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Although Japanese universities are being pressured to become more global, many are still strug-
gling to develop effective core English curricula. This paper describes one such faculty’s attempts
to improve its program. Having faced severe student dissatisfaction with English courses, the
faculty reanalyzed its English needs and identified two problems: unclear curriculum guidelines
and insufficient course linking. New course guidelines were written to outline the curriculum and
a common textbook was adopted to offer consistency across course sections. Follow-up surveys
suggested that the common textbook increased communication between students and was ef-
fective in reducing content-based differences. However, students became more conscious of
differences between instructors, suggesting a greater need to address differing teaching styles
head-on. Initiating changes for improvement lessened some problems but also brought up unpre-
dicted new issues. Effective efforts for improvement must have long-term vision and be adaptable
to change over time.
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n this paper, 1 present a case study of the challenges faced in the EFL courses in one

nonspecialist university faculty in Japan. Today, the pressure on EFL education is
increasing. On the one hand, reform in the direction of further internationalization is
being demanded by the Japanese Ministry of Education, Culture, Sports, Science and
Technology (MEXT), with one of the two prongs of current reform strategies being
the formation of Japan as a world-leading education hub (MEXT, 2015). On the other
hand, more companies are requiring strong English skills, with some major corporations
switching to English as their office lingua franca (Kobayashi, 2014; Norisada, 2012).
However, although the goals are being set higher and higher, outside of elite institutions
such as MEXT’s Super Global Universities, many universities are still struggling with
basic questions about how to improve regular EFL courses for mid- and lower level stu-
dents. These struggles are often overlooked; properly approaching them may be the real
key to improving Japanese English education. By analyzing how my faculty has dealt with
some issues—in particular, commonality and consciousness of goals and the effectiveness
of using a common textbook, the issues will come into relief. This paper will also offer
some insight into how to improve problematic EFL programs.

EFL Courses in the Faculty: An Overview
Background Information on the Faculty

The faculty of psychology at Rissho University, a mid-tier, semi-competitive compre-
hensive university, was formed in 2002. Currently, it is made up of two departments: the
department of clinical psychology (CP), with a set goal of 150 students per matriculating
class, and the department of interpersonal and social psychology (ISP), with a set goal

of 100 students. The department of ISP opened in 2011. In 2015, the faculty accepted
approximately 25% of all students who applied through the general admission exams,
making it the most competitive of the university’s eight faculties. As a relatively new
faculty—and the newest within the university—the faculty of psychology has not yet
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developed many binding cultural traditions. However, as a whole, the university should
be described as conservative. Although Rissho became a university in 1924, the univer-
sity calls a Nichiren Buddhist school formed in 1872 its formal beginning, and its roots
can be further traced back to 1580 in the form of an educational institution for Nichiren
priests. The faculty may still be young, but the institution itself is steeped in tradition.

The ratio of students admitted through recommendation (a system in which students
are semiautomatically accepted on the basis of their transcripts and a recommenda-
tion letter by their school’s principal, followed by an essay exam and an interview) and
through the general entrance exams is approximately one to two with a little less than
half of all students—130 out of 273 in 2015—accepted through recommendation. At
just six in 2015, few international students, returnees, or adult students are enrolled.
Students’ English abilities greatly depend upon how they gained admission, as appears to
be typical (Kochiyama, 2010; Metoki, 2013). English is a required subject on the gener-
al entrance exams, but although students’ academic records are taken into account in
admission through recommendation, English is not necessarily prioritized. Students
who gained admission through recommendation generally do not appear as confident or
positive about English, and their ability is comparatively lower. In 2013, on the TOE-
IC Bridge examination students took immediately after matriculating, there was a 70
point TOEIC-adjusted score difference between the average scores of students admitted
through recommendation and those of students admitted through the general entrance
exam. Admissions criteria in Japan started to diversify—including the creation of alter-
nate exam forms and the loosening of requirements for recommendation—in the late
1980s in order to decrease entrance exam stress, but as Mori (2002) noted, “one cannot
avoid noticing the utilitarian motivation for these reforms; they are meant to increase
student enrollments” (p. 37).

Student Satisfaction with EFL Courses

At present, students are required to take three English courses: English Reading I and 11
and English Writing 1 and 11 in their 1st year; English 3 in their 2nd year. The first four
are one-semester courses, with I a prerequisite for the following 11. English 3 is currently
a full-year course focusing on speaking but will also become two semester courses in
2016 with the new names English Speaking I and 1. Students receive 1 credit for each
semester of course work, for a total of 6 required credits. Students enrolled after 2014
need 126 credits to graduate, making the EFL courses a small but significant presence in
students’ study, especially in the first 2 years. There are also several upper level elective
courses offered: two psychology courses on reading articles in English—one each for CP
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and ISP at 2 credits each, both of which count towards graduation; Advanced English/
TOEIC 1 and 11; Advanced English/Academic Writing 1 and 11; and Practical English/
Skype 1 and 11, in which students learn conversational skills through Skype lessons with
students in the Philippines. The Advanced courses and Practical English are each 1 credit
per semester, but do not count towards graduation.

Unfortunately, although the faculty has tried to offer a variety of EFL courses, student
satisfaction with them has been low. In a survey on the curriculum taken in 2013, stu-
dent satisfaction with EFL was 20% lower than satisfaction with other general educa-
tion courses and 40% lower than satisfaction with specialized subject courses. We knew
that surveys of student satisfaction require critical analysis and noted the controversies
surrounding evaluations and student learning, with some research pointing towards
students negatively evaluating challenging courses that encouraged their learning (Braga,
Paccagnella, & Pellizzari, 2014). However, students’ negative attitudes towards EFL
courses suggested that this was an issue too critical to ignore. As such, improvement of
the EFL courses was brought up in the curriculum committee as a matter of imminent
concern in 2013.

Assessing Curriculum Problems

As a first step to rectifying the situation, in 2013 members of the curriculum committee
formed a working group consisting of the two full-time EFL instructors and one subject
specialist. After an analysis of current course guidelines, syllabi, and students’ comments
from curriculum surveys, discussion in the group put into relief two major issues: (a)
a lack of clear vision and curriculum guidelines and (b) weak links between the EFL
courses. Although the required English courses were divided by the skills they sought to
address (reading, writing, and speaking), this was not clear from their titles at that time
(English 1, English 2, and English 3, respectively), and selection of course materials was
left to instructors. As a result, teaching materials and styles were diffuse and decentral-
ized, even within different sections of the same course. In addition, the link between
courses was not immediately obvious to students: It was not clear from their titles, and
there were no course guidelines that would allow for quick reference and planning. This
was particularly problematic for the 2nd-year speaking courses, which ideally should
pick up from their 1st-year courses, but in reality did not necessarily do so, meaning that
there were few systematic chances to review previous materials.

The result was dramatic variation between different course sections. For example, in

the reading courses some instructors choose to primarily study English literature, where-
as others used newspaper articles or comics. This made course goals opaque for both stu-
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dents and instructors. Because sections were assigned, students could not choose which
one sounded most appropriate or interesting to them. Rather than being an opportunity
to select a section which was more appropriate to their individual learning styles—which
might be useful (Dunn & Dunn, 1979)—students were inclined to feel that which section
they ended up with was a matter of luck. Differences between sections became apparent
when students talked to each other, contributing to a sense that not enough was being
done to establish fair educational opportunities. The lack of connection between courses
also made it difficult for students to make long-term study plans, as the contents of each
course depended on which section they were assigned to.

These issues may point to larger problems in a nonspecialist faculty. EFL courses
are formally situated similarly to general education courses, separate from psychology
subject courses. It is comparatively easy to set goals for the psychology courses. Certain
guidelines must be followed for undergraduates to apply to be a licensed psychologist,
meaning larger institutional demands necessitate the courses’ centralization and stand-
ardization. Aside from generic goals such as higher scores on the TOEIC, students’
learning outcomes are not as clear for EFL courses. Furthermore, language teachers often
have an image problem (Byram & Risager, 1993). Although cultural dimensions are vital
to language learning and most nonlanguage teachers agree that language learning is im-
portant, language courses are often assumed to be about the development of skills, rather
than hard knowledge. This can give the sense that language courses are less prestigious
than subject courses. Such distancing can contribute to the impression that EFL courses
exist as an island outside of the faculty, which may account for some of the curriculum
problems observed.

Overview and Analysis of Actions Taken and Their Results
Specific Actions Taken

The curriculum committee has been working to improve the EFL curriculum through six
steps: (a) creating and clarifying EFL curriculum guidelines; (b) strengthening connec-
tions between courses; (c) adopting a common textbook; (d) switching from the TOEIC
Bridge to TOEIC for post-matriculation tracking; and, for speaking courses, (e) assigning
native speakers and (f) halving class sizes. The most crucial steps were (a) to (c), which 1
deal with below. As for the other points, the university switched to the TOEIC to facili-
tate tracking student progress following repeated requests from the faculty. Starting with
the class of 2015, 2nd-year students will also take TOEIC at the beginning of the year.
Additionally, although native English speakers are sometimes overprivileged (see Kachru
& Nelson, 20006), given the differences in how native and nonnative speakers are viewed
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by students (e.g., Shimizu, 1995), native speakers were selected for speaking courses so
as to offer opportunities for different learning experiences and international interaction.
The oral aspects of speaking courses were reinforced through smaller classes.

Redesigning the EFL Curriculum

The first step to creating curriculum guidelines was to reconsider the EFL needs of the
psychology students. As noted earlier, there is a tendency to treat EFL courses as more
peripheral than subject-matter courses. However, many CP students wish to enter gradu-
ate school to become licensed psychologists. This will usually require taking an entrance
exam with an English component, making strong reading skills desirable. In graduate
school, many students will also present at international conferences, necessitating the
development of speaking and academic writing skills. Although most of the ISP students
plan to seek work following graduation, good English skills and high TOEIC scores are
increasingly helpful in job searches and can help students stand out in a tough market.
Finally, given that a large percentage of the academic work on psychology is written in
English, English reading skills are useful when doing senior thesis literature reviews. This
all suggests that although comprehensive development of the four main skills is desira-
ble, an academic focus would be particularly appropriate.

In light of these needs, we designed curriculum guidelines by summarizing the educa-
tional goals for each course, the connections between courses, and what materials would
be used (see Appendix A, Tables A1 and A2). We also took the university’s transitioning all
full-year courses into consecutive semester-long courses as an opportunity to rename the
courses to the skills to be developed. These guidelines were then used to set up a 4-year
study plan (Appendix B, Tables A3 and A4). Both the guidelines and the study plan were
purposefully left somewhat ambiguous. Rather than set unrealistic goals, we assumed
that the first attempt might not sufficiently answer all of the problems being faced and
determined that some leeway was essential to allow for continued adjustment.

Picking a Common Textbook

On the ground, the adoption of a common textbook was the single largest change. The
faculty decided to use a common textbook so as to set common goals and lessen the dif-
ferences between course sections, as well as to increase student motivation and encour-
age the development of personal study plans through increased transparency. Since the
reading and writing courses are taken simultaneously, we decided that the same mate-
rials should be used for both courses to increase students’ opportunities for review. Fur-
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thermore, as the 2nd-year speaking course is taken following the other two, series-based
textbooks that would build on their 1st-year work were believed to offer the best con-
tinuity for students; series using the same chapter themes were deemed particularly
desirable. Additionally, we limited the search to textbooks adapted to TOEIC levels, in
order to use students’ average TOEIC scores (pre-2015, adjusted from the TOEIC Bridge)
as a guideline. Ultimately, we chose a series aimed somewhat above the average scores in
order to offer sufficient stimulus to all students. In the first year (2014), we also created

a common syllabus for the three required EFL courses. To allow for flexibility during the
initial year, use of the common syllabus was originally optional; however, from the 2015
school year, it was made obligatory. The syllabus sets common grading standards, as well
as learning goals for each course and a yearly schedule, thus contributing to the courses’
standardization. (Individual instructors can add personalized comments in a section for
instructors’ notes.)

Finally, prior to adopting the textbook in the 2014 school year, at the end of the 2013
school year we held an information session for all EFL instructors. For many instructors,
the common textbook presented a new challenge. At present (2015) the required EFL
courses are taught by 17 (18 at the time of the survey) different instructors, the major-
ity of which—15—are adjuncts. Previous to these changes, many instructors had been
teaching for a long time and had established their own teaching styles and routines.

In addition, the textbook included optional online study tools, and its full utilization
required at least limited computer use, which many instructors reported feeling uncom-
fortable with. The goals of the information session were to introduce the textbook and
its characteristics to the instructors, explain the need for a common textbook, and offer a
space for instructors to interact.

Evaluating Changes in the Faculty

As can be expected, some problems were quickly noticed after we began using the
textbook. The major problems related to the university facilities were a limited number
of computer rooms, which were not well adapted for use with digital materials. Some
instructors also reported that the high level of the textbook made it difficult for some
classes, thus limiting consistency between course sections. CP has one high-level section
based upon 1st-year students’ TOEIC scores, but the other CP sections, and all of the ISP
sections, are divided in order by student numbers. Because students are assigned num-
bers as soon as they fill out the admissions paperwork and the recommendation period
is earlier than the general entrance exams, student numbers correlate with how students
gained admission. Given that it can encourage negative social comparison (Ames, 1992),
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we have avoided describing the sections as being tiered by ability; however, the differenc-
es in ability between students admitted through different criteria means that the sections
are in practice organized by level. The textbook selected is more in tune with the level

of the students entering through the general exams. However, after an initial period of
adjustment, many instructors reported feeling that the textbook was easy to use and at
an appropriate level for most students. Improvements have also been made to the facil-
ities: In the following year, the curriculum committee specifically requested classrooms
with instructor computers for all EFL courses and added the online study program to the
faculty’s public computers.

One point less well established, however, was how the changes affected students. To
assess whether using a common textbook had improved student satisfaction and in-
creased course consistency, we conducted a survey at the end of the 2014 school year.
The survey was held in most of the EFL required courses and garnered 711 student
replies. It focused on students’ feelings of improvement and textbook use, including
how many assignments they received and how the textbook was utilized. It also asked
2nd-year students what differences they perceived between the 1st- and 2nd-year
courses, before and after we began using the common textbook. Most of the 2nd-year
students—201 out of 280 replies—reported not feeling that there was a major difference
between the two years. This is not surprising, given the differing goals of the 1st- and
2nd-year courses. However, the 73 students who felt there was a difference focused on
several positives, such as how they were able to talk more about English courses with
other students (37), demonstrating how using a common textbook allows students to
collaborate, even with students in other course sections. In addition, nine students
reported that the new textbook made assignments clearer and that it was easy to use. At
least for some students, the textbook seemed to be successful in encouraging students to
communicate amongst themselves and clarifying how classes would proceed.

However, using a common textbook also had the unexpected result of putting instruc-
tor differences into relief. Although complaints previously focused on content, students’
complaints now appear to have been refocused on assignments—in particular, the
number of homework assignments given—and on differing teaching styles. In the free
response area, many students mentioned feeling a sense of inequality between classes—
and indeed, when students were asked to self-report how often they were given assign-
ments, we found that only eight of the 18 instructors regularly assigned assignments, and
four rarely did. Previously, students may not have been as sensitive to these differences
because the materials they were using were not identical. However, now that there is a
common textbook and common learning goals it may be easier for students to compare
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course sections. This is not necessarily a bad thing. Although it was previously difficult to
ascertain the nature of students’ dissatisfaction, the common textbook has made it easier
for students to articulate what they perceive as issues, allowing for better follow-up.

In regards to assignments, for example, more communication from the curriculum
committee about the required out-of-classroom learning time per credit appears to be
in order. However, these last points come back to a major recurring issue: the validity of
a common curriculum with a diffuse staff. Presently the majority of classes are taught
by adjuncts, with just 8 out of 43 total classes taught by full-time faculty members.
Although it would be desirable to work together as a team to design a better EFL curricu-
lum, that may not be realistic—ethically or financially, in the sense of supplying adequate
compensation for such efforts—under the current working conditions. In 2015, further-
more, 17 instructors taught an average of 2.53 sections each, meaning that there are
many different teaching styles within the faculty, even for the same course. This problem
only became clearer by using a common textbook and will not likely disappear without
some effort.

Reflecting on Change: Improvements and Continuing Issues

Given that the largest change has been the adoption of a common textbook, one might
say that we are currently overly reliant on it as a source of change. Naturally, this means
that we are dependent on the stability of the publisher and the materials they offer—and
indeed, the online system offered by the publisher changed suddenly in the 2015 school
year, requiring renewed follow-up. This suggests the importance of determining long-
term goals and moving away from stop-gap solutions towards creating clearer educa-
tional guidelines for courses. Part of this will mean better support and clarification of the
needs of adjunct instructors.

Given the particularities of different universities and faculties, it is not clear how
generalizable the lessons learnt from our experiences are. Reliance on adjunct instructors
and nonstandardized EFL curricula are, however, common issues, and at least some of
the lessons learnt here should be informative. At least for our faculty, using a common
textbook has served as a catalyst for considering long-term goals. Although there are
still problems to be addressed, our efforts appear to have paid off at least in part, with
complaints about EFL courses less frequent in the 2014 curriculum survey. Improving
the program will clearly be a long-term process, requiring a deep commitment and dedi-
cation of time; each effort brings new issues, but also helps to establish more appropriate
goals for EFL courses in the faculty of psychology. Currently, our next step is to conduct
surveys amongst 1st-year students starting in April 2016. By doing so, we hope to better
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ascertain student attitudes and when their dissatisfaction with EFL courses begins.
Additionally, one long-term goal slowly taking form is to create unique materials for the
faculty of psychology. Currently, the common textbook covers topics in the liberal arts
and social sciences but not exclusively psychology. Several students requested the use of
psychology texts in the textbook survey, pointing towards desire for more content-based
learning. Not only would this be in line with current EFL trends—with research sug-
gesting that content-based learning improves student attitudes and motivations (e.g.,
Lasagabaster & Sierra, 2009)—but it would also help integrate EFL courses into the
larger curriculum, an important issue yet to be properly addressed. Given that one of the
problems with EFL courses in a non-EFL faculty is the lack of connection between them
and the subject-based curriculum, use of psychology-based materials might be one way
to help increase their relevance for students.
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&8 ]3] fhDFE & DRSE MK it
R ESIRCHER LTSOEE B Lo L C ORI DM A SRS TN HIR T BB | English Writing :English Writing | « 1| COEHZITHES OB HEBEMDOFHRICSES DS HEEaE
Enalish Reading | - Il HEAFET 5, English Speaking: BEMGRFEE T O OITNERBEEE - SCERISE Z4 LB Dl %L English
9 9 3~ 4 RO B PR SUREDR O TS K ZDNBZIER T 5 A mI&BIEE | Advanced English: BB G REEN A 515 DICHE S BB GE R+ L& E< Reading - Writ-
2ELTERRTS ing - Speaking|&[F]
FELIEXEICH LT EPOD DERICEDDEREEEHY. 3~ 4 BEDRIEXXH#HZEL | English Reading: [RBII&E LT English Writing | EBICEHMICED VT BODER (B8) 2% L8 ;gi?é%;gj
Enalish Writing | - 1 eI 2ET. BOFE LB PH LWV BEEEER L. Z OREGZ (BT %, % - BHMDENICE DD ;,&%jwﬁﬁﬁ
9 g English Speaking: 2E—+ >/ RBICEN THBCRBLTILHINBLATEREAXEI | Joor
TRBEID
BABECEEEOARINELRBRRFERAFIEAEEHHS. KB CEDORR-BR%EXO | English Reading/Writing: 1 FERDEEITEE LIEX - BEA £ ICOBERIROEE ICEDHS
English Speaking | * I BECERPH D DAL—XITGEASND LD HEDTEABIEET S, Practical English: 5ICHBELRFEN TEDLD HEEEICHVTROSN S ERMN G BRI
DEISZ B
Advanced English | « Il | SEUEEIDBNBZICRAIRNEEREZYDDOHBTOE | CERTBcHDIN—Z2T%F | EnglishReading/Writing: 1 ERXRDEETEE LI - BEE 2ERDEEICLEEEIRZY | TOE | ClfEDb
(TOEICK 58 EE) B, EITU—RZV T N —=TA VT DAFIVCHEAN. TOE | CZER A EERAICHE R, TAFIVERBIC. TOE | CESBRTBIODRFILTY TH{BET S n3BEEES
ZREBTDONIERE P K ERA T DEEBERDAERICES (. BEREMRXDFHERAF IV | English Reading/Writing: 1 ERDEEITER LI BEAERIC SELEMAXORMRIC | BEDOKFERAR
Advanced English | - I FNUTETTABERRKRIC, 1~ 2 RXR—DDIRBERPHNC 1BFREILIAI) Fidr BT 588 | 8805 [ 9z=hy aWret- 378
(ST EEERE) EBICDOBTEEBIET, . EREANED
SOk
Practical Enalish | - Ii BTG REMERE CERNENERE CREE T AT K EBMAHEEIZI1 =7 —3> | English Speaking : 2EXRDABRE TEE LI OBEXRRELLIC. AZ21 2y —YaviEho bE | BENITHRESLD
E Nk LSS, fle= 1% REDAETD

M4 FRONT PAGE < PREVIOUS PAGE

NEXT PAGE »

ONLINE FULL SCREEN

019



JalLT

JAPAN ASSOCIATION FOR LANGUAGE TEACHING ¢ JALT2015 » Focus on the Learner

2018
Unser-Schutz: Improving a University English Program: Issues From One Case Study
Table A2: Curriculum Guidelines (English)
Course Goals Connection to other classes Materials
While reviewing grammar forms learned in junior and senior high school, English Writing: Students will read appropriate materials in order to com- | To prioritize

English Reading I/l

students will read newspapers and magazine articles and study naturalis-
tic forms and vocabulary featured therein. The final goal will be to be able
to quickly read and understand 3V4 paragraph newspaper articles and
article excerpts.

plete their summaries in English Writing.

English Speaking: Students will consciously work on acquiring the vocab-
ulary and grammatical forms necessary for daily conversation.

Advanced English: Students will acquire the reading skills necessary to
go on to read advanced English materials.

English Writing I/l

By quickly and accurately writing their own opinions and thoughts about
materials they have read, students will actively use the forms and new
vocabulary they have studied, thus encouraging their acquisition.

English Reading: In principle, the same materials will be used, and stu-
dents will work on writing their opinions and thoughts and summarizing
the materials.

English Speaking: Students will study how to appropriately express
themselves in writing, creating a base for speaking courses.

English Speaking /Il

While acquiring the speaking skills necessary to conduct basic conversa-
tion while studying abroad or conducting work post-graduation, students
will learn how to quickly and smoothly express their thoughts and will.

English Reading/Writing: Students will work on reviewing and applying
the forms and vocabulary they studied in their first year in oral conversa-
tion form.

Practical English: Students will acquire the basic speaking skills neces-
sary in everyday life so they may move on to higher level conversations.

continuity, English
Reading, Writing
and Speaking
will use the same
textbook and/or
textbook series.

Advanced English I/Il
(TOEIC strategies)

Students will train for the TOEIC exam, now increasingly necessary when
job hunting and studying abroad. In particular, they will strategically study
the listening and reading skills required for the TOEIC exam.

English Reading/Writing: Using the grammatical forms and vocabulary
studied in their first year and the listening skills acquired in their second
year as a base, students will continue to advance their skills for for the
TOEIC exam.

TOEIC exams from
previous years,
etc.

Advanced English I/l
(Academic English)

Students will acquire the reading skills necessary to read high-level aca-
demic articles, as necessary for doing a literature review for undergradu-
ate theses and graduate school entrance exams. As in the entrance ex-
ams, students will quickly (less than 1 hour) reading 1 or 2 page excerpts
and establishing the summarizing skills necessary.

English Reading/Writing: Using the grammatical forms and vocabulary
studied in their first year as a base, students will develop advanced read-
ing academic reading skills.

Articles used in
previous entrance
exams, excerpts
from core articles

Practical English /1l

Students will improve their practical English communication skills by
participating in conversation with foreigners fluent in naturalistic conver-
sation.

English Speaking: Students will work on improving their communication
skills while using the oral expressions students studied in their second
year required course.

Generally supplied
by the partner
university
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Appendix B
Study Plans
Table B1: 4-Year Study Plan (Japanese)
FRx RSHE (O=%%48) AFI A& (S EHEA
1% OEnglish Reading | - Il BRI —TA T ATAT BRGSOk BREEOBRREFE L HMEEEEL. 2 ERDAE—FJRB (English Speaking | - 1N AT T TFAFDT—XIC
? OEnglish Writing | + 11 BOENEHDFEEZ TS
OEnglish Speaking | + I AE—=F27. HEEFEICETAE T —IERURVED S, 1 EXTEB LB - BEEREDF CERL OB TENDEREERBIBMICESSD
2ER Practical English ESiS 1A TRIRI2ILZEET
Az =45—>3v
3ER Advanced English | - I SEEHUES REUEE CHEZTORICR R DR Z F B = (R I 2t ZFERBY D XM P AERARDBER VW ELRERTENZIIS TS
Practical English | Il RENE
AFER d=a=9—>ary
Table B2: 4-Year Study Plan (English)
Year Course (O = Required) Skills Positioning/Explanation
First OEnglish Reading I/1l Basic reading and writing skills | While further improving their acquisition of basic grammatical forms and vocabulary, and training for the
OEnglish Writing /11 second year speaking courses, students will practice reading and writing about texts on different themes.
OEnglish Speaking I/ll Speaking skills, practical com- | Taking up themes from everyday life, students will use the grammatical forms and vocabulary they studied
Second ’ : o ; ) c ) . . L ; )
Practical English I/ll munication skills in their first year, and aim to express themselves and actively state their opinions orally in English.
Third Advanced English I/ll Advanced reading skills, prac- | While advancing their strategic study for the TOEIC exams necessary for job hunting, students will acquire
Practical English I/ll tical communication skills the high-level reading skills necessary for their undergraduate theses and graduate school entrance
Fourth exams.
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