25

Table 2 shows that there were no significant differences in terms of improvement
between the control group and the experimental group (p = 0.25). We can see that the control
group improved by an average of 8.22 points and the experimental group by 11.35 and while
this shows that those in the experimental group scored on average higher than those in the
control group, it did not reach significance.

When the control and experimental groups are separated into three groups, we can
see that there is quite a large mean difference between group 1 controls (10.73) and group
1 experimental participants (17.06) though this was not statistically significant (p = 0.26).
There was only an approximate 2-point difference in improvement between group 2 controls
(8.41) and experimental group participants (10.56), and between group three controls (5.82) and

experimental group participants (6.14) there was practically no difference at all.
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Table 3
Short-Term English Learning Goals

Focus of Goal Number of Goals

Improving Reading Skills 13

—
—_

Improving Speaking Skills
Improving Writing Skills

Improving Listening Skills
Improving Grammar

Improving Test Scores/Passing a Test
Improving Pronunciation

Many Skills

—_— = L W O\ o

Table 3 shows that when asked to create short-term English learning goals the most
common goals were related to improving English reading skills, the second most common

short-term reading goals were related to speaking skills followed by writing skills.

Table 4
Short-Term Writing Goals

Focus of Goal Number of Goals

Grammar 13
Conveying Opinion
Sentences
Vocabulary

Writing Essays
Write Faster
Paraphrasing
Conclusion

Topic Sentences
Structure

Tense

—_— = = NN W R 0 0 0o o

Writing a Letter

Table 4 shows that when asked to write short-term goals related to writing the most
common area that students wished to improve was their grammar. This was followed by
conveying your opinion and then writing sentences, with vocabulary and writing essays also

proving popular.
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Table 5§
Long-Term English Learning Goals

Focus of Goal Number of Goals

Communicating with Foreign People 16

—_
~

Speaking More Fluently

Improving Test Scores/Passing a Test
Reading

Using English at Work

Acquiring Vocabulary

Studying Abroad

Improving Writing Skills

Grammar

Give Reason for Opinion

—_— = = NN Y 0

Listening

The most common long-term English learning goal, as seen in Table 5, was to
communicate with foreign people closely followed by speaking more fluently. Many goals
used the term “fluently,” and one student said, “as a native person.” Improving test scores such
as TOEIC and TOEFL was also commonly cited as a long-term goal. Some answers were career
specific such as “working in America as a magician” and being a “professional runner” and
having to learn “English skills.” Other answers were skill specific such as being able to “give

a presentation in English.”

Table 6
Long-Term English Writing Goals
Focus of Goal Number of Goals
Write a Good Essay/Thesis 12

Professional Sentences

Writing for Work/Business Reports
Convey Opinion

Write at a L1 Level/Naturally
Write Quickly/Fluently

Writing Emails/Letters

Write a Presentation

Write a Novel

No Translation Tools

e ° 2 " I VS T UV Bt SN SN )

Summarizing

Table 6 shows that by far the most common long term writing goal was related to writing
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essays or thesis (the meaning of thesis, as used by 1 student, could have been a dissertation or
it could have meant a thesis statement: it was unclear). The second most common long-term
writing goal was writing professional sentences followed by conveying an opinion and writing

work/business reports.

Table 7
How Much Did the Students Enjoy the Goal Setting Process?
Response Number of Students
I hated goal setting. 0
I did not enjoy goal setting. 6
I enjoyed goal setting. 25
I loved goal setting. 14

Table 7 shows that most of the students enjoyed the goal setting process. 55% said they
enjoyed the process and 31% said they loved it. 13% said that they did not enjoy the process
and none of the students said that they hated it.

Table 8
How Useful did the Students Find the Goal Setting Process for Improving Their English?
Response Number of Students
Not Useful 1
Somewhat Useful 5
Useful 26
Extremely Useful 13

Table 8 shows that most students perceived the goal setting process to be helpful for
improving their English. 29% found it extremely useful, 58% found it to be useful, 11% found

it to be somewhat useful. However, 1 student (2%) said that it was not useful at all.

Table 9
How Useful did the Students Find the Goal Setting Process for Improving Their English
Writing Skill?

Response Number of Students
Not Useful 2
Somewhat Useful 4
Useful 23
Extremely Useful 16

Table 9 shows that the majority of students thought that the goal setting process was
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beneficial in improving their English writing skill, 36% said it was extremely useful, 51% said
it was useful, and 9% said it was somewhat useful. However, 2 students (4%) said that it was

not useful.

Table 10
Did the Students Feel They Had Achieved Any of Their Short-Term English Learning Goals
by the End of This Course?

Response Number of Students
Yes 38
No 7

When asked if they felt they had achieved any of their short-term English learning goals
on the final day of the course 38 students (84%) said yes and 7 students (16%) said no.

Table 11
Did the Students Feel They Had Achieved Any of Their Short-Term English Writing Goals by
the End of This Course?

Response Number of Students
Yes 39
No 6

When asked if they felt they had achieved any of their short-term English writing goals
on the final day of the course, the answer was similar to when they were asked about short-term

English learning goals: 39 students (87%) said yes and 6 students (13%) said no.

Table 12
Will the Students Continue to Work Towards Achieving the Goals They Set?
Response Number of Students
Yes 23
Maybe 19
No 3

Table 12 shows that 23 of the students (51%) said they intend to continue working
towards achieving the goals they set at the beginning of this course after the course has finished,
19 students (42%) said maybe they would and 3 (7%) said that they would not.

Discussion

From Table 1 we can see that both control and experimental groups improved
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significantly over the length of the writing programme showing how the course was effective
in enhancing the writing ability and English proficiency of all the students. The students in
both classes were taught how to structure an essay, in terms of having an introduction, main
body and conclusion. They were also taught useful grammatical structures and vocabulary and
given lots of practice on writing and individual feedback on how to improve both their essay
writing and their English as part of the 14-week course. The course included the writing of
one assessed paragraph and three drafts of two 5-paragraph essays. The course also involved
reading many exemplar texts, such as essays and articles in the textbook as well as extensive
reading of graded readers.

Table 2 shows that the test group made a higher average improvement than the control
group. The only difference between the two courses was the introduction of the goal setting
treatment to the test group, implying that this treatment had a beneficial effect on their English
essay writing ability. However, despite this mean improvement, the ANOVA and the t-tests in
Table 2 show that this increase was not statistically significant. However, one 14-week semester
is quite a short time to see drastic improvements in writing or English ability, so perhaps a long-
term study might show a more significant improvement over a longer period.

Also, the sample of students chosen was from compulsory English classes of varying
motivation and ability levels. The improvement was greater in the first group who had a higher
level of ability (CEFR A2-B1) than the groups in the second and third iterations of the study
(CEFR A2) showing that perhaps this treatment is more effective on those who already have a
threshold level of English ability. The instructor of the classes also observed that the students
in group 1 seemed more motivated and engaged more with the goal setting process along with
the other reading and writing activities and assignments that made up the course. This might
indicate that a certain amount of motivation to study English is also necessary for this process
to be effective. This is also exemplified by the fact that the control participants in group 1 had
a higher mean improvement than both control and experimental group participants in the other
two groups suggesting that certain confounding variables such as classroom dynamics or higher
motivational levels may have played a role in higher improvement seen in this group.

Table 3 shows that the most popular short-term English learning goal was to improve
reading skills. This course focused on both reading and writing, in addition standardized English
tests such as TOEIC (popular in Japan as a measure of English ability used by companies
when recruiting) and IELTS and TOEFL (often necessary for studying abroad) focus mainly
on reading skills in English, so it is unsurprising that students in Japan will put a high necessity
on improving their English reading skills.

The second most popular short-term English learning goal was improving speaking and
the third was writing. Students know they must write essays to pass this course so, improving
their writing skills will be instrumental in helping them pass and obtain good grades. The
students are also enrolled in compulsory discussion and debate courses as part of their freshman

year at this university. The university as an institution is taking steps, as part of a larger initiative
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within Japan, to improve the English communicative ability of university graduates and in
turn the workforce. The reasoning being advancement towards optimum participation in the
globalized economy.

Most students also seem to be aware of the growing necessity for them to improve their
English communication skills. Table 5 presents a similar trend with the second most common
long-term English learning goal being to speak English fluently. The most popular goal was to
be able to communicate with foreign people. This seems to show that the students long-term
aim is to learn practical English for spoken communication and they place less importance
on writing as a long-term goal. The third most common long-term goal was related to tests
implying many students are often motivated to learn English to pass or achieve well on tests.
This is unsurprising because, as mentioned, many high tier companies in Japan require a certain
score on high stakes tests such as the TOEIC to qualify for a position or promotion (Kawabata,
2024). The most common long-term writing goal was to be able to write an essay or thesis
which suggests the highest target for English writing is to be able to write a strong academic
essay in the target language, which is a logical final goal (Table 6).

In Table 4, the most popular category of short-term writing goals was grammar. Students
clearly believe grammar to be an important element of writing in English and feel that this is
an area in which they are weak and need improvement. The other compulsory English courses,
which students receive in their first year at this university focus mainly on speaking and there
is little focus on grammar, except in this Reading and Writing course, so this might be seen as a
cry for more explicit form focused instruction, lacking in other courses. The students also added
to or edited these goals after receiving feedback on the pre-test essays including feedback on
grammatical errors such as punctuation, tense and the lack or misuse of articles and so many of
their goals naturally reflected this feedback. However, conveying opinion was the second most
common goal category signifying they also place high importance on expressing meaning. Third
was related to sentence forming and joint fourth were essay writing and vocabulary related
goals. Some of the other feedback they were given on the pretest was related to the structure of
their essays, for example forming full sentences and having topic sentences for paragraphs, the
need to paraphrase (the 6™ most common goal) their thesis as a conclusion and the need to use
better vocabulary and this feedback also seems to have influenced their goals.

Tables 7, 8 and 9 show that the majority of students enjoyed the process of setting their
own goals and found it useful for improving their English and writing skills. According to
Dornyei (2001), goal setting promotes motivation because it increases the students’ appreciation
of the instrumental value of learning English, for example a connection is made clear between
learning English and a goal the students are already striving for, such as getting a good job.
This initial motivation is part of Dérnyei’s process model (2001) where he states that this phase
increases excitement among the students about what they are going to learn. Tables 10 and 11
show that the vast majority of students felt they had achieved some of their short-term goals

for English learning and writing in English. The experience of regular success, which can be
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achieved by individual goal setting, is part of the maintaining and protecting motivation phase
of Dornyei’s process model (2001). Table 12 indicates that the majority of the students also
wished to continue working towards the goals they had set in this course and so the motivation

this process fostered appears to be deep rooted and long lasting.

Conclusion

The process of individual goal setting has been shown to have some benefits for a
Japanese university level EFL writing course and while there was no statistically significant
improvement between the control and experimental groups, average improvement on essay
scores did show that the process of goal setting had some kind of positive effect. The students
also enjoyed the process, found it useful for improving their English and writing skills and it
helped instill long-lasting motivation to study and achieve the goals set. After reflection on
the study and comparison with other similar research, the authors have some considerations
for how the process could be improved. One improvement could be the inclusion of students’
brainstorming strategies to help them achieve their goals. This consciousness raising activity
would be metacognitively beneficial for the students. Strategies could also be suggested by
the teacher and these learning strategies could be used both in and outside the classroom, as
suggested by Bloom (2013). In addition, more time could be spent on student’s monitoring their
own progress and whether their goals have been met. If the targets have not been attained, new
strategies could be proposed for achieving them. Edwards (2013) supported the use of setting
goals discerned through assessment rubrics as was the case in the process of this study, she also
suggests that this be accompanied by the selection of suitable methods to achieve the goal and
monitoring, for example by the implementing of a goal-monitoring record. Limitations of this
study include the small sample size of the participants, the different levels of English ability
and the short time frame of one 14-week semester. However, the results of the study offer some
support to past research into the benefits of goal setting and indicate that individual goal setting
should be included in EFL syllabi. Therefore, more research into the best methods of employing

individual goal setting into different types of EFL courses would be advantageous to our field.
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Teaching Practice Report

A CLIL Approach to IELTS Test Preparation

Kevin Thomas

Abstract

For the new Study Abroad Preparation (SAP) IELTS 2 course at Rikkyo University,
teachers were instructed to take a Content Language Integrated Learning (CLIL)
approach to prepare students for both the IELTS test and study abroad. It was
investigated whether CLIL was an appropriate approach for IELTS preparation and
how the dual roles of the class could be complementarily balanced in a curriculum.
It was decided a CLIL approach to teaching could be beneficial for IELTS test takers,
but that class time should be divided between a CLIL approach to study-abroad
preparation and explicit focus on the test via a coursebook. Research was done to
investigate student perspectives on decisions made during course design with the
results largely justifying decisions taken. It was concluded that CLIL teaching can
benefit exam preparation courses and be included in curricula but that features of
traditional exam preparation should not be abandoned if the teacher wishes to address
student needs. There is a real-life need for exam familiarization, advice and practice

that cannot be provided with a purely CLIL approach.

Keywords: CLIL, IELTS, Study Abroad

Introduction

Study Abroad Preparation (SAP) IELTS 2 (Intermediate) is an elective English language
course which is one of the global communication courses provided by Rikkyo University since
spring 2024. It consists of fourteen 100-minute classes. It is for students who wish to study
abroad and is intended to both help students prepare for overseas study and the International
English Language Testing System (IELTS) test. The IELTS test is a four skill English language
test, a test score between 5.5 to 7 or more out of 9 is often required to enter university in many
countries (Breeze, 2014). The IELTS test is therefore a necessity for many students who wish
to study abroad. All the courses in the global communication courses are designated as Content
and Language Integrated Learning (CLIL) courses, and teachers should take a CLIL approach to
teaching the courses. CLIL has previously been defined by the author as a “teaching or learning
process in which content provision and language learning are intertwined” (Thomas, 2021).
Although a CLIL course must always contain content teaching and language support, there is

no one way to teach CLIL. It is an approach in which the curriculum designer or teacher can
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choose the best balance between content and language focus.

CLIL with its focus on content and language aid to support understanding of that
content could be seen as a suitable approach to prepare students for study abroad. Foltyn
(2019) suggests that CLIL “introduce[s] a wider cultural context [and] prepare[s] the learner
for international activities and exchanges” (p. 2). However, the approach could be less suitable
for IELTS exam preparation courses which are usually focused on familiarizing students with
the test and teaching strategies that could help improve learners test scores (Smirnova, 2017).

The author was given the SAP IELTS 2 course to teach during semester 1 of the 2024—
2025 academic year which was the first year the course was offered after the piloting stage. The
course design required careful consideration as the IELTS test and study abroad components
needed to be balanced in curriculum design, as the piloting teachers noted, stating “balancing
the dual course content study abroad topics and IELTS within a CLIL framework presents a
challenge for instructors” (Mabe & Selman, 2024).

IELTS is a high-stakes exam and the score students obtain can have a significant impact
on their lives. The author therefore felt it necessary to review literature in order to investigate
what CLIL is and why this approach has been deemed suitable for IELTS exam preparation.
Whether a CLIL approach to exam preparation is possible and favourable. And could CLIL
teaching on study-abroad content have a positive effect on students IELTS scores. This paper
will then feature an explanation of how the course was designed. Finally, research into student

perspectives on the approach taken to course design will be outlined.

Literature Review

CLIL

CLIL came to prominence as an approach to language teaching in schools in Europe
during the mid-90s. It involved teachers teaching school subjects such as science and geography
in a second language. Language and content were taught simultaneously with learners expected
to learn language in context. This was a decisive move away from previous language teaching
curricula built on sequenced grammar or lexis in which content was constructed to highlight
grammatical or lexical patterns. Authenticity of content was prioritized over whether it featured
certain language items that should be learned (Thomas, 2023). A CLIL approach has the benefit
of allowing content and language to be taught simultaneously. It allows learners to learn in a
more real-life way by being exposed to authentic uses of language, helping them to negotiate
with language meaning outside the classroom.

Coyle et al. (2010) have attempted to formulate the theoretical underpinnings of CLIL.
They promote the Language Triptych and The 4Cs frameworks as guides for teachers creating
CLIL curricula. The author has discussed these in detail in previous research (Thomas, 2023).
Briefly the Triptych is visualized as a triangle with 3 points, Language of learning, Language for

learning, and Language through learning, CLIL linguistic progression forms the middle of the
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triangle (Martin del Pozo, 2016). Language of learning is the language needed to comprehend
content. Language for learning is the language needed while learning such as to communicate
ideas. Language through learning is the language learnt in lessons. The CLIL curricula designer
should consult the Triptych when deciding what language support taught content demands. The
4Cs refer to content, cognition, communication, and culture. Content addresses the need for
content to be learned and sought individually by learners. Cognition refers to learners being able
to utilize learnt content outside a classroom setting. Culture refers to students understanding the
cultural context in which content is based. Communication refers to the necessity for learners
to be able to communicate what they have learned. All four elements should feature in CLIL
lessons.

The Japanese government, universities and educators have been increasingly promoting
the adoption CLIL methodology (Lockley, 2015). Rikkyo University is one of these universities
and has taken a CLIL approach to design of its global communication courses, of which SAP
IELTS 2 is one. The global communication courses are designed to help students progress from
Rikkyo’s first year English language courses and the English Medium Courses (EMI) available
to 3 and 4™ year students (Yamamoto & Nitta, 2021). The courses are envisioned to take a
‘soft’ CLIL approach (Mabe & Selman, 2024). A soft-CLIL approach means that learners are
given significant support in content comprehension. This is opposed to a hard-CLIL approach in
which learners are given minimal support and expected to negotiate meaning individually. The
soft-CLIL approach aligns Rikkyo with the majority of Japanese institutions who have tended
to take such an approach (Thomas, 2023).

IELTS and CLIL

Gaining a specified score on the IELTS exam is necessary for many students who wish
to study abroad. It has been argued that many IELTS preparation courses focus on the test,
rather than general language teaching. The test format is presented and students are exposed
to the different tasks featured in the test, such as describing visual data in writing task one.
Students are in addition taught strategies for tackling tasks and asked to repeatedly practice the
test (Minakova, 2020). It has been argued that a ‘a learning-oriented approach to test taking’ be
adopted so that classes have relevance outside the classroom and not just for the test (Minakova,
2020).

Using a CLIL approach to the study abroad element of the SAP IELTS 2 course could
clearly be suitable. As the course is intended to bridge 1% and 3/4™ year courses at Rikkyo
University, it could also be used to bridge the experience of study in Japan and overseas. By
exposing students to content and having them investigate their own content in its authentic
cultural setting, they would gain knowledge they could use outside the classroom. It also seems
arguable that exposure to authentic study abroad related content could have a positive effect
on IELTS test takers score if the content were related to common topics featured in the test.

Students could be exposed to the contextual background of exam content and be familiarized

45



46

SEBHEFEKRY v —F I #5% (JOURNAL OF MULTILINGUAL PEDAGOGY AND PRACTICE, VOL. 5)

with notions, lexis, and grammatical content related to the test themes.

Research has suggested that CLIL lessons based around IELTS themes can improve
students test scores. Bayram et al. (2019) in a comparative study found students who had CLIL
elements incorporated in their preparation received higher IELTS scores. Satayev et al. (2022)
reported results from research in which CLIL instruction improved students’ performance in all
elements of the IELTS test, particularly speaking. Baddane and Ennam (2023) in their research
argued that the increased contextualisation in CLIL lessons improves students IELTS reading
scores, increased performance in the reading part of the test was also noted by Foltyn (2019).

It seems reasonable to suggest CLIL is a suitable approach for the SAP IELTS 2 course.
CLIL is especially relevant to the study abroad preparation element of the course. Moreover,
if the study abroad element of the course is related to IELTS themes it could improve students
IELTS scores by providing increased contextualization and exposure to language useful for the

test.

Course Design

The design of the course was influenced by the pilot of Mabe and Selman (2024) but
some different choices in course design were made. During the pilot study it was decided not to
use a coursebook for IELTS SAP 2. They recognised the advantages of textbooks having model
questions and answers based on the latest IELTS tests, advice and strategies for completing the
test and practice opportunities. However, they thought the disadvantages of using a book such
as cost and inability to cover a sufficient amount of the book during the course as out-weighing
the advantages. They instead chose to use online materials as they could be accessed freely.
They noted that online materials have the disadvantage of not being adapted to the level of
and therefore being too difficult for lower-level learners. This could however be advantageous
as language and content would be in its authentic context, a key feature of CLIL teaching
materials.

It was decided to use a textbook in class due to the advantages outlined and to recognise
the validity of traditional approaches to exam preparation courses. Although a more learning-
oriented approach to class work is desirable, if the teacher were to ignore students’ needs to
familiarise themselves with the exam task types and themes this would arguably hinder students
test performance. The impossibility of being able to cover a significant part of the book is a real
concern, however the book chosen ‘Mindset for IELTS Level 2’ is suitable for self-study and
could be a useful resource for students.

It was planned to utilise the coursebook for 50-minutes of class time following a
15-minute homework discussion activity. Pages were chosen to introduce students to the
different task types in the test and cover a range of themes commonly used in the test. The
remainder of the class had the teacher present study abroad related audio and written material,
echoing the IELTS textbook themes, following a soft-CLIL approach. This was to be followed
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by homework in which students were asked to find related materials to discuss at the beginning
of the following class. The study abroad element was seen as following a soft-CLIL approach
as authentic materials were used, for example newspaper articles, documentary clips, and
news reports. Support was given to aid student comprehension such as warm-up exercises and
presentation of essential lexis. Students were expected to discuss materials, aiding each other
in comprehension. Authentic materials were selected that were seen as useful for IELTS test
takers, such as material featuring the discussion of visual data which is often demanded in
IELTS writing task 1. The curriculum was posted on the Rikkyo university course website for
students to consider when choosing elective classes (Rikkyo University, n.d.).

Course design was carried out with reference to The Language Triptych and The 4Cs.
Language of learning was present in the pre-teaching elements of the study abroad parts of the
class. Language for learning was assumed as all students had taken part in Rikkyo University
first year English classes, the teacher was aware of such language taught and could refer to
it when needed. Language through learning was expected through the discussions following
exposure to materials in which they were expected to consolidate meaning. Students would
further consolidate understanding when searching for their own thematically related materials.
The content element of the 4Cs was addressed by students being presented with information
related to study abroad in class. Cognition was present as students were expected to find their
own related material from an authentic source such as a newspaper website. Communication
was included in discussions of presented material and material students found themselves.
Culture was addressed as students were searching for material in its original cultural context
and cultural notions students may struggle with were explained in warm-up exercises before

material was presented.

Research

Research was done to investigate students’ perspectives concerning course design.
Research was carried out on 20 male and female students in their 2™ year at Rikkyo University.
Permission to research was obtained according to institutional procedures. Students were
asked why they took the course to determine whether the course was in accordance with their
perceived needs. The second question addressed what they felt was most useful about the
course. Whether the balance was deemed correct was investigated in the third question. In
addition, students were asked whether they thought the mix was effective. Finally, they were
questioned about whether the course helped them achieve their learning goals. In addition to
being asked to respond affirmatively or negatively, students were given chance to comment if

they wished.
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Figure 1
Why did you take the course?

= Improve IELTS score = Prepare for study abroad = Other

Figure 2

What was most useful about the course? E.g. bookwork, study abroad content

= Book = Study Abroad = Speaking Practice

Figure 3
Did you think the balance between book based IELTS practice and self-study content was
right?

= Yes = No
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Figure 4
Is the mix of book based IELTS practice and content based learning effective (complement
each other)?

mYes = No

Figure 5
Did the class help with your learning need and goals?

mYes = No

As seen in Figure 1, just over half of students (11) said they took the course to improve
their IELTS score, with 9 saying their reason was to prepare for study abroad and 1 wanting to
improve their general English ability. Concerning what students found most useful about the
course as illustrated in Figure 2, 8 said that class time spent on IELTS exam bookwork was most
useful, with 8 students noting this allowed them to practice the exam tasks and two saying they
could receive useful tips. 8 students said they found the study abroad (CLIL) part of classes
most useful with 3 students commenting that the self-study homework encouraged them to read
articles they would not have otherwise sought. 4 students said that speaking practice was most
useful, this could relate to either the IELTS book or CLIL parts of the classes as both featured
speaking practice.

When asked about their perspective on the balance between IELTS bookwork and
CLIL (Figure 3), 19 of the 20 students said the balance was right. The student who did not
respond positively, said the bookwork in class was not necessary as this could be done at home.

One student commented that the balance was good as only bookwork would be boring. Other
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students supporting the balance, mentioned the practice activities in the book as useful for them.
When asked if students felt the mix of CLIL and IELTS was effective (Figure 4), 16 replied
positively and 4 negatively. One student who replied negatively said they would prefer an
IELTS-only course. Concerning whether the course helped with students learning goals (Figure
5), 19 answered affirmatively with the negative responder saying they would have liked more
time to be spent on practicing for different IELTS tasks.

Overall it seems reasonable to suggest the results indicate decisions made during course
design were correct. There was a roughly even split between those taking the course due to a
primary purpose of either IELTS or study abroad preparation. It seems fair to argue this justifies
the choice to use an IELTS coursebook in class. This would be a useful resource for anyone
interested in taking the IELTS test, and arguably useful for those who were not primarily
concerned with IELTS as they would need to take the test to study abroad. Moreover 8, or
nearly half of the group indicated bookwork as the most useful use of class time. Another 8
indicated that the CLIL element of the class was most useful, this seems logical as it mirrors
students’ reasons for taking the class. However, the vast majority of students said they felt the
division of class time between IELTS and CLIL was appropriate. Indicating that although their
primary motivation may be IELTS or study abroad preparation, they found the other role of the
class useful. A majority felt the different elements of the class were useful, further justifying
the balance and the choice to balance book work with CLIL based content teaching. It seems
reasonable to presume in such a dual-role course, some students will prioritize one role and
may be frustrated that they cannot focus on their preferred element most. It seems the balance

adopted went some way to mitigate this problem.

Conclusion

From review of literature and research into student perspectives, it seems reasonable to
suggest Rikkyo university’s decision to combine IELTS and study abroad preparation using a
CLIL approach was appropriate for the class concerned in this paper. Previous research suggests
CLIL study can have a positive effect on IELTS scores and contributes to a learning-oriented
approach to exam preparation. The majority of students in the research outlined in this paper
found study abroad topic-based CLIL activities to complement their IELTS study. However,
it is the view of this author that although CLIL has benefits, traditional approaches to exam
preparation should not be abandoned completely. Over half of the research participants were
primarily motivated by the need to improve IELTS scores and nearly half indicated the time
spent with the coursebook as the more useful element of the class. In fact, only one participant
indicated any dissatisfaction with using the book in class. There is a real need indicated by
students for familiarisation with the test, test advice and practice. It seems reasonable to suggest
that when preparing students for the IELTS test, CLIL is one approach available to the teacher
and should be balanced appropriately with explicitly teaching the test. Perhaps over a longer
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course, the balance could be slowly weighted towards CLIL, but in a short course such as the

SAP: IELTS 2 course, a more equal balance seems appropriate.
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Teaching Practice Report

Leveraging the Power of Lateral Reading:
The Need for its Inclusion in EAP Style Research Reading
and Writing Courses

Rab Paterson

Abstract

Japan’s higher educational environment is becoming increasingly digital in the
post-COVID world, as most students at Japanese universities now have laptops
and/or tablet devices. Furthermore, the number of information sources online is
also increasing exponentially. In response, university students of today (both in
Japan and elsewhere) have to learn how to efficiently navigate the dense forest
of available information to assess the accuracy and validity of the data they have
found in their research reading. This is where a lateral reading strategy is essential
for undergraduate students as it improves their ability to evaluate sources more
efficiently than traditional reading strategies. This paper discusses the benefits of
lateral reading for university students in EAP courses and the challenges students
may face when learning these skills. It also gives an evidence-based rationale for
including lateral reading skills in EAP programs, and recommendations on to how
to implement lateral reading into EAP courses. This will help prepare students for
success in the rigorous critical thinking demands of the academic research writing

they will encounter in their university lives, and beyond in their future careers.

Keywords: Lateral reading, Digital literacy, EAP (English for Academic Purposes), Evaluating

sources, Information literacy

Introduction

The proliferation of online information, combined with the COVID-driven move to
more online learning and content, has fundamentally changed how undergraduate students
access and evaluate sources for academic work. While the Internet provides unprecedented
access to information for students, it also presents significant challenges in terms of assessing
the credibility and reliability of online sources (Wineburg & McGrew, 2019). Many students
lack the digital literacy skills to effectively evaluate online information, often relying on
unreliable heuristics or falling victim to misinformation (McGrew et al., 2018). Traditional
approaches to source evaluation that focus on vertical reading — carefully examining a single

webpage or document — are no longer sufficient in the digital age. Instead, lateral reading,
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which involves leaving a webpage to investigate its credibility through other sources, has been
identified as a more effective strategy for assessing online information (Wineburg & McGrew,
2019). As Wineburg and McGrew have noted, even educated and intelligent people fall victim
to misinformation, so this inability to read laterally is not only an issue for students but the
wider population as well.

For Japanese undergraduate students who have passed through the Japanese school
system into tertiary education, the problem is particularly acute. There have been some well-
known historical critiques of the Japanese educational system (McVeigh, 2002; Schoolland,
1990). However, although the levels of critical thinking have improved at schools in Japan
between 1999 and 2014 (Okada, 2015, p. 1054), students still seem reluctant to put critical
thinking skills into practice. Furthermore, these students seldom encounter English longer-
form research essays (where critical thinking skills are vital for evaluating sources used in
these types of tasks) at school, and as a result, when they reach university level and/or take part
in study abroad / EMI (English Medium Instruction) university programs they cite research
writing as a very difficult task (McCarthy, 2021, p. 13). In this context, English for Academic
Purposes (EAP) programs at Japanese universities play an important role in preparing non-
native English-speaking students for the academic rigors of undergraduate study in English-
medium universities. While EAP programs traditionally focus on academic language skills like
academic writing and reading comprehension, there is a growing recognition that information
literacy skills are equally important for students’ academic success (Hyland & Shaw, 2016). As
Wineburg and McGrew argue, “In the digital age, we must teach students not only how to read
texts but how to read sources” (2017, p. 1).

Therefore, EAP programs should incorporate explicit lateral reading instruction (a
key strategy used by professional fact-checkers to evaluate online sources) to better prepare
students for academic study in English-medium institutions. Lateral reading involves leaving
a website to investigate its credibility through other sources rather than staying on the original
site (Wineburg & McGrew, 2019). As Japanese universities have fewer hard-copy books in
English than Japanese ones, students rely more on online English sources for their academic
work. Therefore, by teaching lateral reading, EAP programs can equip students with a crucial
skill for applying critical thinking to help them cut their way through the online information
jungle and succeed in their academic research writing. Paterson has described his approach to
integrating lateral reading and other digital literacy reading and writing skills into academic

reading and writing programs via an e-portfolio system (Paterson & Hakone, 2024).

Defining Lateral Reading

The concept of lateral reading emerged from the work of researchers at the Stanford
History Education Group, comparing how professional fact-checkers, historians, and Stanford

undergraduate students evaluated online information (Wineburg & McGrew, 2017). They found
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that professional fact-checkers used this reading strategy to quickly and accurately assess the
credibility of online sources by using distinctly different strategies from the other groups, with
the key difference being that fact-checkers quickly left an unfamiliar website to see what other
sources said about it. This practice of “reading laterally” across many tabs allowed fact-checkers
to efficiently determine the credibility of sources. However, they found professors and students
tended to use the more traditional vertical reading style of staying on a document or paper and
reading straight through until the end and carefully parsing its content, a practice which often
led them to be deceived by unreliable sources with professional-looking documents and/or
websites.

Wineburg and McGrew (2018) then went on to define lateral reading as follows, “When
reading laterally, one leaves a website and opens new tabs along the browser’s horizontal axis,
drawing on the resources of the Internet to learn more about a site and its claims. Fact checkers,
in short, learned most about a site by leaving it” (p. 53). So rather than spending time carefully
reading and analyzing the content of an unfamiliar document or website, lateral readers open
new browser tabs to investigate the credibility of the source of the text. This approach contrasts
with “vertical reading,” where readers stay on a single document or website and scroll up and
down to evaluate its credibility based solely on the paper or site’s claims and appearance.

Again according to Wineburg and McGrew (2017), lateral reading involves four key

practices:

1 - Taking bearings (p. 13): Before diving into unfamiliar content, lateral readers take a
moment to understand the broader digital landscape they have entered as a kind of
background check of the issue being researched.

2 - Click restraint (p. 32): Instead of instantly clicking on the first search result, lateral
readers scan the results list to get a sense of the information available and the scope
of the results.

3 - Lateral moves (pp. 22-25): Readers then open an item from the search results for
an initial look and then leave the original site to open new tabs and investigate its
credibility through other sources.

4 - Search Skills (p. 26) — Even when readers do possess the three skills described
above, these do not automatically guarantee success, especially if the readers do not
know how to search efficiently using Boolean operators such as “quotation marks”

in combination with relevant keywords to further narrow the search results.

In combination then, these four practices allow lateral readers to efficiently gather context
about sources and make informed judgments about their reliability instead of just going ahead
and taking the results at face value and using them. Lateral reading also forms part of the SIFT
strategy for student fact-checking (Caulfield, 2017) and is held in high regard (Baer & Kipnis,

2023) as a necessary bridge between lateral reading and critical reading.
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Literature Review

There is an extensive body of work covering a variety of aspects of why students need
lateral reading, its effectiveness in a variety of educational settings (including EAP courses),
and the challenges that can be encountered. These will be covered below, and the importance
of lateral reading will become clearer. The current need for lateral reading skills has become
increasingly urgent as the internet has transformed how information is produced, disseminated,
and consumed, especially in the post-COVID education landscape. As such, several different

factors make lateral reading highly relevant for students in the modern world.

Information Overload
The sheer volume of information available online can be overwhelming for students.
Students may struggle to identify reliable information amidst the data ‘noise’ without effective

strategies for quickly assessing source credibility.

Misinformation and Disinformation
The spread of false and misleading information online (the so-called ‘fake news’ and
‘deepfakes’) poses significant challenges for students conducting academic research. Lateral

reading provides a powerful tool for identifying and avoiding unreliable sources.

Search Engines Bias & Algorithmic Curation

Search engines and social media platforms usually employ algorithms to personalize
the information users see, potentially creating filter bubbles that limit exposure to diverse
perspectives as other viewpoints are seen as not relevant to users by search engine algorithms.
Lateral reading helps students break out of these bubbles by actively seeking out additional

context and alternative viewpoints.

Challenges to Authenticity

Traditional displays of authenticity and, by extension, credibility, such as professional-
looking websites or academic credentials, are no longer reliable indicators of trustworthy
information online due to software that can create authentic-looking sites, documents, and
other information sources. Lateral reading allows students to look beyond the surface-level
features of sources to more deeply investigate a source’s reputation and track record. Given the
above factors, the ability to employ lateral reading strategies has become a crucial component

of digital literacy and critical thinking in the 21st century.

Effectiveness of Lateral Reading Instruction
Research has highlighted the effectiveness of lateral reading instruction in improving

students’ ability to judge the credibility of online sources. The Stanford History Education
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Group compared how historians (with PhD’s and publications in history), professional fact
checkers for major organisations, and undergraduate students from Stanford University, an
elite US institution, evaluated websites and online documents (Wineburg & McGrew, 2017).
Wineburg and McGrew also found that fact-checkers who used lateral reading were significantly
more successful at correctly identifying the credibility of websites compared to historians and
Stanford students. The fact-checkers “arrived at more warranted conclusions in a fraction of
the time” (Wineburg & McGrew, 2017, p. 1). One of their conclusions was, ““...when the goal
is to quickly get up to speed, the close reading of a digital source, when one doesn’t yet know
if the source can be trusted (or is what it says it is)—proves to be a colossal waste of time”
(Wineburg & McGrew, 2017, p. 43).

Lateral Reading in Higher Education

Studies have examined the effectiveness of lateral reading instruction for college and
university students. Brodsky et al. (2021) conducted a study with undergraduate students on
comparing the effects of lateral reading instruction with more traditional vertical reading. They
used the American Democracy Project’s Democracy Policy Initiative (DPI) curriculum for the
test group and did not with the control group. The study also looked at how the participants
used Wikipedia and the levels of trust they had in it as many instructors, librarians and others
had previously told students it was unreliable. They found that students who received the DPI
lateral reading training performed significantly better on tasks requiring them to evaluate the
credibility of unfamiliar websites, and students engaged in lateral reading far more often after
the intervention, “Our findings indicate that the DPI curriculum increased students’ use of lateral
reading to draw accurate assessments of the trustworthiness of online information” (Brodsky
et al., 2021, p. 15). Similarly, McGrew et al. (2018) implemented a lateral reading curriculum
in a first-year writing course at a US university. Students who received the instruction showed
significant improvements in their ability to evaluate online sources compared to a control
group. Importantly, the researchers found that these skills transferred to new contexts beyond
the specific examples used in the training. Another later study (McGrew et al., 2019) of 67
students at a US university found that teaching some techniques (including lateral reading)
for evaluating the credibility of sources can improve students’ performance in this area. These
studies therefore, provide evidence for the effectiveness of lateral reading as a strategy and tool

for critically evaluating online sources of information.

Lateral Reading Needs of EAP Students

The ability to critically evaluate online sources is vitally important for undergraduate
students. As Breakstone et al. (2018) note, “College students are among the most avid
consumers of online information, yet many struggle to evaluate the credibility of what they find”
(p. 1). This struggle is even more pronounced for non-native English-speaking students in EAP

programs, who must also understand complex academic texts in a second language in addition
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to evaluating the credibility of the texts. Therefore, EAP programs while useful in preparing
international students for study at English-medium universities (as they help develop students’
academic language abilities in the four skills — reading, writing, listening, and speaking),
they seldom address the challenges of improving students critical thinking, digital literacy, and
other online research skills needed for judging the credibility of academic texts. Therefore, the
specific needs of EAP students in terms of critical thinking and how lateral reading instruction
can support their academic development in this area must be addressed.

Research on lateral reading for English language learners (ELLs) is currently limited,
however, some studies suggest that explicit instruction can benefit this student demographic.
For example, Amazeen and Bucy (2019) conducted a study with 121 international students in
an intensive English program. They found that students who received training in lateral reading
strategies showed greater improvements in their ability to detect misinformation compared
to those who only received traditional media literacy instruction. EAP programs (and non-
EAP undergraduate students) rely heavily on online sources for academic work. A study by
Head and Eisenberg (2010) found that 95% of students use the Internet for course-related
research, and Japanese EAP students also rely on the internet for English sources given most
Japanese universities do not have huge English libraries. Therefore, EAP programs need to
prepare students for this internet-based research reality. In addition, academics at Western
universities complain about the performance of Asian (and by extension Japanese) students
in critical thinking areas, “The complaints made by Western academics about Asian students
are concerned with a very specific issue: the formulation of arguments in essay writing and/or
academic discussion” (Rear, 2017, p. 27).

As shown above, research has shown that college students, including those at elite
universities, struggle to distinguish between reliable and unreliable online sources (McGrew
et al., 2018). EAP students may be particularly vulnerable to this evaluation issue due to
language barriers and their relative unfamiliarity with English-language media publication
norms. Related to this issue for EAP students is the ability to critically evaluate sources for
maintaining academic integrity. As Li and Casanave (2012) argue, EAP programs are key in
teaching students how to avoid plagiarism and properly integrate sources. Lateral reading aligns
with academic conventions of corroborating sources via proper referencing and considering
multiple perspectives for a broader viewpoint on issues. Therefore, it can help students develop
the critical thinking skills valued in higher education and their future careers, as lateral reading

is a transferable skill that can benefit students across disciplines.

Challenges Faced by EAP Students

When using lateral reading strategies, EAP students face several challenges when it
comes to evaluating online sources for academic purposes. The level of their English proficiency
can sometimes make it difficult for students to critically analyse complex texts, so they can fail

to identify more subtle indicators of credibility or bias. Many other EAP students come from
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educational backgrounds with different expectations for source usage and citation, and this is
especially prevalent in East Asia, especially Japan, where Western-style academic referencing is
not commonly taught (Dunn, 2015, p. 33; Schraudner, 2015). Some researchers have argued this
can be due to cultural differences in how plagiarism is viewed (Chandrasoma et al., 2004; Chien,
2014) or a lack of linguistic skills leading to copy-and-paste style writing (Pecorari & Petric,
2014; Wheeler, 2009). So, depending on their cultural backgrounds, some EAP students may
need to adapt their existing academic research and writing strategies to meet the expectations
of Western academic institutions. Another issue facing some EAP students is their inability to
accurately distinguish between scholarly and non-scholarly sources. They can tend to over-rely
on search engine results as they can view the fact of a source document being present in search
engine results, which means it is factually accurate and credible as a source. This can potentially

lead them to use sources lacking in credibility.

Benefits of Lateral Reading for EAP Students

Introducing the concepts and skills used in lateral reading into EAP programs can help
address some of these critical thinking type issues and problems listed above, and in addition,
it can also provide several other key academic benefits for students. Lateral reading itself offers
a structured and systematic approach for efficiently and quickly assessing the credibility of
sources, especially when used in combination with the SIFT system mentioned above (Caulfield,
2017). This is particularly valuable for non-native English speakers who may read academic
documents and texts more slowly and less critically when they are written in their second
language. Tools like Rewordify are very useful in this area for students who have problematic
vocabulary issues, and its utility in this area is well understood and is used by digitally literate
teachers and students (Paterson & Hakone, 2024, pp. 4-6) in academic research writing courses.

Practicing lateral reading itself can also help further develop students’ overall critical
thinking mindsets, thereby helping them approach the reading of challenging academic texts
with a more analytical view. This, in turn, can help improve their overall digital literacy skills
by allowing students to encounter, evaluate, and understand a wider range of online sources than
they would without lateral reading skills. The breadth of different types of sources encountered
in this lateral reading can also lead to a better understanding of academic conventions and styles
by students, as this exposure to various types of sources can help them distinguish between
scholarly and non-scholarly conventions for documents and sources and thereby improve their
confidence in recognizing such sources. Lastly, if the sources used are credible, then they can
also provide students with examples of good referencing styles, which can help students develop
good academic integrity habits for source use in their own written work by modeling their

writing style on these sources, and this can help them avoid unintentional plagiarism.
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Alignment With EAP Learning Outcomes

Integrating lateral reading instruction into EAP programs aligns with commonly used

learning outcomes (LO’s) and learning outcome indicators (LOI’s) and can enhance existing

curriculum areas such as:

1-

Therefore,

Academic reading: Lateral reading complements traditional intensive (deep) reading
and extensive reading techniques by developing students’ ability to evaluate and
select appropriate texts efficiently. Also, when conducting lateral reading, students
can also bring in the scanning and skimming techniques they usually learn in
traditional reading instruction to aid in their extensive lateral reading work.
Academic writing: Improved source evaluation skills support students in selecting
credible evidence for their academic writing tasks. This in turn helps raise the quality
of papers they write by having them utilise only quality sources in their research to
base their conclusions on.

Research skills: Lateral reading is essential for conducting effective online research,
a key skill for the writing component of most EAP programs. All academic research
papers are only as good as the data and ideas they are built on, and using lateral
reading to identify credible sources to use helps in this regard.

Critical thinking: The analytical thought processes used in lateral reading directly
contributes to developing students’ critical thinking skills. The fruits of the labour
of lateral reading (the data, ideas, information, and quotations they harvest in their
research) can then be used in many other academic activities such as debates,
discussions, oral presentations, and of course their academic research writing papers.
Academic culture: Teaching lateral reading can also help expose students to the
Western academic expectations for the evaluation of sources, usage of only credible

sources, and proper referencing of these curated sources in their academic output.

by addressing these specific student needs and aligning them with the existing LO’s

and LOI’s present in most EAP programs, lateral reading instruction can significantly enhance

the effectiveness of EAP programs in preparing students for academic study in EMI-type

environments and beyond.

Recommendations for Integrating Lateral Reading Into EAP Curricula

Based on the research on lateral reading and its relevance for EAP students as covered in

the literature review above, this paper recommends the following approaches for incorporating

lateral reading instruction into EAP curricula. Guidance on lateral reading concepts and

techniques should be provided to students in parallel with other more traditional reading
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strategies. This includes demonstrating the specific steps involved in lateral reading such as
opening new tabs, using search engines to investigate sources, and providing examples of
how professional fact-checkers use lateral reading. Brodsky et al. (2021) found that even brief
instruction on lateral reading techniques led to significant improvements in students’ ability to
evaluate online sources.

In addition, guided practice with authentic materials should be providing to students
so they have opportunities to practice lateral reading in a step-by-step way with materials
drawn from their academic fields of study. Li and Casanave (2012) highlight the importance of
teaching the use of sources as a situated practice within academic disciplines.

Another area where lateral reading can be introduced into EAP programs is by the usage
digital literacy type tools: EAP programs should introduce students to digital tools that can aid
in lateral reading, such as fact-checking websites like Snopes and PolitiFact, browser extensions
for source evaluation like NewsGuard, the use of Wikipedia’s own evaluation tools such as the
article’s status (Featured Article, Good Article, A, B and other grades), and reverse image search
tools for verifying visual information. Brodsky et al. (2021) found that introducing students to
these types of fact-checking resources enhanced their ability to evaluate online information.

Students also need to be assessed on their lateral reading skills. Therefore, EAP
programs should track students’ lateral reading skills to measure their abilities and see how
well they are progressing in this regard. A study (McGrew et al., 2018) found students “...were
instead swayed by content that appeared to present strong evidence (in the form of photographs,
data displays, etc.), and they judged websites based on superficial features such as their graphic
design or how authoritative their logo or references made them seem.” Lastly, language barriers
may also make lateral reading more difficult for non-native English speakers, so by using tools
like Rewordify (Paterson & Hakone, 2024, pp. 4-6) these linguistic type limitations can be

addressed and instructors should be ready to deploy such apps and tools when needed.

Conclusion

As the digital information forest becomes increasingly dense, the ability to critically
navigate the evaluation of online sources has become an essential skill for undergraduate
students in general and EAP undergraduate students in particular. Lateral reading, therefore,
offers a powerful strategy for navigating this landscape, allowing students to efficiently and
accurately assess the credibility of online documents, sources, other texts, even videos and the
information they present. By incorporating lateral reading instruction into their curricula, EAP
programs can help equip non-native English-speaking students to develop a crucial skill set for
academic success. By incorporating lateral reading instruction, EAP programs can play a vital
role in preparing students for the demands of undergraduate study and fostering critical digital

literacy skills that will serve students in their academic lives and beyond in their future careers.
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Integrating Content and Language in a CLIL Psychology
Course: Five Tenets of Good Practice

Sam Morris

Abstract

By definition, content and language integrated learning requires teachers to manage
a difficult balance: they must develop content knowledge alongside language skills
without either being overtly prioritised. For numerous reasons, such a balance is
not easy to achieve in practice. With particular regards to linguistic content choices,
teachers need to consider both the quantity and quality of the instruction that they
provide. Teachers may provide too little or too much language, or they may focus
too heavily on vocabulary at the expense of language form. In this report, I describe
five holistic tenets that guided my planning and implementation of a CLIL course
in the 2024 academic year. The tenets related to my decisions regarding content
and language foci, and also to the overall manner in which I taught the classes. |
describe each tenet along with its rationale and provide illustrative examples from

the curriculum and two specific lessons that were taught on the course.

Keywords: CLIL, Course design, Language and content integration

Introduction

Planning for content and language integrated learning (CLIL) is inherently more
complex than planning regular language classes. This is because, by definition, CLIL requires
teachers to not only be cognisant of improving students’ language skills, but also of ensuring
they develop specific content-related knowledge, cultural awareness, and the ability to think,
speak, and write critically about complex topics. This is no small task indeed! I have taught
content integrated lessons for eight years in various tertiary institutions in Japan. In almost all
cases, the content in my classes has been connected in some way to the topics of psychology,
language learning, and emotions, and I am fortunate in that I have a professional specialism
in educational psychology in addition to more than 15 years of language teaching experience.
Despite these facts, however, my journey from a language teacher to a CLIL teacher has not
been without issues, and in my early career I had particular difficulty balancing my teaching of
content and language in CLIL courses. This is something which I have endeavoured to improve
in recent years.

The purpose of this short paper is to describe my proactive approaches to integrating
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content and language satisfactorily within my teaching of a CLIL course in the 2024 academic
year. I focus my discussion on five holistic tenets that I followed during planning and
implementation and illustrate these tenets using examples from a two-lesson sequence that

focused on positive psychology.

Questions of Content and Language Integration: Quantity and Quality

I am not alone in facing difficulty in integrating content and language, and this remains
a recurring theme within CLIL literature. On this point, two questions have repeatedly been
considered. The first is the degree to which either content or language should be prioritised
given the limited amount of class time in most CLIL settings (Mac Gearailt et al., 2021;
Villabona & Cenoz, 2021). This question is perhaps driven by the reality that most teachers
come from a background that is either focused on content or focused on language, but rarely
both (Villabona & Cenoz, 2021). It is an important issue not only because it influences planning
and implementation choices, but also because it influences teachers’ classroom identities
(Mehisto, 2008). Furthermore, the priority of language or content is not a question limited to
teachers. Mehisto (2008) makes the astute point that students are also not used to studying both
language and content within the same class period; thus, teachers have to take into account the
histories, needs, and expectations from students with regards to this balance.

A second question that has been discussed relates more specifically to the kind of
linguistic support that should be provided in any CLIL course. Linguistic goals are complexly
wed to the ability, demeanour, and age of the students in the classroom, to the requirements of
the chosen texts and materials, and to the overall outcomes expected by institutions. Perhaps
the most valuable solution to this issue is Coyle et al.’s (2010) language triptych, an organising
tool from which teachers may make appropriate linguistic-study choices in relation to the
language of learning (language related to the subject under study), the language for learning
(language required to achieve the goals of the class) and language through learning (emergent
language experienced within the lesson). This tool, however, may not be sufficient by itself to
ensure that teachers make appropriate choices. Important research by Baecher et al. (2013), for
example, suggests that language teachers who are training as new CLIL teachers have an overt
preference for writing linguistic goals that focus on vocabulary or language subskills (e.g.,
general strategies for reading and writing improvement) at the expense of those that target
grammatical improvement. Teachers should therefore be mindful that students are receiving

sufficient instruction on language form.

Proactive Tenets to Integrate Content and Language

During the 2024 academic year I made particularly strong efforts to integrate content
and language systematically in a course entitled CLIL Seminars: Psychology. In accordance

with the goals of the department (see Yamamoto & Nitta, 2021), the course offered an accessible
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exploration of topics and issues within the field of psychology whilst also enabling students to
undertake more complex psychology-related study if required or desired. I now wish to detail
five tenets that guided me during the preparation and implementation of this course. These
tenets were holistic decisions that enabled me to feel more confident in my language and content
integration. In my explanation, I discuss the course on a curriculum level as a whole, and also

include specific examples from two lessons of the course which focused on the topic of positive

psychology.

Tenet 1: Offer Two-Lesson Sequences

An important decision that I took in planning the course was to move from single-lesson
to two-lesson sequences. This meant that instead of changing the central topic of learning each
week, I kept the same topic for two consecutive classes. In the first lesson of each sequence, the
students studied an overview of a chosen area of psychology (a broad focus), and in the second
class they studied one particular aspect of this area in depth (a narrow focus).

My thought process of moving to a two-lesson sequence was driven by my desire to
simplify. Studying four or five topics in a semester is cognitively less demanding than studying
nine or ten. Moreover, two-lesson sequences afford repetition in relation to language, concepts,
and knowledge, aiding comprehension and retention.

To exemplify such a two-lesson sequence, in my positive psychology unit I taught
lessons that focused on, firstly, the history, goals, and criticisms of positive psychology (the
broad focus), and secondly, how emotional language can impact well-being (the narrow
focus). Thus, the general language and content points raised in the first lesson (e.g., resilience
development and key vocabulary items), became recycled and utilised in an important example

from the field in the second lesson.

Tenet 2: Offer Opportunities for All Four Skills in Every Lesson Sequence

The second tenet I followed concerned the range of language skills that the students
would be asked to utilise during each two-lesson sequence. As an experienced and trained
language teacher, I believe strongly that regular practice in all four skills (speaking, writing,
reading, and listening) is crucial (see e.g., Nation, 2014). In addition, targeting all four skills is
likely to provide students with a sense that their linguistic skills are being taken seriously. With
this in mind, I made a conscious decision to include activities using all four skills within each
two-lesson sequence of the course.

To exemplify, during my lessons on positive psychology, content was delivered through
both reading texts and live lectures (provided by me). Students were asked to spend 7-8 minutes
writing at the beginning of every class, and they were also expected to complete written
assignments for homework. Interactive discussion activities were used repeatedly throughout
each class to ensure that students had the opportunity to practice actively speaking about the

topics they were studying.
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Tenet 3: Target Vocabulary, Grammar, Pronunciation, and Pragmatics Within Every
Lesson Sequence

As was explained earlier in this paper, there can be a tendency for CLIL teachers to
focus on vocabulary at the expense of other important linguistic skills (Baecher et al., 2013).
To counter this point, I made a conscious effort to attend to a variety of linguistic skills within
each language sequence, including vocabulary, grammar, pronunciation, and pragmatics.

In my two-lesson sequence on positive psychology, the students studied varied language
skills. In the first lesson, they were explicitly taught the meaning of key vocabulary (e.g.,
well-being, resilience, wellness industry), and they learnt the pronunciation and pragmatic-
usage differences between two nouns, ‘whiner’ and ‘grouch’ which appeared in a class reading.
Later in the lesson, the students studied a series of adjectives relating to criticism of evidence
(e.g., lacking, outdated, insufficient), and they categorised this language according to whether
it targeted the quality or quantity of evidence. In the second lesson, the students studied the
grammatical forms that emotion language takes in English (such as an opinion form, emotion
form, and noun form), and were taught that emotion word form choices are dictated by the verb
being used. The students also considered the pragmatic differences in the ways that the words
‘nostalgic’ and ‘ashamed’ are used in English in comparison with the ways the words 72> L
W (natsukashii - nostalgic) and J&9 2> L\ (hazukashii - ashamed) are used in Japanese, and
we confirmed the word stress of the emotion word content (as opposed to the stress of the word

content, relating to subject matter).

Tenet 4: Be Both Proactive and Reactive With Regards to Linguistic Content Choices

Choosing the linguistic content to focus on is never easy, but my fourth tenet was to
ensure that linguistic choices were both proactive and reactive. In other words, I included
linguistic content driven by my own expertise as a language teacher, and also in response to
the linguistic output of students.

In relation to the language choices in my two-lesson sequence on positive psychology,
my choice to target the grammar of emotional language was driven by my professional
observation that these structures are often misused by Japanese learners of English, while my
decision to explore the pragmatics of the word “ashamed” was driven by my observation that
the students used this word inappropriately during an in-class discussion.

Given the complexity of the linguistic and content needs being addressed in CLIL
courses, planning is crucial. Personally, I appreciate and use the graphic organising system
recommended by Coyle et al. (2010). Broadly speaking, the purpose of this planning method
is to encourage teachers to consider every stage of their course and lesson in detail, whilst
also allowing them space to locate all four of the key CLIL skills: content, communication,
cognition, and culture. For my psychology course, I created graphic organisations of each
of my two-lesson sequences, which supported me to consider deeply the language students

would require. I also employed a regular short survey, usually placed at the end of fortnightly
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homework, through which I could learn more about any linguistic points that the students were

interested in studying.

Tenet 5: Follow the Same Procedure in Every Lesson

Finally, one of the most important decisions that I made in preparation for this CLIL
course was in my decision to follow standardised procedures for every lesson. My inspiration
for this choice emerged from my reflections on ideas promoted by Ball (2018). Summarily,
Ball suggests that teachers consider the complexity of their concepts (i.e., content), procedures
(i.e., instructions), and language to make CLIL classes as accessible as possible. When
complex concepts and language are being studied, teachers should consider lowering the
procedural complexity of the tasks. Similarly, when complex activity procedures are required,
the conceptual and language requirements should be simplified. In the case of my course,
adopting a standardised lesson procedure meant that learners would be afforded more cognitive
resources to tackle complex concepts and language. Accordingly, each of my lessons followed

the following seven stages:

1. Review and warm-up. Each class began with a review and warm-up activity. Typically,
students were asked to review previous material and to take part in a discussion or small
psychological test to introduce the topic of the class.

2. Thinking about the topic. The second stage of the lesson gave the students time to
reflect on lesson themes and to explore their ideas in both writing and discussion. The
students were given a key question (or series of key questions) to consider for 7 minutes
in writing before sharing in groups.

3. Studying language. At this stage, important language points were overtly presented
to the class. The students were given various interactive tasks to complete in relation
to the language points to aid understanding. The language points typically supported
students to access the content in stage 4 of the lesson.

4. Studying content. After studying language, the students were provided content
input through authentic and modified texts, videos, and live lectures (depending on
each individual class). The students were provided with interactive tasks to aid
comprehension and uptake.

5. Discussion. The students considered discussion questions targeting their
comprehension and opinions of the content. The questions supported the students to
check their understanding and to think critically and reflectively about what they had
learnt.

6. Applying new knowledge. Here, students were challenged to use their new knowledge
to develop more critical considerations of what they had learnt. In my lessons on
positive psychology, for example, the participants constructed a list of criticisms of the

well-being industry based on their reading and their experiences in Japan (lesson 1),
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and they created new emotional language to account for complex emotional experiences
in their lives (lesson 2). By completing such activities, the students could move past
a surface-level understanding and recognise how the content could apply to real-life
situations.

7. Reflection. The final stage of the class was an opportunity for students to reflect on

the things they had learned through either writing or discussion.

Concluding Remarks

In this short paper I have attempted to illustrate the issues that teachers face when
integrating content and language in CLIL courses, and I have described five tenets that guided
my own approach in a CLIL course on psychology in the 2024 academic year. These tenets
gave me a sense of reassurance that the lessons I taught were attending to both content and
language in a meaningful way. I believe that strong guiding principles can be effective in
supporting teachers to plan and manage learning, particularly in courses that they are designing
themselves from the ground up. The move from teaching language-focused classes to teaching
content and language integrated classes requires many adjustments, and I strongly advocate
that teachers form their own principles which have relevance and meaning to the courses that

they are responsible for teaching.
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Unterricht mit Schwerpunkt auf phonetische Aspekte

Saori Ushiyama
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Einleitung

Im Jahr 2024 wurde ein neuer Lehrplan eingefiihrt. Dieser ermodglichte uns neue
Unterrichtseinheiten zu definieren. In diesem Beitrag wird ein neuer, auf phonetische Aspekte
orientierter Unterricht vorgestellt.

Die phonetischen Aspekte sind ein wichtiger Bestandteil des Deutschlernens. In der
miindlichen Kommunikation sind suprasegmentale Eigenschaften wie Intonation, Akzentuierung
und Rhythmus eng mit den Intentionen des Sprechers verkniipft. Hirschfeld und Neuber
(2010) zeigen, dass Ausspracheabweichungen das Verstehen haufig starker beeintrachtigen
als die grammatischen und lexikalischen Fehler. Gemafl Krause (2011, S. 23) kénnen die
Aussprachefehler die miindliche Verstandigung erheblich stéren und zu Missverstdndnissen
fithren. Deshalb sind die phonetischen Kompetenzen fiir die miindliche Kommunikation
unerlésslich.

Phonetik wird haufig lediglich als ,,Aussprachetraining* betrachtet, wobei der Fokus
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oft auf der Beziehung zwischen einzelnen Lauten und ihrer orthografischen Darstellung
liegt. Obwohl die Lehrbiicher auch Ausspracheiibungen enthalten, werden diese haufig nur
oberflachlich behandelt, weil viele Lehrkrifte nicht iiber ausreichend Zeit verfiigen, um diesen
Ubungen die notwendige Aufmerksamkeit zu schenken. In Japan gibt es zahlreiche phonetische
Studien und nur wenige Untersuchungen dariiber, wie die Aussprache der Studenten verbessert
werden kann oder wie die Aussprache trotz verschiedenener Faktoren gut erlernt werden kann.

Ziel der vorliegenden Studie ist das Konzept der Forschung zur Phonetik im DaF-
Unterricht vorzustellen und herauszufinden, wie die japanischen Lehrkréfte die Studenten beim
Erlernen der phonetischen Aspekte der deutschen Sprache effektiv unterrichten und unterstiitzen

konnen.

Bisherige Forschungen

Der Deutschunterricht in Japan hat sich traditionell auf die Entwicklung der
Grammatikfertigkeiten und Lesefdhigkeiten konzentriert. Seit der Veréffentlichung des
Gemeinsamen Européischen Referenzrahmens fiir Sprachen im Jahr 2001 wurden die Lernziele
jedoch zunehmend auf die Férderung kommunikativer Kompetenzen ausgeweitet.

Gemadl der ,,Untersuchung der Lage von Deutschunterricht und Deutschlernenden
in Japan® (2015) antwortete 64,3% der befragten Lehrkrifte, dass der Schwerpunkt ihres
Unterrichts auf ,,Grammatikkenntnissen® liegt, gefolgt von ,,Alltagsgesprachen* (50,6%). Das
Interesse der Lehrkréfte an der gesprochenen Sprache ist also nicht unerheblich. Nach der
Untersuchung des Deutschunterrichts in Japan stellte Masaki (2013) fest, dass sich 49% der
Studenten mehr Aussprachentraining im Unterricht wiinschen. Es wurde festgestellt, dass ,,wir
moglicherweise nicht in der Lage sind, die Anforderungen der Studenten mit hoher Motivation
zu erfillen®.

Auflerdem wurde erldutert, dass der Anteil der phonetischen Elemente, die in
Lehrbiichern zur Entwicklung kommunikativer Kompetenzen behandelt werden, duflerst
gering ist und im Durchschnitt nur 2,6% in japanischen Deutschlehrbiichern betrédgt. In solchen
Lehrbiichern entfallen etwa 80% aller phonetischen Inhalte auf segmentale Eigenschaften, wie
die isolierte Aussprache von Vokalen und Konsonanten. Die Behauptung, dass nur wenige
Lehrwerke die Schwerpunkte suprasegmentale Elemente wie Intonation und Rhythmus
thematisieren, ist nicht iibertrieben.

Im Vergleich zu solchen Materialien, die in Deutschland verdffentlichten DaF-
Lehrbiicher, liegt der Anteil suprasegmentaler Eigenschaften bei 26%. Dieses Ergebnis
verdeutlicht, dass der Fokus liberwiegend auf einzelnen Konsonanten und Vokalen in beiden
Landern liegt, wahrend der suprasegmentalen Merkmale weniger Aufmerksamkeit geschenkt
wird. Deshalb ldsst sich behaupten, dass es effizienter wére, zusétzliche Lehrmaterialien speziell
fiir den Phonetik Unterricht anzubieten.

Niikura (2013, S. 63) meint, unter der Betrachtung des Sprachtransfers durch
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die Muttersprache der Studenten ist es sinnvoll, ihre Eigenschaften zu identifizieren und
hervorzuheben, die fiir japanische Deutschlernende besonders schwierig zu erlernen sind. So
werden im Hirschfeld & Reinke (2007) die phonetische Eigenschaften und ihre besondere
Bedeutung fiir ausldndische Studierende detailliert beschrieben. Die Tabelle 1 stiitzt sich auf
vergleichende linguistische Untersuchungen, die mit ,,x* gekennzeichneten Elemente stellen

Merkmale dar, die von jedem Muttersprachler geiibt werden miissen.

Tabelle 1

Ubungsschwerpunkte (nach Hirschfeld & Reinke. 2007)

Lektion Jap. Kor. Chin. Eng. | Franz. | Span. | Russ.
Wortakzentierung x X X X X x x
Rhythmisierung X x x X X X X
Pausierung, Melodisierung X x x X X X X
Vokale X X X X X X X
Umlaute X X X X X X X
Schwa X X X x X
Diphthonge X X X X X

Plosive X X X X

Frikative f/v X X X X

Frikative s/z/sch X X X X

Frikative ich/ach X X X x X X x
R-Laute X X x X X x X
Nasale x X X X x X
L-Laut X X X X
Vokaleinsatz X X X X X X X
Konsonantenverbindungen X X X X X X
Assimilationen X X X X x x X

Je nach Muttersprache des Sprechers ist es moglich, die bereits erworbenen Laute fiir
den Erwerb der deutschen Sprache zu nutzen. Dadurch kann der Lernprozess erleichtert werden,
weil dhnliche Laute oder phonologische Strukturen eine Briicke zwischen der Muttersprache
und der Zielsprache bilden konnen. Fiir japanische Deutschlernende ist es jedoch problematisch,
das bereits erworbene japanische Lautsystem auf das Deutsche zu iibertragen. Sie bendtigen
neue deutsche phonetische Eigenschaften, die sie sich aneignen miissen. Deshalb ist es wichtig,
diese Eigenschaften bewusst und gezielt zu iiben.

Die Lehrkréfte miissen iiber die Einfiihrung der oben genannten phonetischen Merkmale
im Unterricht nachdenken. Reinke (2012) identifiziert auch die Aufgabentypen bzw. eine
systematische Schrittfolge, die sich als geeignet fiir den Einsatz im Phonetikunterricht im

Bereich DaF/DaZ erwiesen haben. Diese Schritte umfassen:
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1. Ubungen fiir die Aneignung der phonetischen Aspekte
Lesen und Horen einer kurzen Darstellung der zu ibende Laute und phonetischen
Merkmale. Dieser Einstieg ermoglicht es den Studenten, sich mit den relevanten
sprachlichen Aspekten vertraut zu machen und ein erstes Verstindnis fiir die

phonologischen Besonderheiten zu entwickeln.

2. Hor- und Automatisierungsiibungen
Horen kann in verschiedenen Varianten stattfinden, z.B. stilles, leises oder lautes
Mitlesen. Die Wahl der Methode hiangt dabei vom Niveau der Studenten und von
weiteren Faktoren wie individuellen Vorkenntnissen und Féahigkeiten ab. Um die
Wahrnehmung phonologischer Unterschiede zu fordern, konnen die Studenten Gehortes
markieren oder ankreuzen. In der nichsten Phase kénnen die Ubungen ergiéinzt werden,
in Form des Ausfiillens von Liickentexten, um die phonologischen Merkmale weiter

festzuhalten.

3. Ubungen zum lauten Lesen und Vorlesen
Worter, Wortgruppen oder Sitze sollten laut vorgelesen werden, um die Beziehung
zwischen Lauten und Buchstaben zu {iben und zu stirken. Diese Methode fordert das
Verstandnis fiir die phonologische Struktur der Sprache und unterstiitzt den korrekten

Erwerb der Aussprache.

4. Anwendungsiibungen
Die thematisierten phonetischen Eigenschaften konnen mittels Mini-Dialogen oder freier
Ubungen, aber auch in Form von Spielen, wie Wiirfelspiele, Bingo oder Memory vertieft
werden. Erginzend dazu eignen sich Ubungen zum szenischen Sprechen, das Einiiben
von Rap oder das Rezitieren von Gedichten, zwecks Festhaltens der phonologischen
Merkmale.

Unterrichtsmaterial mit Schwerpunkt auf den phonetischen Aspekten

Im typischen Deutschunterricht in Japan wird am Anfang das deutsche Alphabet erlernt,
und die Studenten widmen sich der Ubungen der Vokale und Konsonanten.

In diesem Fall steht die Aussprache im Mittelpunkt. Die Lehrmaterialien beinhalten nur
begrenzte Beschreibungen detaillierter Artikulationsmethoden und die Ubungen konzentrieren
sich iiberwiegend auf die Wortebene, wihrend suprasegmentale Elemente nur selten thematisiert
werden (Ikoma, 2016). Die Studenten miissen sich diese Aspekte hdufig durch personliche
Erfahrung aneignen. Um den Mangel an solchen phonetischen Ubungen zu ergéinzen, sollten
spezielle und sich auf die Aussprache konzentrierende Ubungsmaterialien in den Unterricht

integriert werden.
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Seino et al. (2016) integrierten Ausspracheilibungen in jeder Lektion. Diese
Ausspracheiibungen beinhalten auch Phonetikiibungen, die speziell auf die Herausforderungen
japanischer Deutschlernender ausgerichtet sind. Die Beispiele zum Ausspracheabschnitt
basieren auf der Idee der DaF-Materialien. Im Fokus stehen dabei die Vokale und Konsonanten,
insbesondere jene Laute, die fiir japanische Deutschlernende héufig problematisch sind.
Zusatzlich werden Schwa-Laute behandelt, die in vielen Lehrmaterialien oft unbetrachtet
bleiben. Auch suprasegmentale Merkmale wie Rhythmus, Intonation, Pausierung, Elision und

Assimilation werden umfassend eingeiibt. Im Folgenden werden einige Ubungen dargestellt.

Abbildung 1
Ubung der Vokale: Unterscheidung zwischen langen und kurzen Vokalen, Horverstehen,
Zungenbrecher
O Phonetik | i DS
IDRBE L] EE&HEICE>RYREELET, BB BEELILOZHDTEZLET,

. TREOBSHEEOEE5TTN, BREMVTEY. RELELES5, ()
B & B & B B R &

Ha.Stil O O b.still O O 2)a.ihn O O b.in 0O O GD

MEMD REHE

2. RESNDEERatbDEESTID, BERZHVWTEY. 0%, MADHBZRBLIL &S,

1) Ha. Welle Ob.Wille 2) [Ja. finster [ b. Fenster
3) Ja.bieten [Jb.bitten
3. BEOREICIELT. BEEMEEL L5, 20%. BOSEES>TAZELES. (0

Sieben Schneeschipper schippen sieben Schippen Schnee.
TADEPEAD L v NV THEPDEEEL

Im Rahmen dieser Ubungen wird zunichst die Wahrnehmung von langen und kurzen
Vokalen gefordert. In der folgenden Phase mussten die Studierenden nur ein Wort beim Horen
auszuwihlen. Es wurde bewusst darauf geachtet, dass die Reihenfolge dieser beiden Schritte
nicht verdndert wird, weil eine umgekehrte Reihenfolge zu einer zusétzlichen kognitiven
Belastung fiihren konnte. Im dritten Schritt horten die Studierenden eine Audiodatei mit einem
Zungenbrecher an, den sie nacheinander in einzelnen Wortern, dann in Wortgruppen und
schlieBlich in einem Satz langsam nachsprechen mussten. Sobald sich die Studierenden an die
verlangte Artikulation gewohnt haben, kann die Sprechgeschwindigkeit schrittweise erhoht
werden, um die Aussprache weiter zu trainieren.

Diese Ubungen ermdglichen es den Studierenden, sich intensiv mit der Aussprache zu
beschiftigen. Lehrkrifte haben auch die Flexibilitit, diese Ubungen an die Klassensituation
anzupassen oder zu erweitern, indem sie zum Beispiel eigene Worter oder Ausdriicke einfligen.

Die arrangierten Ubungseinheiten konnen auch als Wiederholung genutzt werden.
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Abbildung 2
Rhythmusiibungen
< Phonetik Il Y XLOHE

aNS fOBERDEFRENIVIZEVWTEMULTLEZ N, Z0#. fIX 1) ~3) LEDERZESHZ
ROT, XHDEROMADHANZI VI THEH. BOABZORRYBANETEL & 5o

G0

Salat Kuchen Paprika

o® ® o ® oo

Tomaten Apftelkuchen Schokolade

o ®o ® o0e O o o® o
1) Heute mochte ich kaufen.
2) Im Supermarkt kaufe ich und
3) Ich esse gern , und

In der Phonetik des DaF-Bereichs ist es auch bekannt, dass die Visualisierung des
Rhythmus ein niitzliches Hilfsmittel fiir Nicht-Muttersprachler darstellt (Rude & Narita, 2013).
Dieses Lehrbuch veranschaulicht bereits in der ersten Lektion die Bedeutung des deutschen
Rhythmus, mittels einiger Visualisierungen wie Kreisen oder Satzmelodien. Das Thema der
vorliegenden Lektion war ,,Einkaufen®, wobei die Modalverben neu eingefiihrt wurden. Diese
Rhythmusiibungen sind in diese thematischen Schwerpunkte integriert, wobei die interaktive

Partnerarbeit durch ein spielerisches Element ergdnzt wird.

Abbildung 3
Ubungen mit Visualisierung von Rhythmus und Takt

& Phonetik Il HEICHZETLZORE (29)

HFORKELIEEENEN > fc &=, Wie bitte? EVWSEREAWT2hRET,
ZOMICH, N~ DESBRENGBDET, FEREZBMVWTAAT L7V MNCREMIFTRE L.
FEZBESICLEL &S,

1)  Noch’einmalbitte!
e @® o0 eoO

2) Sagen Sie es-bitte noch einnial!
@O0 0 @0 ©¢ @ O

3) Sprechen-Sie-bittelangsam!
® 0 O e0@® O

Ein weiteres Verfahren ist die Satzmelodie, die traditionell mithilfe von Pfeilen fiir

aufsteigende, fallende und gleichbleibende Tonhéhen dargestellt wird. Dabei zeigt sich, dass



Unterricht mit Schwerpunkt auf phonetische Aspekte

Satzmelodien auch innerhalb von Sédtzen dynamischer verlaufen. Im Allgemeinen neigen
japanische Deutschlernende dazu, den letzten Ton, der das Ende einer AuBerung markiert, als
schwach fallend auszusprechen. Durch die Visualisierung der Melodiekurve wird die Dynamik
der deutschen Satzmelodie dargestellt.

Fiir diese Ubungen wurden die aufgenommenen Sprachdaten mittels Praat analysiert.
Auch subjektive Horeindriicke von deutschen Muttersprachlern wurden beriicksichtigt. Diese
Visualisierung unterstiitzt die Lernenden bei der Erfassung der suprasegmentalen Merkmale
des deutschen Rhythmus und Taktes.

Unterrichtsbericht

Seit April 2024 unterrichte ich ,,Doitsugo sogo 6 und ,,Doitsugo Sogo 7, diese
stellen die phonetischen Aspekte in Fokus. Der Unterrichtsplan stiitzte sich auf verschiedene
Audiomaterialien und auf die Lehrerausbildung ,,Phonetik im DaF-Unterricht* 2013 des Herder-
Instituts Leipzig.

Die Lehrmaterialien wurden entsprechend den Niveaustufen A1-A2 ausgewéhlt. Obwohl
die zu behandelnde Inhalte im Unterricht grob vorgegeben sind, wurde zu Beginn des Kurses
ein Fragebogen zwecks der Bestimmung zur spezifischen Teilnehmer eingesetzt.

In kleineren Klassen ist bei der Aussprache eine genauere und individuelle Unterstiitzung
moglich. In beiden Kursen erlernen Studierende die phonetischen Aspekte der deutschen

Sprache wie folgt:

- Einfiihrung in die deutsche Aussprache

- Erklarung der allgemeinen Mechanismen der Aussprache und der Vokalisationunter
Benutzung von anatomischen Grundlagen

- Vokale, Umlaute, Diphthonge, das Schwa

- Wort- und Satzakzent

- Suprasegmentale Eigenschaften : Rhythmus, Melodie und Intonation

- Konsonanten

- Konsonantenverbindungen, Assimilation, Elision und Reduktion

Wenn mdglich, werden die genannten vier Ubungsschritte von Reinke (2018) innerhalb
einer Unterrichtseinheit umgesetzt, wobei der Fokus auf der gleichzeitigen Forderung der
segmentalen und suprasegmentalen Eigenschaften liegt. Der Ansatz in beiden Kursen basiert
auf den bisherigen Arbeiten, wurde jedoch modifiziert, um einen 100-mintitigen Unterricht an

der Rikkyo Universitit auf den Niveaus A1-A2 zu ermdglichen.

1. Einstieg zum Thema mit verschiedenen Hilfsmitteln

Die bisher veroffentlichten Unterrichtsmaterialien beinhalten zwei Arten von
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Einfiihrungen: Entweder wind in den Audioiibungen vorgegeben oder des wird beschrieben. Die
beste Losung hingt von der gegebenen Lernsituation ab, denn der Inhalt der DaF-Materialien
entspricht hdufig nicht den spezifischen Anforderungen der in Japan lebenden Deutschlernenden
und in manchen Fillen sind die Worter in den Audiolibungen zu schwierig.

Aus diesem Grund wird am Kursanfang eine kurze Beschreibung zur Aussprache mit
dem Vokaltrapez und dem Mundhdhlenquerschnitt gegeben. Zudem werden kleine Videoclips
(Beispiele von der University of lowa, Reinke, 2023) eingesetzt, damit die Studenten die

Aussprache der Laute theoretisch erfassen konnen.

Abbildung 4
Mundhohlenquerschnitt von Umlauten O und U

. L
N7~ S
CHIEC N B Z@)\

L

Visuelle Hilfsmitteln, wie die Lautanimationen der University of lowa,
unterstiitzen den Lernprozess. Nakagawa & Tachikawa (2018) empfehlen die kognitive
Artikulationsbeschreibungen sowie die sprachvergleichenden Darstellungen, die moglichst
konkrete Hinweise zu den Lippen- und Mundbewegungen geben. Die Lehrkrifte stellen sicher,

dass die Studenten die deutschen Laute nicht mit japanischen Lauten ersetzen.

2. Hor- und Automatisierungsiibungen

Nachdem die Studierenden mithilfe visueller Hilfsmittel die theoretischen Grundlagen
zur Aussprache erlernt haben, horen sie zundchst die relevanten Laute in den Worter. Dabei
achten die Studenten auf die langen und kurzen Vokale und auf den Akzent (siche Beispiel in
Abbildung 1). In dieser Phase horen die Studenten sich die Audiodateien aufmerksam an. Im
ndchsten Schritt werden zwei Worter prasentiert, und die Studierenden diktieren, indem sie
eines davon héren und markieren. Das mehrmalige Anhoren der Audiodateien kann ebenfalls

erforderlich sein.

3. Ubungen zum lauten Lesen
Sobald die Studierenden sich mit der Identifikation und dem Horen der thematisierten
Laute vertraut gemacht haben, beginnt eine produktive Ubungsphase. Ein Beispiel hierfiir ist

die Umschreibung von Nomen in Adjektive.
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Ubungsbeispiel:
vom Nomen zum Adjektiv.
Ergdinzen Sie die Adjektive mit der Endung -lich. Héren Sie sich das Nomen und die Adjektive
an und markieren Sie die Vokalldnge.
1. das Wort 2. der Osten 3. der Ort 4. der Hof

5. der Gott 6. die Person 7. die Woche 8. der Tod

Obwohl diese Ubungen klassische Grammatikiibungen zu sein scheinen, konzentrieren
sie sich auf Worter mit Vokalwechsel. Auf diese Weise wird den Studierenden ermdglicht, die
Aspekte der Aussprache mit ihren bisherigen sprachlichen Erfahrungen zu verkniipfen.

Eine weitere Moglichkeit in dieser Phase ist die Anwendung von Liickentextiibungen.
Diese Ubungen sollten gezielt auf gelernte Worter ausgerichtet sein, die auch in der Lektion
iiber die Laute hervorkommen. Die Themen wurden gezielt ausgewihlt, um den Interessen der
Studierenden gerecht zu werden, da das Erlernen und das Verstehen der DaF-Materialien fiir

japanische Studierenden hiufig eine Herausforderung darstellt.

4. Anwendungsiibungen

Selbst in einer kleineren Klasse kann das Erreichen der Endphase der Lektion,
insbesondere im Hinblick auf die Verbesserung der individuellen Aussprache, eine
Herausforderung darstellen. In diesem Sinne, effektive Ubungen, die sich auch in zeitlich
begrenzte Unterrichtseinheiten integrieren lassen, zum Beispiel Mini-Dialoge oder die kleinere

Gruppenspiele.

Abbildung 5
Kleine Ausspracheiibungen fiir die Umlaute O und U (Reinke, 2023, S. 57)

14 stiidte in Deutschland
Q Héren Sie Zeile fiir Zeile und ergéinzen Sie d und . g

b  Héren Sie nochmals und markieren Sie die Vokalldnge der O- und U-Loute:
lang _ / kurz . {®

¢  Horen Sie nochmals und sprechen Sie nach.

Disseldorf F_rth G__rlitz G__tersloh G__ ttingen
K__In K__penick L__beck M__nchen M__nster
M__nchengladbach N__rnberg R__desheim Saarbr__cken W__rzburg SIS D(ISSELDORF

d  Suchen Sie die Stddte auf der Landkarte. Welche - — —
Stidte liegen im Slden von Deutschland? Sprechen Sie Sdtze. \“‘»1 Im Siiden von Deutschiand liegt ...

Wie bereits erwéhnt, ist die Anpassung der DaF-Materialien an die spezifischen

Gegebenheiten der japanischen Klassenzimmern eine reale Notwendigkeit. Der Einsatz

79



80

SEBHEFEKRY v —F I #5% (JOURNAL OF MULTILINGUAL PEDAGOGY AND PRACTICE, VOL. 5)

solcher spielerischen Elemente am Ende des Unterrichts kann zur Unterrichtsanalyse und zur

Entspannung der Klassenatmosphére beitragen.

5. Reflektion

Im Unterricht wird auch Reflexion iiber die in jedem Unterricht behandelten Aspekte
gefordert. Die Studierenden sollen dariiber nachdenken und Kommentare schreiben, was
sie liber die Aussprache erfahren haben und welche Worter sie als leicht oder schwierig
auszusprechen empfunden haben usw. Die Kommentare der Studierenden werden gesammelt,

wobei die ganze Klasse oder jede(r) Student(in) individuell Feedback gibt.

Schlussfolgerung

In diesem Beitrag wurden bisherige Forschungen und konkrete Beispieliibungen
vorgestellt, die speziell fiir Phonetik im DaF-Unterricht verfasst wurden. Die Moglichkeit
der Lehrkrifte, die Studierenden beim phonetischen Erwerb der zu unterstiitzen wurde auch
untersucht, wobei auch die erfolgsversprechende didaktische Ansétze auch beriicksichtigt

wurden.

- Der Einsatz von Hilfsmitteln im Unterricht

Zur Erginzung des Mangels an den phonetischen Ubungen wurden spezielle
Ubungsmaterialien integriert. Es ist von grofer Bedeutung, dass die Lehrkrifte die Studierenden
nicht zum intuitiven Erlernen der Laute anregen. Vielmehr sollten sie eine theoretische
Grundlage vermitteln, die erklért, wie die Laute korrekt ausgesprochen werden kénnen. Eine
effektive Vorgehensweise besteht in der Kombination von verschiedenen Hilfsmittel, wie
Vokaltrapez, Mundquerschnitte oder Videos. Diese konnen den Studierenden dabei helfen,
sich die korrekte Mundform und die richtige Zungenposition vorzustellen und beizubehalten,
um die deutschen Laute prizise auszusprechen. Diese Ubungen sind fiir die Verkniipfung des

theoretischen Wissen mit den akustischen Informationen notwendig.

- Die Integration von Ubungen zu suprasegmentalen Eigenschaften in den Unterricht

Fiir den erfolgreichen Erwerb der deutschen Aussprache ist es wichtig, den Studierenden
nicht nur segmentale phonologische Merkmale, sondern auch suprasegmentale Eigenschaften
zu vermitteln. Die Vermittlung der Unterschiede zwischen den rhythmischen Strukturen des
Deutschen und des Japanischen in fritheren Lernphasen diirfte sich positiv auf den spéteren
Spracherwerb auswirken.

Wie bereits in den vorherigen Kapiteln dargestellt, konnen visuelle Hilfsmittel wie
Rhythmus und Melodiekurven die Studenten bei der effizienten Erfassung der suprasegmentalen
Merkmale der deutschen Sprache unterstiitzen. Dariiber hinaus fordern gezielte Ubungen,

die Aspekte wie Pausierung, Konsonantenfolgen, Assimilation und Elision zu thematisieren,



Unterricht mit Schwerpunkt auf phonetische Aspekte

ein verstiarktes Bewusstsein der Studierenden fiir die deutsche Aussprache. Suprasegmentale

Merkmale konnen im Unterricht entweder verbal oder durch Gestik iibermittelt werden.

- Die Individuelle Unterstiitzung

In diesem Unterricht schreiben die Studierenden regelmiflig Reflexionen iiber den
Unterricht.Weil die Aussprache durch verschiedene Faktoren beeinflusst wird, ist eine
individuelle Betreuung der Studenten erforderlich. Selbst wenn Studierende schwierige
Worter und komplexe grammatische Strukturen beherrschen konnen, bleibt die angemessene
Mitteilung der Gedanken problematisch, wenn die Aussprache inkorrekt ist. Die Studenten
sollten die deutsche Aussprache nicht durch japanisch ersetzen, sondern vielmehr sich Miihe
geben die spezifischen phonologischen Merkmale der deutschen Sprache zu erlernen und
anzuwenden. Auf diese Weise entwickeln sie das, fiir die richtige Wortaussprache notwendige
Selbstvertrauen. Dieses Vertrauen ermdglicht die problemlose Kommunikation auf Deutsch und
ist fiir die Forderung einer harmonischen Kommunikation wichtig.

Der Zugang zur deutschen Sprache wird mittels verschiedenen Apps und andere
Ressourcen sowohl innerhalb als auch auBlerhalb des Klassenzimmers unterstiitzt. Diese
Moglichkeiten bietet den Studenten die Gelegenheit, die deutsche Sprache in unterschiedlichen
Kontexten zu benutzen und ihre sprachlichen Fahigkeiten kontinuierlich zu erweitern und zu
verbessern.

Dieser Unterricht findet in kleineren Klassen statt, wobei eine individuellere Betreuung
der Studierenden ermdglicht wird. Wenn jedoch die Aussprache in groBBeren Klassen mit
zeitlichen Einschrankungen geiibt werden soll, konnen beispielsweise auch die ersten zehn bis
fiinfzehn Minuten einer Unterrichtseinheit dem Uben der Aussprache gewidmet werden. Zu
diesem Zweck bestimmen die Lehrkréfte die zu behandelnden Elementen und die notwendigen
Phasen, wobei der Wortschatz und die Ubungen an das Niveau der Studenten angepasst werden
— auf dieser Weise kann die Aussprache moglicherweise kontinuierlich getlibt werden.

Fiir die Entwicklung von speziellen Ubungen fiir phonetische Aspekte sind das
Erfassen und die visuelle Darstellung der phonetischen Eigenschaften notwendig. Im Falle
der Lehrkréfte ist die Weiterentwicklung der eigenen Empfindlichkeit fiir die deutsche Sprache
sehr wichtig, wobei die Vermittlung der Phonetik im Unterricht auch von grofler Bedeutung ist.

Diese Forschung wird in unserer Praxis an der Rikkyo Universitdt weitergefiihrt
und zur Weiteren Verbesserung der Qualitdt der Phonetik im DaF-Unterricht fiir japanische

Deutschlernende beitragen.
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Prar kT (2013) [N A YV EEEREHE OBIR E T Eett] HAMSC A58 E 90. HA
M2
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AAl, 2024 FFERFINAT o 72 [ ARAS VEREE 1] OEERRETH 5,
ARAL VEEOT LAY =X )V (FLECM), IVFav—Tx v (5
THCM) L EDOEEMEHNT, AL VEES, FRC) A2 7 liomn
EEHIB L. F72. 30~ 60 FVREEE DA LRI BRHE S 72 CM B4 D) K
LEEE, % N4 73528 T, AR VEEOERA Y b A—Ta v
WEND7Z2T TR, AL VEEEUENDHR 2RO L Z b HEEE L
720 A TATHEEY =Ty P LTEMESNALCM 2 HIEST 5 2 & T,
B HHEREE,. LI BRI AR Y 71 7Tk s, [4
20HI] EESTWHEOCMIZOWTHWO TEZ LIS L 572,
Rt Tn % & v ) BRI MRS BN OB T o—Bh & L ToxhR
bWFTEL, — AT AT A THEDAE—FNTITH) v oA 07
RTA 7T — 7 a VIFRISEEST, SR, BRI OANE R RIK T Y
b D7D, LAWFNIHE SN ZEM TIE L WABM TH 2570 2 78
FHOFHELNVEDTHEDER, ZOEZHMOTLNVOE LIFEIX5
VERE VS EL D L. RIFEOEEHHREIZOVWTIERL, 5%D
CMEAMED L L) P S W EREIEN L2,

F—T— K1 AXAS VEEEE. CMEM . EEM ., Soft CLIL. ¥ R A > 7

TLOIZ

VEERD AR VBB ETIE, HHBOHEEL VINATTIVT 77Xy b h 5
TR GEETANRAS VEREE L] 2# RS 2574 3IHA) ¥ 27 LOZ#EFHETH
LIS ANRA VEETII 204D S E L84 Y) F 2T LT 727 T 73 X )32022
N SHITER SN, LBIZEICCEFROA2ZONET THEITN TV, 2D
O, UERFEONEIZLIAISOEEE b b MU RY) 2 —20H 5 —FH T, #
2D ANRSL VEEZ T AZEL S LH30~40 N7 T ATDEFAY L IVDFEKE 7%
D, VA=Y 7R B 5% SN G ERIEIRENIC RS S5 /Bhrolze £D
LO9%BERLH),. HHRABOSHEOREL L TN TX A0 %E 2 728, iR
DEHERIBIZHAE B ANA VEEEROMER, 21 T 4 TeEE ORI L1250
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THFEORIBHREWZ L2 BV L7z, 72, VA 72X, F ORI
Mzl fEE)). LB s, € L TPl L TREBMWICTES 7 2747 - Y
A=V T DIV TH B0, VA T et s5 2 & TARS VERETID
M EPHIRFTE S, FEEHFIZ, CMEMEZMEH L72EEORREH 722 L0 b,
TOT 7 MEBOT =YDV EDTHL AL, VEEOL Y Y —FT 4 2 X ]
ELTREETFER Lo AL 2024 FBEHEFAINIAT o LRI EE RO L 7H
BRDOEEETH 5

FEIROBEE

VIINA

[ AL VREEB 1 X204 EENPSAY — N L72FH P ) F 27 2DFFEB[ 70
Vs MMHEBIZBEL., TONEIETT T VU RX—=ZADSoft CLIL' &\ %) fiLED T2
ho LV E LTI IFROUEEFEZAED 1252405 CICBIBTWRETH 5 LEEH
Hhbo YINAILUTOEBY THDLH (K IT/NA LY —EBYHE:) o

[#23E DN%Z / Course Contents])

ANRA VEEEPREE T A A REIRHIBOCM % 15 Z & T L& 2 H
IZOWTHDEZMLAMRAZINTE S, FAHEBHOFICH 5 EEEE. LEE
RHEHLCT 2747 - VAZ Y T OESZRERNE T, VXY FIA 728D A
NA VEEOA Y M A= g VICENERD . BEom bR EfRLE . BICH
WY LREERLFEHA I/, T2 71 874 2 BLCER)). GE %t
L., —=D—2%MELRIDELTVEET,

VAERFHETH I 72 CEFR A2 L NV D AR A ViEEMfE % 1/ & L, CEFR
A2V NVOEMZ[HHT 2. BFHORET —<Id [AXRS VREEOT Y 5 =7 1
A MT, BARRZREM E LT, Bl K, B TVEZRD . T2, AEEO
FEET 773y 7#BOFH %2 Z#ET 5720 O%MEBEICHES TSN,

il EL

B v XA T, 11405, EED2EAETHEEIZOBEH 2% 2 72180
WOFREL ol BTFA4YL, WTFFET . EERITAZ LRSI, REIC
BD A, e H %R 720

1  Content and Language Integrated Leaning (NS M AT E) OWEFR, Soft CLILIZZDH CTEEOFE &
WHIE T 97T —IZE&T 5 (G, 2011 p.10).
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N BRREDWIEETY,
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BREAFOANRAL VEO) A ZIXRBS TlE v, L L. EBRIC

TSN TWVD CMEMA~DFISIZH LWEE S, |
CTATRLDTH oI,
. SOICANRS VEONBL NV A2E 5720, CHEEB R
EDTLRDEE 72 B D5,
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S OFFEFEE TIE,
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ZERO) A=Y bR B E

FICHE A IO Z 3 7% EE IR
HAA ZHARTANERBROE VRS
YHET B 7%
[EESFIALV Y —FT A AV M EVWIPRAT, FE
BEOCMZHME L THHTAZ EICZEbolz, 72 BRETHEHLTCYS T
WEHARLEETH), FELED) A=V TOBRKIIREIN TV
BN TWLEHWTEZ L BN TBE 20,

FRHCM oML HIYZLF O3 8T, HEHETHHLACMIZEIDO LB TH D%

O3 &R

[TFETH > TOLLENHNT ETEHT,

2= @AE 25 BRI
NI [Vt

Do BEE SCEOMERED BRI SCEDBIN. A D720 OFFE

e HIET .

QFUWEE : WD AL VFEE, 5

TS 77547 -

#1 M L7-CM a6

VAZ Y TOEB LD,

BEeA v MA—3 3 Y DiEW]

=
A 2R

2R <o
@NE: A=) —DH 1D, TRTOEERLEDDPO %L THTHIL

7 A4 bV IFFTIC A A I ENE |
Gracias 774 CM
. RON N . 2N
U spessing A O R S TR I ¢
Comida con el suegro 7L ECM
2 | ['BERO 8O |\ 2q v | RIS HNL TR, FI—ADK | 508
EDFED T 5
Repite conmigo . .-, | TLECM s
3 ColaCao ANA NASE AN 60
Comida sana . .+ | TLECM s
4 ANA ARAL TFo o=l kbxyv— 258
Sefior Molina ] 7L ECM n
> Tapsin 7 AL imvAE 0%
Contra el dengue 7LECM
6 | D Rl— | TFY Yy —HTEY,. 20k, B 308
* kA v =Y

2 Garcia Santos, Juan Felipe [37* (2020) [ L 5K A1/A2] 8 H Hikitt

3 BETIRYAZ T

ICHENS LA FEDATOTR, Hntk sy F Uy ADY Ay B b

FEhti L 720
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2) EH LG

AA OFEEBE e 3] & T - & k] & L7z, EFHE 03E T,
(S AFREREL., [BEGES] OARF o120, AL VEEOHEMZERIC
BOWTHALIIATRES S TEIWIIEHET 5720, T/, HmE~LHmE K
DEBEDOFHE L THLEIbLWEHM Lz, $72, TH - b I HEAERPE
HOPRTHEABEEOEWEHEE Th b B, [0 T - & L] A3
%, b LIEF— & 225 CTHEH ST AIER T HIEA TS,

ZOE0. FROT —<IZWE R ERCS0E S HERE L 72,

ATl 5 3%

AINT A MECEME T2, HEET A MR a6 FE i L 7 (RS E &
40 %) o

RAGRE (30%) 13, ZNENAHBIGERAZCMIZOWT Y v N7 A ¥ 7 % §kH
LTRESELI L E L, SBEABDENIEL L o 7zDOTHIEM & LT, &%
ENTHHBIZY Y FUA V7 RFTH)TEDNTE, BEVWOFERD, #EOBES
HEHET LI LRI > 72,

WRIOEEE ) 77 a == MM A BT - 72 EN OB > v
N A 27 a5 (30%) & L7z,

BEOHED T

Tld. mHEFREE L TR LZ #EIETN/2 CMEUMS “ColaCao” 2l & L THEDF

-
—

REDPGWENIILLTOEBY) TH 5,
OV A=> 7 (HiF)

@CM T —<IZOVWTELED
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Dy x FoA v
@FGTLIObWVE AR KAGHHE
OPZSNE VT4
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5 THAZT—YarOFEIEMOBSRZIZLY . DR L &EHE Y BOOLFLETIRR, "%
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CMICHTL 2L RICEN LS T RET 72,

ZD%. CMEZHlE, FIYHOBVIEREFEOMRLDH ), KU»rLFED
BEZZIN, BERRPEEDN KA LAEb I NI,

“ColaCao” £ 1964 N2 ANRA ¥ - )Nk a FTHRAEL/IZANRL v OF 33— MK
V7 X=9—=Tdl), BIEL AL &+ ORT VRNV TEPNLL 2 E, %z
HWZ THRENTWAEMmTHH S, CMTIE, BEOTEINRENENLD Y F 21—
TarvTC, SR EEALAA Y E—T% RIS T TmA TV,

WO — T e HEEE /Ny 712, 3MOBNPT- L1

[ Escuchame. (ffJ\VC,) |

[Mirame. (b % A& B To) |

[ Repite conmigo. (—#&I1Z#2 1) & L To) |
ERZ %o

[ Soy inteligente. (7K 7 L& \,) |

[ Nadie es mejor que yo. (D ADSFA L D ENT W5 DI L% 2 \,) |

[ Yo no soy mejor que nadie. (FADMEDO AL D EN TV L DT L% Z2\,) ]

[ Soy genial. (FAl3#k &) ] (FREZ AT 5)
EENZENDFEDHHED KT,
ZOTEN) O T Y AEEH I BOTHEmATLE N, ML T—A,
BEOHI TRV 5o

[ :Si me equivoco? (b LHEZ 726 ?) ]

[iMelevanto! (376 EASB A1) ]
W5 ChmnTr Y RKOM#IZ R ), BUARAZETTRAL CEL LR HT,
B OB TH L2 FHROLDOTHH—T 32— )T, IXRTOME % FHE LI
IFATHREE) .

[ Tengo los mejores amigos del mundo. (FAIZ I B DFGED 5 ,) |
FARLDBET Ty T Fan e REFISESF OS2, OB oF b I LEz5]-Mh
TSR RN TLE ), TZICEHOY — Y THTE 2 RDOF2%E )
M5 o

[ {Nadie es mejor que nadie! (FED MO AL VENL TV LT L2 X 1) ]
EEETIEA. BHEL L2BOTOREVED S,
RAeLFfESPMLHSINGS,

[ Soy valiente. (FAIZHHL7Z,) |

[ Soy valiosa. (FAZ I AfEAD D % o)

[ Soy imparable. (7t FA% 1E 57\ ,)

B CTAR— VDB L

[ Hago todo lo que me propongo. (X% > CTH -7z Z & 13&EHR 5,)

EEV, WABWBLRTHH Yy I —RIKik % ST O EPRAB LI NS,
ROOBET O — VIR . B
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[ sPorque soy...? (725 TR 1L ?) ]
LR EH T
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IZEbETHEDR,
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ATEDLEN R LEIL CETEDRHITA LI IZ R o7-DIFIEL 2o 72,
R EDBIEND - 72,

[ FI~OWNFEIEXTD o720, EH) L TINDVREOERIILLONHMTE L
WL EWSFERE o2 b b IR, CMIZAD 5N EXE RS
VDD Do ZDXA—H—DFERL, ANA Y THFRTO [\ O] DSt EIC
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CHOWBLZE o720, ALE)H-MBbIDL)BKRY T4 THRESHD X —
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o
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THEF L7,

BASGRED Y v N A 2 7 %3 AEMITBEHERE L2 2, B HoFEEDZ
DIEfEERATZ, VX RIA Y TOBRIAE=F£075FTHE LTIz it
7eh BEDAV TV FNVDOAE = FTH A, TNEIUIE T LIRS RS N7z,

T2 SOCMIE—L—XPE DO THEZRT VLI T, “Soy genial. (FAITHEj0)”
“Escichame. (]\>T,) " “iMe levanto! (326 1235 | ) "7 &, ZNENHIRIIHK S 72
) 7% FOBROFRERZRTHEAEMTH > TV AR S, BARR 2 8 551
ABlAHZETRIBICHED LTI R T nE W) Z g ho,

FOMDT 7T 4 ETF L EFXF A - A —H—

BEORMI—ANTOARL VEETRHHTRMATAZ L L, $72. SFENOM
gz BOMWS L) ANy r— A BT, =05 =74 2 MER R
LOOERERRI DM EICE D,

F/o0 FADM - A=A —FBBHIEAFIH L. A 2 & H AR E TG R £R
DHEFIIHEDL S TETWVDE AR Y NZ e LCRBAEEICBIFE Lz, HE
EARL VO CMBLWEDE N EIZOWVWTEBRE LWL FETH 7205, TED T
0 — 7N VABIZEE L, RO CM A —L L T b L) BEZ D, REIZIE, &#
fiEHODNEEZFES T2 &, FELBEDN[HEMiZTE) AL ZOOCMEESL L L
bl vy ary T NTHEINE YT A, LW NFIZR o7,

BETIIL WAL, VEEAA T4 TiEE L OESFTHEEHEPNO TOFENRITEAET
HY . HEOHESCKEEREZFED A ) KIOEERDIANRA VFEFEHIGR . B~ <
BHRANOBWHRRIZ R 572 X9 72,

%9

[CM Z#HH & L THEMT 2 AS VRS ORBEOENIE32H > 72,
1) SEERMIE @ a) HHEED &

b) B L UREET on =
2) STALBYRITE © a) MRIAVARS YEEE O L% 15
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3) BpREAYMITE @ S 5 R 2B ENEDRIT S

B oki]
a) HIHR D &

ELEDEZLCMEZHME LTHMAT S A1) vy b EDIE, TEMOE S &2
FEOESIThHb, 0OWBRETEME L, 74277 —2a a3 h57-012#0:RLEHW
THEEMIZ2 69, BEFE L L TEENRC 2L Dn— FLakv, BENTH
DRLYY RIA Y7 $TAHZEDARET, HARGA VY M A= a V2RI ENTE
o ZNLTHMYBRLAT) & EF IO LR VEED WD T, OB TIT)
M EARINAT ) I R EDOKET L LETH S,

RETIE, BRoOBICHEOF L. HE, 20 IZ OV THRISH L 2055
07z,

ANRA Y OVER T THIEL T 6, 7). RV—OEmEREEL 72720, 20
AV M A= a ryOEN, FOFLERORD) OEWVIZT AN E, FLoxk
BEVAFRRZ BIEETHo720 L L, I ANRSL ¥ OFERIZERFR Tz 2 &5,
FV). RV—DARS, VFEOEE[LVHLW] & LB X BFENE o7z, [E ]
RELODLTLRED ) —HREAAATEZTVEZ V. ) —BELEDOLNIVERET
HiLE, LDFRVERTHEALREOCMZHM & LTHRATAZENTEXS7259,

b) XEHB L OERD O R

IYT YN ADFFEFEEE LT, FEIEHEE 2o 72 2 LIEIEFICHIRNT
HolztBbis, 72721, GhNdx#EFENEEVLBEIEE LTOARLS ViEEE
TL2ZEDYD2FEETH - 72720, BB AZRZ THED D T EHTE5,
HHEH CIIZEFEDANRL VEEHOERPELLZEDBLL4HLDT, ZTDEIC
VFELRIETEL LI LHLBEEDLNNVHOT RS VEEBEb b, Tz, EHM
Thb7eO, HELIZWIEHEREREL NV, BRIy T 3020028
IR TlE v CMEM U, FHntk 5 A0FET, ¥ —47 v b 530
RFEEDOME LM ) AN T Z & RS L7z,

AL

HRTOH®EEFIZBWTANS VEEERO LI 2 X IZRE SN TS 72
D, TRCOHEMRT 7T 1 ETADFEELBIZESTHERTH /%2 D &
FTICHEEL 22 DS T, FLECMICHN, XELREICT+—H AL TW
BWHEO—GHEHZW O ->72L) % =0, BEXH, DIZBLEEDNLKRA v
e ElIlOWTEREZRZEDLTZET, WELOMHEIIRODE, FLHRZEDLZ &
BTE7Ze L. #HM—2—2b, HLEFTLZEDOXLDO—ETHSH I & 2nZ.
CMBEMERZDOEDAT VLAY A T2 nI ) ITEEL TED L Z EIFEE LR N
Thh,
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BB B 1

VAEELH TR LA, VR SHIZHIT) b LAl - T, EEAX
EL7ZARA VBTN D BWIRETH - 722 &8, FEMREDO )T 723 -
IN= B0 72 WAFREOEMBEIIZOWVT L, FEITTLBOESED LI,
CMZDH0OD Ay bt —=VIZHEKTEX L) a3 ICT 2@ HY, 22TV
VOBEEIFEFR L. 2. FAEHSA, YouTubet S5 THET 22 K HEM., HILHY
ICARS VEEFRR WG TEL L) R THAEY O L o5 2 &3 TE 7,

BbyiZ

CMEHiE, € DFFMED 5 NETHIAENES . KERETE 2, KPIZfin T
WAHTREERONSL, LWy Xy b DL, =T, DEDOHEMOHRTHAS
NDIELFRREOMRL SR, BALRAY — FIZENL -0 OMEREIIINA . 1TH %5
) LT AEMMLREBEI RO O L. BEMIIIHB 2EMPERINL D, AR
A VEEFBRIIBOWTHHABZEM OO EOTH S LWIFFTE 2720, B OIERLTEE
ROV & SREORILMENLETHLEER D,

2 3R
FFARHESE (2009) [English in 30 Seconds TV 2 — 3 4 )LV THERETALOMR], HE
e

. (2011) [CLIL O ZEARJEH | [CLIL (NASREM eSS E) @ R REINERERE
D72 B 1A RE LR, EHRMA - BHE - IR —E, b
BRI, 1-13.

MEM— (2016) [7+—H A - F ¥ - 74 —25 & CLILOWERE], 7Lr.

FIHEE (2007) [ v K—A v 7 e HHOF], a2 AT E 7RS4

AILEEEZ (2008) [WLE 2 #obt & L 7293509812 BE 9 A 019E], 5 <A 9 IR

ARAHA (2008-2010) [A A VEEHHEE VAL ML v A V]
https://www5d.biglobe.ne.jp/~ktakuya/prefacio.htm

flE 2% ) (2022) [(BiE - HE) TVaA~Y—Y v VEHME L-HEERE| [0 2
= —3aryit] £1375, 90-96.

PHZERAT (1999) [WLH - B I <6 R—R4 T AZEEOEE], Filtt.

I L& - ABRHZET (2007) [#EAMAT 74 #4 THARGEHBEHTV 2~ —
T V] —HMEAE L 2 OFHl—] [EIsCi A S H RFBERELE] 5375,
81-94.

Ejercicios de espafiol. (n.d.). https://www.ver-taal.com/anuncios.htm

6  Googlet: 23§ 5 I F i KROB LA — ¥ 2,
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2028 FE#RED ) ¥ 2 7 LURICHEITIZIRIAER
2 ! CLILEAROHEUEDE ) fHA

t% BF

2 B

AARTIUEL 202448 BE (2 A S 72 355 B R B @ CLIL (Content and
Language Integrated Learning) # ') ¥ 2 J A % J:flg & LT, 20284FJF 2]
7@t HERE S ) ¥ 2 7 L 0URIC BT BN E RE 2 WG
%o CLILZEADIE, FEOSEEMHRDRNERB O LI n s
— )7 M A DFEFEA TR FEEHERRIZIS U772 K — MEFIOREEEBE &
ENTV2, 7o, EFENLIGRBHFWED—H L LT, CLILIZHR THr
7212 ULB (University Lecture Bridge) %° EF (English Fundamentals), % > 7
XY NEEOEANRE SN T Do LPLEDS, ZRHORHIZBIE
FETTHY, BN LH) Fa T AERIETESHOPIEITETFT 5. K
. SNSOREOBENREFICOWTOHEB TOMBZEE 2. P4
DL = — XL Z A FHE I BE 2 A ) ¥ 27 AOFEH % HIF L -t %
IZOWTERES L, T2, MHERFEPR/ITDLINIVT —VHFOHZ L
B E HIEL 200 BRFAICBIT 2 EFEBF OFRWLZEZIZOVWTD
BErd %o

F—T7— K17 F* 2T LU, CLIL (Content and Language Integrated Learning)
ULB (University Lecture Bridge) . EF (English Fundamentals) . % » 77~ » F1%3

1. &

1.1 5t

20244 L), SERFETIIEFEAHAE 22 CCLIL (NAESREMRAHSHE) 12
BT ARBEL Y F 2T AR 2% L 72, CLIL (NEEiEmaiy®) L.
% (Content), F2ZH1 (Cognition), I I 2 =% — 3 3 » (Communication), 31t
(Culture) D 4D DFARMEE (4Cs) #FMg L 557 7u—FTh Y, Coyleetal (2010)
IZE o TRES N2 TEROFEFHARENLFEE L7 2 OHEX, FEHEDNE I

Big A X N & [ ICEGTE 2 A TIFFICEIRINTH S (Coyle et al,, 2010; Pérez-
Caflado, 2012), MV#HKFTOHOCLIL 7T 7 7 A0 HWIZ, E—12, FEBTOREFEIZ X
% %3 (EMI: English as a Medium of Instruction) ~OF1T% 3% 4 HARIH & L T,



2028 L HEE 1 ) ¥ 2 T AU 72 BUR & SRS ¢ CLILE AR O FBETE DN A A

LSRR T LT — Y a YIRERICER S, EETEVWFO R E
TENEEBTHIEIIHD, 6, EFELXHELD [FBRE] TR TEE,
TI2=27—ary— V] ELTREEDL LT, MENESESE 2 REL,
F0% L DI ELIEDER LTS, 29 LAHWEZFERT L0, BIEMIC
720 CLILEH OB%E &8 A D720 O #EMAHED S, FE X CLILTEE L O PE#%
HIRODLIZODTA RIA Y, T—=ray 7, IF—LERREEINTE, &
NSDOCLILIZEDERNRIISBH ST ST LR THRIESN TV FETH S5, [H
BRICHBATORIE Y AT 2 0EL R 2 TETWD, BRMICiE, A0 EMRICERA
SNZEIEY AT ATl UMERH 25 CLILAFH % & THEBEMI A & #55 < ke 72
FHOWMNEMERT 2IEATHTH Y BIEOEFERD T & FEO MM A DS
BOEELFEE SND, T2, EFIligE ) ¥ 2 7 A8 H 229 2 e EiE
OAREIEMABFHENTBY . ZELZEEERHOEELDROSNTWDE, T L
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(Eligibility)

Article 1  Contributions to the journal are primarily limited to individuals affiliated with
the Center for Foreign Language Education and Research (hereafter "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 by the Journal and Research Committee (hereafter "Committee")
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)

Article 2 In order to effectively share knowledge and research activity amongst FLER-
affiliated instructors, we accept manuscripts written in one of the following
languages: Japanese, English, German, French, Spanish, Chinese, Korean and

Russian.

(Content and Formatting Guidelines)

Article 3 Submitted papers must be practical teaching reports.
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.

2 Please ensure to follow all formatting guidelines listed below. Authors who intend
to write in Japanese should refer to the Japanese version of this document. When
submitting an article written in English, be sure to format the article using the
supplied template. For languages other than English, format the article whilst

referring to the template. Submissions that do not follow these formatting guidelines
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may be returned to the author(s) for revision.

(1) Size: Use A4-sized paper, leaving margins of 25mm on all sides. The font used
should be Times New Roman 12 point and single-spaced. For Japanese, use (MS
Mincho), for any other languages, use the font type considered standard in the
selected language. Use the same font consistently throughout the manuscript unless
otherwise noted. The line spacing should be set at single-line spacing, and the text
should be left-justified.

(2) Length: The number of words (characters) shall be determined for each language
as follows. In all languages, include all graphs, charts, reference list, and any
appendices in the word (character) count. Clearly visible 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 be placed in the text.

Japanese Approximately 6000-8000 characters

English Approximately 3000-5000 words

German Approximately 18000—24000 characters (9—12pages)
French Approximately 3000-5000 words

Spanish Approximately 3000-5000 words

Chinese Approximately 4000-5000 characters

Korean Approximately 6000-8000 characters

Russian Approximately 3000-5000 words

(3) Title: The title should be in 18 point bold, left-justified, with Title-Case. Font as
above.

(4) Author’s name: The name of the author/s should be indented to the right side and
written in Gothic 12 point. Leave one line between the title and the name of the
author/s.

(5) Abstract: Abstracts should be approximately 500 characters in Japanese or 150-250
words in English, with 3 to 5 keywords for the article at the bottom. For the abstract,
the entire 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.

(Manuscript Submission)
Article 4 To submit a manuscript, fill in the necessary details in the designated Google form,

upload the electronic file containing the article content, and submit.
(Footnotes and Referencing)
Article 5 The author is responsible for consistently adhering to APA (7th edition). If the

manuscript is written in any language other than English, adopt APA style format
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as much as possible, and make sure that the style used is consistent throughout the

manuscript. Make sure to avoid committing plagiarism.

(Call and Deadline for Submission)
Article 6 Submissions begin at the beginning of every fall semester. The deadline for

submission is the last day of November.

(Peer Review)
Article 7 Submissions to the journal will not undergo peer review. However, the Committee
will check the basic contents and appearance and determine whether to accept it for

publication.

(Revision and Resubmission)

Article 8 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 must 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.

(Journal Publication)

Article 9 The journal is published annually in March.

(Registration on CiNii and Rikkyo Repository)
Article 10 Contributions to the Journal of Multilingual Pedagogy and Practice will be published
on the FLER webpage and registered on the national CiNii database and the Rikkyo

University Academic Repository.

(Other Conditions)
Article 11 Other terms and conditions are set out below.
(1) No remuneration is offered to the author(s).
(2) The copyright of articles published in the Journal of Multilingual Pedagogy and
Practice resides with the Center for Foreign Language Education and Research,
Rikkyo University. However, the author(s) retains the right to use his/her work for
future research and/or educational purposes without permission from the Center for
Foreign Language Education and Research, Rikkyo University.

(3) If any plagiarism or misconduct is discovered after the work is published, the
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published work will be removed from the journal.

(Amendment or Abolishment of Guidelines)
Article 12 Amendment or abolishment of these guidelines will be made by the Dean of the
Center for Foreign Language Education and Research after deliberation at the

Faculty Meeting.

These Guidelines shall come into effect as of April 14, 2020.
These Guidelines shall come into effect as of September 27, 2022.
These Guidelines shall come into effect as of July 18, 2023.
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