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In this month's issue . . .

elcome to the July/August issue of The Language
W Teacher! As we are near the end of the spring semes-

ter 'm sure many of you will be busy with exams
and grading assignments, and 1 hope you will find this issue a
pleasant break from all your hard work. For me, this August
will be my third year as Assistant Editor on TLT, and I feel very
lucky to have worked with such a fantastic team of volunteers
for so long. Of course, each year the team changes a little, as
new people join and some people sadly leave. This issue we're
saying goodbye to Neil Stead, who has helped us with copy-
editing and proofreading for over four years—longer than I've
been on the team to know! We've gained two new column
editors this year: Marian Hara has joined Mari Nakamura
on the slightly renamed Younger Learners column and Paul
Beaufait has taken over from Charles Moore on Writers' Work-
shop, which is continuing the series on applying for Kaken
grants. Stephen Case and Ryan Barnes have also moved from
being proofreaders to co-column editors on Book Reviews and
Recently Received. Such changes mean that I've been able to
enjoy training new volunteer proofreaders again this year, and
1 look forward to welcoming more new people to the team
soon. The relationships 1 get to build as part of the TLT team
are definitely a highlight of my role, the other being reading all
the great articles and columns in every issue.

Our Feature Articles in this issue address learner anxiety
and one of its common causes—tests. First, Jonathan M.
Shachter tracked student anxiety about speaking in English
over one semester. He found that students became more
relaxed as the course progressed, although they got more
nervous before performance tasks, especially before giving in-
dividual presentations. Next, Sawako Matsugu explains how
to design tests that objectively measure students’ achieve-
ment of the course goals. She emphasises the importance of
creating a table of specifications as a design guide and gives
examples of good and bad questions.

In Readers’ Forum, Simon Ball and Christopher Edelman
explore the relationship between students’ self-efficacy,
motivation, and perceived importance of English. They found
that although their students perceived English to be import-
ant, their self-efficacy and motivation towards English were
low. Sumie Matsuno discusses when and why students start

Continued over

TLT Editors: Gerry McLellan, Eric Shepherd Martin
TLT Japanese-Language Editor: Toshiko Sugino

THE LANGUAGE TEACHER 42.4 o July / August 2018 1 ‘



to like or dislike English, suggesting that in Japan
many students lose their motivation to study En-
glish in junior high school, and that their attitude
towards English is often connected to whether they
find it easy or difficult. Both articles highlight the
need to raise students’ confidence in their ability to
use English.

I would like to take this opportunity to thank all
the authors, editors, column editors, copyeditors,
proofreaders, and reviewers who work so hard to
produce the highest quality content, and also Mal-
colm Swanson, whose magic touch is responsible
for making it all look so good. It really does take a
huge team effort to bring you TLT six times each
year, and 1 hope all JALT members appreciate the
dedication involved as you read, learn, and enjoy!

Caroline Handley, TLT Assistant Editor
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FEATURE ARTICLE

Tracking and Quantifying Japanese
English Language Learner Speaking
Anxiety

Jonathan M. Shachter
Kyushu Sangyo University

This study tracked and quantitatively measured Japanese
English Language Learner (ELL) classroom speaking anxiety
over 12 weeks. Participants (N = 75) were first-year Japanese
Oral Communication students attending a public university
in Japan. The Nervousness Metric (NM) was created by the
researcher and was used as a quantitative tracking tool. Be-
ginning from the second week of one school term, students
filled out the NM two times in each lesson: once at the start
of each week’s lesson, and again prior to the lecturer’s as-
signed performance task. Quantitative data produced from
the NM tracking system suggested that participants’ anxiety
decreased, with the most significant decrease occurring be-
tween the first and second weeks of data collection. Addition-
al quantitative data indicated that within each lesson, anxiety
levels were raised pre-performance. Qualitative data support-
ed previous research by Woodrow (2006), which suggested
that ELLs prefer collaborative group activities over individual
oral presentations.

AEmIE 12BRBICOIY BAANKEFEE (ELD) OEFEPOIAC—F

T R R EBEL. BHICHET BT LABHE LT, BINE

(A# = 75%) l& BERDNRIARF CREA —2)VAZ21 =7 —3>
DEZEICBMLUTCVSERADKEIFETH S, ENGHRAETOY—
JIWELTEERE A M) vy (NM) BMEREN Tz, BEIFFHADE2EEIC
BRIAT L. PAITEEBBIARE S22 DBICNMERA LT, NMIZES
B7— 2Tl BIEEEE2BEOBICBAAELLORREA SEHE
EITRDT BT LT ENT, o, BERTIE ZRVERICFED
RRENED BT ENTEENT, FEDIAAY M EBENT -2 T
I&. Woodrow (2006) DFFZEEBEERDRERZ R L ELLIEFREATITS
CEER RS LHE TSI~ FEREFET & HARETNTL B,
S Unfortunately for Japanese English Language

Learners (ELLs), speaking in English can be a

terrifying endeavor. Learner anxiety is an impact-
ful force in the classroom, as it has been shown to
severely reduce cognitive ability (Kondo & Ying-Ling,
2004). Cognitive impediments can lead to lower
scores on assessments and reduced effectiveness in
accomplishing even basic classroom speaking tasks.
Therefore, Japanese ELL anxiety is an important fac-
tor that might go unrecognized by native-speaking
(NS) English teachers. By tracking and quantifying
Japanese ELL anxiety in regard to English speaking

peech. Surgery. Air travel. Are you nervous?

tasks, this study investigated participants’ patterns of
anxiety throughout the term.

Literature Review

According to Maftoon and Ziafar (2013), anxiety is a
significant affective factor in the English as a foreign
language (EFL) classroom because it “inhibits Japa-
nese learners from initiating conversations, raising
new topics, and challenging their teachers” (p. 74).
The five influential causes of Japanese ELL anxiety
proposed by Maftoon and Ziafar are (a) inexperi-
ence and cultural inhibitions in dealing with West-
ern teaching methods, (b) interactional domains,
(c) the teacher’s demeanor and attitude, (d) shyness,
and (e) the evaluation paradigm associated with an
activity.

The first cause has proven challenging to Japanese
learners and foreign EFL teachers alike because of
a wide pedagogical disconnect (Maftoon & Ziafar,
2013). Foreign teachers might assume that all Japa-
nese ELLs are familiar with standard EFL teaching
methodologies, such as the communicative lan-
guage teaching (CLT) approach. This, unfortunately,
is not the case. Not only are many Japanese ELLs
unfamiliar with the tenents of CLT methodology,
but in some cases, their pre-university English
classes might have been taught completely in Jap-
anese (Glasgow, 2014). When Japanese ELLs enter
their universities, they might have had exposure
to English, but that does not mean they have the
confidence or the experience to successfully adapt
to classes led by native teachers, or with activities
conducted through CLT methods.

Regarding interactional domains (the second
cause), “Japanese language learners assume a ritu-
alistic nature to classrooms, which is characterized
by ‘conventional rules; ‘formalities; and ‘highly
guided behavior” (Maftoon & Ziafar, 2013, p. 75).
With CLT, on the other hand, “learners are placed
in the communicative settings and acquire lan-
guage knowledge and communicative competence
through active participation and interaction; while

ny
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teachers change from a knowledge-giver to an orga-
nizer, facilitator and researcher” (Ju, 2013, p. 1581).
The CLT approach might differ greatly from the
methods that some Japanese ELLs experience prior
to entering university.

A teacher’s demeanor and attitude also are ex-
tremely important to the overall atmosphere of any
EFL classroom, but they are especially important in
Japan. The attitudes of Japanese students have been
shown to be severely altered when they are faced
with “a teacher’s aversive reactions” (Maftoon &
Ziafar, 2013, p. 75). While a lack of emotionality or
reservation is an attractive trait in Japanese society
(Matsumoto, 1991), shyness (the fourth cause of
anxiety listed by Maftoon and Ziafar) does not pro-
duce positive outcomes in oral production classes.

Maftoon and Ziafar include the evaluation
paradigm as the fifth cause of anxiety. They write
that Japanese students are inundated with high-
stakes testing throughout their junior and senior
high school years. In the realm of English testing,
students are expected to be competent in “grammar,
vocabulary, and comprehension” (p. 75), and are
not tested on their communicative ability as often.
This disconnect between what is tested and what is
expected in the foreign EFL classroom environment
can significantly lower students’ motivation to par-
ticipate in communicative activities.

Purpose of the Study

Previous research has focused heavily on the influ-
encing factors of, and possible remedies for, Japanese
ELL anxiety. However, there is a lack of longitudinal
quantitative data regarding the patterns of anxiety
in the classroom. The data produced in this study,
by tracking and quantifying ELL nervousness, give
teachers a means to investigate patterns of anxiety
within a curriculum cycle. For this study, it was
predicted that student anxiety would decrease at the
beginning of each class over the 12 lessons.

Methodology
Research Site and Participants

The data collection for this analysis took place at a
public Japanese university in the first term of 2017.
The participants were 75 first-year students (35
males and 40 females) in EFL Oral Communication
classes who were 18 and 19 years old. Although the
classes had different instructors, they shared the
same syllabus, teaching materials, assessment struc-
ture, and course outline. The Oral Communication
guidelines included the following learning goals:

(a) the acquisition of interactive communication

The Language Teacher ® Feature Article

strategies, (b) the strengthening of foundational
grammar and vocabulary, and (c) the development
of critical thinking skills to further the students’
abilities to think and express themselves in English.

Data Collection

Commencing in the second week of Oral Com-
munication 1, participants filled out a Nervousness
Metric (NM) at the start of each week’s lecture and
just prior to each lesson’s communicative task. The
NM was designed by the researcher for the purposes
of this data collection (see Appendix). This instru-
ment was informally piloted prior to the term with
adult students. Even though formal validity and re-
liability tests on the instrument were not conduct-
ed, the instrument is similar in function to self-as-
sessments of pain intensity used by doctors and
nurses. The NM is a simple instrument designed to
quickly elicit student self-reports of anxiety levels
on a scale from 1 (totally relaxed) to 10 (extremely
nervous). In addition to a quantitative self-report,
the NM provides students and researchers with a
qualitative data source, because both start-of-class
and pre-performance reports include a comment
section. The NM was created with the following cri-
teria: that it should (a) collect clear data, (b) be easy
for Japanese ELLs to use and understand, and (c) be
non-intrusive for instructors to implement within
an existing lesson plan. Data were collected from
weeks 2 through 7 and from weeks 9 through 14.
Weeks 1 (introductory lesson), 7 (midterm examina-
tion), and 15 (final examination) were not included
in this data collection.

At the start of each lesson, instructors gave a brief
preview of the day’s lecture and wrote a descrip-
tion of the performance task on the whiteboard.
Performance tasks included individual speeches,
group presentations, and class-observed dialogues.
Immediately after announcing the designated per-
formance task (within the first five minutes of class),
the NM was distributed. Students were instructed
to complete the quantitative metric (in regard to
English speaking anxiety specifically), but were told
that completing the comment section was optional.
Students were requested to leave their comments
in English because the researcher hoped to elicit
a simple response. After completion, the NM was
put aside to not distract from the lecturer’s presen-
tation and practice stages. After the presentation
and practice stages were finished, the instructors
again announced the day’s performance task and
prompted students to fill out the pre-performance
section of the NM. Again, students were instructed
that the quantitative metric should be filled-out,
and that completing the comment section was

| 4
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Shachter: Tracking and Quantifying Japanese English Language Learner Speaking Anxiety

optional. Once completed, the NM was collected by
instructors, and students then performed that day’s
performance task.

Data Analysis

The questionnaires were collected at the end of
each week’s lesson. Quantitative data were input,
and then two average scores (start of class and
pre-performance) were produced. The average met-
rics of all participants were then combined to pro-
duce the study’s start-of-class and pre-performance
average score(s). At the end of the term, qualitative
data were compiled and grouped into the follow-
ing categories: start of class, pre-performance,
comment type (positive, negative, or neutral), and
frequency.

Findings
Quantitative Results

Table 1. Weekly NM Averages

Week Start of Class Pre-Performance
2 4.7 74
3 4.1 6.2
4 3.8 5.9
5 3.8 54
6 3.5 5.3
8 3.5 5.3
9 34 4.8
10 33 5.3
1 3.1 5.0
12 3.0 4.2
13 2.9 49
14 2.9 4.7

Table 1 displays a summary of nervousness rating
scores. The highest start-of-class average nervous-
ness score on the NM (4.7) was produced in the
week 2 lesson, and the lowest (2.9) was produced in
weeks 13 and 14. In the data from the week 2 lesson
through the week 14 lesson, NM reports indicated
a total reduction of 1.8 points. The largest change
(-0.6) from week to week occurred between the
week 2 lesson and the week 3 lesson. During the
duration of data collection, scores either decreased
or remained equal from week to week.

The highest pre-performance score on the NM
(7.4) was produced in the week 2 lesson, and the
lowest (4.2) was produced in week 12. Within the
span of the data, the reported NM scores indicated
a maximum reduction of 3.2. The largest change
(-1.2) from week-to-week also occurred between
the week 2 lesson and the week 3 lesson. On two
occasions during data collection (week 9 to week 10,
and week 12 to week 13), NM scores indicated an in-
crease of nervousness. The causes of these increases
were not determined. In the remaining weeks of
data collection, nervousness either decreased or
remained equal from week to week.

Qualitative Results

Table 2. Start of Class

Comment Frequency Type
1 like this class. 105 +

1 like speaking to my friends 39 +
in English.

I'm getting used to this class. 31 +
I'm not good at speaking 27 -
English.

I'm tired. 22 N

1 like English. 17 +

I don’t like to speak in public. 8 -

Note. + = positive; - = negative; N = neutral.

Table 2 shows a summary of start-of-class com-
ments collected from students’ surveys. Organizing
the seven start-of-class comment types, there were
four variants of positive comments, two variants of
negative comments, and one comment was catego-
rized as neutral. Of the total amount of comments
produced (248), 191 were positive (77%), 35 were
negative (14%), and 22 were neutral (8%). As the
term progressed, the number of positive comments
increased.

Table 3 shows a summary of pre-performance
comments collected from students’ surveys. Stu-
dents wrote six variants of negative comments,
four variants of positive comments, and two
neutral-type comments. Of the total amount of
comments submitted (225), 123 were negative (54%),
73 were positive (32%), and 29 were neutral (12%).
As the term progressed, the frequency of negative
comments decreased. There were more variations
of pre-performance comments (12) compared with
start-of-class comments (seven).

)
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Table 3. Pre-Performance

The Language Teacher ® Feature Article

Comment Frequency Type
1 liked today’s class. 34 +
I'm not good at speaking in 34 -
public.

I can’t speak English well. 33 -
I don't like to speak in public. 29 -
I'm getting used to this class. 23 +
1 prefer group tasks. 18 N
I'm shy. 1 N
I don’t have confidence. 9 -
English is difficult. 9 -
I'm afraid to make a mistake. 9 -
I want to speak English well. 8 +
1 like speaking English. 8 +

Note. + = positive; - = negative; N = neutral.

Discussion and Implications

Data produced from the NM tracking system sug-
gest that participants’ anxiety decreased, with the
most significant decrease occurring between weeks
2 and 3. Over the course of the term, the number
of positive comments increased, and the number
of negative comments decreased. There were more
variations of comments related to pre-performance
anxiety (12) than to start-of-class anxiety (seven).
The quantitative results show that Japanese ELL
speaking anxiety is consistently higher prior to
performance than at the start of class. Throughout
the term, positive comments occurred at a higher
rate at the start of class and negative comments
occurred at a higher rate pre-performance. These
qualitative findings align with the quantitative
data results which indicated that anxiety levels are
higher at the pre-performance stage of the lesson.
The qualitative data collected in this study also
suggest that Japanese ELLs prefer collaborative
group activities over individual oral presentations.
Comments indicating anxiety related to individual
speeches (e.g., “1 don’t like speaking in public,” “I'm
not good at speaking in public,” etc.) occurred 71
times. These findings support the conclusions of
Woodrow (20006), who reported that “giving oral
presentations and performing in front of classmates
were the most reported stressors for in-class situa-
tions” (p. 322).

The ramifications of Japanese ELL speaking anx-
iety in the university classroom are twofold. First,

language anxiety directly impacts cognitive process-
ing in the second language (Maclntyre & Gardner,
1994). Second, compared with Western students,
particularly Americans, Japanese emotionality can
be less obvious and more difficult for NS teachers

to recognize (Matsumoto, 1991; Matsumoto et al.,
2002). Japanese ELLs might be too shy to verbalize
their concerns, so the NM provides a written plat-
form to promote effective communication between
the instructor and Japanese ELLs. Instructor-to-stu-
dent interaction is a crucial factor in alleviating
learner anxiety (Ohata, 2005), so the identification
of these anxiety levels is partially the responsibility
of the NS English instructor.

Reducing speaking anxiety in the classroom
was not the central thesis of this paper. However,
it should be noted that the researcher observed a
positive response while students were completing
the NM. Further research is needed to test the
possible palliative effects of the NM itself, but one
explanation could be the NM’s journaling compo-
nent. Writing positive comments, such as “1 like this
class,” could be categorized as “gratitude journaling”
(Flinchbaugh, Moore, Chang, & May, 2011). Flinch-
baugh et al. concluded that students who imple-
mented gratitude journaling “showed a heightened
level of meaningfulness and engagement in the
classroom” (p. 191). Raised pre-performance anxiety
could have been a factor in the larger variations of
pre-performance comments.

Conclusion

Quantitative data produced from the NM suggest
that Japanese ELL anxiety does decrease without
intervention, and increases most significantly
between the first and second weeks of data collec-
tion. Qualitative data confirmed previous research
by Woodrow (20006), which suggested that ELLs
prefer collaborative group activities over individual
oral presentations. The existence of Japanese ELL
anxiety is an important factor that might go unrec-
ognized by NS English teachers. The NM can help
NS English instructors to detect levels of Japanese
ELL speaking anxiety. This study is unique in that
it has attempted to expand the notion of nervous-
ness beyond a yes-or-no construct. If an individual
is nervous it might be helpful to consider how
nervous they are. Future research is needed to de-
termine whether the quantification of nervousness
might prove effective in decreasing nervousness
itself. Furthermore, the quantification of nervous-
ness might help to identify where peak performance
occurs and/or where nervousness begins to deter
performance.
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Appendix

Nervousness Metric (NM)
Age:

e

Male (}3)/ Female (20)

SIXVdd LIVl

On a scale of 1 - 10, 1 being totally relaxed and 10
being extremely nervous, how much anxiety do you
have now? Please fill in the appropriate box.

<

[
0B BEEAIE T LZIEHICU T 7 AL TWDIREE, 10 2
WFIEHICRIRL CWAIRIEZET 5L, S0H =Dk | —
BIIEDREICARDETN?EA THERITIEDIT TS O
Ean, Q
C
%)
Class Start
12 34567 ]8[9]10] ~
(Totally relaxed) (Extremely nervous)
GEFIZUTY I AL TNWD) FERITEIRLTND)
Comments:
dAb:

Pre-Performance

1 2/3]4]s5]6]7]8]9]10
Comments:

OdAB:
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KR ClE BETREEINDZET A MNEREINSBBDIERITH
BIE3DDRAT VI EBNT B BEENITIE . AUF2TLEEOT—)V
PEETEEEDRE LB ROBRZSETANER, 2. 7AME
EROIER. 3. BEIER CH 5. SHMISBELBEICOLGNOTH. #
EFFBIHERIRMENTVEITNEESEW, LIch > FEIT
FERGELICTAMERIETTERL, Tl BREIRPEETCEE LR
A=y bR Y I ENS VAL CAES BITIET A MBERDIFRICE
FTHZ, TAMEERE G FETHERE N EY VSEORNEZ AR
[ITIDDRICEEDBDTH B, ZEIC, TANTEEERT BlcbhTc
DCERPTA Vv MNEESDRAEEREREBNT o
This paper introduces three important steps for writing items
in objective tests used in classroom-contexts; namely, pre-
paring for the test, which includes writing course goals and
objectives and defining the construct, making a table of spec-
ifications, and writing items. Because assessment is deeply
intertwined with instruction, which reflects pre-determined
course goals and objectives, tests cannot be developed with-
out instructional goals and objectives. Furthermore, in order
to assess constructs and units/topics covered in the class in a
balanced manner, a table of specifications, which is a two-way
chart that lists both the instructional objectives and test con-
tent, is an important tool. Finally, several tips for developing
items are introduced.

FU®IC

HETEMINDT AT, FHEDEBMRIETT
IE<BEOBEEDHRITOVTOFEREDRIETED, &
512, ZNS5DT AN (BIZIE/NT AL, & RS Ofs R
IR EDAEDKE D EHDHZENZLY  (Gullickson,
1984), 2D XK D7527 ARldthe Test of English as a Foreign
Language (TOEFL) *°the Test of English for International
Communication (TOEIC). International English Language
Test System (IELTS) D XDIZHEE 2 il N B2 R 727200
MLV, UL, Z<OEEHIIAFDORAEICE K
2B ERSTHD, PIAITRBAREEOER, 15—
2y T RREG OB UIASLE, A E LR E TR
HEINBHZEHHS (Brown, 1992), PZIT, T2EAHET
EiSNDHEDT AR TH>THEWETHHIEMK
HH5N5,

LU, HEBEHERILT LT AMER. FRICH&E
EEDENDZEICEL TOMEEZITTNAHDIT T
72\, Teaching English to Speakers of Other Languages
(TESOL) M S FORFRE T DT T AITBNTH,

TAT A>T DRENEINTNWRNS72D (Cizek,
Fitzgerald, & Rachor, 1995). BN T THMAE TN
27209 %D T (Bachman, 2000). Brown and Bailey (2008)
I3FEBICENSOTOT T LD RELNT AT 420
DEFEEMMEEL TNIRNERE L TND, TR, &
TLTHT AMIBEL TOHGRSCREBR A+ TlRWEE
BN DZENDH D, IHIT, BRICBWTIL, FHEFEH
BOHEMIITESOLNSIAI A= —a ¥, L%, i
PELIGTIEDZEINS, IR RN FEZ D EH
BOTAMERKICBE L TOAGRBHE L IZEHRITE DD
TIIRNWEADIN FEFII N BT Z 52V D HER] DY
HDHOT, FBEHBOHEMEHOST, T AT 7 DIE
AT HETH S,

T ANEEOENENG S, WIELIDHELZHDNH]
ETERWZTTRL ZHE (CEEE) ITESTHIRL
PHINLEEHES T, EIUTMA T, ML (construct)
EIERAFRD /L (construct irrelevancy) PAEERAEZRDAR
FME R 40 (construct  underrepresentation) 234 U5 ] REE
130 (Downing, 2002, 2006). EE5HT ALDIFENMES
ZUEDBBETR D, T TWHETZ SO RS &1
HIELESET DRSO ER THS (Bachman &
Palmer, 1996). R pME & MEBIRD A HIE 1T, ARHIE
L7znWbDONENLDSNDOERICE > TIHEINDIEEE
WY 2, BWDIERINRHBR /R 2O R IEMRITIRDDITE
D—HFITH 5B, Tl OREMERNET, JEL
TENRE R S & BT B MR DI D, ZBRE D
EZENBRIZEDZHDONZEITRHRNONDHI BN TER
W RICIEE L THREEDZF OB OEfEE RS
DMESIIMEIBNTE NI ETH D, LT, TDLD
2T AMIFEEOREEICBEL CTOBE®RE @Y Ie it
TERWENDD, BEIZZFDLDRT AN SESIZ
e T A —F 2 JIENTIEHTERN,

KTl T AMERROHOFEZE L. BHEA 7R
EMDT AN UhT AN E B 2 x5 & Uz RMEE
BREDRLER, FRIZEBIT AL (objective test) DZR
KB EZ R OMTEN L0, £, T AMERFTOEE
Ip¥EfE, 97abb, I—A0T =)L BTEHEE, 35
IR R DR EIC DWW TR RS, KIZ, T ANHE#*
DYERR 1%, EUTHAHIEERN T 5, RIZIC, K
T AN TELFHIN DB EOFEHEDMN &, 2R
RIREERRIC BT DRk 4 IR E R R EIR D,

7 A b O HE it
FHITBHEET N DRGE

T ALDFMZRD DRI, HIDIZHEE T NSZEND
%, Y FEOMBIDORE, T ORENHVF2T
L EEDLS A BMTITZoTNLNEEFETHILET
D%, PIAIE, MERIRDF, FF, ZLTZDTITAN
HTHD, KT, bLEBANHL YT AOFETHHE
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RT—INEEDDZVENDLDRSIXZTNERD, TT
ICENSINRESTNBEBITENSE LM T D05
M5B, ZOYE. [d—)L  (goals) IEIFHUF 2T LD—
7 B ORLIR TH 208, T TTEIB ] (objectives)
IIZDISITEHEM7RFE iR E B 95 (Richards, 2001).
Richards\i R TWA LT, 7T ADZEETEIHIE IS
BHERINISREIND IS RER BV FEMICED ST
WIS, LT, TOREERIIZECH
FHMEICH KRENHDHDERD, Tiabb, FEITEHHE
BRI, R EZRE T HIECEMELIRT SHEiIC. &
AENBREHD THHIEERNTIIRERN, £oT
T AMERDRIZIT T A0 ETEIHEE, 2012y
EEETHEHEEOMZR, T L TTAMHEIETRED
DEZLONDDEZBETHIENEELN,

B2 DR

—HHB DT 2Dk 2 I3 FETH HENE O SN
5, ZNSZETHHEZEDIDITERT RENEE
U BYI7R2TF ANREM . FEY 2B, RIT, WS
BETANDEDIZERL., kDI LENH D, HlZIED
AT DRERMERTES, VAT DEDAF )V EED
EOICHE T BDONEZEE DT UL 5720 (Bachman
& Palmer, 2010), ZOHE. BARMIZIZ, UZAZ2 T DE
VT T MBO—HEL TNy —Y OB T O R A
B TR LRI 2 > CHIE T 5., FHFNEET
55, WAL R OMER, V5 ADFERTHHEEEDT—
W ZUTHIN T B2y M hEw 7 ORFRIZEL FITh
N5T ARHEEZ (table of specifications) Z{ERk T 5I1ZH
e TEEIRS,

T ABHIHE#

Miller, Lin, Gronlund (2009)I2&5&. T AMIHEHZEE
13, 1DORICEOT ANNHIE T 2 EFHHES, %
ETHE L2y MR hEY I EZNENO HEEIZRER
TEIIICEEDZHDTH D, ZOEREERTBHIEICK
0. £ RETEHENFEZHE TE, £, JIEIC
B0 Y IV O EZ A RERED HE T 52
ENTES, 512, TANTHEEINS L =Y MR REY
TOEMUIRWRDZERTZIENTES, T AMERD
BRI, SN2 MEN ST B HEZHIE T 5DIC
TR TNERHD, Tz, BRNETNZTNDHIE
T T BHICHz> TORENRZT LTI THD, LD
ZENZDT ANDZ Y EDRIEICEH DN D, Lizdto
T. TAMHBEZZIERT 22T AN EHER T DO
KEBREIR AT T L85,

fMFEF1TIE V=T 4> 7 DT A M EEO G gk S
NTNWBDOTESNIZN, £TEO—F LOfTERSE
Z DT AN THIE XN A ETE B SIS (L X THI
HEINTND, ZORFITII)—T 4> T ARD, main
idea (BL'H). detail (F#). inference (HEHI). prediction (7
D) OHEINEIE SN TS, KIZ, FDO—HBEDFH|E
HEHBEINTND I MO ENFIZEINTHBD, 5
IZENZENOHE/N Ny t—Y DB EV—FEYT DL
NILBHENNTNS, ZL T, OEDHEDHNE R THDE,
BN\ t— &R TEEEICR S T A S S
B, BLENENNTND, ZOXDITT A NI E 134
IHER LN SR T %, A D53 NI ENSIEIZ /Sy
—DZEOMEEE. GEt A L TT AR2KIZED S
HEZEN—L2 NTRLTWS, FEEIC, —& FO3TH -
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MONEICHEIEI NS BT SR IER. &5t LT
T ANEKIZEDHEGE/N—E N TRLTNWS,

MERZHOBBRITIERTREZEE, JE LW
BHHEESCIZy MEEZAALRER, TANEZE 5D
STNTNORENZ/N—LLFEETRODENIE
Thbd, fIAE EROIZy  EEE UGG, N7z
ReINZNZTNDILZy MIFLLBRNWOTH IR, HE
BOS—t M) HZORRICFEIGL THTRETH S,
FERIC, BETRICET OBMFICR BRI Z N T 725
B TNNERDFEFIIIAI—LTIELWHN DY
Al IR % £ <9 FUF LV Jamieson, personal
communication, September 23, 2008). ZDXKD7RHHA
5, A=y MeEET B EEERICREN2/N—1 2 Mk
IZRDIZ /IR RIT, RIE LTz /N—E > hEXIRT S
IO EFENFNOEES LIy "IN EEE D, 1
BOMEFEE RO, ERICHEEZEN TV, &R, TE
B ZOY T (ER) 2152729, MEEIIL T
NEZNHNENDIFEIETHRNA, FHEITHLT
DiaEH 0B ETENTHEN TH S, 2720,
ML F TRRZFHEASHH AT 251 TOLH .
H 2D ZDHONRENTNSE AT, SHREICT 5
EHR[RETH S (Miller et al., 2009) .

FIREORFEER O RN
[T DFER : 41l 75 ] & 72 4R ]

MEDFEEDORIUCH/z> T, KaiiglZHMEL XL5&
TLFEERERDEZENITHE TEOMEEER &
WHZETHS (Miller et al., 2009), FErLikBr CLSHES
L AR TESBWIZREL2DITH T ENS, #iFEHE
(supply types) &R (selection types) Tdbh5. fifi 7l
RENI I SR 22 - 22 i e N dp 1 B REIC IR
A OEIE, B ZPOERAENH 2, A I1THIE
LIDETLAE R RNERLCLIET HIE, FzidMb
NebOOAT AR T HIEEBEET DY EITRET
BB, BEIIIATINEELESNEEBEET HIHEIC
AT HELN, EBE505 1T OREZ HET RSk
SBPEIMREOIL hO—)VITEN., HAORBIEI R
FESN AR BN ERD 5D (Miller et al., 2009), 7272
L. BERMEIT A EEICSHET NIy b T 5284
SERLABWOT, HET2BRI3Z DROB ENLET
% (Brown & Hudson, 2002),

EB50Y AT ORMES 2 TEBIT AMIH SN, Al
WO REEEHMELTHENERE TLHDICHRETH S,
F7z. NS OREDIERITIIREREIN NN, FElTih 7=
FOXLLOMERNLETH S, LML, FEEOMRE
N0 RO—)V T HIENTES b, FREBHERLF)
RN THD, iz, BHEMEICHENTHS, K2, 2
PRAMET, TRREBETHEE LENEOHEMGENS, B
71, Z LT BN D BEHEAN (higher order thinking skills) &
HETHIEMNAEETH S (Miller et al., 2009).

FREIEIRIZ B 72> TDIER AT
[EEDEBUZET T 26D
1. #EEDLNVDOEETHENIN TN
2. HECLCEEEEETERND
3. MESCHEWOIR R TH S
Poor Ex) “Parents play an important role in life
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although they sometimes complicate matters for
their children. This refersto ___.”

e DParents’ role in life?
o  Complicating matters?

HEIBEONBENZEZEDL NILXDEWEG S, %
DIRDIFERINFFE TERNDTH D, DFED, B EE
ETERDOTZMNEIRON, ZNEBBHIN TSR
IR SIINIE DN D T=NS IR DONARHTH %, 21T EHE R
THAEIIFEHFIORILAEZILR L MneBFEd
OB LIRDEMETH D, 3IZFHNTNDHDINEHS
MNTRTIUL, EEROME N IEMRITRDDDNSTHD
(Brown & Hudson, 2002).

[ERED 74—~ NZEId 28D
1. RRESIERN (B WEREROAEZATND

Poor Ex) The following eight vocabulary words
have been selected from the reading passage in
Unit 5 of the course reader. Your teacher dis-
cussed these words in the class last week . . .

Good Ex) Choose two words from Unit 5 below.

ZOEITRENRBEITR L CTARBERIEREZ AT
NWHE, FEBFICALEIZEHENTDEINSTH D,

2. BEENMIILTND
Poor Ex 1) What is the square root of 64?
Multiply this by 9.

Poor Ex 2) Who are the three most famous clas-
sical music composers in Germany?

When did Beethoven move from Germany to
Austria?

IR EBE OB OIRHOHER N H L </I2 N5 TH
D, IS, RENHI ORI EOMEICE Y MR IET 5L
DI EBHRET T2 NI,

3. MENRSLT<SEMTETNS
Poor Ex) The Olympics will be held ___
a. inTokyo in 2024
b.  in Tokyo in 2016
c. inTokyoin 2020
Good Ex) The Olympics will be held in Tokyo in

a. 2016 C.
b. 2020

2024

BIZDWTIE, ATREZR RO i B2 73 B #H 2 223 35 1T
IR0 ES, TAMEROBRICER TEZ 2 EHEINDTH
%, BIZIE BRI EE T DD BN, TNEHND
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BIZEDTHAT T, AR T<TES (Brown, 2004), £
o FCAAITOBBET Y a w200, AT 281
HEBENDHIBITRE DR E 725 E T 2 RS 72<TEL
WESIZEETHZEHTES, flZIE)—T 42 7T A
BOITHE = Ic BN N BEROIEZITIH>TH
EITRETHD, T2 VWOHOETHRHEUNTHRE TR
2N, FANBERNELNLATIRNERDERNETH D,
ARTNWITF M2 EH RN TIZRS/R (Brown &
Hudson, 2002).

4. BERENSOGEMICE<BEINTVWS
Poor Ex.1) Which city is the state capital of
linois?
a.  San Francisco
b.  Boston
c.  New York
d.  The city that is famous for its strong winds

Good Ex.1) Which city is the state capital of
llinois?

New York
Chicago

a.  San Francisco C.
b. Boston d.

ZOFNL, BRI AD DI E3DIIEMAR 2T 47D
I LUT IDEFETHOMEIC /> THD, ZEHFITR
W "EHZTLED, AR, B OREE (
EhEEEE) P EIIIFE LAV T A AN LERICHE B TE
W,

Poor Ex.2) According to the passage, Emily is less

than ____ feet tall.

a. 3 c. 5

b. 4 d 6

Good Ex. 2) According to the passage, Emily is
___feet tall.

a. 3 c. 5

b. 4

ZOHNZL, BN FET~feetld F1&E72>THD, BN
EEELS, —BRENEDOIG6T7—B) ZRATBITIE
il E73 5,

Poor Ex. 3) Naokisawa ___.

a. eagle c. zebra

b. elephant d. orangutan
Good Ex. 3) Naoki saw a/an ___

a. eagle c. zebra

b. elephant d. orangutan

3DHDHNL, FHEBDRTIEF D a) 7D DD T, 2
W Da, b, dIIRENSIREDD ., BRI EFHET ICIE
BITTZENELZENTES (Brown & Hudson, 2002).
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FDMHEF DX E [ E
BRI “none of the above,” “A and B, but not C,”
“all of the above” D LI/ HDIIM ST EET B,
INEMNERFLICTEENTNWELE ., HEDROHEH
WHBLZZWINSTH D, Kz, FEENREITLEDS
SETELDOBMEERFRTNIRST, AL EAHZ
MFBHZ &7 (Brown & Hudson, 2002).

T A MERRENFIZ DN T
1. TAMIHZZHARELTHMTS
2. BRI IOEHERER TS
3. HEEIABER->THEEIERTS
HZDOWTIE. BEERTICT AMIEZEZH T REL
THHRTAHZEICEHST. NTADENT=T A NEER
THIENTED, FWET REMAMSZHELS
NHENSTZZEBBLIT 5, 213, SRR E IR
ICEWEWEZDTHRWEDINTE S0, HLELL FITE
KT 5Z&ICE->T, BNBWEZERNHET LN TE
%, 31, EOQLDRTAMIH L TIIHD), —HEEZ
ERR U718, B ABICRE ISR E T REMEN RO
BTEMBN, Lo T, BRICRBZEE->TERTAZE
ICEOTEVEDOENWHEICT HZENTES  Miller et
al., 2009).

53

A TRN Lz, T AMER R, T AMIBZE. &
BT AN TISHESI NS EIEROIFE MEIIHRLT
HLNWDHOTIIRL, DN GHNSIHRDENEHDTH
5, BT, T ANE 23— REOER BRI 2R )
NBIDTHEZ BN, FERICIEBNIUIE KL L= D2 F]
AT22&EHTE, TANMIBEEZFIATHZEICEST
MRELT ANEIERTES,

FANEERTHDHEEDDLOLNTRENTIOR
WRBEZRESDZEMNTE, TOREEYIC, U CIERIC
HIELIZWHDZEHIETHIENTES, BT ARG
BENZERIT, FEHBOSBROFEHITENTIENT
ELBEBITESTHHBROBEIIENLZEHIEINARET
H%. INTHELDFEENLOBNT ANEZHTES
ZEEFESTRERN,

AR

AROTERITHIZD, 2<OTYEE FaokEFHER
DIEH L, RTHEMNEDY T— L X H—X2 85—
IKIRZOBHEEOTHILERL LiFn,
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HiklEM T db 7 > K2
HEEE T, ICHASEAE B
+. EMIIEET AT A,
Ko, A8 —F 2 75l R4
FZORBENE D LTI
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Table of Specifications (Reading)
Objective
Main Total | Total
Text type idea Detail Inference | Prediction | items | points | %
Economy ltem# | 511 |213,214,215| 212 -
300 words
Flesch-Kincaid | # ©f 1 3 1 . 5 1| 2%
Grade Level 12.0 | 1tems
pOil’ltS 3 6 2 _
Science ltem# | 551 222,223 | 224,225 -
250 words
Flesh-Kincaid # of 1 2 2 . 5 1| 22%
Grade Level 14.9 | 1tems
Points 3 4 4 _
Culture Item # 531 2.3.3,2.34, 23.2,2.3.6
450 words - 2.35 237
Flesch-Kincaid # of 7 15 30%
Grade Level 11.7 items 1 3 3 .
Points 3 6 6 _
Refugees Item# | 5471 243,244 | 242,245 24.6
500 words
Flesch-Kincaid | # f 1 2 2 1 6 | 13 | 26%
items
Grade Level 11.9 -
points 3 4 4 2
Total items 4 10 8 1 23
Total pOil’ltS 12 20 16 2 50
% 24% 40% 32% 4% 100%
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Self-Efficacy, Motivation, and Perceived
Importance of English as an L2 Among
Japanese University Students

Simon Ball
Ritsumeikan University

Christopher Edelman

Ritsumeikan University

The purpose of this study was to conduct action research ex-
amining the relationships between university students’ self-re-
ported efficacy in the four skills, their perception of the impor-
tance of learning English, and their motivations for studying
English as a second language (L2). Quantitative data was col-
lected through a Likert scale questionnaire measuring these
three constructs. The participants involved in the study were
from intact classes at a university in Kansai. The data was an-
alysed using SPSS (ver. 24). The results showed that although
participants perceived English as being very important for
their professional future, their motivation and self-perceived
efficacy were low. This short study provides useful reflection
for other educators at the tertiary level of education.

REmDEMIE. KFEEDBECTEIC L2 HEFEAEREDREN & HEEF
BOEEMITH I HR#L. REFBITH T HEMDIDDEFRMEER
Blcth. 703V I —F (75 ETH B, INS=ZEXRDBERMEE
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UK ZT OTc, AERISBEFEICH D2RFEDFEDH DL LITiThn
feo T—ADMITIESPSS (ver24) xRz, ZDIER. ZHEIFEDDRFK
DIeDICHFBEBERERBLTCVEH BEFBIOHT2ENE LU
BRDHFENCH T HEHEIFENT EH DD ofc, Aamld. KFHBIC
EOT BRGBERERMT 5,

universities often comment on the lack of stu-

dent motivation. It is possible that educators
might assume this low degree of motivation means
their students do not perceive English as being
important. This study was conducted in an effort to
gain insights into the dynamics behind this situa-
tion by investigating whether there is a relationship
between lack of motivation and student perception
of the importance of English and whether there is
an interaction between these factors and student
self-efficacy?

T eachers of required English classes at Japanese

Literature Review
Self-Efficacy

Educational psychology has long been interested in
the theory of self-efficacy. It was first developed by
Bandura in the late 1970s. He defined self-efficacy as
“people’s judgements of their capabilities to organ-
ise and execute courses of action required to attain
designated types of performances” (1986, p. 391). Key
to this concept is the understanding that self-efficacy
is “concerned not with the skills one has but with
judgements of what one can do with whatever skills
one possesses” (Bandura, 19806, p. 50).

Bandura (1986) outlined four sources of self-effi-
cacy, namely:

1. Performance experiences: denoting our past ex-
periences in handling tasks. 1f we have succeed-
ed in completing a task in the past through our
own efforts, we will possess higher self-efficacy
in the future when attempting a similar task.
Conversely, negative past experiences will lead
to lower self-efficacy in the future.

2. Vicarious experiences: our self-efficacy levels are
influenced through observation of the experi-
ences of others.

3. Verbal persuasion: our self-efficacy levels are
influenced by what others say to us about what
they believe we can or cannot do.

4. Physiological feedback: we associate positive or
negative physiological cues from our own bod-
ies with success or failure in a given situation.

Research has shown that learners’ self-efficacy has
a significant influence on academic achievement
(Caprara et al., 2008) and has proven to be a strong
predictor of student performance in learning a second
language (Raoofi, Tan, & Chan, 2012). Many of the
studies (Chularut & DeBacker, 2004; Mills, Pajares, &
Herron, 2007; Wang & Pape, 2007) show positive re-
lationships between self-efficacy and L2 performance
across the four skills; however, the vast majority of
published research has taken place outside of Japan
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and, as a result, is limited in generalisability to the
English 1.2 classroom in the Japanese context.

Motivation

Motivation has long been a subject of wide-ranging
research when it comes to Japanese students study-
ing L2 English in tertiary education. Since the turn
of the century, motivational research has become
more focused on the links and interactions between
learner motivation and identity/self. As a reflection
of this shift in focus, Dornyei (2005, 2009) proposed
the L2 Motivational Self System—a framework
comprising three components, which together reg-
ulate a learners’ L2 motivation:

1. Theideal L2 self: refers to the L2 specific facet
of a learners’ ideal self and represents all the
attributes that a learner would ideally like to
possess (i.e., being a successful L2 speaker).

2. The ought-to L2 self: represents the attributes
that a learner believes they ought to possess
in order to avoid negative outcomes such as
failing an L2 exam (Dornyei, 2005).

3. L2 learning experience: concerns learner moti-
vation in the immediate learning environment
(e.g., classroom atmosphere).

Base from these concepts, motivated behaviour in
an L2 learner can be described as the need to reduce
the discrepancy between ideal/ought-to self and the
actual self (Pigott, 2011).

Dornyei’s Motivational Self System has been
implemented in numerous studies using Japanese
learners of English. Studies from Taguchi, Magid
and Papi (2009) and Aubrey (2014) have reinforced
Dérnyei’s claim that the ideal L2 self is “shown to
be a significant predictor of motivation”. Ueki and
Takeuchi’s study (2013) also demonstrates positive
relationships between the ideal L2 self and motiva-
tion and cites evidence of a correlation between ide-
al 1.2 self and self-efficacy in that “there is a positive
relationship between the ideal L2 self and self-effi-
cacy, although the relationship has been relatively
unexplored in SLA research” (p. 28).

Perceived Importance

The perceived importance of learning English as

an L2 is heavily interwoven with the construct of
motivation. Deci and Ryan (1985) illustrated this
connection with their Self-determination Theory.
The theory proposes two main types of motivation:
intrinsic and extrinsic. Intrinsic motivation refers to
one’s intrinsic interest in the activity [e.g., learning
English] per se, and extrinsic motivation is based on
rewards extrinsic to the activity itself (Noels, Pelleti-

The Language Teacher ® Readers’ Forum

er, Clement, & Vallerand, 2001). Self-determination
theory goes on to coin the term ‘identified regula-
tion’. This concept brings together the two constructs
of motivation and perceived importance quite neatly.
ldentified regulation is a form of extrinsic motivation
whereby one carries out an activity [e.g. learning
English] because one believes it to be important for
one to achieve a valued goal. For example, a student
will study English in order to achieve their goal of be-
coming an international lawyer (Yashima, 2009). The
student sees English as being important for achieving
their goal and therefore is motivated to learn English.

Current Study

Previous research has been conducted regarding
the relationship of self-efficacy and motivation as
well as the relationship of perceived importance
and motivation; however, to the best of our knowl-
edge, there has been little or no research conduct-
ed regarding the interaction between these three
constructs in the Japanese EFL context. This study
sought to measure and identify the three constructs
of self-efficacy, motivation, and perceived impor-
tance of English and to analyse the relationship and
interactions between them. The model created by a
review of the literature outlines a potential rela-
tionship where learners perceive English as being
important, are motivated to study, and therefore
improve their abilities. Based on this model, the
following research questions were created:

1. What is the relationship between the three con-
structs of self-efficacy, motivation, and
perceived importance of English?

2. Will the model created by a review of the litera-
ture be seen in the results of our study?

Methodology

Participants

The study was carried out with first and sec-
ond-year Information Science students at a major
university in Kansai (n = 208). The students were
enrolled in either the intermediate or upper inter-
mediate English classes. The range of TOEIC scores
for these two groups of students spanned from 400
to around 700. Although level of proficiency was
originally hypothesised to play a role, no interaction
was found between the students’ levels and any of
the items; therefore, the analysis was conducted
without the use of proficiency as a factor.

Instrument

The instrument used was created based on models
by Brown (2004) and Kelly (2005), which were in
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turn based on Gardner’s (1985) Socio-educational administered the instrument within the 14th week
Model instrument. After creation, the items were of a 15-week fall term.
given to a panel of six university language teach- TN

ers. After revisions were made, the instrument was Resul
submitted to a highly proficient English-speaking esults ) ' . . o
Japanese native who provided the final feedback and ~ To assess the dimensionality of the items within

translated the items into Japanese. the questionnaire, a principal components anal-
ysis was conducted using SPSS (ver. 24). Prior to

analyses, the assumptions for principal components
analysis were found to be met. The number of
components was found by using the scree test and

the interpretation of the factor solution. The scree

plot indicated five factors with eigenvalues greater J

The instrument consisted of response items on
a Likert scale ranging from 1 (low) to 6 (high). All
items shared the same alignment and none were re-
verse ordered. Instructions and items were given in
English and Japanese. All classes in the study were

Table 1. Correlations Between Items and Factors JL>
Confidence i
Items Importance Foreign Speaking Reading Motivation = Mean §
Orientation & Writing Score x
Self-Efficacy <
speaking 75 34 2.6 L
listening 54 47 2.99
reading .87 331 :[L>
writing 36 70 293 |4
understanding 78 34 8
having a conversation .86 2.63 8
giving a presentation .82 2.56 @
Perceived Importance Y,
self-improvement .62 4.14
getting a job .85 4.84
travel .39 .53 4.61
understanding foreign media 34 .58 4.65
job advancement 77 4.65
meeting new friends 32 .69 4.02
options in the future 76 5.08
improving my TOEIC/TOEFL 72 4.88
score
Motivation
my own goals A48 .52 4.07
my family’s expectations .86 2.95
my teacher’s expectations .85 2.82
I enjoy speaking English 74 .36 3.51
I enjoy reading English 73 31 3.53
I enjoy foreign media 75 434
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than 1. Based on this plot, five factors were rotated
using a Varimax rotation procedure. The five factors
generated from the rotation were interpreted as: 1)
importance, 2) foreign orientation, 3) confidence—
speaking, 4) confidence—reading and writing, and
5) motivation. Cronbach’s alpha was used as a mea-
sure of internal consistency and reliability; the score
of .87 indicated satisfactory reliability.

The mean scores in Table 1 indicate a relatively
low rate of self-efficacy among the students across
the whole range of self-efficacy related items. Scores
below 3.0 indicate a moderately consistent measure
of disagreement for the response item, scores of
between 3.0 and 4.0 indicate fluctuations between
agreement and disagreement, and scores above 4.0
indicate a moderately consistent measure of agree-
ment (see Appendix).

Discussion

The first research question of this study was to inves-
tigate the interaction between the three constructs
discussed. According to the aforementioned studies,
if students perceive English as being important, they
will be highly motivated to study (Deci & Ryan, 1985).
However, this was not found to be strongly support-
ed when looking at the data. Although the items
indicating intrinsic motivation fit into the category
of ‘agree alittle’, it was only by a small margin - my
own goals (4.07) and I enjoy foreign media (4.34). The
overall scores did not share consistency in posi-

tive agreement as was recorded in the construct of
perceived importance. In addition, the literature sug-
gests that students should be incorporating this high
level of perceived importance of English into creating
a strong ideal L2 self and ought-to L2 self within the
construct of motivation and result in higher scores
of agreement (Yashima, 2009). In contrast, the scores
indicate that students have low to moderate levels of
motivation as measured on the scale created for this
study.

Looking at the relationship between self-effica-
cy and motivation, results found in the literature
suggest that students who are more motivated to
study will become more proficient and should have
a higher level of self-efficacy (Ueki & Taguchi, 2013).
However, we did not find this to be true in the results
of our study. Similar to the moderately neutral
responses to the items in the motivation construct,
most scores within the self-efficacy items centred
around the response ‘disagree a little’ in terms of
having confidence in their English skills. Responses
to items in the self-efficacy category were lower than
responses in either of the other two constructs—mo-
tivation and perceived importance of English.

The Language Teacher ® Readers’ Forum

In regard to the second research question, the
relationship between the three constructs is con-
trary to our previous expectations; that is, students
perceive English as being very important in diverse
fields but lack motivation to study and believe
they possess very poor English skills. One possi-
bility behind this can be found in research done
by Bandura (1986), who describes past experiences
as being one possible factor affecting the level of
self-efficacy a person possesses (i.e., past negative
experiences would lead to a low level of self-efficacy
in a given skill set). Much research has been done
regarding the types of past negative experiences
Japanese learners of English have had (Arai, 2004;
Falout & Maruyama, 2004; Hasegawa, 2004). These
studies found a wide range of factors that resulted
in negative student experiences from junior high up
until and including studying at the university level.
Instead of the one-directional relationship posited
previously, the data suggest a multi-directional rela-
tionship where self-efficacy influences motivation.
Although the students in our study perceive English
as being very important directly for themselves,
their low self-efficacy has a nullifying effect upon
their level of motivation.

Although the data we collected in our question-
naire conclusively outline certain relationships
between the factors in our study, this data is
cross-sectional. Even though statistically significant
relationships can be found, without collecting lon-
gitudinal data, we can only hypothesise the cause-
and-effect relationship between constructs. Future
research into this area should attempt to measure
the constructs of self-efficacy, motivation, and
perceived importance of English over the course of
a school year or longer.

Conclusion

The questionnaire’s results suggest that the stu-
dents do not believe themselves to be competent
users of English, especially in regards to the more
communicative aspects of the language. However,
the perceived importance section of the ques-
tionnaire indicates that they do actually perceive
English to be important for their future in terms
of their career and their life away from work. This
contradiction creates a back and forth struggle
resulting in a lack of motivation. This paints a
rather sad picture of the L2 English education
these students have experienced and perhaps are
experiencing. As English teachers and curriculum
designers, we not only need to endeavour to create
L2 environments where students can raise their
abilities, but we need to raise student confidence in
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their abilities, which will hopefully lead to them
being more motivated to acquire the language.
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Appendix
Questionnaire About Opinions of English
Class: Grade: ___ [H[4

Gender: Male (51%) / Female (Z1F)

This is a short questionnaire about your opinions of
English. Please check the box which best matches
your opinion. Thank you. #7827z DI 355 11239 2%
AEBATIEEN, HOZEAITENDDIZF o/ ED
TSV, ZTHABOINESTINET,
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meeting new
13 | friends
HLLWEAZDB

options in the
future
TEROFERRZ IS
1%

| am confident about . ..

DD\ EEN DS

strongly disagree
(Fo7e<7ELY)
Disagree

(5L

disagree a little
(BFEIIELY
agree a little
(PPHB)
strongly agree
(ETEHB)

Agree
(&%)

improving my
TOEIC, TOEFL

15 | grade
TOEICTOEFLD AT
THTB

speaking

v ze—x2s

| want to study English
because (of)....

FhE ... (D) DICHREEE
Lz
FhFEFEBEMBLIZLD. 7
w55,

strongly disagree

(Fofe<7ELY)

Disagree

disagree a little
(BFEVIELY

agree a little

(PrH5)

Agree
(&%)

strongly agree

(ETHHD)

2 listening
A=V

16 | My own goals
LBEEDOER

reading
V=747

writing
SATAVYT

my family’s
17 | expectations
RIEDEIFICISAS

understanding

BmIscL

my teacher's
18 | expectations

FEDEFICIEAS

having a
6 | conversation
REETHTE

giving a
presentation
TLerr—ave
IBHIL

| enjoy speaking
19 English
REBEFET DHE
Ly

English is important
for....

HEEE ... (D)feslTK
e

strongly disagree
(Fo7e<7%ELY)
Disagree

(7xLY)

disagree a little
(BFEVIELY
agree a little
(PPHB)
strongly agree
(ETEHB)

Agree
(&%)

| enjoy reading
20 English
BT BIY A S
LLy

self
8 | improvement

B

| enjoy foreign
media (movies,

21 Internet etc.)
SENAT AT (BREL A
Ry NEEE
BTG

9 |gettinga job
tE=%52

travel
i<y

understanding
foreign media
(movies,
newspapers etc)
TBNAT 4T (BREL #7
BGE)EBET S

job
12 | advancement

HEDOFME 7K
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Japanese Learners’ Consciousness
Toward English: When Do They Begin to
Like or Dislike English?

Sumie Matsuno
Aichi Sangyo University College

This paper provides a review of research addressing when
students begin to like or dislike English, when they obtain
or lose their motivation for learning English, and the reasons
associated with their preferences and motivation regarding
the language. It also includes a discussion of the findings of
a qualitative survey conducted by the author, which indicates
that the first and the second grades of junior high school are
probably serious turning points of their consciousness toward
English. The second biggest turning point is probably the first
half of the first grade of high school. Once they have difficulty
in learning English and begin to hate English, their feelings
continue, even at the university level. The reasons for stu-
dents’ dislike of English are often related to their difficulty with
the language. For example, studying English is to memorize
sentences and words, and learning English grammar is very
difficult.

AEm ClE EREDREEE LT EITTR I IRODT I RUOITTE WV Iad 2 BFEAP
ZDEHE BRICDOVCBEDHRHEREZHBEL (LD, F40BDK
FIFLEENRICLICBRREZT OIEREBNT VD, ZOBEHH
BOBRIEINE TCOMRBEREENITIELD T FTHAVFEL2FD
BSHA. RICHRIEDRIHF ORI REBICON T 2EHMDRDLEERZ—
ZVTRAV N TH BT ED DD O, Fle—EHRWIED EZTDORFE
BARFEICESTCEHHEMERICH D, BWDICEHERE LTFE PR

SEDBEEE. SUEDELEDHIF SN S,

hen do students begin to like or dislike
W English? When are they motivated or

demotivated to study the language? There
are several factors that may contribute to a student’s
motivation to learn a second language. Learners’
motivation and contributing factors are often
researched quantitatively using questionnaires. How-
ever, each student has different characteristics, which
are sometimes difficult to examine using quantitative
methods (Dornyei, 2009; Suemori & Sasajima, 2016).
This paper provides a review of research addressing
when students begin to like or dislike English, when
they obtain or lose their motivation for learning
English, and the reasons associated with their prefer-
ences and motivation regarding the language. It also
includes a discussion of the findings of a qualitative
survey conducted by the author.

When Do Students Start to Like or Dislike
English?

In 2011, Japanese elementary schools formally began
implementing English education. However, English
education in elementary schools had been provided
to students and was considered a part of compre-
hensive school hours since 2002 with 97.1% of
elementary schools offering English classes in 2007
(Oka & Kanamori, 2009). According to Sakai (2009),
as a result of the early introduction to English, 11.7%
of students expressed negative feelings toward
English before entering junior high school. Without
any English education in elementary school, would
those students have looked forward to learning
English at junior high school? This was supported
by Hasegawa (2013), whose research showed that
across three elementary schools, 10-35% of stu-
dents did not like English. Matsumiya (2012) found
that approximately 70% of fifth and sixth grade
elementary school students liked English, but only
54.4% of fifth graders and 53% of sixth graders were
looking forward to taking English classes in junior
high school. He concluded that this result should
be considered seriously to connect English educa-
tion in elementary school with that in junior high
school. Overall, whether English classes in elemen-
tary school may have a positive impact on students’
feelings toward English is still controversial.

Let us now look at students’ feelings toward En-
glish in junior high school. Yamamori (2004) found
that approximately 90% of students were motivated
to study English at the beginning of junior high
school; however, this percentage dropped to about
60% in the middle of the second term of the first
grade. Sakai (2009) asked 2,967 junior high school
students to identify their favorite subject and found
that English was in the eighth place among nine
subjects. Regarding the question of when they
were most motivated to study English, 43.6% of the
students answered that they were most motivated
at the beginning of junior high school (Sakai, 2009).
This was supported by Benesse Educational Re-
search and Development Institute (2014), indicating
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that the students began to have an aversion to En-
glish between the first half of the first grade and the
latter half of the second grade in junior high school.
In another study, in 2015, Benesse found that only
50.4% of students liked English, which was the low-
est rating among ten subjects. The findings of these
studies suggest that many students begin to dislike
English during junior high school. Furthermore,
once the students begin expressing such feelings,
they continue to feel the same even when they are
studying at the university level (Kiyota, 2010).

Just a few attempts have been made to ask high
school or university students when they began to
like or dislike English. Benesse Educational Re-
search and Development Institute (2014) found
that, in addition to the period between the first half
of the first grade and the latter half of the second
grade in junior high school, the first half of the first
grade of high school was a big turning point from
them liking to disliking English because approx-
imately 35% of students began to dislike learning
English. Sawyer (2007) examined 120 university
students’ motivation when they were in junior high
and high schools. He found that motivation was
high at the beginning of junior high school and
then decreased. It also decreased from the first to
the second year in high school and increased in
the third year, and then decreased once again after
entering a university. Suemori and Sasashima (2016)
chose two students out of 126 university students
and interviewed them. One student liked English
even before entering junior high school because her
family encouraged her to study English. The other
student attended an English conversation school
during elementary school, but she did not like
English and still had some difficulty with learning
English even as a university student. Suemori and
Sasashima suggested that “each learner can have
his or her own unique characteristics” of how he/
she is motivated or demotivated to study English
(p- 129). Kikuchi and Sakai (20106) researched factors
affecting changes in English learning motivation
among university students and found that students’
motivation to study English began when they were
in the third grade of both junior high school and
high school. However, during the first grade of both
junior high and high school, they became demoti-
vated to study English.

Why Do Students Change Their Attitudes
Toward English?

Understanding why students change their attitudes
toward English is just as important as knowing
when students experience this change. Hasegawa
(2013) conducted research with 95 elementary
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school students and found that 81% of the students
liked English because they could sing English songs,
enjoy games, talk with their friends in English, and
learn about other cultures. On the other hand, 18 %
of the students disliked English because they could
not read or understand English and they could not
communicate with their friends in English. Even at
the elementary school level, students’ competence
toward English is arguably related to their disincli-
nation for English.

Yamamori (2004) found that junior high school
students started to dislike English because it be-
came difficult for them. More specifically, he also
noted that they could not obtain favorable scores
on mid-term or final tests. For instance, Yamamori’s
study found that the mean points of English exams
dropped dramatically between the first and the sec-
ond terms in the first grade of junior high school,
which was typical in all junior high schools. Sakai
(2009) surveyed junior high school students about
the reasons why they started to dislike English and
found that English grammar was difficult for most
of them (78.6%). Koike (2013) also recognized that
teachers and positive experiences toward English af-
fected students’ preferences for English. An example
of this was found in a study by Tatsuno (2009), who
noted that some of the reasons for liking English
were that students were praised by teachers, or they
earned good scores on English tests. In a similar
study, Tokuhashi and Mizuochi (2017) followed the
progress of lower-placed students in first grade En-
glish classes and found that it was possible for them
to make progress in their learning motivation when
the teachers gave individual students praise and
advice. According to Kikuchi and Sakai (2010), stu-
dents were motivated to study English because they
had to take entrance examinations to get into a high
school or university. However, their motivation de-
clined because they had too many assignments, and
the types of teaching styles and textbooks were not
appropriate for them (Kikuchi & Sakai, 2016). These
results indicated that students’ motivation to study
or like English were related to teachers, classes, in-
terests in English and other cultures, and entrance
exams. Their incompetence in English contributed
to their dislike of English or demotivation to study
the language.

The Current Qualitative Survey

If teachers know when and why students begin to
like or dislike English, they can take the appropri-
ate measures to prevent students from disliking
English. A survey of attitudes toward English was
carried out among students attending one of Japan’s
national universities. The participants included 40
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Japanese students who were majoring in engineer-
ing or nursing and took English classes as a part of
their liberal arts studies. They were asked whether
or not they liked English, when they started to like
or dislike English, and the reasons for their prefer-
ences. They were also asked to report the specific
time when their feelings toward English changed
and the reasons for the change. The students could
write their answers freely on paper.

The first question used a Likert scale, from 1 to
5, to obtain the degree to which students liked
English, where 1 indicated that they disliked
English and 5 indicated that they liked English.
After responding to the Likert scale, students were
asked when they started to like or dislike English
and what caused their attitudes toward English to
change.

Only two students (5%) selected “5”, and nine
students (22.5%) selected “4”. These responses
indicated that these students liked English. Their
open-ended comments revealed that they started
to like English from the beginning of their study of
the language and still felt that way at the university
level. Various reasons why they liked English were
reported and thus divided into three types. The first
is that they liked English classes and/or teachers
(type A). The second type were those who liked to
have conversations with foreigners (type B). The
final type were those who could do well in English
(type C). It is interesting to note that the two most
common reasons (given by 10 out of 11 students)
were reported more frequently than the third most
common reason (reported by three students). Some
students wrote a couple of reasons, so the number
of reasons is not equal to the number of the stu-
dents. Examples of the students’ reasons include:

When 1 was a junior high school student, I liked
reading in English in class. I enjoyed having con-
versation in English in class. (type A)

I liked listening to songs with English lyrics in
class at junior high school. So 1 came to like En-
glish. (type A)

When 1 traveled abroad, 1 was able to use En-
glish. (type B)

My grades in English were always good in my
school days. (type C)

I liked my English teacher when 1 was a junior
high school student, and I came to like English
from that time. (type A)

1 used English in foreign countries, which made
me excited. (type B)

Matsuno: Japanese Learners’ Consciousness Toward English

Although students could write whatever they
wanted in response to the open-ended question,
their comments were similar. These comments are
consistent with Koike’s (2013) findings regarding
positive experiences toward English.

Fourteen students (35%) selected “3” on the Likert
scale. They neither liked nor disliked English and
many of them were unsure about when they started
to have this feeling. However, six out of 14 students
(42%) reported that their feelings toward English
had not changed since junior high school. Their
reasons were often very similar: English is import-
ant, but they were not good at it. Ten out of 14
students reported that they are not good at English.
The following are examples of comments from
these students:

)
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When 1 don’t understand, 1 don’t like English.
When 1 understand, 1 come to like English.
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1 am not good at English, but it is useful to learn
English.

When 1 go abroad, 1 want to speak English, but 1
am not good at it.

To learn a foreign language may be enjoyable,
but I am not good at it.

1 want to improve English, but 1 can’t.

SNDO4 1vr L

These comments were consistent with Benesse
Educational Research and Development Institute
(2014), which reported that 92.5 % of junior high
school students and 91.6% of senior high school stu- _/
dents recognized how useful English is in society.

The current survey also showed that the students
who neither liked nor disliked English still recog-
nized the usefulness of English.

Seven students (17.5%) selected “2” on the Likert
scale, and eight students (20%) selected “1”. Those
15 students did not like English. Ten students (67%)
reported that they started to dislike English when
they were in junior high school, five students began
to dislike English when they were in the first grade,
and the remaining students began to dislike the
language when they were in the second grade. Five
students (12.5%) started to dislike English when they
were in the first grade of high school. These results
are reinforced by the findings of Benesse Educa-
tional Research and Development Institute (2014),
which said that during the period between the
first half of the first grade and the latter half of the
second grade in junior high school and in the first
half of the first grade of senior high school, students
started to dislike English. Interestingly, the students
in the current study reported that they were poor at
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English. Some of their comments include:

1 was not good at memorizing English vocabu-
lary.

It was hard to learn grammar.

In high school, vocabulary and grammar became
so hard for me.

I realized that I was not good at speaking in En-
glish.

I could not hear or read long sentences in En-
glish.

I had to study English even though 1 did not like
it so much.

I don’t like memorization, and studying English

is like memorization in junior high and senior
high schools.

1 liked English in junior high school, but 1 started
to dislike it in senior high school, because it be-
came too difficult for me.

Concerns about English competence are evident
in all of their comments. This supports the findings
of previous studies (Kikuchi and Sakai, 2016; Koike,
2013; Sakai, 2009; Tatsuno, 2009; Yamamori, 2004).

Conclusion

The current survey was conducted with a small
number of students (40 students) and a narrow
subset, so the results cannot be generalized. On the
other hand, we still can notice some tendencies,
which can be supported by the previous studies.
The current survey and previous studies show that
students often begin to dislike English when they
are in junior high school. More specifically, the first
and the second grades of junior high school are
arguably serious turning points for their attitudes
toward proactively studying English. The second
biggest turning point is probably the first half of the
first grade of senior high school, which was demon-
strated by both Benesse Educational Research

and Development Institute (2014) and the current
survey. Once they have difficulty in learning English
and begin to hate English, their feelings continue,
even at the university level. On the other hand,
when they do not have difficulties with the lan-
guage, their positive attitude toward the language
continues even when they are university students.
The reasons why students dislike English are often
related to the difficulties they have with the lan-
guage. Some students feel that studying English
equates to memorizing sentences and words, and

The Language Teacher ® Readers’ Forum

learning English grammar is very difficult. In this
light, it may be necessary to change the way English
is taught in junior high school and senior high
school, thereby finding appropriate measures to
prevent students from developing negative attitudes
towards English.
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2,000 words or less.

Welcome to the midsummer edition of TLT interviews!
Our feature interview is with Hugh Starkey, Professor
of Citizenship and Human Rights Education with the
Institute of Education at the University of Central Lon-
don. He has published widely on language teaching,
cosmopolitan citizenship, and human rights education
in a globalizing world. He is the co-founder and di-
rector of the International Centre for Education and
Democratic Citizenship. Professor Starkey has also act-
ed as a consultant to the Council of Europe, UNESCO,
the European Commission, and the British Council. For
the JALT2017 conference in Tsukuba, he gave a ple-
nary speech entitled, “Cosmopolitan Citizenship and
Language Learning.” During the conference, he talk-
ed more in depth with Bob Ashcroft, a teacher in the
Department of International Communication at Tokai
University in Sapporo. Bob has a Master's Degree in
Applied Linguistics from Birmingham University and
a Diploma in English Language Teaching to Adults
(DELTA). He has also taught in Poland, Germany, and
Cambodia. Bob’s research interests include CALL, vo-
cabulary learning, and corpus linguistics. So, without
further ado, to the interview!

Torrin Shimono & James Nobis

TLT Interviews brings you direct insights from leaders in the field of language learning, teach-
ing, and education—and you are invited to be an interviewer! If you have a pertinent issue you
would like to explore and have access to an expert or specialist, please make a submission of

ﬁ Email: interviews@jalt-publications.org

An Interview with
Hugh Starkey

Bob Ashcroft
Tokai University Sapporo

Bob Ashcroft: What are your impressions of Japan?

Hugh Starkey: It’s well-organized. That may be

stereotypical but it’s remarkably easy to get around.

And, surprising things seem to happen. 1 feel there
is great creativity and community spirit here.

Do stereotypes always have some truth in them?

1 don’t think they always have some truth in them,
but they may be a starting point for reflection.

What’s the problem with stereotypes?

They ascribe an identity to people we have never
met. We assume something about a person we are
in communication with on the basis of a prejudg-
ment. Therefore, it’s not usually helpful. It’s best to
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wait and see who they really are rather than impose
an identity on them.

Is it possible to disregard one’s own preconceptions
before meeting somebody?

1t’s a difficult skill which has to be learned. We have
to practice it, but 1 believe it’s a necessary part of the
educational process—to help us cast aside certain
unhelpful preconceptions.

What first got you interested in democratic citizenship
and human rights education?

1 am from a relatively privileged background. My
parents were middle class—they were both teachers.
When | was 18 years old, I was a volunteer English
teacher for a year in Algeria. This was soon after
independence, and 1 was the only British person in
the town. 1 got to know the people well, and 1 ad-
mired their idealism so soon after the long period of
French colonial occupation. They were very keen on
creating a new society. 1 started thinking about the
gap between rich and poor countries and decided
that I wanted to somehow make a difference in the
world. In the 1980s, 1 worked with the Council of
Europe who were just starting a program of human
rights education. Suddenly, a lot of things made
sense to me. Human rights are a great framework
for thinking about issues of inequality. Creating a
culture of human rights is important, and teachers
can do that through citizenship education, a space
on the curriculum where they can do human rights
education.

Is there a difference between diplomatic citizenship and
cosmopolitan citizenship?

Cosmopolitan citizenship is about seeing human-
ity as a whole and yourself as part of humanity.

It means to recognize that all human beings have
equal dignity and rights. Governments, however,
see citizenship as about nationality and having a
passport. We need to reclaim the term and say that
citizenship is about how we live our lives in society.
It is the way we interact, help each other, and try to
make the world a better place. Cosmopolitan citi-
zenship is seeing yourself as a member of a commu-
nity with people wherever they may be in the world,
and whoever they may be. As English teachers, it’s
easy to imagine because if we meet a teacher of En-
glish anywhere in the world, we immediately have
something in common. This is the cosmopolitan
perspective which is in opposition to a diplomatic
view of citizenship where you ascribe an identity

to somebody making them coterminous with their
nationality.

The Language Teacher ® JALT Praxis: TLT Interviews

How important is English as a lingua franca in pro-
moting a sense of cosmopolitan citizenship?

English as a lingua franca means English as a means
of communication between people unassociated
with a particular cultural background. English has
become a medium of communication in the same
way that Swahili was a trading language, or like
Latin in Europe when it was the language everyone
understood. In this way, English as a lingua franca
implies a cosmopolitan perspective because anyone
anywhere can use English and there is no judgment
about the status of English.

Do you think that native English teachers should learn
a second language?

Language teachers who have never learned anoth-
er language are at a huge disadvantage because
they miss out on an experience that their students
have. Therefore, learning another language is an
indispensable part of any language teacher’s job. Of
course, it is possible to get by with just English, but
it is not the same experience because they are using
their own language, identity, and frame of refer-
ence. Learning a second language is a gateway into
another way of thinking. The language itself gives
insights which can open their mind, allowing them
to think about things in a completely new way.

Is cosmopolitan citizenship a relevant concept in such
an ethnically homogeneous society as Japan?

Education for a cosmopolitan perspective is hugely
important in Japan. There are many expatriates

and migrants who are now living and working here
who play a full part in the economy and society.
Although there has been a huge effort since the 19th
century to create the construct of a homogenous
Japan, sociologically, that is just not the case. In
fact, there are many ways of being Japanese. Indeed,
the former director general of UNESCO, Koichiro
Matsuura, said that a person has to recognize “the
plurality of his or her own identity, within societies
that are themselves plural” (Universal Declaration,
2010). Homogeneity is just a myth, constructed and
relative, and not understanding this puts one at a
considerable disadvantage.

What steps can language teachers take to encourage an
atmosphere of cosmopolitan and democratic citizen-
ship in their classes?

One way is to be explicit that your classroom is
democratic. You can use a class charter where
you make an agreement between yourself and the
students about classroom procedure. For exam-
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ple, times when it is appropriate for the students

to speak, being respectful of each other, and not
shouting. At the beginning of the year, you can
work together on these classroom principles. You
can point out that human rights are also about uni-
versal procedural principles. Classroom standards
are mirroring a set of universal standards. In terms
of the curriculum, it is important to get away from
the very narrow focus on daily life and routines and
to make the same topics more interesting. There is
always a political, cultural, or sociological angle you
can use when presenting material or framing new
language in class.

Is there a danger that the teacher will lose authority
and control due to a democratic classroom?

The teacher’s role is to provide the orderliness
necessary for the students to be able to learn. Class
members need to recognize that they have a com-
mon purpose and that they need somebody to take
on the organizational decisions. Some decisions can
then be devolved to groups or individuals within
the class, but the teacher has an important role

to play, not just teaching. The teacher should use
their authority to ensure fairness. For example, they
should make sure that the shyest student gets an
opportunity to speak.

What developments do you hope to see because of dem-
ocratic citizenship and human rights education over
the next 10 to 20 years?

We are in a bleak time at the moment. We have au-
thoritarian regimes in the ascendancy in USA, Rus-
sia, China, Turkey and probably Japan. Educators
have to believe in the future. That is what it’s about:
the next generation. We do what we can, where

we can. Democratic citizenship and human rights
education aim to create a culture of human rights
where people see that fundamental freedoms and
equalities are important, that xenophobia is not an
acceptable part of society, and that we should be in-
clusive rather than exclusive. We just have to hope
that, even if they cannot be fully expressive at the
moment, there will come a time when they can. The
aim is to encourage human flourishing by spreading
the word that people simply want freedom, justice,
and peace, and that this can only happen if human
rights are respected. That vision was created in 1948
with the Universal Declaration of Human Rights. It
has taken a long time to become widely known and
accepted. It is still an incredibly inspiring vision.
Almost everyone would agree that it makes sense to
try to organize the world so that there is freedom,
justice, and peace. | think that human rights educa-
tion is the right way to achieve this.

The Language Teacher ® JALT Praxis: TLT Interviews

Would there be less conflict in a linguistically and
culturally homogeneous global state?

That is certainly not my vision (laughs). 1 value the
diversity of the biosphere, and of cultures and lan-
guages. The United Nations is a very helpful body,
but we are still organized politically along national
lines. The goal of democratic citizenship is not to
make everybody the same, but to have an increased
awareness and acceptance of the differences which
already exist. It is about making sure that everybody
can be involved, and all voices are heard.

Isn’t it the job of each person to figure out their own
values, rather than following a prescribed dogma such
as the Declaration of Human Rights?

I suppose each person can try reinventing the
wheel, but that could take quite a lot of time and
effort. In any case, individuals are inevitably in-
fluenced by many external factors such as family,
friends, and religion. All the governments in the
world have signed up to the declaration of human
rights, and most people find them relevant. People
don’t have to reject their own religious, political, or
ideological background because human rights is all
about freedom of thought, conscience, and religion.
It is not about indoctrination. On the contrary, it
means recognizing that there are lots of different
views.

Are there any countries that you could name as an ex-
ample of a model to aim for in terms of cosmopolitan
citizenship and human rights?

Canada has the Canadian Charter of Rights which is
very powerful. For every refugee family that arrives
in Canada, there is a host family that is designat-

ed to make sure that they're okay. It is a brilliant
system for enabling newcomers to integrate into so-
ciety. However, it’s important not to be complacent.
For example, many people think that Norway is one
of the most egalitarian societies, but in fact inequal-
ity and xenophobia are commonplace, and there is
a far-right party in government at the moment. We
should not take even the most promising countries
as models, but as starting points.

Are you worried about the rise of Donald Trump as a
threat to cosmopolitan citizenship?

Absolutely. Trump is the antithesis of everything
cosmopolitan citizenship stands for. Similarly, the
vote for Brexit in the UK has been described as
the victory of the nationalists over the cosmopol-
itans in the political science literature. In a recent
speech, Trump said that North Korea does not
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respect United Nations (UN) sanctions. So, despite
his rhetoric, he still needs the UN. On the issue of
climate change, in the US, some city mayors and
state governors have said that their state is going to
respect the Paris Accords. So, despite the American
president’s power, there are limits. Thankfully there
are limits to the damage which Trump is inflicting.

Socrates famously said that he was a citizen of the
world, not of Athens. Do you see yourself as a citizen of
the world?

Absolutely! I'm very happy to be thought of as a
citizen of the world. To deal effectively with a lot
of issues; for example, saving the environment, it is

[JALT PRAXIS]

Greetings and welcome to another edition of My Share!
In each issue we aim to present ideas that are useful for
many different kinds of teachers and classrooms, and
this issue is no exception. Yet again, we are pleased to
present a variety of clever activities suitable for diverse
contexts. Steven and | hope that you enjoy reading and
trying out these ideas in your classrooms.

Brett Davies kicks off this issue by introducing an idea
where students can practice explaining familiar Jap-
anese cultural items. This card activity provides an
opportunity for students to get better at negotiating
meaning in English. Next, for educators who are inter-
ested in using slide presentation activities, Yoko Ichiya-
ma suggests how students can use self and peer check
lists to revise and develop their slide presentations.
Then, Alison Chan describes an energizing and interac-
tive station activity involving a shopping role-play. | am
positive it would be a hit with classes of all sizes from ju-
nior high school and above. Finally, James Bury shares a
dice-based speaking activity which encourages the use
of questions. | imagine this could be used with many
different levels and adapted for different purposes. In
our online edition, you can find an interesting take on
true and false questions by Phoebe Lyon, where she
presents an interactive, whole-body approach to these
commonplace textbook activities.

—Nicole Gallagher

The Language Teacher ® JALT Praxis: TLT Interviews

essential that we see ourselves as not just members
of our local community, be that Athens or Tokyo,
but also of the global community of humanity.

Thank you very much for the enlightening interview!

1t was my pleasure.
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We welcome submissions for the My Share column. Submissions should be up to 600 words
describing a successful technique or lesson plan you have used that can be replicated by read-
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It's a kind of... Explaining
Japanese Culture in English

Brett Davies
Meiji University
davies@meiji.ac.jp

Quick Guide

» Keywords: Negotiating meaning, explaining
Japanese culture

» Learner English level: High beginner and above
» Learner maturity: High school, university

» Preparation time: 15 minutes

» Activity time: 30-45 minutes

» Materials: Visuals of Japanese culture (on Pow-
erPoint or flashcards); game cards (one set per
group of 3-4 students)

The number of tourists visiting Japan is increas-
ing dramatically every year; therefore, the need for
local people who can inform guests about Japanese
culture is greater than ever. This activity aims to
develop students’ ability to describe local customs,
foods and events in English. It provides them with
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the opportunity to develop basic skills to explain
apparently untranslatable items, an authentic situa-
tion in which to negotiate meaning, and an oppor-
tunity to increase confidence in their own culture
within a global setting.

The Language Teacher ® JALT Praxis: My Share

Preparation

Step 1: Make PowerPoint slides or large flashcards
showing images of Japanese culture that are well
known to students but do not have obvious English
translations; for example, okonomiyaki, yukata,
seijinshiki.

Step 2: Make a set of 16 game cards, one set per
group of 3-4 students—any cultural items that

the students will instantly know but do not have
obvious English definitions. (See appendix for
samples.)

Procedure

Step 1: Show the class the picture of okonomiya-

ki. Students work in pairs to imagine how they
would explain it in English to an overseas visitor.
Elicit ideas from the class and write them on the
board. Likely responses will be “Japanese pizza,” or
“Japanese pancake.” Use a real or imagined exam-
ple to show that these definitions are good but not
wholly satisfactory. (For example, my Australian
friend went for “Osaka pizza” and was surprised to
be handed a jug of batter!)

Step 2: Write “It’s a kind of” above these explana-
tions as a way of signaling to the visitor that these
are not ‘perfect’ definitions. Then add or elicit
further phrases underneath: “You make it your-
self” “You can add meat, fish or vegetables.” “It’s
fun and delicious!” Stress that the more informa-
tion we provide, the easier it is for a newcomer to
understand. There is no 100% correct response, so
encourage students to use their imagination.

Step 3: Practise by showing pictures of yukata and
seijinshiki. Students work alone or in pairs to think
of explanations. Then, they share their ideas with
the class.

Step 4: Students break into teams of three or four.
Give each team a set of identical game cards—face
down.

Step 5: One student in each team takes a card
and has 10 seconds thinking time. Then, without
showing or saying the actual word on the card,
she has 20 seconds to explain it in English to her
team. Encourage teammates to ask questions if
necessary. When time is up, teammates give their
‘final answer’ Repeat the process with a different

team member explaining the next card. After 16
rounds, the team that has successfully explained
and guessed the most cards is the winner.

Extension

Have students think of their own ideas of ‘untrans-
latable’ Japanese culture, then make their own
cards. Swap these with other groups and play the
same game. In high-level classes, students could
discuss and explain more abstract concepts, for
example; wa, wabi-sabi, omotenashi.

Conclusion

This activity has proved hugely popular with
students in both high school and university. It
demands imaginative language use and authentic
negotiation of meaning in order to complete the
task successfully. Just as importantly, the activity
encourages students to think more deeply about
their own culture, while developing empathy for
visitors who wish to learn about Japan.

Appendix

The appendix is available from the online version
of this article at http://jalt-publications.org/tlt/
departments/myshare.

Using Peer Pre-check
and Self-check Lists to
Succeed in PowerPoint
Presentations

Yoko Ichiyama
Toho University
ichiyama@hotmail.co.jp

Quick Guide

» Keywords: Peer pre-check, self-check lists, Pow-
erPoint presentation, autonomous learning

» Leaner English level: Intermediate to advanced
» Learner maturity: High school to university level
» Preparation time: 30 minutes

» Activity time: Two 30-minute lessons to explain
the strategies and answer questions, eight
15-minute lessons on peer pre-checks, and a
1-hour lesson on PowerPoint presentations (varies
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depending on the learners and the institution)

» Materials: Computer, projector, screen, Power-
Point file, checklists

PowerPoint presentations afford outstanding
opportunities to develop English communication
skills in conveying your message to others and using
effective body language. However, without careful
preparation, PowerPoint presentations can become
daunting both for teachers and students. In some
cases, audiences become bored with viewing the
same slide while the presenter monotonously reads
his or her script without making any eye contact
with the audience. Students also often hesitate in
front of audiences because they cannot read what
they have written; for example, Japanese students
often neglect to determine the pronunciation of
English words they use in their presentations.
Other possible problems with PowerPoint presen-
tations include technical malfunctions, the use of
text-heavy slides, and the presenter’s inability to
open the PowerPoint file due to unfamiliar operat-
ing systems. Although students’ autonomy should
be respected, instructors can support them by
monitoring their processes of preparing PowerPoint
presentations. To prevent students’ embarrassment
and promote autonomous learning, instructors can
use the following ideas to provide students with
opportunities to engage in peer pre-checks and use
self-check lists to objectively assess their prepared-
ness to deliver PowerPoint presentations.

Preparation

The Language Teacher ® JALT Praxis: My Share

Copy enough checklists for students (see Appendi-
ces).

Procedure

Step 1: Explain the topic, peer pre-check, self-check
lists, the two deadlines (i.e., preliminary and final),
and the precheck schedule. 1deally, give 3-4 students
15-20 minutes at the end of each class to write their
peer evaluations as a group while other students
complete worksheets.

Step 2: It is most helpful to reserve the lesson prior
to the deadline of first submission to address tech-
nical and language-related problems common in
PowerPoint presentations.

Step 3: Collect a PowerPoint file and an English
manuscript from each student and distribute self-
check lists on the first day of peer evaluation.

Step 4: At the end of each class, facilitate peer pre-
checks for 3-4 students for 15-20 minutes total.

Step 5: Have each student deliver his or her Power-
Point presentation in front of 2-3 peers who use the
peer checklists to evaluate the presentation.

Step 6: After each student’s presentation, allow time
for the presenter to receive comments from peers
and the instructor. Encourage and give advice on
presentation delivery (e.g., regarding eye contact,
vocal pitch, and tone) and transitions from one slide
to the next.

Step 7: Following all peer evaluations, set a deadline
for the final submission of the PowerPoint files,
English manuscripts, and the self-check lists so that
students can reflect upon and revise their presen-
tation files and manuscripts before doing their
presentations.

Conclusion

Having to solve the problems of unprepared stu-
dents on the day of their presentations wastes the
time of both teachers and students. Checklists com-
pleted in advance enable students to recognize the
requirements of the presentation as well as to take
measures to avoid technical problems, while peer
prechecks afford opportunities to give and receive
feedback on advanced-level communication skills
that can support the development of effective pre-
sentation skills. By collaborating in the process of
preparation of PowerPoint presentations, students’
motivation and presentation skills improve.

Appendices

The appendices are available from the online ver-
sion of this article at http://jalt-publications.org/tlt/
departments/myshare.

A Day Out!
Alison Chan

alison.house0306@gmail.com

Quick Guide

» Keywords: Game, description, adjectives, vocab-
ulary, communication

» Learner English level: Intermediate and above
» Learner maturity: Junior high school and above
» Preparation time: 15-20 minutes

» Activity time: 15-30 minutes

» Materials: Post-it pads, pens, paper signs, realia

A few years ago, I realised whilst approaching
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the end of term that students were becoming
increasingly lethargic and detached. 1 noticed it was
difficult to reel in the students’ attention while they
were seated. To encourage and motivate students,

1 used the following game which allows students to
walk around the classroom whilst reviewing vocab-
ulary and refining their communication skills.

Preparation

The Language Teacher ® JALT Praxis: My Share

Step 1: Set up the classroom by using the corners in
the classroom as four different shops: 1) a conve-
nience store, 2) a bakery, 3) a supermarket, and 4) a
drugstore. Make this clear by either placing a paper
sign or bringing in some real objects.

Step 2: For each shop, prepare post-it pads of differ-
ent colours, or prepare coloured item cards which
will allow for a more controlled activity.

Step 3: Remind students that only English is al-
lowed.

Procedure

Step 1: Divide the students into pairs. Select four
pairs and place one pair behind a different shop.
They will take the role of ‘shop owner’. Allocate the
role of ‘shopper’ to the remaining pairs of students.

Step 2: Explain the idea and rules of the game: The
students with the role of ‘shopper’ are going on a
shopping trip around the classroom. The shoppers
will need to describe an item they would like to buy
without mentioning the name of the item or any
word that is part of the final item. Guide students by
providing them with sentence starters such as these:
The item I would like to buy is colourful/black/white...
It is a perishable item... The item I would like to buy has
a round/rectangular/square shape... I have a headache
and am looking for something that will help me...

Instruct the students with the role of ‘shop owner’

to listen carefully and guess the item the shopper

is describing. Ask them to write down their guess
using the post-it pad and show it to the shopper. If
the shopper confirms it is correct, tear off the piece
of paper and hand this over to the shopper. Use pre-
pared item cards as an alternative, while controlling
the difficulty level.

Step 3: Monitor and guide the students and the
flow of the activity. Instruct the pairs of shoppers
to move in a clockwise direction. Give students
sufficient time to describe the item, but do not let
them linger for too long at one shop with no result.
Shout ‘Move to the next shop!” so that all shoppers
move together.

Step 4: The shop owners who have “sold” the most
items win the game.

Step 5: Debrief at the end of the activity to ensure
students take away new vocabulary and sentence
structures.

Conclusion

This activity creates a fun and dynamic atmosphere.
By having students stand up and move around the
classroom, it keeps them awake and interested and
this enables them to absorb and remember informa-
tion more easily.

This activity of describing and guessing different
goods has brought a lot of excitement to my classes.
It is an interactive activity that can serve as encour-
agement for less talkative students to participate
and an excellent icebreaker at the start of term.
Most importantly, it is an opportunity to introduce
new vocabulary, particularly adjectives, which will
expand the lexicon of students.

Dice Question Rotation

James Bury
Shumei University
bury@mailg.shumei-u.ac.jp

Quick Guide

» Keywords: Question forms, giving and asking for
personal information

» Learner English level: Elementary and above

» Learner maturity: Junior high school and above
» Preparation time: None

» Activity time: 15-45 minutes

» Materials: A dice (the bigger, softer, and fluffier,
the better) and a timer with an alarm

This activity can be used in a number of different
contexts, ranging from general English conversa-
tion classes to short open campus demonstration
lessons. While the activity focuses on the review
and production of question forms and on develop-
ing students’ speaking and listening skills, it can be
adapted and extended to practice all of the major
language skills. Students often enjoy the chance to
get up out of their seats and communicate in a freer
and more flexible way than they commonly do.
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Procedure

Step 1: Review six question forms and elicit some
example questions. Demonstrate some possible
follow-up questions. The level of scaffolding needed
depends on the learners.

Step 2: Allocate the six question words used in Step
1anumber from 1 to 6, for example, What - 1, Can
- 2, Where - 3, etc.

Step 3: Split the students into pairs.

Step 4: Roll the dice (this can be done by the teacher
in a whole-class activity, or by each pair if there are
enough dice). One student then asks a question us-
ing the question word that relates to the number on
the dice. After their partner answers, they can ask
follow-up questions. After this has come to a natu-
ral conclusion, the partner asks a question using the
same question word.

Step 5: Once the decided time for the process de-
scribed in Step 4 has elapsed (typically 5-8 minutes),
the alarm goes off. The students then find a new
partner, and the process is repeated.

Extensions

Possible extensions include getting the students to
write down their partners’ answers, asking them to

[RESOURCES]

Edo Forsythe

Using Kahoot to Gamify
Your Classroom
Stephen Case

Baiko University

and app used to create and take a variety of

quizzes called “kahoots.” Used by over 40
million people each month, it is one of the largest
education platforms on the Internet (Keane, 2017).
Kahoot quizzes can be taken by anyone with an In-
ternet connected device. Kahoot quizzes can be made
by anyone with an account.

K ahoot! is a free, game-based learning website

The Language Teacher ® JALT Praxis: My Share

report on an interesting answer they got, review-
ing some of the questions asked in Step 4 before
moving on to Step 5, eliciting examples of follow-up
questions they had asked / been asked, and students
writing a short introduction of one of their partners
based on the information they found out.

This dice activity could also be used to practice
other target language, with the questions in this
example being replaced by discussion prompts,
controversial statements, role-play characters, and
conversation contexts (e.g., at a restaurant).

Conclusion

Depending on the context in which this activity is
used and the main objectives of its use, the question
asking stage can range from fairly controlled to

very free. In the large majority of cases that I have
used this activity it has been very well received. It
provides students with the opportunity to break

the ice, meet new students, find out interesting
information about classmates that they may not
otherwise have had the opportunity to, and engage
in active communication.

TLT WIRED

In this column, we explore the issue of teachers and technology—not just as it relates to CALL solutions, but
also to Internet, software, and hardware concerns that all teachers face. We invite readers to submit articles on
their areas of interest. Please contact the editor before submitting.

Email: tlt-wired@jalt-publications.org ® Web: http://jalt-publications.org/tlt/departments/tlt-wired

For students, Kahoot is designed to be as easy
to use as possible. It is free, has an intuitive design
system with little language dependency, and is
usable without a need to register, login, or down-
load anything. It is designed with social learning in
mind, as students are encouraged to gather around
a single device and engage in competition with the
whole class. Kahoot is also designed to encourage
students to look up from their devices to maximise
interaction with the class. Students have report-
ed finding increased motivation to study through
using the platform (Zarzycka-Piskorz, 2016). Simply
put, Kahoot is a versatile tool for teachers and stu-
dents, designed to be easily used in any classroom
situation.
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How Does it Work?

To use Kahoot in a classroom, you will need a
central screen that all students can see. This acts as
the hub from which the quiz is administered. First,
from the teacher’s computer, you need to select the
quiz you wish the students to try (Figure 1). Start-
ing the quiz will give a room code which students
will enter into a separate website <http://kahoot.
it>. Students can each play on their own device or
in teams. Students will also enter a name (inappro-
priate names can be vetoed by the teacher) at this
point. Once students enter a name, that name will
appear on the central computer as logged in, and
when all the students are in the quiz, the teacher
can start the quiz.

TOEIC Picture Quiz 1
. HIS # Edit A1Duplicate @ Delete PR e
(S ., mrcasezs 7 months ago Play» | Chllengee W Sharet
2 questions B Public (make private?)
- Currency ¢ Edit &Duplicate @ Delete
a) ’z,f"ﬁ by mrcase28 1 year ago Play » Challenge® [l Shareis:
= 8 10 questions @ Pubic (make privale?)
Passives Quiz ESL
- = # Edit @1Duplicate @ Delete y y
BEE 7, rcocezz 1 yoor ago Play» | Challenzee W Shareiz:
10 questions B Pubic (make privale?)
Funny Animals TOEIC # =it &1
B = Duplicate @ Delete T o
[ ] by mrcase2s 1 year ago Play » Challenge® W Shareic
10 questions 8 Public (make private?)

Figure 1. Teacher’s quiz selection screen.

Students will need to read the question from the
central screen and then do the task presented by
Kahoot as quickly as possible. They do this from
their device. Once everyone has answered, the cor-
rect answer is displayed and students are awarded
points based on accuracy and speed. After the quiz
is over, the winning student’s or team’s name is
displayed.

Types of Quizzes

There are two types of quizzes you can create in
Kahoot. The first is a multiple-choice format. A
question is presented, and then students choose
from two to four possible answers. The second type
is Jumble. In this game, four items must be put in a
correct order. This is done by selecting and dragging
the items on the device to complete the task.

Within this simple framework, a surprising
amount of creativity is possible. The format and
number of questions are entirely up to the teacher,
who can add videos, images, and diagrams to the
questions. This is made easy because Kahoot has a
database of media to draw from. However, it is also

The Language Teacher ® JALT Praxis: TLT Wired

possible to upload your own materials. Teachers can
also adjust settings such as how much time students
have and whether or not points will be awarded. Al-
tering these settings can change the feel of the quiz
from a frantic and fun, high energy quiz to a slow
and thoughtful group discussion. There are also two
non-quiz style formats to choose from: One is used
to facilitate discussion by asking discussion ques-
tions and asking students to choose an answer, and
the other is used to administer class surveys.

Beyond these basic uses, there is so much hidden
depth in Kahoot that I encourage people to go on-
line and experiment with what can be done. Kahoot
has a huge online community of people sharing
ideas. Kahoot also has a feature in which you can
preview and test your own Kahoots before trying
them in the classroom. This is useful for experi-
menting with what works and what does not in the
given classroom situation.

Author’s Uses in the Classroom

There are too many ways to use Kahoot to cover
in this article. Here are four interesting ways that 1
have used it to great effect in the classroom:

1. Use Kahoots to practice TOEIC Part One

It is easy to upload pictures to the system, so
Kahoot can be used as an easy way to practice Part
One of the TOEIC test. Simply write four sentences
for each of a series of pictures, and have students se-
lect the correct one. Figure 2 uses an animal photo
that students tend to like to maximize engagement.

Time limit Awiard points

[~ =]

60 sec

Replace

Answer (reauirec) Answer 2 (requies

The squirrel will eat the corn. The squirrel hates the corn.

Answer 3 Answer 4

The squirrel doesn't like corn. The squirrel is eating the corn. (]

Figure 2. Using Kahoot for TOIEC practice.

2. Use ‘Jumble’ to practice sentence structure

This is very easy to make and useful for practicing
simple sentence structure. It is a little limited, how-
ever, as there are only four items in the quiz. Figure
3 shows a task practicing passives.
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Question (required)

Put in the Correct Order

s N .
[ s B 3
60 sec |

Replace

Answer V4 (required) Answer 2/4 (required) Answer 3/4 (requirec Answer 4/4 (reaur

many world were broken at

records

this Olympics

Note: 7/

Figure 3. Using Kahoot’s jumble feature for a specific
grammar target.

3. Would you rather? Guess the class preferences

This activity uses the survey tool. Students are
presented with ‘would you rather’ questions (Figure
4). Instead of saying their own preference, students
have to discuss with a partner what they think the
most popular answer in the class will be before
discussing the answer as a class.

Question (required)
Would you rather be able to teleport anywhere,
read minds, or control the weather?

Time limit

120 sec

Replace

Answer1 (required Answer 2 (required)

Teleport Anywhere Read Minds
Answer 3 Answer 4

Control the Weather

Figure 4. Using Kahoot as a classroom discussion
tool.

4. Make your own Kahoot

Kahoot really is easy to use, so getting students

to make their own Kahoots is an engaging proj-
ect-based learning task. I reccommend having a class
hashtag (e.g. #Freshman8) to make it easy to find
students work.

Conclusion

Kahoot is also a very simple way to gamify your
classroom to any target or activity you need. Invest-
ing time to make interesting quizzes can give you

a variety of tasks to draw on for your classes. All
Kahoot quizzes can be shared online, so that anyone
can use them. This means that you can use other
educators’ Kahoots, and there is a massive database
of quizzes already out there. These Kahoots are
searchable by hashtags, and there is a good number
of ESL / EFL Kahoots already available. To create a
Kahoot community for educators in Japan, we could
share what Kahoots we make using the hashtag
#tltkahoot to share our work. This way we can
build up a resource that we can all benefit from as

it matches most of our current teaching situations
and needs.
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Editor's Note: Gamifying the language classroom is a
great way to engage your students and keep them in-
terested in the lessons. Hopefully you found many oth-
er ideas for making your lessons more exciting at JALT-
CALL 2018 in Nagoya. If you want more CALL-related
teaching ideas, join us for the CALL SIG Forum at JALT
this November. There are always new and interesting
ideas to keep your language lessons Wired!
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JALT PRAXIS] YOUNGER LEARNERS

Hello colleagues,

English Education in Japan has reached an exciting
stage of development with the upcoming changes at
elementary school level. Alison Nemoto, who has been
involved in working on the new curriculum being intro-
duced by MEXT, and in teaching and teacher training
for many years, gives us her views on where Japan is
heading in this new era and what the changes will mean
for students and teachers.

On another note, please notice the change in the
column title from “Young Learners” to “Younger Learn-
ers.” This is to better reflect the students we serve, from
preschoolers to high school students, and also to align
it with the Younger Learners SIG.

Getting Ready for 2020:
Changes and Challenges
for English Education in
Public Primary Schools in
Japan

Alison K. Nemoto
Miyagi University of Education
alison@staff.miyakyo-u.ac.jp

s we approach 2020, athletes all over the
A world are training hard, pushing their bodies

to the limits with the aim of gaining med-
als for their countries in the Tokyo Olympics and
Paralympics. At the same time, English education
in Japan is going through a similarly challenging
period of enormous change. The impetus behind
these changes is the need for Japanese people to be
able to function and communicate more effectively
in English, in our increasingly interdependent global
society. Hosting the Olympics is just one example of
this. To reach this goal, significant revisions are being
initiated at all levels of English education. Here, we
will look in detail at the changes outlined for public
primary schools.

Mari Nakamura & Marian Hara

The Younger Learners column provides language teachers of children and teenagers with
advice and guidance for making the most of their classes. Teachers with an interest in this field
are also encouraged to submit articles and ideas to the editor at the address below. We also
welcome questions about teaching, and will endeavour to answer them in this column.

Email: younger-learners@jalt-publications.org
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One major transformation will be an increase in
classes, aimed at developing communicative English
skills and international understanding, from 70 to
210 hours (1 hour = 45 minutes). Following a new,
more challenging curriculum, and using profes-
sionally produced textbooks, pupils will be exposed
to around 700 English words prior to junior high
school, and expected to use an increased number of
English phrases. Basic literacy skills will be intro-
duced for the first time, to enhance the present
oral-skills-only curriculum. The teaching styles
recommended for this new era are learner-centered
and communicative for all subjects, with deep and
active learning as the goal.

The new curriculum will be officially implement-
ed from April 2020, but the next two years have
been allocated by MEXT as a period for preparation
and familiarization with the new content. Most
schools are already pre-running the new curricu-
lum, having started this April. However, there is
some confusion among observers, teachers, and
parents as to the number of hours, aims of classes,
use of suggested study materials, and changes in the
roles of instructors. I'd like to share my observations
on these changes as a teacher and teacher trainer
who has been involved closely with public school
English education in Japan for almost thirty years.

J

L

Background to the New Curriculum

English instruction and the development of inter-
national understanding for primary school children
was first initiated on a large scale in 2002, with op-
tional English Activities (eigo-katsudou) outlined by
MEXT for integrated studies in years 3-6 (sougouteki
na gakushu no jikan). At this time, English classes
began in many primary schools all over the country,
but the year groups involved and hours of instruc-
tion varied greatly between school districts, mak-
ing it difficult for teachers to share good practice,
teaching techniques, and resources. Even primary
schools feeding into the same junior high school
had inconsistencies, creating learners with different
learning experiences in the same class.

For these reasons, in 2011, Foreign Language Ac-
tivities (gaikokugo-katsudou) became compulsory for
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35 hours per year in years 5 and 6, and the MEXT
materials ‘Eigo Note, which had been available
for use since 2009, were replaced by the improved
materials, ‘Hi Friends! 1 & 2.

These materials and digital resources have now
been used for over 7 years, and most primary
teachers that I have had the opportunity to observe
have become familiar with the contents, producing
effective and engaging classes for 5 and 6% year
pupils. Although at first many teachers perceived
the materials, and the task of teaching them, as very
challenging, 1 have found during recent in-ser-
vice training courses that teachers are now quite
confident in using the target English questions and
phrases. Isn't it therefore timely to challenge teach-
ers and children further, with a more demanding
curriculum, as a positive step towards improving
English ability nationally to an appropriate level for
this new and exciting era for Japan?

Increase in Study Hours

From April 2020, there will be 35 hours, or approx-
imately one hour per week, of ‘Foreign Language
Activities, for both years 3 and 4, and 70 hours,
approximately two hours per week, of ‘English as

a formal assessed subject’ for both years 5 and 6.
Leading up to this, schools will have some flexibility
in increasing English study hours from the 2018
academic year. Initially there will be some variations
in the hours and content of English lessons in pri-
mary schools, but after 2020 the hours of study and
content should be consistent nationwide.

Content of Classes

The aims for years 3 and 4 are twofold; to gradually
develop intercultural understanding and to intro-
duce achievable English listening and speaking
activities through materials and activities appropri-
ate to the pupils’ developmental stage. There will
also be a sub theme of developing literacy, but only
recognition and formation of upper and lower case
letters will be expected at this stage. This change is
to align English studies with the use of the Roman
alphabet, or romaji, for Japanese words which they
cover in their Japanese language studies at this time.

The revised aims for years 5 and 6 regarding lan-
guage skills are primarily to develop listening and
speaking skills that build on the previous 70 hours
of classes from years 3 and 4, and also to further
develop basic literacy skills, such as reading and
writing simple words, and then moving on to first
copying, and then writing, full sentences. Choral
reading of simple English passages will also be

The Language Teacher e JALT Praxis: Young Learners

introduced in year 6 as a step towards developing
phonetic awareness. The aim is for pupils to ‘notice’
similar sounds in the text naturally, rather than for
phonics to be formally taught at this stage.

These changes are aimed at bridging the current
gap between the focus on purely oral communica-
tion (i.e., short listening and speaking tasks) in the
upper grades of primary school and on developing
all four skills at junior high school level. 1t has
also been considered that this combined four-skill
approach fits the developmental stage of upper
primary pupils better than the present contents.
However, this new literacy element is just a small
part of the curriculum. Listening and speaking
activities are still the main focus of the course and
these will be more challenging, with longer, more
natural conversations and situations based around
the pupils’ experiences, such as sharing news after
the summer vacation or talking about future plans.

Some exposure to linguistic input will be in the
form of new and improved short videos which
will clearly introduce the natural context for the
language to be used. These videos are also aimed at
developing pupils’ global outlook, which is still an
important aim in primary education and one that
shouldn’t be overlooked when planning lessons.
International understanding can be developed in an
active way by, for example, pupils of this age doing
their own research and preparing quizzes or pre-
sentations on topics such as languages apart from
English and world cultures.

Materials and Lesson Planning

Although there are many positive points in the
new curriculum, undoubtedly, one of the biggest
challenges for teachers during this transition period
is to expand the content, blend the old and new
materials, and gradually facilitate a smooth transi-
tion for children, as the hours and scope of English
lessons increase. This year and next they will still
use the “Hi Friends! 1 and 2,” series as a base for the
curriculum in years 5 and 6, and then add selected
units from the “We Can!” series, so there will be
inconstancies between schools, depending on how
many hours they decide to teach.

Practically speaking, although the new materials
are exciting, and provide a vision of where English
in primary schools is heading, they do not necessar-
ily link into where learners are now. This is because
the “We Can!” resources are designed to be used in
sequence, and the contents build on the 70 hours of
study using the ‘Let’s Try!’ books. At the moment,
they are really available for the training of teachers,
and to be used with children only selectively. There-
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fore, each teacher must consider how to supple-
ment learning and whether use of the new materi-
als is appropriate and, most importantly, achievable
for learners. Following this two-year period, these
will be replaced by textbooks produced by the major
textbook companies and approved by MEXT, which
will be available for viewing and selection by each
school district, as is the case for any subject.

Instructors

As for human resources, MEXT has plans to
increase the numbers of specialized staff trained

to teach English and also the numbers of ALTs
nationally, but it is up to each school to make its
own staffing decisions. Some schools may designate
a staff member to be a specialist English instructor,
responsible for instruction in the whole school or

a whole year group. They may be supported by an
ALT or another teaching assistant, for example a
local resident who is proficient in English. Oth-

er schools will still expect the classroom teacher,
(CRT), to lead lessons with an ALT or other instruc-
tor when available.

Conclusion

Looking back on this journey from 2002, to English
becoming a formal subject in primary school, teach-
ers have been challenged by revisions and changes
when they were first initiated. However, they have
gradually mastered the contents in order to teach
effectively. Given some time, 1 see this similarly
challenging situation we are facing now gradually
being resolved in the same way. Important issues
such as teacher training and creating an effective
system for assessment of young learners certain-

ly still need to be addressed, but we have a clear
shared vision of where English primary education
is going and we can concentrate now on how to get
there.

Since arriving in Japan in 1989, I've been told
numerous times that, “this is the new era for En-
glish,” and “with this change everyone will become
fluent,” but it really hasn’t happened yet. Hopefully
this transition in primary school English education
will lead to providing a ‘real’ foundation for junior
high school and senior high school English educa-
tion, which is also undergoing its own revisions.

It will take time. “Rome wasn’t built in a day,” as
they say, but if we raise the bar sufficiently now, |
feel that the effect should be felt in 10 years’ time,
when the 8-year-olds of today will have spent 10
years studying English before entering a university
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like mine, to become English teachers for the next
generation. 1 believe this Olympic-like challenge is
a necessary step towards the goal of facilitating the
whole nation in becoming able to communicate
more effectively in English.

Further Reading

Ministry of Education, Culture, Sports, Science, and
Technology (MEXT). (2018). Shogakko shidoyoryo
kaisetsu gaikokugo-katsudo/gaikokugo-hen [Explanation
of the course of study for primary school: Foreign lan-
guage activities and foreign language]. Tokyo: Kairyudo
Shuppan

Ohshiro, K., & Yorozu, R. (2017). Chugakunenyo hajime-
teno shogakko gaikokugokatsudo, Jissen Gaidobukku,
shin-shido yoryotaio [A practical guidebook for the new
course of study: A guide to first time foreign language
activities for primary school middle grades]. Tokyo:
Kairyudo Shuppan

Ohshiro, K., & Yorozu, R. (2017). Kougakunenyo shoga-
kko-eigo hayawakari, Jissen Gaidobukku, shin-shidoyo-
ryotaio [A practical guidebook for the new course of
study: An easy to follow guide to primary school En-
glish education for the upper grades]. Tokyo: Kairyudo
Shuppan
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BOOK REVIEWS

This month’s column features Laura MacGregor's re-
view of Final Draft Level 2 and Steve T. Fukada’s evalu-
ation of Get Set! to Learn English.

Final Draft Level 2

[Series editor: Jeanne Lambert. Authors: Jill
Bauer, Mike S. Boyle, and Sara Stapleton.
p. 272. New York, NY: Cambridge Univer-
sity Press, 2015. ¥3,240. ISBN: 978-1-107-
49539-5]

Reviewed by Laura MacGregor,
Gakushuin University

inal Draft is a 4-level e

textbook series that

guides students
through the writing pro-
cess from paragraph to
essay writing from pre-in-
termediate to advanced
levels of English. 1 used
Level 2 in a Ist-year, first
semester, twice-weekly
academic skills course
focusing on reading and
writing for intermediate
level students. Level 2 contains eight chapters that
progress from paragraph writing to essay writing.
Each chapter is approximately 30 pages long, and
may contain more material than teachers have time
for. However, with careful selection, this turned out
to be a very good text, even for a one-semester course
such as mine, to help students learn how to write
paragraphs and short essays.

Each chapter is organized around a theme and a
writing genre and guides students in preparing and
writing the chapter assignment (i.e., description
paragraph, compare and contrast essay). Chapters
include two short readings, one of which is a stu-
dent model. Both are helpful examples of the writ-
ing genre and the style that students should aim for
in their paragraph or essay. Final Draft subscribes

Robert Taferner & Stephen Case

If you are interested in writing a book review, please consult the list of materials available for
review in the Recently Received column, or consider suggesting an alternative book that would
be helpful to our membership.

Email: reviews@jalt-publications.org
Web: http://jalt-publications.org/tlt/departments/book-reviews

to the principles of the process writing approach
(e.g., Bayat, 2014), which is evident in the writing
prompt together with a cluster diagram or chart
for brainstorming ideas at the start of each chapter.
Other writing activities specifically for the assign-
ment appear throughout each chapter. As a result,
students can work gradually through the steps in
preparing their assignment as they receive guidance
from the text and opportunities to practice what
they have learned in the supporting activities. This
gradual progression of work on the assignment
makes the writing task less daunting than the pres-
ent-practice-write formula found in other writing
texts. In between these writing activities are typical
components of a writing text: topic warm-up and
discussion at the start of the chapter, followed by
vocabulary development, a short reading, writing
skills practice, error correction practice, drafting
and revising, and self-editing. Vocabulary is drawn
from the Academic Word List (Coxhead, n.d.; 2000)
and the General Service List (2013), and the gram-
mar and common writing mistakes sections are
derived from the Cambridge English Corpus.

A unique feature of the text is the Avoiding Pla-
giarism section in each chapter. It is organized as a
letter from a student to a teacher asking for writing
advice, which is followed by examples and short ex-
ercises. In my case, it helped students become aware
of what plagiarism is and the appropriate measures
to take to avoid it.

1 especially like the way each chapter is orga-
nized, presenting the core information needed for
each assignment, and following it with two writing
skill sections that focus on a particular aspect of
writing. Chapter 5, for example, which is students’
first encounter with essay writing after 4 chapters
of paragraph writing, starts out by presenting the
basics of writing an essay: the introduction, body,
and conclusion paragraphs, then guides students in
noticing the features of each through short tasks.
This is followed by two sections focusing on writing
skills—one on how to write an introduction with
background information, and another on how to
write a good thesis statement (pp. 148-152). These
are fundamental to good essay writing, but are not
often included in shorter compositions. The gram-
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mar tables are clear and easy to follow, as they focus
on the types of grammar errors that EAP students
need help with (i.e., phrasal verbs, and count and
noncount nouns).

The readings in the textbook include 500-600
word articles from popular publications, newspa-
pers, websites, and Wikipedia. These were too short
and easy for my upper Bl level class. Furthermore,
there were only two short vocabulary exercises
introducing 8-12 academic words and phrases to
accompany them. To challenge them and give them
exposure to more academic vocabulary, I supple-
mented the textbook with additional readings that
were longer and more difficult. Teachers who teach
academic reading and writing courses may wish to
do likewise (Grabe & Zhang, 2013). Despite their
brevity, however, the articles served as clear models
of the type and style of writing that students should
aim for in their assignments. Especially helpful are
the questions in the margins of the student models
that ask students to identify such things as “words
that show this will be the last paragraph of the
essay” (p. 133).

The teacher’s manual, which is available as a free
download from the Final Draft website, includes the
answer key for chapter activities and photocopiable
unit quizzes, but does not provide guidance on how
to present the material or give extension activity
ideas, apart from a general list of suggestions at the
beginning.

Despite a few shortcomings, the thoughtful orga-
nization, clear presentation of the writing process,
helpful grammar and plagiarism sections, and pur-
poseful student models are all reasons for teachers
looking for a well-rounded writing text to consider
Final Draft.
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Get Set! to Learn English

[Mutsumi Kawasaki & David Barker. Seoul,
Korea: BTB Press, 2017. pp. 95 + 15.
¥2,052. ISBN: 9784905088530.]

Reviewed by Steve T. Fukuda, Bunkyo

et Set! is an excellent

University, JALT CUE-SIG
G fit for the Japanese
university context

because it aims to prepare
EFL students to become suc-
cessful language learners by
developing language learn-
ing skills. Each unit in the
15-unit textbook is based on
a language skill (e.g., pronun-
ciation) or learning skill (e.g.,
goal-setting). Supplementary
materials include a teacher’s
guide, answer key, audio files, and a vocabulary app.

Get Sei!

Mutsumi Kawasaki
&
David Barker

Studies continuously report on how classroom
hours of instruction are insufficient considering the
goals of EFL education in Japan (e.g., Hato, 2005).
Meanwhile, Fukuda, Sakata, and Pope (2017) report-
ed that many students have less than 30 minutes of
out-of-class study time per week due to low levels
of learning skills and motivation, as well as habitual
procrastination. Get Set! is a textbook that can help
tackle these issues.

All students entering university in Japan now
have at least eight years of English learning experi-
ence. Unfortunately, many do not learn how to learn
English effectively, for instance, how to use English
in the classroom, how to set learning goals, or how
to maintain learning motivation. Furthermore,
because of the transition from a teacher-centered
secondary school language classroom to a more
student-centered learning environment at the
tertiary level, many students cannot cope in their
new environment which can increase their language
learning anxiety. The topics in Get Set! allow stu-
dents to think about and learn what can help them
overcome these problems. Because Get Set! consists
of topics ranging from psychological aspects of
learning to content aimed at specific language skills,
it is well-balanced for the Japanese EFL context. In
Unit 2 for example, students get a chance to under-
stand the differences between internal and exter-
nal motivation by answering a questionnaire and
then discussing the results. In course evaluations,
students reported an increase in out-of-class study
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time and a decrease in tendencies to procrastinate
and learning anxiety.

Get Set! fits nicely in a one semester 90-minute
weekly course. Get Set! naturally made the EFL
course a content-based course meaning students
were learning not only language but also learning
how to learn skills. Although my class included
35 freshman English majors, 1 needed to translate
some parts entirely or add an occasional Japanese
explanation because the textbook is almost entire-
ly in English. All students used the free Learning
Vocabulary app, which not only helped them learn
the most frequent 2000 words, but also increased
their confidence in English because they realized
how many words they actually knew. As such, the
textbook also provided many good activities for
students to reflect on their learning.

We completed one chapter a week. Each unit
starts with discussion questions (e.g., When you
hear the word grammar, what other words does
it make you think of?) to increase student’s mo-
tivation to engage in the content. The discussion
questions are followed by five to seven activities. For
instance, Unit 8 on speaking skills includes activ-
ities such as attempting conversations using only
one word at a time in turn, paraphrasing unknown
words, and understanding nonverbal communica-
tion.

Students’ out-of-class learning was also scaffolded
with assignments provided for each lesson in its
appendix (e.g., a TED talk assignment for the unit
on listening skills). My students gained a deep-
er understanding of the TED website itself, and
discovered how useful it was for independent study.
In the students’ course questionnaire, students re-
ported continued usage of the TED website during
the course and even branching out to other web
content for independent study.

Every chapter ends with various recommenda-
tions of learning resources to encourage indepen-
dent study and to gain a deeper understanding
of unit topics (i.e., three websites, three YouTube
videos, and three books). For homework each week,
students had to visit at least one of these recom-
mendations. This assignment generated active peer
discussions the following week on learning how to
learn. In the course evaluation, students reported
increased study time from peer advice and recom-
mendations during these discussions. The librarian
also confirmed that students were putting in orders
for many books recommended in Get Set!

It is rare for a student to enter their first univer-
sity English class not wanting to learn anything or
improve their English. However, it is often the case
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that students’ motivation declines as classes move
forward. This course allows students to understand
how to maintain motivation by learning how to
learn. ] recommend every student get the oppor-
tunity to use Get Set! for a more effective language
learning experience during and after courses at the
university level.
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Books for Students (reviewed in TLT)
Contact: Julie Kimura — pub-review@jalt-publications.org

Active Learning & Active Testing—D. McMurray, Kagoshima,
Japan: The International University of Kagoshima, 2018.
[Combines the active learning method of business case
study with the utility of learning English.]

* Encounters on Campus—Critchley, M. P. Tokyo, Japan:
Nan'un-do, 2018. [14-unit speaking and listening course-
book for low-intermediate level students. Teacher’s edition
available on request.]

Integrate: Reading & Writing Basic—Foster, L. Seoul, Korea:
Compass Publishing, 2017. [Four levels. Eight units covering
four topics. Incl. CD-ROM, audio download, and app.]

Mastery Dirills for the TOEIC® L & R Test. (New edition)—
Hayakawa, K. Tokyo, Japan: Kirihara Shoten, 2019. [15-unit
coursebook incl. audio download/streaming.]
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Money Matters. (International Edition)—Lau, S., Preuss,
F., Richey, R. Soll, M., & Williams, I. Berlin, Germany: Cor-
nelsen. [10-unit coursebook for banking professionals. Incl.
video and audio download.]

Reading Radius—Matsuo, H., Rife, S. E., & Fujimoto, T. Tokyo,
Japan: Sanshusha, 2017. [15-unit coursebook. Incl. audio
download/streaming.]

* Simply English: An Introduction to Today’s Key Concepts—
Knudsen, J. Tokyo, Japan: Nan'un-do, 2017. [15 lessons
written in simplified English dealing with subjects such as
social history, anthropology, and education. CD available on
request.]

UALT PRAXIS] TEACHING ASSISTANCE

David McMurray

Email: teach-assist@jalt-publications.org

This issue’s Teaching Assistance discusses a novel way
in which graduate students can succinctly present their
research findings to general audiences. A two-year
Master's thesis can culminate with an oral defense to an
examination committee that is often an hour’s grilling.
Doctoral candidates are required to speak even longer
and must answer in an open-to-the-public venue. Their
research papers can run for hundreds of pages. An
80,000-word academic thesis could take 9 hours to read
aloud as a presentation in a classroom setting. The hy-
pothesis supported in this essay is that students can ef-
ficiently explain a research thesis in just three minutes.

“Tell Us About Your
Research in Three Minutes”

David McMurray

The International University of Kagoshima

11 W hat is your research about?” is a
common question which graduate
students are asked to field during

entrance examinations, orientation sessions with

supervisors, research fund and granting agency re-
views, and at job interviews. That same question can
also pop up while students collect data from survey
participants or during seminar question periods with
classmates.
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Graduate students and teaching assistants are invited to submit compositions in the form of a speech, appeal,
memoir, essay, conference review, or interview on the policy and practice of language education. Master’s and
doctoral thesis supervisors are also welcome to contribute or encourage their students to join this vibrant de-
bate. Grounded in the author’s reading, practicum, or empirical research, contributions are expected to share an
impassioned presentation of opinions in 1,000 words or less. Teaching Assistance is not a peer-reviewed column.

! Vocabulary for Economics, Management, and Internation-
al Business—Racine, J. P, & Nakanishi, T. Tokyo, Japan,
Nan'un-do, 2016. [10-unit course using corpus-driven vo-
cabulary incl. quizzes and vocabulary notebook].
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Japanese at Work: Politeness, Power, and Place in Japanese
Workplace Discourse—Cook, H. M. & Shibamoto-Smith,
J.S. (Eds.). London, England: Palgrave Macmillan, 2018.

Second Language Pragmatics—Taguchi, N. & Roever, C. Ox-
ford, England: Oxford University Press, 2017.
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To keep things moving at academic society
meetings and conferences, organizers have come
up with various presentation formats and venues
for presenters. Pecha kucha (which literally means
prattling) rules that include showing 20 images,
each for 20 seconds, have been used successfully in
classrooms (Hayashi & Holland, 2017). Willey (2014)
suggested that pecha kucha rules be changed to
allow groups of three students to practice as a team
under time pressure.

L

Altering the usual venue and revising the normal
rules that graduate students follow to explain their
research can lead to creative presentations. Restrict-
ing content, medium, time, and length can creative-
ly stimulate students (and indeed their teachers).
Shorter presentation formats can make a creative
person even more creative. Creative people like to
talk at length about their work, but long presen-
tations that depend on Powerpoint software can
stifle an audience. Scientific findings and difficult
to comprehend reports and analyses by doctoral
candidates must routinely be explained to scholar-
ship granting agencies and occasionally to jour-
nalists. Researchers may be asked to wrap-up their
findings in a few sentences. Some have even started
to comply by composing haiku (“An Astronomers
Meeting,” 2018).

A severe drought in the Australian summer ten
years ago triggered an idea that now challenges
graduate students to explain their research in a way
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that can be understood by non-specialists. Limit-
ed to a 3-minute shower to save precious water, a
professor at the University of Queensland came up
with the founding idea for the Three Minute Thesis
competition. Three Minute Thesis (3MT®) is now a
registered trademark and challenged by university
students at 600 universities and institutions across
65 countries including Japan.

In Japan, Hiroshima University, Okinawa Insti-
tute of Science and Technology, Ritsumeikan Uni-
versity, and the United Nations University Institute
for the Advanced Study of Sustainability host 3SMT
competitions. For this essay 1 observed 24 students
from Trent University and Catherine Parr Traill
College share their research at a town hall in Peter-
borough, a medium-sized Canadian city (see Figure
1). 1 photographed the presenters and took video
recordings of their presentations with a handheld
camera. | also participated in the audience vote.

“We've got so much NOtHiNg ina

Figure 1. MA student introduced by an emcee.

Presenting in a 3MT competition increases a
student’s capacity to effectively explain their re-
search in a language appropriate to a non-specialist
audience. Competitors are allowed one PowerPoint
slide, but no other resources or props. Such creative
limitation is the concept of how purposely limiting
a task can actually drive creativity.

Implicit in the challenge to present a compel-
ling spoken presentation on their research topic
and its significance, graduate students must write
a manuscript. A few of the competitors told me
they wrote their scripts and started practicing two
months prior to show-time. Although their su-
pervisors encouraged them to enter the contest,
lent an ear during rehearsals, and offered lexical
advice, students said they relied more on their peers
or family for support. They needed to make their
speeches comprehensible and interesting for the
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judges and audience rather than for professors, and
their supervisors or teaching assistants. To prepare
for their 3-minute presentations, students whom 1
interviewed told me the process involved dozens of
conversations, a bevy of emails, and lots of practice
to comply with the following contest rules:

« Asingle static PowerPoint slide is permitted.
No slide transitions, animations or ‘movement’
of any description are allowed. The slide is to be
presented from the beginning of the oration.

o No additional electronic media (e.g., sound and
video files) are permitted.

«  No additional props (e.g., costumes, musical
instruments, laboratory equipment) are permit-
ted.

o Presentations are limited to 3 minutes maxi-
mum and competitors exceeding 3 minutes are
disqualified.

o  DPresentations are to be spoken word (e.g., no
poems, raps or songs).

»  Presentations are to commence from the stage.

o DPresentations are considered to have com-
menced when a presenter starts their presenta-
tion through either movement or speech.

o The decision of the adjudicating panel is final.

From the very start of the competition, student
presenters tried every trick in the book to get
around these strict rules. For example, psychology
major Ashley Robertshaw got around a no-rapping
rule by having the emcee introduce her title, I/l
Drink My Beer and Smoke My Weed-My Good Friends
is All I Need. Alison Fraser chose to rant against
higher economic groups in society buying up the
area where she hangs out as a black-clothed and col-
ored-hair Goth. Her 3-minute rant The City and the
Dispossessed: Canadian Goths and Urban Realities was
communicated through dance-like gestures per-
formed against a backdrop photo of the gothic Vel-
vet Lounge on Queen Street in Toronto. The emcee,
a principal at Catharine Parr Traill College, jokingly
bantered with a competitor to check if he thought
the 3MT acronym meant three minute title. Joshua
Feltham’s 22-word title was Habitat Selection, Spatial
Ecology, Mating Strategy and Sexual Size Dimorphism
of an Ectothermic Vertebrate at the High Latitude
Limits of its Range. Eric Bridle was stymied howev-
er, because he couldn’t use his cellphone to get his
message across during his presentation Was it Good
For You?: Sexting and Satisfaction.

The international contest stipulates English-on-
ly presentations. That rule could have created an
unlevel playing field in Canada with its three official
languages and a diverse population of citizens who
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speak over 200 mother tongues. English was a
second language for half of the 24 students in the
competition, including Shengnan Kang who ana-
lyzed the effects of air pollution on the economy of
her hometown Tianjin, China. In such an ESL con-
text however, these short presentations provided a
rich field for learning that extended beyond basic
language communication. During two intermis-
sions in the 3-hour event 1 overheard international
students counter the statement “it must be hard
for you in a second language” with “it was too bad
you forgot your lines halfway through.” Although
students knew their research topics like the back of
their hands, several stammered and two dropped
out of the running when they couldn’t remember
their rehearsed lines.

As one of 100 attendees | was asked to vote for the
best of 24 graduate student presentations. Sumiko
Polacco’s efforts to accent blood-red high heels with
a black dress to assist her talk Blood-in-the-Dark:
Designing a Forensic Blood Substitute did not go
unnoticed. She garnered The People’s Choice Award
and the School of Graduate Studies Prize from the
university’s dean of graduate studies Craig Brunetti.
The President’s Prize went to Chris Magwood, a
Sustainable Studies grad who started off by telling
the judges he wanted to “grow my house.” The
winner received a $500 cash award (approximately
50,000 yen) and a travel stipend to compete in the
provincial finals at York University in Toronto.

Figure 2. Seated 3MT contestants await their turn.
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Figure 3. The crowds were keenly interested.

The central benefits of these short presentations
were pedagogical. As students graduate into an
increasingly competitive global marketplace, the
skills gained through presenting in a short format
are transferable to real-world settings. Speed and
intensity is what made 3MT presentations enjoyable
for the audience and presenters (see Figure 3). There
is growing recognition among university educa-
tors about the need to provide students with such
opportunities outside the classroom to demonstrate
their English and ICT skills to help make them
employable. The next Asia-Pacific 3SMT Compe-
tition for universities in Australia, New Zealand,
Oceania, Southeast and Northeast Asia will be held
on Thursday 27 September, 2018 at the University
of Queensland, Brisbane.
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JALT PRAXIS] WRITERS WORKSHOP

Paul Beaufait

Strategies for a Successful
Grant Proposal: Part Three

Robert Cvitkovic
Tokai University

Max Praver
Meijo University

Previously on Grant Writing Strategies

In the last installment, we generalized a 3-year
research proposal into three stages, roughly one
stage per year. The first year consists of prepara-
tions, the second year is best spent on piloting, data
collection, and analysis, followed by the final year
of results dissemination. We also discussed many
ways of generating and improving on a research
idea, particularly if you are having trouble getting a
proposal accepted. Lastly, we discussed the pros and
cons of creating and working with a team. In this
installment, we dive into the proposal details.

Nuts and Bolts of the Proposal
Should I translate my proposal into Japanese?

Not necessary. If Japanese is not your native language,
having your grant translated into Japanese may cross
your mind. Don’t do it, unless there is a really good
reason to do so. There may have been a time when

it was beneficial to have proposals translated into
Japanese, when English was first being accepted into
the system, but not anymore. We personally have
submitted translated proposals, and have known
others who have too, only to have them rejected. The
fact is, plenty of English proposals get accepted. It

is not worth anyone’s time and effort to translate a
highly technical document and possibly make it more
difficult to understand in the process. Don't do it.

Can I leave some white space?

Please don’t. Grant proposals need to strike a balance
between details and specifics, brevity, and clarity. The
author needs to include all the critical information in

The Writers’ Workshop is a collaborative endeavour of the JALT Writers’ Peer Support Group (PSG). Articles in
the column provide advice and support for novice writers, experienced writers, or nearly anyone who is look-
ing to write for academic purposes. If you would like to submit a paper for consideration, please contact us.

Email: peergroup@jalt-publications.org ® Web: http://jalt-publications.org/psg

order to explain theoretical underpinnings, analyt-
ical methods, and other scientific details without
overwhelming a judge with too much complexity or
technical jargon. Do not change the font or line spac-
ing but be sure to fill up the space provided. 1f you
find yourself struggling to fill in the space, it may be
because you are not providing enough information
or details. It could also be that you are not as familiar
with your topic as you thought you were. A good pro-
posal writer will write too much and then find ways
to simplify and trim fat from the submission. On the
off-chance that you have done your best to fill the
space but still come up short, then expand a table,
figure, or illustration to take up the slack.

What about bolding, highlighting, and underlining?

The key to bolding, highlighting, underlining, or
using any other means to emphasize a point, is to be
consistent. If you underline results, only underline
results throughout the write-up. The reader may
not notice this small detail but their mind will. Also,
don’t overdo the emphasis. Pick a few things you
want to emphasize, and go through the document
consistently highlighting only those items. Then go
through the application only reading the summa-
ries, highlights, tables, charts, and figures. 1t might
be the case that an overworked judge does just that.
If you can get the gist of the proposal from just
those parts, you've done your job.

How about in-text citations and a bibliography?

By all means, make 10-20 in-text citations; but no,
do not waste space on the bibliography for all those
citations. We are aware of many successful propos-
als without bibliographies. Judges will not bother to
check the veracity of any of the references, but they
will want to see that you are aware of the literature.
The simplest and fastest way to show this is to use
in-text citations. Be sure to include several seminal
paper or book citations that anyone familiar with
your topic would recognize.

How important are the purpose and method
summaries?

Very! The summaries at the top of the first and sec-
ond sections are windows into your proposal. Judges
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might have 50 proposals to get through, so you need
to clearly summarize your purpose and methodology.
There is not enough space for rambling or detail.

Get feedback on your wording and ask colleagues
whether they get the gist of the project from just the
summaries. These summaries can make or break a
proposal, so spend some time on them.

What about repetition?

It is a good idea to reword the purpose and out-
comes of the research for emphasis throughout the
proposal. There are several places this can be done:
within the summary section, wherever it is explic-
itly asked for, at the end of the method section, or
any other place that makes sense. Do not go over-
board, but approaching the purpose and hypothe-
sized results from several different perspectives may
help a judge understand the value of your proposal.
Combining repetition of key parts of your proposal,
purpose, analytical methods, and results with con-
sistent highlighting is a good strategy for success.

Should I include tables, charts, and figures?

Yes, please! Use tables, charts and figures not
because they fill space, but because they clarify an
idea, convey meaning, or explain a concept better
than a lengthy description. Space is at a premium
and chances are that if you are knowledgeable
about your field you will not have enough space

to write everything you would like to convey. You
need to refer to tables, charts, and figures in the text
and explain the main points, but they may clarify a
complex idea in a succinct way.

Can I fool the judges? If so how?

No. You won't be able to. Just know what is expect-
ed of a successful proposal and include all those
elements. The judges know all the tricks that you
do, so you won't be able to fool them. Just write

a solid proposal, presenting what is expected and
following the rules, and it should pass. Learn about
the grading criteria and keep them in mind when
writing the proposal (more on that later). Also, read
the instructions on each page carefully and follow
them. It’s pretty straightforward. Oh, and keep
tweaking that awesome research idea until you have
something original, fun, and exciting.

Will they reject my proposal because of my budget?

No. Your proposal will not be rejected because

you ask for too much money. If your proposal is
sound, it will pass, and they will adjust the budget
appropriately. No need to meticulously calculate
every item in your budget to the last yen. Round up
to about 1000 yen for each item. You will need to

The Language Teacher ® JALT Praxis: The Writers’ Workshop

inflate your budget anyway because you can expect
a lot of cuts. More on that topic in the fourth and
final article.

What should 1 do if my proposal fails?

Check your feedback and take it seriously. Study the
reasons given and address the points that reviewers
have critiqued. Were you given an A, B, or C failing
grade? Know why it failed, fix your mistakes, and
reapply the next year. A failing grade of A means that
you were in the top 20%, a B is 20% to 50%, and a C
is in the bottom 50% of all failing applications. If you
got an A then you might want to tweak your exist-
ing idea and resubmit the same proposal next year.
If you got a C then you probably want to seriously
rethink your research approach and the value of your
idea. A failing grade of B is the hardest to interpret.
If you are really in love with your idea, then you may
want to keep it and try again. But if you can think of
a better one, then you might want to redesign your
experiment or try another idea. Either way, you will
need to do major work on the proposal that got a B.
Remember this misconception: Since 33% of appli-
cations pass, if 1 submit three years in a row, then on
average my proposal will pass by the third year! That
is not true. The reality is that solid, well-written re-
search proposals will pass every time. Poor ideas and
poorly written proposals will fail 10 years in a row.
Take the reviewer’s feedback seriously and address all
the comments as best you can.

Titles

You are allowed up to 200 characters for the title.
Make several titles and sleep on them for a while.
Don’t wait until the last minute to come up with
one. Be sure that you have encapsulated the essence
of either the purpose or the expected results in the
title, or both. Also, think about the contributions to
your field. Spend time on the title and get feedback
from colleagues.

Fun Fact Box: Failing grades

There are three levels of failing grades: A, B, and C.
Failing Grade Range

A: Top 20% B: 20% - 50% C: Bottom 50%
If you receive an A failing grade then all you need to do
is adjust your proposal with the issues they nicked you on
and resubmit next year. Don't just resubmit the proposal
exactly as is unless you are a masochist. Seriously address
the issues they mention in your feedback. If you scored a C
failing grade, you might want to think about rewriting the
entire project from the ground up. Reconsider the meth-
odology, the purpose, the research relevance in your field,
everything. You are not striking a chord with many of the
judges. If you score a B failing grade then you could go
either way, either do some tweaking or rewrite from the
ground up, but definitely address the feedback issues.
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Filling out the forms

Rather than show each page of the grant applica-
tion and give an example of a successful proposal,
we will give sentence stems for each section and
subsection. This way, it will be more generalizable
to any research context. This will increase the
usefulness for your own project and help you get
started immediately. Furthermore, this method will
help you to think about your own project details
without having to interpret from an example which
may not use the same methods or analysis as your
own. Not all sentence stems will be applicable, so,
if not, simply skip that stem and move to the next.
Comments are included to emphasize and clarify
points relevant to that section of the application.
Sentence stems are indicated with a bullet point,
and comments are in numbered lists. There is a

lot of information that follows so we invite you to
come back to this section repeatedly during your
proposal writing process.

The Language Teacher o JALT Praxis: The Writers’ Workshop

Fun Fact Box: Red skulls

In the military, some manuals have little red skulls next to a
procedure or set of instructions. Those skulls refer to how
many people died because they didn't follow the instruc-
tions to the letter. On aircraft carriers, around jets and on
a submarine, following protocol and instructions carefully
can mean the difference between life and death. However,
in our case, no one is going to die if your grant proposal
doesn’t get accepted, but it sure does feel that way some-
times. Just note that the following stems and comments
have been culled over a 10-year period from the authors’
trial and error hard knocks, and many years of discussions
with successful and unsuccessful applicants. We hope you
will get some use out of them. Each one has at least two
red skulls next to it.

Purpose of the Research
Purpose of the research (summary)

o The purpose is...

e The aim/ objective/ goal is to ...
e Inphase1we will...

e Inphase 2 we will...

e We expect to find...

Scientific background for research

1. Aim for 10-20 in-text citations. Sprinkle refer-
ences in as many places as you can.

2. ltisnot necessary to put a bibliography in the
proposal. There is not enough space to include it,
especially if you have upwards of 20+ citations.

3. Underline, italicize, or highlight either the
purpose, originality, or other important points.
Be consistent with your emphasis.

4. Put the most condensed literature review you

have ever written on one page. That’s it. Write
for a highly educated person, but chances are
they will not be familiar with the nuances and
subtleties in your field or topic. Explain techni-
cal jargon when needed and try to include dia-
grams and charts for explaining complex ideas.

5. Pick one main theory and write as clearly as
possible.

6. A good way to end is with the gap.

7. Clearly state how and to what extent you will
fill that gap with your proposal.

e Inrecentyears, ...

o Although (relevant field) has made significant
gains in the last several years, more research
into (the mechanism, interaction between A
and B, how A affects B) is needed. Our research
aims to investigate this area.

What will be elucidated and to what extent will it
be pursued during the research period

1. Thisis a good place to put your research
questions (RQs) for each phase of the research
with optional RQs if the research progresses
faster than expected. Also, indicate which is the
primary RQ.

2. Don't include too many RQs. Don’t overreach.
Balance is the key. Don’t think that putting as
many goals as possible is better than one good
one. Many judges will take points off for inabil-
ity to complete a project in the required time
due to an over-ambitious proposal. Balance and
simplicity is often the best approach.

Scientific characteristics

1. For qualitative analysis, indicate what method
you will use.

2. For quantitative analysis, clearly state what
statistical methods you will use.

3. For material creation, it might be helpful to
mention the pedagogical approach you will be
using that informs your content creation.

4. In general, mention the theoretical underpin-
ning that guides your research reasoning and
choices, for example: cognitive science, so-
cial-constructionism, game-based learning, or
self-determination theory.

5. Thisis a good time to repeat the purpose from
a statistical point of view. How will you calcu-
late/ determine or triangulate your data?

e Our research design will use X, Y, Z statistical
analysis.

o The design will combine qualitative and quan-
titative components, specifically...

o We will validate our instruments using Rasch
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and PCA, etc...

We will run a multiple regression analysis,
2-way mixed ANCOVA, Path analysis, SEM
(structural equation modelling), Rasch, etc. to
investigate/ explore/ study/ scrutinize/ re-
search...

In phase 1 we will run a X to determine Y

In phase 2 we will run a K to determine L

Originality

There exists a gap in the literature...
The original elements of this research are...
This research design has never appeared in the

literature before... to the best of our knowledge.

First, we intend to carefully investigate ...
Second, we will measure X over a period of Y
weeks, months, semesters to determine Z.
Third, we will do something that has never
been done before...

We will contribute to the field of X by explain-
ingZ

Expected results

1.

Be specific. State your hypothesized results.
What is the scope of this research? Stay concen-
trated and focused. Three years may seem like
a long time, but it goes by quickly when you are
setting up an experiment, collecting data, and
trying to make sense of it.

In Phase 1 we expect to find...

In Phase 2 we expect to find...

In experiment one, we expect to find a strong
correlation between A and B.

In experiment two, we hypothesize that A will
outperform B because of XYZ.

Significance of the research

1.

Closing statement about how this research will
contribute to a) your research field, b) students,
¢) institutions, d) society at large, or e) the bet-
terment of humanity.

Research plan and method
Research plan and method (summary)

This project consists of two experiments. In
fiscal year (FY) 2026 (experiment one), X will be
added to Y and tested. There will be 200 par-
ticipants in four treatment groups. Data will be
collected along with A, B, and C. AMANCOVA
will be carried out to measure XYZ to deter-
mine their influence. In FY2027+ (experiment
two), we will repeat experiment one with LMN
to determine whether ABC.

The Language Teacher ® JALT Praxis: The Writers’ Workshop

Team

The team consists of three researchers, see
Table 1 for responsibilities and expertise. This
research project consists of two experiments.
Experiment One will run for approximately
XX-YY months. Experiment Two will run for
approximately XX-YY months.

This information is also used in the online
system. 1f you have it in your proposal you can
cut and paste it into the system when the time
comes.

Table 1. Investigator roles, responsibilities, and areas
of expertise

Investigator

Area of
Expertise

Roles &
Responsibilities

Fiscal year (FY) 20XX (I* year)

1

2.
3.
4

Who will do what, when?

How are you going to collect data?

How long will things take?

Add tables, figures, and illustrations to clarify
your method or explain complex theories.
The purpose of Experiment One is to deter-
mine the influence of ABC on XYZ.

The number of participants will be...

FY 20XX achievements

During the first year, we plan on setting up
equipment, preparing X and contacting Y for
data collection in the second year. As a result,
we expect to be ready to collect data when
students return in the spring of ...

During the first year, we expect to have finished
preparations for data collection... Also, we will
have completed a small pilot study and expect
to know Y.

We expect to find a significant effect from at
least one ABC.

The extent of the influence will be revealed by
Experiment One.

We hypothesize XYZ will occur to this extent
due to the effect of treatment Y.

FY 20XX contingencies

The only issues that we foresee occurring
during experiment one are ...

These may cause delays of between X and Y
months which would ...

In the event of this delay we will adjust our X
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accordingly and ...

o We expect that there could be a small delay in
X, causing us to push back Y...

FY 20YY (2" year and thereafter)

1.  How far along the experiment do you intend to
be?

2. How are you going to collect data?

3. Who will do what and when?

4. How long will things take?

FY 20YY achievements

e Weexpectto find ...
e We hypothesize that ...

FY 20YY contingencies
1. What could go wrong and how you will deal
with it?

State of preparations ...and methods to
disseminate ...

The current state of research environment,
facilities and materials

1. Mention equipment that you have..., but that
you need X to continue.

The state of preparation for starting the research

1. Mention that you have gone as far as you can,
and to continue, you need new funding.

How the research achievements are disseminated
to society

1. Mention that you will write papers for interna-
tional journals and present at conferences. Hold
workshops for the public. Create a website.

2. Cover standard academic methods for dissemi-
nation. Write a book chapter...

Research achievements

1. Don't forget to number each entry.

2. Double underline the primary investigator.

3. Single underline all other co-researchers.

4. This is another reason why working with others
is beneficial. Find someone with recent publi-
cations and together you can fill up two pages
over the previous 5-6 years.

Research funding received and achievements

If you have internal funding from your school, or
if you plan on combining this with your personal

The Language Teacher o JALT Praxis: The Writers’ Workshop

budget, you need to list funding here. But more
importantly, if you have previous grants or funding
that have ended and this research is related, then
you can put down your previous achievements. It
keeps your research momentum going and shows
the judges that you have been trusted in the past
and are more likely to continue doing high quality
work moving forward.

Protection of human rights ...

Write some boilerplate ethics stuff here about ...
Participants privacy

Consent forms from participants

Approval from institutions

Data encryption on hard drives

Locked cabinets for sensitive papers

Other ethical concerns

QU W=

Rationality and justification of the research
costs

1. After you have finished creating your budget,
break it down by year and category.

2. Describe where the money will be spent, and be
specific.

3. Youdon't need to fill in all this white space but
be thorough.

4. Judges will want to cut your budget out of
habit. Don't give them a reason to do so. If you
have a large line item, explain why the cost is so
high and why it is important to the success of
your project.

Budget

See the next article in the series for budget details.

Application for research funding, current state
... and effort

Add project titles and effort as a percentage of your
total workload.

Next issue

In the final installment of this series of grant writ-
ing articles, we will address the main reason for this
whole process, namely, the budget. The budget is
not a make or break topic but there are a number
of pitfalls that you will want to look out for. Your
proposal will not be rejected because you ask for
too much money, or make some other budgetary
misstep, but you don’t want to leave it to the last
minute. In our last article, we will discuss all things
financial. We hope you come back.
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JALT Focus] SIG FOCUS

Greetings from the SO SIG!

Many SIGs address different aspects of the educa-
tional side of what happens in our classrooms, but
no other SIG within JALT addresses business issues,
thus the School Owners’ (SO) SIG was born. The
SO SIG is a place where owners or prospective
owners of language schools in Japan meet, discuss
and learn the business aspects of running language
schools in Japan. School owners are unique in that
they must balance the educational goals of their
students with the economic realities of running

a business. Managing one’s own school can have
significant advantages, such as allowing one the
freedom to teach in the ways that one feels are most
effective. 1t also entails unique challenges, such as
signing employment contracts, managing staff, col-
lecting fees, conducting marketing, and many other
aspects that involve finances and management.

Events

The SO SIG ran its first conference on Sunday,
January 28, 2018 in Osaka. The full day of presenta-
tions and discussions on topics ranging from search
engine optimization (SEO) to hiring practices and
teacher management gathered 67 attendees from all
over Japan. A resounding success for our first event.
The next conference is tentatively scheduled for
Tokyo in January 2019. Members of the SO SIG are
able to attend the conference for free. Non-mem-
bers can attend for a fee.

Webinars

The SIG hosts several webinars each year. Some
recent topics have been SEQ, creating a positive
employment culture, and making employment
contracts. These webinars are free for members, and
when attended live, allow for real-time interaction
with the presenters and do not require attendees

to travel. Recordings can also be accessed at any
time by SIG members (https://jaltsosig.wixsite.com/
home/members-only).

Joél Laurier & Robert Morel

JALT currently has 26 Special Interest Groups (SIGs) available for members to join. This column
publishes an in-depth view of one SIG each issue, providing readers with a more complete picture
of the different SIGs within JALT. For information about SIG events, publications, and calls for
papers, please visit http://jalt.org main/groups.

Email: sig-focus@jalt-publications.org ® Web: http://jalt-publications.org/tlt/departments/sig-news

Publications

The SO SIG produces a newsletter with articles
related to running a language school in Japan. Some
sections have highlighted mistakes different owners
have made or contain articles on the balance be-
tween educational quality and maintaining a profit.

Website

The SO SIG website (https://jaltsosig.wixsite.com/
home) is our main source of information. Members
are able to login and access videos of presentations
from past conferences, audio from past webinars,
and PDF versions of past newsletters. It is also a
good location to see information on upcoming
events.

Facebook

Please join the “JALT School Owners SIG” group

on Facebook (https://www.facebook.com/groups/
SchoolOwnersSIG/). 1t is currently open to anyone
interested in issues related to school ownership, not
just SIG members. It is a great place to ask questions
and see issues school owners are discussing.

Upcoming Event

e Jan 20, 2019 (Tentative), Second Annual SO SIG
Conference

If you are a school owner who cares about op-
erating a school that offers quality education and
is fiscally and operationally sound, the SO SIG is
a great resource. We look forward to sharing our
unique perspective with JALT.
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JALT MEMBERSHIP INFORMATION

The Japan Association for Language
Teaching (JALT)

e A professional organization formed in 1976
- 1976FFICRIIENEA T F R

e Working to improve language learning and teach-
ing, particularly in a Japanese context
FEFDFBEHBEOR LZMEEEBNELTVET

e Almost 3,000 members in Japan and overseas
-EANTH 3,0008DRENNET

http://jalt.org

Annual International Conference

e 1,500 to 2,000 participants
- 1,500 052,000 0B MLET

e Hundreds of workshops and presentations
-EBRDT— Y IVTORRDNDVET

® Publishers’ exhibition - HAR#IC K BHMEN DV ET

e Job Information Centre

-REER T2 —DRITONE T

http://jalt.org/conference

JALT Publications

e The Language Teacher—our bimonthly publication
-BARGLEY

e JALT Journal—biannual research journal
-FEEITLEY

e JALT Postconference Publication
- FRERRROMERRRCREZRITLES

e SIG and chapter newsletters, anthologies, and con-
ference proceedings - DERIFFERE R PREBELRIR, 7>
VAV HARRHERCHRETHITLEYT

http://jalt-publications.org

JALT Community

Meetings and conferences sponsored by local chapters and
special interest groups (SIGs) are held throughout Japan.
Presentation and research areas include:

Bilingualism e CALL e College and university education e
Cooperative learning ® Gender awareness in language ed-
ucation @ Global issues in language education ® Japanese
as a second language ® Learner autonomy ® Pragmatics,
pronunciation, second language acquisition ® Teaching chil-
dren e Lifelong language learning  Testing and evaluation
® Materials development

XBRODBARBRICLZP R PHRRIIARS I THRME
TN UTORHF CORRPHRRENMTONE T, /N\(UHUX
L CALL, RENEEHE, HEFEH. Y102 —LBEFFE /00—
NIV, BAEHE. BENFE. EhH - HE - 55E5EE R
EFEFHE. DEEFHE. slREVl. BRE F

http://jalt.org/main/groups

IATION FOR LANGUAGE TEACHING
e

JALT Partners

JALT cooperates with domestic and international partners,
including JALTIE L FOERNADFEREREL TOET):

e AJET—The Association for Japan Exchange and
Teaching

e |ATEFL—International Association of Teachers of
English as a Foreign Language

e JACET—The Japan Association of College English
Teachers

e PAC—Pan-Asian Consortium of Language Teaching
Societies

e TESOL—Teachers of English to Speakers of Other
Languages

Membership Categories

All members receive annual subscriptions to The Language
Teacher and JALT Journal, and member discounts for
meetings and conferences. The Language Teacher®JALT
Journal EOHRMH FERENETNE T, AR PARICES
BCBINTEETY,
* Regular —fi&=&:¥13,000
e Student rate (FULL-TIME students of
undergraduate/graduate universities and colleges
in Japan) ZE2E8(ERDOEHFDAZ LI AZRDF
4):¥7,000
e Joint—for two persons sharing a mailing address,
one set of publications V31> F&& (RAICEFTCEERT
HlEAN2AZHRE L. JALTHRRYDIE 24T 186): ¥21,000

e Senior rate (people aged 65 and over) =7 &E(654%
M Ea75):¥7,000

e Group (5 or more) ¥8,500/person—one set of publi-
cations for each five members 7/L—7=B8(5%2M &
WRE L JALTHRRIIE 5 BT &I T1ED): 144 ¥8,500

http://jalt.org/main/membership

Information

For more information please consult our website
<http://jalt.org>, ask an officer at any JALT event,
or contact JALT's main office.

JALT Central Office

Urban Edge Building, 5th Floor, 1-37-9 Taito, Taito-ku,
Tokyo 110-0016 JAPAN

JALTEF#E - T110-0016E8 RASARXAER1-37-9
T7—I\>TyIEIV5F

t: 03-3837-1630; f: 03-3837-1631; jco@jalt.org

Joining JALT
Use the attached furikae form at Post Offices
ONLY. When payment is made through a bank
using the furikae, the JALT Central Office receives
only a name and the cash amount that was trans-
ferred. The lack of information (mailing address,
chapter designation, etc.) prevents the JCO from
successfully processing your membership appli-
cation. Members are strongly encouraged to use
the secure online signup page located at https://
jalt.org/joining.



JALT PRAXIS] OLD GRAMMARIANS

Gundam Style

In a post-apocalyptic world people have forgotten
how to socialize directly, preferring to interact
using giant 10-story-tall transmutable robotic
exoskeletons. Gobo, a university dropout and
part-time aircraft hangar, secretly has feelings for
his neighbor Rin, an artist who works nights as a
discotheque. One day Gobo gets bitten on the leg by
Rin’s bus-sized robotic Corgi, and the two gradually
get acquainted as they share zany misadventures
involving city zoning laws and the Japanese Aero-
space Exploration Agency. Through it all they learn
that friendship, like a well-oiled robot, won'’t seize
up even if someone has been crying in its command
module for the better part of a half hour.

Cashcow Boy (in Japan, ©&57 4 [Kingachou
Atomu] or “Golden Goose Atom”):

Alonely old man designs a superhero action figure
in the likeness of his missing son and begins selling
models of it to neighborhood kids. Cashcow Boy
action figures become a huge hit, making the old
man a multimillionaire. But the missing son mirac-
ulously reappears, demanding a majority cut of his
father’s earnings. Meanwhile lawyers for Manganese
Comics, a huge media franchise, take the old man
to court on the charge that Cashcow Boy closely
resembles their own superhero Captain Bonanza.
In the end everyone’s mercenary designs are foiled
when the original Cashcow Boy’s wish to become

a real human is granted by a magical fairy and he
retires from show business.

Squeegee of Destiny (fifi D AT A ——

A young, brash martial artist named Onchi wants
to prove herself by setting out on a journey to
retrieve the fabled Squeegee of Destiny, which gives
its owner unprecedented powers of observation
and foresight. Her mentor, Bulbous, thinks she is
far from ready, both for the challenge of the quest
and for the power the artifact would give her if

she found it. But once it is discovered that the evil
Prince Pistachio has his sights set on acquiring the

Scott Gardner old-grammarians@jalt-publications.org

Great Anime/Manga Series | Missed

Squeegee for himself, Bulbous has no choice but to
help his reckless protégée in her quest.

B-On!

A group of high school boys decide to break from
tradition and start a quilting circle. For the next
three years they face challenges in the form of bully-
ing, heartache, pricked fingers, broken trusts, FARTS
(fabric acquisition road trips), boll weevils, and even
an alien invasion that catches everyone by surprise.
Through it all they learn that friendship, like a good
quilt, needs to be well scrimmed or else all the bat-
ting will sag down at one end.

Psychic/Cool-brained Hoki (53D E R,/ il
[Hoki no Reinou))

This life-after-death series follows an assistant
demon named Hoki whose job is to read residen-
tial gas meters in hell. His only friend, Simpleton,
happens to be the one who accidentally killed them
both as humans in a freak accident at a cosplay
convention. Together they have quirky encoun-
ters with other condemned souls, some of whom
represent well-known celebrities and sports figures.
In one episode the ghost of grand-scale environ-
mental sculptor Christo wants Hoki and Simpleton
to convey a complaint to the town council about his
noisy neighbors. But the two luckless heroes get the
address wrong and wind up shutting down an Iron
Maiden concert being attended by Satan himself.

What The...?! (0D Z 721! [Arienail])

Five junior high school kids selected by a quasi-gov-
ernmental agency to operate nuclear powered,
transdimensional, laser cannon equipped flying
amphibious tanks, engage in regular battles with
undead aliens from an alternate past who have
stolen the bodies of extinct microbes to pilfer the
world’s supply of Euphonium, a rare element found
only in the nether regions of certain prep school
and military brass bands. Between their weekly
life-threatening melees, the kids hang out at onsens,
eat soba noodles, and talk about love. Through it
all they learn that friendship, like a good animated
series, succeeds best when it is logically unhinged.
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Getting to JALT2018 at Granship in Shizuoka

A KANSAIINT'L
AIRPORT (KIX)

@ By JR Limited-Express
HARUKA (48 min.)
Departures: 06:30 - 22:16
(30 min. intervals)

SHIN-OSAKA
STATION

a By JR Bullet trains
KODAMA (140 min.) or
HIKARI (110 min.)
Departures: 06:08 - 21:06
(30 - 40 min. intervals)

F CENTRAIR INT'L
AIRPORT (NGO)

@ By Meitetsu Limited
Express train (28 - 35 min.)
Departures: 05:24 - 23:31
(10 - 25 min. intervals)

NAGOYA
STATION

a By JR Bullet trains
KODAMA(70 min.) or
HIKARI (51 min.)
Departures: 06:20 - 22:14
(30 - 40 min. intervals)

F NARITA INT'L
AIRPORT (NRT)

F HANEDA INT'L
AIRPORT (HND)

&8 By Keikyu (13 min.)
Departures: 05:26 - 24:01
(10 - 30 min. intervals)

Q by Limousine Bus (80
min.) Departures: 07:00 -
22:55 (10 - 30 min. intervals)

KEIKYU

& by JR Narita Express SHINAGAWA

(59-80 min.) Departures:
07:44 - 21:44 (30 - 60 min. STATION
intervals)
ﬁ 5 min. walk
between stations
TOKYO JR SHINAGAWA

STATION STATION

© By JR Bullet train
KODAMA (80 min.) or
HIKARI (64 min.)
Departures: 06:33 - 22:10
(30 - 40 min. intervals)

@ By JR Bullet train
KODAMA (76 min.) or
HIKARI (55 min.)
Departures: 06:34 - 22:18
(30 - 40 min. intervals)

SHIZUOKA STATION

@ By JR Tokaido Local
Line (3 min.)

JALT2018 CONFERENCE

M 1-5 min. walk from
South Exit

* Hotel Century Shizuoka

* Shizutetsu Hotel Prezio Shizuoka-Ekinan
* Shizuoka Daiichi Hotel

* Hotel New Shizuoka

M 1-5 min. walk from
North Exit

* Hotel Associa Shizuoka

* Kuretake Inn Premium Shizuoka Ekimae
* Shizutetsu Hotel Prezio Shizuoka-Ekikita
* Shizuoka Grand Hotel Nakajimaya

* Hotel Garden Square Shizuoka

* Hotel A'bant Shizuoka

* Shizuoka Kita Washington Hotel Plaza

HIGASHI SHIZUOKA STATION

M 3 min. walk

Shizuoka Convention & Arts Center “GRANSHIP"” (Venue)

<https://jalt.org/conference/jalt2018>



