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hile extensive reading has been
W credited with learner improvements in

reading comprehension and reading
speed (Storey, Gibson, & Williamson, 2006) as
well as in grammar and vocabulary acquisition
(Nation, 2001; Krashen, 2004; Mason, 2006;
Brown, Waring, & Donkaewbua, 2008), there
has been considerably less research focused on
extensive listening (EL). The aim of this study
was to discover if EL helps learners improve in
other skill areas, specifically, how using audio
CDs of graded readers impacts reading speed as
compared to extensive reading.

Extensive reading and extensive listening

Extensive reading (ER) is a form of second-lan-
guage reading where students read large quanti-
ties of material at a level slightly below their
own (Krashen, 2004). The material should also be
enjoyable and of high interest to the student. The
main goal of ER is to improve reading fluency,
but there are also other benefits (mentioned
above). For the purposes of this paper, we are

Extensive listening and
how it affects reading

speed

going to assume that the benefits from EL are
fundamentally the same as those from ER.

Where EL starts to differ from ER is in the
speed of the input. A reader can go through the
material at her or his own pace, whereas for
EL, this is largely out of the listener’s control.
Another difference is that EL gives the student
the opportunity to hear the speaker’s intonation,
stress and prosody.

Reading speed and why it is important

Learners can benefit from an increased reading
speed. Tests such as TOEFL and TOEIC require
the students to read long texts in a relatively
short period of time. Reading speed may also
contribute to comprehension, in that learners
are more able to follow the plot of a story when
they can quickly read the text (Wilkins, 2009). In
addition, improvements in reading speed make
reading more enjoyable.

Current study

This study will look at extensive listening as a
possible approach to improving reading speed.
The original belief behind this study was that

by engaging in EL, students would be forced to
process input at a quicker rate. It was hypoth-
esized that this might have a carry-over effect
into reading. For this study the participants were
divided into three groups: ER, EL and control.
The main research questions under investigation
in this paper are as follows:

1. Do the participants show an increased
reading speed after engaging in two months
of extensive listening practice?

2. Assuming reading speed improves, within
each group, what amount of material is
required to show an improvement in reading
speed over a two-month period?
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Participants

Thirty-five students decided to join this research
project. Students were assigned to one of the three
groups: extensive reading, extensive listening,
and control. The students were given a pre-test to
measure reading speed: a short reading passage
(Quinn, Nation, & Millett, 2007) at the General
Service List (West, 1953) one thousand word level.

Treatment

The extensive reading and extensive listening
stage of this study lasted for eight weeks. The ER
and EL groups read/listened to graded readers
during this time (a suggestion of trying to read /
listen to at least one book a week was given).

Measurement

The post-test consisted of another reading taken
from the same collection of readings (Quinn et al.
2007) used for the pre-test. Some of the partici-
pants failed to read/listen to the target number
of books. Because of this, a cut-off level of six
books over the eight weeks was established.
Consequently, the results for the ER group and
five of the EL participants were not used in sta-
tistical analysis. A t-test was used to analyze the
results: a matched-pairs t-test using the pre-test
and post-test results for the EL group.

Results

A one-tailed matched-pairs t-test was conducted
to compare pre-test and post-test reading speeds
for the listening group. There was a significant
difference in the scores; t(6)=2.4125, p=0.05.
There was an overall improvement. The results
are significant enough to indicate that EL leads to
improved reading speeds.

Discussion and conclusions

The result from the t-test was significant; this is
somewhat surprising given the small group sizes

and the relatively short duration of the treatment
period (eight weeks). These results indicate that
EL does lead to improvements in reading speed.
However, it might be best to view this study as a
pilot given the extremely small sample sizes.

In regard to the amount of material required
(the second research question), the results indi-
cate that for EL some improvement in reading
speed can be seen with around one audio book
per week. This amount of material is similar to
what Nation (2001) claims to be the absolute
minimum for ER to be effective.

Joshua Brook Antle is a lecturer at Name
University in Gunma. His research interests are
extensive listening and collocations.
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Table |. Pre-test and post-test reading speeds for listening group members

1
Pre-test reading speed (in seconds) 484
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Difference -77
Number of audio books listened to 14

2 3 4 5 6 7
362 390 645 438 465 175
335 395 543 388 435 189
-27 +5 -102 -50 -30 +14

12 8 7 6 8 8
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The dilemma

Sometimes, English teaching research might

be said to be accidental. For example, when a
dilemma appears in a classroom the teacher
naturally wants to discover the cause and,
hopefully, correct it. In such cases, the teacher is
not planning to carry out research but is merely
trying to fix a classroom bug.

Teaching first and second year medical stu-
dents at a university, I had been utilizing alterna-
tive methods of classroom assessment for several
years. Alternative assessment encompasses

Student responses
to alternative EFL

evaluation

almost any type of evaluation that deviates

from traditional testing. This includes ongoing
assessment of multiple competencies, open-
ended task-based testing, a dynamic focus on
production, allowing student topic/task choices,
extended collaborative project work, open-book
formats, and self/ peer assessment with diagnos-
tic feedback for revisions.

However, two things had struck my teaching
sensibilities. One was that first-year students in
particular seemed frustrated with the methods
that I was employing for assessment in my
Communication English course, especially in com-
parison to the second-year students. The other
was that many of the first-year students whom
I knew to be competent English communicators
fared poorly on these tests. I wanted to find out
why.

Surveys and interviews

In order to find the cause of the dilemma I first
utilized standardized university class surveys,
focusing upon the open-ended commentary sec-
tion, giving students sufficient time to respond
(anonymously, and in either English or Japanese)
to the following questions:
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* Have you ever experienced this type of
English evaluation before?

e Did you find the evaluation tasks and
methods 1) helpful 2) interesting 3) challeng-
ing? Explain.

e How do you feel about these methods, as
compared to traditional tests?

e Do you think that the tests helped you
improve your English? Explain.

* Do you think the tests were a fair assessment
of your English skills?

I carried out these surveys each semester over
six years, n=592 in total. Beside the surveys, I
also conducted office interviews with 56 first
and second-year students again with the choice
of language being flexible. Among the questions
asked in the interviews were:

e Which test types were you familiar with
before entering university?

*  Were you surprised by any test type? Ex-
plain.

e Do you think having various test types
helped to show your actual English ability
and improve your English skills?

e How did you prepare for the tests?

Significant results

The most immediate and significant result
gleaned from the responses to the surveys was
that only 23 of the 396 first-year respondents
indicated any prior familiarity with the forms
and methods of alternative assessment. Not
surprisingly then, first-year students in particu-
lar expressed frustration based upon a lack of
familiarity with these unusual (for them) testing
methods.

These widespread negative responses gleaned
from first year students in both the surveys
and the interviews were classified as affective
responses, that is, emotional reactions to the
unfamiliarity of test forms, goals, purposes and
criteria negatively impacting student study
habits and test preparation. In short, students
had little understanding of how to prepare for
assessments and thus employed ineffective
study methods—such as memorizing or copying
chunks of the textbook—which do not lead to
success with alternative assessment.

The responses indicated that I may have
somewhat been testing testwiseness, the ability to
respond to a test format appropriately, as op-
posed to actually measuring English skills, and
this may lead to student frustration. After all,
students who indicated familiarity with alterna-
tive types of assessment invariably performed
better on these assessments than those who
had no prior experience. So too did second year
students, who had by that time become familiar-
ized with the new methods of evaluation and
had adjusted their study methods accordingly.

Responses also suggested that face validity,
whether a test meets the students expectations of
what a test should be, may have been a negative
factor. Students who did not appear to view the
evaluations as being formally legitimate, and
thereby not meeting their framework of expecta-
tions, had trouble negotiating them.

These first-year responses stand in contrast to
the more positive responses provided by second-
year students. These latter responses indicated
that they had adapted their study habits to suit
the test content and format, saw the greater long-
term educational value of alternative testing,
adapted diagnostic feedback into their subse-
quent studies, and embraced the autonomous
and productive elements of alternative testing.

Implications for teachers

So, what are the implications for teachers who
wish to use alternative forms of assessment for
students unfamiliar with them? First, evalu-
ation/task content must be made very clear
(successful models, detailed explanations, and
outlines should be provided). Grading criteria
and skill /item focus must be made clear (text/
study references and level of expectation should
be made explicit). Feedback and chances for
revision are also crucial to ensure fairness and
skill development.

We cannot expect the benefits of alternative
testing to be immediately apparent among
students who are not yet used to this type of
evaluation and thus we might feel inclined to
discontinue such methods when faced with
negative responses and performance. But the
negatives can be minimized and benefits can
appear gradually if the advice given above is
applied.
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which consists of the teacher’s initiation, a

student’s response, and the teacher’s feed-
back, and the EPA (Waring, 2008), explicit positive
assessment, are seen largely as a means for teach-
ers to reward students for saying what teachers
want to hear. Students come to rely on the third
part of the triadic sequence (the feedback) for
validation that they have performed as expected,
and this third part is often an EPA, such as good
or well done, which indicates to the class that the
exchange has finished and the teacher is ready to
move on. The IRF and EPA are safe and com-
forting because, in many ways, they are what
both teachers and students expect in classroom
discourse. It can therefore be disconcerting for
them to attempt to move beyond the three-part
sequence in favor of more autonomous, collabo-
rative communicative exchanges.

T he IRF pattern (Sinclair & Coultard, 1975),

The purpose for conducting this study was
to investigate how effective I was in creating a
classroom environment where meaning could
be negotiated collaboratively among learners,
rather than through the standard teacher-fronted
IRF and EPA structures so prevalent in EFL /ESL
classrooms. Particularly interesting in the data
were instances where students initiated breaks
from these structures themselves, which was

Breaking with the IRF

EPA: Facilitating

student initiated talk

surprising considering their preferred status in
education-based institutional discourse.

Methods

The 16 participants in this study spoke varying
first languages and attended an intensive ESL
program in a New York college. Six hours of
classroom discourse data was recorded to video,
and segments relevant to the research focus were
isolated and transcribed.

Results
Students taking control of the discourse

Data segment two contained a lengthy string

of talk that best exemplifies the class” attempts

to break from the IRF format and work toward
collaborative construction of meaning. The string
contains over 100 turns, and of the 16 students,
11 contribute to the string in some way. By my
withholding the closing EPA, and continually
eliciting more information by feigning ignorance,
the students continued the string well beyond
what would have been possible in a typical
three-part sequence. The string begins with a
student responding to my initiation to the class
about whether their countries are also concerned
with recycling. She responds saying they recycle
food, which led to some confusion. My role was
to facilitate her own repair by asking clarification
questions, but it became increasingly clear to

the other students, and in particular the other
Korean students who understood the meaning
that she was attempting to convey, that she was
having difficulty. Four other Korean students
break from the IRF sequence and offered
unsolicited comments to facilitate everyone’s
understanding.

At line 83 I pose a question to the whole class
regarding the notion of recycling food: Does that
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sound overly concerned? My goal was to bring the
discussion full circle by having the class consider
the original question that started this sequence.
In response to this open-ended IRF, Student 9,
who had remained silent through the preceding
exchanges, speaks up at line 85 and clarifies
everything:

Data segment two [Meaning made clear]

83 T:—  Does that sound overly concerned?

84 S1: —  Ye:us.

85 S9: — I think because the food is for pig or
animal.

86 ALL: O::h

87 S2: Yeah, yeah.

At this revelation, all the students in the class
come to understand what several students were
attempting to explain for over 100 turns (in
Korea food is recycled to feed to animals). The
placement of Student 9’s comment came where
a teacher’s closing third-part would normally
appear, indicating that she was addressing
the other confused students, not the teacher.
Ironically, Student 9 is not even from Korea, but
Taiwan, where they have a similar recycling
system. Finally, at line 104, I initiate a three-part
sequence with Student 2 to bring our discussion
full circle, but the entire class ignores protocol by
answering it with her (Yes), and Student 10 takes
the teacher’s role by providing the closing EPA
for the entire 100+ line sequence (Great):

Data segment two [Student’s EPA]
104 T: —  So pigs eat your garbage.
105 ALL— Yes.

106 S10: — Gre:at.

Conclusion

The collaborative exchanges presented here were
facilitated not only by my continual prompts

for further explanation, but equally by active
student involvement in achieving meaning-
focused output. Despite my attempts to focus on
one respondent at a time, students took it upon
themselves to reorganize the teacher-centered
paradigm in order to autonomously engage the
lesson content and co-create meaning. Though I
understood what Student 2 meant about recy-
cling food, had I instantly repaired the utterance,
the lengthy segment, as well as the other stu-
dents” opportunity to create and discover mean-
ing, would have been closed-down. By refraining
from this, I was able to create an atmosphere
where other students felt an imperative need to
take unsolicited turns and co-create the meaning
necessary for everyone to understand.
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indset generally refers to the attitudes
M of people and the way they think about

things. This paper highlights an episode
on luck and making efforts in the sixth book of
the series titled Harry Potter and the Half-Blood
Prince (Rowling, 2005, hereafter The Half-Blood
Prince) and how this material was implemented
in a third-year high school class through the
frame of the concept of a growth mindset.

Anxiety and the growth mindset

Previous research has shown that a distinctive
complex of self-perceptions, beliefs, feelings,
and behaviors arise from the uniqueness of the
language learning process (Horwitz, Horwitz,
& Cope, 1986) in the classroom. Agawa, Abe,
Ishizuka, Ueda, Okuda, Carreira-Matsuzaki,
Sano, and Shimizu (2011) conducted research by
surveying 122 Japanese university students and
discovered that demotivated learners of English
tend to make fewer efforts, which lowers their
competence and may raise their anxiety (p. 13).

One solution to reduce anxiety is using the
framework of a mindset, a type of intrinsic
motivation, demonstrated by Dweck (2006).
The growth mindset is based on the belief that
our basic qualities are things we can cultivate

Developing a growth
mindset with Harry

Potter

through our efforts. Students with the growth
mindset care about learning (Dweck, 2008) and
correct mistakes (Nussbaum & Dweck, 2007,
cited in Dweck, 2008). Effort is a positive thing
and if they face failure, they will escalate their ef-
forts and look for new learning strategies. Dweck
states that when those students face challenges,
they outperform their peers with fixed mindsets
(Dweck, 2008).

Growth mindset in Harry Potter’s episode

In The Half-Blood Prince, the episode on liquid luck
takes place in the class of Professor Slughorn who
teaches potions, a subject similar to chemistry, to
his students. Harry Potter won the potion brew-
ing contest by secretly following the handwritten
directions from a borrowed book. Those direc-
tions indicated practical shortcuts to brewing and
they helped him make a high-quality potion with
less effort compared to his classmates.

Sixteen students in my 2010 class had
opportunities to learn from this episode by
reading the chapter in the book as a summer
assignment, answering a quick fact-check quiz
with answer choices in the handout, and writing
what they learned from this episode including
their own experiences about luck. In September,
they watched this episode on liquid luck from
the movie Harry Potter and the Half-Blood Prince
(Heyman, Barron, & Yates, 2009) and self-
checked their writing before handing in their
assignments. In the following class, they received
feedback from their teacher. Finally, they wrote
their opinions about what they learned from the
episode on luck during their term tests.

Student reactions

In the summer assignments, the students wrote
that merely counting on luck does not work. The
following comment shows the willingness of one
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student whose effort had inspired her peers and
the teacher to actively support her learning so
that she could accomplish a childhood goal.

Felix Felicis is a great potion. I want it. But I
am afraid of using it. If I depend on it, I would
forget to work hard. I think that making efforts
is more important than luck. When I was an
elementary school fourth grader, I was poor at
jumping long rope... I couldn’t jump well. So I
practiced very hard with my friends. My class-
mates and teacher tought[sic] me good way
and timing. It was to jump at rope’s center. And
I could jump well. I did my best at field day. To
jump long rope was a success. I thought that
making efforts is very important then...

This episode tells us that the student’s growth
mindset had the ripple effect on people around
her to share her problem and solve it with her.
English essay writing over the summer made her
recall that experience.

Autonomous learning

Thinking about luck may spur the students’
efforts to decrease their learning anxiety. In my
students’ case, they tend to think that in addition
to luck, making their own efforts is essential to
continue to be lucky. Applying this notion to
Dweck’s growth mindset, it shows they have a
positive attitude towards learning. The concept
of making efforts is familiar to them since they
have to make efforts daily in studying and in
club activities. The growth mindset helps them
shift their minds from the fixed mindsets or
stereotypes that dominate their lives. By know-

ing how to use the growth mindset, they have
the option of taking the initiative of their own
learning and experiences.

Nurturing the growth mindset takes on a new
importance for Japanese students ever since the
Great East Japan Earthquake in March. During a
challenging time, I believe learning the concept
of the growth mindset will give the students a
strategy to face reality and improve their present
state by making their own efforts.
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A new perspective on tasks

Influential works such as Nunan (1989; 2004) and
Willis (1996) have helped popularize Task-Based
Language Teaching (TBLT), but many teachers
remain confused by conflicting opinions about
exactly what tasks are, and how to use them.
However, the core principles of TBLT can, in fact,
be applied without adhering to any particular
TBLT framework. Reports of TBLT in local
contexts usually focus not on the importance

of obeying someone else’s rules, but on how to
create or adapt tasks and frameworks to meet
the needs of particular learners (e.g., Edwards &
Willis, 2005). That is, teachers who report success
with tasks typically view them as flexible tools.
Many more teachers could benefit from consider-
ing TBLT not as an all-embracing method, but

as a set of beliefs and assumptions that can also
enhance courses built around Present-Practice-
Produce (PPP) or other methodologies.

Tasks within a non-TBLT framework

The first practical step for teachers reluctant to
make wholesale changes to their teaching, but
interested in the benefits of task-based interac-
tion, is to familiarize themselves with the criteria
proposed by Willis and Willis (2007) for deter-
mining how task-like an activity is:

I. Does the task have a goal/outcome?

Tasks are more likely to focus attention primarily
on meaning, and to produce authentic discourse
in which learners are genuinely engaged, if they
have clear, non-linguistic goals. Good tasks
engage learners in actions such as ordering or
sorting information, agreeing on a solution or
course of action, creating a story, and so on.

2. Is success judged in terms of the outcome?

What is the teacher’s role during the task? Help-
ing, facilitating, and supplying the odd word or
phrase all reinforce the importance of the goal,
whereas simply correcting errors does not. And
what happens after the task? A genuinely goal-
oriented task is usually followed by a discussion
or report based on the task outcome.

3. Is the focus primarily on meaning?

A meaning-focused task encourages learners

to exploit any linguistic resources available to
them to reach an outcome. Grammar boxes, lists
of useful expressions, model dialogues, and so
on, can all have their place, but can be counter-
productive if presented at a time and in a way
that directs attention primarily to language form
during task performance.

4. Is there some relation to real-world activities?

Classroom tasks need not be restricted to
activities that literally occur in everyday life,

but should elicit forms of discourse useful in

the real world: stating opinions, agreeing and
disagreeing, eliciting information, and storytell-
ing among others. They should give learners
chances to produce meanings useful in the target
discourse community, not contrived to illustrate
a grammar point.

5. Is the task interesting/engaging?

Whether learners find a task interesting and
engaging will depend on many factors, but what
is certain is that “without engagement, without
genuine interest, there can be no focus on
meaning or outcome. Learners have to want to
achieve an outcome, they have to want to engage
in meaning” (Willis & Willis, 2007, p. 13).

6. Is completion a priority?

In short, are students given enough time to
finish, and are they encouraged to do so?

Drawing on these criteria to improve tasks,
teachers should not restrict their attention to the
main interactive activity of a lesson. Textbooks
often also include many other task-like activi-
ties: for example, warm-up activities involving
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quizzes, brainstorming, or sharing opinions; or
comprehension questions following listening or
reading passages. Some textbook activities are
already tasks in the TBLT sense, and many others
can easily be made so, for example by adding a
goal, or by including a report stage. Ironically,
often the only activities labelled as fasks in
textbooks are ones that focus attention primarily
on form (an instruction to have a conversation like
the one above is not a task!).

Designing task-based lessons around PPP-
oriented textbooks might thus require only
tweaking instructions, changing the order of
activities, or doing tasks with books closed to
keep attention focused on meaning. Model lan-
guage in textbooks can be given closer attention
after the task, and compared with other ways of
expressing similar meanings.

Teachers should also make room in lessons
for a focus on the interactive lexical phrases that
advanced speakers use to support fluent task
interaction. Recordings of advanced speakers
performing tasks can be used to draw attention
to simple but useful phrases used to, for exam-
ple, begin tasks (OK, let’s start), sequence interac-
tion (Next.... / Now let’s....), or give feedback (OK
/ Really? | Me, too) (Hobbs, 2005).
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Conclusions

Teachers who take practical steps towards
task-based teaching will find themselves moving
in the same direction, but need not start from the
same place or move at the same pace. Whatever
your learners’ needs, whatever restrictions are
placed on you in terms of curriculum, textbooks,
and exams, it is well worth considering what
task-based teaching can offer you, and how

you and your learners might benefit from those
small, simple first steps towards TBLT.
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Japanese universities as a means of enrich-

ing students’ educational experiences. Many
such institutions take a proactive approach in
preparing students for their sojourns, providing
pre-departure orientations that cover logistical
exigencies and, less commonly, intercultural
communication awareness and skills training.
However, no matter how wonderful the time
passed abroad, if there are no opportunities after
re-entry to their home countries for students
to reflect upon their experiences or to integrate
insights made abroad into their lives back home,
then such sojourns may amount to nothing more
than superficial cultural tourism. It is critical
to provide not only pre-departure orientations
before going abroad, but also programs after
re-entry to students” home countries which
encourage them to analyze their foreign experi-
ences and the process of re-integration into their
native cultures.

S tudy abroad programs are a mainstay at

By leveraging the educational potential inher-
ent in pre-departure and re-entry intercultural
training, Bennett and Paige (2008, October)
emphasized that educators can facilitate sig-
nificant improvements in students’ intercultural
learning, which refers to acquiring increased
awareness of the subjective world view of others,
as well as oneself, and to developing greater
ability to interact sensitively and competently
across cultures. Intercultural learning—including
the empathy, self-awareness, and culture-specific
knowledge and skills that it encompasses—is,
they contended, both transferable from one
culture to another and can be generalized across
cultural contexts.

Despite numerous potential benefits, few
educational institutions provide re-entry educa-
tion for their students. Therefore, the goals in
this paper are to describe (1) the objectives and
rewards of re-entry education, (2) how a re-entry
education program was structured at the French
university Telecom Lille 1, and (3) the education-

al methods and activities used in a course about
Japanese culture which I, the author, taught as
part of this program.

The literature described three goals of re-entry
education. First, LaBrack (1993) argued that it is
essential to “use the actual overseas experience
as a behavioral/social text to be deciphered,
analyzed, and finally melded with the student’s
ongoing pursuits and personal development” (p.
245). If students do not have the chance to inte-
grate their foreign experiences with their present
lives, or to lock in the advances in intercultural
awareness and skills that they developed abroad,
then such gains may be lost. Therefore, re-entry
education is a golden opportunity to promulgate
among students intercultural learning and the
personal growth that it engenders.

A second goal of re-entry education is to help
students cope with reverse culture shock—i.e.,
the transitional experience of readjusting to one’s
home culture—which can have a greater impact
than culture shock (Adler, 1975). A third objec-
tive of re-entry education is for students to learn
from the experiences and perspectives of other
students who have studied abroad. By sharing
stories of their sojourns as well as the struggles
faced after returning home, students realize
that they are not alone in feeling the challenges
resulting from reverse culture shock.

Telecom Lille 1—located in Lille, France, is
implementing a flagship re-entry education
program in a European setting. Before studying
abroad, students complete a thirty-hour intro-
ductory course in intercultural communication,
thus receiving exposure to the basic concepts in
the field. Then they spend two and a half months
in one of 25 countries interning at companies
and staying with host families. After returning
to France, each student is required to take a
one-week intensive class consisting of 25 contact
hours at the Winter Institute of Intercultural
Communication (WIIC).

The goals of my course, Effective Intercultural
Communication With Japanese People, were that
participants would (1) examine Japanese subjec-
tive (i.e., subconscious) culture (Bennett, 1998)
and how to overcome common culture-based
misunderstandings between Japanese and non-
Japanese people, (2) reflect upon their previous
experiences abroad and strategize how to use
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the knowledge that they gained to improve their
general intercultural communication skills, and
(3) increase their self-cultural awareness by using
concepts from the field of intercultural commu-
nication to explain French subjective culture.

The course was divided into a three-step
simulation: pre-departure orientation, a one-
week work trip to Japan, and re-entry to France.
The simulation of working in Japan provided
an opportunity for the students to experience
Japan via their guided imaginations. Through
the mutually-reinforcing processes of learning
about Japan, reflecting upon their actual time
abroad as well as their re-entry experiences in
France, and acting as French cultural informants
to the teacher, students had the chance to revisit
and deepen their understanding of the concepts
which they had learned in their original intro-
ductory course in intercultural communication.
In other words, they could advance their mastery
of concepts and skills that promote effective in-
tercultural communication and actualize deeper
self-understanding—thus helping to achieve the
broader goals of re-entry education.
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Seven: A collaborative
creative writing activity

ollaborative Creative Writing (CCW)
‘ offers students the opportunity to tap

their creativity and to practice composi-
tion on a word processor without encumbering
the instructor with piles of paper to mark. In
CCW, multiple authors create a story. Chapters
are written by individual writers, each basing
their chapter on the storyline of earlier chapters
by other writers. This collaborative creative
writing assignment is called Seven, a story of
seven chapters, each 100 to 200 words, produced
on a word processor. One story is written by
seven students, who take turns adding a chapter.
A class of 30 students would produce 30 stories,
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each commenced by one student and completed
by six others over the course of a semester.

For the beginning of the first chapter, students
choose one of several prompts provided by the
instructor, and continue with their own words.
Here is a sample prompt:

“I hate this family!” I yelled as I packed my
bag. I had to get out of that house, but where
could I go? I had saved some money, but not
much. I needed a place to stay and a job.

The story then moves from student to student
and grows chapter by chapter, as illustrated in
Table 1.

CCW furthers pedagogical objectives that may
get overlooked in the L2 classroom: collabora-
tion, creative thinking, and written fluency.

Collaboration

Collaborative writing has a clear advantage over
solo authorship: the audience is larger and more
authentic (Crusan, 2010, p. 140). One indicator

of the authenticity of the audience is that CCW
entails a close reading in order to continue the
story.

A drawback of CCW is that its sequential
format precludes revision, an essential part
of the creative endeavor and of the writing
process. Chapters are effectively written in stone
since later chapters are based on earlier ones. If
revision is a high priority in a class, then single-
author creative writing would be more suitable
but would lose the benefit of collaboration.

Creativity

CCW is based on the believing game (also called
methodological believing), the disciplined practice
of trying to be as welcoming or accepting as pos-
sible to every idea we encounter (Elbow, 2008).
In the believing game, we temporarily withhold
judgment, disagreement, and criticism, aspects of
the doubting game. CCW asks writers to accept
and build upon the ideas of others, who in turn
have their ideas accepted unconditionally.

Creativity entails the search for something nov-
el, as well as the concomitant risk of mistake and
failure. As Ken Robinson observed, “If you're
not prepared to be wrong, you'll never produce
anything original” (Robinson & Aronica, 2009, p.
74). This caveat notwithstanding, it may be hard
for language students to embrace the pursuit of
creative ends since school typically instills aver-
sion to error first and foremost. An instructor can
shift student focus by ignoring language error.

Fluency

One striking feature of CCW is the absence of
corrective feedback on student language. Many
practitioners will be skeptical of the learning
value of a non-assessed activity, but accuracy,
albeit important, need not be the focus of every
writing assignment. For example, teachers
typically refrain from assessing student journals,
common in writing and L2 classes. In this light,
CCW could be regarded as a multi-author
fictional journal.

CCW aims at promoting fluency, “writers’
ability to produce a lot of language (or to read)

Table |. Progression of story from student to student

Assign-

men% # Student1 Student 2 Student 3 Student 4 Student 5 Student 6 Student 7
7 Chapter 7
6 Chapter 6 Chapter 6
5 Chapter 5 Chapter 5 Chapter 5
4 Chapter 4 Chapter 4 Chapter 4 Chapter 4
3 Chapter 3 Chapter 3 Chapter 3 Chapter 3 Chapter 3
2 Chapter 2 Chapter 2 Chapter 2 Chapter 2 Chapter 2 Chapter 2
1 Chapter 1 Chapter 1 Chapter 1 Chapter 1 Chapter 1 Chapter 1 Chapter 1

Note. This table shows students adding a chapter (in boldface) to the set of chapters that they receive from the
previous student, then, passing the whole story on to the next student (arrows). Students also submit the chapter

that they write to the instructor.

THE LANGUAGE TEACHER: 35.5 + September / October 2011 | B§



TLT » A Taste of JALT2010 * Excerpts from the Proceedings

without excessive hesitations, blocks, and inter-
ruptions” (Casanave, 2004, p. 67). Because of

the inverse relationship between fluency and
accuracy, students cannot devote attention to
both simultaneously. Accuracy usually takes
precedence. Without the opportunity to work on
fluency, students may not develop the ability to
confidently generate prose. Moreover, corrective
feedback underscores the shortcomings of a piece
of writing. Assessing L2 work for accuracy may
stultify creativity and motivation, and could
make students more conservative in their creative
expression. Within the context of one activity,
students are freed of concerns over accuracy.
Other writing assignments can promote accuracy.

Christian Perry has a penchant for eschewing
bio data.
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Ithough they may be in the minority in
the fields of TESOL and applied linguis-

tics, various researchers have investigated

Ideological messages
embedded in an EFL

textbook

the politics of language education, specifically
that of English Language Teaching (ELT) (Pen-
nycook, 2001; Phillipson, 1992; Tollefson, 2000). It
has also been maintained that textbooks used in
education play a crucial role, not only in reflect-
ing, but also in reproducing the social relations
of power that exist outside classrooms (Blaut,
1993; Dendrinos, 1992; Gray, 2001).

This study aimed to reveal ideological mes-
sages embedded in an EFL textbook by using
Critical Discourse Analysis (CDA) (Fairclough,
1989, 1995). The textbook in question was
Columbus 21 English Course (hereafter C21) (Togo,
Ishikawa, Ota, Owada, Kanehara & Koizumi,
2006), which was approved by the Ministry of
Education, Culture, Sports, Science and Technol-
ogy (MEXT) in 2005, and is currently used at
junior high schools in Japan.
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Critical analysis of C21

The analysis here focused on the characters in
C21. The findings were discussed in terms of the
characters’ (1) nationality and (2) personality,
while occasionally making reference to the topics
that appear throughout the texts.

Nationality

C21 presents two main characters: a male
student, Hiro, and a female student, Jenny. Hiro
is Japanese, whereas Jenny is American. The
inclusion of only Japanese and American nation-
alities among the main characters is reinforced
by the existence of supporting characters; all of
the supporting characters also come from Japan
and the United States. The US-only orientation in
establishing the main and supporting characters
is closely connected to the subject matter in C21,
which focuses on issues regarding Japan and the
United States throughout the three volumes.

These findings showed that C21 provides
students with exposure to “a limited section of
the world” (Matsuda, 2002, p. 438), which may
cause them to develop a biased viewpoint. It
was also argued that the US-only orientation in
C21 reflects the fact that in Japan foreign country
is almost always equated with the United States
(Nakamura, 1993). Simultaneously, there is a
great possibility that this US-oriented discourse
becomes naturalized (Fairclough, 1989, p. 92)
through classroom discursive practice to the
extent that students might assume that foreign
country refers almost exclusively to the United
States (Nakamura, 1993).

Personality

The personality of each of the main characters

is another feature that uncovered ideologies. In
C21, Hiro and Jenny appear to have contrastive
personalities. Hiro is described as being passive
and poor at self-expression, whereas Jenny is ac-
tive and good at self-expression. Moreover, while
Hiro has a tendency to emphasize harmony,
Jenny tends to fight for justice.

Such a contrast between the personalities of
these characters is very similar to “the cultural
dichotomization of the West versus the East”
(Kubota, 1999, p. 15), which is often constructed
in the fields of TESOL and applied linguistics.

Referring to Foucault (1978), who suggests that
“it is in discourse that power and knowledge are
joined together” (p. 100), Kubota (1999) points
out that cultural dichotomies are constructed by
discourses. Taking this argument into considera-
tion, it can be said that contrasting Japanese and
American personalities in an English textbook
contributes to constructing and reproducing
dichotomous labeling which promotes “the
Othering, stereotyping, misrepresenting, and
essentializing” (p. 15) of both cultures. Such
cultural labeling in C21 may also result in its
legitimation as particular truth and knowledge
through classroom discursive practice, encourag-
ing students to regard these labels as natural.

Implications

As mentioned above, the discourse and cultural
dichotomy in C21 might result in their legitima-
tion as particular truth and knowledge in real
classrooms. At the same time, however, the
discourse and cultural dichotomy could be
challenged and resisted by teachers’ questioning
them and providing their students with the op-
portunity to criticize them. According to Sun-
derland (1994), “[t]he most non-sexist textbook
can become sexist in the hands of a teacher with
sexist attitudes” (p. 64 in Sunderland, Abdul
Rahim, Cowley, Leontzakou & Shattuck, 2000,
p- 260). Conversely, the most sexist textbook can
become non-sexist in the hands of a teacher with
non-sexist attitudes. If this is taken into account,
C21 can be used in alternative ways.

Conclusion

This study, through the use of CDA, revealed
C21’s US-only orientation and dichotomous
representation of Japanese and US culture. It
was also pointed out that classroom discursive
practice can either reproduce these features or
challenge and resist them. Considering this, it
can be suggested that research on a textbook
is not sufficient without addressing the ways
in which it is actually used in real classrooms.
In brief, “[w]hat is done with a text is of equal
importance” (Pennycook, 2007, p. 84). As the
next step after critical analyses of a textbook, it
is also important to explore teacher (or student)
talk around the textbook. This would advance
the project of challenge and resistance.
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used in the foreign language classrooms

(Greenfield, 2003; Muehleisen, 1997; O’'Dowd,
2003; Sakar, 2001; Vinagre, 2005). Many studies
reveal email exchange is effective to promote
cross-cultural understanding and provide
motivation to language learning (Greenfield;
2003, Sakar; 2001).

This paper reports the use and effects of an
email exchange projects between American and
Japanese college students. The purpose of this
email project was to provide students with op-
portunities to communicate with speakers of their
target language and have them realize that they
can communicate using what they have learned.

I n recent years email exchange has been widely

This email exchange project was conducted
between an American university and a Japanese
university. Students at the American university
were Japanese language learners in an inter-
mediate level Japanese course. Students at the
Japanese university were freshman in a CALL
English course. Both the American university and
the Japanese university basically followed the
same procedure. Instructors paired an American
student and a Japanese student by taking the top-
ics they chose into consideration. First, students
wrote a self-introduction essay in their target
language, and brainstormed about what they
want to ask their partner in class. After correcting
the self-introduction essay and creating three
questions to ask in their target language, they
sent an email to their partner. After several email
exchanges, each student wrote an essay based on
the information they received from their partner,
and they presented the essay in class.

After the project, a survey was conducted
in both universities. The result of the survey
at the Japanese university shows that most of
the students enjoyed this project. The most
common reason was because they were able to
communicate with American students and learn
about American people and culture. However,
there were also some students who said they did
not enjoy this project. The reasons were various,
but those who did not like the project usually
had technical problems. Some students preferred
to send email from their mobile phones. Other
students were not familiar with email and had
difficulty typing English. Only a small group
voiced these comments, but these technical

problems are very important points that we
need to consider. For the question What was
good for you about the email project?, 40 students
answered can practice reading and writing English;
46 students answered can learn American culture;
and 12 students answered can make an American
friend. For the question Do you want to participate
in an email project again? 65 out of 81 students
answered yes; 14 students answered I do not
know; and 2 students answered no. The common
reasons for yes were because they want to know
more about the U.S., they want to communicate
more with American people, and the email
project motivates them to study English.

The result of the survey conducted at the
American university shows that most of the
students considered this project helpful in
improving reading and writing skills. Students
also answered that the project was effective to
deepen their knowledge about Japanese culture
and society. For the question What was the most
difficult part of this email project?, the most com-
mon answer was writing and reading emails
written in Japanese. The comments reveal that it
took time for them to write emails respectfully
and read emails including grammar and expres-
sions they do not know. They also answered
that it was intimidating to send emails and ask
questions to unacquainted persons. For the ques-
tion What was the most enjoyable part of this email
project?, the number of students who answered
communicating with Japanese students and
reading emails from their partners was the
largest. The most common comment about this
project overall was that they consider this project
effective to improve Japanese ability. There were
also comments that said this project was a good
opportunity to reflect on their Japanese learning
and realize their improvement in Japanese.

In conclusion, according to the students’
surveys and teachers’ observations, this email
project played an important role for students of
authentic foreign language learning. The results
of the survey show that students consider this
email project helpful for improving their writing
and reading skills while enjoying communica-
tion with their partners. This project was also
successful in having students deepen their
knowledge about their target language culture
and society. In addition, this project was effec-
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tive to make students reflect on their language
learning and recognize their growth.
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Manga as a linguistic
resource for learning

Giancarla Unser-Schutz,
Hitotsubashi University

EFICBWC I UACH ST BELPBAREFEEZRODIASFERE
BUDDHB. TDERELT IV HAZHMELTEDPTO LT HHE
DEATND, LDPLEDS R APRRHDDOFRHPT N EFHMEEN
TWARE. ¥ ADEBNFHROARMEARSITONTIEM ok
1O RUAEEMELTERTDDICHLELRMEDPEO TS LIEE
WEEO, AR, BEPRELALI-—NRATRIZFBHEBNTEHL
ZBUC R UAZHEMELTCERTDOIREEZBUEZADHAATHD. T
NICHY, ERZ_SICBERREEDD, E—FIHDORE LD
FREENODNIVAREICRSIFETHD, BRI UAICEITDL
HEERTUVFAIATEORRTHD. Y HeHMELTERT 8
EHEMICRABDS I ADEBNFHERETLEREZHFAS.

become a reason for studying Japanese

abroad, resulting in interest in using popular
culture—and in particular, manga (comics) and
anime (cartoons)—for language study (Kumano,
2010). This paper focuses on how manga has been
presented as a possible tool, particularly given
that their linguistic characteristics are largely to
be examined, and offers context by introducing
a popular manga corpus. Taking a critical stance
towards the assumed ease of manga, this paper

J apanese popular culture has increasingly

focuses on two points: unusual orthographic
styles and gendered speech pattern. While
supporting manga as a resource, this paper will
argue that manga’s linguistic characteristics
necessitate more consideration.

One observes two major approaches for using
manga for educational purposes. The first is
content-oriented, where manga are used to teach
subjects like economics or history. The second
approach is language-oriented, where manga
are used for studying Japanese itself. While this
paper concerns the latter approach, it still offers
the chance to study Japanese within a cultural
context. This is one of the advantages suggested
for using manga, as they are assumed to reflect
the “real” Japan. Other advantages include their
low-cost, their entertainment value for students,
sudents are not always positive about manga in
the classroom, and with the number of words-
per-page low, manga can be costly for their
linguistic content. Their rich visual context also
means linguistic dependency is low.

It is also unclear how to actually use manga,
given the lack of comprehensive research on
manga’s linguistic characteristics. One often
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sees made-for-textbook manga, yet as controlled
works, they are less complicated and less diverse
than an authentic series. Made-for-textbook
manga may also miss an important point: stu-
dents want the skills to read an authentic series.
More knowledge about language in manga is
necessary for their effective use in the classroom,
and real data—such as the corpus introduced
here—is essential. The corpus includes the first
three volumes of eight popular titles—four each
from shounen-manga (boys’ manga) and shoujo-
manga (girls’ manga)—for 579,261 characters. It
includes all linguistic data found, categorized
into lines, thoughts, narration, onomatopoeia,
background text, background lines/thoughts,
comments and titles.

Looking first at orthography, a characteristic
of manga is how they describe spoken speech
through the use of non-standard orthography,
which may affect learners” processing (Cook &
Bassetti, 2005). There are three major points to
note. First, individual sentences are wrapped
into small strings or fragmented over multiple
bubbles, requiring readers to make accurate
connections. Second, 22.08% of characters are
orthographic symbols, with non-standard forms
common (the space) and usually common forms
uncommon (the touten “. ”). Third, variation
in scripts is common, with hiragana used most
commonly (50.86%), and the same words are
often written differently even within a series.
While non-standard orthography is not unique
to mangu, its effect on how manga are read is yet
unclear, and one cannot assume that manga will
be easy. For example, while the higher use of the
syllabaries may be easier for beginner readers,
variation may make it difficult to recognize
words derivable to single forms.

Second, gendered language is a major charac-
teristic of Japanese and a point of argument in
language education. While beginner students
may find it difficult, advanced students may not
seem natural without it. If language in manga
is truly naturalistic, then they might be useful
for learning gendered speech. To consider these
points, the author conducted studies on personal
pronouns and sentence final particles (SFPs)
from lines, finding that gendered speech in man-
qa paints a complicated picture. While personal
pronouns patterned relatively realistically, SFP

usages differed greatly by genre, especially for
female characters. Female characters in shoujo-
manga used neutral forms (42.42% /SFPs) and
mildly male forms most commonly, similar to
current young girls’ speech. In comparison,
female characters in shounen-manga used strongly
feminine forms most commonly (45.64%), which
are now largely in disuse (Okamoto, 1995).
While manga may aim for realism, as fiction, one
must expect some level of stereotyped speech
forms, which may be important in character
development (Kinsui, 2007). Genre appears to
be an important factor, and it may need to be
considered when choosing a series.

By looking at the above issues in detail, this
paper aims to show that while using manga
might get students engaged in new ways, their
linguistic landscapes may not be as clear-cut
as has been supposed. It may be necessary to
actively consider how text is presented, and
to reconsider its nature as a language model.
Taking the time to talk about these points with
students could be a good opportunity to think
about how and why texts differ. Comics being
an international medium, the points raised here
may also be applicable to other languages, using
either translated manga or non-Japanese comics.
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